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Foreword

" For the past decade the English teaching profession has been in
need of some new ideas in cumeulum—defined by the National
Council of Teachars of English Commission on the English Cur-
riculum as “goals, content, and teachingflearning procedures.”
A survey of Council publications during the past few years reveals
a surprisingly small number of books on curriculum reform. Several
explanations can be given for the shortage of useful Counecil books
on cwrriculum. Among them would certainly be that much profes-
sional concentration in recent years has gone into formulating
responses to proponents of competency-based feaching, minimal
competencies, and state-mandated festing.

Seemingly voiceless against the excesses of an often anti-intel-
lectual movement, teachers have of course turned to their profes-
sional organizations for developing positions on these pressing
issues and for explaining to the general public the values inherent
in teaching and leaming which go beyond “minimal standards"
and “testable” skills. Indeed, the Commission on the English Cur-
riculum itself devoted two or three years to discussing these issues
and advising the Council on ways to counteract the more problem-
atic elements of the CBE (competency-based education) movement.
We have tried to be articulate in making our position known and
available to the public. Yet, in addi.ssing these issues—which are
perhaps as much political as educational-—we have had limited time
and inclination to concern ourselves with our central charge—
to coniribute substantive research and new ideas in the area
of curriculum.

While it is clear that we have a profestional responsibility to
protest against legislation that stnkes us as educationally ccunter-
productive, we also have a responsibility to continue to doresearch
in our field and to publish our findings for the general instruction
of teachers at all levels. Against a background of continued resist-
ance to misguided legislative mandates, we have to persist in saying
tha. on the basis of our ongoing research and in-class professional
experience, we have something to contribute toward directing the
future of teaching and leaming in the language arts. With this new

book, one such positive statement asserts itself clearly. .
ix




X Foreword

A real need in recent years has been for thie publication of prac.
tical books with good advice for teachers and administrators who,
restrained and controlled by state and local requirements, must face
the challenge of creating workable curricula in English—curricula
that reflect teachers’ knowledge of their field, students’ learning
needs, school administrators’ requirements, state pressures, and
parental concern. At the same time, there is & need for books that
reflect an awareness of the available research in content areas,
pedagogy, and curriculum study. Finally, there is 2 need for more
responsible journalism about why Johnny and Mary can’t read and
write and more solid advice from true, dedicated professionals—
that is, trained students of the language arts who know intimately
the challenging responsibilities of teacher, sdministrator, scholar,
parent—and who can focus on the problems in constructive ways.
Without slipping into faddism or doomsday talk, Allan Glatthom
has fulfilled many of these felt needs.

In A Guide for Developing gn English Curriculum for the Eighties,
Professor Glatthom, past Director of the NCTE Commission on.
the English Curriculum, argues for a curriculum in language arts
which is true to the intellectual angd emotional needs of students
while being accountable to society’s expectations for a curriculum
which is practical and oriented toward skills. Glatthorn’s message
is that currictlum must do more than merely provide students
with survival skills. It must be challenging and coherent. Theschool
owes it to the student and taxpayer alike to provide a curriculum
which is rich in content, capable of increasing student skills, testable
in areas where testing matters and can be successfully achieved,
responsive to and supportive of areas of language acquisition that
are not testable, and cognizant of learners’ needs and abilities. For
Glatthorn, this curriculum—weil within the reach of any school
willing to commit itself to quality education—must be genuinely
accouniable to the parent and the legislature. Glatthom makes it
clear that parents and the public at large should have asayin the
creation of goals, content, av d methods in the classroom, but he
argues persuasively for the preeminent role of professional edu-
cators in designing and developing curriculum. He is respectful
toward the various state mandates for testing minimal compe-
tencics {(who among us does not want high school graduates to be
able to read tax forms and road maps?} but he raisestwo important
issues: What are the real basic competencies necessary for life as it
will be lived during the remainder of the century? What price does
the student (and society} pay for an educational system that
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equates Losic competencies with life-survival skills at the lowest
affective ana intellectual levels and at the expense of all enrich-
ment programs?

Never ignoring or maligning the realities of the CBE movement
of the seventies, Glatthorn suggests strategies for developing mature
cnrricula that will use the strengths of CBE while transcending its
weaknesses. He is wise enough to know that a guide for the per-
plexed must acknowledge and confront the present perplexities in
arealistic and even a gracious spirit.

Professor Glatthorn argues for a so-called mastery curriculum,
but he restricts the approach to areas in which mastery is known
to be an effective method. Not a proselytizer, he suggests that the
identification of mastery components needs to be accomplished
early in the process of creating a viable curriculum. He legislates
rothing; to the contrary, he calls for the fullest participation of
teachers, planners, and parents in exploring what can be mastered
in the study of English. Arguing against some of the approaches of
the past (he traces five, beginning with the progressive functionalism
of 1517-1940 and ending with the current emphasis on privatistic
conservatism) as well as against various curricular extravagances,
he suggests that the mastery curriculum is the most cost-efficient
and yet intellectually effective system because it views English
“through several perspectives” while focusing curriculum develop-
ment *‘on only a certain portion of that curriculum.”

For Glatthorn the mastery curriculum should be characterized
by what he calls ‘““syncretic orientation’—that is, it should draw
from what weknow tobe ourrich content resources, our knowledge
of cognitive development in children, the students’ own sense of
personal relevance, and expectations of society. But even though
mastery is enhanced by contributions from all these sources, the
actual cwrriculum is compiisel of only those aspects of learning
which participating teachers, planners, siudents, and parents agree
are “essential” and capable of “‘careiul scructuring.” I hasten to
add that Glatthorn never rules out or diminishes the importance of
aspects of the study of English that do not lend themselves to
“careful structurlng”—such as the so-called organic curricalum
which focuses on affective response. He points out that it is
“extravagant” to spend time planning an area of curriculum that
does notlend itself to structuring, (“The organic corriculum is just
as essential as the mastery curriculum but it is different in one cru.
cial way: it is nonstructured. . .. It is best facilitated not by graded,
structured units of study but by a sensitive teacher responding to
the emergent needs of the learner.”)




xii Foreword

A Guide for Developing an English Curricutum for the Eighties
is not bedside reading—though it is written in lucid, well-organized
prose. It is, in fact, a practical guide: asiep-by-step plan for devel-
oping an English curriculum to be used in the hard light of day.
While very tightly structured, reflecting Glatthorn's careful analysis
of a complex situation as well as his years of personal experience
with what does and does not work, the book's plan can be modified
in a dozen different ways to fit the requirements of real teachers
in real schools. Glatthom specifically suggests some modifications.
The autkor is modest in suggesting that his plan need not be iol-
lowed scrupulously; I would say that the book warrants close
attention to its detailed suggestions before the reader moves off in
a different direction. Glatthorn has probably thought through the
alternatives already and suggested the one(s) most likely to produce
results. In context, some of his ideas may sound somewhat complex;
in actua} practice, the usefulness of his approach would surely
disclose itself.

Professor Glatthom is interested in providing the student with a
powerful, sensible language arts experience. The student Who goes
through Glatthom’s curriculum can be expected to meet the
minimal-competency requirements of any state education depart.
ment while mastering what teachers feel to be the basics—or rather
the essentials—of solid academic experiences in reading, writing,
speaking, and listening. Glatthom’s curriculum plan also allows the
teacher the fullest freedom in designing courses and exploring
personal teaching styles. His instinets are nothing if not generous;
he advises, he does not dictate. it will surely be in the best interest
of all of us—teachers and curriculum planners—to leam from this
experienced colleague as we face the perplexities of the years ahead.

Barrett J. Mandel

Director, NCTE Commission on
the English Curriculum (1978-
1980)

[0




Preface

T write out of a sense of both frustration and hope. The frustration
derives from my experience in working with coordinators, depart-
ment heads, and curriculum committees to produce English lan-
guage arts currictlum guides—which, too often, tumed out to be
excellent documents that very soon were filed and forgotten. The
hope derives from a sincere belief in the ability of both cwrriculum
workers and teachers tc find a better way of translating their
knowledge and experience into more usable curriculum materials.

The monograph is addressed to the instructional leader of English.
1 use the ferm “instructional leader” to include all who have divect
responsibility for providing leadership in the area of English curricu,
lum. The audience, therefore, includes principals, assistant prin-i
cipals, district coordinators, department heads, team leaders,
curricilum committees, and classroom feachers with special assign-
ments—anyone responsible for improving the English program.

My chief concern is with the secondary English curriculum,
although from time to time I refer to the elementary program in
areas where continuity is important. The purpose of this monograph
is to explain a process for improving the English cumriculum. My
hope is that the process will work in any schoot district and can be
used by anyone without special trainingin curriculum development.
I do not propose some ideal English curriculum, because [ do not
believe that there is one best curriculum, And I have tried to make
the explanations as simple as possible because I want this to bea
do-it-yourself manual that requires no special training or outside
help.

I am indebted to several colleagues and friends who have provided
continuing help in this endeavor. Atlan Dittmer, Barrett Mandel,
and Beverly Busching, leaders of important NCTE committees and
commissions, encouraged me and generously shared materials.
Herbert Adams, my colleague and friend at Science Research Asso-
ciates, reassured me of the long-term value of what I was doing.
Pauline Degenfelder, Dclores Drewniak, Pat Eyring, Mildred
Dougherty, and Hugh Cassell, friends and colleagues in districts

xiii
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Xiv Preface

where these ideas were first tested, gave me the benefit of their
experience and insight. Pau) O'Dea of NCTE provided the kind of
editorial guidance that all authors need. Ruth Ebert, secretary par
excellence, helped immeasurably by proofreading, raising questions,
and typing. And my wife, Barbara P. Glatthorn, was of more help
than she will ever know.

I close with onespecial acknowledgment of intellectual indebted.
ness. Much of the content of Chapter 1 is based upon Arthur N.
Applebee’s Tradition and Reform ™1 the Teaching of English. 1
consider his book the basic text in the history of our field, and I
strongly recommend it to any reader inierested in a more detailed
history of our profession.




1 Where Have We Been?
A Retrospective Examination

Before beginning with some proposals concerning a process of
curriculum development, it would be well to examine where we
have been and where we are now in the teaching of English. The
retrospective examination undertaken in this chapter will be usefu!
because it should provide a needed perspective about both the
present and the future. And a careful analysis of what is happening
now, which will be undertaken in Chapter 2, should provide addi-
tional datain determining which curriculum processes are likely to
be most effective.

A look back at the currents in the Engiish curriculum over the
past sixty years suggests that there have been five distinct periods
in that history. There is, of course, an arbitrariness always in
delineating so-called periods of history demarcated by specific
dates, for history more often seems like a running stream that can-
not be s0 channelled. With that waming in mind, however, we
probably can make more sense out of our past if we make some
divisions, attempt to define the essential nature of each period,
and identify some major developments. This framework is there-
fore suggested as a way of looking at the recent history of the
English curriculum:

Dates Period
1917-1940 Progressive functicnalism
1941-1956 Developmental conformism
1957-1967 Scholarly structuralism
1968-1974 Romantic radicalism
19756- Privatistic conservatism

Progressive Functionalism
The first period, here called progressive functionalism, was that

time between the two wars, embracing the high spirits of the 1920s,
the crash of 1929-1932, and the struggle toward recovery in the

1
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2 A Relrospective Examination

thirties. There was a new interest in science and technology,
brought into focus by the 1939 World’s Fair; there was much talk
about scientific management and the need for efficiency; and
there was a belief that the nation’s problems could be solved by
legisiation. In brief, it was the age of Hoover the engineer and
Roosevelt the reformer.

In psychology, two strong forces were at work. E. L. Thomdike
was promulgating the need for the scientific measurement of intelli-
gence and achlevement, and Kurt Lewin angd other Gestalt psychol-
ogists were insisting on the importance of the unified experience.
Similarly, in curriculum, two divergent theories seemed influential.
William Kilpatrick {1918), a disciple of John Dewey, argued for an
experience-centered curriculum oriented toward social reform. On
the other hand, Franklin Bobbitt (1924) was convinced that the
curricilum should be built scientifically, by first analyzing the life
needs of the leamer, then specifying objectives derived from those
needs. )

The English curriculum developments of the period reflected
both the mood of the nation and the theories of the experts. It
can be calleda period of progressive functionalism because it seemed
to be characterized by progressive rhetoric and functional intent.
The first major NCTE curriculum publication, 4n Experience
Curriculum in English (Hatfield, 1935), clearly reflects an attempt
to synthesize hoth of these elements. The rhetoric was clearly
progressive : “Experience is the best of all schools . . . The ideal
curriculum consists of well-selected experiences.” The basic element
of instruction should be the “radical progressive unit,” organized
into “‘experience strands,” ““arranged like broad easy stair steps in
a reasonably steady progression of intellectual difficulty and social
maturity” (p. viii). But the content was unabashedly functional,
strongly influenced by Bobbitt’s theories of cuwrriclum. For
example, the first strand, “social conversation,” emphasized such
utilitarian activities as making small talk with acquaintances,
holding a conversation with friends’ parents, and congratulating a
friend. Other units were concemed with so-called life compe-
tencies {to borrow a current term to describe an older approach)
such as making a telephone call, holding an interview, and con-
ducting a discussion.

The period of progressive functionalism was also marked by cer-
tain interesting pedagogical innovations, two of which took differ-
ent approaches toward individualizing instruction. The Dalton or
contract plan (Dewey, 1922) required individual students to make




A Relrospective Examination 3

a contract with the feacher, covering the amount of work to be
Jearned within a given period and the grade toward which the stu-
dent aspired. Much of the time, of course, the student worked
independently, although some teachers added group discussions of
reading in response to criticism that the plan stressed too much
isolation in the leaming process. The other approach, the so-called
mastery units advocated by Morrison (1926}, divided the curriculum
into a series of functional units; each student worked through a
unit at a self-paced rate, proceeding to the next only when mastery
had been demonstrated. And the NCTE’s Committee on Correlation
(Weeks, 1936) reported beginning attempts to correlate the study
of English with other disciplines.

Two separate studies conducted by Dora Smith in the 1930s
suggested that the classroom feacher was, perhaps predictably,
somewhat eclectic in approach. The first study, Instruction in
English (1933}, based upon an analysis of 156 courses of study,
was somewhat optimistic in its conclusions. The unit method of
instructior seemed to have talken hold. There was evidence of
attempts to individualize, either through ability grouping or con-
tracts, and there was less uniformity than there had been previously
in the selection of literature; she noted with some optimism that
there was “evidence in classroom practice that some teachers are
able to follow a course of study organized by types without undue
stress on form and technique” {pp. 47-49). The second study
(Smith, 1941), based more upon direct observation of actual prac-
tice, was less encouraging. In her analysis of English instruction in
fifty-one school systems in New York, she found less evidence of
progressive reform. The single text seemed to determine the curricu-
lum. The classroom was feacher-dominated: “Question and answer
procedures with the teacher in command, and recitation around
the room of senfences written out at home the night before repre-
sented by far the most common activities of the average high school
English class in New York” (p. 253). And attempts to individualize
were restricled largely to administrative arrangements. The class-
room teacher taught the whole class: “regimentation was the rule;
individualization the exception®’ (p. 157).

Developmental Conformism

The second period in the history of the English curriculum, develop-
mental conformism, essentially spanned the years of the Truman

b
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4 A Relrospective Examiation

and Eisenhower presidencies. Except, of course, for the war years,
that period in retrospect seems to have been an era of national
tranquility. The postwar recession predicted by the experts never
materialized; in fact, there was a remarkable postwar boom, Fears
of communism and anxiety about McCarthyism made people
uneasy, and the Supreme Court desegregation decision of 1954
suggested that there were deeper problems that should be con-
frornted; but the national mood seemed to be one of optimism.
The nation seemed strong, and its problems appeared to be man-
ageable.

In the field of psvchology, Havighurst’s Developmental Tuasks
and Education {1948) seemed most important. In this work, which
had an immediate and direct influence on curriculum development
in English and other fields, Havighurst outlined the major stages in
life, from preschool to the graduate level. For each stage he identi-
fied important characteristics and needs, suggesting the kinds of
learning outcomes and activities that would be most appropriate.
The most influential cwrriculum theorists were probably Ralph
Tyler and Hilda Taba. Tyler’s Basic Principles of Curriculum and
Instruction (1950), which began as asylabus for his graduate course
at the University of Chicago, reduced decisions about curticuium
planning to four basic questions: What educational purposes should
the school seek to attain? What educational experiences can be
provided that are likely to attain these purposes? How can these
educational experiences be effectively organized? How can we
determine whether these purposes are being attained?

What has come to be known as the Tyler rationale continues to
be the basic paradigm for most curriculum workers today. Taba,
strongly influenced by Gestalt psychologists, antedated the Brumer-
ians in insisting, in contradistinction to Bobbitt, that the curriculum
should be concemed with the larger organizing ideas, which were
more powerful because they subsumed many smaller discrefe
elements. Her work in developing materials for intergroup educa-
tion, however, had a more immediate impact than her curriculum
theories. Applebee’s assessment of her contribution in Tradition
and Reform in the Teaching of English (1974, p. 149) seems to
be a fair one:

The work of these [intergroup relations) institutes, of the projeci
staff, and of the cooperating sschoolsled to a long series of publica.
tions on human relations and intergroup education; these presenied
teachers throughout the country wilth practical, school-based
approaches for all age levels and in many different curriculum
areas. Nevertheless there were major difficulties in the approach

16




A Relrospeclive Examinalion 5

Taba and her staff advocated. The fundamental problem was
naiveté . . . which saw raciai problems in the iimited context of
attitudes and dispositions rather than as manifestations of deeper
inst’tutional and economic forees.

While Tyler’s ideas about design and Taba’s concerns with infer-
group relations were clearly influercing many professional leaders,
the most significant curriculum movement of the period developed
from the efforts of educational bureaucrats, not the theories of
scholars. Life adjustment education, which, as a slogan at least, was
the most important development of the 1950s, was sired by the
National Education Association (NEA) and the U.S. Office of
Education. The Educational Policies Commission of the NEA in its
first report, Education for All American Youth (1944), recom-
mended for all schoois a core program of so-called common learn-
ings which would help yvoung people leam such skills as getting
along with others, becoming a useful family member, and choosing
a useful vocation. The U.S. Office of Education followed by estab-
lishing a Commission on Life Adjustment Education for Youth,
which attempted to set up a series of “action programs” across the
nation to achieve the goals of life adjustment. Even though the
proponents of life adjustment education attempied to minimize
theconformist nature of the movement when critics began to attack,
their underlying message seemed clear: This was a good society,
and the goal of education was to learn to adjust toit.

Life adjustment education seemed to enjoy a mixed reception
in the English profession. While there were many leaders in the
profession who attacked its basic tenets, it seemed to have a subtle
but pervasive influence. The major curriculum project undertaken
by the NCTE Commission on the English Curriculum, which cul-
minated in a five-volume report, seemed to reflect the influence
of both Havighurst and the life adjustment ‘‘educationists,” as
they were coming to be known. Hence it has been labeled a period
of developmental conformism. As notfed in the third volume of
the Commission’s report, The English Language Arts in the Secon-
dary School {1956), the English curriculum was to take cognizance
of the inner pressures resulting from the development ofthe learner
—put was also to respond to the exfernal pressures of the society.
And the specific nature of that response was to be the product of
a consensus of the various interest groups of the community to
be served.

The interest in correlating English with other subjects, which
began in the previous period, developed into perhaps the major

Pt
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6 A Retrospective Examinalion

pedagogical innovation of the forties and fifties—the core curricu-
lum. As implemented in most of the experimental schools, the
core curriculum was an attempt to integrate learnings from several
disciplines by having students study broad themes related bo’' to
adolescent inferesis and societal trends. The core curriculum was
widely touted by professors of curriculum who saw it as a way out
of “sterile traditionalism,” but it never really appealed to most
classroom teachers. Applebee (1974) notes that a study conducted
by Grace S. Wright {1950) for the U.S. QOffice of Education found
that only 3.5 percent of juntor and senior high course offerings
showed any atiempt to cormelate content from two or more
ctisciplines.

However, there was evidence in the classroom that teachers were
attempting to integrate language arts, at least. Amo Jewett’s (1959)
survey of 285 courses of study conducted at the end of this petiod
found that the predominant pattern of cwriculum organization
was a thematic or topical unit which integrated several phases of
English; and the junior high courses showed a genuine attempt to
develop those units around the interests and needs of yornger
adolescents. He also noted that many of the curriculum guides
included units on relevant topics such as eritical thinking, propa-
ganda analysis, semantics, and the nature of communication. While
Jewett admitted that the courses of study he examined probably
reflected a more innovative spirit than those notstudied, his findings
relative to the widespread use of thematic units are supported,
partially at least, by James Olson's {1969) study of literature
anthologies commonly used in the school. In comparing the an-
thologies used in 1957 and in 1946, Olson found the later books
to be more concerned with thematic units and greater representa-
tion of literary seiections relating to the concerns of the young.

Scholarly Structuralism

The third period of curriculum history, the era of academie rational-
ism, was the decade 1957-1967, which embraced the Kennedy
and Johnson presidencies. In a sense it was the beginning of two
decades of national trauma. Both the successful iaunching of
Sputnik and the assassination of John Kennedy seriously battered
the nation’s confidence, as evidenced by the severe questioning of
the quality of our schools. But those schools were expanding rap-
idly. During this period, student enrollments increased by 38 per-
cent and the number of teachers by 50 percent. It was also a period

13




A Retrospeclive Examination 7

of legislative activism, with the passage of some twenty-four pieces
of major educational legislation.

This was a time when scholars from the academy were most
influential in the schools. School people turned to the studies of
Jean Piaget to learn how children developed, to the works of B. F.
Skinner to discover how children could be controlled, and to the
theories of Jerome Bruner to discover howchildren could be taught.
It is interesting to note in the case of hoth Piaget and Bruner that
these two psychologists also had the greatest impact on the school
currictlum. In curriculum circles it was de rigueur to cite Piaget’s
developmental theories and Bruner’s strictures on structure.

Hence I see it as a time of scholarly structuralism, when
cutriculum leaders believed that the theories and research of
academicians, rationally applied, could be used to develop
“teacher-proof” curricula, bhased upon the structure of the
discipline.

Urged on by NCTE’s The National Interest and the Teaching of
English (1961), the federal government took a more active interest
in the field of Erglish. The 1.S. Office of Education Cooperative
Research Program was expanded in 1961 to include English,
providing funds for what came to be known as Project English;
and the National Defense Education Act of 1964 provided funds
for the teaching of English and reading. These federal funds
provided needed support for research, curriculum centers, and
numerous summer institutes.

Perhaps the most important professional publication of the
period was Freedom and Discipline in English (1965), a report of
the College Entrance Examination Board’s Commission on English,
which again recommended a consensus curricitlum, but one built
upon the so-called tripod of language, literature, and composition.
This recommendation was reflected in much of the curnculum
work developed under the aegis of Project English, but Arthur
Applebee (1974, p. 197} notes that ““the commission’s greatest
success, however, came not from jts recommendations in Freedom
and Discipline, but from a series of summer institutes during the
summer of 1962.”

However, neither the publication nor the institutes seemed to
have much effect on the classroom teacher, according to the
results of a major study conducted by James R. Squire and Roger
K. Applebee (1968). In 158 schools, which seemed to have ex-
celient English programs, Squire and Applebee discovered that
more than half of class time was spent in the teaching of literature
with little attempt to integrate the English language arts. Use of
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the lecture and recitation predominated; small group activities and
audiovisual aids were infrequently employed. While reporting
evidence of much scund feaching in college preparatory programs,
the authors also noted glaring weaknesses in programs for terminal
students. B

This period was also » time of extensive pedagogical innovation.
Simply reciting the many labels suggests the extent of the desire tc
try something new: feam teaching, modular scheduling, indepen-
dent study, individualized instruction, large group instruction,
small group instruction, middle schools, house plans. And, largely
under the impelus of Charles Keller and his John Jay Hay Fellows
program, English teachers led in developing new “humanities”
programs, which often tumed out to be infellectualized core
programs under another name. The period was also charactenzed
by new interest in gifted students, as depariment heads anxiously
developed accelerated courses based upon the most recent ad-
vanced placement examinations. And, primarily in reaction to the
protest by black activists, belated attention was given to black
language and literature.

Romantic Radicalism

The term romantic radicalism is used to describe the fourth
period, 1968-1974, hecause so much of the rhetoric of the time
seemed to couple a romantic Rousseauan view of the child with a
radical critique of the schools and the society. it was the era of the
Apollo moon landing, Civil Rights protests, the assassinations of
Robert Kennedy and Martin Luther King, Vietnam, and Water-
gate—a time when the nation seemed to reel from the series of
traumatie shocks.

At such a time people began turning inward, worrying about
their deeper feelings and ‘““true selves.” Sensitivity groups flour-
ished, and the psychological theories of Carl Rogers hecame
almost dogma. In his chief work on education, Freedom to Learn
{1969), Rogers disparaged the act of teaching, insisting that the
only real growth emerged from within the self and another person
could only facilitate such self-directed learning—a view also
advocated by many exponents of open education. It is significant,
perhaps, that no one curriculum writer can be singled out as the
chief theorist of open education. In fact, one might infer from the
writings of those advocating the open classroom that the cur-
riculum was really unimportant. If one created an open classroom
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environment, appropriately provisioned, the curriculum would
emerge organically from the inquiries of the learners.

