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IDEAS IN EDUCATION
Editor's Preface
The fourth issue of Ideas in Education continues a series of annual publications to disseminate new and/or useful ideas, to stimulate research, and to
provide a forum for program development.
This issue reflects research on the reaction of elementary children to the
Challenger tragedy, different methodologies of Florida's outstanding teachers of writing; the identification of the error monitoring strategy with middle
school learning disabled students, and the expected attrition rate of preservice teachers.
Articles on career development as a life-long conceptual model for educators, the incorporation of content area strategies in the teaching of reading,
and the quiet communicators in supervision are included, as well as two dissertation abstracts of the University of Central Florida graduates.
The research and ideas presented in this issue are shared with the readers
to expand and explore new dimensions among professionals in the field of
education.
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TEACHERS' AND CHILDRENS' REACTIONS
TO THE CHALLENGER TRAGEDY
Delorys Blume
On a very cold morning in January, 1986, many teachers in Florida were in
their school yards with their students watching as the space shuttle Challenger
exploded. We will all remember that cold morning, but the teachers who witnessed the explosion with their children had a unique role in helping their students come to terms with the grief and sadness that the tragedy brought into
their classrooms.
The purpose of this article is to report how teachers from four elementary
schools near the Cape handled the tragedy and to propose guidelines for other
teachers who may, someday, be faced with unexpected situations that bring
sorrow into their classrooms. The four elementary schools in the study,
selected on the basis of their close proximity (1 5 miles) to the launch pad, were
mailed questionnaires less than six weeks after the accident occurred. Of the
90 questionnaires distributed, 52 or 58% were returned.
The teachers at the four elementary schools were asked (1) to describe what
they and their students did immediately following the accident and (2) to recall
specific instances which illustrated the ways individual children reacted.
Thirty-two of the classes were watching the lift-off from their school yards and
twenty-three of them had been prepared by their teachers to watch the lessons
from space that teacher, Christa McAuliffe, had planned to teach. Six teachers
from one school reported that they did not discuss the situation with their children because they felt that ignoring it and going on with the regular schedule
would minimize the trauma and be better for the children in the long run. The
Principal of the school felt that it was a situation that should be dealt with at
home, not at school.
Two patterns emerged in the analysis of the responses to the question about
what the teachers and children did immediately following the accident. One
was that over half of the teachers reported that they and the children watched
television or listened to the radio in an effort to confirm the reality of what they
had seen. The time spent watching TV seemed to allow both children and
teachers to come to terms with their feelings about the situation before they
faced each other. Once the reality was confirmed the questions and the discussions began. Another pattern which was reported was that teachers felt
they needed to assure many children that their parents who worked at the
Cape were safe.
In analyzing the responses, it was clear that the personal values and feelings
of the teachers played a major role in how they dealt with the children. The
uniqueness of the responses of both the children and the teachers is illustrated
by the following quotations:
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I told them about it immediately following the accident. They were at
lunch when it happened. We discussed the accident. Some of the children cried and were scared about their fathers, friends, etc. We drew pictures and talked about it frequently. Children really wanted to talk. Many
made up stories about it. (Kindergarten teacher)
We had carried our lunches to the front of the ·school to watch by the
cafeteria. The children recognized something had gone wrong but didn't
realize how much. I walked over to a car to listen on the radio and
returned teHing them the situation looked very serious and we may have
lost our astronauts. As we walked into the cafeteria, I sensed the children
had not all heard or understood. Their questions were very repetitive.
During lunch two girls were crying because of worry about their parents'
safety from the falling debris. (Fourth grade teacher)
We came back in and let the children talk about what they had seen;
what they thought had happened; we shared together their feelings and
thoughts. Then I told them what the radio had said and that no one was
alive. We had a moment of silence, then talked some more about sadness and how we felt. (It was) a very good discussion. When they were
talked OJ.Jt, we stopped. (Kindergarten teacher)
Not many children discussed it with me until days afterward. One
child said she could not sleep. Another child who was drawing a picture
of the Shuttle preferred to draw it flying rather than exploding. (I overheard him talking to himself.) (Exceptional education teacher, fourth,
fifth, and sixth grades.)
(We) returned to the classroom. Talked a bit about it. There was confusion--even with what they saw. They were horrified-became quiet and
did proceed with tasks. (Sixth grade teacher)
We did not tell the children. (First grade teacher)
We were watching from our playground and saw the explosion. One
child said, "It's not supposed to do that." I told the children that something bad had happened and then we went inside. This normally exuberant class became very quiet. The children wanted to know if the
astronauts had parachutes, if the teacher was dead, if the astronauts survived. I felt like I couldn't answer their questions in a way that they would
understand. I was upset myself and felt we needed to pray. I asked them
to put their heads down and say a silent prayer for the astronauts. (First
grade teacher)
We can see in these statements and the others that were analyzed that
teachers and children dealt with their shock in much the same way as the
rest of the country, by quietly watching television and discussing what had
happened.
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On January 28, 1986 a national tragedy was suddenly brought into our
classrooms and many children learned that their teachers understood their
confusion and their fears. Each child differs in the ways/he responds to death.
Some are curious, others timid and frightened, and others are confused. As
teachers, we need to be attuned to what the child is feeling by listening for the
fears and misconceptions that lie beneath the comments and questions.
The teachers were able to understand that the tears of some children were
not so much tears shed for space heroes but were expressions of fear for their
parents. Bringing out the real fears allowed those children to come to terms
with their worry. The teacher who listened to a third grade boy's excitement
and delight at seeing an explosion in the sky came to understand that the child
was not dealing with reality, but interpreted the explosion as another TV space
fantasy.
Many school-wide activities such as memorial services, letters to the
families of the astronauts, collections of poems and stories written by the children, allowed the children to participate with the rest of the nation in expressing their sorrow.
How can we be prepared to face a catastrophe should it ever happen in our
school? Of course we cannot predict our personal reactions in a crisis, but it is
possible to consider some guidelines for dealing with it before we are faced
with the situation.
These principles are offered for your consideration: The first principle is to
be aware of your own state of mind and deal with your personal emotions honestly with the children. If you ignore your own feelings and only deal with the
children's, they will sense a "cover-up" and become more confused and frightened. If you are horrified or shocked or feel like crying, tell your students. You
will be letting them know that it is normal to talk about your feelings and they
will be more likely to share their own.
The second principle is to be sure the students understand what is going on.
Telling them exactly what the situation is in a rational manner will have a calming effect on them. Avoid talking down to them and giving them sugar coated
stories. For example, tellin·g a child that a loved one who has died has just gone
to sleep increases his anxieties and he is likely to worry about going to sleep
himself.
The third principle is to allow the children to talk it out. Never try to shut off
the discussion and force a "normal" day on them when a tragedy has assured
the children that it cannot be a normal day. As they talk, try to listen to the fears
the children are expressing and help them clarify what those fears are.
The fourth principle is to help children organize appropriate activities for the
expression of their grief and sympathy. Writing notes and letters to the families,
attending memorial services, working to establish a memorial scholarship or to
buy a plaque for the school wall are opportunities for children to learn how to
help themselves and others deal with a tragedy.
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In recent years in the United States, teachers have been faced with
unpredictable tragedies, such as the horror of a terrorist carrying a bomb into
the school, or a tornado destroying one wing of a school with the teachers and
children inside. The crash of the space shuttle was an unusual happening, but
not so rare are other unexpected events such as the death of a school staff
member or a classmate. These too are tragedies to the children who knew
the person. When such emergencies arise, teachers, who have a difficult job
in the best of times, must remember to use their best professional judgment
and to act in a way that is helpful for their students. Reflecting on alternative_
actions ahead of time may help us to determine what the wisest course of
action will be.
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COMPOSITION METHODOLOGIES OF
FLORIDA'S OUTSTANDING TEACHERS OF WRliflNG
Elizabeth W. West and Nancy R. McGee
Student writing has received significant attention and extensive funding in
Florida high schools during the last few years. The Florida Writing Enhancement Program which limits the number of students per. English teacher to 100
and requires that students write a paper each week has placed demands on
English teachers to become better writing teachers. In this atmosphere, some
teachers have thrived, and others have floundered.
Why have some teachers mastered the task of teaching writing while others
continue to struggle? Since the teaching of composition is based not on transmission of a body of content, but on helping students to comprehend and
apply the writing process, it seemed that a survey of the composition methodologies of excellent teachers would reveal what these teachers are doing in
their classes that set them apart.
The excellent teachers of composition who made up this study's sample
consisted of 19 Florida English teachers all of whom, had among their students at least two National Council of Teachers of English Writing Achievement Award winners in the last three years.
Widely recognized as an important competition for the identification of
outstanding high school writers, the NCTE Writing Achievement Awards are
open to selected eleventh graders nominated b 'their teachers. High schools
are allowed one nominee per 500 student population. Each student entry
includes a paper of his/her choice and an impromptu essay on an assigned
topic. Papers are judged within each state by teams of college and high
school teachers using holistic scoring techniques. Total winners from each
state may not exceed that state's number of congressional representatives.
Florida, for example, was allowed 38 winners from a field of nearly 400
entries in 1 985.
An examination of the Florida winners from 1983-85 revealed that 19
teachers had two or more winners. In fact, these 19 teachers accounted for
nearly 5 percent of all the state's winners during this three year period.
Since only eleventh grade teachers can nominate their students, this
method of selecting the sample of excellent teachers obviously eliminated
many capable teachers. Another variable recognized by the teachers of the
sample was the calibre of students with whom they work. Several teachers
responded t at they had been lucky enough to have very talented students.
Certainly only able writers can win the NCTE Award. But even gifted writers
need guidance and encouragement to write well; few of them develop completely on their own. At the very least, the teachers polled demonstrated their
ability to recognize and reward good writing through their nomination of the
student(s) for the NCTE competition.
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Of the 1 9 teachers chosen to be surveyed, 1 7 responded to the questionnaire which was based on Dan Don Ian's "Methodology Inventory for Composition Education." (1979)
The questionnaire was divided into seven sections: prewriting, writing,
revising/editing, variety of discourse, language development, evaluation and
publication. An open-ended response section solicited teachers' narrative
comments regarding their success. Major resu Its from six sections of the questionnaire will be described here.
In the area .of pre-writing, it is obvious that successful teachers of writing _
engage their students in a variety of activities and they do so often. As seen in
Table 1, 71 percent require students to do some sort of organizing often or
sometimes while 24 percent always require such strategies. Significantly, 41
percent always involve students in preliminary discussion and 51 percent do
this often or sometimes.

TABLE 1
PRE-WRITING TECHNIQUES
(Responses reported in percentages. )

1. Before students begin to write,

2.

3.

4.

5.
6.

I have them engage in outlining
or comparable organizational
schemes.
Before students begin to write,
I engage the class as a whole in
preparatory discussion of
a directive nature.
Before students begin to write,
I have individual conferences with
some of them in which we discuss
the assignment.
Before students begin to write
formal assignment, I engage them
in diary, journal, or log writing
from which they can draw ideas.
On a given assignment I provide
students with a variety of topics
from which to choose.
On a given assignment I provide
students with a variety of writing
types they may use.

