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They will grow old searching to avold conclusions,

Refusing to learn by living, to test by trying,
Letting opportunities slip from their tentstive fingers.

Till one day, after the world has tired of waiting,
While they are busy argulng ebout the obvious,
A half-witted demsgogue will walk awsy with their children.

from 23 Certain I'riends
by F. R. Scott




ABSTRACT

The purpose of this study was to inquire into the
potential of a student-centred approach eas a method of
teaching poetry to secondary school students. Student-
centred 1s defined as an approach in which the tescher
crcates a framework in which the student has complete
individual choice in what he reads snd in which lectures,
dlscussions and activities are an outgrowth of student
needs and interests; flexible sub-groups and individusl
conferences provide the organizetional structure in which
instruction takes place.

A study group was established at Carson Greham Senior
Secondary School, North Vancouver, B.C. It involved three
previously existing grade twelve classes - one aceademic,
one vocational and one mixed vocationagl-academic. The
classes were taught by three different teachers., The
author taught the vocational class and the other classes
were taught by two.student-teachers,

The study wes of four weeks duration, - not counting
pre and post testing time. A varlety of materlels was
made available to the students. Approximately 250 poetry
books by Individuel authors constituted the baslec resource;
_howéver, records, paperback magezines, art supplies, slides,
and coplies of rock-folk lyrics were also used. Each
student had complete freedom of cholce in selecting the

activities he pursued.



The findings of this study suggested that the stulents
in the study group lmproved thelr attitudes toward poetry
and their ability to comprehend a poem as & result of
thelr experiences in the poetry programme. The overall
design of the programme wes given positive ratings by
both students and objective observers, It was felt that
this approach has potential enough to warrent further

investigetion and research,
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CHAPTER I
INTRODUCT ION
It 1s the experilence of the suthor of this thesis
that given present teaching loads and using traditional
methods we can not give students the sttention they need
if they are to develop an understanding and appreciation
of literature. The report of The Netional Study of High
School English Progrsms supports these personsl observa-
tions (Squire and Applebee, 1968). The report brings
out three issues thet are central to the position thet
we need to explore more effective ways of teaching
English:
l. English is, for the most part, still being
taught as it wass at the turn of the century.
2. The most common compleint of Engllish teachers
is thet they can not give students enough
personal guidance,
3. Very little is being done by English tesachers
regarding the exploration of innovative practices.
Yet, the average number of students seen daily by English
teachers in the United States 1s between 126 sand 150 stu-
dents (considerasbly sbove the maximum of 100 recommended
by the NCTE), end preliminary investigations indicate con-
ditions, if enything, are worse in Cenada. Moreover, there

1s little reason to hope thet teaching loads will be



reduced in the foreseesble future,

An equally importent conslderation 1s the contra-

diction that 1s 1mplicit In the traditional epprosch to
the teaching of litersture, Literature is fundamentally
a/ngggggl_giggg;ggge - either sesthetlic or intellectual;
it involves individual tastes, individual perceptions,
and in many cases individual experientisl and emotional
readiness, Nonetheless, the traditional approach to the
teachling of literature pleces emphasis on required texts,
discussions end activities. Further, prescribed literary
works are 'done! as a class, and discussions are formal
activities generated, for the most pert, by the teacher's
questioné. This is not to say that students do not need
guldance from a highly qualified teacher, but the point
is that individusl guidence can help them acquire the
kind of personal insights and attitudes thet will lead
them to make llterature an importent pert of thelr lives,
And, it 1s especielly important that students who are not
going to university discover that literature csn bring to
their lives s dimension of beauty they cannot get else-
where,
Purpose. The purpose was to develop an approech to the
teaching of English that would give the teacher greater
opportunities to give the student personal guldance, and
to present literature in a wey that the student could

become personally involved with litersture. Yet, 1t
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needed to be an approach thet would work under the exist-
ing conditions of large class sizes and a traditional high
school environment.

Focus. The approach that is presented here focuses on
one speciflic asrea, that 1s a method of teaching poetry.
It 1s to be hoped, however, that what is learned through
this focus may be applicable to other aress in the teach-
ing of English. For example, by being able to give stu-
dents more personal attention than they receive now and
greater opportunities to engage in discourse with their
peers we may be started on the way to improving language
instruction.