In the field of English the most important gccurrence during
this fourth period was probably the Dartmouth Conference. Held
in the summer of 1966, the conference brought together approx-
imately fifty specialists in the teaching of English from England
and the United States. In the view of many observers, the main
contribution of the conference was that it enabled the British
teachers and scholars to educate their American counterparts.
As reported in two companion volumes (Muller, 1967: Dixon,
1967), the British educators persuaded almost ail the American
participants that the British had the answers: child-centered
curriculum, concern for the language of the child, use of improvi-
sational drama, the primacy of informal discussion as the instruc-
tional mode, and the encouragement of imaginative writing—all
were seen as infinitely superior to an American curriculum stiil
concemed for the structure of the discipline.

Both open education and the child-centered English curriculum,
were British imports. Yet, perhaps not surprisingly, it was a
home-grown American idea—the elective system—which had the
greatest impact on classrooms in this country. While Applebee
(1974) dates the first electives as being offered in the University
of Iowa laboratory school in 1960 and George Hillocks (1972)
cites a 1955 English Journal article as the first published descrip-
tion of an elective program, the grassroots movement really
seemed fo catch hold in the late six ties. After surveying “over one
hundreqd [elective] programs,” Hillocks (1972, p. 123) concluded
his “‘critical appraisal” with this optimistic assessment:

Given the time to study, plan, and evaluate their work, English
teachers, with thelr newly awakened sense of professional dignity
and responsibility, may manage to revolutionize the teaching of
English for all students, where the best efforts of the special
centers have failed. Foe that result alone, elective programs,
whether they be passing fancies or the begmning of a new tra-
dition, will have been worth the effort.

Not everyvone, of course, shared Hillockss enthusiasm. Paul
Copperman (1978, pp. 96-97) was among many who held the
elective system partly responsible for the decline in SAT scores:

The weakness In the current elective system is that it enables a
student to avoid the kind of rigorous work he needs to develop
his primary academic skills. . . . As interesting as many of the
abovelisted electives appear, most of them do not provide the
type of disciplined training that students need in order fo develop
their skills.
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Privatistic Conservatism

The present period of our history, called privatistic conserva-
tism, serms essentially conservative in educational philosophy;
yet the conservatism is motivated by a narcissistic obsession with
the private self. Since theve is so little historical perspective it is
difficult to date the period precisely. Some might use 1971 as the
beginning, when the Michigan Accountability Act was passed;
others would argue tor the passage of the Oregon competency law
in 1972. My own sense is that 1974—the year of the Lau v.Nichols
decision mandating bilingual education—might be a more appro-
priate dividing line. While we might disagree with the precise
beginning of the period, we can readily agree about the national
mood. It is a time of inflation and gas lines, taxpayers’ rebellions,
worry about declining test scores, and increased fault-finding with
the ychools. And it is a period marked by what in the longrun
may be even more significant: the “peaceful Latino invasion,”
which raised the Latino population to {wenty million.

From an educator’s point of view, the most influential psy-
chologist is probably Benjamin Bloom. whose major work, Human
Characteristics and School Learning {1976), provides the theory
and research for the concept of mastery leamning. In the curric-
ulum field, W. James Popham and John Goodlad would probably
be singled out as most influential. Popham seems to represent the
best-curricular technologists who have made the Tyler rationale
more respectable with additional refinements and technical
labels. And Goodlad, as noted in the next chapter, has given us
a new way of looking at the entire field.

As yet there is no major professional publication which either
encapsulates present trends or suggests a new direction. There is,
liowever, much talk at the leadership level of the Bullock report
from England, A4 Language for Life (1975), which according to
Brunetti (1978, p. 64) “. . . provides some thoughtful ideas on
how English language programs should be organized and con-
ducted and some excellent suggestions in the directions our
English teaching profession should move in over the next few
years.” There is also a 1980 publication of the Nationa! Councii
of Teachers of English Commlssion on the Cutriculum titled
Three Language-Arts Curriculum Models: Pre-Kindergarien
through College. The articles in this book, written by experienced
feachers and curriculum planners, ouiline the competencies,
process, and heritage approaches to cutriculum planning as applied
to all levels of instruction.
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In such a time when innovative seems to be a pejorative, one
would not expect to find—and indeed does not find—much ped-
agogical experimentation. Aside from widespread interest in
mastelY learning, some evidence of a recwring concem for rhe
gifted, and much talk about the basics of English, the psriod
seems to be one in which classroom teachers are sitting back
and waiting.

This picture of English teachers of the late seventies, cauntiously
refining older practices, is substantiated by a recent survey of
316 secondary schools conducted by Arthur Applebee (1978).
He notes the following trends: the widespread adoption of elective
programs (at the twelfth grade level, in 78 percent of the schools);
classes for the gifted (in 45 percent); remedial classes {in 71
percent); small group work (in 75 percent); and competency
examinations {in 43 percent).

A Review of Sixty Years of Educationa! Development

In reflecting on that pas., let us focus on four important trends
that are relevant to our concem for curriculum planning: the pace
of change, the general orientation of the curriculum, the nature of
pedagogical innovations, and the practice of the classroom teacher.

Regarding the pace of change, one can readily observe that the
length of each period of educational development has grown
shorter. The first period, as noted above, lasted for twenty-three
years; the next, fifteen; the third, ten; and the fourth, six years.
It would be foolhardy, of cowrse, to make too much of this. 1t
well may be that more recent periods seem shorter only because
they are closer to us, Yet the data do give credence to the con-
ventiona! wisdom that change is occuriing more rapidly.

In reflecting upon the genera! orientation of the curriculum
during these past six decades, I spent some time searching for an
appropriate metaphor. When most educators speak about the
general directions of the curriculum past and present, they seize
initially on the analogy of the pendulum, which suggests short
swings between extreme positions. Or they talk of cycles, a more
abstract figure which suggests longer periods of recurring tend-
encies. Neither metaphor seems to portray the past sixty years of
English. Instead, we might think of separate streams that continue
to flow—at times swollen, at times almost dry; at times separate, at
times joining. In identifying such streams in our currieular history,
some useful terms are those proposed by Elliott W, Eisner (1979}

<o
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for his “five basic orientations in the curriculum.” Those orienta-
tions, as he defines them, are:

1. Developinent of Cognitive Processes (p. 51): “. ., . the major
functions of the school are (1) to help children leam how to
learn and {2) to provide them with the opportunities to use
and strengthen the variety of intellectual faculties that they
possess,”

2. Academic Rationalism (p. 54): . . . the major function of
the school is to foster the intellectual growth of the student
in those subject matters most worthy of study,”

3. Personal Relevance (p. 57): . . . emphasizes the primacy of
personal meaning. . . . The curriculum is to emerge out of the
sympathetic interaction of teachers and students. . ..”

4. Social Adaptation and Social Reconstruction (p. 62);
“, .. derives its aims and content from an analysis of the
society the school is designed to serve.”

5. Curriculum as Technology {p. 67): “. . . conceives of
currictlum planning & being essentially a technical under-
taking. . . . The central problem of the technological orien-
tation to curriculum is not to guestion ends but rather to
operationalize them through statements that are referenced
to observable behavior.”

These five curricular orientations are seen as sireams that have
always been present throughout our recent history. Figure I
suggests schematically how these streams have ebbed and flowed
throughout the five periods of our history. It shows how their
strength has varied and how, during a given period, one or two
have predominated. And, to a great extent, it shows that the
strength of a given orientation at a particular period of time seems
to have resulted from powerful social forces impinging upon the
schools,

In turning to the third issue in cumriculum planning mentioned
above—that of pedagogical innovations—one is first inclined to-
ward the cynical reaction that we keep reinventing the wheel. At
first blush such cynicism seems warranfed if we consider these
so-called innovations of the seventies and their historical ante-
cedents:

Innovation Historical Antecedent
Competency-based education  Franklin Bobbitt’s theories, 1924
Mastery learning Henry Mortison’s mastery units, 1926
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Humanities courses Core programs, 1930s
Individualized learning Dalton plan, 1922

But such a superficial reaction can be misleading. Let me sug-
gest why I believe it is misleading by staying with the metaphor of
a wheel. The wheel was a sound idea—one that will always be with
us. It can be reinvented profitably, with refinements made possible
by a new technology. And the reinvention process is always
exciting for the inventor. So the ideas behind these innovations are
essentially sound; they have been improved each time they were
reinfroduced. And the process of developing and implementing
innovation was a healthful one for the schools. The only caution,
of course, is that we should not be misted by enthusiastic reinven-
tors who claim they have made the perfect wheel.

Reaction to Change

Such an attitude of cautious openness to change is one that should
be recommended to all English teachers. Have they in fact mani.
fested such an attitude? We have the answer, I believe, in the
studies of actual classroom practice which, fortunately, have been
conducted throughout these six decades. First, observe that
English feachers have largely ignored the exhortation to make
radical changes in the way in which they teach. Such resistance
has discomfited reformers who, like the author, fulminated
against such traditional practices as feacher selection of conient,
the use of factual questions, and reliance upon teacher-led groups.
The irony, of course, is that there is now a body of research which
suggests that such traditional teaching is most likely to bring about
significant gains in achievement. Barak Rosenshine (1979, p. 52)
concludes a recent review of research on teaching with this
summary:

The research to date also suggests that the following instruc-
tional variables are usually associated with content covered,
academically engaged minutes, and achievement gain: teachers
maintaining a strong academic focus with encouragement and
concern for th~ academic progress of each student; teacher,
rather than student, selection of activities; grouping of students
into small and large groups for instruction; and using factual
questions and controlled practice in teacherled groups. In addi-
tion the frequency of nonacademic activities such as arts and
crafts, reading stolies to 2 group, or questions to students about
their personal experience usually are nagatively related to achieve-
ment gains. This overall pattern might be labeled *“direct in-
struction.”




14 A Relrospeclive Examinalion

Observe also, however, that there has been a slow but steady
change in the teaching of English. Teachers in clective courses are
using paperbacks as the basis of small group discussions of liter-
ature. That scene is not the ideal envisioned by Jfames Moffett,
John Holt, or Neil Postman, but neither is it as bleak a picture as
they and other critics allege.

Note, finally, that these teachers have been prudently eclectic in
their orientation to the curriculum. Rather than committing them-
selves completely to a single orientation, they have, as far as can
be determined, absorbed into their practice something of each
orientation. They cling to the discipline, but without the fervor of
the academic rationalists. They feach the cognitive processes, but
not to the exclusion of all else. They consciously or unconsciously
shape the curriculum in terms of shifting societal trends. They use
bits and pieces of a technological approach where that seems
appropriate. And, out of choice ornecessity, they respond as best
as they can to the needs of the students before them.

If the past is indeed prologue, then the following developments
seem likcly for the immediate future and will of necessity impinge
upon the process for developing the cutriculum, the content of the
cutriculum, and the format in which the curriculum is delivered:

1. We probably face several shorier periods of change. The
present period of privatistic conservatism will probably run
its course within a year or two. We need to find a “quick fix"
process for improving the curriculum.

2. The content of the English curriculum will continue to be
influenced by all the orientations identified by Eisner (1979),
and teachers will continue to be eclectic in their swn orien:
tation. Any major curriculum project which commits itself
exclusively to a single orientation in the selection of content
will probably not be dccepted by the classroom feacher.

3. There will continue to be refinements and improvements in
the way we group for instruction, in the way we utilize staff,
in the way we teach, and in the bases upon which we or-
ganize the curriculum. (Some of these refinements will give
us a sense of déjd va; note, for example, that the English
Journal for February 1980 was devoted to the theme of
“interdisciplinary English.””) And there wili be some radical
changes, as will be noted in the next chapter, brought about
by new technological developments. Also, English icachers
will probably ignore exhortations to make radical changes in

&
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their teaching styles. These conclusions suggest that the
format of the cwrricuium needs to be flexible, able to ac-
commodate a variety of teaching metheds and organizational
Stylelf, without requiring a radical change in the way teachers
teach.

But it would be folly, of course, simply to read the future in
terms of the past. These are different times, and there are some
major developments occwrring in the society and in the schools
that are likely to have a strong influence on the English curric-
ulum. It is to this matter that the next chapter addresses itself.




2 Where Are We Now?
An Analysis of Present Trends

In what ways is the present different from the past? What develop-
ments now are likely to affect our decisions about the curriculum?
Examining these questions is more fruitful than fanciful specula-
tion about the distant future. My preference is to let the distant
future take care of itself and to plan instead for the short-term
future by both leaming from the past, as was attempted in Chap-
ter 1, and by exirapolating from present evidence. Seven develop-
ments occurring now are worthy of serious attention.

Analyzii g the Art of Teaching

The first development is the increasing power of a stable teaching
profession. Applebee’s survey (1978, p. 48) indicated that *the
typical English department studied had only one new staff mem-
ber at the beginning of the academic year; only about a third of
these new staff members were new to teaching.” And these
experienced feachers will continue to insist more strongly on
explicit authority over matters of the curriculum.

Ole Sand (1971, pp. 223-224), director of the Center for the
Study of Instruction for the National Educaiion Association,
sounded this note nearly a decade ago:

. . the potential of the organized teaching profession to improve
the curricuium remains unexploited. Qne possibility for nego-
tiation in curriculum is the formation and utilization of active
and responsive instructional improvement cepters at the level of
the local association—at the level of the teacher himself.

The implication here is obvious: Future curriculum planning
must provide for significant contributions from the instructional
staff.

The second factor is the shortage of discretionary funds in
school district budgets. Taxpayers continue to resist additional
school taxes when enrollments are declining. Inflation necessitates
substantial increases in district budgets for maintenance and
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operating expenses. Teachers’ salaries continue to rise, absorbing
an increasingly greater part of the total budget. And superinten-
dents and boards react in pradictable fashion: They reduce the size
of the supervisory staff and sharply limit the funds available for
curriculum development. The days of large-scale local curriculum
projects are over; the funds are just not available.

The third factor is continuing technological change. Several
signs suggest that personal computers and videocassette and dise
machines will be commonplace in both homes and schools some
five years hence, and new information systems will change both
our understanding of the educational process and the way in
which students learn. Consider, for example, the implications of a
new information service reported In Time (9 July 1979). Called
“The Source,” the service will give users of home computers access
to a pool of information derived from more than two thousand
separate computer programs, ranging from wine guides to
horoscopes.

The fourth major factor is the kmportance of the state’s role in
curriculum development. In the past, the state has played chiefly
an advisory role in determining the school’s curriculum. From
time to time, of course, state legislators have tumed to curriculum
solutions for social problems—mandating courses in Amerncanism,
aleohol and drug education, or driver training, for example. But
prior to 1975 they had never interposed themselves in determining
local curricula. Now that seems f{o have changed. As of October
1978, thirty-six states had taken some type of action in support
of competency-based education (Pipho, 1978). And 37 percent
of the schools surveyed by Applebee (1978) reported that they
were using statewide competency tests. While many of these
states give local districts some latitude in determining compe-
tencies, there are strong pressures in every state to place more
emphasis on the basic skills of reading and writing. Although I
personally am opposed to much of what competency-based
education seems to stand for, I am convinced that any successful
curriculum planning for the eighties needs to take realistic cogni-
zance of state mandates.

The fifth factor is our increasing body of knowledge about the
processes of teaching and leamning. While teaching will always be
more art than science, and while the unigue interaction of teacher
and student will always elude precise scientific analysis, thereis a
growing volume of research about student achievement and
teacher effectiveness. Some of the findings are contradictory, but
we begin to see important patfemns, After reviewing 289 empirical
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studies of teacher effectiveness, Donald M. Medley (1979, p. 16)
made this observation:

Despite ifs shortcomings . . . process-product research can
produce, and has produced, reliable information about the
nature of effective teaching. When teachers are visited by observ-
ers trained to record their hehavior accurately and objectively,
appropriate analysis of records reveals stable differences between
behaviors of teachers who are more effective and those who are
less effective in helping pupils grow In basic skills as well as in
some affective areas.

In the past, when curriculum theorists admonished practitioners
to check the research, the practitioners often justifiably responded
by denigrating that research. Now there is no longer any excuse. A
curriculum for the eighties must reflect not our biases and our
conventional wisdom—but the best available knowledge we have
about our subject, the act of teaching, and the process of learning.

The sixth factor is the continuing dissatisfaction with the
schools as expressed by parenis and the general public. It is un-
likely that the schools will show dramatic improvement, given the
shortage of funds, the power of a stable teaching profession, and
the increasing magnitude of the task of educating indifferent
youth. And schools will continue to be a convenient seapegoat for
the frustration and anger people feel about the society itself. So
we must continue to be responsive to the public we serve, even if
only for our own survival.

A final factor we need to weigh is the growing divergence be-
tween what we think is happening in the classroom and what is
actually taking place. Here I would like to turn to some work of
John Goodlad (1977). Based upon his recent studles of schools in
action, Goodlad suggests that there are actually five different
curricila: Jdeal curriculum, what scholars (like James Moffett)
believe should be taught; Formal curriculum, what some con-
trolling agency (like the state or the local district) has prescribed;
Perceived curriculum, what teachers believe they are teaching in
response to the needs of the pupils; Operational curriculum, what
an observer would actually see being taught in the classroom;
Experiential curriculum, what the students believe they are
learning.

There are important differences among these five, of course, in
the degree to which they are implemented and in the extent to
which they agree with each other. To begin with, the scholar’s
recommendations are largely ignored by the classroom feacher,
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who finds them either too recondife or too unrealistic. The
formal curriculum is often quietly subveried, the mimeographed
curriculum guide filed in the bottom cabinet until evaluation time.
Like Goodlad, Harry F. Wolcott (1977) provides evidence for the
observation that projects which try to develop teacher-proof
curricula fail because they fall into the hands of curriculum-proof
teachers.

In an address fo the 1979 convention of the Association for
Supervision and Curriculum Development, as reporied in the
Association’s News Exchange, John Goodlad (1979, pp. 1, 8)
made this conment, based upon his study of schools:

American teachers generally ignore state and district curriculum
guides in planning classes, preferring to rely primarily on their
own personal background and their sense of the interests and
abilities of children in their classes.

After examining from an anthropological perspective the results
of an attempt to impose an educational innovation upon reluctant
teachers, Wolcott (1977, p. 151) reached this conclusion about the
“ideational system?® of teachers:

Teachers went to retain the autnority for instructional deet-
slons, to be able to judge for themselves what is best in terms
of students and instructional programs. They protect their
autonomy by pointing to the need for flexibility and by insisting
that they either be allowed to choose between options or else be
left completely alone. The teacher must be free to decide what
works and what does not.

The classroom observer often sees something quite different from
the teacher’s reports of what was planned or taught. Philip Cusick
{1973), in his ethnographic study, Inside High School, has discour-
aging evidence that neither the perceived curriculum nor the oper-
ational curriculum makes any difference at all to the students in
the classroom.

Goodlad’s research suggests, then, that we need to bring those
five curricula into closer convergence and respect the autonomy of
classroom teachers, abandoning any attempts to impose an “ideal”
or “formal’’ curriculum upon them.

Let me conclude this examination of past and present by sum-
marizing what seem to be the implications of that examination,
using again the rubric from the previous chapter for examining
those changes: the process of developing the curriculum, its
content, and the format by which the curriculum will be delivered.
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Process of Development

1. The process should be simple, fast, inexpensive, and focused.

It should not require teams of experts, long periods of
development, and excessive funding. It should focus on the
heart of the subject—what will later be explained as the
mastery curriculum.

. The process should take cognizance of and begin with the

perceived curriculum—what is actually being taught. It will
therefore provide for substantial contributions from the
classroom feacher.

. The process should pesult in the convergence of the ideal, the

formal, and the perceived. It should not perpetuate the
separation of these three forms of the curriculum.

Curriculum Content

1.

The content of the written curriculum should be focused and
restricted; the writien curriculum should concern itself only
with the heart of the subject, the so-called masiery elements.

2. The content should reflect a syncretic orientation, drawiag

from analyses of the four substantive orientations: the
cognitive processes, the social setting, the subject itself, and
the student. (The technologica! orientation emphasizes
means, not substance.)

3. The conient should make an adequate response to such ex-

4

ternal requirements as state mandates, standardized tests, and
community expectations.

. The content should be research-based, reflecting our best

knowledge about the subject and the student.

5. The content should be comprehensive and articulated: AH

important skills and concepts should be included in a se-
gquence that makes sense.

Curriculum Format

1.

2.

The format in which the curriculum is delivered to the
teachers should be flexible, accommodating to a varlety of
teaching styles, and requiring no radical changes in teaching
style.

The format should be usable and open, one that teachers will
use and add to.
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3. The format should readily accommodate computers and
video devices.

Obviously the author supports a process of incremental change,
and here the recommendation of Joseph Schwab (1969, pp. 14,
15) is most apposite. In recommending that curriculum be more
aware of “the practical,” he makes this observation:

‘The practical arts begin with the requirement that existing
institutions and existing practices be preserved and altered
piecemeal, not dismantied and replaced. It is further necessary
that changes be so planned and articulated with what remains
unchanged that the functioning of the whole remains coherent
and unimpaired. . . . The same requirements would hold for a
practical program of improvement of education. It too would
effect its changes in small progressions, in cohetence with what
remains unchanged and thus would require that we know what is
and w?]at has been going on in American schools. {Italics in
origina

How we meet these requirements is the substance of the rest
of this book.




3 A Process of Incremental
Curriculum Development

What process can meet the criteria ideatified in the previous chap-
ter? This chapter will present an overview of such a process, and
succeeding chapters will discuss in greater detail the more impor-
tane steps in implementing it. Figure 2 presents a planning calendar
which lists the steps in onder, indicates the participants, and
suggests a schedule. The timing, obviously, will vary with the
scope of the project and the resources available; the dates are
intended only to suggest an average time commitment and to show
that the essentials of the project can be completed within fifteen
months.

1. Determine need; identify parameters, resources, and respon-
sibilities. Either as a result of some administrative edict
(“Coordinate that curriculum!™) or out of your own sense of
need, you decide fo improve the teaching of English by
strengthening the curriculumn. You meet with the super-
intendent {or whoever is in charge of your school) to get
answers to the following questions:

a. What grade levels and areas of the curriclum will be
included?

b. How much money is available?
¢, How much time do we have?
d. How much help do I get?

We'll assume that all this happens toward the end of a school
year. And the answers you get will be used to make your
own, more detailed planning calendar.

2. Inform English teachers and solicit their cooperation.

Note that it is suggested that this step be taken twice: in
May, as soon as the project has been authorized; and again in
Septernber, because the teachers will probably have forgotien
what you said in May. It is recommended that you send out a
short notice something like this:
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T've been asked by the superintendent to take a fresh look at
our English curriculum and determine if any improvements are
needed. I expect to spend most of next school year working at
thls task. Even at this stage I know there wil not he any radical
changes in what or how we teach. I'll keep you fully informed at
every step along the way. I'd appreciate whatever cooperation
you can give me, and 1 promise to keep meetings to an absolute
minimum.

3. Brief the district leadership about mastery theory, deter-
mining whether that theory will govemn curriculum work. As
explained in the next chapter, focused curriculum work is
advocated which emphasizes only the socalled mastery part
of the curriculum, The point here is that the adoption or
rejection of that theory will clearly affect all that foliows;
therefore, the top administrators should be briefed early so
that a decision can be made about the use of the mastery
concept.

These first three planning and briefing steps can be taken before
the school year ends. You can spend the summer reading and re-
laxing. Then, when the next school year begins, you set t¢ work
on the major developmental steps.

4, Select the task force, advisory council, and writing team,
You’ll need some help—and you want people to feel that this
is not a one-person show. While the project should be kept
simple, I have found that three groups are useful. The first is
the “English Curriculum Task Force,” a small working group
that will do most of the planning and reviewing. I*s member-
ship should probably include the following:

1,0ne or more department heads, depending upon the
size of the distnct,

2. One secondary principal.
3. One elementary curriculum specialist.
4. One adminisvrator with districtwide curriculum responsi-
bility.
5. One English curriculum consultant.
The second group is the “‘English Curriculum Advisory Council.”
As noted in a later chapter, the main function of the advisory

council is to provide you with a useful means of assessing com-
munity attitudes and expectations. The extent to which you use
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the group depends upon your own.biases about such committees;
the important thing is to be honest with them at the outset about
their function and their authority. Its membershin should include
students, feachers, parents, and representatives of business and
industry.

The final group is a small team of English teachers {(one from
each grade) who will be paid to do whatever writing needs to be
done. They should be chosen for their knowledge of the subject
and their abillty to write clearly. They should be paid, preferably,
by the job, not by time: “You'll get $500 when you deliver in
September an acceptable product. Do the job where and when you
prefer—but it must meet these specifications.” If funds are un-
available it is possible to get the job done by volunieers—but it is
strongly recommended that the writers be compensated. All
three groups are selected in September—the task force first, the
advisory council next, the writing team last. And the writing team
should probably be selected from volunteers.

5. Collect and tally mapping data. As noted in Chapter 5, the
work begins by finding out what is actually being taugh t—by
mapping the existing curriculum. The process, explained
fully in Chapter 5, should take about a month.

6. Develop preliminary versions of the content planning matrix.
Use the mapping data to develop a first draft of a ““Content
Planning Matrix”—gtherwise called a scope and sequence
chart. Chapter ¢ explains in detail how do this.

7. Evaluate the matrix and make appropriate modifications.
This is one of the most important steps—and consequently
should be done with great care. Allow three months for it, or
you may wish to devoie even more time to this step. You
spend all that time making several careful analyses of the
content planning matrix, to be sure that it represents the best
possible plan for future currictlum work. How to undertake
this evaluation is explained fully in Chapter 7.