ALWAYS

OFTEN

SOMETIMES

24

35

35

6

41

24

29

6

12

18

47

24

6

23

35

35

12

47

35

6

0

24

65

12

For all questions n = 1 7; percentages rounded off to nearest whole number.
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NEVER

When describing activities that are used to encourage and stimulate writing in progress, there was no marked preference for any particular technique.
Table 2 i 11 ustrates the fact that the majority of teachers surveyed have students
write in class under their supervision often. In addition, most of these teachers engage the class in intermittent discussions about the writing in progress
at least sometimes; approximately the same number use peer editing as part
of the process. A significant number of teachers write the assignment along
with the students; this seems to support the efficacy of the teacher-as-fellowwriter stance in encouraging student work. One teacher shared her views on
this method:
. . . my students see me compose ... I often take their assigned topics
and write a sample on the overhead . . . I do this very fast - almost a
brainstorming- in front of the class. I've always been very lucky in that
my efforts have always seemed to "stretch" the kids. When they say,
"How do you do that?" I really hear them asking themselves, "I wonder
if I cou Id do that too!". . . I ta I k fast, I write fast, and I pu 11 many things
together, all the while saying, "You know this; you can do this too,"
very matter-of-f~ctly.

TABLE 2
WRITING TECHNIQUES
OFTEN

SOMETIMES

NEVER

6

82

12

0

0

29

47

24

0

35

41

24

6

0

76

18

0

12

41

47

6

6

65

24

0

19

81

_Q

ALWAYS

1. I have my students write in class
under my supervision.
2. While students are writing,
I schedule intermittent discussions
about work in progress, engaging
the entire class in discussion.
3. While students are writing,
have them share work in progress
by reviewing each other's papers.
4. I write the assignments along
with the students.
5. I have students put writing in
progress on the board, on overhead projector, or on opaque
projector for entire class or
small group discussion.
6. I duplicate students' writing in
progress for entire class or
small group discussion.
7. I have my students write for
non-school purposes.

For questions 1-6, n = 17; for question 7, n = 16.
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In describing their strategies for teaching rev1s1on and editing, the only
consensus among the teachers surveyed seems to be that all require the rough
draft to be submitted with the finished paper. Table 3 shows that other
requirements for the students' rough drafts may vary considerably, but generally there is a definite time and/or procedure for examining the rough draft
and revising it.

TABLE 3
REVISING/EDITING
ALWAYS

1. I read the first (rough) draft
2.

3.

4.

5.

before each student revises it.
I correct and otherwise evaluate
the first (rough) draft before
each student revises it.
I have students evaluate their
own rough drafts without help
from other students.
I have students revise their
rough drafts in conjunction with
student editing committees,
small groups peer evaluation, or
some other form of student to
student conferencing.
I require that students submit
their rough draft(s) along with
their finished draft.

For all question, n

=

OFTEN

SOMETIMES

NEVER

6

12

70

12

0

18

59

23

0

29

59

12

0

41

47

12

35

29

35

0

1 7.

The preferred form of writing assigned by outstanding teachers of writing
was expository writing. But an examination of Table 4 clearly indicates that,
in fact, all major varieties of discourse are taught at least sometimes. Since
poetry is one of the most popular forms submitted by students competing for
the NCTE awards, it is somewhat surprising that it seems to be one of the least
popular discourse.forms for instruction with no teachers responding that they
always teach it.
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TABLE 4
VARIETIES OF DISCOURSE
ALWAYS

OFTEN

SOMETIMES

38

56

6

65

23

0

41

41

18

29

71

0

24

65
65

12
24

0
1. I have students engage in
narrative writing.
12
2. I have students engage in
expository writing.
0
3. I have students engage in report
writing.
0
4. I have students engage in
argumentative and persuasive writing.
0
5. I have students write poetry.
6
6. I have students write drama.
For question one, n

=

16; for all other questions, n

6

=

NEVER

17.

Educators have long debated the usefulness of teaching language, especially grammar, as a means of improving writing; but most agree that some
work in this area is necessary if students are to become aware of their grammatical errors and of the elements of style. All of the teachers surveyed do
some work in the area of language development; for example, all teach usage
between writing assignments, concentrating on problems exhibited on the
previous assignment. Approximately two-thirds of the teachers have students
complete sentence-combining exercises and model sentences and paragraphs of other writers. The same number perform linguistic analysis of student sentences. Teacher comments in this area are especially enlightening.
One teacher wrote "I never teach grammar." Another revealed her approach
to language development: "My students hear samples of superior writing
almost daily, both published pieces and their classmates' successes." A third
teacher wrote her views:

I tie grammar instruction in with vocabulary development (each
week). Since they (the students) need to use the vocabulary and understand the grammar they have more practice time. We may stay on the
same grammatical form for several weeks. During vocabulary I will
require variations on the grammatical constructions along with the variations on word usage. I find it interesting thatthe students seem to accept
grammar and vocabulary better than grammar and writing. When I associated too much grammar with writing everything fell apart. When I
stopped using the word "grammar" with writing and stressed style of the
student, they (the students) would be grammatically correct. My observation is "grammar" has a very negative connotation.

12

Another teacher demonstrates a very different approach: "I grade hard and
take off for every error. My students know that the time has finally come for
them to stop making careless errors and to start working for a quality they are
capable of."

TABLE 5
LANGUAGE DEVELOPMENT

1. I teach usage between writing
assignments, concentrating on
those problems students have
exhibited on the previous
assignment.
2. Between writing assignments,
I have students engage in
sentence-combing exercises.
3. Between writing assignments,
I have students models sentences
and paragraphs that other
writers have created.
4. Between assignments, I perform
Iingu istic analysis of student
sentences, i. e. , for syntax
semantics, rhetoric.

For al I questions, n

=

ALWAYS

OFTEN

SOMETIMES

NEVER

29

29

41

0

0

12

47

41

0

12

53

35

0

24

41

35

1 7.

Evaluation is usually perceived by teachers to be one of the most difficult
areas of the writing process to deal with: the dilemma is how to indicate to
students the areas that need improvement without discouraging them. In
addition, evaluation is very time-consuming. The surveyed teachers use a
variety of techniques (see Table 6) to convey evaluative feedback to their students. All of these teachers write a general comment to the student about the
paper at least some of the time. Nearly half of the teachers always do this.
More than half of the teachers make comments in the margins of student
papers, pointing out strengths or weaknesses of a specific aspect of the paper;
and all do this at least sometimes. Even more time-consuming, all of the
teachers at sometime re-write parts of student papers to show them how they
could write a passage more effectively. Nearly all of the teachers often or
sometimes indicate errors without correcting them, but only two at any time
neither indicate nor correct errors . In addition, nearly all of the surveyed
teachers use peer evaluation often or sometimes, and all assign grades to
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writing assignments always or often. The conclusion here is obvious: these
teachers believe that students need a variety of evaluative feedback if they are
to improve their writing.

TABLE 6*
EVALUATION

1. I write a general comment to the
student about the paper; the
comment appears either at the
beginning or at the end of the
paper.
2. To the student, I make marginal
comments that refer to specific
aspects of a paper-a phrase, a
sentence, a paragraph, an idea, ·
etc.
3. I rewrite parts of student
papers; specifically, I show
students how they might have
written a phrase, a sentence or
a paragraph more effectively.
4. I indicate errors without
correcting them.
5. I neither indicate nor correct
errors.
6. I use small groups of students
to evaluate writing.

ALWAYS

OFTEN

SOMETIMES

NEVER

47

24

29

0

59

35

6

0

18

35

47

0

12

47

35

6

0

0

12

88

0

19

75

6

*Abbreviated from questionnaire.

The questionnaire also consisted of a narrative section in which teachers
were queried on their choices of texts, the work they do with students outside
the classroom, their strengths as writing teachers and the differences they perceive in their teaching style as opposed to that of other teachers.
The response to preferred texts revealed no consensus with ten titles cited
ranging from traditional favorites such as Warriner's Grammar and Composition to periodicals such as Writer's Digest. The secret of these teachers' success seems to be in how they teach, not the textbook materials used.
All but one of the teachers indicated they help students with their writing
outside of the classroom: 15 teachers discuss ideas with students; 15 hold
conferences with students about work in progress; and 14 read, criticize, and
help edit papers. Three teachers wrote that they helped students w i t~ college
14

essays; one said that she reviewed graded papers from other classes; one indicated helping students with writing contest materials; and one teacher wrote
that she offers students samples of superior writing to read so that they can see
what they need to do to improve their own work. These teachers obviously put
a great deal of time into this outside help; 14 teachers reported that they
helped students anytime that the students need or request extra assistance.
Two teachers commented that they do this daily; others indicated that they
help students outside of class once or twice a week; and six others wrote that
they could not indicate exactly how often they supply this help since the .
demand for it varies.
Two other questions appeared in the narrative section of the questionnaire:
1) what single technique, idea, approach or method do you think is your greatest strength as a writing teacher? and 2) How do you think your methods of
writing instruction differ from those of other teachers? Many of the surveyed
teachers answered both questions together, and, in fact, wrote a summary of
their philosophy of teaching writing. First, many were modest; they recognized the contributions of the students' other teachers, current and previous.
In addition, several teachers recognized the talent and drive of their students;
without that, they wrote, they would never have had contest winners. One
teacher simply stated that she had been fortunate to have had a number of very
talented students and that she did not think her teaching methods differed
much from other teachers.
Several teachers stressed the importance of sharing a great deal during an
assignment; one reported that "I talk a great deal about an assignment-when
I make it, and while students are in the process of working on it." Another
wrote: "Writing is the end result of class discussion. It is the outcome, the consolidation of thought developed from the discussion." A third teacher related
that in her class students "are .. . free to discuss ideas with other students as
they write--in a very informal atmosphere."
Other approaches mentioned by the surveyed teachers include considering
writing as a process. Since the research so obviously points out the validity of
this view, the fact that these teachers listed it as their greatest strength must
mean that many have long ignored what is now known to be true. Another
approach that two teachers mentioned as their strength is the emphasis they
place on developing style. Still another important aspect of teaching writing
mentioned by one teacher is
. . . giving students clearly defined assignments.. . They must understand what they are to write--the purpose of the assignment and the
general format(s) that will enable them to fulfill their purpose. The assignment must be one that they can make their own , regardless of its nature
or genre. Stud~nts write better if they can become attached to their
product.
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The single most-mentioned technique, however, is basic to all good teaching; it is the development of a rapport, of a caring attitude between student
and teacher. The comments from the questionnaire speak for themselves:
Probably my greatest strength is that I care about my students and let
them know how I feel. I've used every approach I have read about to
reach certain students, and sometimes these work an"d sometimes they
don't, but the key is-I keep trying. I am determined that my students
write every day whether the assignment is graded or not.
As to how my methods differ from those of other teachers, I don't
know. I can only say I CARE. I constantly stress the importance of using
one's language well and I am willing to work with my students to do
whatever it takes for them to learn to do that. This year they have done a
great deal of journal writing, an activity which enabled many of them to
loosen up and overcome their fear of putting pen to paper.
My greatest strength, I think, lies in my ability to let students know that
I care about them, as people, and as writers. I try to instill the confidence
in them that they are writers.. They need to think of themselves as "able"
if they are to be ... either now or in the future ... The main thing they all
need to know, again, is that they can learn to be better writers, if they
only want to do it.
My greatest strength as a writing teacher is my willingness-to grade
with comments, to allow "scratch-outs," to talk and talk about writing
and to respond positively.
Thus it becomes obvious from reviewing the responses to the questionnaire
that these teachers use a variety of different techniques as they teach writing.
In addition, and perhaps much more importantly, they take the time to show
their students that they care about their students' progress in writing. It may
take the form of individual conferencing, encouraging a student to enter a contest or submit work for the school literary magazine: but it is the extra effort
that conveys to the student that the teacher thinks the student and his/her writing are worth something. This is the reason that many go into teaching to begin
with. Yet, somewhere along the way many teachers forget it; students do not.
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INCREASING THE INDEPENDENCE OF
l.JEARNING DISABLED ADOLESCENTS
THROUGH SELF-DETECTION OF ERRORS
Jennifer M. Platt
During the past several years, increased attention has been directed
toward the programming needs of the learning disabled adolesc::ent. Students
moving from an elementary setting to a middle school, junior high, or high .
school situation are expected to assume responsibility for and function independently in the performance of academic tasks. Some of the demands of the
secondary school curriculum, such as working independently with little
feedback from teachers and exhibiting good organizational skills, have
proven difficult for learning disabled adolescents.
One explanation for the academic problems of learning disabled students
can be found in the inactive learner concept, which emphasizes the passive
and disorganized patterns which these students frequently exhibit in
approaching learning tasks (Torgeson & Kail, 1980). Research has shown that
learning disabled students do not engage in strategies that will assist them in
their performance of academic tasks (McKinney & Feagans, 1981; Wong &
Jones, 1981 ). Although these studies indicate that learning disabled youngsters are less likely than normal students to employ strategies to improve task
performance, research findings suggest that they can engage in these activities when trained to do so (Torgeson, 1982).
The Learning Strategies Approach developed by Alley and Deshler (1979)
in their work at the Kansas Institute for Research in Learning Disabilities
(l.R.L.D.) is designed to teach specific strategies and rules to students to use
in coping with the demands of the secondary curriculum. One of the strategies that was developed through the l.R.L.D. at the University of Kansas is an
error monitoring strategy (Schumaker, Nolan, and Deshler, 1985). This strategy is particularly important for middle school, junior high, and high school
students who are expected to produce written products which are neat and
free of punctuation and spelling errors. The error monitoring strategy stresses
the importance of proofreading and provides students with specific techniques for detecting and correcting errors in their written work. It offers
the learning disabled student, who may exhibit a passive and disorganized
approach to the completion of written activities, a way to become actively
involved through self-monitoring. The purpose of this paper is to suggest the
Learning Strategies Approach and the error monitoring strategy in particular
as viable alternatives to use in the instruction of learning disabled adolescents. Specific results of the use of the error monitoring strategy with learning
disabled students_ at the middle school and high school levels will be
presented.
17

