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where I worked, the regional office was in Boston. The coor-

Each year the federal government funds a national
sunmer compensatory education program for children with one
or more parents employed in agriculture. These children are
called "migrant children.® The program is considered coﬁpen-

satory because, according to goverrment statistics, most
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migrant children are months behind other children in the basic
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subjecté: reading, writing, and arithmetic. The goal of the
program, in a broad sense, 1s to make up for this lasg.
Althouzh funded federally, the Migrant Program 1s admin-

istered regionally and staffed locally, In Massachusetts,

dinating association was the Spanish Apostolate of Springfield
(pop. 162,000), Shouldered with the responsibility for the
1673 program in Soringfield was Sister Anne larie, the vice-

director of the Spanish Apostolate. It was she who telephoned

me at the end of June with the offers of a paid Jjob with the
Figrant Program from July 2 to August 10 and a non-raying
position teaching Spanish to English speakers at the Spanish
Apostolate from June 17 to July 6.

In 6rder to participate in the Migrant Program, I had to
attend an orientation at the University of Hartford, Hartford,
Connecticut, from June 24 to June 28, People with theories or

skills in teaching and people with insights into the migrant

culture (Puerto-Rican in our case) were invited to speak.

In addition to the icctures, games and other materials vere E?
displayed. We learned that our children's parents would be :
tobacco workers. These children would likely be touched by

many of the characteristics of poverty (see Appendix):



1ow income; lsck of magazines and books in the home; under- %
educated parents. The children, too, would be less than com- oy %
petent in English. As often happens, the rezlity of the sit- .ﬁéﬁ %
uation doesn't become clear until one is in that situation. g
There was no context for the lectures so people became bored. %

The last day of the orientation week was spent at every-

one's respective schools in order to acquaint ourselves with

the sites and fellow teachers. My school, the Sacred Heart
School, was around the corner from the Sacred Heart Church and
Convent in the north end of Springfield. The School had two
stories and a basement. There was no gym, the children using
the parking lot for outdoor activities. There was a multimedla
type rocm which served us as cafeteria and guditorium. There
were two basic room shapes: one large rectangle with black-
boards on three walls and windows facing outside; and small
claustrophic rectangles with little blackbecard space, little
room for classroom reorganization. The desks were independent,
fiber glass, each with a compartment for personal materials.

For the summer, all matérials available were brought to the

school from the Spanish Apostolate and placed 1in a "transitional
room™ in the basement. s
Reading, math, Spanish resding snd writing, and Culture

(a euphemism for Catholic education) were taught one-half hour

daily. At least once a week the students had 30 minﬁfe periods
for music, health, dance, drama, gym, ESL, and arts and crafts,
taught by teaschers hired specifically for those sﬁbjects.

Each Tuesday aftsrnoon there were field trips to local points

- of interest: the fire station; the newspéper; the police sta-




tion; the Armory museum; nature areas; the Boys*® Club; the
rlayground; and the library. All day Thursday there were
_organized activities (picnics, swimming and recreation) at
~parks in the Massachusetts ares.

This Springficld Migrant Prégram was not.édministered
through the Pﬁblic Schools, rather the faculty was hired by
Sister Anne Marie. There ﬁere_many sisters of Notre Dame,
| who belonged to the convent afffiié%éd with the Sacred Heart
Church. 1In addition, there were lay teachers from the schools
in the Springfield area. Each teacher had an aide, usually a
high school age student., The aide's role was to help the
teacher with attendance, testing and other normal class activ-
ities., If the teacher wasn't bilingual, the aide was. There
were community members who helped with lunch, fleld trips and
‘comrunity relations.

My job as teacher entailed quite a lot of paper work.

One of the ma jor reasons for the lag among these children

is their high rate of transience. Because of this high tran-
sience, the federal government decided to begin a central
record which would contain information about the health, edu-
cational progress, psychological history and family background
of each migrant child. A central computerized record would
provide each school the child entered with the information
‘needed to immediately take over where the previous school

kad left off. To help make the computerized reccrd, durling
the first and last week of the six week program the children
were tested for mastery of resding readiness, reading compre-

hension and primary math. The teacher was rssponsible for
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compiling the results, one set for the federal government and

one set for the child's school in September, In addition to

these records, the teacher had to complete reports for every

field trip, turn in weekly lesson plans, and report home vislts.
As I had been hired over thé phone, I accepted the Job

knowing very little about it. I had been anxious to find a

place to do my Spanish practice teaching and I was ecstatic

- that I was to get the chance to do it at the Spanish Apostolate.

My greatest concern was gzetting enough hours to gqualify for

the degree. Over the phone, Sister Anne Marie had told me

that I would be tesching ™a little of everything.™ As it

turned out I was assigned to the third grade. This frightened

me at first for two ressons: I thought I needed a certain num-

ber of hours in Spanish to qualify for the degree and I had

no training in teaching reading or math. Therefore, I jumped
at the cpportunity to divide the major subject areas among the
other third, fourth, and fifth grade teachers with me teaching
the Spanish. My class would travel to their classes for
subjects other than Spanish and their classes would travel to
my classrcoom for Spanish, or vice versa.

With little more than this knowledge, I Jjumped into the
teaching game, I wanted my classes, at least, to get a con-
cept of the syllable, as I felt it was an important key to
deciphering meaning and spelling. This course seemed espe-
cially logical since Spanish is a relatively phonetic language.
As a point of departure, I chose to utilized aspects of the
Gattegno Avproach: the Word and Phonic Color Charts; the

plctures for vocabulary building; the pointer, and the rods.

s
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(The rods are used primarily by Gattegno in the beginning
stages of oral language learning and 1 used them only once
myself.) Caleb Gattegno uses color to ccnvey a*phonetic-clue
to ﬁords. Normally a person reads for meaning only and pays
little attention to the graphemes which make up each word.
Color coding encourages the stﬁdcnt to focus on the compo-
sition of the word as well as on the meaning. Therefore,
Gattegno asserts, a person 1é'mbré 1ikely to write correctly
1f he has learned this way. The child learns the grapnemes
which correspond to the sounds of his langusage through a chart
which gives a different color to every rhoneme. Therefore,

as in Gattegno's South American Spanish rphonic code chart,
three different graphemes may be the ssme color (for example
{y; 11, hﬁ")‘sincc they are really the same phoneme. Or the
same grapheme may be two different colors (for example {y} )
and found in two locatlons on the chart since it differs phone-
mically depending on its location in the word. (for example,
"vo® /yo/; and "y* /i/). I, myself, utilized Gattegno's 4Approach
rather loosely. His color charts were fine attention getting
devices, at least at first. The kids enjoyed getting out of
their seats to make words and syliables with the pointer.
During the first few days we played "games" with the phonic
code chart: we formed plurals and we made new words by adding
and subtracting letters. After that, most of the_claéé time
was spent in other activities. - However, I continued to refer
back to the charts when there wére difficulties in reszding

and spelling.

