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PART I

The following descriptive study of a reading program was

made in Public School 3 in Greenwich Villege. P.5. 3 is a unique
place. It is a public school, in that it operates under the same
disadvantages (such 88 class size and lack of neteriale ) as'other
public schools. But it is different from most in that the parents
of the community exercised their power to literally take over the
running of the school. The parents have made P.S5. 3 an alterna-
tive In education for the community. All pavents who live in the
school district have the choice of sending their children to P.S.
3 or P.8. k1, the longstanding, more traditional school, & few
blocks away. Thus, one unique factor about the students in P.S.
3 is that they are all attending P.S. 3 by choice. Their parente
have made & conscious effort to put them in P.8. 3. It is a great
burden off a teacher's shoulders to realize that every child in
her class is there with the complete sanction, if not dowmright
enthusiasm, of the child's psrents. |

After first establishing P.S5. 3 as an alternative for parents, the
original founding parents and interested adults of the commnity
interviewed and hired one head teacher, fifteen classroom teachers,

and a secretary. An elected executive board, consisting of three



teachers, three community members; ten parents and the head teacher,
votes on and implements all decisions mede which affect the rumning
of the school.

The philosophy of the school is still in flux, being modified
during ‘the school year, reshaping itself and growing as the school
itself grows and changes. The school opened in September of 1971
and was Just 18 months old at the time of this writing. Cenerally,
though, P.8. 3 is a place vhere children ere trested as individuals.
Each class contains approximately 30 children of different ages.
Some teachers work with groups of five and six year olds, like my-
self; others with six, seven and elght year olds, others with eight,
nine and ten year olds, and still one teacher prefers a group where
the childrens' ages range from flve to ten years of age. In the
matter of age-range in a class, the individual teacher's abilities
and, ag far as possible, preferences, vere matched, in accordance
with how many students of a partidular age wers sctually in the
school. The sehool's philosophy includes the idea of working with-
in a structure of "mini-sehools.” That is, on each floor, where
there would be four or five classrooms conbaining chil@ren of all
ages, the teachers would work together on special projects and
workshops. In these workshops, every resource of the communlty

would be ukilized to bring the children from all the classes on



the floor together. The parents ave the most valuable resource.
Parents are always in the school, running small group classes in
French, coocking, dance, woodworking, needlepoint, etec. Sometimes
perents assist one particular teacher in the classroom, and at
other times parents will be given their own space in which to work
with ehildren from several classes.

Several specialists, paid by various private foundations, work
at P.5. 3. They are all specialists in performing, visual or fine
arts, as the parents originally felt strongly sbout developing a
program with a strong emphasls on learning through the srts. Thus,
classes receive regular sessions in movement, graphics, musiec,
photography, ete., with each teacher integrating a certain specisl-
ist's skill into her own class's program. Thus, even the special-
ist's sbilities are flexibly used, tsking into account each indiv-
idual teacher's interests and abilities, with the individual
teacher taking into account her childrens' interests and abilities.

Out of this atmomphere where flexibility and an emphaeis on
individuslity exiets, it must be noted that, for the most pairt,
each teacher is left to her own, in planning and implementing
what actually transpires in the classroom from day to day. The
freedom 1 have in working with my class is as frightening as 1t is

exclting. Much that happens in my claseroom happens beceuse I have



decided to make 1t happen. The head teacher himself hag not had
the time to spend with teachers in planning that we all wilsh he
had, and the parents, meny of whom ere inside classrooms during
the day, look to the teachers as the educational experts. The
teachers themselves can greb only a few minntes each week to look
into each other's classrooms and learn. Thus, after allrthe dis-
cussion which does take place during weekly staff meetings, each
teacher must deal with her own class slone.

I come now to my class of twenty-eight children, half of whom
are five, legally kindergarteners, and the other half being six,
legally in the first grade. The children in my class are typical
of most of the children at P.S. 3. Oub of 28, five are non-white,
and of these five, only two live in Greenwich Village. The other three
children, who are children of interracial marrisges, come by public
bus from the east side. Thelr parents bave used loecal addresses in

order to send their children to P.S. 3. The children from oubteide

- the Village area have substantlally more disorganized home lives

than the other children. They are usually the ones who do not go
hone at three o'clock, but alwvays go to an after school program,
elther at P.S. 3 oy Just as often, at s school nesr their homes,
walting for a parent or friend of a parent to pick them up. These

¢hildren are also the ones who might be living with only one parent,



going on frequent visite, which take them out of school, to the
other parent.

Most of my class, though, is composed of children who live in
the Village or SolHo area. The district is large, and meny come to
school on a school bus. The children are, for the most paxt,
white, sophisticated, well-traveled and extremely verbal. Many
of thelr parents have Jobs in the arta. Many live in lofts or in
artists' commmities such as Westbeth. The children in my class
are open to adults, speaking to anyone who enters the room. It is dif-
ficult to speak about them cbjectively, as I have seen them grow
since the start of the year, end for several of them, this is the
second year I've been their teacher. It 1s enough to sey that as
individuals, each child is clear about what he wants to do. For
even the most sweet, docile~seeming litile girl in my clase, will
refuse a suggested activity if it is not ilnvolving and interesting
to her.

Throughout the entire reading program, the resctions of the
children were my most valued and reliable guide to how valid my
ideas were. I learned to trust their reactions, both verbal end
subtly non-verbal, and based on the childrens’ reactions, I would
reshape my ideas of what I thought would interest and twrn them on

to reading.
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I had a beglnning structure, which I set up at the start of
the year. It baslcally revolved around two ways of working in the
classroom; as & large group or Individually. As the year went on,
activities evolved so that more time 1s now spent with eseh child
"doing his or her own thing" than was spent in September. I thought
for a long time sbout which activities would be open to each child
at any time during the day, except group times. Those activities
and the way the room was set up were very important in fostering
an atmosphere where reading and writing could go on in the midst
of an open and integrated day; where the child reading would not
be distracted, and more important, would not feel that he or she
was 'missing something” during the time he or she was reading.

In other words, reading was as valued by me and looked upon as

Just as exeiting an activity as block building or doing a collage.
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At the start of the year there were, as I said before, more
group times, in which the entire class participated, than there
are now. These group times were used for two different purposes.
Firstiy, we shapred musical and sensory experiences such as listen-
ing to & story, mixing up cake batter, pounding on drums, doing
group dances such as the Hokey Pokey, ete. Many of these shared
experiences were carried on by specialists, while I was included
ag paprt of the class. BSecondly, I led the class in meny more cog-
nitive-oriented experiences, such as word rhyming games, writing
experience charte, doing a group graph on the blackboard, ete.
Many of these group lessons will be discussed in more detail fur-
ther on in this study.

From a day structured out of defined group activities and in-
dividual time to work alone, I began té introduce work habits and
projects to the children, individually, one by one, watching es,
with time, the whole class caught on to things that were happening.

This is a list of thebasic activities available to children

at the start of the year, when each child was free to choose what

t0 do:  drawing, painting, collage, clay, block<building, table-
toys, looking at a book, playing in the housekeeping sres.
From thie erray of sctivities I introduced, slowly, several

more formal sctivities to particular chilldren.



At mid-year, the list of activities has expanded, to include:
working with sand and/or water; listening to records, construction
with wood and cardbosrd, needlepoint, rug hooklng, practicing on
the balance beam, practicing gymnastics on the mat, and weaving.
There are many more activities to be listed, but it iz enough to
sey that whatever possibilities a child sees, he or she can carry
them out 1f the materials, space and adult assistance or super-
vision necessary are available.

With the many ectivities available to the children in my class,
1t is understandable that group times, where the whole clasp meets,
are less, but that small group asctivities, composed of eny inter-
ested children, are now more commgon.

Within the move from more group asctivities to more individ-
ually-oriented activities, I initiated s method of teaching and

motivating lnterest in the formal skills of reading and writing.