Description of the Error Monitoring Strategy
The error monitoring strategy, WRITER, developed by Schumaker, Nolan,
and Deshler (1985) teaches students to make a rough draft of an assignment,
writing on every other line and checking their work for organizational errors
and proper sentence structure. Next, the students ask themselves a series of
questions about their punctuation, capitalization, and spelling, as well as about
the overall appearance of the work. Students are encouraged to use the dictionary and ask for help when uncertain about a specific item. Finally, they are
asked to recopy their work and reread it once more before submitting it. Students are assisted in remembering these steps through the use of the acronym,
WRITER:
Write on every other line using complete sentences.
R Ead the paper for meaning.
I nterrogate yourself using the COPS (Capitalization, Overall
Appearance, Punctuation, Spelling) questions.
Take the paper to someone for help.
E xecute a final copy.
R eread your paper.
Through careful analysis of each student's written products by both the student and the teacher, error patterns can be identified and targeted for remediation. This assists the student in producing more acceptable written work.

Procedures for Teaching the Error Monitoring Strategy
Research conducted at the Institute for Research in Learning Disabilities has
shown that 98% of the low achieving students who have received instruction in
learning strategies have mastered them if eight specific instructional steps were
systematically followed (Schumaker, Nolan, & Deshler, 1985). Therefore,
when teaching the error monitoring strategy, it is essential to follow the eight
step procedure consistently and in the proper sequence.

STEP 1:

Pre-test and Obtain Commitment to Learn

The first step in the instructional process is to determine whether students
need to be taught the error monitoring strategy. This is done by obtaining a
measure of their current functioning. In order to es ta bl ish how wel I students can
monitor their own errors, they are asked to check one of their written assignments for mistakes and are then given feedback regarding their error monitoring
performance. When students are made aware of their ineffective proofreading
habits, they are more willing to make a commitment to learn an alternative strategy that will improve their written work. This commitment, which may be verbal or written, is important to the success of this teaching approach.
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For example, a sixteen year-old nir.th grader was eager to make the commitment to learn the error monitoring strategy. When she completed her pretest,
she detected one punctuation and one spelling error in the paragraph she had
written, while her teacher found sixteen errors in the same paragraph. The student realized that she needed help with error detection. Additionally, she was
motivated to learn the strategy because her boyfriend constantly corrected her
notes, letters, and other written products. She was determined to improve the
quality of her work so that she could write to him without being corrected.

STEP 2:

Describe

In the next step, students are provided with a rationale for using the error
monitoring strategy. This is accomplished by suggesting several situations in
which they can use the strategy along with the benefits of using it. It is helpful
to describe the resu Its that other students have had with it, particularly if these
results have involved students in the same grade and school system. After
providing a sound rationale for using it, the teacher should describe the steps
of the error monitoring strategy using the WRITER acronym.

STEP 3:

Model

The modeling step is based upon the premise that individuals learn a skill
better if they can see it performed rather than just hear it described. The
teacher should model each step of the error monitoring strategy, thinking
aloud and acting out exactly what the students will be expected to do.

STEP 4:

Verbal Rehearsal

The next step in the instructional process requires students to verbally
rehearse the steps of the strategy. This is accomplished by asking the students
to practice the steps until they can name them at an automatic level. Students
may work in teams or in groups, which encourages competition and heightens
interest and participation. Then they are tested to see if they have reached
mastery level.

STEP 5:

Controlled Practice and Feedback

After students have demonstrated a mastery of the steps involved in the error
monitoring strategy, they are provided with opportunities to use the strategy to
detect and correct errors in controlled assignments. It is important to use controlled or easy materials until students become proficient in the use of the strategy. Individual feedback should be given to students as they perform the
strategy to reinforc.e their efforts and to prevent continued practice of incorrect
responses.
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STEP 6:

Grade-Appropriate Practice and Feedback

Once students have shown that they can use the strategy in easier materials, they must practice using it in materials from regular class work. Student
performance is carefully monitored and individual feedback is provided. At
this step, students take a more active part in analyzing their own performance
of the error monitoring strategy.

STEP 7:

Posttest and Obtain Commitment to Generalize

Students are given materials similar to those used in the first step of the
instructional procedures and asked to detect and correct the errors. If they are
successful, they will be ready to generalize the use of the strategy across subject areas and settings. An important part of this step involves the student's
verbal or written commitment to generalize the error monitoring strategy.

STEP 8:

Generalization

It is important for the student to generalize the error monitoring strategy to
all aspects of the school curriculum as well as to situations outside of school.
Students should be made aware of situations in which the strategy may be
used and should apply the strategy in those cases. Feedback should be provided along with periodic review of the steps and use of the strategy.

Results of Using the Error Monitoring Strategy
The error monitoring strategy developed by Schumaker, Nolan, and Deshler (1985) was used with learning disabled students in middle school and
high school classes in three county school systems in the Central Florida area.
In one school, a group of five learning disabled 6th grade students who-were
reading on a 4th grade level took the pretest. On the average, they were able
to detect 33% of their mistakes, with spelling being their most common error.
All five students made a commitment to learn the strategy. After the error
monitoring strategy was described to them and modeled, they began verbal
rehearsal. They showed a great deal of enthusiasm toward learning the steps
and looked forward to each classroom period of controlled practice. After
just five sessions, the average number of errors detected had increased from
33% to 86%. Each student showed improvement in both the number of errors
detected and in those corrected (See Table 1 ).
In another situation, three learning disabled students in a middle school
setting were given a pretest to see how well they could detect and correct the
errors in their written work. They each made a commitment in writing to
learn the error monitoring strategy and proceeded through a description and
modeling of the strategy. They learned the steps of the strategy through verbal
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rehearsal and began control led practice. After just four sessions, they showed
a marked decrease in the number of errors made in their written work (See
Table 2).
n a high school, a 17- year-old learning disabled student whose reading
level was 4.8 took the pretest, making mistakes primarily in spelling. After
completing just four practice worksheets in which she had to find and correct
errors, she was given a reading passage and asked to detect the errors. She
was able to fnd 14 of the 17 mistakes. Then she was asked to write a paragraph and proofread it. She detected and corrected five of her six errors ..
Another 1 7-year-old student took the pretest and failed o detect and correct
14% of his errors. He responded enthus·ast·ca ly as the teacher described
and modeled the strategy. Motivation was evident as he quickly proceeded
through verbal rehearsal of the steps of the strategy. After five practice sessions w"th controlled mater"als, he was able to detect and correct all of the
errors in his written work. He then began to use the error monitoring strategy
in his Engrsh class to help improve his grade, successfully applying it to a
1 4-page report.

TABLE 1

PERCENT OF ERRORS DETECTED AND CO RECTED
ON FIRST AND FIFTH CO TROLLED PRACTICE WORKSHEETS
First Practice Worksheet

Subjects

1
2
3
4
5

Percent
of Errors
Detected

Percent
of Errors
Corrected

70
50
60
75
60

60
30
53
70
55

Fifth Practice Worksheet
Percent
Percent
of Errors
of Errors
Detected
Corrected

83
65
80
85
84

85
78

84
90
84

TABLE 2

NUMBER OF ERRORS PER WORD ON PRE- AND POSTTESTS
Errors Per Word
Su bjects

Pretest

Posttest

1
2
3

.9 0
.44

.08
.1 5
.1 0

* Mastery

.5 8

level = 0.05
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In each of the classrooms in which the error monitoring strategy was
taught, the teachers were able to progress only as far as the controlled practice step before the school year ended. Although significant progress was
made up to this point, the teachers anticipated that even greater progress
would have occurred if all eight steps had been completed. The following
comments from teachers illustrate their feelings about the error monitoring
strategy:
"My students are more aware of the types of errors they make. They
look more carefully at their spelling which they always used to take for
granted as being correct."
(High School Learning Disabilities Teacher)
"Learning this strategy has helped my students become more aware
of their writing. Finding their own errors was never so much fun.''
(Middle School Learning Disabilities Teacher)

"I saw a tremendous increase in the quality of my students' written
work. I feel that this strategy was very effective."
(Middle School Learning Disabilities Teacher)
"Now my students correct me when I make a mistake writing on the
board."
(High School Learning Disabilities Teacher)
The following sampling of comments from students indicates that
they also saw the benefits of the strategy.
"This is a good idea because it helps you learn how to correct your
work and make it neat."
(High School Learning Disabled Student)
"This is a neat strategy. It helped me write a paper for my Language
Arts class."
(Middle School Learning Disabled Student)