The followlng pages are primarily a report on my experlence
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teaching reading and writing of Spanish. Nevertheless, they
were six weeks of guite varied activities. The field trips

we took each Tuesday afternoon and 211 day on Thursdays were
stories in themselves., Actuslly many of my most joyfui times
oceurred in an atmcsphere of recfeation. I found I could enjoy
the children during these times as I personally., enjoy games
and sports. Those were times of learning and group interaction
as potent as my thirty minute sessions in the classrdbm. In
aédition to my half hour sessions, there were times (notably
during the first and last weeks) when I was with my assigned
class the whole day. At those times I was responsible for
teaching reading or math or, merely, for keeping them produc-
tively busy. It was then that I would read them storles,

bring in or invent games, take them to the Euditorium for moviés
or breakfast or lunch, take them outdoors for sports. It was

| at those times that I had to really break up fights and comfort
the unhappy.

Although my chus for this report is primarily the aca -
demic side of the Jjob, my teaching and the extent to which I
succeeded was greatiy influenced by the daily occurrences
mentioned above. I include my lesson plans, usually followed
by comments éoncerning their success as well as comments about
the whole day. My purpose for including the lesson plans is
two-fold: so that the reader can see from what daily_exper-
ences my evaluation is drawn; and so that the reader can see
tnerfluctuations of mood I underwent as a teacher, and which

probably are undergone by most teachers. Included in the

evaluation are mention of things I wish I had Xnown when I



began teaching. The things I had to learn the hard way may

help someone else avoid'the same mistakes.




JULY 2 Monday:

AT AT SRR T AN

A7
e

I was with the szme chiidren all day because everyone

FEAL ST EAALT

was testing. Three children came: Migdalla; Angel; Ildefonso.

I had 14 names on my enrollment list, all of them different
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from the children who showed up. It seems that many children
went to the wrong location - probably Carew St. - and they'll
be drifting in all week. It was really a long day. We played

kickball outside and drew and colored inside.

BRI TR

JULY 3 Tuesdayv:

Today was very bad. I was given six new children and I
was expected to test them and entertain the ones I had already

tested, Testing was difficult even though Nora, my aide, helpedi
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The seminarian came at 9. He talked to them matter-of -

factly. They didn't make noise but many squirmed and ffell
asleep.”™

They all scrambled to the bathrﬁom. I tried to get them
to line up according to height, thinking it would be fun, but
the boys pummeled each other to the floor, ran around and the ?
girls just seemed somewhat 1ndifferent. I couldn't get anyone
to do znything. There weré numerous fights with Carmelo cry-
ing three or four times. I tried putting them in the corner

and some went and others would only stay a few mirnutes, 1

triled to get a discussion group going down on the floor. Few
wanted to speak although Migdalia did szy that we should try
to make somecone happy if he 1s sad. Another gquestion - unan-

swered - was what to do about fights. Ardith Kohn of the )

iz

regional office observed my class as I was trying to calm it



down. She later reported that there had been "group discussion”.

I was near tears.

JULY § Thursday:

Sti1l children arriving and the problem of keeping the
others busy while the untested children were given the tests

that they needed. I introduced the “mystery bag" game. My

‘aide held a bag containing unseen objects which the child was
to feel, describe, and then pull out to see. Then the child
wrote the name of the object. Purpose: to relieve the strain
of testing and to help thcm in their descriptive language
development. It was chaotic, but successful. I should have §
walted unti] they finiéhed the test before telling them that
there was a game to play. The prospect of a game seemed to
make the kids gilve up more easily at different questions iﬁ

order to finish the test as fast as possible. Another ganme

which was successful but had little educational value, was %
“toss the sponge into the trash can.* The more rambunctious
boys monopolizéd thé geme and the others watched from the side
lines. Maybe this can be dealt with as we go along.

I discovered that some of elementary school terminology
was‘unfamiliar: words such' as "blends" (the CC combinations £

such as{bp;wdr})-

JULY'6 Friday:

Objective: Write and identify Spanish syllables
Theme: Gattegno phohic code chart
Procedure: I) Using the pointer, introduce the a)vowels

b)consonant vowel (CV) combinations e¢)two syllable words CVCV

and VCC¥. 1II) Vowsl sound game: %a - e - 1 - o - u®.
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"3 - & -1 -0-~-1u IIT) Story from Conozcamos

kS y
M

las pasamos y declimos 'phew! Puerte Hico. ' £

cuando para la misica

¥R

équéiletra tienes tu?®

Comments: I tried this procedure with all my classes. They
enjoyed the syllable and word making (#1). I allowed the
students to be the teacher and to use the pointer. We had a
couple high moments when the kids got into the fun by spelling

their own words. The rhyming game (#I1) didn't go over too

A A N S R TP, e v
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well, They bacame bored fast and almost alwaYs two or three

boys tried to look out the window instead. (Maybe if we'd been
in front of the room instead.) I don't think the game was |
enough of a challenge., 1 then had them make up words beginniﬁg

with these letters., I read the story from Ccnozcamos Puerto

Rico and they listened and were fairly interested. I asked
them questions as I read but I have to watch thls as I tend

to forget to require that they raise their hands., 1In one class,
a Fuerto Hican aide reazd the story. They didn't really seem

to be more interested even with his native fluency. Actually,
my Spanish does not win me points here, I have lots of trouble
understanding the Puerto Racan accent as well as vocabulary

since I am accustomed to Mexican Spanish. Those who can tend

to prefer to speak English with me, Another third grade-feacher.
Feter Stathis, took half my class for math and said he didn't
have any trouble with the students. There are a variety of
explanaticns for this but I think it gets down tq ry soft line
from the beginning. Unfortunately, I've now got to go the

other way and it isn't in character. I took the smile off




made a mistake at the beginning by not telling them to ralse

11

(it came off easily) and I started getting sngry and I raised
my voice. However, I don't know what the best punishment is:

perhaps not letting them go on the next field trip. I also

their hands, At 1unch, when they were bursting their potato
chip bags, I grabbed the whole bag and threw it away.