8. Meet with feachers to revise the matrix and determine format
of guides. During the next two months you hold several
small group meetings with the teachers to accomplish two
important tasks: (a) review with them the changes suggested
for the planhing matrix, to be sure that the changes are
acceptable; and (b} solicit their suggestions about the format
they find most useful.
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My recommendations about this matter of format are explained in
Chapter 11, but the teachers should have an opportunity to make
suggestions here.

9.

10.

11.

12,

Prepare the writing feam for writing course objectives. The
final version of the conient planning matrix is translated into
lists of course objectives. As noted in Chapter 11, these are
general leaming objectives for the mastery currictlum. You
will need to spend some time in May, reviewing with the
writing team what they are expected to do—and how they are
expected todo it.

Monitor the writing team. You will probably spend some
time in the summer, monitoring the work of the writing
feam. As noted above, the team should preferably be paid by
the job, not by the hour. They should not be required to sit
in a hot curriculum office from 9 till 4; they should be able
to work at their own pace in their own place. But they
should be paid for successful performance of the task, not for
the hours they spend. Although they should have this inde-
pendence and will be accountable for final quality, you
probably need to develop some system for evaluating their
work during the formative stages.

Check course objectives against course offerings. Once the
course objectives for each grade have been developed, you
may then need to do a reverse kind of mapping, checking to
ensure that courses are sequenced and offered in a way that
ensures that students study all the mastery objectives, Special
problems develop with variations such as elective and human.
ities courses; these are explained more fully in Chapters 12
and 14,

Determine plans for future development of materials. The
final step is to take stock as to where you are and what still
needs to be done. Depending upon available resources and
apparent needs, you may decide to write mastery leaming
units a la Bloom, write student learning packages, develop
staff fraining programs, work on other cwrriculum compo-
nents, or just sit tight. These matters are also explained more
fully in later chapfers.

The process outlined above meets the criteria set. First, it is
simple, fast, inexpensive, and focused. It takes only one academic
year to implement. It requires no expensive teams of experts. And
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it focuses on the mastery elements. Second, it begins with the
perceived curriculum and respects the autonomy of the classroom
teacher. It does not impose a curriculum upon the teachers, but
derives one from them. Finally, it brings together the ideal, the
formal, and the perceived cuyricula by beginning with the per-
ceived, adding essential elements of the formal, and refining the
results by bringing to bear the research perspectives of the ideal.

¢
o |



4 The Mastery Curriculum

In discussing the curriculum development process recommended in
the previous chapter, a preference was indicated for a focused
curriculum, one that concerns itself centrally with what are calied
the mastery elements, and it was suggested that this identification
of the mastery components should be one of the earliest steps in
the process. This chapter offers a rationale for and fuller explana-
tion of the mastery curriculum. It should be noted that there is an
important distinction between the concept of the mastery currie-
ulum, as [ have developed it, and the theory of mastery learning,
as Bloom and his students (Bloom, 1976; Block and Anderson,
1975) have described it.

The mastery curriculum, as will be explained more fully below,
is that portion of any curriculum which is both essential and
structured; it may be delivered through a mastery learning mode
or through any of several other instructional methodologies.
Mastery learning is an instructional system which, according to
Bloom, can be applied to the entire curriculumr. However, its
emphasis on specific objectives, frequent assessmen$, and exror
remediation makes it inappropriate for all organic learming and for
any integrated thematic units which would emphasize discovery
and inductive leaming.

This concept of a mastery cumiculum developed out of the
author’s aware.ess of two significant weaknesses charactferizing
most curricular efforts of the past several decades. The first, as
suggested earlier, is the single-dimension view of the discipline
which asks curriculum practitioners to act like Procrustes. Thus
the academic rationalists involved with much of Project English
argued that the entire English curriculum should be structured in
the Brunerian sense. They were followed by James Moffett and
other romantic radicals who argued persuasively for an integrated
“student-centered” curriculum emphasizing personal relevance and
shaped according to the learner’s developing ability to use symbols
and make abstractions. (See, for example, Moffett and Wagner,
1976.) And now, in this period of privatistic conservatism, it
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seems as if the technocrats hold sway, showing us how to twist all
of English so that it fits & mastery learping mode (for example,
Block and Anderson, 1975).

The second weakness, which is perhaps related to the first, is
whee I choose to call curricular extravagance. It i5 a wastefu!
attempt to control through the written cwriculum everything
remotely concemed with communication. Thus it is extravagant,
both in the older sense of **straying beyond limits or bounds,” and
in the contemporary sense of *‘giving to imprudent expenditure.”

The mastery curriculum, iiien, is my attempt to eliminate these
two weaknesses by viewing English through several perspectives
and by focusing curriculum development efforts on only a certain
portion of that curriculum. I begin by proposing that we analyze
the discipline according to two dimensions: essentiality and
structure. {Continued rcference will be made to the field of
English, although | believe the model can be applied to all major
disciplines.)

Each discipline can be divided in terms of essentiality into
learnings that are basic for all students and those that are enrich-
ment. Basic learnings are those which, in the view of informed
practitioners and scholars, are essential for all students to master;
enrichment leamings are those which are not essential, even
though they may be interesting to the student or infriguing to
the scholar.

'The second analysis is in terms of structure. Each discipline can
be divided into learninygs that are structured and nonstructured.
Hete a definition i$ more crucial. Structured learning, as used
here, has these characteristics:

1. It requires careful sequencing; the leaming of objective 3
depends upon the mastery of objectives 1 and 2.

2.1t is best facilitated through careful planning; teaching
objective 3 requires deliberate analysis of its component
skills.

3. It results in raeasurable outcomes; a test can easily determine
whether objective 3 has been mastered.

4. It is best mastered when its content is clearly delineated into
discrete units or lessons; objective 3 can easily be set off from
objective 4.

Nonstructured leaming, on the other hand, embraces ali those
skills, concepts, and attitudes which can be mastered without such
careful sequencing, planning, and delineation.
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These two analyses vield four distinctly different areas of the
curricitlum, best llustrated thus:

ESSENTIALITY
BASIC ENRICHMENT
STRUCTURED Mastery Team-planned

NONSTRUCTURED | Organic Student-determined

mYoeSQow3®

The mastery curriculum is that part of the curriculum which
meets two important criferia: it is essential or basic for all stu-
dents; it requires careful structuring for optimal learning. It is the
part of the curriculum that best fits a mastery learning mode. It
requires careful planning, frequent assessment, systematic organi-
zation, and district articulation. It probably can be learned best
when objectives are clearly delineated in advance and when the
teacher directs learning in a highly task-oriented fashion.

In my view the content of the English mastery curriculum
should be influenced most strongly by the “cognitive processes’
and “academic rationalism’’ orientations, and to a lesser degree by
“social adaptation and reconstruction’ and “personal relevance.”
Its design and delivery, however, will be directly shaped by the
“currictlum as technology’™ orieatation. The sequence of learning
experiences in the mastery curricvlum is determined primarily by
what Posner and Strike (1976) call concept-related or learning
related principles: In their ferms, “concept-related sequences
reflect the organization of the conceptual world” and “learning-
related . . . sequences draw primearily on knowledge about the
psychology of leaming as a basis for curriculum development.”

The organic curriculum 15 just as essential as the mastery cur-
ricilum but it is different in a cruciat way: it is nonstructured.
This means that it is best Iearned without careful planning and
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sequencing; it develops more organically without planned teacher
intervention. 1t is best facilitated not by graded, structured units
of study but by a sensitive teacher who responds to the emergent
needs of the learner. I believe that most, if not all, of the affective
goals of education are organic in this sense; they should not be
programmed into structured curricula but should be nurtured by a
responsive feacher. Thus it would be foolish to develop a third-
grade unit in “enjoy ing reading.” The enjoyment of readingshould
be cultivated in every unit, in every year,

I also believe that most of the development of oral language
competence is more properly facilitated through an organic
aporoach. The child comes to school knowing how to speak and
needs only the support of a sensitive, caring teacher, not strue-
tured units in “conversing with friends.”

Obviously the organic curriculum should be strongly influenced
by a “personal -elevance” orientation. What matters chiefly are
the needs of the student as they emerge developmentally. There is
no predetermined sequence; the sequence is dictated by the
student’s increasing command of the language and the developing
ability to think abstractly,

The team-planned curriculum involves enrichment learnings that
are not essential for all students—but that do require some mini-
mal structuring. This term is used to suggest that this component
of the cwrricutum is best planned by teams of teachers working
out informal systems of coordination, simply to ensure that the
enrichment leamings are not repeated—and also to guarantee that
important elements of enrichment are in fact included for all who
can profit from them.

It seems reasonable for the team-planned curriculum to be
influenced by *“acacemic rationalism’ and “social adaptation and
reconstruction” orientations since they seem to be orientations
influencing much enrichment content of interest to teachers.

The student-determined ecurrizulum is neither basic nor strue-
tured, it s that part of the curticulum which can be determined
almost entirely by the student. 1t is a spontaneous curriculum
which emerges from the interests {not the needs) of the student
and is therefore most responsive to fashion and fad. While the
same “personal relevance” orientation will be most influential
here, an impact will also be made by the *“social adaptation and
reconstruction™ orientation as students raise Guestions about
current social problems.

Now 1 would argue that these distinciions are more than inter-
esting theoretical speculations; they have important implications
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for the leader and the teacher. Some of the most important of
these are:

1. The mastery curriculum is the curriculum with which school
district curriculum specialists should be most concemed.
Only the mastery curriculum needs careful delineation in
scope and sequence charts and detailed development in
curriculum guides. Since most district curmiculum guides
embrace all four areas, they are unnecessarily comprehensive
and extravagant. identifying the mastery curmiculum will
enable us to focus our efforts where such curriculum work
will be most effective.

2. The mastery cuwrriculum can become the accountable cur-
riculum. Classroom feachers, led by district curriculum
specialists and advised by subject-matter consultants, should
identify the elements of the mastery curricvlum. It thus
becomes a consensus curriculum, and it then seems reason-
able to hold teachers accountable for teaching it—but not to
hold feachers accountable for the students’ learning of it.

3. The mastery curriculum can readily be developed into
mastery learning units which should ensure measurable
student progress—but only the mastery curriculum should be
shaped to fit this mold. The current interest in mastery
learning should not lead us into the mistake of tiying to force
the organic curriculum into a mestery mode. I worry about
people who wrife mastery leaming units before they identify
the mastery curricudum.

4, The mastery curriculum is the one that should determine the
selection of textbooks. Teachers have been wisely skeptical
of textbooks filled with inordinate amounts of content from
the organic curriculum. The organic curriculum needs no
textbook; in fact, the fextbook may get in the way. But the
mastery curriculum is often helped by a good textbook.

5. The organic cwiriculum should not be packaged, measursd, or
distorted by the heavy hand of instructional technologists.
Instead, classroom feachers need systematie in-service work
to help them foster organic leamnings in natural ways on a
continuing basis. The organic curriculum is just as important
as the mastery curriculum {if not more so0), but it shuuld not
be the concern of district curriculum guides.

6. The analysis suggests differential responsibility for develop-
ment and implementation. District leaders take primary
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responsibility for developing the mastery curriculum with
substantial input by classroom teachers. The classroom
teacher becomes responsible for fostering the objectives of
the organic curriculum. Teams of teachers informally plan
the team-planned curriculum, and students identify the
important elements of the student-determined curriculum.

Figure 3 attempts to summarize the salient features of these
four different curricula and makes it clear that the differences are
both real and important.

Two questions have frequently been raised in districts where I
have used the theory in curricular consultation. One that is often
raised is, “How much time should the mastery curriculum take?”
The enswer, obviously, will vary both with local decisions and
other important factors such as grade level and student ability. In
general, the mastery curriculum should never require more than
60 to 75 percent of the total time available, leaving sufficient
time for the other aspects.

In working with several school districts I have discovered that
about 20 percent of the objectives jacluded in their curriculum
guides could be more wisely allocated to the team-planned com.
ponent and about 20 percent to the organic componerit. The
advantages of such focusing should be readily apparent.

The second question often raised is, ‘““What are your nwn
recommendations as to what elements belong in the mestery
curriculum for English?” It has been noted before that affective
goals and the development of oral language are more properi = part
of the organic curriculum. Other than those general positions, I
would be reluctant to impose my own biases here hecause [
advocate a consensus process that grants most authority to the
classroomm teacher.

If this analysis of structure and essentiality makes sense, then
how can it be used in the curriculum planning process? The
folowing sequence of steps is suggested:

i.The instructional ieader makes copies of this chapter and
sends them to district administrators and curriculum workers,
suggesting that a meeting be held to discuss the implications
of the theory for future district curriculum development and
in-service training.

2. At the meeting, the ideas are thoroughly examined and
argued. Those attending may wish to modify the theory or
restate it in their own words. The group may, of course,
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decide to reject the notion and continue theit curriculum
work without further reference to the theory.

3.If the leadership group accepis the theory {or their own
modification of it), it becomes the basis of future curriculum
work. District leaders ag¥ee that district curriculum develop-
ment will focus only on mastery elements.

4. Any individual or group doing curriculum work for the
district is thoroughly briefed on the theory and is expected
either to accept it as the basis for that work or to present
cogent reasons to the contrary.

If that kind of agreement is reached, future curriculum develop-
ment is likely to be more focused, less exiravagant, and more
eclectic in orientation.

P
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5 Curriculum Mapping

As noted previously, the curriculum development process should
start with the perceived curriculum, respecting the autonomy of
the classroom feacher and reflecting the consensus of the faculty
as to what should be taught. Such a consensus obvlously is not
achieved through commands jssued from the top down or through
more stringent controls emanating from the formal curriculum; it
should emerge from the bottom up, through a systematic involve-
ment of the classroom texcher. Rather than write one more
curriculum guide which will again be ignored, we begin by finding
out what is actually being taught. This process of discerning the
perceived or taught curriculum is sometimes called curriculum
mapping. (As far as can be determined, the term was first used
and explained by Fenwick W. English in 1978.)

Mapping the Curriculum

How do you map the curriculum? The answer depends upon the
scope of your responsibility, the size of your school angd district,
and the resources available to you. The most reliable way would
be to observe (or have trained colleapues observe) every teacher,
every week, with every class. Such extensive observation is ob-
viously not feasible, You could also ask feachers to submit unit
and end-of-year examinations, texts, lesson plans, and teaching
materials, which you would then analyze. This process is probably
too time-consuming and might make teachers feel anxious and
resentful. You can ask the students what they have studied, but
you probably will not get valid data. (*We never had that stuff.”)
The most practical solution of the problem of mapping is to
survey the teachers. There are some obvious limitations here, of
course. The process will take time. Teachers may misunderstand
the instructions. Some will probably be suspicious, despife your
assurances. And the information you get will be no more useful

34
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than that from any self-report of behavior. But it’s probably the
best compromise. And following certain common-sense steps will
increase the validity of the data.

First you have to decide which grade levels you need to map.
The answer will depend, of course, on iow your school district
is organized and the extent of the curriculum project. Let us
suppose for purposes of illustration that you are the high school
department head in a district which uses this grade-level organi-
zation: K-5, 6-8, 9-12. You have been asked to strengthen the
6-12 curriculum. You have two choices:

1. With the cooperation of elementary faculty, map the K-12
curriculum, work out cooperatively any serious problems
of repetition or omission between the elementary and middle
school cwrricula, and then focus your efforts on 6-12.

2. Map the 6-12 curriculum only, with the realization that the
K-5 program should be mapped at a later date and problems
of overlap and omission dealt with at that time.

The second decisicn is on the number of separate maps you will
need. if your system has three clearly defined tracks (gifted, slow,
and all the rest), then you will probably make three maps, be-
ginning with the group in which you are most interested. If you
sense that one basic curriculum is in operation, with teachers
responding to individual difference in an ad hoc fashion, then you
probably can do with oite map.

Deciding Which Areas to Map

You then decide how many separate areas of the English currie-
ulum you wish to map. {The term areq is used here to designate
the major subdivisions of a discipline.) Your answer to this ques-
tion depends upon ycur assessment of these two issues: Which
terms will communicate most cleatly t¢ the teachers? Which sort
of division will yield most useful data? My recommendation is that
you map these eight areas, keeping in mind that separate mapping
does not necessarily mean separate teaching:

Reading and study skills  Word study and vocabulary
Literature and the media  Speaking and listening
Composition Critical and creative thinking
Grammar and language Spelling, punetuation, and usage
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You then meet with teachers in small groups to clarify further
the concept of the mastery curriculum, explain the mapping
proiect, discuss the terminology, answer their questions, and
solicit their suggestions. In the meeting you probably will want to
make these points:

1. The mapping project derives from a respect for feacher
autonomy.

2. There is no hidden agenda. The data will not be used to
evaluate teachers, departments, or schools. The survey
forms need not be signed; you will assign teachers a code
number {which you alone will be able to identify) in order
to ensure complete returns.

3. The delineation of separate areas of the English curriculum
is designed to yield useful mapping data, not to suggest that
the curriculum be thus fragmented. You know that many
teachers integrate these skills; for purposes of the project,
they should report them separately.

4, The mapping project is concemed with the mastery elemenis
only. You do not believe that the organic curriculum needs
to be mapped, and you are not concemned at this point with
either kind of entichment.

5. The degree of specificity used in reporting mapping informa-
tion will depend somewhat upon the area of the curriculum
and the teacher’s perspective. In general you prefer that
teachers identify major skills and concepts, not narrowly
defined learning objectives.

6. The data will be collated and subject to further review by
consultants, administrators, and an advisory council. Teach-
ers will be informed about such developments.

7. You want information at this stage as to what is taught; Jater
you will solicit theit recommendations about any changes
that might be made.

You then leave with them a “Curriculum Mapping Form” on
which they will report the general skills, concepts, and units
taught. You suggest a deadline by which the forms should be
returned and note that you hope for a complete retum so that
the data yielded will give an accurate picture of the ‘‘taught”
curriculum. Every teacher, of course, should receive one form for
each grade taught. You have a choice here as to the design and
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content of mapping forms. You may wish to use a simpler, open-
ended form like that shown in Figure 4, which lists only the major
areas of the discipline and shows how one eleventh grade teacher
might have completed the form. Or you may wish to use a more
detailed set of forms, using one page for each area of the currric-
wum and analyzing that area into its component strands. For
example, your page for the grammar and language area might
include these strands: word classes or parts of speech; sentence
parts; sentence patterns and types; phonology; morphology;
dislect study; language history.

When the forms are returned, you and the task force begin to
collate and analyze the data. Here you would use what I call a
Content Planning Matrix {or a scope and sequence chart)—an
important document which is explained more fully in the next
chapter. When that analysis has been completed you should have
a reasonably accurate picture of the “taught” curriculum.




6 Building A Content
Planning Matrix

The content planning matrix, as used here, is generally similar to
what is usually called a scope and sequence chart. I prefer my own
term because I believe it suggests more accurately the emphasis,
form, and use of the document. It emphasizes confent, not the
methodology of English. It is a matrix in form, presenting an array
of cells derived from the intersection of grade leveis and curricular
strands. And it provides a basis for future planning by both
curriculum worker and teacher.

Devcloping a Content Planning Matrix

Several important points should be made regarding the form of the
content planming matrix before explaining how it is developed.
First, the grade levels are intended only as a convenient represen-
tation of developmental levels; they do not mandate fixed pro-
gression. it is quite easy to use the graded matrix as the basis of a
nongraded or individualized program. Second, the eight arzas of
the English curriculum which were used in gathering mapping data
are further analyzed into theit component sirands as a means of
achieving greater clarity and facilitating use. How this analysis is
performed will pe explained jater. The point here is that identi-
fying separate areas and related component strands for purposes of
analysis does not necessarily mean that units of study wiil be thus
fragmented. A later chapter suggests several ways of developing
infegrated units and interdisciplinary courses.

Next, it is recommended that the items entered in the cells of
the matrix should be general skills and concepts, not specific
learning objectives which will later be derived from the general
skills and concepts.

A few examples will clarify this matter. It is sufficient for the
matrix to indicate that the concept of noun is taught in seventh
grade; the matrix need not provide such details as “‘defines noun,
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discriminates batween proper and common nouns, uses nouns in
sentences.” And the matrix might indicate that in the area of
composition, the process essay is taught in grade nine, without
specifying such detailed objectives as “begins essay effectively,
identifies process, uses chronological order, defines terms,” and
so on. The use of general skills and concepts results in a more
usable matrix, one that is not cluttered with confusing detail.
Finally, the items enteted in the matrix represent where a
particular skill or concept should receive primary and systematic
emphasis. Such an entry does not preclude either informal intro-
duction at an earlier level or thorough review at a later level. For
example, indicating that the concept of noun is to be taught at
grade seven does not prevent a teacher in grade five or six from
explaining the concept briefly and using it informally in lessons
about language; nor does it mean that the term need not be
reviewed at a later date. It means only that the concept will
receive primary and systematic er .phasis at the level indicated.

Strands as a Starting Point

How do you make the content planning matrix? With the help of
the task force you begin by making eight charts, one for each area
of the English curriculum. On each chart, list across the top the
grade levels to be included. Down the left-hand side of the chart,
list the component strands of that particular area. You can deter-
mine which strands to use either by making your own deductive
analysis of the area or by inductively deriving them from a scan-
ning of the returns. The sample form in Figure 5 shows the strands
identified for the grammar-language study, and how part of the
mapping data would be reported. You may choose how you wish
to represent data from the several schools being surveyed. If
numerous schools are participating in the project and you are
uninterested in making differentiations by school, you can simply
group and tally together all the data received. If you are surveying
only two or three schools, you may wish to make a separate
column for each school, as shown in Figure 5. Or you could use a
color code to represent data from different schools. Note that the
matrix at this stage is inclusive, not focused. For example, in the
evaluation process described next, the strand “‘language history”
might be moved to the “team-planned” curriculum.

With the forms prepared, you can begin collating the data
submitted in the mapping project. With the assistance of the task
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40 Building a Content Planning Matrix

force (or with the help of a secretary} you enter on the chart,
grade by grade and area by area, the data derived from the map-
ping forms. At this stage you should not worry about repetitions
or omissions. Those problems will be dealt with in the review and
evaluation process described in the next chapter.

N
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7 Evaluating and Modifying
the Content Planning Matrix

With the preliminary version of the content planning matrix in
hand, you are ready with the assistance of others to review the
taught curriculum in order to determine where improvements,
additions, and deletions may be needed. Such a review should be
thorough because the results will become the basis for future
curriculum development. The evaluation is based upon the five
general criteria for content identified in Chapter 1;

1. Focus, The content of the written curriculum should be
focused and restricted; the written cumriculum should con-
cern itself only with the heart of the subject—the mastery
elements.

2. Orientation. The content of the curriculum should reflect a
syncretic orientatlon, drawing from analyses of the four
substantive orientations.

3. Response to external requirements. The content of the
curriculum should make an adequate response to external
requirements such as state mahdates, standardized tests, and
community expectations.

4. Research basis. The content of the curriculum should be
research-based, reflecting our best knowledge about the
subject and the student.

5. Comprehensiveness and articulation. The content of the
curriculum should be comprehensive and articulated; all
important skills and concepts should be included in a se-
quence that makes sense.

The specific evaluation issues to be considered in such a review
are listed in Figure 6 under the five general criteria. Each will be
discussed briefly here; a more extensive analysis of certain of the
issues is offered in later chapters. The discussion that follows is
organized in terms cf the agent responsible, not the logical cate-
gories,
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Evaluation by Leader and Task Force

The instructional leader, assisted by the task force, begins with
evaluation of the mapping data in terms of the following issues:

1. Are only mastery elements included and organic and enrich-
ment components excluded? This first issue is concerned with
focus. As noted in Chapter 3, the objective is to achieve economy
of effort, so that only mastery elements become the concern of
district leaders. You therefore should delete from the planning
matrix any skills or concepts that seem to belong in the organic or
enrichment curricula, keeping a record of any changes made.

My preference is for the instructional leader to apply the
principle of parsimony: When in doubt, leave it out. Teachers are
inclined to believe everything they feach is *basic” and are re-
luctant to omit a concept, no matter how special it might seem to
a disinferested critic. The result is a swollen mastery eurriculum
that causes teachers to try to cover too much content. I think we
would do much better to teach a few things well.

2. Does the content reflect a syncretic orientation, drawing
from analyses of the four substantive orientations? This is an
important concern that requires careful thought. The easiest check
is to make certain that the content adequately represents the
subject itself; the form of the matzrix and the inclinations of
subjectirained teachers both suggest that the subject will be
adequately covered. The cognitive processes orientation will
also probebly be in evidence, since cognitive processes in my
view incluue two of the so-called basics of English—reading and
composing. However, I have included “critical thinking” and
“creative thinking” in the planning matrix as a reminder that
there are some important problem-solving skills which need to
be emphasized. It is somewhat more difficult to make certain
that the cuwrriculum adequately responds to student personal
relevance and to the society. All these matiers are dealt with
more fully in a later chapter.

3. Are basic competencies mandated by state or local district
provided for? Chapter 9 explains more fully how such provisions
can readily be made. It is sufficient to note here the importance
af this analysis. If such mandates exist, the cwriculum must
respond to them.