10~

PART IT

After the first month or so had passed, each first grader
received an "alphabet book.” It was called this by the children
and the label became permonent. The "alphabet book" is, in fact,
a picture dictionary. There is one box for each letter. The
upper and lower case forms of each letter are printed in the box.
Fach child was given his or her book individually, usually receiv-
ing all of the five pages together and putting them into the
correct order, with the A, B, C, D page on top, ete. The pages
were stapled together and the child was asked to pick out a letter
of the alphabet, any letter, on which to begin working. Then I
explained that we would fill in the box with a pleture for that
letter.

It 1s interesting that, as many children who chose to begin
with the letter "A", an equal number of children chose the begin-
ning letter of either thelr own or one of thelr family menber's
names .

Algo, all the children chose to work on a letter that they
recognized, leaving letters which they 41d not know, or found
difficult to remember, until the end.

After the child chose a letter, I asked him or her to tell

we the name of the letter. At first, I pointed out no differen-
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tiation to the child between the upper and lower case letters.
After I feit the child was secure with the recognition of all of
‘the letters, either in the upper or lower case form, I began ask-
ing for recognition of either one form or the other.

I would then, after the initisl recognition of the letter,
ask the child if he or she knew the "sound" that the letter made.
My aim was to have the child associate a letter with a partieular
sound. I was not concerned, at the start, with the child being
able to blend those sounds into words. If the child didn't know
a sound, I would tell him immediately. We would both repeat the
sound together a few times. Then I'd ask the child to think of
somwe word that began with thet particular sound., I might offer
& few puggestions. Sometimes a child would latch on to a word
which T sald, saying that that was the word he or she wanted to
put into the alphabet book. Many times, though, a child would
listen to me reel off words and prefer to think of still anothep
word, alone. For example, I suggested the words "nut" and "never"
to Danny. He was not impreseed. I then told him that the word
"no" began with N, His eyes 1it up at that moment and he began
drawing a pleture which would demonstrate the word "no." It is
from behavior like Danny's which showed me that the word a child

chose d1d not necessarlly have to be a word which brought a



conerete picture of something to mind. Thus, many children chose
to draw a pilcture of an ice-cream cone for the I box, but seme did
drawings to deéeribe the word "in" and "lnside." One girl decided
she dldn't went to draw at all. She only wrote words, seversl of
them, for each letter., She read, with aid from her memory and her
knowledge of phonics, the words in her alphabet book, without help
from pictures.

After the child chose a word to illustrate, he or she was left
alone to draw a pleture. Then I would come back snd spell the word
for the child. If, in the course of the writing, a child said he
or she did not know what a certain letter looked like, I guided
the child to look through the alphabet book, and find the letter.
In all cases, the children wrote the words by themselves. Many of
the children incorporated the letters in their writing into theiy
pictures, elther by decorating the letters of the word, or actually
placing the letters into the pletures. -

As books began to be filled up, I would review past boxes,
asking the children to read to me the words they had written.

As time went on, children moved from Jjust looking at the pleture
and then telling me the word, to looking at just the Ffirst letters

of the word and saying the word, and then to looking at the Tirst

*Pee Attachments A and B.
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letter, saying 1ts sound, and continuing onto the next letters 3
thus phonetically reading the word,

My assistance usually consisted of my saying, "If you can
begin the word for me, I will help you sound out the rest." Most
children responded well to my initial help.*

By the time an alphabet book was completed, the children were
used to the idea of "sounding out" the words in their book, al-
though using the pleture clues was never discouraged. I concen-
trated on guiding children to use the first and last eonsonant
sounds, as well as any middle consonants, in order to read their
words. The vowel sounds were not reslly pointed out to the children
during the alphabet book stege of thelr work.

When an alphabet was finished, a child veceived a "word box,"
which was ususlly an empty plastie margerine bowl. Then the child
and I cut up a bunch of unlined index cards into small square word
cards. At that time, the child went through his or her alphabet
book, reading the words, aﬁd spelling each wo_rd, letter by letter,
out loud. I wrote each word on a small card, in lower case let-
ters. By heving the children spell out the words for me, and tell
me the sounds of the letters too, I found out, quite conclusively,

which children still hed diffieulty recognizing particuler letters.

*oee Abtachment T,
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I wrote out each c¢hild's word cards leisurely, expecting before-«-
hand to spend ten to twenty minutes with the child. Thus; I had
time to take notes on the child's weeknesses in letter recogni-
tion and phonie sounds, while we made up the cards. I explained
to each child that the word cards were written using only lower
case letters. Right after I wrote them, T asked the child if he
or she wanted to see 1f he or she could recognize any of the words
on the cards without the plcotures to help. Some children could
not wait to do this. Most had expended enough energy during the
spelling of the words, and preferred té walt a while before
attempting to read the cards.

A child's word box was multi-purposed. At the start, each
chlld vould go through the word cards, dumping them all out on a

table and putting those words which he or she recognized back

into the box. There seemed always to be a few words, in every

child's box, which were known by sight from the stert. This was
a great boost to each child's ego and made the task of learning
new words appesr qulte within the realm of possibility. I would
asslst children with words they did not know, in several ways.

At first I would always ask the child to tell me the sound which
the first letter of the word made. In this way, of course, vowel

sounds were dealt with, as well as letters, whose sounds in
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particuler cases, were exceptions to the common rule. For example,
over the months, the children have gotten to see that the wsual
hard sound for C, as in "cub,” is just as often displaced by a
sof't C sound, as in ecireus (& perfeet word for exemplifying both
the hard and soft ¢ sounds). During the time the child 1s first:
reviewing his or her word cards, I suggested that new word capds
be put into the box, consisting only of words the child already
knows. Al the children liked this idea. Swall squares of oak
tag beceme filled with words such as: yes, no, T.V., stop, book,
200, the, and, I, and others, coming directly from each child's
experience. These cards were written by the child and left in
hig or her word box, Thus, now each tlme the cards were reviewed,
more and more words were recognizable.

New words were also added to each child's box from other
sources which will be described shortiy. The eventual end of
& word box will come at the end of the year. AL that time, when
8 box is filled with weords, each child will make him or herself
& word dietionary. The books will have covers, made out of con-
struction paper, and have pages held together with loose leaf
rings. The child will work by separating out all the words that
begin with A that are in the word box. Alphabetization of those

words can be done by moving the cards around on a table and then
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the words can be written into the dictionary in the correct alpha-
betical order. This project will bé done during June, when vir-
tuelly most of the words a child knows will be in the word box.
The finished dictionary will be a culmination of the words that
g child has Jearned to read during the year.
The word cards sre added to in one other important way,
and this is through the child's writing. After the initial word
cards were written by me, and a general reading review of these
words was a regular part of a child's day, I began asking children
to reach into the word box, pick out one card, read it and make
up & sentence or short story about 1%. This proved to be & val~
veble tool in provéking thought from many children. If a ¢hild
had nothing spontaneous tc say, the word cards were used as a less
creative, but just as valid method of generating the child's
imagination. Approximately half of the children in my class
always had something they wanted to put down in their notebooks
(vhich were used only for writing sentences and stories). There
were two kinds of writing which they wanted to do. The first was
fletlonal, usuelly involving such heroes as Bat Man, Supermen
and Gigantor. Sometines a child would decide %o draw a picture
with either pencil or magic marker, walting until the drawing

of their favorite hero in action was complete before they added
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words. This prectice has made meny of the children's notebooks
turn into illustrated story books. Also, if a child did a par-
ticularly good sketch or drawing during the day,.the picture would
be folded in half and stapled into his or her notebook, walting to
be writfen about.