JULY 9 Monday: -

RSN

Objective: Identify sound/grarhemes

SRR

Procedure; I) Review vowels; conscnant with vowels
quél es la primera s{1ava?)
II) Introcduce rdds: colors and coemmands with rods £
I1I)Have them folléw commands from the word charts
eg. "Toma una regleta roja y dala a Carmelo.”
IV{ Make commands up theﬁselves - class reads them
as student points words out. %

Comments: It's too soon to tell if this is going to "work". &

At least I've got a point of departure., It's been hard logls-

tically to carry the charts arcound and the classes have started

to rebel at my use of them. I really am in need of that abillty

to command attention. |

Note: The word charts are;utilized in the Gattegno Approach

for visual dictation,ie, with the pointer someone indicates

words he wished others to read, ' _

JULY 10 MNonday:

Objective: (Famlly picture from Gattegno and rhonic code chart)
to continﬁe to associate sound/graphemes.
Procedure: I) Introduce “family picture”™ and ask clzss to

1dént1fy objects and describe what is happening.
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11) '¢Cua/ntos hijos hay? ihembras/ varones? )
iQuélllcvan los muchachos? ‘ N
- / L
gQue quiere el mas chico?
éDdﬁde viven? sen la cludad?

- v '

;Que estacion es?

III) I note words that are mentioned by the class.

IV) I have students go to chart to spell the words I have on

A T L R

my list; and others copy the words. £
V) 1 have each student draw and label his own family :
Comments; Surprisingly, this went over quite well. In fact,
if my future lessons can go this well I'11 be happy. The class;
grumbled about working with the chart again. Some tried to |
do something else, This part was exasperating. However, I
would settle for 2 minimum of participation and then the
reluctant ones usually Joined in.

Everyone, including those who presented behavior problems,
wanted to be the teacher. th everyone has the sounds . straight -

not even the vowels. The students sometimes pronounce the{hg

evidence that they‘don't understand the concept of the column.

(1) : | %
%y (411 three grarhemes are pronounced /%/. DPerhaps this is 4
Ch interference from English .) §

The introduction of the family picture was interesting.

For one thing, I think it sharpened thelr powers of observation.

I said, gQué estaciéﬁ es?" and they would burst out, #Verano®

Then I'd say dPor que?" and they would have to think and many

would revise their opinions. Good participation.
1 then had one student handle the pointer and another

write on the board. They =2ll wanted to do this. I also had

the kids write the word on a paper at their seats.
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- mujer (woman), chiringa (kite), - weren't too adaptable. A

13

. The first two classes drew pictures of their families,
but they tended not to have'time to finish and the words we

chose in the family picture - espejo (mirror), bastdn (cane), ;

less detalled picture might have been better. 1In a way this
Waé a good exerclse because Lp didn't put pressure on those
who really didn't want to write: they could draw.

I saw from the results that some tended to choose the:
{h% or theiﬁ% for the simple vowel sounds: ex. fha-mi-lia.
At least they understood that the pronunciation is the same,

JULY 11 Wednesday:

Objective: Continue sound/grapheme correlation
Procedure: I} Fass out "clown"™ coloring ditto

11) Have someone in class read it aloud

1II)Class does it %

IV} Use directions to refer back to chart .
Comments: This was not really too successful as much time was
wasted in coloring. Some could resd the 1nstructions, some
couldn't. There is still much work to do on the Sound/grapheme
correlation. They're getting the concept of syllable. Scme

i

students ignored the direcfions and colored the clown any color

they 1liked,.

JULY 13 Friday: | | _

Objective: The student can write and read the word for objects
in the room.
Theme: Fheonice chart and colored construction paper.

Procedure: I) One person thinks of Spanish word

II) One person spells it on chart sounding the syllables.
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III) Class repeats it
IV) One person writes it on paper | SR
V) One person tapes it to the object it represents.
‘Corments: This went over well in some classes; especially
poorly in Martha's class. The kids Just were not in the mood
for anvthing at all and they let me know it by not paying
attention, not being quiet and actually tad-mouthing me. Some
of the problem was that they were a little bored. Ohe girl
and boy need something mwore difficult. The other classes
enjoyed the words and sveryone was dying to be the writer. 1
probably should have encouraged them all to write.
A little giri in Marion'$s class brought me a book to read.
In retrospect, I think that the 1dea of a daily theme

from which to work might help; eg. sports words: clothes words;
)
el

%,

food words; days of the week. The classes are only one-half
hour and don't meet everyday and thus I need something to gilve

the kids a sense of accomplishment and cohesion.

JULY 16 Monday:

Pass out pictures from my pictufe file

Ask students I) to spell words with me

1

II) to write sentences on their oﬁn.
Comments: I found that some students didn't get turned on to
this and actually just sat there and talked. The fact of the
matter is that there are at least three levels of participation:
1) the kids who for whatever Treasor just sit and ao_nothing
or disrupt altogether. 2) the kids who will work if I help

them on a one-to-one basis. 3) the kxids wno will go ahead on £iiy

their own, with confidence.
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- 4) leave off {§% because they don't say it.
'8} don't hear the /n/ at the end of a breath group

‘watermelon, steam) and the words that are peculiarly Puerto

Everyone makes these interesting errors:

1) confuse /t/ with /d/.
2) want to write f}}'fOr {}E because they tend to say /1/ for/r/

3) ~“tend to-say /3/ for /r/.

It's interesting to hear all the anglicized words (brown,

Rican (china (crange); chiringa (kite».

JULY 17 Tuesday:

Color themed letters to get students to write their own words

and make "mobiles.”™

-:Comments: I really made a big job for myself by cutting all

the necessary letters out of paper corresponding to the-ecolors
of the Gattegno chart. The color reinforcement probably did
little good for the trouble as my approach to the sound/grapheme
correspondence hasn't been as systematic as 1t would be in &
"Gattegno" classroom.