4.Is there a satisfactory match between the elements of the
curriculum and jtems included in standardized tests used by the
district? Despite the complaints of classroom teachers and the
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criticisms of scholars {see, for example, “Common Sense and
Testing in English,”’ by Alan Purves and the Task Force on Meas-
urement and Evaluation in the Study of English, 1975), such tests
will continue to be used, and teachers and schools unfortunately
will be judged by the results. You should therefcre secure copies
of the tests in general use, along with the examiner’s manual, to
identify what is included test by test. If discrepancies turn up,
there are two obvious responses. You can find another test, one
that corresponds more closely to the taught curriculum. {One of
the best sources for reviewing fests in English is Oscar K. Buros’s
English Tests and Reviews, 1975). Or you can change the curric-
ulum by adding mastery content at appropriate grade levels. It
might be noted here that you should find fewer discrepancies
than perhaps anticipated. After reviewing the grammar content
of eleven widely used standardized tests, Gary A. Sutton (1976,
p. 40) observes, “The obvious conclusion to be drawn from the
data is that grammar terminology per se is a very minor aspect of
standardized tests in English."”

5. Within 2 given area of the English cumriculum, does the
vertical sequence of skills and concepts from grade to grade seem
to follow a coherent, acceptable plan? Here as leader you should
examine a given area of the English curriculum along its contin-
uum (from grades seven through twelve, for example) to deter-
mine if there is an acceptable plan. It would probably be unwise at
this juncture to impose some sequence on the taught curriculum,
since there is no inhetent superiority in any given sequence. In an
article identifying seventeen kinds of sequencing principles,
Posner and Strike (1976, p. 665} make this observation:

The question of how content should be sequenced or or-
dered has been the subject of educational debates for at least
70 years. . . . However, no satisfactory answer has been devel.
oped, and no adequate prescription is expected in the near
future. . .. We have very little informnation, based on hard data,
regarding the consequence of altemative content sequences and
will need a good deal more research effort before we are able to
satisfactotily suggest how content should be sequenced.

There are two imporiant concerns at this stage. The first is to
defect problems of sequence likely to interfere with learning—for
example, teaching the kinds of sentences {using a typology based
on kinds of clauses) before teaching the kinds of clauses. The
second, as noted below, isto be sure that the sequence refiects the
best knowledge about child and language development.
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6. Are alj important skills and concepts included, with no
significant omissions? Here the leadet needs to exercise critical
judgment in reviewing the returns to be sure that there are no
major omissions.

T. Are skills and concepts appropriately reinforced without
excessive repetition? This question also requires judgment. How
much reinforcement is needed? Is the reinforcement accompanied
by increasing depth of treatment, so that there is a kind of Bru-
nerian spiral?

8. At a given grade level, do the several areas of the curriculum
exhibit complementarity, where such complementarity seems
appropriate? This analysis examines the fit or match between areas
of the English curriculum at a given grade level, to defexmine
whether some realignment of elements might bring sbout greater
complementarity between areas, For example, the study of
American dialects might be shifted from grade ten to grade eleven
to compiement the study of American li.erature. As pointed out
in a later chapter, there is no inherent virtue in an integrated
English janguage arts curriculum; however, it makes sense to align
major elements in order to facilitate integration where it is
desirable.

9, Is there sufficient uniformity among schools at the same level
to ensure efficiency and consistency of results? Experience leads
me to believe that superintendents worry too much about the
need for all junior high or high schools to follow essentially the
same program. I think they worry unduly about parents’ making
invidious comparisons between schools. While I think such fears
are exaggerated, and while I value school autonomy, it seems
reasonablc to expect some degree of uniformity in the major
componei.s of the mastery curriculum from school to school.
Such general uniformity will minimize problems for students
transferring from one school to another and should facilitate
the sharing of materials.

10. From grade to grade, is there a reasonable balance {con-
sidering the students' maturity) in terms of the number of impor-
tant concepts and sills to be learned? This analysis is performed
by exnsmining the mapping data along the vertical dimension, to
make certain that the amount of work represented suggests a
reasonsble balance in terms of student maturity. Special attention
should be pald to the middle school yeas as this review is under-
taken. Many teachers experienced in working with middle school
learners suggest that these younger adolescents cannot deal effec-
tively with undue academic pressure.

o0
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You can probably perform these analyses soon after all the data
have been colated. In each case, of course, you should record on
the draft version of the matrix any major changes that have been
made.

Evaluation by Leader and Consultant

The revised matrix should then be reviewed from the standpoint
of research.

11, Does the taught curriculum reflect the best available re-
search about the learner and the subject of English?

For this review it is recommended that a consultant be used, if
only to gain the advantage of an objective critique. The consultant
can also resiew other evaluations you have made of the data.
Chapter 10 summarizes the important research findings related to
this key issue, to facilitate your or the consultant’s review. Again,
a careful record should be made of any changes resulting from this
analysis.

Evatuation by Leader and Advisory Council

The final review is designed to ensure that the taught curriculum
responds adequately to che reasonable expectations of parents,
local employets, and the general community. For such a review, a
twelve-to-fifteen-member advisory council should be useful, as
noted previously. The advisory council should be thoroughly
briefed at every stage of the process and should be fully informed
at every stage of major developments. However, I suggest that
their major contributions should be made toward the end of the
review process. My bias here is clear: 1 do not believe that instruc-
tional leaders should abdicate their responsibility by asking a lay
council at the outset, “What do you think we should teach in
English?”’ Neither do I believe that citizens should be excluded
from the review process; thelr reasonable recommendations should
be heard. Note the important word ressonable. 1 believe that any
recommendations that fly in the face of our knowledge of the
learner and the subject, or that reflect racist or sexist biases,
should be politely rejected. It is obviously important that such
ground rules be made clear al the outset so that the advisory
council accurately understands the scope of its authority.
Throughout this entire process you as the instructional leader
have played an active role, bringing to bear at every stage your
critical judgment—but making only those changes that seem
essential. The revised matrix is then submitted to the teachers
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for their final review gnd it should be presented in a form that is
easy to interpret and use. There is no need in the revised form of
the mairix for tally marks or school identifications. A message
like the following is attached to the document:

The enclosed planning matrix summarizes your own and
current practices, as they have been rafined and modified gfter
several reviews. Please examine the matrix carefully. You will be
able to discuss any concems at @ Meeting to be held on

That series of meetings gives you a chance to clarify matters,
explain the reasons for changes, and work out any compromises
that seem necessary. The final version of the planning matrix then
becomes the basis for further planning angd development.

Figure 7 shows how the revised content planning matrix might
look for the area of composition. The intention here is not to
suggest that this is an jdeal composition program, only to illustrate
some matters of form and content. Note, first, that the several
strands are listed at the left. Remember that such a listing deces not
necessarily mesan that these must pe taught as separate units. Also
observe that the entries are stated in rather general terms;all that
matters is that they communicate the general nature of the skill or
concept to be mastered. Finally, as the matrix shows, there need
not be one concept per cell, Some cells may be blank; some may
have two or more entries.



8 Developing the Syncretic
English Curriculum

As noted in Chapter 1, the ideal English curriculum as developed
by cuwrriculum theorists and language scholars has most often
reflected one of the four substantive orientations identified by
Eisner: academic rationalism, cognitive processes, personal rele-
vance, and social adaptation and reconstruction. Such a single
orientation, in retrospect, seems to have resulted in an undesirable
narrowing of the curriculum and has increased teacher resistance
to the ideal curriculum. The argument in this chapter, therefore, is
that the English curriculum of the eighties should be characterized
by a syncretic orientation, drawing appropriately from all four
basic sources.

Such an orientation, I believe, would avoid the two weaknesses
of the single-perspective curriculum. Fiest, it should result in a
curriculum that is likely to he more effective in achieving more
comprehensive goals of English education. An appropriate empha-
sis on cognitive processes should ensure that basic reasoning and
communicating skills are being developed. A concern for the social
orientation of the curriculum should result in a curticulum that
helps students understand and cope with the world of which they
are a part. Academic rationalism provides a warrant for including
important content from the fields of language and literature,
which regquire no utilitarian jusiification. Aad an appropriate
emphasis on personal relevance shovid resuit in a curricuium that
is perceived as more relevant and interesting to the student. In
short, the English curriculum will be strongest when it addresses
comprehensive goals.

Such a syncretic orientation should also seem to be more
appealing and sensible to the classroom teacher. As observed in
Chapter 1, classroom teachers tend to he syncretic in practice.
Their training probably has provided them with a basic orientation
toward the importance of the discipline. Their experience has
shown them the value of teaching the cognitive processes. They
feel under pressure from the community and the state to teach
socially derived learnings. And they know they can motivate
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students best with confent and activities that are personally
reievant. They therefore will commit themselves more strongly to

" a eurriculum that comprehensively responds to their instractional

needs, rather than one that insists on a single orientation.

There is, of course, an obvious danger in such a syncretic
curriculum: it could easlly become too ambitious in scope, ve-
sulting in a lack of both focus and depth. The way to avoid this
danger is for the instructional leader and the task force to exercise
due contro! over the scope of the mastery curriculum, to ensure
that it is not excessively ambitious.

Both objectiv~-—ensuring that the curriculum is sufficlently
syncretic, and controlling the scope of the mastery curriculum=
can be attained through a systematic evaluation that uses the
following processes:

1. The instructional leader and the task force should review the
comprehensive criteria for a syncretic English curriculum
listed in Figure 8.

2. They should record their individual responses to each cri-
terion, choosing one of the following options: (a} this cri-
terion is accepted and should be reflected primarily in the
mastery curriculum, (b) this criterion is accepted put should
be reflected primarily in the organic curriculum, (c} this
criterion is accepted but should be reflected primarily in the
team-planned curriculum, or (d) thiscriterion is not accepted.

3. Individual responses should be tallied. The leader and the
task force should then focus their attention on the criteria
accepied for the mastery curriculum, discussing their dif-
ferences openly and aitempting t0 reach a consensus on
mastery criteria.

4, They should then apply the generally accepted mastery
criferia in evaluating the planning matrix, adding units where
omissions and weak nesses are noted.

. Finally, the leader and the task force should review the
planning matrix to ensure that it is not unduly swollen. One
simple method is to estimate the number of weeks required
for the average student at a given grade level to learn the
mastery content. My recommendation is that the mastery
units should not require more than twenty-seven weeks of
work, approximately three-fourths of the total time available.
At least one-fourth of the year should be available for reme-
diation and enrichment.

(1]
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If time permits, it would probably be desirable to set up a series
of meetings for all English teachers, to give them an opportunity
to discuss the criteria. Such sessions should result in lively ex-
changes about the goals of English—but probably will not produce
a consensus. The instructional leaders and the task force will have
to exercise their best professional judgment and make a decision,
so that the curriculum Project does not bog down in unproductive
argument about the goals of English,

Such a process will result in a planning matrix that is suffi-
ciently comprehensive and syncretic, without being unduly diffuse
or supetficial.




9 How to Provide for
Mandated Competencies:
Checking on the “Basics”

At the time of this writing, thirty-seven states had passed or were
considering some form of competency-based education. While the
slogan is variously interpreted, in general the legislation requires
local schoot districts to undertake the following actions:

1. State in measurable ferms the specific competencies which
students should master before they are graduated.

2. Revise the school curriculum so that courses of study directly
address those competencies.

3. Develop tests to measure those competencies.

4. Provide remediation for students who do not pass the tests,
and award diplomas only when such competencies have been
mastered.

While such nctions seem reesonable encugh, there is a danger
that these ideas, mindlessly applied, may have deleterious effects
on the English curriculum and English instruction, since the thrust
of competency-based education is to emphasize both the meas-
urable and the utilitarian. Here the author concurs with the
reservations expressed by educators attending four regional
conferences on competency-based education held under the aus.
pices of the National Institute of Education in 1977. A summary
report of the conference (Miller, 1978, p. 9) noted the concern
thus:

Much of the legislation specifically mentions the basle skills of
reading, writing, and computing at minimum levels of proficien-
¢y, and life skills such as filling out forms, balancing checkbooks,
and reading labels. Concern was expressed that the curriculum
would be robbed of much of its richness if disproportionate
amounts of resources are deployed into teaching minimum skills.
Educators ofter pointed out that only those things that can be
meastiyed May receive attention, stressing the result of too much
emphasis on those skills which are easily tested may cause neglect
of other importaut objectives.

50
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While I have strong reservations about tompetency-based
education, there are three reasons that convince me of the need to
make a positive response to such mandates. First, they grow out of
a legitimate concern: all ol us want students to become more
competent. Second, it would seem foolhardy to ignore them, since
most legislation and policy guidelines sugmest some form of
teacher accountability. And we cannot wait until this fad follows
other ill.conceived innovations by quietly passing away; laws once
passed are not quickly amended or repealed.

The only reasonable choice, then, is to develop a curriculum
that includes provisions for competencies without focusing solely
on the measurable and the utilitarian. This goal can be accom-
plished if we first understand that such mandated competencies
tend to be of two quite different sorts: general competenciesand
applied competencies. A general competency, as the ferm is used
here, is a cognitive skill, such as reading or writing, that is not
restricted to a specific task or type of material. Thus, two of the
“Basic Competencies in Reading” identified by the Vermont
Department of Education (Kenney et al., 1977, p. 6) are general
ones:

Given unfamiliar material, the student will demonstrate ability to
get pronunciation and meaning of new words by using word
attack skills, structural analysis, and context.

Given personally chosen material, the student will read aloud
with clarity and emphasis, informally, to a smalt group.

On the other hand, an applied competency is any skill brought
to bear on a specific task or kind of material. Thus, these two
“Reading/Writing Life Competencies” identified by the New
Mexico State Department of Education (n.d.) are applied: “The
student will be able to read and comprehend & driver instructional
manual”’; and “The student will be able to write a ‘job wanted’ad.”

The two kinds of competencies impose quite different demands
upon the curriculum. The general competencies of English are
probably represented in the planning matrix by the several com-
ponent strands. The insiructional leader simply needs to ascertain
that the horizontal 7-12 development of that strand provides for
adequate emphasis of that general competency.

The applied competencies, on the other hand, are quite a
different matter and require a different planning strategy. The
following process is suggested:

First, the instructional leader and the task force should review
all the applied competencies mandated by state or local authorities
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and categorize them according to the area of the cumriculum-
reading, writing, and so on.

They should then review the applied competencies for a given
area and group them according to the specific learning skills
required. To illustrate, the New Mexico State Department of
Education (n.d.) list of “Reading/Writing Life Competencies”
contains a total of forty-six competencies. Twenty-five of the
forty-six are reading competencies, presenfed in the publication
apparently in random order. However, a close analysis of the
competencies suggests that they can be grouped into four different
types, paraphrased below for the sake of brevity and clarity:

1. Comnpetencies requiring the ability to comprehend informa-
tive prose presented in a standard format—the ability to read
a driver’s manual, a statement of voting rights, a procedure
for reporting a lost credit card, information about available
social services, a statement on the legal rights cf individuals,
a constmer credit contract.

2. Competencies requiring the ability to comprehend informa-
tive prose presented in a special format—the ability to read
want ads, telephone directory, department store directory,
radio angd television schedules, food labels, recipes, clothing
labels.

3.Competencies requiring the ability to comprehend special
nonverbal symbols—the ability to read charts and graphs,
maps, safety signs, transportation schedules.

4. Competencies r.quiring the ability to read critically—the
ability to distinguish fact from opinion in a newspaper report
or editorial.

The grouping clearly suggests four brief, focused instructional
units; reading practical information, reading special forms, reading
special symbols, reading the newspaper critically. These unit topies
or titles would then be placed jn an appropriate cell in the plan-
ning matrix: grade ten, reading. It is recommended that such
applied competencies should be taught immediately prior to the
time of assessment, since such very specific skills are easily for-
gotten. Since the New Mexico tests are given in grade ten, the
applied skilis should also be taught in grade ten, during the month
prior to the test administration.

The final step in the planning process would be to write mastery
learning units based upon those applied competencies. Chapter 15
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explains how such units can be w%tten. It should be emphasized
that the teacher will probably get better results by teaching the
competencies directly through a focused unit, rather than relying
on an “incidental” approach or infegrated unit.

Such a process enables us to make specific and adequate pro-
visions for applied competencies without distorting or trivializing
the entire curriculum. Note also that the process recommended
here is quite distinet from so-called teaching for the test. I believe
it is both ethical and prudent to teach units of study focused on
the specific skills that will be measured in a forthcoming fest. It is
obviously unethical to drill students on test ifems taken from
that test.



10 Using Research Knowledge to
Improve the Teaching
of English

One of the most important steps in evaluating the content plan-
ning matrix is to ensure that the selection and placement of -
mastery content is in accord with the current knowledge about the
leamner, the language, and the subject. In making such an assess-
ment the instructional leader will probably encounter two kinds of
responses which might interfere. On the one hand, there ate many
professor-types like the author (and some teachers) who uncriticaily
accept any research finding and use it to attack their adversaries
and impress their colleagues. The phrase falls easily from our lips
at every possible juncture: “According to the research . . ..” On
the other hand there are those at the other extreme, mostly class-
room teachers, who cling to unsupported biases even in the face of
conclusive findings that challenge such biases. They respond, “I
don't care what the research says; I just know that my students
write better because I teach them diagraming.”

What we are after, I believe, is an informed and reflective
personal knowing that Michael Polanyi (1966, p. 16) calls the
“tacit dimension.” His comments here seem especiaily apposite to
those who would understand classrooms:

It brings home to us that it is not looking at things, but by
dwelling in them, that we understand their joint meaning. . .. An
unbridled lucidity can destroy our understanding of complex
matters.

Such an informed and refiective personal knowing comes about
from the lived experience of teaching English—and the constant
checking of perceptions derived therefrom against the findings of
good research,

For this reason, the following pages include several summaries
of major findings that seem especiaily relevant to curriculum and
instruction in secondary English. Space is provided below each
citation so that teachers can add new evidence as it is developed,
and there is also space at the end of each group for adding new
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findings that seem important. Such summaries can be used in
three ways:

The first is in the evaluation of the matrix. Here the instruc-
tional leader should review the matrix area by area, checking
against the relevant research summary. Any major discrepancies
between what the matrix records and what the research suggests
should be noted for further review with the classroom teachers.

The second use is in organizing instructional seminars around
the findings in a given area. Thus, a seminar might be held early in
the year on the topic of “What Research and Informed Practice
Say about the Teaching of Composition." Teachers would be
expected to review the research summary and be prepared to
participate actively in the seminar. Such a seminar might begin
with the instructional leader asking for teachers to nofe any
recent evidence or new findings. The leader can then open a
discussion of the findings, asking feachers first to indicate their
degree of acceptance and to comment on how they see the find-
ings affecting their own teaching. They should also be encouraged,
of course, to share their own successful practices.

The third use is to add the research summaries to the English
notebook, as suggested before, so that they are at hand when
teachers orgaalze units or plan lessons. Here again the teacher is
encouraged to add both infurmation and reactions, so that the
summaries become a compendium of one's informed and reflec-
tive personal knowledge.

There are some cautions and reservations about the quality and
application of these findings. First, they are drawn from reviews of
research carried out by scholars whom the author respects, but the
original research studies have not been personally reviewed. Also,
while the generalizations noted are supported by the findings of
several studies which the reviewer considered to be satisfactorily
designed and implemented, they are not to be perceived as final
conclusions regarding the teaching of English. It is possible that
future studies may reveal contrary findings. The findings are
presented here as tentative generalizations that reflect current
knowledge about the teaching of English. And while I believe
that they should be influential in informing present practice, I
consider it even more essential for instructional leaders to carry
out their own continuing reviews of the research, to inform
feachers about new developments, and to involve teachers in
synthesizing reliable research findings with their .acit knowledge.

W
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Research Findings: Oral Language Development

1. Experience, thought, and language are interactive variables.
“What is leamed about the structure of the language influ-
ences the ways new experiences are stored and meanings are
expressed. With increasing cognitive capacities for perceiving
there are corresponding modifications in the child's language
such that they become closer approximations of the formal
language structures employed by the adult” (Di Vesta and
Palermo, 1974, p. 69).

2. Although it has been generally established that the basic
structures used by adults to generate their sentences can be
found in the grammar of nursery school children, syntactic
development continues well into later childhood and even
adclzscence {Di Vesta and Palermo, 1974).

3. Older children typically experience difficulty with the
following syntactic elements: comprehension of the passive
sentence; senfence constructions involving ash/tell followed
by a pronoun; connectives such as because. but. although;
the word or {Di Vesta and Palermo, 1974).

4. Phonological, syntactic, and semantic levels of analysis arc
highly interrelated (DI Vesta and Palermo, 1974).

5. “The inferpretation of the effects of departures from stand-
ard English on cognitive ability has come to be delineated in
the deficit-difference issue; advocates of the deficit position
suggest that nonstandard English is related to cognitive
impairment, while those advocating the difference position
interpret the role of nonstandard English in cognitive ability
as inconsequential. . . . Despite the impressive array of
scholars and arguments presented on both sides of this issuc,
there is little empirical evidence based on investigations
which directly compare predictions from the two models or
directly test the deficiency-difference issue as altemative
hypotheses” {Di Vesta and Palermo, 1974, pp. 91, 93).

6. Adolescents can construct contrary-to-fact propositions, can
reason Wwith abstract concepts, and can conceptualize their
own and others’ thoughts (Allen and Brown, 1976).

7. The adolescent understands the social significance of indi-
vidual dialects and develops feellngs accordingly {Allen and
Brown, 1976).
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8. Social class differences appear as adolescents participate in
socigl class routines, especially verbal routines (Allen and
Brown, 1976).

9. Children in early teens demonstrate normal adult competence
in referential communication {Allen and Brown, 19%76).

10. *“There is evidence that seems to suggest that our pattems of
instruction can inhibit learning and development. Whether or
not we can actually teach communication is perhaps moot,
but there seems to be no question concerning our ability to
model desirable communication behaviors, reinforce them
and offer fredback, shape roles, and structure expetiences in
which learning can occur” {Allen and Brown, 1976, p. 63).

11.The use of language laboratories in presenting behavior
modification drills can be a help to adults in gaining greater
phonological and syntactic control {Allen and Brown, 1976).

12. “Many linguists and language researchers have argued that the
difference between the linguistically sophisticated and the
linguistically immature is not so much the awareness of
correct and incorrect usage but rather the general knowledge
of a wide range of language varieties and adequate contact
with the varieties most characteristic of school instruction.
Many experiments and fests indicate lhat it is far more
fruitful to expand the student’s language repertory than it is
to ‘correct’ the language he uses in his daily life” (Bordie,
1971, p. 85).

13. Language can be seen as having seven funcuions: instrumental
(getting things done); regulatory (controling others’ be-
havior); interactional (maintaining relationships); personal
(expressing personality); imaginative (creating a world);
informative (conveying information}; heuristic (finding things
out). Teachers should help students develop and extend the
functions for which they use oral language and pay attention
to the functions of written language (Page and Pinnell, 1979).
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Using Research Knowledge

Research Findings: The Tezchiny, of Listening

1.

Listening can be taught: Students who experience structured
lessons on listening skills achieve better scores than those
who do not (Devine, 1978).

2. Students spend approximately half their time in classrooms

3.

listening and almost half of their waking hours in listening
{Wolvin and Coakley, 1979).

A review of theoretical analyses of listening suggests that
listening skiils can be converiently grouped into five types:
appreciative listening, discriminative listening, comprehensive
listening, therapeutic or empathic listening, cniical listening
(Wolvin and Coakley, 1979).

4. Dialect users seem to have no difficulty in comprehending

5.

standard English (Marten, 1978).

A slow rafe of presentation seems beneficial to young,
verbally disadvantaged children (Marten, 1978).

6. The presence of clues or organizers hefore listening exper-

iences consideraly influences the higher level listening skills
and responses {Marten, 1978).

7. Atthough scores on listening tests and intelligence tests often

are highly correlated, “there is enough variance in scores on
the two kinds of tests not accounted for by the elements
commeon to both to conclude that listening does depend on
something besides intelligence’ (Devine, 1978, p. 30M).

o
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8. There have been relatively few attempis to establish aresearch-
based sequence of listening skills. “The few that are to be
found are generally arbitrary selections. None seems to be
based on actual research designed to discover which skill
comes before another in terms of learning effectiveness or
economy of teaching time” (Devine, 1978, p. 300).

9, A “‘cloze test” (in which words are deleted from sentences to
determine vocabulary or syntactic skills) can be useful in
measuring and improving listening ski'ls (Marten, 1978).

10. Nonverbal cues contribute significantly to the meaning
derived from social interactions (Wolvin and Coakley, 1979).

11.

12,

13.

Research Findings: The Teaching of Writing

1. The study of grammar is an ineffective way to feach writing
and lakes time away from reading and writing (Petrosky,
1977).

2. Frequency of writing in and of ifself is not associated with
improvement of writing (Haynes, 1978).

3. There is a posiuve relationship between good writing and
increased reading experiences (Blount, 1973).

my oy
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4. Beneficial results accrue from .the use of such prevriting
procedures as thinlking, talking, working in groups, role
playing, interviews, debates, and problem solving (Haynes,
1978).

5."Teachers should give greater emphasis to the guiding of
careful development of a limited number £ papers, with
attention given to direct methods of instruction and to the
solving of communication problems before and during the
writing process, rather than on the hurried production of a
great number of papers" (Haynes, 1978, p. 87).

6. There is some evidence that sentence-combining practice,
without instruction in formal grammar, is an aid to syntactic
fluency (Haynes, 1978).

7. While there seems to be no evidence to support one revision
process over another, there is substantial evidence that the
revision process itself is eritical in improving writing (Bam-
berg, 1978).

8. The kind or intensity of teacher evaluatiocn of composition
is unrelated te the improvement in writing skill (Bamberg,
1978).

9. Written language is closely related to oral language. Teaching
should emphasize and exploit the close connection between
written and oral language (Lundsteen, 1976).