The second, and most common kind of writing done in my class,
wae reportive, factual and self—refleetive. Bowetimes o cehild who
had been sick and out of school for several days would want to
write sbout how it felt to be stuck in bed for a week. Many times
I would ask a question such as, "How do you feel when you are
giggling and silly? What kinds of things make you feel like laugh-
ing? What are things that look pretty to you? What is the first
thing you can remember sbout your life?" Most children took these
questions and the written responses to them seriously. If a child
did not seem "burned on" to sny ideas I hed to offer end had none
of his or her own, I would ask him or her to write shout “what
happened on Saturday?” or "what is your favorite television showi"
Many times, these more wundane-sounding questions evoked thought-
ful responses snd sometimes let me in on some facts about the
child's life I had not known. This is exemplified by the follow-

ing account:
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"I was talking to E. in December, sbout birthdsys, and he
told me thet he was five. I was surprised, having been sure
that B. was six and knowing that he is cne of the more meture
children in the c¢lass. He insisted, though, that he was, in
fact, going to be six on his next birthdsy and not seven. I gave
up arguing. later Iin the week, when E. had absolutely no desire
to write down anything, I asked him to tell me why he liked
Chwistmas -~ and behold, his response was,r'x LIKE CHRISTMAS
BECAUSE MY BIRTHDAY IS FIVE DAYS AFTER CHRISTMAS.' I had to
apologize for gquestioning him, as, in truth, he was in the first
grade and only going to be six, as his birthday came just two
deys before the cubt~-off date for enterfng first grade!”

Sometimes, instead of writing stories st all, I would give
children phonetic spelling tests, asking them to spell three or
four words like they thought the words should be spelled, accord-
ing to the sounds they hesrd. The childven loved this, especially
after it was made clear that the words would not, in most cases,
come out spelled correctly, This exercise gives me s chance to
evaluate the children's phonics sgkills and, more important, it

glves the children & chance 4o sharpen their auditory skills and

improve thelr handwriting at the sawme tinme.
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In relstion to each child’s writing, whether it be stories,
sentences or single words, word cerds were used. Out of each
sentence oy story written, the child would plek three or four new
worde and copy these words onto empty word cardé (a supply of
which was always on hand in & jar)., Then these new words were
added to the group of words ‘the child was learning to reed by sight,
through phonies, or both., Thus, a echild's word cards became an
integral part of his or her writing, and vice-verss, whatever the
child wrote became waberial he or she would come across again
while reading cards.

My goal, of integrating the resding and writing of a child,
80 that the importance of being able to read what one writes, and
not just form letters, is beecoming reslized by the children. No
longer is reading a separate task from writing ~-- the two are
alvays done in conjumetlion with ene another.

The material for the writing part of the program cawe, in
most part, from the ahilldren. The reading wmaterial though, came,
in most part, from me. It must be explained that, as & school,
P.8. 3 uses no basie reader series. In fact, besides a few old
readers from variows series, which are to be found in various
classroom Libreries, and a small varliety of basal readers in the

school library, put there for the teachers' weference, there are



no "readers" in the school. The school has a fairly well-stocked
library, with many storybooks sultable for the children in my
class. The bhooks in the school library are widely circulated and
at any glven time they make up at least one third of the books in
my classg 11'bra.:éy. Thus, in regard to imposing any particulay
structure upon the children who were learning how to read, each
teacher was left free to decide how and what to do.

Tne children are all writing their own stories, captions
and titles for pletures, as explained before. Also, as mentlcned,
there isg a wide variety of picture books with varying amounts of
vords in them, free tc be examined a.mi. enjoyed at any time., Croup
activities, designed to promote reading readiness and phenic skills,
are numerouvs and will be explained in detall in the following part
of this study.

The more structured reading, however, grew, quite spontaneous-
ly, out of the glphabet booke and word boxes described earlier.
After a word box was filled with the words from & child's alphabet
book, which, for most, was before Christmas, I decided that those
words might be a basis for a story written just for that partic-
vlar child. I decided to do the writing myself, rather than have
the child maeke up a story, for three reasons. First, each child

had already been using the word cards for writing sentences.



Second, each child had at least twenty-six words with which to
work, and that was far too many for one child to ineorporate into
a slngle story or thought. Third, I fell strongly that if I were
going to ask a child to begin to read s book, fromstart to finish,
the book read should bhave as much of a personal tie with the in-
dividual child as possible.

The question of the form which the book itself would take
answered 1tself in early December. I held a workshop for the
parents of the children in my class, and with the help of the
directions given to me by & fellow teacher and personsl friend,

I asked each parent to bind one book. We used oak tag, typing
peper, needles, thread and colored mystic tape. The directions
were easy exmough to follow, end by the end of the afterncon I bhad
twenty finished books. Several parents took home supplies and
twenty more books came back to me before the Christmas holidsy be-
gen. At the worl;shop, which will be described in more detall in
Part IV of this study, my idea. for using the bound bhooks as read-
ers crystallized. I felt it would also be a good idea to have the
hooks for children to write their own stories in, draw in, etc,
For these purposes, the books will also be used. However, it

was several weeks into December.when T finally took home two

children's word boxes over the weekend. I sopted out theilr cards
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into categories of nouns, verbs, adlectives, adverbs and conjunc-
tions. Then I looked at a finished, bound book, and I counted the
pages. 1 decided to write on only one side of the double-face
page, in order to leave room for the ¢hild's illustrations, leav-
ing nineteen pages to be filled with words. I began to write on
nobe paper, crossing off words on my list of the child’s words as
T used them., I had a few simple rules in mind as I wrote: I
centered the story on one main character, many times & child hav-
ing the seame name as the child I was writing for, or a friend or
family member of the child. I repeated words as often as possible,
usually the words the child had given me with which to start. JI
used as meny simple words, that the child might a]meady know, as
poseible. These words included the, and, I, he, it, was, ete. I
did not, however, discount using meuy difficult words. I used words
as they fit into the story, never sacrificing an interesting or
more meaningful word for a more simple word. I varied the length
of each written page, trylng to place a page with many words on
it after several shorter pages. I wrote without stopping, letting
the story grow, trying to have an end in mind as soon after the
first plot idea come to me as I eould.*

The booke were left umtitled with the caption ERIC'S BOOK

(or whatever the child's neume might be) on the front cover.

¥Bee Attechment D.



I gave out the books individually, according to when each
child wag secure enough in reading his or her word cards, and vhen
I had finished writing the book. I explailned to esch child that
the story was written by myself espeeimlly for them and that inside
the story they would find the words that were on thelr word cards.
I said they would also find many words they already knew and that
I would help them to reed new words., We began. I found it help-
ful to the child to read a page to them out loud, or peraphrase
the page, without pointing to any of the words on the page, be-
fore the child starited to resd. This was a method for assisting
the child in comprehending the story, so as not to plunge him or
her into an unknown world of words, characters, events and places.

After reading the page, I would point to each word, asking the
child to tell me the sound of the first letter of any word which
was unfamiliar. After a first reading of a page I might suggest
a second reading. Depending upon the child's fluency at the start,
I might ask the child to point out a particulsr word on the page.
Also, I might ask the child & question sbout what he or she had
Just read. Then we might discuss what kind of picture to draw on
the opposite page.

As the reading went on, and pages which had been read kept

mounting, I would alternate activities connscted to the reader.
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Sometimes a child might read only old pages to review or sowe-
times just go on to one new page. I usually began reading sessions
with a series of informal questlions sbout the story, up to the
polnt the child had reached.

The reactions of the chlldren to the readers will be discussed
further on, but it iz generally true that all the children felt
happy sbout having their own books, amused with the story as it
progressed, and free from the pressure of having to be up bo s
certain polnt at a certain time.

When a c¢hlld finished his reader, there are btwo ideas I put
into effect. I suggested ﬁhat the ehild elther read or have me
read his or her book tb the class (after the book had been titled,
of course). Then I will suggest that the reader be traded, tem-
porarily for apother child's. Then, according to the child's
preference, he or she can read another child's book or else have
the book read to him by the other child. The second time readers
are read, of course, the pictures will be there to see, and I
hope the children reading finished books will have more of a sense
of actually reading a story book written for and lllustrated by
one of their peers.