JULY 20 Friday: | i

Procedure: 1) Let "slower®" students practice sound/grarpheme
with the aide. (Use-flash;cards) II) Let others read “Adivina,

Adivinador.®™  (Kids guess what the poem is about.) III) Read

e

a line for them to write. , -

Comments: Overall, kids were anxious to try to write sentences.
I nzd trouble keeping up with their individual.paccs: every
child wanted praise for everything he did and would immediately
bring his work over for this. It kept me hopping with trying

to help the frustrated kids as well. It 1is good to use the
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alde when one is available,

JULY 23 Monday:

Procedure: 1I) Review of sound/gracheme with chart,

II) 1Introduce pictures from "“What We Do Day By Day"™ by asking .
questions about what they are doing. I11I) Have Nora work with
scme students. IV) Choose some of the words from pictures to
spell in class. V) Tell kids to write this down as story.
Comments: With some classes I could give everyone a bic%ure

and all except the few I had working in the back with the aide
could write with a minimum of help or need for constant attention.
Peter Stathis' third grade class really'can-do this. 1 gave
them all a picture from the Dairy industry material (#II).

Some didn't even have to be inspired as far as a sentence to
write about the picture. My class, on the other hand, has %o
really be pushed. Ildefonso, Angel L., Migdalia, and Eva could
go on their own - if in the moceod. Carmelo, Luis, Maria, Evelyn,
probably need more individual attention as a psychological
crutch. They are volatile in temper and-the boys are barely
controllable. Faul's classkis fairly good. They can write
sentences and need to be challenged. There are two who need
extra work. Cora's classiis at the stage between words and
rhrases. Marion's class really has many_levels.

JULY 24 Friday: -

I) Slower students work with aide
N T > -
Cthers practice thegéi, gﬁ?;ga. go, gut, $gue. guls
{ L - I .
1I) BRead “Golondrinita™ - a poem
Ask: éQué es una golondrina?

éCuéﬁdo viene Je lejos?

ol

T A T e E T T T e YA

AT ER
L



17

;De dohde viene:
e
cFPor que viene?
. . -
{jQue/%a a hacer mientras gue esta Ilegando?
ITI) Read "Los tres cerditos®
. 7 o "
Ask: dQuien dice "pru, pru, pru, cru™?
. . ' /
.Quienes son los mas gorditos del corral?
: 7/' ’
s Quien los qulso devorar?
. . - Ve
. Por que estan alegres?
P . :
En la ultima estrofa, .gque van a hacer?
IV) From "What we Do Day By Day" (Japanese family and Boy with
. e blocks)
Ask: Con que comen los japoneses?
ASon distintos sus platos de los suyos?
_En su vida han comido pescado crudo?
. / .
;Que bebemos nosotros muchas veces en vez de te?

i
- Ask: .Que hzce este muchacho?

: ”
+Que tiene en la pared?

. Vg
_'Dondc asta?

Peter's class: Procedure(I) was a little abstract for the kids.

Too academic. The pictures were more fun. Some of them wrote

three sentences or more about each picture. Iris answered the
. B

questions and then went ahead to compose her own stories.

Sister Cora's class: I gave'a genéral QUiz on sounds and letters.,.

I gave the girls the picture of the Japanese Tamily to answer

the written questions. I gzve the rest of the class the mimeo-

graphed sheets with "“La Goiondrinita“ and had them all stand
at the board to write the answers. I had them answer the ques-

tions for "Los tres cerditos®. Most did the exercises pretty

well, and all helped eazch other,
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David's class: Having the faster kids work alone on the pic? ' 2

tures was "successful," They finished, however, before the T

end of the period. I worked with slx or eizht others on

S NN AR S D 3 AR,

" sound/letter correspondence but they tended to lose interest.
They are very anxious to write, to be more active.

General Remarks: I felt like writing a more personal account

toright before having to think of Friday's lesson . plans. (I
tend to want to write these accounts when I'm a little down
so when I reread this I hope I'11 remember my state of mind.)

I feel about teaching kids about the same way I felt about

Spanish as I began studying it in college. It was very hard,

yet I could feel a thrill as I made each improverent and was
able to communicate and understsnd more and more. As I recall,

I never was satisfied with what I knew and I was always anxious

s

about what I considered my slowness. I think that this 1s how i@f
I feel about my progress as a teacher - too slow.

Today I couldn't quite integrate myself with the kids and
the surroundings at Forest Park. It Was a dreary day. I |
can't decide if I'm over-reacting to "discipline® problems. 1
think I did in this case. A boy was climbing up a slide the
wrong way and I reprimandéd him. He smarted tack, I ended up

grabbing him., He, clearly, was on the brink of fighting me.

T
s
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i
n
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i

I am in a quandary over "respect” an& *discipline." Clearly
this boy didn't show me respect when I reprimanded him, however
I wonder if I should have intervened in the first pléce_— was
it a petty infraction? My volce has begun to take on tke tone
of the harassed female teacher. That incident shook me up. I

also was a little frightened of the boy and he probably sensed
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1t., I turned to a male teacher who seemed reluctant to
insist to the boy that he get down. He merely asked the boy,

who refused and the other teacher and I, eventually, walked

-off. It was a chaotic mess. No one knew where we were headed

in the morning. The rest of the day I didn't really organize
any activities. I feally dog?t feal thé sense of ﬁy class
due to the fact I move around.teachlng.épanish. Also, there
ars SO many.

Another incident today wzs the receipt of a letter froﬁ.
~ Ardith Kohn of the Regional Office in Boston. She fesponded
to my gquestions on discipliné without resalily talking *punish-
went.” She talked more of a Wellwﬁaced multi-faceted classroom
in which the tasks are interesting and the kids don't have
TIME to slap, hit, bad-mouth. She talked zbout Yetting them
feel a sense of personal growth by keeping a record of their
accorplishments., This last idea 1ntrigues me because I have
the feeling that when I walk into the class out of the blue
that no one knows where we've been or where we're at.

I wonder if I'm puttiqg too much energy into getting
control. Eg. Eddie, a smart kid in Paul's class, was just
nect participating so I 1g;ored him for awhile and he got bored
sitting there and started participating.