10.The quality of students’ writing is unaffected by positive
or negative criticism, but positive comnumnents are more effec-
tive than negative ones in promoting positive attitudes
toward writing (Van De Weghe, 1978).

11. Peer evaluation and editing are effective in improving writing
skills {Van De Weghe, 1978).

12.
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14.

Research Findings: Improving Reading Ability

1. A review of the research on the psycholinguistic aspects of
reading suggests that the skilled, fluent reader uses the
following strategies in reading: discovers distinctive features
in letters, words, meanings; takes chances and risks errors in
orde:r to leam about the printed text and predict meaning;
reads to identify meaning rather than words; guesses the
meaning of unfamiliar words from context or skips them;
takes an active role, bringing previous knowledge to bear on
the text; reads as though he or she expects the text to make
sense; makes use of redundancies to reduce uncertainty about
meaning (Cooper and Petrosky, 1976).

2, “We do not know whether skilled reading is 2 holistic process
or a set of interrelated subprocesses; researchers have not yet
resolved this problem. . .. Based on our analysis of reading
theory and research, we recommend for teaching purposes
that reading be viewed as a set of subskills that can be taught
and integrated™ {Weaver and Shoukoff, 1978).

3. Reading comprehension se3ms to depend upon 4 number of
component skilis—=word recognition, vocabulary knowledge,
prior experience, and organization skills. The evidence seems
to suggest that teachers should teach these skills concur-
rently, not sequentially (Weaver and Shonkof?, 1378).

4, Vocabulary-concept kaowledge plays a major role in reading
comprehension and is one area that seems slighted in most
school programs; it is also an area where direct instruction
would seem most helpful for economically disadvantaged
students {Bzcker, 1977).

5. A number of investigatlons provide support for direct in-
struction in specific reading skills as they relate to the con-
tent areas; reading seems not to be a generalized skill but
instoad involves the ability to interpret a particular area of
experience (Karlin, 1969).
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6. Reading instruction in the secondary school seems in general
to have a positive effect (Early, 1969).

7. The reading ability of gifted students varies; instruction to
help them overcome specific deficiences will be beneficial
{Kartin, 1969).

8. Perhaps as many as one-fourth of the students lack the skills
they need to read the assigned books with the comprehension
expected of them (Karlin, 1969).

9. There is some evidence that scores on reading comprehension
achievement tests can be improved by preparing students for
the test situation; exercises that reproduce the format,
instructions, and time limits of such tests should reduce test
anxiety and lead fo improved performance (Weaver and
Shonkoff, 1978).

10. Pre-questions before a test seem to increase the likelihood of
students learning the specific information related to those
guestions; post-questions are preferable if students are to
learn the general content (Weaver and Shonkoff, 1978).

11. It seets likely that speaking standard black English does not
interfere with learning to read; teacher attitudes and expecta-
tions for students who speak black dialect may be a greater
source of interference than the dialect itself (Weaver and
Shonkoff, 1978).

12.“All methods of reading instruction instruct some chil-
dren . .. well and do not succeed with some small proportion
of others. . . . The national reading problem is not that
massive numbers of students cannot read in the sense of not
knowing grapheme-phoneme correspondences but that many
persons do not wish to read for pleasure or information and
do not comprehend either written or oral messages well. In
effect, the national reading prublem might just as easily be
called the national thinking or comprehension problem, and
the schools are only minutely responsible for the fact that
massive numbers of our citizens are . . . not inclined to
develop or maintain reading and comprehension skills nec-
essary for theit own self-selected goals .. .” (Diederich, 1973,
p- 5).

13. The process of deriving meaning from sentences and para-
graphs demands that readers process words without conscious
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attention. If readers are forced to ponder over many words,
they will be unable to comprehend what they are reading.
This does not mean that every word readers encounfer must
be thoroughly familiar to them. But it does mean that
preteaching difficult vocabulary can facilitaie the reading
process as students read a selection (Graves, Palmer, and
Furniss, 1976).

14. Individualized reading programs facilitate reading achieve-
ment to the same extent as does a basa] reading program, and
often increase reading achievement; they have been used
successfully at all grade levels {Thompson, 1975).

15.

16.

17.

Research Findings: Facilitating the Response to Literature

1. Extensive reading of literature results in the reading of more
books, in the development of more favorabie attitudes
toward books, and in continued growth of reading skills
(Squire, 1969).

2. The student's ‘“‘identity' may be the most important deter-
minant of differences in the fictional experience; readers
re-create what the writer has written in ferms of their own
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identity theme. Teachers need to appreciate the complex
contribution of the student’s past experience, fantasies,
feelings, and identity needs (Beach and Cooper, 1974).

3. Response to literature is complex, influenced by factors such
as personality, cognitive abilities, expectations, culture,
reading ability, and schooling (Petrosky, 1977).

4. It seems reasonably safe to conclude that response to liter-
ature is developmental and that studenis will exhibit certain
characteristics at certain stages of development (Petrosky,
1977).

5. Studenis can and do react to feacher question patterns and

can be taught a variety of ways to develop breadth and depth
in their responses (Petrosky, 1977).

6. Some research suggesis that students at the junior high level
are cognitively incapable of infexrring symbols or themes, or
they are too egocentric to assume the perspective of a char-
acter of a narrative (Beach and Cooper, 1974).

7. Problems in reading and understanding literature can be
generalized as follows: insufficient Informe-tion; failure to
understand (diction, syntax, imagery and metaphor, infer-
ence about parts or whole, inference about characters,
inference about tone or mood, inference about structure);
psychological problems (aesthetic distance, preconceptions,
tendency to invent or desire fur happy ending, Gominance of
rthythm, feelings, lack of attention} (Purves and Beach,
1972).

8, The following factors of taste have been isolated: general
liking, formal factors, confent factors, personal factors,
miscellaneouvs. The general factor is the most important in
most judgments; the next most important factor seems to
deal with the opposition of form and content or the personal
appeal {Purves and Beach, 1972),

9. Inexperienced readers reject what they do not understand
(Purves and Beach, 1972).

10. Nonprofessional responses to literature seem to fall into five
general groupings: the personal statement (personal responses
that refer to oneself and one’ assoclations, and those that
refer t0 one’s feelings about the work and one’s relation to
it), descriptive responses, interprotative responses, evaluative
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11,

12.

13.

14,

15,

16,

17.

18,

responses, and miscellaneous responses (Purves and Beach,

The dominant response of young readers deals with the
confent of the work, not its form, and with the work’s re-
lation to the reader and the reader’s world, rather than with
objective or aesthetic qualities of the work (Purves and
Beach, 1972).

The subject matter of a work is interesting if it is related to
the personal experience of the reader; people tend to become
more involved in that which is related to them and tend to
seek the work with which they can identify (Putves and
Beach, 1972).

Instruction in literature affects taste and style of response
(Purves and Beach, 1972).

“If one is looking for specific answers, directive teaching
toward those answers will be successful; if one is looking
for divergence, nondirective teaching will be successful”
{Purves and Beach, 1972, p. 162).

The teacher and the kind of teacher interventicn seem to
have more effect on student response than particular types
of curricular structure or sequence {Purves and Beach, 1972).
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Research Findings: The Teaching of Spelling

1. Cormrect spelling can be predicted for a phoneme sound
approximately 90 percent of the time when position, stress,
and intemal constraints are considered (Geedy, 1975).

2. There is as yet no field-tested substitute for direct instruction
on the basic core of high-frequency words needed by children
and aduits in their writing (Hom, 1969).

3.8pelling ability -and reading ability are highly correlated
(Hom, 1969).

4.1t is more efficient to study words from lists, rather than
from context; words are learned more quickly, are more
easily rememoered, and are more readily transferred to a new
context (Geedy, 1975).

5, The test-study-test method is more effective than the study-
test method (Alired, 1977).

6.The self-corrected test seems to be a useful and an effective
way to teach spelling (Allred, 1977).

7.The following eight-step method seems to be supportec 2y
much expert testimony and research: pronounce the word
carefully, look carefully at each part, say the letters in
sequence, try to recall how the word looks and spell the word
to yourself, check your spelling, write the word, check the
spelling, repeat if necessary (Allred, 1977).

8.0Only a few rules should be taught—those with few or no
exceptions. In teaching spelling rules the following practices
should be observed: feach one ruje at a time; teach the rule
inductively; teach it when needed; stress the application of
the rule; teach the exceptions to the rule; review the rule
frequently { Alired, 1977).

9. Auditory discrimination and visual memory are key factors in
good spelling (Allred, 1977).

10, Calling attention to the “hard spots” in a word seems to be a
waste of time (Sherwin, 1969).
11. There seems to be no advantage in presenting words in a

syliabified form (Horn, 1969).

12. Kinesthetic techniques, such as tracing, have proven useful
with poor spellers and slow leaimers (Hom, 1969).
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13,

14,

15,

Research Findings: The Teaching of Grammar

1. Teachers should understand the distinctions among three
commonly confused terms: linguistics is the scientific study
of language; it includes grammar, the principies of word and
sentence formation, and usage, the changing fashions of so-
called correctness within regional and social dialects (Fraser
and Hodson, 1978).

2. “Apart from scant evidence for the existence of some kind of
distinction between a deep structure and a surface structure,
there is nc coherent body of experimental work to sugest
that linguistic theory has contributed to either psychological
or educational research in any direct way’' (Ortony, 1975,
p. 500).

3. The study of traditional grammar does not help a student
write better and, in fact, may hinder development as a writer
(Abrahamson, 1977).

4. Diagraming does not work well enough to justify all the time
and bother; it also seems to perpetuate a distorted and
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incomplete picture of English structure because of iis depend-
ence upon a Latinate grammar (Sherwin, 1969).

5. Instruction in mechanics is most effective in the rewriting
stage, in response to an individual’s need; previous teaching
of grammatical terminology is unnecessary (Weaver, 1979).

6.There is some tentative evidence that writing activities
designed to enhance syntactic skills will lead to improved
reading comprehension (Stotsky, 1975).

7.




11 Developing the English
Notebook

You now have in hand the final version of the content planning
matrix. It shows for only the masiery curriculumn what general
concepts and skills are taught, level by level. It has been evaluated
carefully from several perspectives and represents the best judgment
of classroom teachers, instructional leaders, and consultants. Now
the challenge is to use the content matrix as a planning device for
producing usable curricular materials that will meet the criteria
suggested in Chapter 1:

i, 'The format in which the curriculum guide is deliverad to the
teachers should be flexible, able to accommodate a variety of
teaching styles, and not require radical changes in teaching
style.

2, The format should be usable and open; it should be one that
teachers will use and add to.

3. The format should be one that can readily accommodate
computers and video devices.

Here is an outline of the general nature of the proposed format,
followed by details on how it might be produced.

The basic format is a large loose-leaf notebook for each teacher.
At the outiset, all notebooks contain only two common parts:
(1) a copy of the content planning matrix for all prade levels; and
(2) a summary of departmental policies and practices on grading,
book distribution, cumulative records, and so on.

All other parts described below will vary in content, depending
on which grade level the notebook it intended for.

Each notebook is divided into theseveral areasof the curriculum
used in the mapping and matrix projects. A notebook organized
according to the plan given in the example would therefore have
elght major sections: reading and study skills, literature and media,
composition, grammar and language, word study and vocabulary,
speaking and listening, critical and creative thinking, and spelling,
punctuation, and usage.
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When the notebooks are first distributed, each major section
includes three kinds of items. First each section contains a summary
of the research relating to that avea or aspect of English. Thus, the
composition section begins with a summary of the research on
composition. The important research for each avea of English is
summarized in Chapter 10 in a form convenient for phr* 3copying.
(To save time, simply make a photocopy of the appropriate pages
from this work and insert them in the notebooks.) Second, each
section includes the course objectives for that grade only, grouped
according to the component sfrand, for each general skill or
concept. (An explanation c¢i how to write these objectives is given
below.} Thus, the eighth grade teacher would receive the course
objectives for only grade eight. Third, each section includes a brief
list of available materials relating to that section.

AH the notebook contains, then, is the content planning matrix
for all grades; a summary of departmental policies; summaries of
the research for the various aspects of English; lists of eourse
objertives; and brief lists of materials. It does not eontain a state-
ment of philosophy or a rationale. It does not contain suggestions
about how to teach. It does not include examinations or suggestions
about testing. It does not include detailed units of study. it is lean,
thin, bare-boned. And I think the format conveys an important
message to the teachers: This is the content you are expected to
teach~—and you are free to teach it as you wish.

Adding Items of Personal Interest

The hope is that teachers will add to their notebooks as they sece
fit. They might add items such as these: joumal articles relating to
one or another of the areas; classroom learning exercises; copies of
tests; units they and their colleagues have written; examples of
student work. And they would be encouraged to update the research
review section, adding recent findings of importance.

Besides inviting teacher contributions and additions, the note-
book facilifates future departmental modifications and additions.
Materials to be deleted are simply tom out, new concepis amd ob-
jectives are added where they belong. If, later or, the department
decides to write mastery units or learning packages, thesr can also
be addcd.

What disadvantages does such a format have? There are two.
New teachers especially may miss the organized units of study
typically found in most guides; but they would profit more from
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having an experienced colleague help them develop their own units
from the concepts and ohjectives. And loose-leaf pages have a way
of falling out and getting lost; but that’s & small price to pay for
the flexibility and open-endedness of the format.

The notebooks should he easy to produce and assemble. The
instructional leader is responsible for providing only the content
planning matrix, statement of department policies, and lists of
available materials. The writing teams produce the course objectives,
and here is a suggestion for the best way to accomplish this.

For purposes of illustration, suppose that you have been given
the task of writing the course objectives for grade eight. You decide
to begin with the area of composition. Since you feel confident of
your knowledge of expository writing, you choose that strand for
writing the first set of objectives. Note that the general skill o be
mastered is writihg an expository essay that “explains a process.”
You also observe that the seventh grade unit is designated as **giving
directions.”” You can assume, therefore, that some basic expository
skills will be taught in seventh grade. (After all objectives have been
developed, you will, of course, check to ensure that there is smooth
progression from grade to grade and that there are no significant
gaps.) You reflect about your knowledge of typical eighth graders
and how much they know in general about writing. What you are
doing in this mental review is establishing in your mind a fentative
list of the cognitive entry characteristics—the basic skills that will
be needed to begin the unit but will not be tawght in the unit itself.
These cognitive entry characteristics need not be identified af this
stage as part of the unit, but they are useful if you decide later on
to use a mastery learning approach {see Chapter 15).

You now turn your attention to the eighth grade unit. Youmake
some tentative decisions about it, based upon your previous anal-
yses: It will emphasize a short essay explaining something t},e eighth
grader knows from direct eXperience, written for a specific audi-
ence. Now, to determine the essential objectives, you perform a
task analysis of writing that essay. You think about the essential
characteristics of an excellent student essay of the sort you have in
mind. You outline-the specific skills that should be mastered in
order to write that essay. You review your list, trving to pare it
down to the essentials. Then you write the final list, using a “Mas-
tery Objectives’’ foym like the one shown in Figure 9.

In general the process will be the same with all units. You deter-
mine the cognitive entry characteristics by thinking generally about
the nature of the unit, the maturity of the students, and the extent

83




72 Devcloping the English Nolebook

of their prior learning. You then do a task analysis of general ckill
or knowledge to be emphasized, deciding what skills and knowledge
are essential in achieving the goal you have specified. Y ou write up
that list of knowledges and skills as a set of mastery objectives,
using a form like the one in Figure 9.

Listing the Objectives

Note some special points about the mastery objectives form. First,
the general skill or concept is identified in the manner in which it
was presented in the matrix. Then the wrifer has restated it in
greater detail. Next, the specific objectives are listed in logical se-
quence. Bach objective begins with a verb, but in my opinfon there
is no need to use precise behavioral language or to state a eriferion
level of performance. The goal here is to help the teacher understand
what skills to stress, not to provide a set of specifications for a
test, The comments at the bottom call attention to special features
of that set of objectives.

Although some may feel uneasy about any system that smacks
of computers and management, it is suggested that a simple num-
bering system be used to facilitate computer management and video
retrieval. The first digits (under “Course Objectives”) are the grade
ot level; in the example, 08. The second digit is the area of the cur-
riculum, composition, here assigned the number 2. The next two
digits identify the component; in this case, expository writing is
designated as compotient 04. The last iwo digits number the specific
objectives.

When the course objective sheets have been written, they should

be reviewed by the instructional leader and the fask force, with
these criteria in mind:

1. Is the general concept or skill restated accurately and expanded
appropriately?

2. Are the related objectives restated at an appropriate level of
specificity?

3. Do the specific objectives cover all the important skills or
subconcents?
4. Does the list include only essential objectives?

As the teachers use the mastery objectives forms, they will, of
course, be encouraged to evaluate them and forward their eriticisms

Q.
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to you, When you receive such evaluations, you can either decide
to issue revised forms at once or wait until some later date when
you can thoroughly revise the whole notebook.

I believe that the format descrided above meets the criteria
stated at the opening 2f this chapter. The loose-leaf notebook is
flexible; it leaves to the teacher important decisions about teaching
methods and organizational strategies. It isin a form which teachers
can essily use and can adapt te their own needs by contributing
their own ideas—and it readily accommodates computer and video
retrieval systems. Finally, as explained in later chapters, the form
can be used in a variety of curricular and instructional approaches.




12 Using Separate Cbjectives
in Integrated Units

The English notebook with its content planning matrix and lists of
related mastery obfectives can be the end point of the curriculum
process—or it can be the foundation of future developmental work.
Atthough the objectives have been grouped by area of the discipline,
they can be flexibly used as the basis for writing i nteprated language
arts units, interdiseiplinary humanities courses, or thematic elec-
tives. 'This chapter will explain their use in developing integrated
language arts units and succeeding chapters will deal with the other
two issues.

At the outset, however, some definitions are needed. For the
sake of clarity, the following three definitions are stipulated for
the types of units and courses which can be developed.

A focused unit is a curricwlum unit in which all concepts, skills,
and objectives relate to a single area of a given discipline. The or-
ganizing theme of such aunit is the general concept or skil directiy
related tc that area or component. Thus, a focused unit of study
in English would be one in which all the objectives related, for
example, to the writing of an expository essay. The organizing
theme would be “writing the expository essay.”

An integrated unit is a curriculum unit in which the concepts,
skills, and objectives are drawn from two or more areas of a single
discipline. The organizing theme of such a unit would be some
general idea (such as *“The Colonial Spirit™) which links the several
classes of concepts, skills, and objectives from the areas of reading,

~ writing, speaking, and grammar.

An interdisciplinary unit or course is one in which the concepts,
skills, and objectives are drawn from two or more disciplines. The
organizing theme of the unit is a general idea which relates those
disciplines. Thus, an interdisciplinary unit of study might have
“Conflict and Violence” as its theme, including concepts, skills,
and objectives from English, social studies, art, and science,

Before examining a process for writing mtegrated units, it might
be useful to review the arguments for such units. Most leaders in
the field of English curriculum strongly recommend such units,
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basing their argument on the integrated rature of language. Moffett
and Wagner (1976, p. 42) state the case most persuasively:

The snvitonment for language learning must preserve the truth
about language: as the main ingredient in our symbolic life it not
only operates within every aspect of our lives but part of its very
function is to integrate the diversity of experience into a harmoni-
cus whole.

Along with most other curriculum writers, they fulminate sgainst
what they call “the particle approach,” the teaching of “‘isolated
parts.”” Spann and Culp (1977), editors of a recent collection of
thematic or infegrated units, are even more enthusiastic about
integrated units. In their introductory comments (p. iii} they make
these obsarvations:

‘The current nationwide emphasis on basic skiils has not changed
our point of view. The units in this first supplement . . . havebeen
selected . . . because thay involve students actively in reading,
writing, listening, and speaking for a purpose—that purpose being
to explore and communicate with others on jssues of vital interest
to ail. In our view nothing could be more basic. In our dedicatlon
to the humanistic, thematic approach to the teaching of English,
we have not ignored other approaches. We have studled and dis-
cussed the advantages and disadvantages of each prescribed meth-
od, but have consistently found that a concern with vaiuesis the
most suceessful way of stimulating students to reflect on, probe
into, and act upon problems directiy affecting their own lives.

Yet while there is an abundance of exhortation about the advan-
tages of integrated units, there is a paucity of research. And the
available research does not support the claims of those advocating
the integrated study of English. Boehnlein and Ritty (1977, p. 375}
summarize their careful review of all such research with this some-
what discouraging conclusion:

White it is easy to find journal srtictes and language arts methods
textbooks advocating an integrated or correlated approach to
teaching, there appears Lo be no empirical research o support this
advocacy; a disturbing finding.

Asomewhat similarconclusiorn is reached by Walker and Schaffar-
zick (1974, p. 97) in their review of the research on so-called
innovative curricuta:

. - .diffesent curricula produce different patterns of achievement,
nol necessarily greater overall achievement. What these studies
show apparently, is not that the new cumricula are uniformly
superior to the old ones, though this may be true, but rather that
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different curricula are associuted with different pattemns of achicve-
ment. Furthermore, these ditferent pattemns of achievement seem
generally to follow patterns appavent in the curricula. [Italics in
original. )

We might restate Walker and Schaffarzick’s conclusion in this
way: If we were to compare an integrated unit on “Choosing a
Career” (which taught the writing of the expository essay ac an
incidental topic} with a focused unit on “Writing the Expository
Essay” (which asked the student to write about careers), we would
find that the unit on career choice did a better job of teaching
career-selection skills, and the unit on the expository essay achieved
better results in feaching the expository essay.

It seems reasonable to conclude that an English curriculum that
includes some focused units and some integrated urits would reap
the advantages of both approaches. But such 2 decision is best left
to grade-level teams or individual teachers who can consider such
factors as the age of rheir students, the level of student motivation,
the students’ ability, the evailability of materials, and their own
predilections. If the team decides to use integrated units, then the
issue of the relationship between integrated uniis and mastery con-
tent must be addressed.

There are essentially three ways of viewing this relationship.

1. Integrated thematic units will constitute the entire curric-
ulum. They wili be planned in a way that stresses the theme
and makes extensive provisions for reading, writing, speaking,
and listening. No special planning for including mestery con-
cepts and skills is considered necessary.

2. Integrated thematic units will be included only to increase
motivation and provide for a change of pace. Only & few inte-
grated units will be taught. Since they will not meke specific
provision for mastery content, there is no need for systematic
planning. All mastery content will be taught in focused unita.

3. Both focused and integrated units will be taught, with scme
of the mastery concepts and skills to be taught in infegrated
units.

If this last choice is made, then the leader and the team need to
uso a systematic method of deciding on the allocation of mastery
content to focused and integrated unils. I would like to suggest
one such method, hefore proceeding to some suggestions for the
planning of integrated units.

The fixst concern is to allocate mastery skills and concepts to

o
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focused or integrated units in a manner that eliminates needless
repetition and unintentional omission. The initial step is to decide
on the number and organizing themes of the integrated units. These
organizing themes can be of several sorts:

Life skills: Choosing a Career; Solving School and Community
Problems

Literary genres: The Comic Spirit; Fantastic Worlds
Places: The Voice of the South; New York, New York
Eras and ages: The Thirties; the Madieval Mind

Problems and issues: Environmental Crisis; Divoree and
Separation

Ethnic groups: The Black Experience; Chicano Voices
Sex: Machismo: Women in Contemporary Fiction

Adolescent inferests: The Spirit of Sports; the Roots of
American Music

Artistic works: The Book of dob; Greek and Roman Myths

Real and imaginary people: The Devil in Literature; The
World of Mark Twain

“Big ideas’: Love Is a Many-Splendored Thing; The Faces of
Peace

A theme for an integrated unit should meet several obvious eri-
teria. First, it should reflect the interests of the teaching team, since
teaches enthusiasm and competence are important elements in
suceessful units. Second, it should appeal to students and respond
to their inferests. Third, the theme should be one that easily permits
the integration of content from several areas of English and one
for which good materials are readily avaitable. Next, it should not
repeat a theme taught in a prévious year. Even if the content is
different, students are likely to complain, “We did ‘Good and Evil’
last year.” Pinally, there should be some variety in the kinds of
thermes selected for a given year. If all themes deat with “eras and
ages,” for example, the resuit will be a slighting of other important
concerns.

Mechanics of the Unit Pianning Chart

Once the themes or titles of units have been tentatively selected,
they should be listed on a chart simitar to the “Unit Planning Chart”
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shown in Figure 10. The category “focused unit’ and the tities of
all the integrated units should be listed across the top, and the
mastery skills and concepts identified in the content planning
mafrix for that grade level should be listed down the left side of
the chart,

The instructional leader and the team should then identify those
concepts and skills that they think should be taught in separate
focused units, and mark them with an X under the column headed
“focused unit.”’ These principles should he kept in mind in making
this decision:

1. Any skill which is a state-ordocally-mandated competency is
probably best taught as a separate focused unit. So if tenth
grade students face a test covering the interpretation of non-
verbal symbols, they will be helped most with a unit focusing
on that skill

2. Any skill or concept which is complex and difficult probably
is best mastered in a focused unit. Trying to integrate the
teaching of the term paper into a2 unit on “the comic spirit,”
for example, either siights the term paper or distorts the unit.

3. Any skill or concept which is now readily integrated with other
content is probably best taught as a focused unit. If it is con-
sidered important for students to be able to identify the parts
of speech, then tnese concepts sre probably best taught in a
focused unit, since such content does not lend itself readily
to integration.