"I think it works and it helps me so I recommend this for the school."
{Middle School Learning Disabled Student)
"I think it is helpful and easy to remember because of WRITER."
(High School Learning Disabled Student)
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Summary and Conclusions
The error monitoring strategy developed by Schumaker, Nolan, and Deshler
(1985) has been suggested as a valuable tool for the learning disabled student.
It is particularly important at the middle school, junior high, and high school
levels where there is increased emphasis on the quali y of written work. Learning disabled students are frequently described as passive and disorganized in
their approach to learning tasks (Torgesen & Kail, 1980) and may fail to initiate
any systematic procedures for completing an assignment. Torgeson (1982)
found that although learning disabled individuals are less likely than normal·
students to use strategies to improve task performance, they can employ t em
when trained to do so.
Learning Disabled middle school and high school students from schools in
the Central Florida area were taught the error monitoring strategy. After just a
few short practice sessions, they demonstrated significant improvement in the
ability to detect and correct errors in their written work. When taught systematically through a set of eight instructional procedures, the error monitoring
strategy provides the learning disabled student with an organized approach to
learning; one that is designed to promote self-sufficiency and independence.
Utilizatio'1 of the earning Strategies Approach provides struct re and purpose
for learning disabled adolescents and offers a viable alternative in meeting their
unique programming needs.
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CAREER DEVELOPMENT: A LIFELONG
CONCEPTUAL MODEL FOR EDUCATORS
John Crocitto
Adults over the age of 21 spend more than 50% of their time at work or
work-related activities. Yet, for many, the decision. to enter a particular
career or occupation is made without proper knowledge or information (Marlowe, 1981; Chadbourne et al., 1982). The purpose of this article is to
acquaint educators with a framework to assist learners with the concept and
process that career development is a lifelong endeavor. A second aim is for
educators to become more familiar with this valuable body of information
which has personal as well as professional implications.
The writings of Abraham Maslow (1970; 1977) and Eric Erikson (1963;
1968) wi I be used to build a conceptual foundation. According to Maslow's
hierarchy of needs, the individual proceeds through lower order needs to
higher order needs and ultimately to self-actualization. Erikson's eight psychosocial stages describe the interplay between the environment and the
individual throughout the lifespan. These and other devetopmentalists
believe that there are specific tasks which must be completed at each stage
before the challenges of the next stage can be adequately addressed. Erikson
calls this the Epigenetic Principle (Sawrey & Telford, 1975).
Maslow's lower order needs are described as physiological and include
such basic l'fe-sustaining functions as eating, digesting, and sleeping, as we11
as such safety needs as security, protection, and freedom from fear. The next
need, the need for love and belonging, is established and later satisfied with
feel.ings of caring and genuine acceptance from the nuclear and extended
family, peers, social contacts and support systems. As one proceeds, the next
higher order need is the need for esteem. It is described as the desire for high
evaluation of self both by one's self and by significant others. Ultimately, the
individual seeks self-actualization, becoming everything that he or she is
capable of becoming. Self-actualization is the utilization of all talents, interacting independently and with significant others, both socially and at the
work place {Goud, 1983).
Erikson (1963; 1968) describes a positive and negative component for
each of the eight psychosocial stages. In the first four stages, age ranges suggest appropriate chronologically acceptable standards: trust vs. mistrust,
birth to 18 months; autonomy vs. shame and doubt, 18 months to 4 years;
initiative vs. guilt, 4-7 years; and industry vs. inferiority, 7-13 years. Erikson
places tremendous importance on the identity vs. role confusion stage which
occurs in adolescence through early adulthood. It is at this point in life that
the individual better understands his/her abilities, aptitudes and career
prospects. These five stages set the tone and expectancy level for the latter
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three adult stages: intimacy vs. isolation, early adulthood; generativity vs.
self-absorption, middle adulthood; and integr"ty vs. despa·r, late adulthood.
Careerdevelopmentalists (Roe, 1956, 1969; Super, 1957, 1983; Ginzberg,
1972; Ginzberg et al., 1951; Levinson, 1976) believe that career developmentcommences at birth. Anna Roe (1956, 1969) emphasizes the early childhood experience. According to Brachler (1982) and Zingara (1983), the home
environment· s crucial and sets the stage for meeting ear y career development
needs. If, for example, the youngster's home environment ·swarm and loving,
she/he will more likely select people-oriented careers. However, if the home.
environment is cold and harsh, the child will gravitate toward non-people oriented careers. Roe finds that the level and amount of accomplishment (professional, semi-profess·onal, skilled or unskilled) is determined by gene ics and
socioeconomic conditions.
Ginzberg, Ginsburg, Axelrod and Herma (1951) formulated a theory of
career development coming from four different disciplines: finance,. psychiatry, sociology and psychology. The theory is based on three major periods:
fantasy up to age 10, tentative up to age 1 7, and resolution up to age 24. During the fantasy stages (Crubbs, 1979), the youngster fol lows a Freudian model
and seeks instant gratification for his/her actions. Play resolves in a fantasy
word. The tentative period is characterized by a growing awareness of personal interests and values. The recognition hat these interests and values wi I
be met by some vocations and not by others indicates that the individual is
developing intel ectually and socially, and is acquiring financial awareness.
The fina stage, the resolution period, begins by selecting either an entry evel
position or by seeking additional education. Although Ginzberg (1972)
believes career development is a lifelong process, emphasis is placed on the
first 25-30 years.
Dona d Super (1957; 1983) believes that a positive yet realistic view of the
self is crucial in the career development process. The "ndividua develops primary self-precepts. These are patterned upon meeting lower needs as
described by Maslow. As the individual matures through adolescence, these
primary self-precepts are molded and become incorporated into secondary
self-precepts and ultimately a vocational self-concept emerges.
Super formulated five stages in his career theory: growth birth to age 14,
exploration age 14 to 25, establishment age 25-45, maintenance age 45-65,
and decline 65 p us. Unl"ke Roe who emphasizes early childhood experience
and c·nzberg et al. who stress later childhood and early adolescence experiences, Super places emphasis on the adolescent or exploratory per"od and
young adult or establishment periods. As the self-concept deve ops, the individual explores various work experiences which are incorporated into a personal repertoire that formulates the burgeoning vocational self-concept. As
the individual proc;eeds, experiences, either positive or negative, assist in formulating a picture of the world of work and his/ her place within that world.
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Levinson et al. (1976) studied adult and related career development from
adolescence to the early 50s. Development was viewed using a multidisciplinary approach abstracting from psychology, sociology, physiology, and
psychiatry. The six age-related periods are functions of adult systems and
play an important part in defining and shaping one's course in life (Hershenson, 1982).
Leaving the Family (LF) is the separation from the family. The major task is
developing a sense of emotional and financial independence from the family
of origin. For some, it begins after high school, but for those who enter college or other post-secondary training, this independence is often delayed a
few years.
Getting into the Adult World (GIAW) begins when the actions of one's life
shift from the family to a new home base. The period starts in the early 20s
and extends to the fate 20s. It is a time of exploration and provisional commitment to adult roles, responsibilities and relationships.
The next two periods Settling Down (SD) and Becoming One's Own Man
(BOOM) are marked by deeper commitments, personal investments, dependence and a greater independence and a sense of worth. During the SD
period, the individual finds his/her niche in society. The BOOM period is
marked by a close mentor relationship.
The early to mid-40s mark the Midlife Transition (MLT). t occurs whether
the individual has been successful during the early stages or has failed in the
search for affirmation by society. Aging now becomes an issue. This period
can be calm or filled with tension and turmoil. As MLT comes to an end,
Reestablishment (R) begins. It adds new J1fe and provides a basis of meaning
for living into later adulthood. It also is the time for great advancement and
creative gains.
David Tiedeman (1963) has initiated a decision-making process of differentiation and integration consisting of a series of stages that can be repeated
throughout one's lifetime. The first process, that of differentiation, is marked
by anticipation or pre-occupation with the career decision. The individual
reviews past experience, considers abilities, weighs options, predicts results
and tries out roles. Finally, a choice is made. The second part of that process
is the implementation or adjustment stage. During this stage, the emphasis is
to follow-up on the initial decision. Working through the choice and integrating those experiences into a new personal vocational framework will assist to
better understand one's seff (Hazier & Robers, 1984). This hen allows the
individual a more realistic understanding of his/her place within the world of
work and the ability to again undergo this decision-making process (Harren,

1977).
Horizontal mastery of the stages outlined in Figure 1 must be accomplished prior to vertical mastery. For example, a 30-year old who is married,
starting a family, and beginning to establish him/her self in a career, but who
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has not mastered the identity stages tasks as defined by Erikson wi 11 encounter
difficulty at Super's and Maslow's subsequent or high stages. The individual
must master these tasks even though she/he may be chronologically older
than ascribed by the theorists. Age-appropriate tasks can be devised to
accomplish the desired intent.
Listed below are suggestions that can be used in this process. They can be
collectively adopted or select"vely chosen as needs d"ctate:

1. Recognize career development as a lifelong process.
2. Personally internalize the concepts. 3. Recognize career decision-making helps resolve developmental prob4.

5.
6.
7.

lems.
Uti I ize the services of he occupational specialist or the career resource
person within the school organization.
Organize across grade levels and subject areas to more effectively
introduce career materials.
Ask for in-service training.
Make an effort to become more familiar with th"s field.

In conclusion, career development is a lifelong process. A sequential
career development pattern similar to the one described does exist. Informed
educators sho Id be cogn·zant of the developmental tasks and stages at the
respective leve s. Educators can, and should deve op and implement programs which assist individuals in his/her career developmen .
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PRIMARY GRADE CONTENT READING:
WHY AND HOW
Betty Anderson and Rosie Webb Joels
Is content area reading needed in the primary grades or is students' development of reading readiness, sight vocabulary, word attack, and comprehension enough to expect in those early years? If content reading is included,
must it be added to an already overcrowded curriculum? The point of view
presented in this discussion is that a foundation for content area reading can,
and definitely should, be established in the primary grades, and it should be
incorporated into the instructional process in such a way that these skills are
an integral part of the established reading program.
To develop this line of thought, we will look at the characteristics and
problems in content area reading in science, social studies, and math. Content materials outside of literature tend to be expository, that is, they g·ve
information, and it is presented in compactly written text. New vocabulary
load a so tends to be heavy. A fourth feature is abundant, important graphic
materials. Additionally, specific organizational patterns and writing styles
occur in each parf cular content area. Few of these features describe basal
reader materials widely used in pr·mary grades; these differences, and students' lack of familiarity with the features, often result in reading problems.