Poetry was chosen as the focus of this study because
poetry 1s probably the one srea (gside from love stories
on the part of boys and science stories on the part of
girls) in English literature in which we seem to discour-
age more secondary school students than any other (Squire
and Applebee, 1968, p. 285; Teble III), and because poetry
seems to be one of the more difficult areas in English
to introduce innovations.l Thus, if the approach was
successful with poetry it may well be successful in other
arees of literature.

1 A review of textbooks on the teaching of English revesled
that the most common method suggested for teaching poetry
involved the teacher presenting individual poems to a
cless. The suggested procedure wss usually: motivate-
present - explicate - discuss (Burton, 1965; Hook, 1965;
Loben et., al., 1961; Murphy, 1968; 3zuer, 1961). One

recent book begins the section on tesching poetry with "But
high school students 'hate poetry'l" (Murphy, p. 64).




CHAPTER II
REVIEW OF RELATED LITERATURE

Objectives of the Teaching of Literature

Background. There appears to have been an underlying

assumption in the rhetoric on the tesching of literature
over the last fifty-three years that the purpose of tesch-
ing litersture in the secondary schools is to help stu-
dents come to an understaending and eppreciation 6f liter-

ature that will give them a lasting desire to read books.

There have been times when this essumption has been less
apparent than other times, but on the whole, 1t has always
been thers. Some teachers, however, have felt that it
is‘necessary to understand literary forms and to develop

a sound criticsesl judgement before 1t is possible to

develop a sophisticated apprecietion of literature; this
approach generelly involves close reading of individuel
works. Others have felt that the best way to get stu-
dents to appreclate literature is by stimulasting wide
reading, and that analysis and discussions should be an
outgrowth of student reactions eand interests. Some teachers,
then, are primaerily concerned with the nature or structure
of literature, end others ere primarily concerned with the
nature of the students. Generally, those who are concerned

primerily with the structure of literature hasve felt that




a contact with the literary heritege helps the student
acqulre & system of values. Those concerned primarily with
the student have felt that the experience of literature
should be such thet it makes his world richer and more
enjoyable, The reports of the Anglo-American Seminar on
the Teaching of English held at Dartmouth College in Eng-
land indicated that these differences in perspective on
the purpose of teaching literature still exist (Dixon, 1967;
Muller, 1967).

It should be pointed out that the two approaches or
philosophles discussed are not mutuslly exclusive,
Eistory. The "Hosic Report" (Hosic, 1917) published in 1917
was 8 remarkable document. It was an attempt to reform the
English curriculum in the United States which during the
first part of the twentieth century hasd been controlled by
college entrsnce requirements (Stehl, 1965, p. 102).
Reaction of teachers and students against having to meet
the college requirements led to the formation of the Naetional
Council of Teachers of English which prepared the Reor-
ganization of English in Secondary Schools - the "Hoslic

Report" (Meckel, 1963, p. 990). The report was remsrkable
in that while it peyed attention to tradition and correct-
ness, it placed an emphasis on meeting the "basic personal
and social needs" of students (Hosic, 1517, p. 26). This

1s & position very much like that of some of the conferees

at the Dartmouth Seminar. Two statements from the "Hosic
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Report" give the feeling of its genersl tone and philoso-
phy:
(1) The literature lesson should brosden, deepen,
and enrich the imeginative and emotional life
of the student (p. 17).
(2) In order that the reading habit may yield the
pleasure and Joy of which it is capable, the
English lesson should give to the student
such knowledge of the scope and content of
literature es well leave him with s sense of
abundance of interesting materisl...(p. 63).
In 1935, at the request of teachers and principals
for materisls with which to organize an English Curriculum,
the National Council of Teachers of English published An

Experience Curriculum in English (Hatfield, 1935). This

publication called the "Hatfield Report" integrasted exper-
iences and teachling units in English from grades one
through twelve. The report stressed that students should
have freedom to choose what they read, sugzesting that
they need to choose both good and bad books while the
teacher 1is "at hand tc help them establish standards"
(p.21)., It also stressed both individual reading sand
group reading. Group resding was felt to be necessary

in order "that the teacher economically provide the needed
coaching" (p. 21). It also pointed out the need for "com-
petent teachers to lead children to selectlions that they
may enjoy after resding but do not initially select them-
selves" (p. 19). Rather than emphasize a limited range

of classics, the report stressed the need for a wide range

of books so that reading matorial would meet the needs and



Interests of individusl students.