With the focused units identified, the leader and the team should
then dzcide where each mastery concept or skill not allocated to a
forused unit can best be integrated. When they have made this deci-
sicn, they should indicate with an X, the mastery concepts and
skills unde: the title of the uni’ in which it will receive primary
emphasis,

Such a process ensures that each wnastery skill or concept will
either be taught separately in a focused unit or emphasized in an
integrated unit. The group may also wish to note which mastey
skills and concepts may receive incidental trestment, making an
appropriate notation on the chari. Figure 10 shows how a tenth
grade teain might handle the mastery skills and concepts for com-
position.

The leader and the team are now ready for the specific planning
of integrated units. How can integrated unitsbest be planned? There

30




Using Separatz Objectives in Integrated Unils 79

are, of course, many excellent guides available which explain how
to write standard curriculumn units. I would like to describe my
own approach to integration, which I think offers some special
advantages, by showing how a sample unit on “Divorce and Separa-
tion” might be planned. (I would like to acknowledge my indebted-
ness to Eugene Bledsoe forsuggestions about content and objectives
drawn from his unit on “Teaching About Divorce,” reprinted in
- Spann and Culp, 1977.)

Suppose that a teaching team had to write an integrated unit on
“Divorce and Separation” for tenth grade students—and they want
the unit to include appropriate mastery content. How do they
proceed? They begin by deciding on the length of the unit—how
much time it should take. This depends, of course, on the motiva-
tion and interest of students, the total amount of time available
for the ¢ surse, the time requirements of other units, and the com-
plexity of the unit under consideration. Let’s assume in this instance
that three weeks (fifteen lessons) are allocated.

The next step is to consider four general kinds of outcomes:
thematic understandings, common readings, mustery concepts and
skills, and organic learnings. Each is briefly explained as follows:

1. Thematic understandings are the theme-related knowledge,
insights, and ideas which the teacher plans to stress through
the unit.

2. Common readings are the books, articles, plays, and poems
which all students will be expected to read. If longer films or
vidcotapes are to be seen by the class, these also should be
mecluded here. (Note that the term reading is used to include
the study of both print and visual works.)

3. Integrated mastery concepts and skilis are taken from the
unit planning chart (Figure 10) or from an analysis of what
mastery content should be Included.

4, Organic leamings, as explained in Chapter 4,are the important
basic learnings which are not structured into separate units
but are nurtured organically by the teacher at every appro-
priate juncture. As noted before, the author’s preference is
for all affective outcomes to be included in the organic com.
ponent.

The decisions abolit the kinds of outcomes expecied from the
unit should be recorded down the left-hand side of a “Unit Qut-
comes” chart {Figure 11). Columns for the lessons are listed across
the top.
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How are such decisions made? The answer will vary, of course,
with the planner. Perhaps these general suggestions will be of help:
First, hegin by thinking about the thematic outcomes. Based upon
your analysis of the unit theme, what important general under-
standings and insights do you hope fo develop? One admonition
here is not to he too ambitious. I have seen several integrated units
fail because they tried to achieve too many lofty aims. A sample
list of thematic understandings for this particular unit is offered
in Figure 11,

Next, survey the resources that are available. By reviewing district
reading lists, thematically organized bibliographies, anthologies,
and your own collection of materials, choose readings that relate
to the theme. Besides having thematic relevance, the readings should
meet these other criferia:

1. They are accessible and intevasting to teenage readers.

2. They are sulfficiently challenging to warrant class study and
discussion.

3. They are not likely to offend students and their parents.
4. They represent a diversity of types, periods, and perspectives.

The decisions about the thematic understandings and the common
readings are of course interrelated. Some planners start with themes
and choose worles, others begin with Important works and elicit
relevant themes, and still others weigh both considerations in an
interactive fashion.

The fist of mastery concepts and skills is drawn from the previous
analysis reflected in Figure 11. And the decision about which or-
ganic leamings should beincluded derives primarily from an anal ysis
of the leamer’s needs as they relate to this specific thematic unit.

Integration of Qutcomes

With tl.ese four kinds »f oulcomes listed on the chart, the next step
is making an interrels.t>? decision about articulation and sequenc-
ing: Which outcomes can be most readily integrated and in which
sequence should they be taught? It is best to sense the general
rhythin of the unit first. I think about the ideas and the works and
the teenagers [ know, to get a general sense of how the work should
flow. In this particular unit, the first week starts with the present,
with some close reading and discussion of controversial articles;
then the second week moves hack a little in time and includes a
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slower, more reflective analysis of a major play; and the third week
ends with some active learning, focusing on feelings and attitudes.
These general impressions are then franslated into tentative deci-
sions about the sequencing of the common readings.

At the same time, some related decisions are made about how
those common readings are linked to the thematic understandings,
the mastery skills, and the organic learnings. The relationship of
the mastery skills o the common readings is given special considera-
tior for the skills must be taught effectively and should seem to
relate naturally to the whole unit. In this particular unit, two of
the skills relate directly to the readings: The close reading of non-
fiction can be easily taught when the articles are read, and the
analysis of the literary symbol 13 naturally linked to the study of
the longer play. Paragraph skills are then taught as part of an as-
signed theme in which the students are expecfed to respond to the
articles they have read during the first week.

These tentative decisions are recorded on the chart, using the
letter £ to indicate when the skills and concepts will be emphasized
and the letter R when reviewed. A final review is made of both the
interrelationshins of concepts and content and the distribution of
the content over the three-week span. The final form of the chart
is then used as a map for planning and writing the other materials
that will make up the unit distributed to those who will teach it.
My preference is for a compact unit which includes only such es-
sential materials as: (1) one-page overview of the unit, (2} the Unit
Qutcomes chart, (3) copies of articles and shorter works, (4) study
guides for the longer literary works, (5} objectives for the mastery
content, (6) suggestions for integrating organic learnings, and
(7) lists of related—and available—mmaterials. This collection of
materials can then be added to the English notebook.

There are several points to emphasize here about this process
and product. Observe that it is a “top-down” planning process
which begins with a decision about the works to be taught and the
general outcomes to be achieved. It does not begin with long lists
of specific objectives. Note as well, in this context, that specific
objectives are provided only for the mastery content. Finally, only
materials that will help teachers do their own, more detailed plan-
ning are included in the unit. There is no attempt to describe each
lesson in detail or to specify teaching methods.

The process may perhaps seem a bit complicated, but it actually
is a simple one which can be used to develop interesting integrated
units that provide effectively for mastery.
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13 Building English Mastery
into Interdisciplinary Courses

There are several signs that interdisciplinary humanities courses,
which flourished in the schools in the early 1960s, are once again
attracting the attention of curriculum specialists and teachers. For
example, the November 1978 issue of the journal Educational
Leadership, which was devoted to the theme “The Patchwork
Curriculum,” included several articles attacking “‘curricular frag-
mentation” and advocating “curricular integration.” And, as noted
previously, the English Journal of February 1980 was devoted to
discussions of humanities courses. So it seems to be an appropriate
tirne to consider how to design such coutses in a way that does not
neglect the mastery components of English.

First, a definition is in order because the term humanities has
been used in so many ways. In some circles it seems only to be a
vague honorific, foolishly equated with attempts to make courses
more relevant for and inferesting to students. In other usage it
unfortunately is restricted to interdisciplinary offerings that usually
draw content from the areas of liferature and history. My preference
is to use @ more traditional definition:

The humanities are those courses of study in school and col-
lege which singly orin combination draw most of their content
from the disciplines of literature, history, religion, philosophy,
language, art (academic, not studio, courses), and music
{academic, not performing, courses).

In designing such courses the teacher or curriculum specialist has
a variety of options available. I would like to use the following
adjectives to label these options: separate, erticulated, correlated,
interdisciplinary, isolated.

Separate courses are the traditional means by which humanities
offerings have been developed. (And here, of course, “traditional”
is not intended as a pejorative.) Eacu teacher or department develops
separate courses in a particular field. The only concern is tn make
an individual course as strong as possible. The advantage of the
separate course is that it epables the course developer to fo:us on
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the unique characteristics and structures of a particular discipline,
without being distracted by questions of interdisciplinary relation-
ships. Critics of the separate course approach allege that the result-
ing program of studies makes it difficult for the student to see
connections and relationships among the disciplines. And notehere,
of course, that separate courses can be developed around focusad
or integrated units of study, as explained in the previous chapter.

Articulated courses are separate courses that have been loosely
linked or articulated. While there is no attempt to develop parallel
course offerings as in the options described below, there is a con-
cern for ensuring that the separate courses do now contradict each
other, repeat each other, or omit important concepts or skills. The
advantage of the articulated approach, according tu its advocates,
is that it ~etains the integrity of each discipline while avoiding the
dangers of fragmentation and lack of coordination.

Th2 following process is recommended for thuse who are infer-
ested in articulating humanities offeringt:

1. Develop what might be termed an “articulation matrx.”
Begin by listing down the left all the skills and concepts that
might be involved in the articulstion process. Do not list
content that obviously falls within the purview of a given
discipline. The concemn, instead, is to list that content and
those skills that are more likely to be omitted or duplicated.
Across the top of the matrix list all the specific courses
mvolved in the articulation process. The matrix will look
something like this:

Articulation M atrix

English English English  US.  Western World

Content!Course 1 2 3 Bistory Civiliza- Cultures
tion

Research paper
Miass media
Current affairs
Crilical reading

Critical thinking

Creative thinking
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2. Circulate the matrix to ajl teachers involved. Ask them to
indicate by means of a simple code how much attention the
listed items receive in the courses they teach (M = much;
S = some; L = little or none).

8. Collate the results on a master chart.

4. Hold a series of meetings of all those involved, to review the
resulés and to develop plans for imp toving articulation. Where
omissions have been detected, determine where that skill
should be taught-unless it appears ihat the omission is an
unimportant one. Where repetitions have been noted, decide
where the skill should receive primary attention and where it
may simply need to be reinforced.

Corr ‘ated courses are separate courses that have been specificallv
designe to deal with the same period of time at a similar point in
the yea schedule. Thus, while students are studying the Revolu-
tion in &. U.S. History cousse, they are also studying the literature
of the Revolution in the English course. The advantages of correla-
tion are obvious. The student probably achieves a greater depth of
understanding of a given period of history by examining that period
from the perspectives of at least two different disciplines. The
separate disciplines are thus perceived as reinforcing each other.
The correlated approach also facilitates interdepartmentai planning
and communication.

The disadvantages should be weighed as well. Fixst, in most such
attempts the history course plays the dominant role: The English
course is planned to accommodate the chronology of the history
course. Second, each course involved must make some compromises
that result in nwise allocations of tire. So the English teacher
spends too much time on unimportant diarists of the Colonial
petiod to keep the history teacher happy, or the history feacher
allocates too much time to the post-Civil War period just to please
the English teacher.

One solution that eliminates these drawbacks is to develop a
pian for modified correlation. Each department involved draws up
its own outline for the year, indicating approximate time allocations
for the major units of study. The two departments meet together
to review the individual proposals and to decide where some rea-
sonable compromises can be made. Thus, if each department has
planned fifteen two-week units for the year, they might decide
that only six of those units can be effectively correlated. The cor-
relz’ ~n is thus limited to those units of study where some depth
of {: atment seems warranted by all the disciplines invoived.
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Interdisciplinary courses are those in which two or more disci-
plines have been fused into a single course. An American Studies
course, for example, would be a single course which would inte-
grate content from American history, English, art, musie, religio.,
and philosophy in a study of the American experience. The distinc-
tions between the disciplines are usually minimized; the emphasis
is on the culture or the area, not a particular discipline.

Interdisciplinary courses are usually taught by an interdisci-
plinary team using a longer block of time, but they need not be
linked with team teaching. A carefully developed interdisciplinary
course could be taught by one well-prepared teacher,

Interdisciplinary courses obviously result in a program of studies
that appears to be more cohesive. The way in which the course is
planned seems to ensure that the student will examine major prob.-
lems and movements in a coherent fashion, not from isolated per-
spectives. Such courses also probably require 2 greater degree of
interdepartmental cooperation and communication, and such an
end ordinarily seems desirable. The disadvantages are linked to the
advantaged. There are those who feel that interdisciplinary courses
slight the skills and concepts unique to a given discipline, and
some feachers involved with such courses complain about the
inordinate amount of time required for team planning and team
teaching,

Isolated courses, as the term is used here, are humanities courses
offered independently of the rest of the cwrriculum, usually as an
elective. Thus, a student might be taking aseries of separate courses
in English, history, and art but would also have the opportunity of
enrolling in a separate course called Humanities. In a sense, then,
the isolated humanities course is an interdisciplinary course offered
in addition te (instead of in place of) the regular course of ferings.
The isolated courses usually are planned to deal with content not
covered in the standard courses—knowledge that falls between or
transcends the disciplines.

Their main advantage is that they are freed from the constraints
of the disciplines. Course planners are able to focus on important
problems and issues without worrying about the skills and struc-
tures of a given discipline. Thus the isolated courses are more
likely to draw content from the natural sciences and the social
scicnces as well as from the humanities, The main problem with
isolated courses is that they require their own special resources—
time, teachers, texts—and such resources are scarce. Critics also
complain that many isolated courses lack intellectual rigor, although
this obviously need not be the case.
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Those who develop interdisciplinary or isolated courses can
fashion them around a large number of what I call “organizing
centers.” The organizing center of a course is the intellectual basis
for structuring the course. As it is beyond the scope of this work
to discuss in full all the possible organizing centers, here is a list of
several of them, and a few examples for each:

1. Area studies. American Studies, The Far East.

2. Ethnic and women’s studies. The Black Experience, The
American Woman.

3. Culture epochs. The Renaissance, Classical Greece.
4. Great works. The Great Books.

5. Aesthetic structures. Symbolism—Visual and Verbal.
6. Career studies. Humanities and Law Enforcement.

7. Themes and ideas. Conflict and Violence, Moral Dilemmas
in Contemporary America.

Obviously a given course could be buill around one or several
organizing structures.

Note here a distinction between what I call “organizing centers”
and “instructional systems,” since the two are often confused. As
explained above, the organizing center is so called to identify the
kind of abstraction that governs how content is selected and organ-
ized. An instructional system, on the other hand, is aset of arrange-
ments by which learning is facilitated; it involves decisions about
matters of staffing, group size, media, methodology, space, and
teacher-learner interaction.

Here are some of the instructional systems typically used in
interdisciplinary courses, since this work does not propose fo
examine them in detail:

1. Team teaching—groups of teachers planning coliaboratively
and sharing the teaching.

2. Flexible group size—large, small, laboratory group.

2. Flexible time arrangements—modular schedules, blocks of
time.

4. Independent study—a variety of systems that facilitate self-
instruction and inquiry.

5. Resource rooms—special areas equipped with media and mate-
rials for the study of humanities.

It is evident that the person designing humanities offerings faces
a confusing array of choices. Is there any reliable research available
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fo guide the decision-making process? Unfortunately, there is not
much. This does not mean that the literature of the field isscant—in
fact, there are hundreds of articles about humanities and in terdis-
ciplinary courses. Unfortunately, almost all of them are polemics
(“let’s end curricular fragmentation”), show-and-tell descriptions
(“this is how I designed this marvelous course”) or {estimonials
(“the students all said it was the best course they ever had”).

The few valid research studies available do not demonstrate that
any given design option is superior to any other. In fact, they sug-
gest quite the opposite. Walker (1977, pp. 272—-2‘73) summarizes
his results in this fashion:

In those studies for which such a profile of results could be
detived, the achievement test profiles seemed to parallel patterns
of content inclusion and emphasis in the curriculabeing compared.

. The well-designed studies succeeded at best in showing that
when curricula have different effects, the differences are roughly
what we would expect to find if we simply compared inacommon-
sense fashion their content and objectives. This confirmation that
curricula wete producing roughly the patterns of achievement
their developers had intended could be seen as heartening.

To relate this general finding to the question at hand, one might
conclude as follows: Courses designed to emphasize interdisci-
plinary relationships achieve this objective better than courses not
so designed; courses designed to stress the conceptual structure of
a given discipline achieve this objective better than courses not so
designed.

There are, however, some common-sense insights derived from
observation, practice, and reflection that might be useful:

1. Separate courses are probably easiest to design.

2. Courses that require team planning require more teacher time
than do courses planned otherwise.

3. Some teachers work well in collaborative arrangements; others
seem to be more effective when they are able to work alone.

4. New courses succeed when the teachers involved are strongly
committed to them and when the administrators deliver the
necessary support.

5. Students who are deficient in communication and computa-
tion skills seem to require specific instruction in those skills.

6. Students who must take competency fests, achievement tests,
or advanced placement fests will do better on those tests when
they have had sufficient opportunity to master the content
typically included in such examinations.
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In deciding whick design options might best be used (and ob-
viously it is both possible and probably desirable to include mote
than one in a multi-year program}, I recomranend that a planning
team proceed as follows:

1. Identify the humanities goals or outcomes considered most
important. An instrument which faculty can use to identify
priority goals is shown in Figure 12. Teachers can use it,
modify it, or develop their own.

2. Identify the constraints that affect. planning—state require-
ments, school graduation requirements, other external limita-
ﬁqn&

3. Evaluate the instructional context. Assess factors such as
facilities, school schedule, community resources.

4. Analyze relevant information about the students for whom
the program is being designed—general intelligence, reading
ability, past achievement, career goals, preferred learning
styles.

5. Assess faculty com petence, preparation, and attitudes.
6. Develop several alternative design proposals.

7. Evaluate the proposals in terms of the goals pi‘eviously set
and the several assessments suggested above.

8. Check with the administrator to ensure that the design finally
selected is accepfable and feasible.

These decisions can be systematized by recording them in a chart
similar to the one shown in Figure 13. The entries in the chart
represent recommendations for humanities offerings to a Catholic
high school faculty with whom the author consulted as a member
of the National Humanities Faculty. The faculty was inferested in
developing a compreliensive humanities program for their ablest
students and seemed to find the recommendations useful in clari-
fying the several options available.

It it has been decided to develop interdisciplinary courses, some
very careful planning is in order, to ensure that the unitsdeveloped
not only achieve the interdisciplinary outcomes but also make
sufficient provision for the teaching of mastery content. One pro-
cess which I believe will achieve both goals is outlined below. The
process is more complex, obviously, than the one used for devel-
oping integrated courses because several disciplines are involved,
but the basic strategy is the same.
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First, the interdisciplinary teachers should decide on the organiz-
ing center for the course and then agree on the number and themes
of the units to be developed. Assume, for example, that an inter
disciplinary team of English, social studies, and art teachers has
chosen *The Humanities in Contemporary American Life” as its
organizing center. Through a series of team meetings, the team has
decided to focus on twelve units of study: Violence in America,
The Persistence of Virtue, American Heroes and Hercines, Ameri-
can Women, The American Family, Working in the United States,
Love American Style, American Youth, Sports as Myth, Black
Voices, The New Hispanics, Poverty and Affluence in America.

The pext decision is to identify for each unit the major contri-
bution to be made by the disciplines represented in the course.
Here again the tentative fteam decisions should be recorded on a
simple chart so that the team can see both interdisciplinary rela-
tionships and intradisciplinary developments over the span of a
year. Figure 14 illustrates a team’s decisions about the contribution
of each discipline to the unit on * American Women.”

Following this, teachers representing a given discipline should
meet separately to make some tentative decisions as to where
mastery content can best be taught, using the process explained
in Chapter 12. Assuggested there, they should decide for all mastery
content whether that particular skill or concept can best be taught
through a focused or an integrated approach. However, I recom-
mend one minor distinction in the way in which this decision is
perceived and recorded. Since the interdisciplinary course involves
teachers from several disciplines and also probably involves a large
block of time, separate focused units on English skills would seem
inappropriate; all maior units of study in an interdisciplinary course
will probably be integrated thematic units. Therefore, the choice
seems to be whether to teach mastery content here as focused les-
sons or integrated lessons. In feaching a focused mastery lesson on
noun clauses, for example, the English teachers simply break the
flow of the thematic unit and say, “Let’s take a direct look at
noun clauses today and maybe tomorrow. Then we'll get back to
the theme of the unit.” In teaching an integrated lesson, they say,
*As you prepare to write your essay on the nature of contemporary
heroes, we want to teach you some important skills in eliminating
paragraph problems.”

It is therefore recommencded that they list on a chart, as in Figure
15, all titles of the integrated thematic units and the mastery
concepts of skills, using the letters FML to indicate that a focused
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mastery lesson on a particular English skill will be taught in the
time provided for that unit, and the letters IAIL to show that that
mastery skill will be made an integral parl of the thematic unit.
The res:lts of such individual planning by each discipline should
then be reviewed by the entire team, to ensure that there is a
relatively even distribution of mastery content throughout the
course and that a particular unit is not overloaded with subject-
centered mastery content.

The next step involves some careful planning of unit content,
week by week. Here each discipline must determine for each unit
how it will contribute to the important outcomes of the unit. At
this point as well, the planning of interdisciplinary courses will
follow the same general strategy as that used in developing inte-
grated units, with some specific differences in the details. In plan-
ning for interdisciplinary outcomes, I recommend that these four
kinds be identified:

1. Thematic understandings. As explained in Chapter 12, these
are the central ideas or understandings that make up the
intellectual content of that unit, the central thematic issues
as they relate to particular disciplines.

2. Supporting leamings. This is a new class of outcomes. They
are the related ideas or subordinate concepts undergirding the
thematic understandings. Usually they are contributed by
one of the disciplines not centrally involved with a given the-
matic understanding.

3. Integrated mastery outcomes. These are the mastery outcomes
that will be integrated with theme-centered lessons.

4, Focused mastery outcomes. These are the mastery outcomes
that will be treated in separate focused lessons.

Besides adding the class of so-called supporting learnings, this
grouping of outcomes differs from that used in integrated units in
three other ways. First, so.called common readings are not identi-
fied at this stage but can be added later; the category seems inap-
propriate for disciplines other than English. Second, the mastery
outcomes have been differentiated as both integrated and focused
ouleomes, since these units will include both. Finally, to simplify
the planning of interdisciplinary units, the category of organic
learnings is dropped. These also can be added later if teachers pre-
fer, The general peint is that interdisciplinary planning is less
detailed and subject-specilic than integrated unit planning.
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Figure 16 shows how a team of English, social studies, and art
teachers might decide on their respective contributions to the the-
matic understandings and supporting learmning of a three-week
“*American Women™ unit, and how the English teachers might make
provisions for mastery content. (Social studies and art teachers
would add their own avpropriate entries by analyzing mastery
content in their respective fields.} This chart becomes the basis for
making daily plans for each of the units. Figure 17 shows a set of
daily plans for the first week of the “American Women” unit, as-
suming a double-pexiod class meeting, five times a week. Note that
these daily plans now make reference to specific reading. Observe
as well that detailed lesson-by-lesson planning is necessary since
teams of teachers and large groups of students are involved.

All of these materials can be assembled into a unit plannin, guide
which is then added to the notebooks. These unit planning guides
would probably include the following matetials:

"1.A one-page rationale for the course.
2. An outline of the “Themes and Disciplinary Contributions.”

3. The “Mastery Content and Unit Placement’’ chart for each of
the contributing disciplines.

4. An “Analysis of Weekly Unit Emphases’’ for each unit.

5. Leamning objectives for the masteiy content of each of the
disciplines. '

6. The daily plans, as developed by the teams.

7. Lists of resources to be used in implementing the units,

Such materials, 1 believe, enable the teachers tc plan interesting
interdisciplinary courses that still provide eifectively for the
mastery content. Note again that it is a “top-down” process that
begins with general concepts and provides objectives only where
they are needed.




14 How to Design
Sound Elective Programs

One of the effects of the so-called back-to-basics movement seems
to be a retreat from elective programs. Many school administrators,
responding to the complaints of parents about “easy courses” and
taking too serlously the carping of critics such as Paul Copperman
(1978}, have insisted that English departments retum to year-long
required courses. Yet Arthur Applebee’s {1978) study of a random
sample of ninety-six schools from across the nation revealed {p. 62)
that there seems to be no wholesale abandonment of elective
programs: “Fifty-two percent of the schools revorted elective
courses for tenth grade students; ‘78 percent reported electives for
twelfth grade students.”

The question posed in the chapter title is therefore one that
concems both schools that have elective programs and those that
are still interested in developing them. This chapter describes a
process of developing eleclive programs that make specific provi-
sions for mastery content.

We begin by assuming that the processes described in preceding
chapters have resulted in identification of the mastery components
of the English curriculum. The first question that planners must
answer, then, is how to ensure that all students will achieve mastery
skills within an elective framework. Here several planning options
are possible, which should be examined systematically before
courses are developed:

1. Students will take required courses emphasizing mastery
content; when they have pussed those reguired courses, they
will be offered @ range of electives. One of the simplest
answers to the guestion of “mastery with options” is this one,
where, for example, students would take required English
courses in grades 7-9 in which mastery content would be
emphasized, and then elect English mini-courses in grades 10-
12, with those elective courses simply reviewing mastery con-
tent as needed. If this option is chosen, then the process
described earlier for identifying mastery content in a planning
matrix is used, with the matrix encompassing only thosa grade
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levels where courses are requited. The advantage of this
method is that it is relatively easy to use and ensures that
mastery content will be taught. There are two difficulties
with this approach. First, it can resuit in junior high courses
that are heavy with mastery requirements at a time when
student interest needs special accommodation. Second, it
can result in a decline of competency, because skills need
continued reinforcement.

