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' Préface to the New Edition

~ Since its first appearance in 1986 under the auspices of
UNICEE, this little handbook has found countless admirers
and users all over the country. As its author I have never
stopped feeling both surprised and daunted by the expec-
tations that so many people associate with this book.
Apparently, the book fills a gap which is much bigger than
I had thought at the time of planning to write it. Voluntary
agencies were always enthusiastic about it, but now even
state governments are taking a keen interest in disseminai- s
ing it. Its revised Hindi original, which was brought out by
the National Book Trust some time back, has also found an
audience among parents. This new English edition will, I
- hope, satisfactorily meet the demand which has been
created by fresh initiatives in primary education. |
| I am grateful to UNICEF for permitting the publication
- of this revised edition by the National Book Trust. I am also
- grateful to Frances Kumar, my wife and dedicated teacher
of young children, for helping me draft the revisions and
 identifying the English poems included in the chapter on
‘Reading’. | -

g Centfal Institute of Education B KRISHNA KUMAR
- Delhi University : , :
15 September 1998
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Preface to the First Edition

.~ The activities described in this handbook were tried out at

- the Children’s Literature Centre, Tikamgarh, Madhya

Pradesh, during the summer of 1985. My real gratitude is

. to the children who came to the Centre at 6.30 every

- morning to participate in the activities and who helped me

study the practical aspects of the perspective with which

I was working. I dedicate this book to those children. I also |

~ wish to express my gratefulness to Gurbachan Singh .and

Phool Chandra Jain who helped me organize the activities -
~at the Centre. :

. My indebtedness to several language pedagogues of
this century is obvious. Although I have used no direct
quotations—in order to avoid the academic look that

- might deter some people from using the book—I have
drawn heavily on the work of Joan Tough, Sylvia Ashton

‘Warner, and James Britton. I have also freely used the ideas
that I got from reading Frank Smith, Piaget, Vygotsky,
Chukovsky, Gijubhai, and Rabindranath Tagore. The last
two encouraged me to continue with my belief that it is
possible to practice child-centred pedagogy under Indian
conditions. | | , .

It is primarily to spread this belief that I wrote this
handbook. I wish to thank UNICEF for letting me under-
take its writing. Its recipients are teachers of pre-school
and primary school children, trainers of these teachers,
supervisors, and curriculum framers. Perhaps it will reach
some parents as well. I hope it will make a small contri-

- bution towards softening our system so that ultimately
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r : children 1 may begm to look at the prlmary school as a nice,
" enjoyable place where they would want to stay '

KRISHNA KUMAR
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' WHAT DO WE MEAN BY LANGUAGE?

‘Most of us are so used to defmmg language as a means of
communication that we often forget its usefulness as a
means to think, feel and react to things. This wider use of
language is extremely important for people who want to
work with young children, for in childhood language
plays a formative role in the development of the child’s,
personality and abilities. It acts as a subtle, yet strong,
force, shapingthe child’s perception of the world, inter-
ests, capabilities; and even values and attitudes. This
handbook, particularly this chapter, will explain how.
~ First, however, we need to be clear about something
which usually creates a lot of controversy. School teachers
are used to thinking of “Hindi’ and “English’ or some other
language as a school subject; so they would expect this
book to be about the teaching of one specific language.
‘Experts, on the other hand, are used to making strong
- distinctions between the child’s first language, second
language, and so on. Both teachers and experts expect that
~a book about language teaching should start by describing |
‘the rules that govern a particular language, its common
structures, its vocabulary, and so on. |
This book does nothing of this sort. It is certainly not a
guide for teaching this or that particular language It is
about the functions that any language performs in the lives
of children. Every child in the world—whatever his or her
mother-tongue—uses language to fulfil certain immediate
purposes.- One major purpose is to make sense of the
world, and in fulfilling this purpose language acts as a
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2 THE CHILD’S LANGUAGE AND THE TEACHER

marvellous tool. Unless we are able to take the child’s point
of view and understand the functions that language plays
in the child’s life, we cannot properly determine our role as
teachers, Caretakers or parents. '

Language and Doing

Children’s use of language is closely related to the things -

they do with their hands and bodies and the objects they
come in contact with. Words and action go together in .
childhood.  Actions and experiences, create the need for
words, and words provide access to an experience after it
is over. With the help of words, children enrich their

- relationship with the objects they come in touch with. On

the other hand, words without action or contact with

‘objects remain empty and lifeless for the child. Words like
“cat’, ‘run’, ‘fall’, ‘blue’, ‘river” and ‘rough’ mean very little

to-the child unless these words have first been used in a

‘context where the child was actively involved with the
“object or in an act. Only after such involvement do these
‘words become associated with an image, and become

available for meaningful use in future.
This relationship between words and the child’s phys- -

“ical experiences poses a unique responsibility on adults,

especially teachers. As a teacher yvou may expect that
p Y. y Yy exp

‘parents have already provided a wide range of experi-

ences to the children who are now under your care. This
may not be true for the great majority of parents. Many
parents either do not feel confident enough to allow their
children to-come in contact with a wide range of objects
in early childhood or they do not have the time to
accommodate the much slower pace at which children
see and do things. Often, adults find it a nuisance if .the

_child stands at the tap with her fingers in the stream of
.~ water for half an hour, or if she puts all the utensils on the .

floor, or if she wants to open and close an umbrella
countless times. Sometimes, in order to avoid any possi-
b111ty of damage to ob]ects or harm to the child, adults
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/

prohibit the child from all but a narrow range of experience.
~ Whatever the parents may or may not have done, the
job of the teacher is fairly clear. She must create an
environment which permits children to make continuous
- attempts to link the use of language with lif¢’s experiences
" and objects. This can be done by ensuring S
° that children bring to school a variety of objects (such
- as leaves, stones, feathers, twigs, broken things) and
talk about them, read about them and write about .
. them; ‘ | - .
° that children are asked to talk, write and read about the
experiences they have had outside the school; .
© that children are taken out of the classroom to see the
world around the school so they can inspect ordinary
~ objects carefully (objects such as a broken bridge, a
muddy pit, a dead insect, a nest with eggs) and talk
about them. Such study-visits-in the school’s immediate
neighbourhood can provide valuable resources for lan-
-guage-learning as this handbook will later show. .

S0 a school where children are not doing a variety of

things with their hands, where they are mostly sitting and

listening to the teacher, and where there are no objects to

touch, manipulate, break and remake, cannot be a good

place to develop language skills. | : |
- v \

- Things they do with langtiage | ~

-Those who have studied children’s language tell us that

children start. using language for a startling variety of
‘purposes as soon as they have acquired mastery over basic -
abilities involved in talking. What follows.is a discussion of
some of the purposes. ~ o |

1. Directing one’s own activities | I
Children often talk about what they are doing at the time
they are doing it. It is a kind of private commentary on

their own action. Often, it seems, the commentary helps
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4 THE CHILD'S LANG\UAGE AND THE TEACHER .

them in carrying on with the activity for a greater length
of time. It helps them maintain their interest in it. It does
not matter if someone listens to the commentary. For
example, in a group of small children making tunnels or -
castles with damp sand, each child may make a separate .
commentary and often it may be no'more than an audible
mumble. ‘ | .

2. Directing other’s activities and attention

This use of language is well kniown to us as parents and.
teachers since a lot of our time is spent meeting children’s
demands. We are usually quite conscious of demands that -
are of a physical nature, but other kinds of demands are
also significant.. These other kinds of demands can-be
intellectual or of ari emotional nature. Children use lan-

_guage to draw attention to something that they find
curious or- attractive. They expect the listener to. show

interest in what has attracted their own attention.
If you observe children in a group, you will often find’

~them drawing each other’s attention by pointing out.

something or a characteristic of something they think
others might have missed. The importance of this use of

- language lies in the expectation it expresses. The expecta-
.- tion is that ‘others would like to see what I have-noticed’,”
“This :expectation is based on a deep-seated assumption

concerning human relationships and the pleasure of being
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together. If the p:erson‘ Whosé attention is bemg directed
~ does not fulfil the expectation, a basic catise for the
* development of language gets discouraged..
3. To play T »
For most children from the age of two and a half onwards,

¥
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 words serve as a great resource for piay and fun. The}?j

repeat words in different tones, distort them, combine
them in strange combinations, and enjoy this whole proc-
ess. They like to use words in situations where they may
not be appropriate. They easily learn poems that distort
words in this way. In brief, young children treat words as
objects to play with. Play with words serves as an enor-

~ mous outlet for Creat1v1ty and energy.

4. Explaining thmgs .

~ Children talk about thmgs to show thelr knowledge of

“how’ a thing happened. For example, if you ask a child of

three how it rained, the child will probably tell you that the
sky was covered with grey, clouds, then little drops began
to fall, and then it rained hard, so hard that you couldn’t
see anything. In this example, by narratmg the sequence of
events, the child is explaining how a major event occurred.

- Stories are born out of this use of language, and in this

sense all stories are explanations of things of course, not all . - |
stories provide reliable or scientific explanations of things.
What they represent is our desire to interpret life. Small

children want to interpret their life’s events just as much -

~as we adults want to explain events that have occurred in

the world or in politics.

-y
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5. Representing life . i ,
This use of language is present in all other uses, but we
need to study it separately-or else we might overlook it.
Children, just like adults, often use language to recall the
past—to remember an event, person, or just a small thing. -
Words help us re-create something that is no more around,
and often what has been re-created looks so real that we
can go on talking about it for a long time. |
Children often -represent things and experiences in
order to come to terms with them—to accept something at
a deep emotional level. A child who has been frightened by -
something may talk about it many times over—until he
adjusts to it. Especially when life springs a surprise on the
child, he overcomes the 'surprise (with its uncertainty,
confusion and sometimes fear) by repeatedly re-creating
the incident with the help of words until the incident

‘becomes a familiar one. | .