Stahl (1965),after reviewing anthologies and text-
books studied in schools during the yesrs 1917-1949,
concluded that the recommendations of the "Hosic Report"
and the "Hatfield Report" did not sctuslly change the
content of literature study a great deal. He pointed out
that the works studied in detail between 1900-1910 were
basically the seme as those used in 1949. Nevertheless,
i the material for supplementesry resding was considerably
increased (p. 98).

Another expression of the objectives of the study of

literature came from publicaetions that grew out of the
Eight Year Study (Rosenblatt, 1938) (LeBrant, 1936).
There were 30 high schools involved in the Eight-Yesr
Study and their literature programmes had as an objective
the development of individualized reading programmes by
encouraging wide reading with the purpose of establish-
ing lifelong habits.

The publications of the Nationel Council of Teachers
of English Commission on the English Curriculum (NCTE, 1952)
NCTE, 1956) re-emphasized the concerns of the schools
involved in the Eight-Year Study, and those of the "Hosic
Report" and the "Hatfield Report". Both publicetions
stressed the importance of "interaction" between the stu-
dent and what he reads (NCTE, 1952, p. 374). "The
teaching of litereture must bring books and readers to-

gether in a way that will have mesning for the Individual
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that will bring satisfaction, that will arouse curilosity
and thc desire for further resding" (p. 375). The reports
also sugsested that flexible sub-grouping may provide mesns
of adjusting for individual differences (p. 377).

The years between 1958 and 1966 were seen by some as
a return to objectives thet were concerned with critical
and close resding of selected works. It 1is probably more
accurate to say thet they were years of critical reasssess-
ment and re-examinstion of the objectives of secondary

school English. Basic Issues in Teaching English (NCTE,

1959) asked essentially that teachers of English st all
levels examine questions relating to gosls snd content,
There was, however, the suggestion that teachers have
"watered down the subject" too much in an sttempt to make
it fit the "supposed" interest of the stulents (p. 5).

In 1965 the College Entrance Examination Board
published the report of 1its Commission on English. This

report Freedom and Discipline in English (CZEB, 1965) set

a8 pattern that was reflected in the Nationel Defense Edu-
cation Act progrsmmes in "Project English". Project Eng-
lish was a multi-million dollar progremme in research and
curriculum development thet developed centres which trained
inservice teachers in summer Institutes throughout the United
States. By bullding on the 1ldeas of Jerome S. Bruner
(Bruner, 1960) the report stressed that the students must
become literary critics themselves before a "sound judge-

ment" of a work of literature csn be achieved (CEEB, p. 57).
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A recent textbook series (Kitzhaber, 19¢8) 1s an outgrowth
of the University of Oregon Curriculum Center. This series
for grades seven through twelve builds on a sequence of
literary experiences; for exasmple, it begins with folk
tales in grade seven through myth and on to the Ilied and
the Odyssey in the secondary school. The aim of the serles,
obviously, 1s to provide the student with as much of his
literary heritage as possible.

This return to a consideration of traditional ob-
jectives in the teaching of literature wes a reaction against
the objectives of the previous forty yesrs that had "watered
down" the teaching of literature. The evidence of this
watering down carme mainly from college English depsrtment
complaints and the Intultive reactions of some college
professors such as Kitzhsber (1961). Yet, the facts seem
to be that for the most part English teachers in America
had been teaching literature in 8 rather treditionsl manner.
L well received and extensively used high school textbook
published in 1958 surveys English literature from Chsucer
to the present, and devotes less than one fourth of its
selections to Twentieth Century literature (Inglis, 1958).
The 1958 edition, however, was the eighth reprinting of
the anthology, the first being in 1931.