Also, as I foresee readers being finished from the start of

April through the end of May, I am going to use both ourschool



and the nearby public brapnch of the library as my next resource
in thls program. The Hudson Park Library hes easily arrenged
story hours every week. I will be teking my class there Ffor the
last eight weeks of the year, during May and June. AllL the chil-
dren will sign up for library cards, and T will help those who
have finished their own reader to choose a book of suitable dif-
fienlty, for them to read during the week. TIn addition to all
the children taking out books of thelr own choosing, I will en-
courage the children vho have gone through the sequence of alpha-
bet book, word cards and reader, to read one book in between
Library vigits.

The children's feelinge shout now reading "real,” (i.e.
1ibrary) books, were happy, hopeful and full of pride. A more
detalled description of the children's feelings sbout their

readers will follow in the last part of this study.
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Spidermen, or Big Bird from Sesame Street) becomes the focal point
of many imaginative tales.*

Many times, & group of drawings becomes stapled together and
made into a "book." A "book" can consist of several pletures tell-
ing a story in sequential order, but often will comsist of several
pletures, completely unrelated, with written descriptions under-
neath the pletures, or a group of drawings held together by a
comuon theme, such as: the book of flowers, animals, designs, ete . ¥

Al of these "books” have, thus far, been put together using
notepaper. Recenbly, several five year olds have asked for asnd
been given a bound book, simller to the ones used for the indiv-
ldvualized readers. These books are used as the child desires, in
order to take home one sturdy, completed "story book," of which
the contents have been decided upon by the child. One girl, Just
five, has been working on a narrative story for two weeks now.

She 1s following & storyline and is dolng her own writing. Because
of her enthusiasm I find I must and have made the time to spell
for her each dey. The story book 1s both her work and hex play.
The opportunity for her to do all this "work" would be closed in
weny traditional kindergarten classes where the children are not
"expected” to go beyond a certain point in reading. She, though,

writes well, can copy sentences I write for her, and can read back

*See Attachments E and F.
**See Attachments G and H,
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much of what she writes. She has been given a large head start
on her reading skills, and wore important, has been allowed to
discover letters, words, writing and readlng in her own exciting
way.*

The methods of all the writing involved in story meking are
various. A satisfying way for the child to say everything he or
she wants is for me to write down the story as the child talks.
In this way none of a c¢child's spontaneity is lost between the
thoughts of the child and the actual recording of the story on
paper. I find it wise, though, when recording, to-write clearly,
separating words and sentences, line by line, and writing slower
than T might sctuelly be able to. Thus, the child, who many
times is quite concerned over whether or not I am writing down
his or her exact words, can match up my writiﬁg to his or her
words, with me pointing out key words bere and there, to sssure
the child that T am, indeed, getting his or her exact words down,
verbatim. After I have written down a child's story, I might
read it beck aloud. If the story consists of one or two short
sentences, I would have the child "read," the story back to me,
agelisted by memory of what he or she said, simple sight words, and

the knowledge of initlial consonant sounds, pointing to each word

¥*
See Attachwent I.
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as 1t was read. Then the child could copy the written words,
directly underneath where I hed written them on the drawing, or
else on & separate sheet of paper or in a notebook. If a story
is lengthy, & child might underline words known to him or her snd
copy only those words onto word cerds, or onto another sheet of
peper. One activity many children like is that of "finding" words
in the story. In this way, a child, if looking for the word "book”
written somewhere in the middle of three or four sentences, must
listen to the initiael and ending sounds, associste those sounds
with the written letter and pa& attention to each written word
while looking for the correct one. This activity, in particular,
bas inereased the auditory smd visual skills of the children,
a@specilally the younger ones, {to a high degree.

Most of the children in my cless prefer to do the writing by
themselves. Even if they do not know how to write a particular
letter, they prefer to look for it on the alphabet cards on the
wall and then write it, or else have me "draw" the letter with
my finger on the paper or in the air, before they write it. At
the very least, a child will shove & pencil at me quickly, in order
to write a letter the child does not know, only to speed on to the

next letter which the child asgain writes alone.



Unfortunately, working with a class of twenty-eight children,
I do not have the tlme to spell each word Ffor every child who
wants to write. I have found several ways of dealing with this
problem, of which taking down the ¢hild's dictation is just one.
Mother way is to listen to & child's story or sentence, write it
down on & plece of notepaper, reading it guickly but clearly to the
child, pointing out each word as I read, and giving the paper to
the c¢hild so that the child can copy it alone. Thus, I can write
guickly and get many children's ideas down on paper, while still
offering the child the opportunity to do the writing alone.

This, though, only works well with children who are secure
in thelr recognlition of all letters and recognlze the concept of
individuanl letters spaced close together to form individuel words.
Otherwise, the chlld begins to copy the letters I have written,
getting practice in copying and handwriting,no doubt, but not
attaching the meaning of what he or she has sald to the letters
I have written. With most of the first graders, though, this
process has speeded up their writing considerebly, and has diffused
much of the frustration that comes from a situation where I have
to leave a echild's sgide in the middle of spelling a word, and the
chlild winds up walting ten minutes to finish writing one word!

One method for a child, especially a six year old in my class, to



write independently, is through the use of the word cards. With
each sentence that a child writes, new words are put onto cards.
Soon, most of the essential words, such as the, and; a, ete., are
on word cards. With a child's familiarity with his or her word
cards, comes the ability to put together, on a teble, in a tangible
and visual form, a sentence, uding the word cards. Then I can
check the sentence, the order of words in it, discuss it with the
chlld and leave the child to copy it into a notebook. The word
card method of wrltling sentences 1s especially bhelpful in differ-
entiating separate words to a ¢hild and helping the c¢hild to
actuﬁlly gsea that several separate words make one complete sen-
tence. The hand-manipulation of the cards themselves is a game-
like wotivation and activity for the children.

Enough sald about stories written with help from an adult,
and correctly spelled. Stories, words and sentences ave written
by the children, without help from we, at many times during the
day. They are written phonetically. A child says the word that
he or she wants to know how to spell, listens to it and writes
down the letters representing the sounds which he or she hears.
Many times I tell the whole class thet for the rest of the after-
noon, anything which they want to write, they must write by them-

selves, without a care to whether or not the final gspelling is



correct. This process leads & child to trusting his or her own
capabilities -~ in both auwditory and writing skills. Whatever
letters the child does write down, I am sure to find at least one
letter vhich 1s aetually in the word. After pralsing the child's
ability in spelling phonetically, I will then point oub the cor-
rect spelling of the word, emphasizing all the souﬁﬁs in the
word. The idea that spelling is not always a right or wrong ac-
tivity, can free many children so that they may begin to experi-
ment with letters, sounds and the ways in which words are put
together.

Often I will glve individual children "spelling tests™ where
they must write down the words I glve them, according to the
sounds they hear. This becomes great fun once they realize that
I truly expect them to wyrite down just what they hear and not
guess at gettlng the word spelled correctly. I have never done
thils exercise with a ehild who wasn't enthusiastic about knowing
the actual spelling of the words after he or she has had his or
her try at it.

In addition to all the individual writing done in the class-
roon; there are always a variety of self-directed and self-correcting
commercial games availeble in the room. Such games as Junior

Scrabble, Ietter lotto and spinning wheels which match plctures
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with initial consonants and blends, have proven especially val-
uable. More valueble, though, is the general arrey of interest-
ing words, plctures, signsg and charts which are around the room.
Many of them have been done initially by the class as a group and
then just left up on a wall or bulletin bosrd. I have overheard
many discussions about particular words and ideas which are Just
"around," and feel that directing the children to ™ook at and
read" the words around the room all the time does more harm than
good. The initial group experiences, which will be described
below, are enough direct interaction on my part to last quite a
few weeks. After the "doing" by the group, the children are left
free to explore, at thelr own pace, the conecrete results of their
words, as they have been put down on paper.

Activities vwhich sharpen a child's reading skills are done by
large and small groups as well as by individual children. Meny
group reeding actlvities in my class relate to phonies in one way
or another. The traditional experience chart, being a story written
by the teacher on a large, lined pad, with sentences coming from
the children, relating to an experience had by the entire clags,
is quite valuable., It gilves the class a chance to reflect, as a
group, on a particular experience, such as a trip to & museun or

baking & cake. My general approach when writing an experience
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chart is to use the same simple words and phrases, in a similar

form, in each sentence. For example:

OUR TRIP
We went to Central Park.
We picked leaves in the park.
We ran in the park.