6. Associating . . .

‘When we listen to a story that someone is telling, about his
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OWI experience or someone else’s, we respond to the story
by associating ourselves with the characters and events

~ described in the story. We project ourselves beyond our
immediate life, even beyond our restricted past experiences,
in order to relate to the story. When a child talks about-the
feelings of a metal toy, he imagines himself to be the toy.

- Language allows us to experience vicariously what some-
one else is going through. - -

7. Anﬁcipating , _ .
Things that have not yet occurred, and some of which may
not occur-at all, form a subject of talk all the time. Children
- express their fears, plans, expectations and what they
think might happen under strange circumstances, fre-
- quently. Words allow them to create an image of the future.
~Sometimes such an image helps it materialising the future;
at other times it helps in accepting the future as it comes.

8. Inquiring and reasoning . o |
Just about any situation can present a ‘problem’ that the
small child must solve by finding out ‘why’ something is
the way it is. Many problems are of the kind that the small.
child can successfully solve; for example, why a bus
stopped all of a sudden, or why she does not like water to
be poured on her head while she has her bath. The little
child of three understands these “problems’ although: not
all children may be able to explain the precise reason in a
vocal manner. Some children who can do so are most likely
the ones who have heard adults using language to inquire
or argue about something and who have been encouraged
to do so themselves. ‘ ‘
Unlike the “problems’ mentioned above, there are oth-
_ers that a small child cannot grasp in a ‘scientific’ sense.
For example, the real reason ‘why it rains’ or ‘why a tree
falls down when the wind is very strong’ is beyond the
-reach of a child of four or five. Yet, even such problems
- present excellent opportunities for the use of language as -
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" a means to reason. It does not matter whether the reason
~ given is accurate or not. What is important is that the child
uses language. as a means to reason, to inquire about 4
something unknown. The more frequently the child listens.”
to adults using language for this function, the more likely ™
is this function of language td become accessible to the
child. '

What we say affects us
One thing we learn about language from this discussion of
its various functions in children’s lives is that it is a highly

 flexible medium. It can be adjusted to almost any situation
_in life. By adjusting it according to the needs of a situation,

we improve our adjustment with the situation itself. Daily
life provides numerous examples of this process. When we
know that someone is angry with us, we respond to his
anger by choosing (often unconsciously) words and tone
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that might shape the situation according to our wish or:
intention. E. g- we use strong words if we want to fight, or
-*. We use mild words and tone if we want to cool down the’
situation. . ' ) :

- We can say that our ability to use language in a flexible
manner to a great extent determines our chande of stand-
ing up to the great variety -of situations that life presents.
At one level, our language expresses or shows our re-
sponse to a situation; at another level, our language shapes
-the situation'that we are facing. Language helps us to

come to terms with things that happen around us all the

time. It helps us in this way whether we are physically -
participating in events or simply reflecting on them. -
Whether we witness an event physically or not, the |
~language used to re-present it affects our response to it.
Thousands of things happen everyday at places far away
from us. These things reach us as narratives in a newspa-
per. In a sense; the newspaper allows us to create a picture
of an event. It is the same thing when a child tells his.
- mother about something he has seen on the street. The
- picture created by the newspaper or the child is accurate
inasmuch as the language used for the narration is accu-.
rate. Accuracy is almost always a matter of degree because
any use of language reflects the narrator’s intention. If the

child has seen an accident and was frightened by it, he is

likely to convey it in a somewhat exaggerated manner. By -

exaggerating it, he justifies his fear, and thereby feels better

- adjusted to the sight he had seen. | S
-~ Finally, language shapes our expectations. Someone . -
- who likes to explain things in a patient, systematic manner
expects others to do the same. Similarly, a person who likes
to inquire deeply about things unconsciously expects that:
others are also interested in such inquiry. By using lan-
guage to explain or inquire, such people create an environ-
ment in which the importance of explanation and inquiry
“is understood. On the other hand, if language is not used .
for such purposes in a community or in institutions, the
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children growing up there are unlikely -to. be used to
careful explanations or patient arguments. If parents and
teachers are using language mainly to keep children undet-
control, then'it is likely that children will see language as
a means to.control others. They might grow up into adults

“who do not want to do anything unless they are ordered

todoso. . .. . | |
" We started this chapter by asking how language shapes

the child’s personality, including perceptions, abilities,

attitudes, interests and values. We can now answer “this

question by saying that language shapes the child’s per- ...

sonality because the child lives and grows up in the
environment that language creates. To this environment,
the teacher makes a significant contribution. If her
responses show that the teacher understands the child’s
aifn in using language in a certain way, such responses will

“enhance the child’s use of language in that mode. On the

contrary, if the teacher’s responses are based on pre- -

conceived ideas about what is ,apprqpfiate, or correct, such
responses will obstruct the child’s independence of expres-

sion and communication.
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TALK

~ In our s¢chools, talk is moStly regarded as a negative thing.
It is assumed that if someone is talking, he can’t be paying
- attention to the more serious requirements of learning. So
- when teachers find children talking, their first instinct is to
stop them from doing- so. Children are permitted to talk
only during recess or when the teacher is not saying
something important. - | o o
- This view of talk has led us to ignore the enormous uses
of talk as a resource for learning. This is true for all stages:
of learning, but specially true for learning at the earliest
stages. For young children of primary school age, talk is a
“basic means of learning and consolidating their learning. A
school where little children cannot talk with freedom is a
useless school. Indeed, teachers ‘who don't let their chil-
‘dren talk have no business complaining about. lack . of
funds to buy books or other resources; they are already
wasting a highly valuable resource which costs nothing at all.
. Of course, children talk for a 'wide range of aims, and
- not all of these aims have use for the teacher. For example,
~ talking in ordér to overcome boredom is not the same thing
© . as talking to draw another person’s attention to something
one has noticed. The second kind of talk has an important
function as a means of consolidating one’s learning as in
this conversation that two children had in whispers, wait-
.. Ing at the teacher’s desk while she was busy filling in her

register: - . - | Lo

Child 1 :-“She’s, wearing -a ring.”
Child 2 : ‘Didn’t you see it earlier?’

.
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 Child 1 : “No... Yes, yes, I've seen it before.’
Child 2 : “Oh, but it’s a different ring.’
Child 1 : ‘She’s bought a new ring. It's' smaller.”
‘Child 2 : ‘No, it's thinner.’ -

'If you analyse this short conversation between the
children, you will soon notice the opportunities for learn-
~ ing that became available to them because they were
talking. If Child-1 had not talked about the ring he saw on-
the teacher’s finger, he wouldn’t have been able to remem- -
Dber that she always wore a ring. On the other hand,
without this conversation, Child-2 would have missed an
opportunity to observe the difference between the old and
" the new ring, and to ‘understand the subtle difference
between ‘smaller” and “thinner’. A
In order to become aware of these various functions of
talk, we must get into the habit of listening to children’s talk.
This- looks simple, but it is a difficult thing to do because as
adults we are used to.thinking that our job is to tell
children what they should do, that it is. their job to listen.
Such a belief hinders us from becoming good listeners to
children’s talk. By ‘good listener’ I mean someone who can
patiently notice the purpose for which the talk is taking
" place and the possibilities of learning how the talk is
opening up.. ‘ S o -
- Two children talking in any ordinary situation may do
- the following things in their talk: A o
. Pay attention to something they had ignoted so far
. Observe it casually or carefully S
. Exchange or shate observations

1
2
3 .
4. Arrange observations in some kind of organized way
. 5. Challenge each other’s observations = . * |
" 6. Argue on'the basis of observation
7. Make a forecast |
8. Recall an earlier experience
9. Imagine someone else’s feelings or experiences
10.Imagine their own feelings in .an imaginary situation.
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I YO_uge’c into the habit of listening to children’s talk

- carefully, you will soon be able to distinguish these and .

several other functions. You will also see that these func-
tions involve the use of development of intellectual skills -
such as analytical and reasoning skills. The activities given
in this chapter can help you construct situations for devel-

oping such skills through talk.

The teacher who wants to use children’s talk as a

classroom resource must create a positive ethos for talk.

Through her own behaviour and response to children’s
talk, the teacher must convince children that they are free
to talk. Of course this need not mean pandemonium. On
the contrary, what is required of the teacher is to ensure
that every child feels that she is being heard when she

- talks, and that the teacher wants them to talk.