The National Council of Teechers of English Commission
on the English Curriculum in Znds and Issues: 1965-1966

(Frazier, 1966) asked a number of questions regerding
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objectives of literature programmes in secondary schools,
In a8 rather modest tone the spokesman for the Commission
(Frazier) asked if there is one best way to orgesnize liter-
ature for tesching to all class groups, to what extent
independent reading should be a classroom ectivity, and

to what extent student interest should determine literary

selection. The tone of the Commission was that there are
alternatives to making every student into a literary critic. \\\\\\\
These alternatives included flexible offerings such as an
elective course for students with a particular interest in
literasry criticism, and & course Iln independent reading
for these who need to develop literary tasste (p. 23).

And so to return to the Dartmouth Report (Muller, 1967).
While, gs mentioned eerlier, the conference seemed to
reflect the differences in objectives that had divided the
English teaching profession since 1917, a concensus was
seen to emerge that marked a shift from an emphssis on the
sub ject metter of literature to a concern for the nature
of the student (Muller, 1967, p. 88). The general feeling
of the Conference was thet the teacher should endeavor to
get the student actively "involved or engaged" in literature,
and that the principle aim of the literature programme was
to develop a lasting desire to read books (p. 79).

In reviewing the literature on the teaching of liter-
ature it becomes apparent that any disagreement on the
objectives of teaching literature stemmed from a concern as

to where the emphasis should be placed. Those who were
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sub ject-centred did not assume thet the nature of the
student should be 1lgnored. Nelther did those who were
student-centred feel that the nature of the subject
should be ignored. All agreed on the need for teachers
who know thelr subject, and for flexibillity of approach.

Nonetheless, the research on the teaching of English
tends to support the position of those teachers who are
student-centred. Moreover, the research seems to indicete
that the objectives of both groups can best be served
through spprosches that place the emphasis on the nature
of the learner and that sre non-directive,

Thus, in 1967 the Committee on Promising Practices in
the Teaching of English (NCTE, 1967) steted as its objectives:

(1) Educastion should be designed to support indivi-

duslity and to gllow for individual differences
in motivation, pace, and style of lesrning.

(2) It 1s desirable that students learn to learn

for themselves rather than for the teacher or nJu“(

for extrinsic rewards. RS e 1 e

(3) There is no best sequence of learning nor a
best structure of knowledge. Students should
be helped to structure their own lesrning and
to become aware of alternate structures and

sequences (p. vii).

Yet, in the same publicstion, Clessroom Practlices in

Teaching English, 1967-1968 with one exception, every

article on the teaching of literature pleced emphasis on
the teacher doling something with a particulsr plece of

literaturs. The one exception was an article by Lilllan
Schiff in which she described a two week "experiment" in

free reading. However, she concluded thét the experience
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was a pleasant "break" in the routine (Schiff, 1967, p. 12).
She told of students reading who had never read in class
before, and she described animated and interesting dis-
cussions. But she did not expand on the possibility of
the experience as a veluable addition to the normel “rou-
tine".

Articles on the teaching of poetry in the English
Journal over the last ten years have consistently presented
approaches to litersture that involve the tescher explica-
ting a perticular poem or series of related poems for or

with a class, In Poetry in the Classroom (Petitt, 1966)

Wwhich contained reprints of articles from the English
Journal, twenty-tw> poems were explicated with sugges-
tions as to how to present them to a class. That some

of the suggestions were Iinteresting and crestive is beside
the point when the emphasis i1s supposed to be on organizing
the curriculum so that students can mske their own dis-
coveries.

Squire and Applebee (1968) examined English teaching
in 158 American high schools that were rated as having out-
standing English programmes. They found that only a minor-
ity of classrooms hsd book collections, that students found
contemporary litersture of most significance to them but
it is usually unteught, and that terminal students were
often required mors rote learning and recitation than
college bound students with the result thet they left

school with an "understandeble" distaste for litersture.
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Stahl (1965) reported that there 1s a strong ten-
dency for high school English programmes to follow the
traditional programme of the early Twentieth Century even
though the many committees of the Nationsl Council of
Teachers of English have been urging that the literature

programmes be concerned with the interests and needs of
the students rather than centred around college entrance
requirements (p. 102),