Science and Social Studies
Harris and Smith (1980) state that social studies materials tend to be presented in four distinct organizational patterns: 1) an initial statement, 2) point
of view presented, 3) cause and effect rela ionship, or4) chronological order.
McNeil, Donant, and Aikin (1980) consider chronological order, comparison, or cause and effect to be the major writing styles in social stud.es, and
they list c assification, explanation of a technical process, didactic explanation, or detailed statement of facts as common science organizational patterns. Harris and Smith (1980) note these features of scientific writing for
elementary students: 1) a simple classification; 2) deductive with a generalization given first, then examples and data; or 4) . inductive with data given
first, then classification and a generalization.
While all this may sound complex and beyond young pupils' understanding, it actually relates to beginning reading comprehension skills. For
instance, the initial statement, inductive, deductive, and didactic patterns
mentioned earlier are simi far to main idea-supporting details patterns emphasized in basal reader selections. The classification and comparison patterns
draw heavily on the compare and contrast comprehension skills, while
chronological order presentations are, of course, closely related to sequence
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of events. Teachers can start to develop the skills needed for content area reading by including non- fiction material along with the basals and by providing
skill reinforcement materials appropriate for content field skills.
A source of appropriate material is the specific subject's textbook series. If
available, reading instruction for one day each week or two could be given in
these materials rather than in the basal. A directed reading activity would
include vocabulary introduction, background information, guided silent or
oral reading, and skill development.
Teachers find other sources of content area reading materials when text- .
book series are unavailable. The important point here is to develop comprehension with both expository text and basal readers to provide a variety of
writing styles. Sources readily available include almanacs, non-fiction trade
books, newspapers, and pupils' materials developed through languageexperience activities. Any of these cou Id be used weekly for reading development while providing variety and motivation.
Increased new vocabulary load is typical of science and social studies materials, and often presents the student with comprehension, as well as decoding,
challenges. In early primary basal readers, the greatest vocabulary emphasis
is on recognition of words in students' meaning vocabularies. However, a
new content area vocabulary word's meaning may be unknown.
Such new words may be classified as either technical or specialized for
comprehension purposes. A technical word is unknown to the student, and a
specialized word is i.n the student's speaking/listening vocabulary but with a
different meaning. An example of a technical vocabulary word in a unit on
magnetism might be the word magnet. Using the same unit, the word force is
specialized.
Helping young children recognize and use context clues is one way teachers can improve vocabulary skills for content area reading, and the doze technique is useful in this area. While this technique is most often used in the intermediate grades, B achowicz (1977) suggested some variations appropriate for
younger pupils. Oral cloze can be used as an introduction to the method.
Material is read aloud to the children, and during occasional pauses they determine the next word when the context clues have made the choice obvious.
The Zip activity is also suggested for the primary grades. On a transparency,
tape is appl ied over the deleted words. Pu pi Is read the material silently, then
reread it orally, l ine by line. The group decides on each covered word; the
tape is "zipped off" to reveal the word, and reading continues. Synonym doze
can also be used to introduce the cloze procedure. Here a synonym is printed
under each deleted word to serve as a clue.
Most primary- grade teachers use language experience stories in the classroom, often to record sc·ence and social studies experiences. When experiences such as thes.e are dictated, written, read, and reread, students build
vocabu lary needed for content area reading.
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A skill area included in general comprehension, and important in science
and social studies writing, is main idea and supporting detai Is. At the readi ness level main idea is introduced when pupils are asked to tell about a picture, choose a title for a painting, or provide a title for a story. Close
observation of the pictures' detai Is is also relevant here, particularly if pictures with sc·ence and social studies content are used.
Mobiles are a motivating introducfon to main idea work. After reading short, non-fiction excerpts students can print the main idea on a large
card, attach it to a coat hanger, and hang the details from ·t on smaller
cards.
The newspaper is an important social studies resource, and work with
this material can begin in the primary grades. Pictures cut from the paper
can be used for caption writing or for matching captions and pictures. Using
a primary-grade newspaper provides even more opportunities to develop
main idea skills. Reading an article, students can identify significant details,
such as, who, what, or why. A ditto with these labels for columns can then be
filled in. The head ·ne can be u~ed for the main idea, if appropriate, or a main
idea can be written by the student. Sometimes headlines are not the main
idea, bu an attention-getter, so teachers should warn students about automatic reliance on headlines as main ideas.
These acfvifes help build main idea skill that ·s a solid foundation for
outlining. It is a short step from mobiles and newspaper pictures to a formal
outline. Pupils who have taken part in such activities are well prepared for
this more advanced ski I.
The ability to compare and contrast using written material ·s important
to both social studies and sc·ence. It is also a com.man writing pattern used
in both fields, so students should be taught to recognize and use it.
Primary-grade teachers have extensive opportunities to work with comparisons. During kindergarten programs, auditory and visual discrimination
activities help bui Id understanding of same and different. Pictures are used at
the readiness level to present information and teachers can ask questions to
develop comparison skills.
A learning center could be set up to provide further practice in compare and contrast with pictures related to science and social studies. An
easy game activity to add to the center requires a Compare and Contrast
game board and a set of cards. Each card needs two words that can be
compared and contrasted, such as, dog and cat, trees and shrubs, or police
and fireman. A spinner or die is used; if an even ·number is shown, the
player must tell two things that are alike about the items. Conversely, if
an odd number results, the player describes two differences. If correct,
the player moves forward the number of spaces revealed on the spinner
or die.
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Mathematics
Students encounter many of the previously described problems when they
read in the math content area. Additional.ly, they have to apply the information in either computation, problem solving, or both. A key factor in successful math experiences is the chi Id's mastery of math-related language ski I Is.
Complex words and phrases are included in the teacher's directions in beginning math instruction. This means that the child needs to have the appropriate
oral language component and its accurate conceptual counterpart to kno'-"':
what the teacher expects him to understand and then be able to carry out the
specific task.
Math words have been classified by Shepherd (1982). Paraphrasing, one
may describe these types as technical, specialized, process signals, and general. The first two were explained earlier. Technical words would include
addend, least, and compute. Specialized word examples are face, cone,
match, and frame.
Process signals provide clues to the operation to be performed, and include
times and difference. General words also aid students' comprehension ·n perceiving relationships, quantities, or concepts. Found in this group are before
and together.
The language of math includes many symbols that must be taught to the
students, s·ncethey are communication tools just as are the words and phrases
W 'i th which they can be matched. This matching is required because the ideographic symbol has an alphabetic equivalent, and students will encounter
both in math texts. Examples of these alphabetic and ideographic equivalents
are is equal to ( =) and times ( x). Specific competencies have been identified
as necessary for understanding ideographic symbols: 1) associaf ng a word or
phrase with the symbol; 2) expressing an idea in objects, pictures, and symbols; and 3) having an awareness that many symbols have multiple meanings.
Many classroom activities help students learn to deal with ideographic symbols. Activities suitable for teaching synonyms, for instance, can be used. It
may be helpful, as in teaching any vocabulary, to provide many contextual
settings for these exercises. Especially important would be the placement of
symbols within word problems.
Independent activities are important and might include puzzles and games
that require students to match symbols and their word partners. Activities similar to Zip, previously described, could be adapted to meet this goal.
Reading word problems presents students with another area often found difficult, and requires vocabulary comprehension, symbol interpretations, and
strong general reading skills. A fluent mastery and combining of these competencies are necessary for high achievement in word problems; but even this
cannot ensure success. The separate skills must be applied in a unique way
that students seldom encounter in any other content area.
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Advanced thinking and reasoning abilities facilitate steps necessary to
use information comprehended in math word problems. For example, main
idea and supporting detail must be ·dentified, organized, and used as directions are followed. The main idea of the problem is typically the question
asked and is the key element of the operation to be performed. Supporting
details are conditions given and supply the quantified elements used in the
operation .
Following directions requires that students comprehend and apply other
reading and computation skills in an accurate, sequential procedure. This
step may become even more complex when some of the steps have to be
inferred. Talking through a word problem while noting the computational
steps can be helpful. he teacher can number the steps as the class proceeds
through the problem. Students can dictate the steps in their own words .
Students' paraphrasing also will verify their accurate understanding of the
original text. Beginning with problems in which the steps are explicit and
given in a straight sequence wi l l enable the group to advance to problems in
which inferences must be made.

Cone usion

In this discussion, some problems related to content area reading have
been reviewed, and suggestions for incorporating content area work into the
primary grades have been given. It is hoped that, as some of these suggestions
are ried, later success in intermediate and secondary curricula will more easily be ac ieved.
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A THIRD DIMENSION TO
SOCIAL STUDIES CURRICULUM GUIDES:
THE SUITCASE KIT
Wentworth Clarke and Frederick Green
Social Studies in 30? Not such a ridiculous idea after all whefl one looks at
the recent history of Social Studies. During the 1960's and early 1970's, for .
example, Project Social Studies spawned many such projects which focused
on correlating curriculum objectives directly with historical artifacts, realia
and geographical phenomena. Among the more notable of those would be
the Anthropology Curriculum Study Project, the Boston Children's Museum:
MATCH, (an acronym for Materials and Activities for Teachers and Children), the High School Geography Project, and the University of Minnesota's
Project Social Studies kits.
Before we go on let us reflect a moment on an earlier article en itled "A
Little Red School House Becomes a Center for the Social Studies'' (1985 ) . Jn
that article we described a promis"ng new concept which was then developing in Seminole County, Florida, and whi,ch involved, not only the development of a student museum for Social Studies students and teachers housed in
an early twentieth century school building, but also a true center for Social
Studies curriculum development and museum outreach to the Seminole
County systems 42,000 youngsters enrol ed in Social Studies. Under the
leadership of the Social Studies Coordinator, and with the cooperation of the
University of Central Florida, an institute was created and entitled CREATE.,
an acronym for Classroom REalia, and Activities for TEaching. What follows
hen is a case study of a single school system as it successfully attempted to
expand on its social studies student museum concept and reach out to the
thousands of additional students who could benefit from hands-on experience with artifacts and realia correlated to their curriculum.
A memorandum was sent out to all elementary schools in the county from
the coordinator inviting principals to nominate teachers for a seven day
teacher involvement institute to be held throughout 1985-86. Substitutes
were to be provided for al I teachers ultimately numbering 3 1 and represen ing every elementary school in the county. Consultants were provided
through the Teacher Education Center at the University of Central Florida.
Teachers and consultants met with Social Studies Center staff on all seven
days as listed. We had the pleasure of serving as consultants for this institute
and provided training in generic components for suitcase exhibit extensions
to be correlated directly to curriculum guides for 4th and 5th grade social
studies for all courity schools. We also provided guidance in the development of the participant created suitcase exhibits which were to be produced.
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We noted above that such plans for complementing the elementary curriculum through the use of artifacts and realia correlated with curriculum
guides was not a new development. Indeed, in the late sixties and early
1970's the MATCH Box kits and the materials developed by Edith West at the
University of Minnesota regarding the .,,Family of Man" demonstrated the
power of pacing curriculum coordinated third dimensional realia in portable
k·ts and consequently loaning those kits to teachers in schools on request.
However, no idea lasts any longer than the materials that are available and
the materials described above are no longer available for purchase by individual schoo systems. Happily, the idea underlying them is available to all,
and that is precisely what motivated the Seminole County School system to
underwrite Institute CREATE.
Eighteen teachers of grade 4 social studies and 12 teachers of grade 5
social studies were formed into seven curriculum development task groups
each wi h a specific social studies unit identified to complement through the
development of a suitcase kit. In the opening session consultants identified
the generic components of each kit to include the fol lowing: tools, weapons,
clothes, shelter, government, educafon, occupation, furniture, aesthetics,
music, story telling, family life, food, and technology. The generic components of the suitcase kits were further described by suggesting specific components for each kit to consist of artifacts-realia, study prints and
photographs, some books and booklets, records and tapes, films and filmstrips , newspapers, letters, art and music.
The fourth grade groups worked on Florida history and complementary
k"ts; the three fifth grade development groups worked on American history.
Let us take a couple of examples of the finished product and ii lustrate correspondingly the diversity of the ingredients of each kit as wel I as the relationship of the third dimensiona materials to the existing curriculum guide.
Example 1 came from group four of the fourth grade development groups and
their theme was "F orida's Growth toward Maturity." The Growth toward
Maturity suitcase contained authentic rea ia or appropriate realia plus information, activities and study prints including original photographs of Florida
from the 1900's to the present. The topics selected were changing lifestyles,
transportation and communication in Florida. This suitcase exhibit was
designed to be used by the teacher to meet individual needs within the class
and work through large and small group discussion in the hands-on activities.
The teacher could choose to follow the general outline included in the teachers' guide or may select specific topics which meet his/her instructional
needs. The component parts for each topic area were colored coded and
numbered for the convenience of the teachers as well as to facilitate the location of the materials and their return to the kit on completion. Changing life
styles (group one within the kit) were all colored coded with red tags. The
teacher was instructed to take all materials with red labels and numbered one
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through sixteen from the suitcase items. Each had a red card listing questions
for discussion or activities to use with these items. A brief look at changing
lifesty es will give some idea of the kind of in hand material that was correlated to activities. These included a wire milk carrier with milk bottles, a
wash board, medicine bottles, ice tongs, a flat iron, early razors, a 1903 camera, a World War II officer's uniform, a phonograph, ladies dresses, circa
1900, a clock from the 1920's and study prints which focused on water
pumps, butter churns, ice cream freezers, lamps and record pla-yers. The second cluster of materials correlated to the curriculum guide was labeled yel-.
low for transportation and included a model locomotive from the early
1900's, a 1913 model automobile, 1926 delivery van, and 1932 delivery
truck plus study photographs, circa 1900 of Winter Park, Florida, a neighboring area. The kit also included a blue coded section with communications as
its theme; this section included authentic 910 and 1940 telephones, period
telephone books, a 1930's radio and a modern day satellite model.
A second example kit included a fascinating range of third dimensional
realia correlated to their fifth grade "Division and Reunion" kit. They
focussed on role playing of life in a confederate camp during the war
between the states. Actual photographic reproductions of conditions in army
camps, map skills and specific time lines, old newspapers and music of the
period was included. Camp life was brought particularly into focus because
the kit actually included a full scale white duck army pup tent which ingeniously could be unbolted and returned to the kit by the numbers, camp supplies, including mess kits, cookware, hard tack, and costumes for several
confederate soldiers, along with army cookery, music and photographs.
Other kits not detailed here include such fascinating things as authentic flags
that were flown over Florida, pirate realia, old weapons, slides, an astrolabe,
Spanish helmets, models of Spanish galleons, costumes of various periods,
flint pieces, coon skin caps, corn husk dolls, quill pens, lanterns, wash tubs,
model Conestoga wagons and stage coaches, aprons, hand mirrors, darning
needles, bellows, dust bonnets, tri cornered hats, men's colonial shirt and
breeches, authentic musket balls, wig curlers, lye soap, and games played by
revolutionary soldiers. Teachers were offered a wide range of ways to correlate the various activities and realia to their text and teaching guides but perhaps most important of all, was the hands-on experience with the wide range
of artifacts described, as well as human reaction to authentic literature,
prints, and pictures from the time periods. Through the use of the senses, generalizations and supportable opinions were to be formed on life styles, transportation and clothing in daily life, as well as survival in times past.
Not only did each group take the responsibility for identifying appropriate
realia and corresponding activities to comp ement their teaching guides and
units, they also took the responsibility for developing a prototype of each of
the kits that wou Id.ultimately be replicated and made avai I able to all teachers
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in the county. This meant that they had to fi d ways to pack the many things
that they wished to make available into a relatively small space as provided.
Each "suitcase" was actually a small trunk locker approximately 2 x 2 1 /2 x 4
feet and delicate items had to be packed in foam with an appropriate guide
placed in the lid of the box for repacking safely. The kits are now being used
in the classroom and the coordinator and the Social Studies Student Museum
staff are in the process of rep I ication making the kits avai Iable throughout the
county, on request. Social studies in 30? Yes indeed! Between the on-site
museum facilities and theme rooms plus the Institute CREATE suitcase kits,
this Center for the Social Studies has reached over 8000 elementary and secondary students with curriculum correlated experiences and realia this year!
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ABANDON SHIP!
PRESERVICE TEACHERS' EXPECTED
ATTRITION FROM THE CLASSROOM
Karen Biraimah