_ We can distinguish five kinds of opportunities that the'(
teacher can create in the classroom to encourage children
to talk: : B o

1. Opportunities to talk about oneself

- Given the freedom and chance, all children like to talk

about their life, things that have happened and things that

they anticipate. Some teachers treat children’s personal life

as irrelevant to their learning at school. Such teachers
insist that children should only discuss impersonal matters
in the class, matters that have been portrayed in the
textbooks. Faced with this demand, a lot of children find
themselves unable to participate in the class in any form. -
The impersonal matters discussed by the teacher do not
interest them, and their personal matters (such as a recent

 visit by a relative, what a rainstorm did to the house, or
getting sick) do not interest the teacher. :

Such a situation leads to children’s ‘total dissociation

from the curriculum. The teacher can avoid such a disso-

ciation by creating opportunities for children to tell others
about what is happening in their lives at home and things
that have occurred in the past. If children are encouraged
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to talk about such things, they will gradually find it
possible to express their feelings and ideas about a wide
range of experiences. Also, they will eventually be able to
relate to the knowledge imparted at*school under different
subjects, such as science, geography, civics,- etc.; at a
~ deeper, personal level. ' o

2. ‘Opportunifies to talk about objects and experiences
at school . ) L -
The school’s surroundings are an excellent resource for
exploration and observation. Wherever the school may be
located, there are always things around it that can provide -
material for extensive investigation and discussion. The
school’s surroundings may:have any of the following
things—shops, - trees, stones, houses, street, fence, soil,:
gates, bird ‘nests,vbéehive, flowers, butterflies, open drain,
tap and so on: just about anything can be used as a subject
for accurate observation, exchanging observations,.deter- -
 mining the truth, and exploring its relationship with other
- objects. | S | L
Talk is an excellent means of doing all this with little
children. As some of the activities given below will show,
| " a teacher need not take large groups of children for a
7 formal excursion; sending three or four children at a time
. to report on one object may do equally well. Excursions are
of course exciting, and teachers who can afford to take
~ children to places that may not be close to the school must
- do so. But a teacher who cannot take children with her to
a museum or a post office need not make the excuse of not
being able to take them to the small broken bridge just -
outside the school or the filthy outlet of water behind the -
‘school. The important thing is to provide ample occasions
for all children to talk about what they have seen during
an excursion. | A

v

3. TaIking about p‘ictures,~ I |
Pictures are a great resource for creative and analytical
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talk, Just about any kind of picturéé can be used. In the

daily newspaper and in weekly magazines we can find
pictures printed as part of advertisements and news,
Calendars, stamps, labels and posters are other sources of
pictures that can be found just about anywhere, even in a

small village. The teacher can build a collection of such |

sources for use in the classroom year -after year.

Apart from the sources mentioned above, schools must -

_consider picture-story books if they can afford to spend a

little extra money. Although every Indian language has a_

substantial ‘body of children’s literature ‘school teachers

hardly ever show any interest in it. If school acquires a -

certain number of children’s books, they are kept under

lock and key to avoid damage. Teachers who want to use

picture-story books must involve and train children in the
maintenance of books. Little things like how to turiia page
without spoiling the corners are a matter of careful train-
ing. Such little things make a contribution towards devel-

oping in children the perception of. the picture-story book

‘as a respectable resource for learning. | .
. Talking about a picture with a group of children can be
fruitful even if it is done in a totally informal, spontaneous

manner. Yet, we can make such talk even more useful from:
the viewpoint of developing children’s language by be- \

- coming aware of the different dimensions of response. Each

B question that the teacher poses to the child directs the .

child’s response in a certain manner. How best can we use
- 'questions to enrich the child’s perception. and ;response?

Following are the levels of response-to which we can direct

- the child with the help of questions: |

(2) Finding : At this level, all we ask children fo do is to find -

things in the picture. Questions like these can be asked:

“What is happening in this picture?’ Is there a mouse?”

- Who is sitting on the bicycle?” “How big is the boy?’

(b) Reasoning : This level of response is concerned with

the ability to attribute reasons or-causes. The teacher

TALK 17.
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must accept whatever reason the child attributes to
something shown in the picture, Of course she can then
give her own reasoning, but only as one more possibil-
ity. Sample questions: “Why 1is the little girl crying?’ .
“Why can’t we see the back of the motorcycle?” ‘Why is
the mouse hiding?’ S L
(c) Projecting : At this level, we ask children to relate to the
. picture by placing themselves in it. So the purpose of
questioning at this level is to encourage children to
project themselves into an imaginary situation, to im-
agine who would be saying what, how they would feel.
~ etc. Sample questions: ‘What'would you see if you were
sitting on this tree?’ ‘What is the little girl saying to the
man on the bicycle?”‘What is the little mouse thinking?’
(d)Predicting : This level relates to the ability to anticipate ~
the future course of events. Children are encouraged to
talk about what might happen next. Samplé questions:
“Where will this man go from here?” “What will the little
 girl do at home?” "How will she get home?’ -
 (e)Relating : Now we ask questions that would enable
i | ~ children to think of something in their own lives that is_
| , similar to the situation shown in the picture. Sample
| questions: ‘Have you ever sat on a motorcycle—what
~ does it feel like?” “Have you been in the company of a
~ stranger—what, happened?’ |

" 4, Listening to stories and talking about them

‘As we listen to a story our mind runs to the events and
characters portrayed in it. Many stories are about events E
that we have never witnessed in our own lives, yet we can
imagine them. Similarly, we are able to form an image of<"
the characters even though we may never have faced
people who are like these characters. This way, unfamiliar
events and people become a part of our map of the world.
Later on we can talk about such events just as we talk
about events that have actually occurred in our lives. This

is how people discuss films, books, and’ most of the news
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. published in the daily paper. Stories—whether they are
about real events or about events imagined by someone—
. bring new material to our attention, and we accommodate
~ this new. material without much effort or difficulty.
When we listen to a story, we respond by imagining a
. sequence of events and the behaviour of characters; on the
~ othér hand, when we tell a story ourselves, we reorganize
- the experiences that form the story. If it is a real experience,
‘'we may be concerned about presenting it just as it
occurred—in the same sequence of small events. However,
it is rarely possible for anyone to talk about something just
as it occurred; little distortions occur because some aspects
“of the experience strike us as being more important. If the
. - story we are telling is not about real things, we reorganize
it a little more freely, perhaps with the intention of making
it more interesting to our listener. In either case, telling a
story involves: (i) reorganizing of life, its events, charac-
- ters, etc; and (ii) making the story interesting to our
- audience. Both these things demand resourceful use of
language. Indeed, any story requires us to manipulate
language in a creative manner, and listening to stories .
- provides us examples of skilled creativity of language. This
is why story-telling is a great resource for a teacher of
young children. | |
Some teachers regard story-telling as an art, and there-
fore, they feel, only a few are capabie of telling stories well.
This is an unfortunate feeling because it deprives children
of the pleasure of listening to stories. Children will enjoy
listening to a story if it is a good story. The skill of telling
can only develop with time and practice. The main thing
is to select good stories and tell them frequently. And no
story needs to be a single occasion. Good stories deserve
many tellings. | | |
Talking about a story after it has been told is a tricky
thing. Many teachers are eager to talk about the moral of
the story. As soon as they finish telling the story, they ask,
- ‘What does the story teach you?’ This question has hardly
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any value as a starting poin"c of a meaningful discu’ésion.
The moral value of a story—if a story has one—has no

special interest for children; for them the story itself is the

. important thing. A teacher who asks them about its moral
value spoils the achievement of her own work. Equally
‘wasteful is the demand of those teachers who insist that '
children must memorise the story verbatim. Such teachers

want the story to be repeated verbatim. They make this

"demand so predictably that children stop enjoying stories

because they feel anxious about the demand they will have
to fulfil later. | ‘ o
We must realise that the important thing for the story-

listener is to relate to the story, and that every child relates

to a story in his or her own way. The child’s own person-
ality and past experiences determine his response to the

story. He may imagine a character quite differently from

how the character has been described in the story. He may

find one incident far more emotionally meaningful than-all
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‘the other incidents. The freedom to recreate a story and its
characters in a way that is meaningful to oneself is a right
every child must have. For example, in the story given on
p- 7 a child may imagine the teacher to be a female. A
teacher who believes in the child’s right to imagine the
characters in any manner he wants will create opportuni-
ties for children to talk about a story in any way they like,
to distort it, to extend it, substitute its characters, and to
make up their own stories. Such opportunities need not
occur immediately after the story has been told. Often it
may be best to start a totally different activity after story-
telling. e

5. Acting it out- |
Stories and drama are closely related, and often the teach-
er can move from one to the other with great success. A
child who is attentively listening to a story is silently taking
- the different roles depicted in the story. The same thing
happens in drama, only in a more explicit manner. In
drama, children get an opportunity to act out different
roles with the help of speech and physical movement and
gesture. They still have to imagine that they are someone
else, and they have to look at things from someone else’s
perspective, just as the listener of a story must do. The
main difference is that in drama one has fo look at things
from someone else’s perspective more actively. One has to
find words and gestures appropriate to an imagined situ-
~ation and an imagined character. There is a great oppor-
- tunity to improvise, and this is where the key to using
drama as an extension of talk lies.

Unfortunately, much of the dramatic activity that takes.
place in schools does not leave room to improvise. Chil-
dren are assigned certain roles, and they are given dia-

- logues to memorise. Drama is used as a special occasion—
associated with little intention to extend children’s use of
language. Only a few children participate in the final

- presentation, everyone is constantly afraid of going wrong.
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So there 'is no freedom and sense of fun. These two
characteristics—freedom and fun—are essential for the

. use of drama-as a language activity.