An examinstion of the curriculum guides for the
teaching of secondary English of the provinces of Bri-
tish Columbia, Nova Scotla, Manitoba, and Newfoundland
revealed that the major emphesis on secondary school
English programmes in those provinces was determined by
prescribed litersture anthologies and prescribed poetry
collections. In one province even the individual poems
to be studied were specified (Newfoundland, 196L4). Most
of these provinces provided deteiled teaching suggestions
for each individual work or section in an anthology. One
province required that any books to be used that are not
on the prescribed 1list be submitted to the depsrtment of
education by February 2nd for approval to be used the
following school yeesr (Nova Scotia, 1965).

The Ontario Institute for Studies in Educetion (1968)

found it necessary in English: Four FKsseys to remind teach-

rd
| 1S
ers of English that their maln concern was the education{ﬁ—ﬂ ¢ uxi
ot i
of the mass of people, not the acedemic elite (p. 12). £~

It went on to list the factors that needed to be changed
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before a workable curriculum could be proposed, Some of
the factors were: rigid examination structures; rigid
curriculum structures; lack of up-to-date libraries; and
lack of funds for "ad hoc" supplies (p. 14).

Thusg, it would appear that despite all the rhetoric
about the philosophical objectives of the teaching of
literature, substantiasl changes have not taken place at
the secondary school level,

Research into the Teaching of Literature

A resolution passed by the Fifty-ninth Annual Meeting
of the National Council of Teachers of English (NCTE, 1970)
warned English teachers of the need to use behavioural ob-
jectives cautiously in defining end structuring English
curriculum. The resolution pointed out the need to retain
the humanistic goals of educetion "regardless of whether
or not there exists instruments at the present time for
measuring the desired changes in pupil behaviour" (p. 501).
Meckel (196l ) expressed similar concerns but suggested
that while little 1is known about student responses in the
Important phases of learning in English, teachers needed
to continue to develop research programmes., Thus, he felt
teachers needed to be awere that "research in the teaching
of English at the secondary level 1s going to have to be
largely exploratory and descriptive" (p. 91).

These concerns, both implicit and explicit, about the

retention of the humanistic aims of the English curriculum
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may be part of the reasson that teachers of literature have
been influenced less by educstional research than by tradi-
tion eand, to some extent, the recommendations of the various
committees of the Nationsal Council of Teachers of English,

Yet, in examining the resesrch into and related to the
teaching of literature it becomes apparent that the re-
search supports many of the humanistic objectives set forth
by the Nstional Council of Teachers of English since 1917,

Norvell (1941) in a study with the descriptive title
"Wide Individual Reading Compared With The Traditional
Plan of Study" showed in & very carefully controlled
experiment that high school students in a programme fea-
turing wide reading performed equally to or slightly better
than students in a traditional brogramme in literature.

The instruments used to obtain the results were the New
York State Regents Examination and the Thorndike-McCell
Reading Scale. The wide reading method wes shown to work
equally well with superior and weak students. A matter
that is generally overlooked in reporting the results of
Norvell study is thaet the reactions of the students in
the experimental reading group toward the wide reading
programme were overwhelmingly positive., Norvell, bowever,
did not test their attitudes toward literature before and
after the experiment. Nevertheless, it 1s reasonable to
conclude from the results of the post-study questionnaire

that the studentst attitudes toward literature did improve,.
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However, 907 of the students in the wide resding group
indicated that they would prefer s situation in which part
of the tire was spent in "rather free and informal class
discussions of the verious materlals puplls hesve been
reading..." (p. 611).