JULY 25, Wednesday:

Peter's class: Go over sounds with entire class. Spelling

test from errors they make 2 lot. Ramon and Baltazar with
Carmen, Peter's gide. Other students answer the following
frem "What ¥We Do Day By Day%:

. - -
.Que estan haclendo? -
(%
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éDﬁhdc estan?

éng clase de comida han escogido?

aQué,hora del df& gs?

égué’tiene la muchacha en el pelo? alrededor éel cuello?

-Generalmente,ééug comes al mediodfa en casa? en la escuela?
Comments: This class, of course, understood almost everything.
However, I'd 1ike to give them a little more creative work to
do and cut down the phonetic practice. I should try to spend
only a few moments with the more advanced kids, and work with
the slower ones. I didn't get to the picture of the children

in the lunch line from "What We Do Day By Day."

JULY 27 Friday:

Peter's Class: Read "Golondrinita®™ and practice sounds. Others

answer questions about pictures (from Wednesday).

Cémments: I had Iris and Juan doing the questions by themselves,
Very well done, I worked with three on reading and the sound/
grapheme correspon@cnce. Baltazar and Ramdﬁ were in the back

with Carmen, the aide, on sound/letters.

Mariha's olass: Half the kids read the poem with the aide, jose.

Half the xids practice sounds.

David's class:

I) Give all a review of the sounds/grapheﬁes
1) éQue harf; Uvd, si fuera (Escoja dos para contestar{
un futbolista?
un bailador de ballet?
el presidente de los EEUU?
Donny COsmond?

la Bermarn: Anne Marie?

Ry
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‘JULY 30 Monday:

Pass out my dittos to all the classes
Comments: Most went right through the exercises. A few got
stuck and I found it difficult to help them because I was con-

stantly jumping up to get new papers for everyone else,
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AN

EVALUATION:

Tt is obvious from reading my daily account of this

surmer that there were définite areas which, from the begin-

ning, provoked concern and insecurity on my part:

1) Eow much my students knew about reading and writing in
Spanish.

2) Classroom behavior, or discipline, which I needed for good ‘
teaching.

3) The total educational spectrum and how my class fit into it. %
I consider knowing what my students have been taught or’ L

k¥now already to be of major importance. I hecd to have an idea

of where to begin. 1 always kngw vaguely who was catching on

fast, medium, or slowly; but I never knew precisely what anyone ¢

knew or did not know befors they entered the classroom. Actually,

this summer program possessed the very flaw it was trylng to

correct for the future: it drew kids from many schools and the
teacher hsd no record of the students'! previous educational
experience, The pre-tests in math and English shed some light
on the level of the students, but there ﬁere no pre-tests given

in Spanish. There was no discussion of the Spanish aspect of

&
i
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the program during the orientation. 1In fact, there was little
material to be found in the Spanish Apostolate, except a few
story books. I personally was not familliar with the Springfield

Public Schools so I didn't have much information about what

was being taught in the realm‘of Spanish literacy. Of course,
there were some obvious things to be done to better inform my-
slef. I talked with the other teschers who were teaching

Spanish and who had taught in the public schools and I observed ﬂiﬁ

R

another teacher's classes three or four times. T asked my
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students to bring in work that they had done during the school
term. I could have gotton 1nrcontac£ with other knowledgable
sources, but I never really did.  Perhaps it was the lack of
time in the day; perhaps it was my sense of being alone in a
strange city; perhaps it was my interest in doing my own thing.
I think that doing my own thing would have been easter if I

had had some means of testing the students. beforehand (Seé
arpendix: dittos). As it was, it was the last two weeks that-

I started planning lessons for specific classes instead of
making one lesson plan to be used in éll my classes. Actually..
the levels didn't always coincide with grades as scme classes
had a range of ages and some had. students very fluent in English
with students who were hardly able to speak English at all.

The students who didn't speak English well sometimes were better

in my class.

My other main concern was DISCIPLINE. (The caps reflect
its effect on mel) . Again, my discipline problem might have
been less had I better individualized my instruction. Looking
at my plans, one sees that_tbis‘problem surfaced from the
beginning. It i1s interesting to me to see how ruch I relied
on ©y memories of when I Wa; of elementary school age. 1
didn't do it conscidusly but »y reaction, I feel, were based
on these to a great extent. 'For example, hand-raising was
sorething that was strictly enforced when:I was ydung. yet I
couldn't enforce it consistently and 1 found-that my tendancy
was to allow people to speak out in a discussion. However, I

wasn't able to keep that from getting out of hand. A painful

incident was the picnic I refer to (on page 18) when I tried
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TR AR B

to stop a boy from climbing up the slide, It almost developéd

SO

into a fist fight as I told him in a flat voice to "get down", £y
expecting full well that he would meekly and gulltily obey,

as I would have. Another example is the awe I felt when an-

G ) s O P Ny A

other third grade teacher, Peter Stathis, was able to command

attention by the fear he instilled in the kids through his

b
5
&
[
7

height, bezaring, and ability to.yell. At first I tried to be
like him, too. Actually, I do have the ability to create a
rapport with children and I could see this on fleld trips as

well.as in the classroom. It is necessary to stick to your

definition as well. Nevertheless, just as important is to have
the well-paced, multi-faceted classroom in which there are
interesting tasks. Another important thing is to know where

to go if you need to refer to someone else for discipline, I
didn't realize righf away that I could take the children down
to Sister Anne Marie's office if I couldn't handle them. I
toyed with ke idea!of forbidding them to participate in the
field trips, but that was frowned upon as the school was
responsible for the children during certain hours. The obvious
thing would have been to establish a rapport with Sister Anne
Marie from the beginning.‘iHowever. she was not especially out-
going or warm so I was a little put-off. She knew her fellow
sisters and some of the other lay teachers but she didn't really
reach out to me. For others this wouldn't have been any handi-
cap because taking the initiative is easier; _I intreoduced my-

self to her during orientation week but after that I hardly
spoke with her. Hopefully, as I continue to teach I will over-

come my shyness and find out what is expected of me and what
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I expect from a teaching experience.