Teachers who want to use drama as a part of their

‘language teaching must remember all the time that drama

is nothing special or exotic for children—it is a part of their
daily lives. Children use dramatic devices all the time,
devices such as mimicking, exaggerating and pretending.
Drama is invariably a part of children’s own traditional
play activities and games. Tt is hard to think of a child who
does not possess dramatic skills. But many children may
not want to use their dramatic skills in the classroom. They
may think that the classroom is not an appropriate place
for play. And this is where the teacher makes a difference
by establishing in the classroom an ethos in which play
looks possible and right. There is of course no single
technique to. establish such an ethos. You have to build it

~gradually, by encouraging spontaneous talk about real life,

by being attentive to children’s talk, and by being gentle.
~ Secondly, it is important to remember that drama for
display is not the same thing as drama for daily use. What

~ we are talking about is the latter, and this kind of drama

has little use for preédecided scripts, dialogues, dresses,
rehearsals and lights. Just about any short narrative
account of any incident is good enough to be acted out.
The best narratives of dramatic quality may usually come
from children’s own talk—provided the children feel free
enough to talk about what they see and feel in their daily
lives. How a bus stopped, some people got off and some got
on, how the bus started again, and what is happening
inside it now may be an excellent little narrative to be acted

out by all forty or more children in a class. On the other

" hand, stories that the teacher has told or Aread -out can

provide exciting material for drama. If a story has only a
few characters, let small groups of five children each act it
out separately or have different stories to dramatize. There
is no point setting up a competition among different groups. |
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It will éreate unnecessary stress and dependence on the
- teacher. . | - T

If you use spontaneous drama from an early age, it will
. form a very:ssound base for the development of reading
skills. The link between drama and reading is not a direct
one, but the link is there. Drama Vp'rOVides} a distinct
- opportunity to use words and one’s body movements
- (gestures, bending, etc.) as symbols in a conscious manner.
Along with story telling dramatic action permits the child

to participate in the world in a symbolic manner (that is,

taking part in events in which one may not be directly
involved). This is the same ability that a good reader
requires—the ability to see things that are not physically

present before one’s eyes, and to respond to them as if they
“were physically present. | : o

The t,each.er"S'yrESpdnse. i |
By the time children enter .school, most of them have
- already acquired remarkable mastery over the basic struc-

tures of their mother-tongue. They not only know how to‘
use language for a larger number of fransactions; they also -

know the importance of adjusting one’s language to differ-
ent contexts and audiences. As a listener, a child of five is
capable of translating messages into action (e.g. bringing a

glass of water if he is askedto, and putting it back in an"

appropriate place), and: is also capable of making’ intelli-
gent guesses about people’s personalities and their mutual
- relationships on the basis of their talk. The small child

‘acquires these capabilities”during his routine day-to-day

- life—no one ‘teaches” him as such. Whatever happens in"

the child’s milieu passes through the filter of the child’s
,atfention and becomes a part of his language repertoire.
| As teachers we must respect the child for having accom-
Plished these abilitiés; There is hardly anything new that we

can actually teach; we can only create conditions that might

“enhance  the abilities that ‘the child already has. In the

context of talk, the main ‘Trequirement for creating such

t
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conditions is to be conscious of one’s response to the child’s -
talk. Everytime we listen to the child and respond, we must
1. Allow the child to say the whole thing
5 Be interested in what the child is trying to say
3. Control our desire t0 contradict ~ o
4. Respond by saying more elaborately what the child has . -
said, using more words +nd a richer sentence structure,
“rather .than by just saying ‘good’, or ‘that’s no good’”.
For example, if the ¢ Jiid has said, ‘Squirrel in tree’, the
 teacher’s response can be, “You saw a squirrel going up
the tree? o L
5. Ask for more information or direct the child to a new
.aspeet of the topic. ' , S
To be able to talk to children in this manner requires
considerable practice. The foremost thing is to be sensitive
to the fact that talk is an important learning resource for
the' child and a shaping influence on the child’s social
behaviour and perscnality. e
Unusually quiet children may present a special prob-
lem to the teacher. It.is quite possible that some childrenin
your class show far greater interest in playing or making
things than in talking, but if a child shows no desire to.
respond, to ask questions, or-to tell others about what he
is doing, then it may be wise to give such a child some

~special sttention. It is. likely that this child has been dis-,
couraged or repressed in various ways at home, and his =

-, quietness is-just one manifestation of the damage that has

been done to his personality, especially his self-perception

in relation to others. The influence of a repressive home
environment is a.strong one, but it is by no means impos-

sible to charige it. A sensitive teacher who knows what is -
- wrong can bring about tniraculous changes in the small

child’s interaction with the world.

{

These are.just some of the dozens of activities any teacher -
can organize in any ordinary  classroom. Fach time an

!
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/

Va_ctivity is repeated with some little change; it will be

received with even greater enthusiasm by the children:

than it got last time. So enact each activity any number of
times, adding something new each time. Keep a record of
- the variations so that you can introduce your innovations
. o anew colleague. Nearly each activity described here can
become the starting point of a dozen variations. |

~

~ best questio
| question;
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After domgthls act1v1ty ax»ewt];me as hildren to-
ibe. Change things
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What do we achieve? N B -
All the activities described here are aimed at énhancing
the child’s ability to use language to deal with the world.

. So while our focus is talk, we aré in fact working on a

much wider area of the child’s development. This wider

area includes the ability to use questioninig as a way to

find new information, making intelligent guesses on the

" basis of limited information, relating to things at more
than one level of acquaintance, and making creative

~ reader.

interpretations. Some of the activities provide to the child -

the opportunity to work in two media, i.e. words and
picture. Such an opportunity builds the base for the
ability to connect abstract and vivid symbols. It will make
an immense contribution to the child’s development as a

These activities, and the ones you will design along

these lines on your own, will offer many connecting points

with the activities described in the next two chapters on
reading and writing. These more complex skills undoubt-

edly widen the child’s - repertoire of language, but speech |
remains a. primary means of dealing with the world

throughout life. So even when children can read and
write, talk-based activities must continue.
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- Of all the challenges that teachers of young children must
- face, the challenge of introducing children to reading is
perhaps the most difficult as well as the most exciting. It is
the most difficult one because reading is not a simple skill;
it involves the combination of many skills and cognitive .
abilities. There is no single foolproof method of teaching
how to read. Every method has its own limitations, and no
‘one can tell the teacher precisely what to do under given
circumstances. Yet, the teaching of readmg is an exciting
thing. It is exciting because so much in the child’s life
depends on it, and once the child has been introduced to
reading and books in a successful manner, there is no end
to what the child can accomplish. | A

So, the real point is how to teach reading in a ‘success-
ful” way. This should give.us.a moment to ponder on the
enormous rate of failure we see around us in this matter.
Millions of children learn reading every year, and a great
many of these children fail to achieve lasting reading skills.
A great many manage to read well enough to pass school,

“examinations, but do not develop any interest in reading.
S0 many seem to read well but actually comprehend very
little. To-a great extent these failures can be laid at the door ,
of poor teaching of reading. '

No teacher needs to be reminded of the role that sound
reading skills play in the child’s overall development. Yet,
it seems that few teachers know precisely what ‘sound
reading skills” are and how they can be developed. The
way in which we will look at reading in this chapter,
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‘sound reading skills’ would mean skills that enable the child
to associate meaning with written or printed language. Unless
a child can make sense of what he or.she reads, or relate it
to something else that he already knows, we cannot call his
reading sound. So, in_terms of our work, we will define
reading as a process of finding meaning in written words. -

~ Once we agree to work by: this definition, we will soon see

that we cannot be satisfied with a number of things that

routinely occur in kindergartens and the early grades of

" primary schools. For example, rote recitation of the alpha-

bet, -or. choral sounding out of a story. word by word
cannot be described as very satisfactory procedures for the -
teaching of reading by our definition. While doing these
activities, children cannot associate any meaning with the

written language. Separate letters of the alphabet do not

mean anything. If words in a story are read one by one,
they mean very little; one cannot relate to the story this

- way. | )

Some people might say that such activities may not be
immediately meaningful, but they serve as the basis for
meaningful reading in future. Perhaps this argument has
some truth in it. However, the truth will apply only if all
children stay long enough in school to get a chance to read
meaningfully. What about those children who feel totally
frustrated by drills like répeating a sound a dozen times,

‘copying a letter, sounding out separate words? We all

know that children like activities that have an immediate

pay off. Few children can feel excited about doing some-
thing that promises to yield results in the remote future.
And for many children, the future may not offer the

- opportunity to stay on at school. Early frustration and

failure, along with many other factors, lead to their depar-
ture from school. B

So, the key question we face is: ‘How to make the initial
teaching of reading meaningful?” Some of the things that
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teachers can do are described in the followiﬁg pages.u:To
those who are used to old methods, some of these things
' may appear totally bewildering or impossible. Surely, if the

~old methods were working fine, we would not need new

ones. We need not just-use new methods but a totally new
perspective Pecause the old methods are not working well.

Starting with books | - - ~
It is important to start with books—rather than with flash
- cards, charts, or wooden' letters—because it is books that -
we want children to be able to read ultimately. Other
materials, such as charts and cards, may also be useful,
- especially as supplements to books. The child’s mastery over -
- cards or charts does not often give a sense of ‘acéomplish—
ment that the ability to read a book can give. But let us first
be clear, what kind of books we are talking about, a\nd '
then, what to do with them. The books that can form the :
~ basis of reading instruction are the same that have been
mentioned in the context of talk in the last chapter. If you
can make a collection of about twenty books of children’s
literature, you are ready to start a new kind of reading
~ instruction for your group of children. Along with these -
twenty books that you can buy, you can make some books
- yourself. Any good story written in clear handwriting and
illustrated with diagrams of pictures (that children can
draw) can become a permanent part of your book. collec-
. tion. Similarly, you can make collections of poems, songs,
and the rhymes children sing while playing games. '

Reading a book to children o | o

~ Always make sure that children are sitting around you on
the floor and the group is no bigger than ten. When one

- group is sitting around- you, other children in the class
must have something else to do. In the group sitting

~ around you, every child should be able to see the book as
* you read it and turri its pages. As you read, make sure that
you don’t just read what is written, but convert it into your
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data available in ’[he:‘,' xt. He does not pay.
. ‘jgem:re body ofa letter, or toall 1etters,m aword, ot %
| inasentence. Ashe reads, his eyes teke into account a sm
Cpr oporhcm of the graphu: detaﬂs He fills in rest by
-~ intelligent guessing or predm’uon on the basis of hla TEViO
acquamtance with the shapes of letters, words, thew mean
~ ings, their combmat1ons, and general‘iy with the world 4
.j‘piReadma is not an. isolated behaviour. It mvolves simulta- |
_ neous processu*ag of all three types of clues that anjf use o
' language consists of, namely (i) graphophonerm' lues or the
. shapes of letters and the sounds associated with them; (i)
| ;f,;,;syntactlc clues or word order (such as, noun fo ows adjec-

e 'habltual users of 1anguacre;
~ relating to all

~ fillinby prediction or mtelhcrent gues‘amg ‘what our eyes h

f?1gnored during . their peedy joumey’ thmugh g1dph1cal
*’Presentedsymbols SN D e