In 1985 Orange County schools lost 10 percent of their classroom teachers, though no staff reductions were made (State of Florida, Department of
Education, 1986). At this rate Orange County schools can expect a 50 percent teacher turnover rate every five years. And while Orange County's attrition rate exceeds the state average of 7 .4 percent, other counties within
Florida are experiencing teacher attrition rates that are more than twice tha
of Orange County schools (State of Florida, Department of Education, 1986).
Yet the problem of teacher attrition is not unique to F or"da. Previous research
into retention rates for teachers suggests that between one-quarter and onethird of all teachers will eventually leave teaching (Charters, 1970; Mark &
Anderson, 1978; Chapman & Hutcheson, 1982). One study predicts that up
to one- half of all teachers will leave the field within ten years (Sch echty &
Vance, 1981).
Research also suggests that educators should not only be concerned with
quantitative aspects of teacher retention rates, but with qualitative factors as
well. Studies suggest that those who have elected to remain in the teaching
field are, for the most part, less academical y proficient than those who leave
teaching (Schlechty & Vance, 98 ; Weaver, 1979).
Given the sustained growth rate of central Florida, these trends which indicate high rates of teacher turnover and decreased academic excellence
among those who stay in the classroom remain problematic. For not only will
loca school districts need to recruit replacements for teachers electing to
leave the classroom, but they may also be required to attract new and academically talented staff at a time when many potential teachers are being
lured into more lucrative fie ds.
To ascertain the degree to which teacher attrition rates may affect future
educational trends in central Florida, a pilot study was undertaken to determine career expectations of education majors currently enrolled at the University of Central Florida. The study was also designed to identify particular
characteristics, such as socioeconomic status or academic ability, which
might be associated with those teachers electing to leave, or those expecting
to remain in the classroom.

Methodology
This pilot study, initiated in the Fall of 1985 and completed in the Fall of
1986, involved 200 education majors randomly selected from third and
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fourth year students attending the Univers1
i ty of Central Florida (approximately 1,200 undergraduates were enrolled in UCF's College of Education in
1 986). Students completed a 30 item questionnaire designed to reflect
socii0econom :i c status (SES) as weU as education and career expectations. The
data were evaluated using simple percents to determine the characteristics of
students involved in the study, as weH as m ajor trends in expectations. Particular attention was paid to patterns of gender differentiation which might
occur.
1

A P:r ofile of Students
The student sample at the University of Central Florida, which consisted of
143 fem.ale and 5 7 m1a le education majors, reflected a broad cross-section of
the :l ocal population . Using parents' level of education as indicators of relative SES the sampl1e was evenly d·stributed among high, middle and low SES
groups, with each SES level representing about one-third of the student sam
ple (see Table · ). It was also noted that this crosssectional nature of the UCF
sample was maintained when the data were divided according to gender.
The preponderance of femal·e s in the random1sampling of UCF education
majors (72 percent) reflects to a great degree both the gender-differentiated
university enrolliment patterns and the reaHties of the modern job market
found within Florida and the U.S. For examp:l e, while half of all students
enrolled ~ any capacity at UCF were female, 80 percent of all education
.m ajors were female. The proportion of male and female U.S. elementary
school teachers reflects a similar pattern of gender differentiation. Femal'e
teachers outnumber male teachers by a ratio of about 5: 1 (Lipman~Bluman,
1: 984) ,.
1

-

TAHLE 1

EDUCATION MAJORS' RELATIVE SOCIOECONOMIC STATUS
Soc ·i; oeconomi~ c

Students
UCF Students
Male
Female

(200)
( 57)
(143)

32%
30%
33%

Status

Middle

High
(64)

37%
32%
38%

(1 7)
(47)

(73)
(18)
(55)

Low
32%
39%
29%

(63)
(22)
(41)

Note: A sodoeconomic scale was constructed for UCF students using (a) Father's education (university or graduate work = 4; post-secondary or community college = 3;
secondary or vocational ~ 2; elementary = 1 ); (b) Mother's education (same point
scale as Father's education). The sample was then divided into three groups high,
middle, and low SES based on the total number of points scored. (7-8 point = high
SES; 5-6 points = midd .l e SES; 2-4 points = low SES).
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Expected Longevity within Education Careers
To ascertain expected retention rates within their chosen careers, students
were asked what career they expected to obtain shortly after completing their
studies, and what was the most important career they expected to secure during their lifetime.
A review of career expectation data suggests fairly high retention rates
within the field of education, which included instructional as well as noninstructional positions. For example, 96 percent of al I students sampled
expected to obtain some type of educational career immediately after leaving·
school, while 81 percent of the sample expected to remain in the field of education throughout their lifetime (see Table 2).
However, if one examines the specific area of classroom teacher (K-12), a
retention pattern similar to that discussed in the literature becomes apparen .
Ninety-four percent of all education majors sampled expected to become
classroom teachers immediately after graduation, but only 39 percent of the
sample planned to remain. This means that nearly 60 percent of all those
education majors planning to begin their careers as teachers expect to abandon the profession later in life.
When the data are divided by student gender, the high attrition rate
for male teachers is underscored. Though 95 percent of all male education majors expected to become teachers shortly after graduation, only 25

TABLE 2
EDUCATION MAJORS' CAREER EXPECTATIONS
Students
Education
Majors
Expecting

Total
(N = 200)

Female
(n=143)

Male
(n = 57)

Initial Career
in Education

96%

(192)

96%

(137)

96%

(55)

Lifetime Career
in Education

81%

(1 61)

80%

{114)

82%

(47)

Initial Career in
Teaching (K-1 2)

94%

(188)

94%

(134)

95%

(54)

{64)

25%

(14)

Lifetime Career in
Teaching {K- 12)

39%

(78)

45%

Note: Percent based on total number of education majors invo lved in study.

41

percent of those males sampled expected to remain in the classroom. Female
education majors also expected to leave teaching in large numbers, but not
to the extent of their male counterparts. Ninety-four percent of all female
education majors sampled expected to become teachers immediately upon
graduation, while 45 percent of those sampled expected to rema·n in the
teaching field.
When one examines the expected attrition rates by student gender and
grade level, several trends become apparent. First, the expected attrition rate
does not rema·n constant when these subsamples are examined. For example, male education majors have a far higher expected attrition rate than
female education majors. While the expected K-12 teacher attrition rate
for females is 52 percent, the expected attrition rate for males is 74 percent
(see Tab e 3).
Attrition rates also appear to vary when the data are divided into elementary and secondary subsamples. The results of the survey, reported in Table
3, show a 70 percent expected attrition rate for education majors anticipating
secondary school teaching pos"tions, but only a 45 percent expected attrition
rate for education majors anticipati g elementary school teaching.

TABLE 3
EXPECTED ATTRITION RA TES

Students Expected Initial Teaching
Careers (K- 1 2)

Preservice Education Majors
Expecting to Leave

Total
(N = 188)
Teaching (K-12)

59%

(110)

Female
(N = 134)
52%

(70)

Male
(N =54)
74%

(40)

Students Expecting Initial Elementary
Teaching Careers
Total
(N = 88)
Teaching (Elementary)

45%

(_40)

Female
(N = 79)
44%

(35)

Male
(N=9)

56%

( 5)

Students Expecting Initial Secondary
Teaching Careers
Total
(N = 100)
Teaching (Secondary)

70%

( 70)
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Female
(N =SS)
64%

(35)

Male
(N =45)
78%

(35)

Thus, on the basis of these data, it would appear that the greatest expected
longevity and career stability wou d most likely be found among female educafon majors preparing to teach in an elementary school (44 percent
expected attrition rate). Conversely, male education majors preparing to
teach in a secondary school ref ect a far less stable future, with an expected
attrition rate of 78 percent.
What these data imply is that education majors sampled at the University
of Central Florida exhibit similar, if not higher, expected rates of teacher
turnover than those reported in the literature. Neary three-fifths of all educa-.
tion majors sampled expect to leave the field of teaching later in their lifetime. Furthermore, about half of the female students and three-quarters of the
male students expect to leave teaching. The data also suggest that far ess
instructional staff stabi I ity can be expected · n secondary than in elementary
schools.