i ~ Another point that I think everyone who teaches should
take into consideration concerﬁs the importance of what they
teach in the greater context, be it my summer school.eor, even,
the total educational vrocess. According to the facts during é
the orientation week, Spranish reading and writing were to be
one-third of the thrust of the program. FEowever, as I mentioned
earlier, there were no materials exhibited nor was there a
speaker who addressed himself to that subject. There was 1itle %
material at my site. Ferhaps the course wasn't intended to i
be as important as I thought. BRecause I rfeit I was going to
be evaluated by SIT staff and it would count towards my degree,
I adopted a very linguistically structured épproach. However,
as I taught a number of questions came to mind. I wondered

= : if, in some cases, I was impeding the students' progress in
their English language competence as I tried to get them to
learn Spanish vowels and conscnants (although I didn't teach
the consonants isolated from the vowels).- Many, many of my
third grzders read poorly or net at all. They were not in
cormand of the English vowels or consonants and, at times,
seemed to confuse the two ianguages. Being so unaware of the
background and experiences of_the students, maybe simple
exposure to stories, movies, music and other experiences
avalillable in the community would have been a Yiable alterns-

tive. A greater experience with the Eispanic resocurces might

bring very practical results to both the children and to the

family and, less tangible, a greater self-zppreciation. I

think, especially, I shovld have relingulshed my linguistic
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approach and adopted this alternative with what I called the
*slower? students. It bothers me that I may have contributed o,
to any future reluctance they may have to study Spanish. There

are already so many inducements for them to reject thelr dual

RSB EeuE LU0 AN SRR AN I G AN VR 7 ST N T R

heritage,

If I had the experience again, I would, naturally, have

VIR Y

a little more insight into what it would be about. Probably

g

the most important consideration for me would be the effect
of dividing my time into so many small, cone half hour units.
In opting to teach one subject to all the classes, 1 was

narrowing my chances for really éetting to know my assigned
students. The community feeling which is possible when peo- ‘ o
ple spend time together in productive activity was stalled :

by the fact that I was out of the classroom a great deal.

L

Not only that, my students' personal and academlc needs nevar
beczme known to the other teachers because they were taught

by whomever was the teacher of the class that needed Spanish
that half hour. If Irhad the choice again, I would either opt.'
for teaching all the subjects to one class or I would decide _
not to have my own class at all, but rather to serve in the

same capacity as the arts and crafts, gym, ESL, teachers

(see Introduction)}, and teach only Spanish.

Another thing I would be aware of is the lack of time
really available to teach your subject in a program liie this.
Although there were six weeks scheduled for the summer program,
most of the first week was spéﬁt on the pre-testing and the
last week was spent on post-testing. In total, I taught only

16 days and not every class was taught those days. This 1s
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all the more resson for concrete experiences in language. v

Although my underlying intent might still be linguistic

(sound/grapheme correspondence), I would probably center each

class around something specific such as a sport or a place

in the community.

I would probsbly be better able to utilize my aide (and
perhapsathose of‘tﬁe other teachers) the next time. Even an
aide who doesn't speak Spanish can learn the conscnant and
vowel sounds enough to give simple drills. A Spanish-speaking
aide could do much more,

It is a good idea that a teascher going into;a situation

such as mine realize some of the differences between the

AL '.*3‘:-??%‘?—'."’!‘}‘?‘.‘3.‘0% Y T Y XA X Kok ey x s An sy
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language of his students snd the language he may have been

most influenced by. In my case, my Spanish was from the uni-
W versity. Generally, it wes book-learning raﬁher than actual

speaking and I believe that it was "interrational"™ Spanish,

ie, Spanish ¥ncwn to educated speakers in all parts of the

Spanish-speaking world. My real 1anguége'speaking experience

HELRer
e

came in Mexico and it was probably that country which most

) '_"z?‘?'ff.‘:?

influenced me. The Spanish\which my Puerto Rican students

spoke was fascinating in its differences from what I knew.

V(See July 16.) Some of the differences came from the close
assoclation of Puerto Rico with the United States. (Words

such as "steam" and "brown")}. Phonemically, Puerto Rgcan
Spanish differs from what I learned as well. In reality,
Gattegno's South American phonic code chart doesn't reflect

the peculiarities that characterize Puerto Rican Spanish and 6ne

should be designed which .reflects this dialect. For those who
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spent months trying to learn the /#/ - but to no avail - é
Puerto Rican Spanish will save you embarrassment: The{%r} A
doesn't vibrate with very much intensity. Rather it sounds o
more like the velar /3j/. The little girl with the name of

Ramona can sometimes be thought of as something to eatl The

{13 and the {rj are interchangeable at times, especially the

g
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final {?g which changes to /1/. {example: the infinitive).
Another obvious difference is the loss of the final /s/. I
mention these peculiarities of the Puerto Rican dialect as
things to be aware of, especially if one expects to teach
reading and writing using a sound/grapheme apfroach. As
these differences can vary in any particular group that one
teaches, the important thing is to expect them and to be pre-
pared for the shock. Actually, these differences can be fun

and interesting discussion topies. An interesting fact 1is Qb

that these differences are not really characteristic of only

Puerto Rico. Augusto Malaret states in his book Vocabulario

de Puerto Rico: "According to studies made by Pedro Henriquez

Ureffa in his book Observaciones sobre el espsnol en America,

Puerto Rico falls within thé second of the five dealectal

zones of Hispano-Amerlca. ' Also in this zone are Cuba, Santo

Dominge, the coast and plains of Venezuela, and parts of Ceclom-

bia.

In summing up this type of experience, I would say that
the key is ambiguity. The traditional approaches may or may
not work (for example, my attempts to discipline.) The tra-
ditioﬁal_approaohes often yield only frustration. 1 was appalled s

by the amount of hitting and slapping among the kids and I tried
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to stop it from the first with strong reprimands. Upon
discussion with others I learned that the- parameters of accep-
table behavior in the Latin culture are different. This is
true particularly with plays Latin children are allowed

much more freedom than Amerliecan children are accustomed to.
The notion of “danger™ is not as prevalent as in the United
States, especially among iewer soclo-economlc groups. Thus,

it i1s important to find out whererthe children are at and to

accept the findings. Things are not always what they appear....s

.......That cliche applies, too, to the academic aspect.
There can be pronouncements of the importance of this or that.
The program or an activity may seem 211 in order. However,
looking beneath the surface one finds that appearances are
again deceptive. Schedules will be changed: children will
be enrolling and dropping out throughout the program; admin-
jstrators and teachers will be inexperienced.