» and (iii) ‘sémanhc_clues or the meamngso 'or s.
we develop certain expectatic
,jthree types of Clues These prec[;atzonshelp
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own idiom. You may have books which tell a stdry or talk
~about something in great detail. Plain reading.aloud of a .

long story will not work: You must know the story so that
you can shorten it, using your own words. On the other
hand, if the text written on each page is just one or two
~ lines, then you can elaborate it by’ adding details. It is
especially important that you point to the details shown in
the illustration and talk about these details in a relaxed
manner. | o o
Book reading of this kind is not an occasion for asking
questions or testing children in any other from. When the
story is over, it is over, and ‘it is time to move on to
something else unless a child wants to say or ask about
something. But as a teacher, you must spare book-reading
sessions from your questioning. o |
- If every child gets at least three chances in a week to
listen to a bock being read in this way, you will soon see

that children will begin to talk about the books you have

read. Repeat a book as many times as you or the children
want. Soon enough you will notice that children will
become so familiar with the pictures and the story as to
~anticipate your reading. Such anticipation will one day
lead children to read the book by themselves. By then they
- will know all the things the book says, and they will have

established all kinds of associations with these things.

When they read it—often without knowing all the words
on a page or all the letters in a word—they will relate to it

‘at many levels of meaning or association..

. Singing p@e%ry )

: . If you have read the little essay called “What is Reading?’“
given above in a box you will see that the skill of systematic -

anticipation plays a key role in the process of reading.
. Poetry can make a wonderful contribution to the develop-
ment of this skill. By listening to poetry regularly little

children get accustomed to the basic patterns of a lan-

guage. What is especially useful about poetry in this matter

READING 37
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is that it is so- easy to store it in one’s memory. Small
children have to put in no special efforts to memorise
poetry; just by enjoying it several times and reciting it they
make it a part of their permanent collection. -
 The important question for the teacher is: ‘How to
select good poems and Whérg to find them?’ The poerﬁs -
that - most primers and textbooks carry are often of a low
quality and have little value for the development of
language. Similarly, much of the poetry published in

‘Hindi‘monthlyvm;agazineys has little worth. Most poems

we see in textbooks and magazines are moralistic and
dull. They have an artificial sentence structure and vo-
cabulary. They lack the feel of real day-to-day language.
This is why they have hardly any values as resources for
learning language. | R
Quite different kind of poems are needed for building -
the foundation of children’s reading skills. A seléétion of
such peerns is given on the next two pages. Such poems

‘can surely be found in all Indian languages, but the

teachers. who want to find them will have to search very- |

carefully. They will need to keep. their eyes open for playful
.~ and natural use of language. Also, purely didactic poems
"+ will have to be left out. =~ . . o

~ One thing that any teacher can easily do is to write out -

 the songs that children sing . while playing certain games,

such as while skipping, jumping, and playing ball. These

are traditional rhymes, and it may be difficult to collect -
them in cities. However, with some effort, we can make

"our own collections of such songs. The collection can take

the form of one or more little books with a song written

nearly on each page, along with a suitable picture which .
 can either be made or cut out from a magazine or some

~ - other source. It is not always necessary that the picture

" should accurately portray what the poem says. If the

picture simply evokes a mood or a scene that is vaguely

associated with the poem, this is fine; You' can prepare

. several books by yourself in this manné{, each one of about "
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16 pages, using ordinary white paper if you cannot afford _

the slightly more expensive drawing paper. If you use -
drawing paper, the book will last longer and you won’t

have to prepare the same book each year.
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The way to read poetry books is the same as for _other
 books, that is, sitting with a group of children with the
" book in the middle. After two or three occasions, you can
~ sing the poem aloud without the book and ask children to
sing with you. They will be able to sing the poem from
‘memory quite soon if the poem is of good’ quality. Later,

_ when you read it again from the book, they will-anticipate -
“the words given on the pages: Children of six can happily
‘copy out a whole poem on a separate piece of paper Or
" slate, and if they know it by heart by that time, they will

have little difficulty recognizing individual words after a
few days.

Making books and reading them |
Having books in the class (not just in the school) is of.
course good and useful, but it is no substitute for making
books. The best reading material that children can have for
Jearning to read is what their teacher prepares for them, -
both individually and collectively. The activities we have
discussed so far (ie. telling and reading stories, talking
about: pictures, singing poetry) will provide the basic
" resource for the material that the teacher is going to
produce. The raw material, i.e. paper, will depend on
what is available. If children have copybooks, these can
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surely become proper ‘books’ in the sense explained below.
If the teacher or school can afford to buy loose paper, both
ordinary paper and the stronger drawing paper, it will
add to the possibilities. B o

The starting point can be found anywhere around the

- age of five, and we must remember that all children in a

class can never start reading at the same time or progress -

at the same pace. Variations can be quite striking. Some
* children may show great interest and capability at five, .
and they will master reading skills by the time they are .

seven, whereas some children will continue to have diffi-
~ culties when they are eight. The teacher who'is in touch
with her. children will not. worry about stch different
Ppacing. All she must do is to reflect on the progress that
each child is making and the special difficulties that some
may be facing. This is a challenging task; in some situa-

tions, where the number of children is large, it may be .

impossible. In such a case, only a limited accomplishment
can be imagined. . . . |

Out of -the talk generated by the various' activities
relating to stories, pictures (discussed in the last chapter),
and poems, chdose a word or sentence for each paper. It
is important that the word or sentence should represent
~ the story or piéture which created the context for talk. This

is the only way to ensure that it will carry some immediate -

meaning for the children. Read aloud what you have
written for each child. Then ask the child to copy it below
or to write over it* When you write a new word or

at the previous texts’, asking ‘the child to read them,

| ~ sentence for the child to read everyday, always look back ‘

- reading yourself when the child faces difficulty. And each
day, as you sit with the child to write a new sentence and

. to listen to the old ones, remember to extend the older texts
by -talking ‘about them. For example, if an old text was

o See the next chapter, especially the section under ‘Between talk and writing’
P sp Y : 8

for means to develop pre-writing hand-movement. "
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“about a dog, ask one or two’ questions and make one, or
more remarks about where the dog went or where he is.
~ this morning. Finally, don’t bother to correct minor mis-
takes in the child’s reading of these little texts that you
" have created. For example, if the sentence ‘rain came’ is
read as ‘rain comes’, ‘don’t correct such an error, for after

~ all the error does not damage the meaning,. L
‘Each copybook in the class will gradually become a
‘book ofideas or stories. As you look at the child’s writing
below the text you write each day, you will notice that the’
shapes of differenfletters vary in terms of difficulty for the
child.- Some letters or signs require special practice,. and .
such practice can be done on the sathe page, as many times
as - necessary.- The ultimate aim is that the child becomes
proficient in. the ‘writing and recognition of each letter in
" the alphabet of the language you are working with. |

" Some people think, and they might have already told
you, that the ‘Hindi alphabet is an altogether different
' thing from the English alphabet. They think that the
! “matras’ used in Hindi must be learnt separately, and that
‘ initially children should be asked to read only those few
eimple words that have no ‘matra’ This view is based on an

assumption, and it is certainly not necessary. for every. -

teacher ‘to accept the assumption. ‘Matras’ are a, part of
Hindi’s nature as a language; there is no reason why
children should not be allowed to encounter ‘matras” as a
part of their overall progress in reading meaningful texts. It
is another matter to give them special practice in writing the
‘matras’ or %n using “atras’ in. their own wiriting 1a’cer on.

 Meaning and sounds: .
Tt is important- to start -with meaningful units, such as
words, sentences Or a story, rather than the letters of the

" alphabet: When children become visually familiar with a
text and they know what it means, they can be encour-

" aged to notice its components. So, if we first help children -

" to become familiar with a set of words or short sentences
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forming a simple story, we can then 'draw their attention

to the letters used in each word and also the sound-values

these letters stand for. Visual familiarity implies that the

child will treat the word itself as an-image. The opportu-
- nity to.’read’ sizeable number of words with the help of .
this . kind of~vi$ual*m’emoi~y does 'Wonders to build self- -

- confidence and motivation for'future reading. Subsequent-
ly, children can learn to identify the letters used in a word
- and the sounds-they represent. Once they have analysed in
- this manner all the words which they

read with the help of visual familiarity, they are ready to
combine the tiwo processes and read a simple text on their

own. Progress from here on will depend on the frequency

of opportunities they-get for reading and on the efthos the
teacher creates for making reading a:

- blé activity.” e e
Some activities =~ . -« o e
Once again, what we “have below are some suggested
 activities, indicating the.kinds of things you.can do to
make the learning’ of reading skills an enjoyable process.
As they are described here; they relate to different levels of

_progress, but.they can be addpted to:suit any age-or level

- of accomplishment with a little effor}t and re-designing.

#

had earlier learnt to

popular and enjoya--
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Having Started |
The activities described here will offer many starting points
for new activities, based on new;, freshly prepared material. -
. As a teacher you will soon notice that children who are
- introduced to reading along the lines suggested here find
any reading material worthy of comprehension. Even a
scrap ‘of old newspaper can serve as a puzzle. By tearing
it up into smaller pieces and asking children to recombine
them with the help of the sentences printed on them, you
can use the scrap of paperas a means of encouraging the
skills required to become a good reader. These skills are:
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intelligent guessing, associating meaning with text, and -
judging the correctness of one’s guess.