We had fun in the park.

I let all the children contribute verbally to the chart, ex-
plaining that I will write down as much as there is room for on
the pad. Then the whole class might "read" esch sentence, after
hearing me¢ read 1t. I point to each word every time it is read
and emphaslze the sounds of the letters, especially the Fflvst and
last, in the word. A "find-the-word" game might follow, where
several children ave asked to Find the same word, such as "We"
or "park" or "in." These words are underlined, written on oak
tag and put up in an area of the room designated as a place o
keep "class words" end "helpful words to know." At other group
times, these words might be written on the board and the ehildren
asked to identify them. A useful sight vocsbulary can be devel-

oped in this way throughout the year.
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Also useful is a class gerapbook, consisting of pictures,
elther cut out from magazines or drawn, pasted onto a page desig-
nated for things beginning with one particular letter or blend.
The scrapbook can be added to at regular or irregular intervals,
by one child or many. ‘The important factor lies in looking at
and talking about the entries in the scrapbook, with the whole
class, at regular times, such as once a week or once every two
weeks. At these times, the gound of the letter or blend is em-
phasized, with the teacher taking suggestions of things which begin
with a certain letter, in sddition to the ones already in the book.

Other class books, kept out in an attractive display, are a
valuable source of reeding material. One such book which wmy clags

enjoyed putting together was The Book of Machines., The children

were encouraged to draw a pleture of anything mechanicsal, deseribe
1t to me or a student teacher, write sbout 1t on the page, or
heve me write it for them, and contribute it to the clasgs book.*
In regard to word families, group games revolving around
rhyming words are fun and useful. The most direct method of ex-
ploring rhyming word patterns is to write a word, éay 1t out loud
to the class and ask the children to think of words that rhyme
with that word. This proved a good first lesson for me to dis-

cover which children were already al esase with the sound of rhyuing

*See Attachment J.
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words and which children had difficulty "hearing” the rhyme. Some
children get confused bebween rhyming words and words which begin
with the same sound. This exercise helped me to detect these
children. After a number of "Can you think of a word that rhymes
with 7" games, I began to write one word on the board,
identify it for the elass and then chenge the First letter while
the class closed their eyes. Watching the C in cat become & P,
the children automatically say pat. ILists of word families were
made on long scrolls of paper and hung up out in the hall., COver
the course of two weeks, we watched and noted in group meetings
the growth of each 1list. Nonsense words were always permibtted

as long &as the nonsense words f£1t into the pattern. Bhyming word
patterns also became exciting topics For books, drawings and sen-
tences.

The best method of incorporabting rhyming word patberns into
class activities has been storytime. Many fine children's hooks,
notabky Dr. Seuss® books, are written in rhyme. My class enjoyed
nothing more than £1illing in each word at the end of a rhyming
couplet.

In addition to group scrap books and experience cherts, writ-
ing end thinking phonetically was often done during group times.

These group phonlc experiences worked in two ways, either from me



to the elass or from the class to me. I might say a word to the
clase and ask the class how to spell it. They in turn would give
me, one at a btime, suggestions as to the spelling of the word,
according to the sounds they heard, or else I might take names

of letters from indlvidual children in the group, and with the
vhole group's approval, write the letters on the board.

CAT was spelled KAT.

SPOON might be spelled SPUN and WE might even be construed
as YE,

After each class spelling I would write the correct spelling
next to the words, and follow much the same procedure as with an
Individual child, pointing out the rationale for, and sounds
present, in the correct spelling. I might also give s more basie
task, by saying only & sound out loud end asking them to tell me
the letter, which I would then write on the bosrd.

My c¢lass though, took part with grester involvement, when
they gave me letters to write down. I might be given the letters:
KTMPEL.

After writing them on the board the whole class would say the
word the letters spelled. A great deal of fun end familiarity

with sounds resulted.
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One interesting approach to vowel sounds, to which I found
many children responded well, is to write varlious vowel sounds on
the board or on a long pilece of paper. The class is introduced
to the different forms which véwela take, such as long snd short,
extended or chopped short. Then the class can "sing” or "chant"

vhat is written down. TFor example:
@8 ~—=-w g =wwww ghhh =cme-- 00 =mmw=

'This exercise is marvelous to record and have the chlldren listen
to. Indlividusl children who are famlliar with several vowel
sounds and the concept of long and short vowels have attempted
their own vowel song sheets. The positive effects on each
child's sense of mastery of reading, writing and auditory skills
during these chanting exercises are extremely encouraging to see.
Further advantages in permitting and even encouraging children to
spell freely and phonetically can be found in Read's research.l
Through all the experiences and tangible learning tools
available to the children in my class, many children have learned
to read. Many have been excited by the ides of books and being

able to read.,

lcharles Read, "Pre-School Children's Knowledge of English Phonology.'
The Harvard Fducational Review, Volume 41, No. 1, February, 1971.




The last two parts of this study will deal with the input
and Interest of the parents into ‘this program, as well as their

and the children's reactions to it, in actual classroom practice.
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PART IV

Poarent Input and Involvement

Parent interest and involvement in the golnge-on In my eclass-
room and especially in the reading program came in two distinet
ways. First is the practice of having a claseroom which is truly
open to parents any time, any day. Thus, trying to practice what
I believe I verbalized the fact, to the parents of the children
in my class, that the door would be open to individual parents
whenever they brought their children to or from school. I en~
couraged parents who brought thelr children to school. in the morn-
ing to stay in the room for a while if they hed time and mentioned
that whenever they wanted to pay an informal visit, it would be
okay. These informal vigits of parents familiarized them with the
aetivities going on in the class, the way in which T worked in
the elassroom, the social interactions between various children
and groups of children in the room, and the general schedule of
the day.

On a more specific level, parents were encouraged and sought
after to make genmmine commitments to working in the classroom on
8 daily or weekly basis., If & parent could not commit him or her-

self to even one morning or afternoon a week on a regular basis,
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then the parent's help would always be welcomed by me with some
advance notice, preferably by twenty-four hours, but anything
more then an hour would do. I have had ten parents working in my
classroom since September. Some have come and ave still coming
one and two mornings a week, to work in speclalized areas with
small groups of children, such as woodworking, ylanting, cooking
or needlepoint. Sometimes they work in my classroom and sometimes
they take a group of children to another room to wbrk. These
parents are 1n contact with me from one week to the next, talking
about how their activity went over with the group, which children
had any sort of difficulties, elther with the activity itself or
in dealing with the other children, and possible follow-up or ex-
tended activities.

Another, possibly more valuable, time for the parents, has
been the impromptu experiences which a parent will have with the
children In my class. A case in point is J.'s mother who appeared
in the room one afternoon, right after lunch as I was reading a
story to the elass. When I finished and the children dispersed
to various activities, she saild sghe could stay Pfor the afternocon
if T could use her help. I said, "Of course,” and suggested that
she either wateh what the children were doing and talk with then

informally, or else take out a group geme, such as Lobtto or Bingo,
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and organize a group of children around that. I myself was read-
ing with individual children. J.'s mother eirculated around the
room for ten minutes or so, talking to children and looking at
various displays in the room. She then ven a letier-lotto game
for the next half-houwr with children gleefully trading thelr lotto
cards off to friends when they got tired of playing. J.'s mother,
for whom this was the first time working in the classroom, ex-
pressed her feeling of satisfaction with the way the afternoon
hed gone. ©She felt she had made a positive contribution through
working with a small group.

Both the unplanned and pre-arranged visits of parents were
of the utmost importance in fostering a professional trust between
myself as & teacher, and the parent as a concerned parent. With
each discussion between myself and & parent, our relatlionship be-
came easier, more informal and the feeling of trust that the par-
ent had in me as a teacher and the specific things T was offering
to that parent's child, became greater.