An early study by Coryell (1927) obtained similar
results as Norvells. She demonstrated that eleventh grade
students taught using either "intensive" or "extensive" -
methcds of teaching literature did equally well. Here ,\\\\\
again the reactions and responses of students caused the
reseercher to conclude that the "extensive" method developed
better attitudes toward literature. Her approach combined
wide reading with periodic class discussions,

As an outgrowth of the Eight-Year Study, LaBrant (1961)

in a chapter in The Guinea Pigs After Twenty Yesrs (Willils,

1961) reported & follow-up study on students involved in a
free reading programme at the University School, Columbus,
Ohio, end who were gradusted in 1938, The group conteined
fifty-five students, it wes heterogeneous, and most of

the students had been in the school for four years. All
were located and alive at the tive of the follow-up study.
The groups present reading habits were compared with those
of & number of comparasble groups. After twenty years the
University School group had read and wes readlng more
books than comparesble groups. Positive attitudes towerd

their free resding experiences were reported.
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Wilson (1966) studied the responses of college fresh-
men to three novels., The students recorded their immediate
responses while reading the novels, and after 150 minutes
of classroom discussion they recorded their reactions again.
As a result of his findings he suggested thet students
be allowed to explore their initial feellings ebout a work,
and only later be encouraged to make more explicit state-
ments that reflect their opinions.

Appleby (1967) did s study on the effectiveness of
Individualized resding on a group of sixty-five twelfth
grade students. He compared the individualized reading
group with two comparable groups; one group was in the
normal English programme which used an anthology; the
other comparison group had no courses in English. The
students in the free-reading group were allowed to read
any books they choose, after which they dlscussed each
book in an individual conference with the teacher. No
whole-group cless discussions or instruction took place.
The students in the experimental group, after the semester
experience, were just as able to iInterpret literary materials
as the students in the required English classes; both
groups were better then the group without any classes in
English. However, the students in the individualized
reading group expressed better attitudes toward literature
than those in either of the other classes.

The research into individusllzed reading seems to
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Imply the following conclusions:

(1) Thet students in individuelized reading pro-
grammes do as well as students in traditional
programmes even when the criteria for evalu-
ation is based on treditional methods of
measurement.,

(2) That students in individuelized resding pro-
grammes develop better attitudes toward read-
ing and literature than students on traditional
programmes .

(3) That students in individualized reading progremmes
need and desire an opportunity to discuss what
they have reasd either in groups or individually
with the teacher.

Poetry. Very little research Seems to have gone into the
teaching of poetry. The two studies discussed below are
the only ones this suthor knows of thet attempt to explore
the nature of poetry apprecistion and understanding. TUn-
fortunately, both articles were presented in journeals of
psychology, and as such,used psychologicel and staetistical
terminology which makes them difficult for most teachers
to interpret.

Britton (1954), in a carefully structured study, came

to the conclusion that in order for s poem to be liked
it must first be understood, but that a poem cannot be

understood until 1t hes communicated some experience to



19
the reader by its words., Further, he found that some
readers "reject" a poem because the experlence the poet
was trying to express or communicate 1s disturbing. Pre-
judice and preconcéived notions were also found to hinder
g person's understanding of s particulsr poem. Britton
found that the amount of time spent reeding poetry was
also a factor in the apprecistion of "good poetry" and
that reactions to perticular poems 1lmprove simply in
rereading them after a period of time.

Rees and Pedersen (1965) attempted to identify
"idealized individuals" regarding the evalustion of poetry.
The results that were obtained suggested to the authors that
teachers should consider the different ways in which indi-
viduals evaluate poetry and attempt to provide more
"positive poetic experiences". Familiarity with poetry
also appeared to be a factor iIn poetic sppreciation, and
the authors felt that teachers should take steps to insure
that students become femlliar with & broad range of poetic
experiences early in their school experience.

These studlies seem to suggest that:

(1) Individual experientisl and emotional read-
iness are factors in the understanding and
appreciaiion of poetry.

(2) That familiarity 1s a factor in positive
evaluations of poetry,

The findings of these studies point out rather con-

vincingly, that extensive reasding with the accompanying
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familiarity with a wide range of literature seems to
improve students! understending and appreciation of liter-
ature.

Related Research: Groups and Teaching Styles,

A number of studies done in the areas of groups and
teaching styles suggest possibilities for the English
curriculum. Yetes (1966, p. 135) however, pointed out
that very little research has gone into the use of sub-
grouplng in the secondary school.