When a child has learnt to read, the teacher’s job is to-
make sure that the child ‘uses reading for a variety of
purposes. Many of our primary schools do not provide:

encouragement for -the ‘use of reading for ‘a variety of

* purposes. It tends' to get, associated with textbooks and .-

preparation for examinations. Reading to find new infor- . .

‘mation, reading ‘for developing a personal interest, and
reading for pleasure get neglected. Reading fails to become
_a part of the child’s overall personal development. As-a -
_ consequience,. the child-“who.is capable of reading fails to
‘become a reader. This is.indeed a grave failure, but any
-i teacher can avertit. © = - T
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Writing is a kind of talk. As we write, we communicate
with someone.although most often the person we are
- communicating with is not present in front of us. At the

same time it is true that we do a lot of writing simply to

preserve somethihgfa piece of information, an idea, a
~memory: But even in this role, writing can be seen as a
talk—with oneself. If I write about my experiences of this
day in a diary, I will be preserving these experiences, most
probably with the hope that I would, myself, like to read
‘about them again someday. - |
As teachers, then, we must introduce writing to young
children as a form of talk. By the time children come to
~ school for the first time they are already capable of talking
with confidence with a variety of people on a variety of
topics. Their “sense of audience” has started to grow. This
sense is very useful for learning to write; but they will need
to apply it to an audience who may not always be present.
Some kind of audience may of course be present, such as
the teacher or other children and oneself. It is the job of the
teacher to ensure that children see writing as an act of
addressing someone. S
Let us be clear that we want something very different
from what is happening at present. Millions of young
children ‘are being taught writing as a mechanical skill. Tt
starts with teaching them the shapes of letters in the
alphabet. Children are asked to copy each letter dozens of
times, and the teacher inspects the shape of the letter they
- produce. It takes several weeks in. many schools to cover
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the entire alphabet in this manner. During this long time,
learning to write loses all sense of purpose in the child’s
view. Later on when children are asked to write words,
and still later to compose sentences, they look upon the
teacher to tell them what to write. In short, they do not see
writing as a means to say something. They see it as a ritual
or drill that their teacher has taught them to perform.

Now if we want to depart from this situation, we must
make sure that we present writing as an extension of talk.
The activities given in the chapter on talk (Chapter 2) are,
therefore, extremely useful for organizing writing activi-
ties. Talk offers an opportunity to sort things out for an
audience, and this is what makes it so important for the
teaching of writing. '

Between talk and writing . . |
The first thing, then, is to ensture that before writing is
introduced to a group of children, they must all be capable
of talking with confidence about their life and the things
happening around them. What this means is that these
children must have | L

(i) the desire to share their experiences and perceptions;
~and - . ‘

(ii) the ability to narrate one’s experience or present one’s

view. : S

These children are ready to learn writing. However, a
lot more is necessary before they can start writing words.
and sentences. R |

Writing any language involves making complicated
shapes on paper. It requires acute perception and memory

' of subtle differences in the tiny shapes of individual letters
‘of the- alphabet. It also requires the ability to use ‘abstract

symbols” to convey ideas or feelings. Letters of the alphabet -

- are abstract symbols. They are abstract inasmuch as they.
carry no pictorial similarity with the sounds they convey.
For example, the shape of the letter “A” has no particular
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reason to have the sound value of ‘A’. We just accept it as
‘A’. The child who wants to write English must accept ‘A’
as ‘A’ and use it only where ‘A’ is appropriate, either in
combination with other letters or independently (in the
sense of “one’). In other words, he must get totally accus-
tomed to a number of such arbitrary symbols.

The abilities mentioned above cannot develop in a day.
The best way to develop them is by giving children the
opportunity to draw and paint regularly. Few schools
might have the money to spend on buying drawing paper
and colours for all the children. But perhaps a lot of
schools can organize drawing and painting with the help
of the following material:

° pieces of charcoal, chalk, slate pencils (known as ‘batti’
in Hindi), and red sandstone (‘geru’ in Hindi);

e other kinds of locally available colour:

° old newspaper, used paper sheets, old copybooks or
any other paper;

® plastic or.tin cups or boxes.

Most of such material can be collected gradually, and
the teacher can build this collection over a few years so
that eventually she has a good stock of everything. One
missing thing in this list is brushes. We do not need brushes
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if children are going to work with dry colours. But if a
teacher wants children to mix colours in water, then she
must find ways to acquire thick brushes. For very young
children it may be possible to make brushes with cotton
wool, but such brushes are quite difficult to maintain or
use. On the other hand, if proper brushes are bought once
and if they are washed carefully each time after they have
been used, they will last a long time. |

What are children going to depict in their drawings?
This question is of central importance in the development
of the desire to communicate and express. Once again we
must look at the present situation and depart from it
consciously. In the majority of schools where any kind of
painting is ever done, children are asked to depict some
stereotyped topics or objects, such as the lotus flower, kite,
banana, and so on. Of course there is nothing wrong with
a lotus flower; what is wrong is that a teacher should tell
a five-year old child what he or she should depict.

The teacher knows that she is always in a position of
authority. Whatever she will tell the child to do will be taken
as a command. So if she tells the child to depict something

~ specific like a banana, the child takes this as a command.
From this command, the child learns the following things:
e the teacher knows what I am supposed to depict in my
paintings; |
o painting is not a medium for me to express myself;
e what I depict as banana must be approved by the
teacher as a banana. '

It is a common sight in nurseries and primary schools
to see children using thin pencils with great difficulty,
making a lotus flower or banana with great commitment
to the teacher’s command and with equally great frustra-
tion in not being able to fulfil it to their satisfaction.
Primary schools may not have brushes, but a great many
of them insist that all children must have erasers. And
erasers are used by children as a tool to achieve perfection.
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They make the figure of a banana, then erase it because
they feel it is no good, then they make it again, and erase
it again—till the paper tears and the teacher is totally
upset. In such practice, they surely get a lot of opportunity
for finger movement (for good pre-writing preparation?)
But they get no sense of satisfaction at being able to
communicate. This makes the entire act1v1ty quite wasteful
and destructive.

Drawing and painting can contribute to the child’s
overall development, and especially to his development as
a user of language and a writer if the child is left free to
explore these media independently. If you are working
with very young children (i.e. three or four olds), your job
as a teacher is mainly to provide enough paper and colour,
and to have the patience to see the child’s work completed.
Given the ethos of being directed by the teacher in our
country, many children will ask you to tell them what to
draw or how to draw it. It will not be easy to mould this habit
of asking the teacher for direction into enjoyable use of the
medium to express one’s own ideas. Such moulding can be

achieved provided the teacher is patient, encouraging, and

knows what her aim is.

Drawing with colours is of course not the only means
of developing children’s hand movement. A lot of other
activities can contribute to such development. Pouring
water from one pot to the other, sorting things such as
seeds (the larger pulses, such as rajma, chana, lobia, are
excellent for this), lifting things and putting them back, and
feeling the shapes of things are examples of such activities.
One may expect that such activities are common in homes.

Unfortunately, this is not true.

In many many homes, including homes of the poor as
well as middle class people, children are not allowed to
touch things. Often they are not allowed to touch anything
that can break; so, something that might assist the child to
learn how to handle objects carefully is kept out of the
child’s reach. Consequently, a large number of children are
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deprived of basic experiences that their hands should have
had. The influence of such deprivation on writing may be
indirect, but it is a grave influence. The teacher who does
not bother to provide activities that might let the child
overcome the deprivation may face serious problems in
teaching writing skills. Drawing and painting are excellent
media to avert such problems.

Starting to write :
At what point or age we can start teaching how to write is
a decision that every teacher must make according to her
assessment of the children she is working with. A good
criterion for deciding is whether the children have developed
reasonable amount of flexibility and control in their hand and
finger movement through drawing and other activities. Chil-
dren who have been exposed to books or other forms of
reading material (see the chapter on Reading) may them-
selves demand opportunities to write. This will make the
teacher’s task easier. When children demand something, it is
a sure sign that they want to do it at that point. It may be that
the task proves too hard, so the demand is withdrawn after
some time. But it will surely be made again after a few days.
This is how children encounter and master a lot of things,
and the case of writing is no different. ‘
When you have decided to start teaching how to write,
the first thing to do is to ask children to tell you what you
should write about. If you have been using the verb ‘write’
in your conversation with children, they will have no
i | difficulty understanding what you mean. But if the chil-
dren do not know what you want, you can proceed
differently by asking for names of things, such as: animals
they admire, things they like to eat, things that move,
things they are afraid of,* and so on. You can tell them that

- *If this suggestion sounds strange, do remerber that things that a child is afraid
of have great emotional power in his mind, and therefore, he will remember
such things easily.
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- ygaﬁ.wﬂl write one word onréi.feryiéhi‘l;df s ¢0Pybd§kv or on :

- the floor, and so every child must give you a different word -
- to write. Ask children to_copy. this word just below where B

you have written it or frace over it first. The floor is an

" you tq.wrjfe in big letters, and it is a,ldt,gheaper fs:inc:e‘thé
‘only thing you have to" bty is chalk or charcoal, or some
~other loeal variant. The only problem that the floor presents. -

excellent space as a resource for learning to write. It allows .

is-.the need to wash it afterwards. If you'can. involve = -

- children in ‘washing it at the end of the day, you can’ -

. achieve very high levels of motivation for learning to write. .~
- Some parents may oppose the involvement ‘of ¢hildrén in- -