For me this experience continued my maturation 2s a
teacher. Hopefully, I will carry the benefits of the six

weeks with me and I will continue to grow and change with

each new teaching experienee.
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An Analeié of Factors | ;
that Create the Educational
Problems of the.
Puerto Rican Student

in New England

(Graphic Excerpts)

Armando Martinez -




What follows dre profiles comparing some norms for student performance £

and school enviromment as they . relate to th cultural linguistie,

economic and racial factors of the Puerto Rican student.
C‘Ul‘tural PI'Ofile PR RN AU S A RN K PP 26"29* b
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#These page numbers relaztive to original paper preéen‘bed by Dr. Martinez
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Pucirio ican Situation

AR I E e PR ry

General School Situation Resultant Conflict
Pucaiio wican sociali- ‘Ochools foster competition Puerto Rican students are considered lazy
zal tan in the home - among students, both by by the teachers; also they are thought to
fro.lirs cooperation using it as an incentive be unruly and/or inclined to cheat. This

omong children, rather
than competition.

and by requiring that
individual work be a norm
in the classroom.

is followed by low teacher expectations mowbo
& Puerto Rican student's success in schoo]

Accepts as a fact that
he exists subject to
God's will.

Upward mobility.
depends on effort.

Success

_esm_mﬁsm95¢ is seen to lack mnﬁwcmwmms and

mmwmwoobmpambnm.¢H -

Large, clésely-knit
family. Strong ties
and loyalties.

26~

Competition -among peers.

The student may lack ability to compete with

peers and is thought to be anti-social an
dull, 42 .

Father primarily to

perform household duties|.

A love symbol. Is sub-
missive to the father.

Frequently, the authority
figure in the classroom
is a woman.

The Puerto Rican child questions the authority
of the female teacher in a classroom and
tends to test her.43

Closc sibling relation=-
ship. Older children
respons’“~le for younger.

Segregated age groups,

The Puerto Rican child functions best in a
group situation, whereas most nwmmmMooam
call for individual accomplishment.4%
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Ceneral School Situation

Resultantk Conflict

]

L

Independent at an early
age. Highly disciplined:
by the parents by means
of threats, fear and
mysticism, Sex educatior
ignored.

rian,

e

The students are asked to
be dependent on the
teacher's directions. The
teacher is the disciplina-
Sex education is
seen to be the responsi-
bility of the school.

The Puerto Rican student does
the substitute disciplinarian.
parents do not feel that sex

the function of

not respect
Puerto Rican
A%asomﬁuos.wm
the school.

Used to verbal rather
than written form of
communication.

Places demands on the stu-
dent for written informa-
tion, expression, ie tests)
questionnaires,

‘The Puerto Rican student tends to appear as

if he has no ideas and suggestions when

asked to write ﬁsmﬁw
pexrsonal approach.

%osw. Prefers the

Home is crowded and
noisy. Often lacking in
educational materials
and playthings.

Calls for facility with
materials: games, etc.

The teacher usually pre-
fers a quiet, controlled
atmosphere. _

The Puerto Rican student often displays

aggressive behavior.

experiences for

hmowmdwm smnmmmmm%
conceptual development. 97

Extremely modest.

mogoﬁwammomHHmHOHwSMmml
cal display--during :
physical examinations,
physical education,

The Puerto Rican may show embarrassment

during physical
participation.48

education and react against
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General School mHﬁzmﬁwo
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Resulting Conelict

Fdueation subordinate
fo Tamily duties. Con-
stibed more important
L6 the male, for learn-
ing a skill.

- Bducation considered as a

'girl to be educated, just

priority for all children.
Considered natural for a

as a boy.

The Puerto Rican child considered irresponsible
for missing many school days. Might be apa-
thetic in school. Not much relationship -
between the home and the school on the part

of the parents who are %%Uwﬂwmmmma by
deficiency in English, ¢

When being disciplined,
-the Puerto Rican chilgd
must not loock up or
answer any question.
Otherwise he is con-
sidered impudent., -

"Look at me! Answer when
You are spoken to...!"

The student is confused as to app

opriate
behavior while being reprimanded.-?

Motivated to achieve for
the family.

Motivated to achieve for
self satisfaction.

The Puerto Rican student's Um3m<wonwmsﬂwb@
tasks is misinterpreted as apathy.

Parents received educa-
tion in another country
in another language,

on the whole,

Much of the communication
and information dispersal
to the family is in
English.

The child is used to woowwﬁ@ to his parents
for help and protection. Now he finds that

~they are uninformed and insecure concerning

matters of the school, 52
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Coneral School mwrcznwwm
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)

Children often come
from-rural arcas. If£
ttey are placed in the
third grade oxr higher,
they have not had the
education comparable
to that of the other
children.

Tecacher assumes that

‘lower level abilities

have been acquired in
previous grades.

Children do not have the basic skills in
reading and arithmetic that the teacher
assumces that they should have. This lack

of education is often interpreted as a
natural inability to deal with abstractions.>3

-29-
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Pucrto Rican Situation General School Situation Resultant Conflict
Parcnts who arc not even| School work is done in The Puexrto Rican student can not H@H% on
Litevate in their own ‘BEnglish, homework is in outside sources for assistance with school
nalive language can not that language as well. work.

provicde assistance to
their children with
school work, the bulk of
which is in English. 6o

Lacking adequate skills in English,
and receiving minimal supportive programs,
he falls behind in course work, and may
eventually drop out.

Puerto Ricans enter the
first grade speaking
only Spanish.

1
-~
i

School curriculum for the

first grade centers around

-introduction of cognitive
skills in English.

Students who are not literate in their
native language have extreme dlfficulties
in attempting to read and write, as well
speak English at the same time.

Spanish is spoken in
the home.

Teachers attempt to eradi-
cate the use of Spanish,
by supplanting it with
English in the classroom.

. The use of English outside the school

" situation is limited; learning to speak
-the language is much slower.
. to supplant Spanish with English,
~with those students who have recently
~arrived from Puerto Rico,

.maucmﬁBmSﬁ %wa OWWwSUHo&cnmmmwxpmﬁ%msm
. confusion. :

The attempt
especially

impedes the

Spanish~-nipeaking stu-
dents have some type of
problem in speaking,
rcading and/or writing
English.