. Students will pass a compelency test before they are eligible

for elective conrses, This solution 15 a variation of the first; as
students enter high school they are given competency tests
based on the mastery content; the results are then used to
determine whether students will he directed into basic or
elective courses. Instituting this approach requires the carefu
development and validation of the competency tests, since
test results will be used for placement. The special advantage
of this method is that a valid testing program ensures that
mastery has been achieved before the student moves on to
more advanced work. The same drawbacks noted above
apply here as well: Basic courses can easily become dull and
uninspiriig, especially for students who are likely to be en-
rolled in such courses; and a decline in mastery might occur if
skills are not consistently reinforced.

. Mastery skitls will be taught in every elective course. In this

solution, the elective courses provide only a choice of theme
to be emphasized; there is no choice of the study of mastery,
since mastery content is included in every course, ! this solu-
tion is chosen, the teachers planning elective courses need to
malke certain that sufficient provision has been made for study
of the mastery component. And, to be effective, this sclution
requires that three conditions be present. First, the elective
courses should be one semester in length, if adequate atten-
tion s 1o be given to both the course theme and mastery
content. Second, the scope of the mastery content must be
sharply limited so that it does not dominate the elective offer-
ing. Third, each teacher of eluctive courses needs to know how
to assess achievement and how to individualize. Since all three
conditions rarely occur in any one school, this solution seems
to result in the slighting of the mastery content.

4. Students will be required to take a distribution of elective

courses. This solution also requires careful planning for its
successful implementation. First, the distribution sectors must
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be identified. Thus, a department might decide to distribute
courses among these three sectors: reading and literature;
composition and grammar; communication and eritical think-
ing. Next, the mastery confent must be allocated to the ap-
propriate distribution sectors. For example, the mapping
approach used in Chapter § identified eight areas of English;
reading and study skills, literature and the mass media, com-
position, grammar and language study, word study and vo-
cabulary, speaking and listening, critical and creative thinking,
and spelling, punctuation, and usage. These eight areas might
be distributed among the three sectors in this fashion:

Distribution Sector Mastery Areas

1. Reading and literature Reading and study skills,
literature and the mass media,

word study and vocabulary
development.
2. Composition and Composition, grammar and
grammar Janguage, spelling, punctuation,
and usage.
3. Communication and  Speaking and listening, critical
critical thinking and creative thinking.

As teachers develop elective courses in the distribution
sectors, they take pains to ensure that the masfery content
from the allocated areas is programmed into each course. The
distribution solution seems to be an attractive answer because
it results in an easy matching of mastery with options; the
main drawback is that it requires special record-keeping to
ensure that distribution requiremenis are in fact being met.
Also, teachers need to individualize here as well, so that they
aren’t teaching mastery content in composition, for example,
to students who have already mastered the skills.

One variation of the distribution approach is to develop
two or more levels of distribution courses, with mastery con-:
tent allocated in ferms of its difficulty. Thus, a department
might develop three ™inds of composition and grammar
courses: Level 100 courses would include basic mastery ele.
ments; level 200 courses, infermediate mastcry elements; and
level 300, advanced mastery elements. Students would be
required to pass a 300-level co. ¢ in each sector. Obviously,
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both the planning and the record-keeping are even more com-
plex.

5. Mastery content is allocated to elective courses according to

the school’s calendar. In this approach, the feachers decide,
for example, that all elective courses offered during the first
quarfer will siress composition; second-quarter courses will
emphasize reading and study skills; third-quarter courses,
grammar angd language: and fourth-quarter, speaking and
listening. This approach works reasonably well for the first
year it is implemented but presents a problem during succeed-
ing years. In each succeeding year, teachers of elective courses
must diagnose for the achievement of mastery content angd
prescribe accordingly.

. The first semester (or the first twelve weeks) of each year is

devoted lo a required course emphasizing mastery conlent;
the rest of the year, students are free lo lake any electives
they wish. Although this solution is easy to implement, it can
again result in heavy required courses that must be endured
until more enjoyable electives can be studied.

It should be apparent from the above that there is no best solu-
tion to the problem of combining mastery with choice, Each depart-
ment needs to study the alternatives, weighing whatever constraints
are placed by school administrators, and choose the option that
makes the best sense to them and their students. Once the decision
has been made, they can then follow certain rational steps in plan-

ning

elective courses. {A useful survey of the planning process and

elective offerings ¢can be found in Oliver, 1978.) These steps are
briefly summarized here and will he foliowed by a fuller discussion
of the specifics of course planning:

1.

2.

Decide on the organizational strategy for providing mastery
with options.

Confer with administrators on planning constraints—budget,
staffing, space, scheduling.

. Determine which pgrade levels will be involved in elective

courses,

. Decide on the length of elective courses.
. Decide whether special instructional systems il be used—

teamn teaching, flexible group size, modular or block schedul-
ing, special instructional approaches.
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6. Decide on grouping issues—will students be grouped by grade
level, by “phases” or ability level, by interest alone.

7. Survey teacher preferences for kinds of courses they would
like to offer.

8. Survey student interests to determine which cowrses should
be offered.

The planning process will result in a list of elective courses to be
offered to students. The concem at that point is to develop specific
courses that appeal to students and teach the requisite skills. The
general nature of the planning—the process by which mastery
content is included and units are planned—will, of course, be
determined by the decision made at the outset concerning the
organizational structure chiosen. The specific planning of the
course can follow the mode} described in Chapter 12:

1. Decide on the number and themes of the units.

2. Identify the mastery content to be taught in focused units of
study.

8. Allocate integrated mastery content to appropriate thematic
units.

4. Identify for each unit the thematic understandings, common
readings, mastery conient, and organic learnings.

5. Make tentative daily plans on articulating and sequencing the
unit cutcomes.

And, finally, assemble all of these materials into elective course
study guides which can be issued as supplements to the English
notebook.




15 Writing Mastery
Learning Units

Heretofore the terms “mastery curriculum,” “mastery skills and
concepts,’”” and “mastery content” have been used somewhat inter-
changeably to refer to curriculum content which, in the view of
knowledgeable teachers and scholars, meets two important criteria:
(1) it is considered basic or essential for all students, and (2) it
requires careful structuring for optimal learning. The following
discussion suggests a process for turning this mastery content into
“mastery learning units”—units of study developed and imple-
mented according to the principles of mastery learning.

First a definition is in order. James H. Block, one of the most
knowledgeable advocates of mastery leamning, describes mastery
learning as a teaching-learning strategy characterized by these six
features:

1. A set of course objectives is specified; students are expected
to master these at a high level of achievement.

2. The course is divided into a number of smaller units which
teach only a few of the course objectives at a time. (Block
recommends units of two weeks in length.)

3. Students are exposed to the unit materiat in standard fashion
and are fested for mastery of the unit’s objectives; those who
fall below the specified mastery standard are provided with
colrective activities,

4, The student’s mastery of the course is evaluated as a whole,
on the basis of what the student has achieved, not on how
well the student has achieved in comparison to classmates.

5, The mastery learning approach can be implemented in a group-
based, teacher-paced format or on an individual, self-paced
format.

6. It relies primarily on human beings as resources, not on techno-
logical devices. (Adapted from Block and Burns, 1977, p.12.)

Does mastery learning work more effectively than other teaching-
learning strategies? In what I consider to be a fair and objective
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review of the research on mastery learmning, Block and Burns (1977,
p. 26) conclude as follows:

The findings of . . . mastery learning research suggest that
mastery approaches to instruction do work, The approaches have
not yet had as large effects on student learning as their advocates
propose are possible, but they have had consistently positive ef-
fects, In quantitative terms, mastery approaches have usually
produced greater student learning than nonmastery approaches,
and they have usually produced relatively less variability in this
learning. In qualitative terms, mastery approaches have typically
helped students acquire higher order learning, though there issome
guestion as to whether this higher order learning has been retained.

Mastery learning, however, is not without its critics. Probably
the most cogent theoretical arguments advanced against it are those
of Mueller (1976, p. 51), as expressed in “Mastery Leaming: Partly
Boon, Partly Boondoggle.”

What the model doesnot do well—especially when implemented
in a traditionally organized school structure . . . ismaximize learn.
ing for all students. Since the entire instructional emphasisis on a
finite set of instructional objectives {those constituting basic skills
and knowledges), a learning ceiling is established beyond which
the faster studenfsare not allowed to progress. Consequently, the
mastery model has limited usefulness in the upper grades. . , and
in any instructional units . . . where basic skiils and knowledges
do not (or should not) constitute a major portion of the total
instructional ob)ectives. Further, the mastery model is not useful
(in fact is probably dysfunctional) in traming students to learn
independently. And finally, grades resuitant from mastery learning
have minimal usefulness in decision making and prediction.

I feel the best rebuttal of Mueller’s criticisms comes from Benja-
min Bloom. In a private conversation with the author in April 1980,
Bloom indicated that he does not believe that mastery learning, as
he now defines it, should be concerned with a finite set of basic
instructional objectives, determined in advance by the teacher—and
should not be limited to packaged units developed according to
some inflexible paradigm. Instead, Bloom believes that classroom
teachers should be encouraged to develop their o wn mastery learn-
ing processes and materials, as long as those processes and materials
impinge directly on what he terms the *“alterable variables” of
learning. Bloom’s recent research (see, for example, his 1979
monograph) suggests that teachers developing their own mastery
learning approaches should keep these guidelines in mind:

1. Check on the cognitive entry characteristics and ensure that
students reach adequate levels of competence on these essen-
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tial entry behaviors. As Bloom uses the ferm, cognitive entry
characteristics ave the specific knowledges, abilities, or skills
that are essential for learning a particular task. He finds that
such prerequisites correlate +.7¢ or higher with measures of
achievement in a subject.

2. Teach in a way that reflects the pasic principles of teaching
and leaming. Bloom notes that the research on teaching effec-
tiveness suggests that certain behaviors related to the basic
characteristics of teaching (cues, reinforcement, participation)
are strongly related to pupil achievement, as foliows: cues—
clarity, variety, meaningfulness, and strength of explanations
and directions provided by teacher or materials; reinforce-
ment—vanety, frequency, and individualization of amount
and type of reinforcement; participation—active participation
and engagement in the learning task.

3. Use formative tests to give students frequent feedback about
learning and to identify the students who need corrective work.
Bloom {1979, p. 7) notes that

The use of formative fesis in this way insures that most of the
studenis have the necessary cognitive prerequisites for each new
learning task, that students have increased interest in the learning
and greater confidence in their own ability to learn, and that they
use more of the classroom time to actively engage in the leamning
process.

4, Provide the needed correctives to those students who do not
achieve mastery levels in the formative tests. Bloom currently
places most emphasis on peer tutoring as a corrective device,
as opposed to drill sheets and the like.

Bloom has concluded, on the basis of recent research by hisdoe-
toral students, that such a flexible model of mastery learning can
be used to achieve a broad range of educational outcomes, using a
variety of teaching methods (including so-called discovery ap-
proaches)—and can achieve those objectives more effectively than
conventional teaching methods.

Although a review of recent educational joumals suggests that
there is much general interestin mastery leaming, English educators
seem indifferent to the technique. Only oue of the studies reviewed
by Block and Burns dealt with K-12 English : Okey’s {1975) study
of mastery leamning in primary grades mathematics and language
arts. Okey found that in seven measures of achievement, mastery
leaming yielded scores statistically greater than the scores of non-
mastery groups, and in the remaining seven yielded scores greater,
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but not statistically greater, than scores of nonmastery groups.
Further evidence of the lack of interest among English educators is
the fact that no specific articles on the subject of mastery leaming
in English were reported in Education Index for 1975 through 1978,

We can only speculate about the reasons for thic seeming lack of
interest. The likeliest explanation is that English {eachers do not
believe that the subject of English fits the mastery learning mode).
However, I believe that mastery learning can be used to good effect
in English if certain considerations are kept in mind. First, mastery
leaming should be used only with the mastery curriculum, ajthough
Bloom himself would probably differ with this point of view.
Second, [ prefer to use the Block and Andetson mastery model with
focused mastery units, not integrated mastery learnings. As noted
previously, it is desirable to include anumber of integrated thematic
units in the English curriculum, and the emphasis on inquiry and
discussion in integrated units suggests that the structured type of
mastery learning approaches might not be applicable here. It should
be noted, however, that the more flexible approach suggested
recently by Bloom could readily be applied to even thematic units.

Given these cautions, then, here is an explanation of how mastery
leaming units can be derived from the mastery curriculum, followed
by details for developing a composition unit using this approach.
The discussion of how to develop a mastery leaming unit will be
somewhat general; readers interested in a more specific explanation
of the mastery learning approach are referred to Block and Ander-
son’s 1975 manual.

A Mastery Learning Unit for English

Begin by assuming that mastery content for a given grade or level
of English has been determined and that the lists of learning obiec-
tives have been writfen. Further assume that you have decided on
the number and theme of integrated units, have determined which
mastery content should be integrated, and have thus identified a
number of focused mastery units for that course. At this point
you should review the scope of the focused mastery unitsso identi-
fied, to see if they can be taught within the two-week limit recom-
mended by Block. Two shorier units can be combined into one, or
one long unit can be divided into two. In general, however, you
will probably find that the focused units previously identified are
appropriate in length.

You then proceed to develop the necessary materials which will

11




Writing Mestery Learning Units 101

enable teachers to implement a mastery learning approach with
that focused unit. Begin by reviewing the objectives previously
identified; you may see fit to modify the previously developed list
to make it more comprehensive and specific. Then write an explana-
tion for the teacher, suggesting one or more ways for presenting
the busic confent to the class, perthaps reminding the teacher of
the important leaming principles summarized above. The basic
presentation methods can include strategies such as lecture, discus-
sion, text, and film; the important peint is to apply the principles
of cueing, reinforcing, and active participation. The teacher also
needs suggestions for assessing cognitive entry characteristics, to
ensure that students have the requisife knowledge and skilis to begin
the unit.

The next step is to develop a diagnostic progress test for each
unit. This test, according to Block, should sample the outcomes of
the unit, including about twenty or twenty-five objective items.
After writing the diagnostic items, prepare an answer key and a set
of directions.

The final step in preparing mastery learning materials is to develop
a set of what Block calls “correctives’—remediation activities for
the students who do not achieve the specified mastery level. The
correctives, obviously, should employ teaching-learning activities
different from those used in the initial presentation of materials
and, as far as possible, should require student involvement and active
learning. Block notes that small-group study sessions seem to be
most effective as correctives for primary and secondary students.
Insofar as possible, the correctives should be keyed to leaming
objectives and fest items on a so-called correctives sheet, so that
the student who errs on test item 6, for example, knows that that
item is related to the objective “identify noun clause used as sub-
Jject,” and knows that corrective activity 5 will clarify that particular
problem.

These materials are then delivered to the teachers who will im-
plement the mastery learning unit:

1. The list of objectives, expanded and clarified if necessary.
2. The one-page statement recommending presentation activities.

3. Reminders about assessing cognitive entry characteristies.
4. The diagnostic progress test, with directions and answer key.
5. The correctives sheet and the necessary corrective materials.

The classroom teacher then implements the unit according to
the mastery strategy: The teacher assesses entry characteristics and
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helps students lacking needed skills to develop them before begin-
ning the unit; presents the unit objectives to the class; gives an
overview of the method tsed in presenting the material; teaches
the unit to the class, applying bs = learning principles: gives forma-
tive feedback and provides the needed correctives.

This “pure” model of the mastery learning approach can be
used without modification for learning the concepts, terminology,
and facts of language and literature. [ believe, however, that it can
also be used with some modifications to teach composition effec-
tively. This is how such an approach might work: Assume that you
have decided to develop a focused mastery unit on ““writing the
expository essay” for eighth grade students. You review the list
of objectives that was previously developed for the English note-
book, as presented in Figure 9,

If these objectives seem satisfactory, your next step is to decide
what cognitive entry characteristics are needed in order for the
student to wtrite such an essay. You make this defermination by
asking “Knowing what skills I will teach in this unit, what other
important knowledge and skills would an eighth grade student need
in order to begin this unit on expository writing?”’ You assume
that your teazhing in the unit will focus on the mastery objectives;
your list of cognitive entry characteristics wil! emphasize the general
knowledge and skills needed before the mastery objectives can be
effectively leamed. You might then develop a list of entry charac-
teristics:

1. Can define in own words the concept of “exposition.”

2. Can define in own words the concept of ““chronological oruer”
and can explain how such an order can be used in planning a
shorter essay.

8. Can write sentences that are correct, clear, and of appropriate
stylistic maturity.

4. Can write developmental paragraphs that observe the conven-
tions of such paragraphs (unity, coherence, adequate develop-
ment).

5. Proofreads with due care, paying specix attention to spelling,
punctuation, and usage.

With this analysis completed, you are ready to prepare the teacher
materials which will identify the cognitive entry characteristics
and suggest the presentation activities. Figure 18 shows a sample
statement.
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Note that the suggestions for presentation activities in Figure
18 refer to an “Expository Essay Assignment.” A carefully struc-
tured assignment sheet is the best way to present the objectives to
the student. The sample assignment sheet shown in Figure 19 in-
cludes four kinds of information:

1. The assignment. This spells out in specific terms the nature of
the composition assignment, including some comments de-
signed to stimulate student interest.

2. Objectives. This is a list of the objectives, writien in terms the
student can understand.

8. Standards. This indicates the standards by which the student
will be judged and the grades assigned.

4. Major errors. This lists the errors which, for students in this
grade level, are considered to be of major importance.

Observe that three grades are suggested in composition mastery
units: 4, B, and I. The students should leamn that any paper which
does not achieve mastery standards will be considered incomplefe
and that certain corrective activities must be completed before the
paper is resubmitted. In a sense the composition is the diagnostic
progress fest.

The composition correctives are then prepared. First it is sug-
gested that you mimeograph forms similar to the “Mastery Assign.
ment Grading Form” shown in Figure 20. Note that the form
specifies the objectives, providing space for both a student seli-
assessment and the teacher’s evaluation. The form also lists the *‘ma-
jor =rrors” categories, with space for teacher- and self-assessment.
Space is also provided for both the student and the teacher to enfer
one of the three grades. If the student has earned a grade of B,
the student is expected to correct the mistakes on the onginal and
record the errors in anofebook for future reference. If a grade of I
is given, the student is expected to take the corrective action before
resubmitting the paper. Three standard correctives are listed on
the form, as these are likely to be used most often. For serious
problems of conient, thought, or lack of development the student
is expected to confer with the teacher or one of the good writers
in the class, who serves as a writing tutor. Onlz; an intelligent writer
can help with such problems. For problems of organization, sen-
fence structure, and paragraphing, a small group self-help session is
suggested. Block recommends that these self-help groups be com-
posed of students who failed to achieve mastery for very different
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reasons. Thus, the composition small group might include one stu-
dent who organized poorly, another who wrote clumsy sentences,
and a third who had trouble with paragraphing. The expectation is
that they will be able to help each other.

For specific errors in usage, senfence correctness, spelling, and
punctuation, the student is directed to a corrective exercise. These
are mimeographed sheets on file in the classroom, English resource
center, or wHiting laboratory. Each sheet deals with aspecific error,
is keyed to a commonly used correction symbol, ar uses a format
like the one shown in Figure 21. The student is expected to com-
plete the corrective exercise form and staple it to the revised com-
position.

Using Error Analysis

Teachers who dislike such highly structured correctives may prefer
to use a process that David Drost (1979) calls “error analysis.”
The student is expected co explain why each error marked is in fact
an error and supplies a corrected example. The important point is
to be sure that major errors are corrected.

These prepared materials shoul.’ help the teacher do an effective
job of assessing eniry characteristics and teaching the unit skijlls,
There are three places in the writing proacess where the teacher can
provide for formative feedback, depending upon the feacher's pref-
erences. First, the teacher can monitor the students’ progress as they
do their first drafts, if the writing is done in class, giving students
appropriate reinforcement and suggesting altemativc approaches
to the topic. Second, when the first draft has been completed, the
teacher can set up peer editing groups ir. »'hich peers give the writer
specific fecdback about mastery of the objectives. The peers can
use the Mastery Assignment Grading Form shown in Figure 20.
Finally, the teacher’s feedback on the fina} draft of the essay pro-
vided on the grading form should give the student the information
needed to make improvement.

Developing such carefully structured composition mastery units
does not mean that al} wnting will be done in this mode. There will
always be a need for spontaneous writing, for unstructired expres-
sive writing, and for creative writing. And there should always be a
place for integrated English language arts units where the writing
grows out of a need to communicate about ihe theme of that unit.
Nevertheless, mastery learning can be of help with the right kind
of content.
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16 A Personal Epilogue:
A Curricnlum of Meaning

Up to this point this work has emphasized the process and form of
curriculum work in English, to the neglect of content and substance.
I have indicated that such neglect is intentional as I value the ability
of school-based leaders and teachers to make their own determina-
tions about content and emphases. However, I would like to close
with a brief personal statement on these neglected issues because [
feel strongly about them.

The challenge of the 1980s, as I view this emerging decade, is
for concemed educational leaders in the field of English to develop
a curriculum of meaning that will help young people leam how to
discover and create meaning for themselves. Let me at the outset
contrast the curriculum of meaning with the carriculum of com-
petence, since competence seems to be in the saddle.

A curriculum of competence supports the utilitarian, It is the
curriculum advocated by those who favor competency-based edu.
cation, who would define the English curriculum as a collection of
applied skills—filling out forms, making a telephone call, applying
for a job. I do not question the need for competence, and I would
not criticize 12aders or teachers who use such practical applications
as means of motivating the uninterested vz who reluctantly respond
to state mandates—and I hope that I have suggested means by which
leaders and teachers can make a reasonable response to such man-
dates.

However, I question the effectiveness of a competency-based
curriculum on three grounds. First, such a curriculum unwisely
emphasizes discrefe skills—and those discrete skills are not suffi-
ciently generalizable. Qur students would gain more power by
mastering a few cognitive processes of high transferability, rather
than by trying to master numerous discrete applications. A student
who has leared to think critically, to read with understanding and
insight, and fo speak and write effectively can successfully handle
an unlimited number of specific tasks requiring the application of
those skills.
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Second, undue emphasis on competency can trivialize the English
cutriculum, for its emphasis on assessment might encourage teachers
to stress such less important matters as comma piicement, capitali-
zation, and letter forms. The best compeiency tests, of course,
measure the more general communication skiils, but too many tests
that I have examined or have heard dessribed give prominence to
the assessment of the less important but m~re measurable skills. A
teacher who is confronted with such tests will understandably stress
such items in the taught curricuium.

The third difficulty is that too many of the competencies are
derived from an analysis of what an adult needs in order to “sur-
vive,” instead of from an analysis of what yaung people need in
order to grow. One middle-school teacher in Flarida put it to me
this way: “I’m so busy teaching my eighth gr.ders how to keep a
checkbook that { don’t have time to teach literature. How many
eighth graders do you know who have thuir owa cireckbooks?” |
believe instead, that all young people need to learn how to make
sense out of their lives—and thaf an English curriculum of meaning
can make a major contribution toward achieving this goal.

What might be the specific attributes of a curriculum of meaning?
In literature it wouid minimize the analysis of literary genres and
stress instead the meaning perceived through the writer’s vision. It
would deemphasize the ephemera of popular culture for all except
the least able and would emphasize instead the mearingful works
of both present and past, to the extent that they are accessible to
the young. It would also provide time fur the careful analysis of
television and film since these media are so central! jn young people’s
lives—and the ability to view critically seams to be a major part of
meaning-making. Such a curriculum would aiso attach importance
to the generatizable skills of critical reading, to help young people
become more skilled in evaluating the printed messages that bom-
bard them, In short, jt would stress the meaning of literature—and
the literature of meaning.

In language study the curriculum of meaning would have little
to do with word classes and senfence patterns, except as such taxo-
nomi¢ concerns are necessary to estabiish 8 common vocabulary
and to appease parents. But it would help students understand the
structure of Englisiy, would place appropriate emphasis on the his-
tory oflanguage, and would stress the relationship between language
and meaning. And it would be centrally concerned with the particu-
lar ways in which language can both inform and confuse, persuade
andg repel, inspire and enrage,
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An English curriculum of meaning would also accentuate a
composing process that derives from the need to understand and
express meaning. Such writing becomes a way of knowing, as the
young writer struggles to discover and communicate meaning in all
forms of discourse. Such a comzosition curriculum would, of
course, give appropriate attention to the applied writing skills which
the student needs as a consumer, worker, and citizen—but it would
place much morc emphasis on the writing skills and processes
needed by the student as a person. The person-centered processes
are concerned with what one knows—how to discover that core of
knowledge and increase its realm, how to communicate what one
knows—and with the centrality of writing in all those processes.

I believe that a curriculum of meaning would include mastery
units in critical and creative thinking, which would feach students
how to use creative problem-solving strategies in identifying prob-
lems, devising solutions, and communicating answers. Such units
are typically excluded from the English curriculum since they
seem not to be primarily concemed with communication. But I
would argue that critical and creative thinking is the foundation of
effective communication.

Finally, as noted previously, 1 think the English curriculum
should provide adequate time for integrated thematic units that help
students, under the direction of a caring and competent teacher,
use these meaning-centered skills in exaniining issues grounded in
the human condition. In perhaps imperceptible ways, such units
can make special a contribution to meaning-finding and meaning-
making.

Obviously, such a curriculum of meaning can best come into
being as committed instructional leaders work with teachers to
translate general principles into specifi¢c decisions regarding selec-
tion, organization, and placement of the components, I hope this
guide has been of help to my colleagues as they grapple with those
decisions.
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November

December-Febriary

March-~April
May
July

August
August

1988




1. Basjc orientation

[

. Developed by

. Supported by

=)

4. Use of learning
objectives
§, Importance ot
: text
6. Testing

7. Importance of
district articu-
lation and
coordination

Mastery

Copgnitive processes;
academic rationalism;
technology

Bistrict leaders with
teacher input

District curriculum
guides

Extensive
Much

Systematic assessment
through objective
measuyes on a
district-wide basis

Much

Organic

Personal relevance

Classroom teacher

In-service training

None

Little

Observation and
diagnosis by class.

room teacher

None
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Figure 3. Salient Characteristics of Four Types of Curricula.