. washing the floor, and you will have to decide whattodo
with' their opposition. These- are, of course, niot: the only

~ ways to start. Those- working with children. will have
o heard. of sevetal approaches, the most common being that
- of starting by teaching how to write letters of the alphabet. - -

- Whether one uses the blackboard to write out the lettersin ~

 large size, or cuts them in cardboard,.or asks children to.. . -
."copy them from, their primer—one thing we must keep.in = - *
- mind ‘is that the alphabet has no meaning,; and therefore - -
" excessive or.isolated emphasis on the alphabet can discourage - .-
children from seeing writing as.a means of meaningful commu- .
 siication.” However, the alphabet can be fruitfully intro- o

duced after the teacher has stablished several strong o
bridges between words and meaning. . . © .

o There can be many ways to incorporate the alphabet in
_early writing without tedching it in a mechanical fashion. -
. For example, you can maintain a long list of words, and”
- _present a small selection of those that start with the same

" letter, Draw children’s attention to this fact, and ‘then ask

. them 'to spot more simiilar letters. Each time. you: organize =
. this kind' of activity, you' can- ask children to' review the
_ words they had seen last time. As you gradually build up -

their stock of commonly used words, you can begin to sort -
- them out according to different characteristics (e.g. length,
- part of speech, content, etc.) and paste up. the words that
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. belong to one category on - the Wall There is no pomt

- I'would not have. mentioned this if T had not visited many .

pasting: them up so high that only you cari see them clearly.

| - schools where pictures and charts are stuck far above the -
‘reachrof. chlldren Any materral which is placed too h1gh

" The real challenge -of teachmg how to Wr1te starts after'l_ :
‘children have mastered the basic skills mvolved in writing. "

'for ch1ldren to see is: both useless and msultmg to them ‘

Beyond the begmmng

- The Challenge consists of developmg i chlldren

(i) asense of audience,. and

- (11) the des1re to convey "i:}}_

- -'keep a long—term perspect;ve jrvmind Wthe organizing every
- little activity. Once again, the teacher: must ‘temetnber that the:. . -

-

To aclueve tlus dual purpose the teacher Wlll have to7-' .

- _sense of audience and. the. desire. to convey: are: relevant for .

- /both writing -and talk. So, any activity that involves Wr1t1ng-‘ .

W1ll benefit from the opportumty to talk, and vice-versa.

Havmg a‘Sense: of aud1ence fequires’ us to have a-

”‘*; A,def1n1te person 1n mmd When We Wrrte On the ‘other

~ -harnd; the.desire. to convey requ1res “us to’ have a definite -
'purpose ‘as we' Wr1te Often, the Wrrtmg that chlldren -
* do—whether ‘words or- ‘seritences - or- whole stories—are
~.~meant for the teacher to tead: ' In" order to:. extend the

e ch1ld’s sense.of audience for: classroom’ Wr1t1ng, the teach—"; o

. _er'can stggest some spec1f1c audle_nces for dlfferent activ- .

. ities: . The child 51tt1ng riext; someone. else in the class,'“?‘"

" children of another-class; and parents can'be- some pos-. -

- sibilities. Imagmed receivers- like a ‘dog ‘whovisits the
- “school at recess; a bus; .or children of the ad]ommg v1llage o
~ OF - ‘town ‘can present exc1t1ng opportun1t1es for writing:
. As children grow oldet, their. percept1on of the audierice .-
- will undoubtedly widen: ‘towards the mclusmn of many -
:adults in’ society who pérform spec1f1c ‘roles. The teach-"
Cer s task is- to notlce When the Cl'llld is usmg a d1st1nctf’,
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s strategy of language to reach a spec1f1c audlence and to

-encourage such use. For example if we ask children to -

- tell a dog why they like him, it is important to encourage

- * them to. say something that the dog will understand and
* appreciate. What one says to a dog ‘will differ in the

content.and style fromy' what one might say. to a friend..

’ One might say to a dog, ‘Good dog,sit down.’ To a fr1end B '. |
one says, ‘I like you because you play with' me.” The o
" choice of content for any specific audience influences the .

choice of words, phrases, and the structure of the entire

~ sentence. But one rieed not teach about words and struc- .

- .tures 1ndependently ‘Children - will gradually learn the,,,

implications of their cho1ces ‘when they have had oppor- L

: tun1t1es to write for a’ variety  of ‘audierices. .

: Havmg somethlng to ‘convey. depends on several as—“
pects of the child’s personahty, perhaps the most impor-.

~tant aspect being: confidence in one’s own perceptlons A
¢ child who-has never been asked to. talk about what he has -
/- seen,ora Cl‘llld Whose narratmn of events has always been
' criticised “or- ignored-is unhkely to. have developed confi--

- dence in his own perceptlons Such a child is also unl1l<ely. -
 to:feel. exc1ted about conveying somethmg The usual =

response ofsuch a Cl‘llld to an’ 1nv1tatlon to talk or write is: -
=Ty nothmg to- say The'child may not say this; but by

:::‘fﬁj.vaskmg the teacher to tell. him What to write he will show ..

o thathe has. nothmg of his own to say.'If you are working . -
- with such ch1ldren, your ]ob will be- doubly challengmg,
©for you will have to rebuild their conﬁdence in themselves S
5’1n the valldlty of the1r V1ew of the Morld B =
?ffVThe teacher s response G T
.7 Assoen as chlldren have- started ertmg on the1r own, af‘

G great deal of- their- progress starts to depend onsthe teach- . -

Y oer’s response I “many-. many primary: school‘s in. our,ff_j

.Zcountry, the. only response the teacher makes conS1sts of:ff e
correctlons of spelling or grammar Copybooks of ch1ldren; -

L are l1ttered W1th correchons made by t‘he teacher in- red; -



(c) ketabton.com: The Digital Library

.62 THE CHILD'S LANGUAGE AND THE TEACHER '~ §

ink. On the other hand, when the child has written. -
everything ‘correctly’, the teacher simply puts a tick mark.
‘and signs. Both such responses are highly inadequate if not -
Qutr‘ight destructive. Apart from correcting the “child’s: -
mistakes or putting-an approval sign, the .teacher must -

~ write something expressing her résponse to the child’s. -
‘writing. Did it remind you of something? Why. does it
~ seems a good piece of writing? What more could be said?
Has someone written something -differently? There- are a

hundred ways of responding to a piece of writing. Every- -~
_ time, as a teacher you must extend what the child has -
conveyed, just.as you need to:extend. the .child’s talk by -
expressing your response .in an ‘elaborate manner. By
writing a sentence or'two on the child’s cbpybiob‘k; youwill | -

- show to the child that you see writing as a form'of dialogue ' -
" rather than as a mechanical exercise. Even if what you are -

- checking is a g_ramrhar drill—something all teachers have - "

personal, although brief, at the end: Tr-will be more impor- - -
tant to the child than your signature. N SRS EENT STt

“._ For correcting mistakes, it is not enough to spotthem

. to cope with—you can say something ‘interesting and o

" If you merely spot the mistakes and circle or underline .-
_them in red ink, you are only emphasising examples of - .

. the child’s inadequacy. More important is to show your: - e
* “recognition of the child’s. mastery where it has occurred -
" and to offer the correct alternative to portions where a '

- mistake has occurred. Aniother ‘way, of helping the chﬂd

. with-a mistake is to invite the child’s active attention o

~ idenitification of the mistake. For example if you want to-: "
- correct the. spellirig’ of a certain word, give: the right ™ = -
- spelling and now write the word thrice- with different.. -
" spellings: Ask the child to spot the correct spelling: If you - -

*involve the child in spotting’an-errof, you'are helping him
to develop the capacity to look at his own work witha . -

. .critical 'eye. iR
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This final chapter is about the reahtles of 11fe at a prlmary
school and the question- dealt with here is:
‘Is it possible to. follow the suggestions given in this

handbook and, at the same time, fulfil the routine requlre-f N

- ments of an ordinary primary school?”

Surely this ‘question will bother a number of teachers .

who might read this book. And it is an important question

for those too who want to use this handbook as a manual

for the training of- teachers No one is more ‘aware of the

 realities. of school life than the teacher. So if this book does

‘not convince the teacher: that ‘it has been written with -

' recogmtlon of the school’s teality, it will surely fail to make
, any sense. : : : —

Prlmers and prescrlbed text books |
‘Every teacher in. our country is expected to ‘cover’ the
textbook; that is, she is expected to finish each lesson given
in the textbook one by one, doing the exercises that the |
. textbook offers, giving homework concerning each lesson, -
. and ensuring that children have a mastery over the con-
~ tent of each.lesson. There is no doubt that these. expecta-
tions " are -counterproductive as far as the teaching of
language is concerned. Making a kind of intellectual paste
- of the lessons given in a prescribed textbook, and persuad-
“ing children to eat a bit of this paste everyd ay cannot be an-
- enjoyable and exc1tmg experience. Yet, this is what we as
teachers are required to do. :
What we can do in this 51tuat10n is to recognlze that no
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textbook in the world can .pi‘ovide all the material that is
necessary to make children’s life at school enjoyable and

~ worthwhile. Even the best textbook can only offer a sam-
_ ple of good material. The rest must come from the teach-
er’s own resourcefulness and hardwork. If we accept this
view, we can begin to consider how compatible the advice -
given in this handbook is with requirements of a prescibed
textbook. Let us' recall the main point.that this book
wanted to raise, namely: ‘What are we teaching in a
language class?’ ~ - . e 0o

_ This book ‘answers the  question by saying that the

" teaching of language covers a wide range of experiences

~ related to the development of children’s minds: The lan- -

guage class gives us an opportunity to,work with children
in a highly flexible, creative, and enjoyable medium. What
~ is special about this medium is that all the children are
already familiar with it when they comie to school. They
" use it in a variety of circumstances, adjusting it to meet the
requirements of different situations: The. teacher of lan-
‘guage is not-going to offer them something totally-new; all -
‘she can do is to help them enhance their mastery over the

medium which they are already using. The teacher can do - |

* this by creating conditions in which children can develop '
" new skills and use these skills, such as reading and writing,
- to sharpen their abilities to léarn and respond.