Many times, a parent's unarranged visit started when the par-
ent brought the child to school, or else came by in the middle of
the day to give me a specific message or bring a forgotten lunch
for the child. The intentioned short visit stretched into a half

hour or more as the child begen to show his or her parent around
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the room, in general, and more of‘ten showing the parent his or
her reader, stories, sart projects and block constimctions. These
familiarizing experiences, with the chilﬁ as ‘the guide, have been
quite valuable to the parent, &s they have communicated thelr
feelings to me at Iindividuval conference times. During individuel
conferences, many parent's feelings about their child's work and
general progress in the class were discussed. These feelings will
be described in the lssgt part of this paper.

In regard to the more formal steps through which reading was
going on in the class, the parents had a more direct input. At
the end of December T invited all the parents of the children in
my class to attend a workshop in the classroom. The workshop was
held on a Friday afternoon from three until five o'elock, when the
school building was closed. T sent home letters to the parents
via the children, and 1n addition to the letters, one parent who
is the class mother set up a phone chain among all the pavents, in
order to emphasize the lLwportance of coming ‘to the workshop. Out
of twenty-eight parents, sixteen came. I felt Ffalrly satisfied with
that number after having worked in schools wilth no parent-interest
at all. I also knew personally thet at least ten of the non-ghowing

parents had had previous commitments.
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The purpose of the workshop was threefold. First, the after-
noon was designed to be a mid-yesr clean-up. A list of materials
needed for the workshop had been sent home with the letters, and
parents showed up with sponges, brooms, scrub brushes, steel wool,
a vacuum cleaner and bottles of spray paint, as well as screw
drivers and screws to meke minor furniture vepairs. The entire
room wes taken apart, dusted and scrubbed clean, while, all the
vhile, we all commiserated with each other over the maintenance
services in the school, which left much to be desired! We made
one major improvement in the appearance of the room, and that was
to change the vinyl teblecloths on two large work tables from a
£1lthy black to a bright red and yellow. The parents took more
pride in, and felt more comfortable with, a spic-and-span room,
then even I.

Second, I asked each parent to bind a book together. All
the materials had been contributed by myself and two parents who
helped to coordinate the workshop. The instructions were passed
around, and everyone sat down., At the start there were ten par-
ents sitting in an actual sewing circle, stitching the middle of
the hooks together! The sewing led to talking, and the talling
vas, In fact, the third and most important purpose of the work-

shop. At first, the talk centered around what the idea of sewing
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and binding the books was for. Most of the parents were already
familisr with the picture dictionaries their children were doing
and with the educationsl concept of having children write their
own stories. Thus, I had a starting point for telling the parents
about the ides of writing a storybook reader for each child, in-
corporabing in each one the child's dictlonary words. The parents
were all enthusisstic. The perents of the five year olds, however,
felt left out, as thelir children were not golng to receive a reader.
One of the parents suggested that the Flve year olds be given a
bound book also, to use as a story book. I took this suggestion
vp &t once, and added that sll the children would, indeed, he
offered a book to make a storybook out of. I elaborated to the
parents that the books could be given out to the five year olds

in the spring. By then, most of them would be at their peak of
readiness for doing thelr own writing of stories, and the com~
pleted books would naturally culminate near the end of the school
year.

The discussion of bound books, and thelr uses in relation to
each parent's child, moved on to the more general area of the
children; thelr feelings sbout school, who theilr friends were and
humorous anecdotes dealing with their children's behavior with

Triends in and out of school. By five o'clock, we had made forty
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books. Two parents took home materials in order to mske more
books at home. The room was clean, the tablecloths new, the rug
vacuumed and the bench painted bright yellow. All of the sixteen
parents felt that it was a shame tThat more parents, especially
fathers (there weve three thewre) had not come. It appears Lo me
that a great deal of commmication, and positive interaction bew
tween myself and the parents, parents and other perents, parvents
and the activitles going on in the classroom, had gone on during
the workshop. Both practical and psychological goals had been
met at the workshop, with materlals having been made and a genuine
rapport having been deepened between myself and the parents. I
heve felt that as a result of the workshop, parents who have worked
in the classroom, or who have just visited, have felt more at ease
in talking with me and in dealing with the activities the children
in the class are involved in. Another workshop, this time only
for spring cleaning snd exploring some of the materials the chil-
dren use, such as Cuislnnaire rods and ettribute blocks, is planned
for mid-April.

In looking back over the year, I feel that the December
workshop was 8 high polnt of communication between myself and

the parents.
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The workshop developed & feeling of everyone working for
"our” children in "our" school. The parents were included in the
education of the children on an equel basis with myself. There
exlsted a reciprocal recognition between myself and the parents
of both my influence on each chlld as a professional teacher and,
move ilmportant, their influence as full-time parents. A situstion
Llike this, where the meshing of both teacher and parental concerns
oceurs, is extremely umusual today.

The children also knew that their perents had been ilnvolved
in the creation of their reading meterials. Thus, the children
could see that what they learned in school was, indeed, a part of
what went on at home, apd vice-versa. Such integrated cooperation
between the significant adults in a child's life can only assist

the child to learn in an integrated way.
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PART V

Throughout the course of the parent workshops, individual
conferences and spontaneons meetings, many parents heve been able
to voice their feelings about how their child is doing in reading.

During the parent workshop in Decenber, all the pavents were
enthusiastic sbout binding books. Thelr enthusiasm was threefold.
Many of the perents of the six year olds were relieved to hear
the word "reader" mentioned. The fact that their child would
indeed have one book from whieh he or she would be continuously
reading, made the parents feel secure, They felt that the pos-
session of a reader would give their child a sence of continuity
in what he or she had to do in the course of each school day. The
fact that each reader would be based on the child's own choice of
words added another reason for enthusiasm on the part of the par-
ents. The existence of the readers, as a single, tangible belong-
ing of each child, was viewad ag being wost important o the
varents. Another feeling the parents had about the use of the
bound books was that all the c¢hildren should receive one, empty,
to use as they wished. I mentlon this use of the readers sgain,
ag I dld in Part IIX, because the parents emphasized thelr satis-

factlon with the finished books, and felt that the whole clasgs
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should get the benefit of them, not just the six year olds, who
used the books as more formsl readers. The strongest feeling

the parents had about the books was positive. They felt that the
books were physically attractive and fairly durable. These books
would be objects which the children would keep, feel safe about
vsing them without heving them fall apart, become attached to
them as "thelr"” book, end feel proud about. The pervasive feel.~
ing between all the parents and myself, at the Decenber workshop,
vas a cooperative one. We were all involved in making an attrac-
tive, durable material for the children in the class to use. This
is particularly significant at P.S5. 3, an old bullding, in which
meny rooms still have only DC currents, the halls are dark, rooms
are still laden with desks end materials left from the time the
bullding was not used, and much of the educational material used
now has been scavenged and donated. A simple object, such as one
clean, well put-together book, presented to a child to be kept by
the child, is an invelueble thing at P.S. 3.

Thus, it happened that meny of the parents, at the end of
December, felt that their children were on the brink of reading
and that with the appearance of their readers, would socon actually
be reading. Between the start of the new year and the spring, I

met with most of the parents of the class individually, to discuss



how their child was doing 1n school.