Issues of Teacher Quality
Though the previous discussion has focused on issues of teacher quantity,
the literature on teacher attrition also suggests that those who remain in the
classroom·are less able than those who leave. To examine the quality issue
more closely this paper will now review the achievement leve s and educational expectations of those education majors involved in the study to determine if gender or career expectations might be associated with academic
ability.
While the data in Table 4 suggest that those who leave K-12 teaching have
slight y higher self-reported GPAs than those who remain in K-12 teaching,
the difference is not significant. For example, UCF students expecting to
remain K- 12 teachers had an average GPA of 2.98, while those who
expected to leave has a GPA of 3.04. This pattern remained constant when
the data were examined by gender. It should also be noted that there was no
appreciable difference between male and female students' GPAs.
However self-reported GPAs are only one measure of quality for education
majors who chose to remain K-12 teachers, and those who expected to
leave. Those students participating in this study were also asked what was
the highest level of education they expected to complete (i.e. bachelor's,
master's or doctorate). When we examine these degree expectations
(see Table 4) several trends become ap~ ....-~nt. First, regardless of career
expectation, fewer female students than male students aspired toward a
doctorate, though these results did not appear to be the direct result of
academic ability, as males and females in the UCF study had approximately the same GPAs . Rather, the gender of a student, more than a
student's level of ~cademic achievement appeared to determine educational
expectations.
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TABLE 4
EDUCATION MAJORS' ACHIEVEMENT LEVEL
AND EDUCATIONAL ASPIRATIONS
(by Self-Reported CPA's and Degree Expectations)
Students Self-Reported GPA's
Category

Total
(200)

Female
(143)

Male
(57)

All Students

2.99

3.00

2.95

Remain Teacher (K-1 2)
Leave Teaching (K-12)
Rema·n Teacher (Univ.)

2.98
3.04
2.84

2.98
3.05
2.85

3.00
3.02
2.83

Degree Expectations

Total
(78)

Remain Teacher (K-1 2)
Female
(64)

Male
(14)

Career Expectations

Bachelor's Degree
Master's Degree
Doctorate

21%
67%
1~%

(16)
(52)
(10)

Total
(82)
Bachelor's Degree
Master's Degree
Doctorate

9%
61%
30%

(7)
(50)
(25)

Total
(31)

Bachelor's Degree
Master's Degree
Doctorate

61%
39%

(19)
(12)

19%
69%
13%

(12)
(44)

(8)

Leave Teaching (K-1 2)
Female
(55)
5%
69%
25%

(3)
(38)

(14)

Remain Teacher (Univ.)
Female
(18)
72%
28%

(13)
(5)

(4)
(8)
(2)

29%
57%
14%

Male
(27)
15%
44%
41%

(4)
(12)
(11)

Male
(13)

46%
54%

(6)
(7)

Second, when we review the results of the UCF sample we find, not unexpectedly, that more students who planned to leave K-12 teaching aspired
toward a doctorate as opposed to those who expected to remain in K-12
teaching (30 percent and 1 3 percent respectively). The results also confirm
assumptions that those students aspiring toward university or community college teaching careers would maintain the highest level of degree expectations (39% expected to earn a doctorate). Yet, as 67 percent of those
education majors expecting to remain K-12 teachers planned to obtain a
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master's degree, · it would be difficult to support the notion that less academically qua I ified personnel remain in the classroom. However, it remains probematic whether GPAs and degree expectations can identify those candidates
most likely to become accomplished K-12 teachers.

Implications and Further Research
The tentative conclusions which can be drawn from this pilot study suggest
that central Flor.i da, like other areas studied in the literature, can expect an ·
equal if not lower retention rate of experienced classroom teachers, particularly with regard to male teachers, and secondary school staffing. The effects
of such high turnover rates within central Florida's teaching pool have far
reaching implications for those responsib e for staffing school districts, as
well as for those profess·onals involved with career counseling and the
design of teacher training programs.
And whi e the data did not suggest any significant difference in academic
abilities between those teachers who expected to remain in the teaching field
and those who expected to leave (perhaps because of the indicators used),
the extension of this pilot study to a longitudinal project employing other
indicators of academ·c ability, such as SAT or GRE scores, might clarify the
issue.
Furthermore, if additional research does indicate that central Florida, like
muc of the country, may suffer from low teacher retention rates as well as a
"brain drain" from within the shrinking ranks of experienced practicing
teachers, then several recommendations are in order.
Though it has frequently been suggested that public education can be
improved by increasing the entrance requ·rements for teacher training programs, the effect may be just the oppos"te. Higher standards will not necessari y attract more academically able candidates ·nto the teacher training
program, nor are they likely to have any appreciable effect on retention rates.
Rather, issues such as salary, perceived status and appropriate avenues for
professional growth may be key factors responsible for attracting and retain·ng h"gh quality teachers which will, in turn, sustain high quality education in
centra Florida.
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ATTE

DING TO THE "QUIET COMMUNICATORS"
IN SUPERVISION
Susan McKinney Andersen and R. A. Rothberg

Take a moment to mentally list the skills which should be included in a job
description of the educational supervisor. If you did not have "ability to communicate effectively" or "strong interpersonal orientation" near the top of
your I ist, chances are that you have not read the educational supervision I iter-.
ature in the past twenty years. Effective communication is a very important
competency in instructional supervision. Without clear, direct communication, the supervisor could not possibly build with teachers the type of
nonthreatening, healthy and fruitful relationship necessary to facilitate
growth as a professional.
Much attention has been given to the verbal aspects of communication
ways in which messages may be structured for maximum impact, clarity and
effective power. Boyan and Copeland (1978), for example, have suggested a
number of verbal strategies which can enhance supervisor-teacher communication: asking clarifying questions, paraphrasing, checking perceptions
and self-d~sclosing. But other communication skills such as listening, nonverbal communication and attention to semantics, have received less attention as relationship builders. Further, instructional supervision materia l s
generally lack examples of effective non-verbal, listening and semantic skills
and provide virtually no practical suggestions for building competency in
these areas. The purpose of this paper is to explore the relative importance of
the "quiet communicators" in supervision and to provide the instructional
supervisor several practical ways of improving his/her own communication
skills.
The belief that verbal messages alone have the power to communicate
meaning has strong appeal. According to our cultural norms, the effective
communicator is the one who "says what he means and says it well". Appearances, we are told, should not make a difference ... it's the idea that counts.
I hear you. I should take you at your word. How simple and appealing these
phrases are, yet how inaccurately they describe our real communication
experiences. In the early years of this century, communication was thought
to follow the "injection model": John "injects" Bob with his verba message;
Bob is affected by that message in the manner in which John intended him to
be affected.
But, modern communication research has found that the process is far less
predictable than originally believed. Indeed, John never communicates his
full meaning to Bob, so he can never be sure of Bob's response to the message. Further, studies have shown that only 20-30% of the message which
is communicated from John to Bob is transmitted over the verbal channel
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(Birdwhistell, 1970). The remainder of the message includes the speaker's
non-verbal behaviors which are assigned meaning by the message rece i ver,
situational factors which impose a tone or context over the verbal message,
perceptions and interpretations of the receiver regarding the speaker and the
message which may significantly alter the meaning of the message, and the
feedback behavior of the message receiver which acts to alter the speaker's
intended presentation of the message.
Much of the literature used to train instructional supervisors emphasizes
the importance of establishing an atmosphere of trust, support and interest
within the supervision process. The Florida Performance Measurement
System provides materials which the practicing supervisor may use to help
teachers ·mprove the quality of instruction, including observation instruments which require low-inference, non-judgmental, supportive and objective communicaf on from supervisor to teacher. But, no matter how well
the supervisor learns the role of teacher-helper, his communication will seldom be effective until he has better understanding of the messages he is sending via the "quiet communicators" non-verbal behavior, listening and
semant·cs. t has been noted correctly that supervisors probably already possess "a wealth of experience about interpersonal communication," but that
th"s may not always be accessible to him for direct application in a given
·nterpersonal situation.
Muc of the information to follow is not "new" in terms of theory or even
common sense, but what may be helpful to the supervisor, is the examination
of communication skills in isolation and he examples which will attempt to
place these skills back in the setting of day-to-day supervisory practice.

0

-VERBAL COMMU

ICAT ON

Sereno and Mortenesen (1970) express the most commonly accepted
definition of interpersonal communication: the process by which senders
and receivers of messages interact in given social contexts. Yet, Hayes
(1977) has observed that non-verbal communication training is deemphasized in our educational system which places great premium upon
verbal competency and literacy. Too often, the verbal message is viewed as
the object of the interaction, while the non-verbal behavior is viewed as mere
packaging.
Simul aneous with our culture's tendency to disinvest non-verbal communicat· on of meaning i s the irony that when verbal message and non-verba
behavior do not match, we tend to bel ieve the non-verbal behavior. Clearly,
non-verbal behavior has meaning, but the assumption is that non-verba l
messages are unconscious and out of the control of the speaker. From this
perspective, it is unnecessary to try to improve nonverbal communication .
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Research by Birdwhistell (1970), Mehrabian (1967-69) and Hall (1966),
however, has contradicted this notion. Not on y can non-verba behavior be
used consciously and purposefully, it must be attended to if the individual
has taken on the task of improving his communication effectiveness.
According to common classification, there are three elements of nonverbal
communication which carry meaning into the supervisor-teacher interaction; proxemics, paralanguage and kinesics. Proxemics deals with perceptions of "social and personal space" (Hayes, 1977). Hall (1966·) has spoken of
three kinds of space which hold communicative value:
1. Feature-fixed space the unmoving and clearly de ineated space
found in buildings and rooms;
2. Sem ifixed feature space - the space created by moveable arrangement
of objects such as chairs and desks;
3. Informal space - the distances maintained in encounters with others.

Paralanguage deals not so much w"th what a message says, but how it is
said. Trager (1958) has divided paralanguage into four parts, each with their
own special communicative value:

1. Voice quality such factors as pitch, resonance, volume, rate and
rhythm;

2. Vocal characterizers such factors as laughing, coughing, throat clearing and sighing;
3. Voca qualifiers such factors as momentary variations in pitc and volume;
4. Vocal segregates such factors as non-f uencies (ah's and er's) and silent
pauses.

Kinesics is the branch of non-verbal communication wh·ch studies communication through body motion (Birdwhistell, 1970). Commonly, kinesics
is divided into three areas of consideration:

1. Posture defined as body orientation;
2. Facial expression;
3. Gesture including both intentional and unintentional "sign language".
Imagine a supervisor, Mrs. Brown, who is preparing for a conference with
one of her teachers, M .r. Ward. Before her are observation charts, a professional development plan, and notes she has prepared to use in the upcoming
conference. Mrs . Brown has rehearsed in her mind several times what she
will say to Mr. Ward to get the conference off on the right foot, and has even
anticipated the ~xchanges of conversation they might have in the thirty
minute meeting.
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But, Mrs. Brown has given no thought to the non-verbal aspects of the message she intends to share with Mr. Ward. The meeting is to take place in her
office, a good sized room far removed from the c assrooms and teachers'
lnunge. Her office is filled with reminders of her twenty-five years of service
at this school (Mr. Ward came on the staff last Fal I). From her cha·r behind her
desk, Mrs. Brown will be at least five feet from Mr. Ward who will sit in the
"visitor's chair" just inside the office door.
While Mrs. Brown has learned well the "helper script" necessary for
effective supervision, she does not realize that she has the habit of coloring her objective statements with subjective paralanguage. Some of her
teachers have sensed a "double bind" in conferences with her. Although
she verbally asks them to share their concerns and ideas, Mrs. Brown's
frequen· sighs and rapid inte ·ections communicate impatience during
teacher se .l f-disclosing.
Mrs. Brown also uses "body language" to communicate to her teachers her
pos"tion of authority and "business only" attitude toward these conferences.
Her posture ·s rigid and steady, her eye contact is m.inimal (she prefers to look
at her notes or the forms on her desk), and she uses gestures to emphasize the
importance of her words (beating out the points she makes on the desk with a
stiff index finger).
By examining Mrs. Brown's non-verbal communication, we really do not
need to see a written script of the conference to have a feeling for the kind of
message communicated to Mr. Ward. Neither Mrs. Brown nor Mr. Ward will
likely rea ize that the actions are speaking louder than the words in their
meeting.