. In this agenda any book can only sérve as a resource,

"and textbooks are no different. If the textbook is of good
quality, it might have amore frequent use than other books
- would have. The exercises given in it, provided they are
" well-designed in terms of the aims discussed in this hand-

~ book, can be used as.a basis of classroom ‘talk and writing.

- Howevet, it should be clear to the teacher that her miin -

~ aim is to develop children’s ability to use language rather

. than to:“cover’ the textbook lesson by lesson. If the.text-
- book begins to dominate life in-fhe classré'om (for instance,

if the teacher stops using other resotirces and materials), it

" _should be a matter of concern. | - L
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At the same tn;ne, it is' worth notmg that the activities
“and approach which: have been proposed in this hand-
- book -are. by no means. incompatible with a textbook or

~_ primer. Any . teacher can combine textbook-based activities
. with-the ones recommended here. Indeed, such a teacher
can expect that the textbook would become much less
difficult for children to understand if they are getting -
opportunities to use and learn language i in a wide range of
- creative activities. Such children can master the prescribed
textbook a lot faster than other children whose entire
‘training in language in the classroom depends on the
_ textbook : ‘ |
- Ina number of activities descrlbed in this book, the
’ ,textbook can be directly used as a resource’ for printed
material, pictures, and topics for talk. It may be best to use -
the textbook in. cornblnatlon with other. resources; other-

~ wise it may become too familiar and therefore the activities

- based on it may not bring the kind of thrill that comes from
handhng something new. Every teacher will have to deter-
mine the right proportion of- textbook-based activities in
‘wider programme using a variety of resources. One thing
necessary is to feel confident that the textbook can be’ covered’
(as the school may require) without being transformed into

a paste day after day by mtenswe readlng :

' JHow to use space . : |
- One serious _problem that nearly all prlmary schools in .

~ 'India face is that of- space There are two sides of the
o '~prob1ern one of which is quite well known, but the other
one is rarely discussed. The first aspect relates to the

. number of children in a class or school; the second aspect
~ relates to the organization of space. : : .
- There is enough- evidence to say that if- all chlldrenﬁ

- enrolled in a school came to school every. day, we will see

- rather 1mp0351b1y crowded conditions. It is very difficult
- indeed for a teacher, who: must look “after 50 or more
chlldren in a class to do ]ustlce to “the approach and .
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' ‘activities presented in this book. Similarly, teachers work- . .
- ing at single-teacher schools may find it very difficult to
-utilize the ideas they.will find in this handbook. If they can .
' tfy out’even a few of the activities on one or two days in -
a week, then this should be a matter of reasonable satisfac- .~ -

tion to them.

~ The second aspect of the problem of "sp.ac_e 1s relevant L
“for all teachers—the ones who jare lucky enough to have . ™

“only 30 to 40 children in their class as well as those

- such an environment does not exist in most of our primary |
‘schools. The walls are bare, often ‘quite’ dirty to look at;

working in very crowded conditions. The challenge is to o
*organize the space available in the school in a way that it - -
' serves.as a congenial environment for the development of -

children’s language. Perhaps no one would disagree that

there are no shelves or cupboards, and when there is one,
it is not used with any specific aim: Of course we are not -

taking into consideration the schools that have no walls or o

whose walls are crumbling. -

- In schools where the walls are strbng and ihtaet,_‘they. ,. -

can be.used for a variety of purposes.that are relevant to 7

' this book. We have placed much emphasis on the oppor-
" tunity to express oneself in different media, including

" ‘that children have made as well ‘as pictures that the

pictures. Walls .are an excellent means of storing pictures

~ teacher has acquired. Both kihds of pictures can be used

 for eliciting talk-and writing activities. The pictures should - .

~not be placed too high up on the walls. And children will

need to be gradually trained to treat wall-pictures with
respect. If you, as a teacher,-are moving from a bare-wall -

classroom (where children sprinkle ink when they start to

write) to a picture-wall classroom, do not':exp:ect to be

-~ successful in a day or a-week or even a month. It may.take . -

time for children, who have been used to bare: or messy

 walls, to get used to nice pictures. But it will happen..

In many schools; walls are used. for pasting or painting o

~ moral slogans. These.slogans serve no purpose—either
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. moral or linguistic—but the tradition lives. Téachers who
~ will read this handbook and experiment along the lines ;
'~ given here will soon see that slogans’ consist of a very -
 restrictive, stereotyped use of language. Since no..one

seems to live strictly according to the ideals given'in a. "~
- slogan, children begin to see the slogan as a meaningless
- - use of language.-If a classroom-is-decorated with moral.

slogans all around, one can imagine why it would be

- difficult to associate language with ‘meaning.. And-isn't -

thatouraim? o o T
. In place of moral slogans, you can consider making "

- poetry-posters; consisting of a poer written in large-size .-

. letters and a picture. Older children can help you write the

poem, and the younger children can’ draw the illustration. - -
- Make sure that the poems you choose-are exciting and

- enjoyable rather than didactic or philesophical.- The best

thirig would be to select p¢ems théi‘t"t,h,e‘fchﬂdfren enjoy and -
- would like to place on the wall. Tt is quite necessary to keep - -

~* on making such’ posters so that you can change them
. frequently. S -,
: And Examinations L o

. Finally, teachers who want to use this book must reflecton. - .

- the demands of the examination system: These demands. -

- sfart early. In private (not necessarily elite) schools, even o
~ entrance to the nursery and grade one is subject to test =
| results. Later, every year the child is likely to face-annual -~ -
. examinations,’ except in- those parts ‘of the country where. =~

i ‘promotion is ensured in the early grades. In any case, the .
.. grade five examination ~carries ‘a lot of weight in many .

. :,'p‘a‘rtsﬁ_f of the. country, and beyond- it s.’t_'and.: many -more '

= examinations that _‘\ins‘til anxiety. in’ parents, teachers, ey;ld -
.. children alike. The anxiety is as much a part of our.culture -

- asis thejoy of festivals like Diwali. It is hard 'fto;'ima_gil’lelén":'f R

Indian child who' is not worried -about examinationis!" -

Primary school teachers can hardly protect children from -

. the impact that the pervasive culture of the examination. |
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 system makes on them. But teachers can attempt to im- -

. examining children. Teachers of young children can also
- widen the scope of formal evaluation procedures. We are -
 referring both to the system of annual examination and the .
frequent tests which.schools,. especially English-medium - - -
schools, take throughout the year. ‘I the context of lan- " -

" focus on-the prescribed textbook, treating it as a book of - :

prove the quality of the traditional approach used for

guage, the questions asked at an examination’ inevitably

" knowledge. The fact is that-unlike the textbook of scierice -

“or_social ‘studies, the language textbook is .essentially a

. sample of readings which are supposédly designed to train
- children to become skilled, independent. readers and to-
. make 'them capable of enjoying and deriving ‘meaning. "

" from unfamiliar texts:. The- quality or Tevel of children’s - -
_ reading skills, therefore, ought to-be tested by assessing.
how much interest they have'developed in independent - '

* _analysing and. interpreting new or unfamiliar texts. The.. -
- prevailing procedures of testing, which focus on the pre- .
- sctibed textbeok, largely ignore this: requirement. - -

reading and what capacities they ‘have developed-for =

, .

.- Present-day examination procedures.also rieglect chil-  ~
- dren’s listening abilities as well as:their skills in the-use-of-
' ohoken language, such as for farrating an expefiénc
- expressing an opinion. There was a time when a

" tary oral examination use 4 )

+ school curriculum. That ‘practice-needs to ‘be révived .and
! broadened, towards including the'different uses and func-"!

" tions we have discussed under * listening” and ‘talk’. Téach- =~
. Tets’should also train“themselves in: obsetving' children’s -

. \ E e

t6 be a part of the prrmary -

" “progress in these areas, and in maintaining records of their -

" observationt. Various kinds'of check-lists are being used
these ‘days. to maintain’ a_record “of . children’s ‘progress... -

" Quite oftén these check-lists are used. rather superficially, -~
% means to keep parents and authorities happy. Record-
keepirig ‘as' a-means of assessmefit" becomies. a difficult

- challenge When. a-teacher has to look after fifty or more
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B chrldren and sometrmes more than one. class For srtuag o

tions of this kind, we ‘need less cumbersome ways - of
record-keepmg, supplemented by well- de31gned and
' 1mag1nat1ve examining procedures o
- Finally,-in the context of writing sk1lls the tradltlonal "

o approach evaluates children in a very narrow sense, focus-', N
 ing on their capac1ty to write an answer which is correct” o

with referénce to the textbook. Writing fer different kinds

- of auidiences and S1tuat10ns, expressive Wrrtmg, reportmg, i T
. probing and. other modes fird very limited room in the -~
-school’s ‘scheme of testing-or examining. And what little . -

k room;. they do fmd often indicates hostility towards the

g purposes these modes are Supposed to serve. If these," |
- modes aré to be given a- respectable place in our'scheme of - o
« assessment or evaluatlon ‘we can hardly limit ourselves to’ S

" .- the cluld s performance durlng a fixed number of hours.
o Orice .. agaln ‘we' need methods of record-keeping Wthh
»tal(e mto account the teacher s overall workload /
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