In truth, none of the parent's feelings ebout thelr child's
progress in reading hes been negative., The reactions from the
parents of the six year olds fall into three groups. The first
1g those parents who are pleased as can be sbout their children's
skill in reading. The children of these parents number five oub
of eleven six year olds. All five of these children have a fairly
large slght voeabulary and read fairly fluently. These children
show no anxiety when they read out loud to me, and they can all
read and write stories independently, asking my help only when
they want to check if thelr spelling 1s correct. They also show
confidence in spelling words phonetically when I am not there
to help them. These five children have shown skill in comprehen-
sion of what they read, and of wrlting or reading assignments
which they carry out. I found that the parvents knowledge of
their child's reading ability came considerably after the child's
performance in school. For example, Pfour weeks after it was
apparent to we that T. was actually reading and using printed
symbols to her advantage, I spoke with T.'s mother, who commented
that she noticed thet T. was beginning to sound out words that
she saw around the house. Thls kind of delayed recognition hap-

pened with three of the five children's parents. I feel that



the chlldren, knowing what they could sccomplish in school, needed
time to become secure in that knowledge, before letting thelr com-
petence in reading become public knowledge at home. The one re-
mark I heard again and again, from these parents, was that their
c¢hildren were quite proud of themselves and thelr achievement in
reading. All of these parents felt more plemsed sbout thelr child's
rising self-esteem than sbout their child's actual reading skill.
Another group of four parents also felt pleaged by their
children's positive feeling about themselves. These parent's
children have a smaller sight vocabulary than the first group of
five children. These children are still unsure of themselves when
they sit down to read a page in their readers, though thelr assur-
ance and skill in reading theilr word cards is quite high. These
children will need another month, before they can read easily and
fluently by themselves. They still need me to sit with them
through each word read, and they, more often than nobt, will ask
me how to spell a word they already know, while writing & story.
Their parents are not apprehensive aboul when their child will be
reading. They are more concerned that thelr chlld's spontanelty,
creablvity and high spirits not be stunted by too much pressure
from me, on them, to read faster and sooner. One parent told we

that she judged how her son was doing by his behavior in the
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classyroom, She saild that D. had alweys enjoyed nursery school,
being creative in his use of materials, and making things oul of
various available waterials in the room. She was concerned that
this type of behavior did not disappear, and that as long as it
did not, she would be happy. She told me that D. had told her
very recently that he wanted to learn how to read, and consequently,
as I told her, his acceptance of and willingness to do his required
work with hiz word cards and story writing has increased encrmously.
One other parent, whose child was in my class last year,
remarked on her son's increase ln self-confidence in social situ-
ations and on his general good feelings shout coming to school,
as opposed to last year when he often did not want to come. BShe
credits this change in him to the fact that neither she nor I have
pushed him too hard in the srea of reading skills. As he is gain-
ing personal self-confidence, his confidence in his reading com-
petency is also rising. He is heppy in school, and eager, as 1
told his mother, to toake a try at any task I set before him. Ie
is still surprised that he can actually plck out & partlcular word
from a row of ten word caprds and his progression towards more
fluent and easy recognition of words 1s growing rapidly. His
parents sre just concerned that his social behavior keeps growing

in the direction 1t has been.



There is one parent whose concerns differ a bit from all the
others. She is mainly concerned sbout her son's sbility to concen-
trate for longer periods of time than he has been able to up to
now, and get down to doing the work which is at hand, without pro-
crastinating. Her son is one of thope children who is reading falr=-
1y Tluently and is capable of carrying out assigmments independent.
ly. His comprehenslion of everything he hears and reads is excellent.
But hie parents, I feel, are correct sbout vhere they place their
concerns. E. does bave & hard time actually sitting down and open-
ing his reader or picking up a pencil and actually beginning to
write. His attention spen, in most activities, is short. His
mother professed to belng quite amazed, when, in Januvery, B. brought
his reader home and read her the first six pages. But, though happy
about his actual skill in reading and comprehension, she is wise
not to let her concerns for B.'s self-discipline disappear. B.'s
impatience is exemplified by the fact that vhen he is reading a
page he has read before, he will guickly guess at the words and
paraphrase the meaning of it, out loud, for me. When I point out
Lo him %o slow down and read each word, one at a time, he can and
does so, always surprised at his own competency.

T must add, at this point, that I feel most lucky to be in-

volved with parents whose opinions of what is good for their children



colncide, more or less, with mine.

The children themselves are happy with the knowledge of their
own progress in reading. From the first time that the words from
inside their alphabet books were put onbto caprds for them to read,
they burst with pride and astonishment that this "thing" called
veading could really be so harmless and easy as it was!

For example, the second time that E. and I sat down to go
through E.'s word cards, E. told me that he could not read any of
them; that he was only lucky when he got one correct because he
was guessing from memory. We proceeded to go through the cards.
E. "guessed correctly” at three-querters of the cards, stopping
after each word to tell we, "But I Just remembered 1t! T didn't
sead 1£!" I told him thet, by whetever method he was using (mem-
ory, guessing or looking at the fivst letter) he was, indeed,
reading! BE.'s astonishﬁent and pride in himgelf, combined a bit
with a look of puzzlement, was extremely satisfying for me to see.

Another example of a child's self-recognition of his or her
competence in reading happened to A., aPter she had Pinished her
reader ond had s fairly large sight vocabulary. Up until this
particular morning, the only purposeful reading A. had done had
been in her reader and her notebook. This morning A. picked up

the record jJacket of an album entitled "Free to Be You and Me."
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She begen sounding out the word Free, and looked up to ask me if
F-r-e-e actvally spelled free. I nodded yes and A. looked back
at the album. She then read, out loud, the title of the album,
quickly, without hesitating in the least. She looked puzzled af-
ter she finished, came over to me and remsrked to me that she had
Just read the whole cover, without stopping to sound out or even
spend any time on each word! She thought it quite strange but
wonderful when I congratulsted her and told her that she really
knew how to read those words, and that she would be able to read
more and more words as quigkly as that, as time passed!

The parent's reactions to the veading program golng on in
the classroom is generally positive, I can now describe the
children's feelings.

The six year olds were all excited about Ffinishing their pic-
ture dictionaries. When the first few children received their own
"word boxes," many of the other children wented one, too. This
general competition among the children, to finish the given activ-
ity they were working on in reading, and go on to what another
child was doing, worked well. For, along with the motivation of
getting on to the next activity, each child was not pushed. I ex-
plained to each child that he or she would indeed veceive s word

box, word cards, and a reader when they had mestered and felt
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comforteble reading the words he or she now had to work with.
That, of course, made each ¢hild want to get on with the work at
hend. But during that work, each child became engrossed in what
he or she was now doing. Each child forgot, for the moment, the
ldea of Just rushing through 1t, to get to the next activity, and
gained much self'-confidence in regard to working with the meterials
which he or she had on the present level!

When a child did receive a word box, it was of the most
pleasure to theu to be left alone, in order to go through the word
cards one at a time, putting the words he or she knew back into
the box, leaving the ones he or she needed help with in a separate
pile. All the children showed grest satisfaction in seeing the
unknown pile get smeller and smeller from week to week! Another
satisfying activity for the children was the putiing together of
sentences, from the word cards. This was done after a child was
familiar and comfortable with all of the word cards. It was done
independently of me and the sentences which came out of thls ac-
tivity refleect the fun the children had in putilng them together.
For example, K. went through a zoo phase where her sentences from
day to day were:

The eagle 1s in the zoo.
The ducks are in the zoo pond.

The fly in the zoo lives in a tub.
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After that she concentrated on the word house:
This house is a dog house.
This house is a special factory house.

All of these sentences had accompanying pictures and verbal des-
criptions in K.'s notebook. K. had a lot of fun compiling these
sentences, due to the fact that I did not ask her to put together
a sentence, by herself, until T knew she knew all the words in her
box. Thus, the level of frustration the children experienced,
during reading and writing activities, was kept to a minimum.

When the children received thelr readers, thelr expectations
were met. Many of them gave a sigh of expectant relief when T
handed them their book, as if everything they had imegined their
friends doing and feeling, they would now he fortunste enough to
do and feel! The thing about the readers which impressed many
of the children was the fact that, on the first page, they recog-
nized a character's name, usually their own or & friend's or rels-
tive's. This was because most of the children had included & Ffain-
iliar neme in their picture dictionsries. There was some happy
confusion, on the children's part, about how I knew whose name %o
put In the story. When I explained to the children that I had
written the story in thelr reader for them, using the words in

their word boxes, meny of the children were incredulous. As they



got into the story, they realized that each child had & different
story. They then seemed to exhibit a feeling of pride in their
ownership of their particulayr book.