Schools recognize these

problems and offer tutoriall

programs, orientation
courses, BEnglish as a
mmoo:mmbmbmcmmm classes,
etc. _

The m@mowmp courses, in general, arc an
attempt to submer¢ge Spanish in a torrent of
English. And while the student may learn

English, he falls back in other subject matter.

These courses are usually only ommmwna )
limited number of hours per week. 07 .
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Resulting Conflict

Soan Porspective General Perspective
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51,45 Upanish-speaking 27.9% total population School materials are often directed toward
carn loss than mm,ooo\mom@m in Boston earn less the middle class student.
than $6,000/year 67 X
Yo.9% earn more than The argument that a high school diploma will
510,000 per year 06 45.2% earn more than - help students get a better-paying job in th=z
$10,000 per year 068 _ future is too long~range for Puerto Rican

students who see the problem as immediate,

Median income is $3,700 Average Boston family |
earns $9,812 /year 70
Less than 1/2 of the fami- ) : :
lies depend on this wage , )
as the major source of

H:ooammo _

Families emphasize duty to Emphasis is on obtain-

A%maww% : . ing an education
oy
” :
3.8% receive some type of 13.8% of Boston popu- Students are expected to provide their own
welfare./: For 30% this is lation receives some school suppnlies,
the largest source of type of welfare.’? . :
incoie. Many middle class families own dictionaries
and encyclopedias which help students with
homework. Spanish-speaking families do not
_ have reference materials in the home, and
Income remainig after Income remaining after many cannot provide their children with ade-
fixed expenditures: 13% fixed expenditures: guate school supplies.
(Mousing, food, time 445 74

nayments) 73 _ Often the students do not have proper clothing,

particularly in the winter. At times, teachers
call attention to this fact by asking the child
about his lack of clothing, embarassing him,
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96¢ rent their homes 75

0% own their homes 78

Puerto Ricans live on the

average of 3 different .
places in 5.3 years.
of those in Boston had
lived in five or more
different addresses. /7

15%

Average of other
ethnic groups in city
69% rent their homes qJ

26% own their homes 79

Being poor, many Puerto Ricans are constantly
on the move in search of.better jobs and more
livable housing.

Public schools expect students to be generally
stable; Puerxto Rican families ean not provide

their children with this stability. Therefore,
children have to change schools. Often thecy ten
to be put back with younger children, As their

self-concept deteriorates, so does their per-~
formance, and they often drop out.

Median school ye
completed: 8.4 w%w

_37_

"Median school years

completed: 12,2 8}
When the head of the -
family has only com- .-
pleted elementary
school, median income
was $5,310; high
school, $6,485; four
or more Mmmﬂmmwm col-
lege, $9,709 : .

Long-term emphasis on the value of a high school
diploma and on furthering an education is not
effective with Puerto Ricans, since their eco-
nomic problems are viewed as immediate,

They drop out of school in order to help with
the immediate problems.

47% of families receive
AFDC 83

4

6% of the average of
other ethnic groups in
the city receive bmm%
Schools use materials
that center on nuclear
families

Many teachers are not sensitive toward asking
the student to get signatures from mother {or
father) and to have parents come to meetings.

Materials which center on nuclear families tend
to make Puerto Rican children feel embarassed
about their family situation and inadeguate
since they are made to feel that by heving

only one parent, they are missing some ™ing.
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Puerto Rican Perspective

General Perspective

'

Resulting Conflict

Avoerage salary $86/week
$1,472/year for an
avorage family of six mem-
bers per family 85

The larger famllies must
often live in housing
unitis that are deteriorated
or dilapidated, and most
crowded

Median income $166/
week for an average
of 3.3 members
per family. 86

Teachers expect students, especially those in

upper grades, to do some type of studying at
home,

Overcrowded conditions, noise, lack of va<mn%~
and the expected contributions to family life
make it impossible for Puerto Rican students to
study in their homes.

-38-
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Puerto Rican Perspective
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Implications for School Situatio

e Puerto Ricans are a
race of many races, ‘
cupeclially in terms of
skin color. The children
of one set of parents

can have skin color ran-
ging from white %%
extremely dark.

Color (other than white)
is a liability in the
USA. Prejudice and dis-
crimination is directed
against a difference in
skin color, with much
attendant suffering and
deprivation. 89

A young Puerto Rican child with dark coloring
may find in school that his brother, who is
lighter, is more "acceptable," receiving
preferential treatment. Meanwhile, he--
categorized as black--is labeled with all

the negative connotations that have for so
long been the lot of the black child in the
public schocl, in terms of expected under-
achievement and low potential.

On the island, the Puerto
Rican, especially rural
residents,. has little
opportunity to perceive
discrimination based on
color. 20

On the mainland, racial
discrimination is an
established reality.

The in-migrant is often slow to comprehend
the mainland racial situation. %A child in
school may tend to interpret the negative

- reaction towards him as a slur against his

personality rather than his skin--with re-

‘sultant damage to ego development and to
‘his pride in all that he is-~touching on
‘culture and language.

If a Puerto Rican is
white, he must adjust
himself to the white
culture of the city; if
he is not white he has
no choice but to blend
with the Negro community.
Those in an intermediate
classification must
assimilate, "become like"
the Negro in the com-
nunity. 92

‘Puerto Ricans refuse to divide themselves :&ﬂ
.Black Puerto Ricans and White Puerto Ricani.
‘Torced,

increased racial consciousness on the
part of the Spanish community often results
in limited Puerto Rican participation in pro-
grams run or attended largely by blacks. Very
few bridges of cooperation and understanding
exist between the Puerto Rican and the Black.
In schools where Puerto Ricans have been
classified as Black, placed in highly Black
student populaticns, defensive competition
and trouble has arisen, retarding Hmmwbwsmm»
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Pucrto lican Porspective

General Perspective

Implications for School Situation

11}

heo darker Pucrto Rican
way atlbompt to continue
hi Spanish language and
Jecent in an attempt,
realized or sub-conscious,
to preserve his foreign
appearance and thus
separate himself from

the plight ﬁ% the Ameri-
can Black. 2

This undermines the motivation to learn

and use English. It leads to a defensive
expression of cultural awareness. The
drop-out rate is aggravated, with a high
percentage of darker Puerto Ricans returning
to Puerto Rieo. Within the school compe-
tition develops with the Black students. 2°
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