L.ISTE

I

G

Much has been written in supervision texts about the importance of effective listening in establishing strong interpersonal relationships. Nichols
(1957) led the crusade for adopting "active listening behaviors" and many
writers since have refined his theories beyond his original 11 10 skills of better
I isten i ng."
The field of educational supervision has advocated listening as the best
way to ensure understanding and to promote stronger supervisor-teacher
relationships. Recent research in the field of listening has indicated that
engaging in active listening may be one of the most powerful staff development tools in the supervisor's repertoire. Rogers and Farson (1977) have
noted that "People who have been listened to in this new and special way
(active listening) become more emotionally mature, more open to their experiences, less defensive, more democratic and less authoritarian."
But active listening is more than just head nods and smiles, knowing the
ri.ght questions to ask and paraphrasing the speaker. Indeed, merely playing

so

the role of the interested listener may be more detrimental to the relationship
than not listening at al . Serafini (1975) says:
A word of caution. If you are insincere and playing a pretense of
·nterest, the speaker will quickly pick this up and reflect it back to you.
If you are not consciously aware of this behavior on your part, you may
attribute negative behavior to the speaker, when in actuality you were
the initiator, or caused, by your own disinterest, a reciproca display of
closed, disinterested, defensive or antagonistic behavior. ·
Let us return for a moment to Mrs. Brown as she prepares for a supervisory
conference with Mr. Ward. Remember that she has rehearsed in her mind the
things she wishes to share with Mr. Ward. She has met with him on many
occasions and can almost anticipate the conversation they will have regarding his most recent observation.
Without intending to do so, Mrs. Brown has cosed the door to two-way
communication, even before the conference has begun. In her wellintentioned concern to be prepared and to make the conference a worthwhile exper·ence for the teacher, she has permitted her agenda to dominate
the conference. According to the theories of selective attention and perception, she will only uactively" listen to those things Mr. Ward says which ft the
script she has already written. If this istening behavior continues over the
next several conferences, Mr. Ward wil I learn at an unconscious level that he
will be attended to only when his communication matches the expectations
of Mrs. Brown. This might not be harmful if Mrs. Brown has pos"tive expectations for Mr. Ward, but what if her expectations are negative? Mrs. Brown
will be attending to and supporting the very behavior she finds deficient.

SEMANTICS
It may seem curious that semantics should be included under the "quiet
communicators." After all, the study of semantics is the study of words, isn't it?
The reason for discussing semantics is to point out that even the words
and phrases a supervisor uses may communicate more or different messages
than intended. Are our words really describing what we wish for them to
describe? As S. I. Hayakawa (1985) has affirmed, "Meaning is not in words,
but in people."
The supervisor's attention to semantics needs to start at the level of his/her
internal thoughts about the job, the teachers and the school. Then it may proceed to conscious attention to the multiple levels of meaning which words
have in supervisor-teacher conversations. Return to Mrs. Brown as she thinks
about her impressions of Mr. Ward. "He has grown in his year at Skylark Elementary." "For a_young male, he has had little trouble getting along with the
other teachers."
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On the surface, these comments seem complimentary. Mrs. Brown may
have convinced herself that her assessment of Mr. Ward is objective and clinical. But, in examining the semantics of her statements, there can be confusion. The observation that Mr. Ward has "grown" in the past year implies
that, in her assessment, the teacher had entered the school professionally
immature (or less mature) or in need of remediation (how had he grown? Perhaps, as a result of Mrs. Brown's direction?). Mrs. Br0wn attaches the label
"young male" to Mr. Ward, along with the implication that a young male in
an elementary school is an anomaly. Although Mrs. Brown believes that he
has had "little trouble getting along with the other teachers" (an unexpected
turn of events?), she is still willing to attach the epithet "young male" on Mr.
Ward (a unexpressed fear that he might pose some problems later on "I'll
have to keep an eye on this one"). With these internal semantic conflicts
going on in the mind of the supervisor, would it be any surprise if Mrs.
Brown's spoken words to Mr. Ward communicated her ambivalent feelings
toward h"m?
It should be clear that the thirty minute communication process between
superv·sor and teacher is an opportunity for volumes of spoken and unspoken
messages to pass between the participants. This paper has deliberately fixed
its perspective on the verbal and non-verbal behavior of the supervisor, with
the footnote that the messages of the teacher would be similarly complex and
contradictory. Since the role of the supervisor in the instructional setfng is to
fac"lita e growth in the teacher through improved communication, the follow·ng list of recommendations is offered. While it is not exhaustive, it ·s
intended to help the supervisor and student of supervision evaluate his/her
own communication behavior and to suggest a point of origin in a program of
communication of self-improvement:

SPECIFIC SUGGESTIONS:
Non-Verbal Communication
1. Vary the setting of supervisory conferences, preferably holding conferences in "neutral" settings as a lounge or special conference room.

2. Be aware of seating in conferences: sofas or upholstered chairs are
preferable, but, if not available, teacher and supervisor should sit side
by side at a table (not a desk).
3. Do not have the chairs in place prior to the conference. Allow the
teacher to determine how close he/she will sit to you. Keep in mind, the
greater the physical distance, the greater the psychological distance.
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4. Become familiar with your vocal characteristics. Use tape recordings,
feedback from friends to determine the pitch, rate, tone and volume of
voice which is the most pleasing given your vocal qual"ties. Tension
tends to unfavorably distort the voice. Practice deep (diaphramatic)
breathing to deepen and enrich your voice.

5. Be as honest in your oral communication as possible. To suppress feelings or to express feelings which you really are not experiencing takes a
great deal of concentration. It is extremely difficult to have your verbal
and non--verba( behavior congruent if you believe otherwise.
6. Do not be afraid to touch appropriately. A light pat on the arm of your
partner, even the casual touch of his/her notebook or the table just in
front of them communicates openness.
7. "Mirror" your partner's non-verbal behavior. If she is
lean forward. If she is expressive with her hands,
communicate your meaning. People tend to like
they accept as behavior in themselves and will be
trust you.

leaning forward,
use gestures to
in others what
more willing to

Listening

1. Stop thinking 9f yourself as the "devil's advocate." The dev·1 can defend
himse f. Instead, be a teacher's advocate.
2. Think about a critical point in your life. Did you gain more from the
people who gave you advice_, or the people who let you use them as a
sounding board for your own ideas?

3. Listen for total meaning, both content and feeling. Avoid commenting
upon content until you have clarified your understanding of the
speaker's feel·ng. Not non-verbal cues.

4. For practice, select a controversial topic to discuss with a friend. Before
either speaker makes a comment or expresses an opinion of his/her
own, he/she must paraphrase the other speaker's Jast comment.
The paraphrased comment must meet the satisfaction of its author in
terms of accuracy before the second speaker is allowed to make his/her
point.

5. Practice taking at least one risk the next time you are a listener. This
may mean avoiding making a comment which is evaluative in nature.
6. Try to go _one entire day without having the last word
conversation.
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in any

SEMA.N TICS
The next time you compliment someone, don't "give" them the compli .m ent. Any compUment which is worded in such a way that the appreciated party is obFged to say "thank you" is really not a compliment, it is a gift
of flattery.
Less Effective:

"Mary you did a wonderfu:.I job coordinating the
proj:ects for the Science Fair."

"Thank you, Mrs. Brown. It was really nothing.''
More Effective:

"Mary, it's clear from the success of the Science Fair
that your long hours paid off. Thank you tor the hard
work."
"You're wel'come, Mrs. Brown. I agree that the Fair was
a great success .n

!I mproved non-verbal communication, ,l istening, and semantics are the
quiet communicators that can help us become more helpful to others. These
are important considerations ff instructional supervision is to be more meani gful. Too often, teachers are disappointed by the qual .i ty and quant·ty of
the:i r supervis1
i on. Attention to these communicati1on skiills might make a significant difference in improving the quality of assistance.
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administrators to develop programs and policy to insure the rights of handicapped children. The goal of this research is to present a legal perspective for
the teaching of handicapped children in physical education and offer specific
recommendations for the successful implementation of educational programs for the handicapped.
A policy analysis was performed with regards to the legal aspects of teaching the handicapped child in physical education with emphasis on due process as it applies to PL 94-142, a free and appropriate education under PL
94-142 placement in the least restrictive environment, and individual educational plan as it applies to physical education. The three major sources of
American law (case law, statutory law, and administrative adjudications and
decisions) provided the base of data for this policy analysis. Significant case
law was reviewed and analyzed with emphasis on recent U.S. Supreme
Court decisions. Statutes presented include Section 504 of the Rehabilitation
Act of 1973, Public Law 94-142 and the reauthorization of Public Law 94142. Administrative adjudications and decisions which have been handed
down by various federal and state agencies were also presented.
In order for school administrators to successfully implement the intent and
spirit of the education of the handicapped regulations, the following guidelines have been recommended:
1. physical education services should be provided for handicapped students commensurate to those provided for non-handicapped students,

2. the needs of each handicapped child relating to physical education
should be evaluated individually,
3. school administrators should insure that district and building policy
interface with the procedural safeguards inherent in PL 94-142,

4. the extent of physical education services offered under PL 94- 142
should be delineated in the individual educational program for each
handicapped student.

CONT.RIBUTORS TO THIS ISSUE
Susan McKinney Anderson, Adjunct Instructor, College of Arts and Sciences,
UCF
Betty Anderson, Ed.D., Professor, Instructional Programs, College of Education, UCF
Karen Biraimah, Ph.D., Assistant Professor, Educational Foundations, College of Education, UCF
Delorys Blume, Ed.D., Associate Professor, Educational Foundations, College of Education, UCF

57

Wentworth Clarke, Ed.D., Professor, Instructional Programs, College of Education, UCF
John Crocitto, Ed.D., Assistant Professor, Educational Services, College of
Education, UCF
Frederick Green, Ed.D., Professor, Instructional Programs, College of Education, UCF
Rosie Webb Joels, Ph.D., Associate Professor, Instructional Programs, College of Education, UCF
·
Nancy R. McGee, Ed.D ., Professor, Instructional Programs, College of Education, UCF
Jennifer M. Platt, Ed.D., Assistant Professor, Educational Services, College of
Education, UCF
R.A. Rothberg, Ed.D., Professor, Educational Services, College of Education,
UCF
Elizabet h W. West, M.Ed., Teacher, Winter Park High School, Winter Park,
Florida

DOCTORAL DISSERTATIONS
Edwin W. Kinney and Ron Hirst
The purposes of the publication, Ideas in Education are:
1. To disseminate new and/or useful ideas to educational practitioners;
2. To stimulate research by providing models and a wide range of topics
for the readers;
3. To provide a forum for program development ideas and/or information
about their implementation in educational settings.
Persons who have contributions to help achieve these purposes are
encouraged to submit articles for consideration.
Please observe these conventions:
1. Articles should be of 1000 to 2000 words. Roughly 4-10 double-spaced
typewritten pages.
2. Submit three copies. This will expedite review procedures.
3. Use the format of Publication Manual of the American Psychological Association. Send your manuscripts to:
Patricia C. Manning, Editor
Educational Research and Program Development
College of Education
University of Central Florida
Orlando, Florida 32816
305-275-2331
58

.University of Central Florida
Orlando, Florida 32816

Editor, Ideas in Education
Fesearch Office-College of Education