Of all the assignuents, velating to reading, which I had the
children do, reading from their book was the one they most enjoved.
From the start, it surprised me to note that the children counted
the pages to see how many pages they had until they finished the
book. The fact that each book had twenbty pages of writing in ‘them,
did not daunt one single child. Their interest in the charmcters
in their story was salways high, though the ides that their books were
there for the purpose of being readers, and not ordinary storybooks,
was always present in their verbal references., They liked the idea
of having e reader, end now that four children bave completed their
readers, they do not speak of getting e new book or story, but a
reader. Their bound books have not been given up though, as I can
see & sentimental attachment to them by the children who have Fin-
ished them. The books are still in school. The childven still
refer back to them for the spelling of words they need when writing,
and for sharing the words and pictures in their books with friends
in the class. One activity several children have recently been
involved in is rewriting, in their own words, the story In their

reader. This hag been done by three children who have completed



‘their readers. This has fostered a comfortable feeling between
the child and hls or her reader, as the reader becomes & helpful
spelling aid for the c¢hild. It is also a most helpful way for me
to Jjudge the child's total comprehension of the story, as it reliles
on the child's understanding of the characters' relationships

with each other, the sequential order of events in the story and
the mood of the story.

The one feature of the entire reeding program which had the
greatest influence on the six year old children in my class was
the recognition of the fact, by the chlldren, that I took the time
to write a book especlally for them. Their self-confidence and
pogitive feelings about themselves as individuals rose as they
realized that their teacher wrote an entire book just for them.
This knowledge demanded thet they respect their readers and give
the stories in them the time and energy in reading them which they
deserved. For obviously, if I took the time to write them, then
esch chlld could indeed take the time to reed them, which they did.
Now that the children will be pleking out Library books, from which
to read, which must be returned to the library, they are very glad
that the first book they ever read is theirs to keep.

In deference to the five year olds, I must say that they have

recelved even greater benefits from the six year olds' reading
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program than the six yesr olds.. All the five year olds know that
the older children have readers and notebooks, end assignments
which they must do. I did not push any reguired work on any kinder-
garten child, but for at least half of them, thelr own motivation
was enough to have them reading and wrliting by March. Several
ehildren asked me directly for a book, to be thelr readers. They
received an empty bound book, which four or five children have
drawn and written 1n every dey, with grest concentration and follow-
through. When they are working I feel strongly sbout showing them
and their work the some respect and seriocusness ag I show the six
year olds. They have responded to thls reapect by progressing at
their own rate, though quite repidly, in the areas of penmenghip,
word recognition and concentration in the work at hand. Over and
6ver again, in the months of February end March, parents of five
year olds have come to me with the observation that their child

is reaeding: signs in the street, ads in magazines, storybooks at
home and words in books belonging to older siblings. I can only
share thelr pride and enthusiasm, pointing out that though I am
happy this has happened, I am even happier that thelr child has

bhad no anxlety and pressure attached to this natural learning. I
already know that next year, the five year olds, beginning as First
graders, will be starting the year on a higher level of competence,

in the area of reading skills, than the six year olds dld this yesr.
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CONCIUS ION

In conelusion, I look back over the last eight months. In
that time, mowre than fifteen children bhave grown from a point where
they could only recognlze some of the letters of the alphsbet, 4o &
point where they can read and understand sentences and stories.

There are two things I feel sure of, though, after contributing
the reading program Just described, to the lives of the children
in my class. One 1s that any particular child needs a veriety of
stimuli around him or her, all the time. FEach six year old in my
class learned through different, relevant experiences s and at dirf-
ferent rates of speed. Within the written word itself, some chil-
dren used phonics generallzations. As Swith, Gordon and Meredith

contribute, in their book Language and Thinking in the Elementary

_S_g_la_gﬂ? specifically in the chapter on the reading process, a child
can use, 'phonics in a modified sense concentrating on importent
letters like initial and finel consonants...the child may (also)
notice and remember the shape of the new word."

A ¢hild mey also use the function of the word to help him or
her to remenber it. Some words are malnly functional, having a
lack of referential meaning compared to other nouns , verbs and
adjectives. According to Le Fevre, a noted linguist, "function

2. Smith, XK. Goodman and J. Meredith, Ianguage and Thinking in the

Flementary School, N.Y.: Holt, Rhinehart Winston, 1972,pp. 50-60.
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words are the articles, auxilary verbs, prepositions and conjunc-

tiong. "

Thus, words such as ls, and, in, the, was, etc., became
slght words Tor meany of the children in my claess, long before the
letters and gounds in those were deciphered or thought aboubt.

Plecbures, drawings, and other non-written symbols made by
myself and the children also helped perticular children to read
words and understend thelr meanings. Thus, different ¢lues within
and outslide of the word helped individual ehildren in thelr indiv-
idual. ways to learn how to read. I feel it most important for a
teacher to make available to a child every conceivable experience:
written, pictorial, physical and audio, in order to let each child
take advantage of those parts of the total experience vhich ful-
fill his or her particular lesrning needs.

The success of the reading materdial, from word cards to
readers, which I gave to the six year olds, rested upon another
important factor, and that is the dlalect of each child. I knew
the children and had spent a lot of time talking to each one, dur~
ing the first three months of the &ear. Thus, I got to know bow
the child used materials, executed ideas, and, very important,
how verbal each child was and what form and structure that verbal
abllity took. Thus, I discovered which children's speech fit into

accepted standards and which children spoke in incomplete phrases
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or incorrect, but correét—sounding to them, grammatical form. I
found that a child learned to read a word, phrase or sentence
Paster and understood 1t, if the words and sentencee matched the

‘way the child spoke. Again, in Iearning and Thinkingg'the authors

concur that, "a child must trensfer his existing knowledge'of lan=
guage‘to the task of reading. He can oniy do this effectively if
what he reads is real langusge, which differs only from oral lan~
gﬁége in 1ts use of graphic eymbols rather than sound synbols. "
During the beginning of the yesar, I had time to find out how the
children spoke, from talking with them, as well as from observing
how each child used the:words he or she knew in the child's writ-
ing.

The second general principle applying to how the children
in my clase learned to read ls that the events, places; people
and experiences encountered by the child in his or hef reading
material must be related to the child's own experiences. In
other words, no reading material can completely succeed if it is
imposed on the child from‘the outside, without giving aﬂy regard
to the individual child., The child's interests; personality, style
of learning, and verﬁal dialect must be taken into account before
giving the chiid a_reader. | _

In additioﬁ to obtaining informationron how each chlld learned,

I discovered the importent facts about what each child was interested

SIbid. pp. 50-60.
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in. The original word cards were the resulte of pictures picked
by the ehild, %o put into hils or her picture dictionary. Addition-
al words came from sentences the children, themselves, wrote. The
stories in their readers came from the word cards as well as the
knowledge, on my part, of each child's particular interests and
favorite fictlonal characters, whether they be‘real people the
child knew, animals, monsters or super heroes! I feel that the
child's kmowledge of'mw Input into what he or she read was the
focal point of the formalized reading progrem. If, as Smith,
Gordon and Méredith-conmend, "commmication depends on some base
of shared experience between the sending end receiving pam*l::ies,,"ll
then I can say that the communication between myself and each
child on an 1ndividua1 besis has been the most importent factor
in the way thg children in my class have grown this yeer. This
interest on my part, my willingness to write down or spell for
the children, an&thing which they felt they wanted to communicate,
was one part of the "shared communication.” The other half rested
in the very materlals the children used, as for each child,'those
materials were‘tailor-made for them, using words from thelr own
experliences. | -

Nogédult can come to know, In depth, a group of childreh,

sharing their conversations, jokes and unhappy times, without also

L’-Ibido Ppo 50"‘60.

emcerrrr—
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responding to each chlild's lesrning needs in just as individual
a fashion. I have trled to do Just this and feel that 1t has
heen a positive learning experience for myself as well as the

twenty~eight children in my class.
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