Team-Planned

Social adaptation
and reconstruction;
academic rationalism
Teaching teams

Team-planned units

Some
Some

Team-developed tests

Some

Student-
Determined

Personal
relevance

Classroom teacher
and'student

Teacher- and

student-made
materials

None

None

No tests

None
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Teacher'a Code No.

11-3

Grade

11

AbilitY Gronp

School __Central Hizh

Instructions: 10 the aPProPriate columng below, Dlease note the mastery siedlls and concePts Yop Ordinanly teach in a Clven Year.
1t Is not imPortant that the thills o1 concePts be listed in the order in which the¥ pre tanght.
Do not inclpdc enrichment learnings or those Yoo constider “organic.”
Reading and | Literatore and ComPosition Grammar and | Word Stnd¥ apd | SPcakingand | Critical and | SPelling. Other
Stpdy Skills | the Media Langnage Vocabplary Listening Creative Ponctpation.
{inclnde lonter Thinking and Usage
works nsed for
class stndy)
maln idea major Perieds paragraPh review Pans verbal class disens analysls of review
making of American skills of sppech analoRies sions advertising spelling
Inferences litevature sentence maujor Ameri- | roots and making and Pone-
dictionary symboilsm combining cah dialects Prefixes Introdne- tnation as
aatpratism exPository history of SAT word tions needed
reatism sy American lists college and
book review langnage Job Interviews|
Hum;::cberry Persuagive short formal
The Scarlet essay sPeech
Letter
Hegd Badce of
Courcge
O'Neill’s
Plays
Death of a
Salesman

Figure 4. Curriculum Project. English Language Arts. Mapping Form for Curticulum Mastery Elements, Central School
District.
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Grade T Grade 8 Graut 9
North South Waest
Components Middte Middie Middie North South West Washington High Lincoln High
Sehanl School Schoa)
n-=11 a=1llprep~11|| prep=in=11 n=11iprep=-11 1111  prep-1111
Word Classes v=11 waillidet=111] ant=11v=1 vallart=1111 v=l111 cen=-1111
avel} w=l11con~111|| ¢on=11av-l aval Teon~111 aval111  det=1111
aj=1] a=11pro=111 || pro=ladl=111 { gj=111pro=11 A=-1111  pre=-i111
Sentence Parts
Sentence Patterns,
Types
Phondlogy
Morphology
Diadect Study
Langvage Hutory
0 Lol
o 120

Fiaum 5. Cumculum Project: English Language Arts. Analysis Form for Grammar and Language Mastery Element, Central

E MC! Distriet,

Aruitoxt provided by Eic:




Evaluation Issue

Focus

1. Are only mastery elements included, and
organic and enrichment components
excluded?

Orienlation

2, Does the content reflect a syncretlc
orientation, drawing from analyses
of the four substantive orientations?

Response lo External Reguirements

3, Are basic competencies mandated
by state or local district provided
for?

4. Does the curriculum respond adequately
to the reasonable expectations of
parents, local employ ers, community ?

5. Is there a satisfactory match between
the elements of the cwrriculum and
the items included In stundardized
tests used in the disirict?

Research Base

6. Does the taught curriculum reflect
the best current knowledge about
the leamer and the subject?

Comprehensweness and Articulation

7. Within a given area of the English
curriculum, does the sequence of
skills and concepts from grade to
grade seem to follow some coherent
and acceptable plan?

8. At agiven grade level, do the several
areas of the curriculum exhibit comple-
mentarity, where sich complementarity
seems appropriate?

9. Is there sufficient uniformity among
schools at the same level to ensure
efficiency and consistency of results?

1¢. Does the curricttlum include al! impot-
tant leaming, with no significant
omissions?

11. Does the curriculum provide for
adequate reinforcement of important
leaming without excessive repetition?

12. From grade to grade, is there a
reasonable balance (considering the
students’ maturity) in terms of the
number of important concepts and
skills to be learmed?

Process

Analyze mastery concept,
mapping data

Analyze subject, cognitive
processes, student, society

Identify state orlocal
competencies; analyze
mapping data

Identify and discuss
expectations; analyze
mapping data

Analyze tests and
mapping data

Review research data;
analyze mapping data

Review séquence options;
analyze mapping data
along the graded continuum

Analyze mapping data
from area to area at a
given grade level

Analyze mapping data
from separate schools

Analyze mapping data

Analyze mapping data

Analyze mapping data
from grade to grade

Figure 6. Evaluating the Content Planning Matrix.
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Agent

Instructional
leader, consul-
tant, staff

Instructional
leader, task
force

Instructional
leader, task
force

. Instructional

leader, advisory
council
Instructional
leader, task
force

Instructional
leadel, consul-
tant, {ask force

Instructional
leader, task
force

Instructic~~.
leader, task
force

Instructional
leader, task
force
Instructional
leader, task
force
Instructional
leader, task
force
Instructional
leader, task
force



Steand 7 8 9 10 n 12
The Lord Effective and aq:mpmwnm Connctabon, Gurdelines foc hotds for schoct Words sad the
correct wonay denclatwn. effectve word and caecr wIter's
shytract and chaite putpose
concrete words
The Sentence Sentence pars Developmg Clarny, economy. Sentence WOUNE effectne Developing s
and pattetns; the bane and vanety combnunR. ntentes mature style
combuung patiems: sentenor use, ymproved throuigh
basc pallems combining sentence seatences combirang
with combining strategues
gramenstical
structures
The ‘The natute Types of Wobng ph Solnng The thetonc
Faragraph of the pasagrapht paragraphs Paltemy of the
paragraph and their from personal probisms parsgraph
development snd prat
sources
Personal Creztng s 3‘ Uung your Creating & hetunng Expluning
Wnting Hory your wo EXPATIENOE tiography people and + world
places
Writing Responding Wiiting the Henewing wnting Wrtg the Responding
about to hitetature Nhraty paper nonphtion about researe] 10 poetry
Litersiure novels paper
ne Expteptng an Defending Using Wnting Wnhng Develaping
tation opgmm an option ettecyve MRUmentation effecuve
PeRILARYE rguments
55y
Exposition Giving Explunng Wnungs wntmg the Malang Combining
directions, your world capsal analyns essay of COMPATIIONT X pository
explaning elassifiestion and eontraats gp«mﬂ
3 proces s
Apphed The fnendly Levters of Lesters for Latters of Leiters for Technscal
ng fetterithe criicum and cazet sPPhicaton, eolege and writing, the
Skaldt business 3 tation, mfomation the b caneer, the resumne; the
IMter tgt soud tief to spPlcation. eollege letter of
note. bhe itation$ spphication. a9plication.
order forms ofhicnls, the whiing the {ormal
note of cartes papet nvitations
sppteclation
Wnung Schoot School [ paper. Repony Peographica) Teacher
acroy the paragraphs wiiayy €353y tesis on e research; questions
Curnculym WERLEARIONS, sy M ers
o4y pnywers

Figure 7. Content Planning Matrix: Composition, Mastery.
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Orientation

Personal
Relevance

Cognitive
Processes

Criteria .
The English curriculum should . . .

W o= & on B

10.

. Include the reading and discussion of

contemporary adolescent literature.

. Include the reading and discussion of work

written by authors whose ethnic identity is
similar to the students’.

. Give the students an opportunity to investigate

the folklore and dlalect of their region.

. Use selected works from the populat culture

for purposes of comparison and motivation.

. Provide for extensive opportunity to use oral

lanpuage in the classroom.

. Encourage the student to tespond personally

to literature.

. Help the student value one’s individuzl language.
. Provide extensive opportunities for the student

to write persomally and expressively.

. Provide time for the discussion of jdeas and

problems considered relevant and important
to the student.

Help the student think reflectively about
personal values.

. Help the student use oral languige to communicate

appropriately and effectively.
Help the student use written language to
communicate effectively in a variety of situations.

-

Acceptance
Accept, Accept, Accept, Not
Mastery  Organic  Team- Accepted
Planned

e T




N o a W

b

10
Social 1.
Adaptatlon
and 2.
Reconstruction
3
4.

Help the student develop the skills of reading
comprehension.

Help the student develop the skills of

critical reading.

Help the student learn to tisten attentively
and critically.

. Help the student learn to reason Jogically.

Provide oppoxtunities for the student to find
problems and to learn to state problems

clearly and accurately.

Help the student learn how to retrieve, evaluate,

and apply information in the solution of problems.

Provide opportunities for the student to think
creatively and to generate alternative and
innovative solutions.

. Help the student understand the close relationship

between |anguage and thinking, and use basic
language analysis skills in evaluating and
sending messages.

Provide opportunities for the investigation and
discussion of socially relevant problems.
Provide opportunities for the student to apply
language and communication skills in studying
the local community.

. Equip the student with the communication skills

needed to function successfully as a citizen,
consumer, and worker.

Equip the student with the thinking and
communiczting skills needed to influence local
and national policies.

T




10.

Academic 1.

Rationalism

= o

o =1 o

. Increase the student’s understanding of the

language and literature of other cultures.

. Increase the student’s understanding of how

American language and literature reflect
cultural values.

. Help the student understand the relationship

between changes in the society and changes
in the language.

. Help the student eliminate traces of sexism

and racism in language.

. Help the student develop an aceeptance and

appreciation of the language and literature
of other ethnic groups.

Help the student develop the skills of
evatuating and eriticizing the mass media.

Help the student develop the ability to
interpret literary works.

. Increas2 the student’s appreciation of literature.
. Include the reading and study of certain

literary classics.

. Help the student understand the history of

British and American literature.

. Help the student understand English grammar.
. Help the student understand the function

and characteristics of language.

. Help the student understand the natute and use

of nonverbal communication systems.

. Include the study of the history of the

English language.

Figure 8. Comprehensive Criteria for a Syneretic English Curriculum.
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Grade 8 Mastery Objectives: Area—Composition (2)

Component: Expository Writing (04)

General Skill: Explaining a process: In a short expository essay,
explain some process or skill you know from first-
hand experience; explain that process or skill to an
audience you identify. (01)

Course Objectives:
0820401-1 Select appropriate topic for such an essay,
specifying the audience.
2 Develop a useful plan for the essay based on
chronological order.
3 Begin the essay effectively.
4 Identify skills, materials, equipment, or special
preparations required for the process or skill.
5 Explain steps or processes clearly, in chrono-
logical sequence.
6 Define and illustrate any ferms not likely to be
known by audience.
7 Provide sufficient detail in terms of audience's
knowledge and interest.
8 Conclude the essay effectively.
Comments: Two points are important here. First, the student is
expected to explain some limited skill or process
known from first-hand experience. Second, the

student should make a specific attempt to adapt to an
identified audience.

Figure 9. Mastery Objectives Form.




Mastery
Skill and Concept:
Composition

Focused Unit

Integrated Units

The Spirit
of Sports

Choosing a
Career

The Black
Experience

Divorce and
Separation

Open sentence
combining

Eliminating
paragraph problems

incidental
emphasis

incidental
emphasis

Expository essay:
classifying and
dividing

Persuasive essay:
solving a problem
and selling the
solution

Writing an
interpretation
of fietion

incidental
emphasis

Using order blanks
and writing order
letters

Answering essay
guestions

incidental
emphasis

Figure 10. Unit Planning Chart.

ERIC
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Themauc Understandingt
. Know extent of divorce

10

11

12

13

15

Naoves

2. Know canses of divorce E R

stress complexity

3. Know problems caused
by divorce

avoid blaming
parents

4. Understand traditionat and ElE
cofleriporary values

5. Know how divorce is handled
in other cultures

Common Readings
. A Dolls House

. Shakespeare’s sonnet

-

assign
first week

. Selected articles E E|E E

1
2
3. Curly Simon song
4
5

. Videotape of “s0ap opera™

Entegrated Mastery Concepts, Skills
1. Close reading of noafiction E|E R| R

2. Understand literacy symbols E

3. Eliminate paragraph problems E

Organic Learnings
1. Accept, cope with feelings

2. ExPress feelings

3. Be open to other viewPoints el E|E

an
Figure 11. Unit Quicomes Chart. 1 v/
)
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Directions: Listed below are several possible goals for the courses in the
humanities. Read each statement carefuily and then amswer in two ways.
First, tell how imporiant you consider that goal to be for humanities courses
in your school by circling one of these numbers:

1. Of no importance at all 4. Of moderate importance
2. Of very limited importance 5. Of great importance
3. Uncertain

Second, tell to what extent you think this goal is being achieved by the
humanities courses in your school by cireing one of these numbers:

1. Not at all 4. To amoderate extent
2. To a very limited extent 5. To agreat extent
3. Uncertain
Check to indicate your position: Teacher of humanities courses
- —— Administrator
. Teacher of courses other
than humanities
Student
o Parent
wrm—e Othee
Goals: Courses in the Humanities How important To what
should help students. .. is this goal? extent is
this goal
being
achieved?
1. Understand the history and nature
of the American culture, 12345 12345
2. Understand the history and nature
of other cultures. 12345 12345
3. Appreciate great works of literature,
art, and music from the past. 12345 12345
4. Develop the ability to communicate
effectiveiy in writing. 12345 12345
5. Develop the abiiity to read closely
and critically. 12445 12345
6. Learn how to evaluate conflicting
historical sources. 12345 12345
7. Use specifie facts about a historical
period to develop valid generalizations
about that period. 12345 12345
8. Deal with conflicts of principle or
judpment in a mature way. 12345 12345
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10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

. Use their knowledge of the past to

achieve a deeper understanding of
the present.

Use insights and approaches from
varioys disciplines to understand
important contemporary issues.

Perceive the interrelation of the fine
arts, literature, history, and philosophy.

Understand the special way in which
each discipline examines questions and

arrives at its own understanding of truth.

Develop alternative visions of the future
and understand how those visjons are
related to choices made In the present.

Use a knowledge of artistic structures
and devices to ynderstand the under-
lying meaning of great works of art.

Become more discriminating in thelr

choice of and response to contemporary
popular culture.

Express themnselves creatively in one
of the artistic media.

Becarne more critical and analy ticat
in their response to mass media.

Understand and value their own
ethnic identity.

Develop an interest i and enthusiasm
for studying the humanities.

Value the unique contribution of their
own religion and understand the major
teachings of other religions.

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

12345

Figure 12. Sample Form for Evaluating High School llumanities Otferings.




Grade  Primary I If English Social Religion
Organizational Correlated or Correlated, Major Studies Major
Mode Interdisciplinary, Interdisciplinary, Emphasis Major Emphasis
Which or Isolated, What s Emphasis
Subjects? the Major Emphasis?
9 Interdisciplinary  English, A Cross-Cultural Contemporary  Anthreoology:  Non‘Westem
Social Studies, Study of Humanities Literature Non-Wesiem Religions
Religion, Art in Contemporary Lile Cultures
19 Interdisciplinary English, American Studies American American Catholicism
Social Studies, Literature History in
Religion. Art America
11 Correlated English, Westem Civilization,  Literature From Egypt Catholi:
Social Studies, the Early Periods of Greeve, to the Roots
Art, Religion Rome, Middle
Middle Ages Ages
12 Articulated Advanced Advanced Values
Placement Placement and Moral
English History Choices

Figure 13. Sample Chart Listing Recommendations for Humanities Offerings.
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Title of Course: Humanities in Contemporary American Life
Unit Themes English Social Studies Art

Violence in America

Persistence in Virtue

American Heroesand
Heroines

American Women The Struggle for Historicat Roots of The American Woman
Freedom: Literary Sexism in the United States as Artist: The
Accounts of Liberation Art of Romaine Brooks

American Family

Working in the United States

Love, American Style

American Youth

Sports as Myth

Black Voices

The New Hispanics

Poverty and Affluence
in the United States 1J -

j v
Figure 14. Sampie Chart of Themes angd Disciplinary Contributions.
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Mastery Concept
or Skiil

Open Sentence
Combining

Violence

FML

Eliminating Patagraph
Problems

Classificatlon
Essay

Selling-a-Solution
Essay

Writing Order
{attrr

Answering Essay
Guestions

Vittue

Heroes

ML

Family

Working

Love

Youth

Sports

Blacks

Hispanics

Poverty

IML

FML

IML

l

BIL

Figure 15. Sample Chart of Mastery Content and Unit Placement fn English.

O

ERIC

Aruitoxt provided by Eic:

et
(D
(@]




Week Category

English

Social Studies

Art

1 Thematic
Understandings

Historical roots of sexism in the
United Siates

Supporting
Learnings

Expressions of sexism in American
literature

Images of women in early
Apperican art

Integraied
Mastery

Close reading of factual prose

Focused
Mastery

2 Thematic
Understandings

The struggle for freedom:
literary portraits

Swupporting
Learnings

Integrated

Mastery

Focused

Mastery

3 Thematic

Understandings
SuPPorting
Learnings

Integrated
Mastery
Focused
Mastery

Understanding the literary
symbol

o ———— v e e

Sentence combining skills

The historical contexi of
the struggle afainst sexism

Visualizing the partraits of
women

Women as artists in the
United States: Romaine Brooks

Sexism ir the American
language

Socisl forces militating against
recogrition of women artists

Paragraph Problems

ERIC

Aruitoxt provided by Eic:

—
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Fiﬁre 16. Sample Analysis of Weekly Interdisciplinary Unit Emphases on “American Women.”
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Figure 17. Sample Qutline of Daily Plans for an Interdisciplinary Unit on American Women, Week 1.

e —

HOUR MONDAY TUESDAY WEDNESDAY THURSDAY FRIDAY

Large group Large group: “The Large group: “The Large group: Large group:“Male
9:00- presentation: Frontier and Its Factory System “Churches and Apologists for Male
9:30 “The European Effect on Sexism” and Sexism” Student | Sexism in Sexism” Students

Hetitage— Film followed by dramatic skit American Life” role-playing figures

Imported lecture Panel discussion from history

Sexism” Guest with clergy

speaker from

NOW

Small groups: Directed independent | Small Groups: Class groups: Class groups: Use
9:30- Discuss ideas study: learning Discuss influence Use packet packet on “Close
10:00 presented in package o of factory system, “Close Reading Reading” to

lecture, “Frontier Women” using discussion of Factuzal Prose” | analyze Mailer

following guide to analyze article | article

prepared on the sexist

discussion church

guide

Class groups: Class groups: Large group: Small groups: Class groups:
10:00- Discuss Discuss Life with [ltustrated lecture: Discuss Summary and
10:30 Huckleberry Father excerpt “Images of Women contemporary review

Finn except in Early American images of women

631
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1. Assess cognitive entry charecteristics.

Before presenting the unit, be sure that students possess these basic

abilities:

1. Can define in own words the concept of “exposition.”

2. Can define in own words the concept of “chronological order” and
can exp'ain how such an order can be used in planning a shorter
essay.

3. Can write sentences that are correct, clear, and of appropriate
stylistic maturity.

4. Can write developmental paragraphs that observe the conventions
of such paragraphs (unity, coherence, adequate development).

5. Proofreads with due care, paying special attention to spelling,
punctuation, and usage.

You can assesy these entry characteristics through a brief quiz, class

discussion, or brief writing sample. Be sure that students have these skills
before presenting the unit.

il. Present the unit, applying sound teaching and learning Principles.

1. Remember the importance of prewriting. Use one or more of the
following prewriting activities:

a, Stress the importance of sharing what we know. Discuss with
the class whether they would like to publish a class collection of
“how.to-do-it” essays.

b. Develop a class “Inventory of Expertness.” On a large chart, I?st
the names of students in the class. Each student notes a personal
area of expertise.

¢. Have students discuss in small groups what they know best, and
what would make the best toples for exposltory essays.

d. Ask one student from each group to make a brief oral presenta-
tion on a process.

2. Distribute the “Expository Essay Assignment” and discuss it with
the students. Give special attention to the objectives and the mastery
standards.

3. Teach the essential skills before students are asked to carry out the
assignment. Use one or more of the following approaches:

a. Assign for outside reading Chapter 7 of the text Composition
Skills, Book 2, published by Science Research Associates. Discuss
each section in class after students have read it.

b. Explain the essential skills to the students, using approptiate
models. Stress the following: selecting an appropriate topic,
identifying an audience, organizing the essay, using a chrono-
logical order, achieving clarity in developmental paragraphs,
beginning the essay effectively, adapting to 2n audience.

¢. Write a sample essay together with the class, taking them through
the steps one at a time.

Figure 18. Sample Statement on a Mastery Learning Unit: Writing the
Expository Essay—Suggestions to the Teacher.

Q 14&-;.
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The assignment: You are an expert about many things—how {o play a certain
sport, how t0 do some craft or hobby, how to make something, how to
achieve some school or personal goal. Identify some process that you know
especially well. Choose &1 audience for whom you would like to write. Then
write an essay explaining that process as you know it. If you have trouble
thinking of a topic, complete this statement: “I know how to. . . ." The essay
should contain four to six paragraphs.

Obijectives: Your essay should demonstrate that you know how to achieve the
followling writing objectives:

1. Select an appropriate topic for the essay and identify the audience.

2. Develop a useful plan for the essay, using a chronological order.

3. Begin the essay effectively so that it arouses interest and makes clear
the main idea.

. Identify the skills, materials, equipment, or special preparations
required for the process.

. Explain the steps clearly in the order in which they are done.

. Definte and illustrate any terms not likely to be clear to the audience.

. Provide enough detail in terms of the audience's knowledge and
interest. i

8. Conclude the essay effectively.

i

-1 Q3 £h

Stendards: Your essay will be read with the gbove objectives in mind. In
addition, you will be expected to show that you can write an essay reasonably
free of major errors. You will be given one of three grades:

A = 'This paper is an excellent paper. It demonstrates that all the
objectives have been met, that the writing has a personal style,
and that the paper is free of major errors.

B = This paper is a good paper. It demonstrates that the most impor-
tant writing objectives have been met, that the style is clear, and
that there are no more than four Major errors.

I= This paper'is considered incomplete. It does not demonsirate
the mastery of the writing objectives andfor contains more than
four major errors. Do the necessary corrective actlvities and
submit a revised paper.

Madfor errors: For purposes of this assignment, a major error is one of the
following, indicated by the symbol noted:
8= A word is misspelled.
Fr= A fragment or piece of a sentence has been written as a sentence.
R = Two sentences have been run together with incorrect punciuation.
US = A basic error In usage has been made.
1= An error in paragraphing has been made, or a paragraph has not
been [ully developed.

Figure 19. Sample Assignment Sheet lor Writing the Expository Essay.
]
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Student's Name John Walker Teacher Mr. Williams
Mastery Assignment Expository Essay: Explaining a Process
Maslery Objeclives: Doesyouressay ... Your Your Teacher’s
Evaluation Evaluation

1. Develop an appropriace topic? yes yes
2. Use 2 clear plan with

chronological order? yes no
3. Begin effectlvely? yes no
4. Identlfy skills needed? yes yes
5. Explain steps clearly? yes yes
6. Deline and iljustrate terms? yes no
1. Provide enough detail

for audience? yes yes
B. Conclude effectively? yes yes
Major Errors: How many of these Your Teacher's
major ervors did you make? Count Count
Spelling 0 2
Run-ons 0 0
Fragmentls 0 L _1____
Usage 0 2

Grade: Your grade B Your teacher’s grade 1

Teacher'’s Commenls:

You did ap excellent job of identifying the skills and explaining
the steps. I think you gave just the right amount of detall, so that
even | learned something about watching pro-football—and 1
thought [ was an expert. However, as shown above, you did not
meet three of the objectives and made too many major crrors.

Correclives Recommended for incomplele Papers:
Confer with the teacher
X Work with a classmate who achieved all the objectives
X Complete corrective exercise
Other

Figure 20. Sample Mastery Assignment Grading Form.
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F¥: This symbol in your composition means that you have written a piece of
a sentence and have punctuated it as a sentence.

Explanation of the Error: Every sentence must make sense by itself and must
contain a subject and a predicate. Fragments gre pieces of sentences which do
not make sense Standing alone or do not contain a subject and a predicate.

Examples: Here are examples of common types of fragments and how they
should be corrected:

Sentence fragment (underlined part) Corrected

1 think he's guilty. If 1 think he’s guilty, if you ask me.
you ask me.

I saw Bill. Standing I saw Bill standing on the corner.
on the corner.

We went with the Joneses, We went with the Joneses, who
Who Jive next door to us. live next door to ys,

Correcting Your Error: Comect ¥our erpor by first finding the sentence
fragment. Then join it either to the sentence ahead or the sentence that
follows, wherever it seems to belong.

Write the corrected fragment here:

For Additional Practice: To be sure you understand the error, try this correc.
tive exercise. Some of the items below contain two compiete sentences. Mark
those C for correct. Some contain one sentence and a fragment. Correct those
by rewriting the item to make it one complete sentence.

1. Wait for us. But do not wait more than fifteeen minutes.
2. Wait for us. Over there where the bus stops.

3. The Middle East has always been a land of conflict. Especlally
of a rellgious sort.

4, No matter how much we try to conserve. We will still need to import
foreign oil. .

5. Our own oil reserves are dwindling. Ang doing so at a very rapid
rate.

Figure 21. Sample Corrective Exercise Form for Sentence Fragments.
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