Lewin, Lippitt, and White (1939 in Amidon, 1967) have
been reported in detail in many other places. Their main
conclusion was that children, on the whéle, respond more
favourably to a democratic atmosphere s opposed to either

lalssez faire or autocratic atmosphere. Students in the

democratic atmosphere had better ettitudes towasrd thelr
leader and other children, and higher standards of produc-
tivity than students in either of the other atmospheres,
Flanders (1965) orgenized a careful and long term
study into ﬁhe effect of teacher influence on pupll stti-
tudes and achievement. The results of his study suggested
thet an'"indirect" approezch in teaching achieves better
results in terms of both student achievement and attitudes
then a "direct" teaching approach. Flanders theorized on
the basis of his findings that students are less dependent
in a situation in which the teacher uses an indirect spproach.

He stressed, however, that flexibility of approach 1is
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important in that some students appear to need more direc-
tion than others, snd that most students from time to time
need direction. He also found thast teachers who had a
better background in both subject matter and an under-
standing of teacher influence had more successful class-
rooms in terms of achlevement and sttitude than tesachers
lacking in one or the other.

Hough, (1967) building on the studies of Flanders

and others, emphesized the principles of the behaviourist
reinforcement theory in his study on classroom interaction.
Some of his conclusions can be summarized as follows:

(1) Teschers should use en indirect spproach during
the 1nitial steges of instruction on a new
topic.

(2) Teachers should develop an atmosphere in which
students feel free to ask questions of clarl-
fication and to state opinions.

Kaye and Rogers (1968) applied meny of the principles dis-
cugssed above to small group work in the secondary schools
in England. Their suggestions regarding the used of small
groups in secondary schools were based on the experilences
of teachers and student teschers. These experiences have
shown that small group work gave the teacher greater oppor-
tunities to have personal contact with students who heve
special needs or problems. Kaye and Rogers felt that the

students involved in small group work developed better
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attitudes toward school and expeotsd higher stendards of
themselves than if they had been in a traditional class-
room situstlon., They stressed, however, thet group work is
not a "cure-all", and that it needs to be considered sas
pert of the secondary teachers! "repertoire" to be used
In conjuction with other approasches (p. 115).

These relsted studies indicate thst the types of
learning experlences which students heve in a program
thet features wide independent resding are the kind of
experiences that can help them ascquire inner-direction,
good attitudes toward school, and an understanding and
appreciation of literaturs.

Conclusion. This chapter has gttempted to point out two

Important considerations. First, thet while most teachers
and policy makers in the field of English literature agree
on the underlying purpose of teaching literature, those
who favour a student-centred phillosophy of teaching have
had evidence from & number of resesrch studies that
support their contention that students scquire as much
knowledge sbout litersture and develop better attitudes
toward litersture when they are permitted to read widely.
Second, that despite all the rhetoric and relasted research
gbout, and into, the teaching of literature, substantisasl

changes have not occurred at the secondary school level,



CHAPTIEER III
DESIGN AND BACKGROUND

Design of the Poetry Programme. In designing the pro-

gramme an attempt wss mede to creete a framework in which
the individusl student was put in direct contect with
poetry. In a traditionsl approach to poetry the teacher
either discovers or selects a poem to give to the class

as a whole. The teacher then prepares & lesson on the
poem and presents the lesson to the class. Such sn
arrangement is very comfortable for the teacher because

he has 8ll the answers beforehand. The student's task,

as he often perceives it, 1s to find out what the teacher
1s thinking about the poem.1 It seldom occurs to him

that the poem is to be enjoyed. The plen of the programme
was in a sense to reverse this procedure. The student

was to be encourazed to discover and select poems on his
own with the guldance and assistance of the teacher. Then,
when the student encountered a poem that he had trouble in
understanding he could bring it to the teecher or a group
of other students, and together they could arrive at an
understanding of the poem. In short, the design of the
programme did not assume that all poetry cen be enjoyed

. A 1966 publication of the NCTE called Poetry in the
Classroom contains articles by teachers Tn which 22

poems are expliceted and ways of presenting them to
a clags are discussed,
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simply by experiencing it. Sometimes it 1s necessary,
and enjoysble, to explicate carefully a poem. There sare
skills and disciplines to be scquired before one can under-
stand some poetry., However, the understanding of some
poetry seems to involve s creative act since "The poet
thinks both in images and verbal concepts, at the same
time or in quick alternation;...each originsl find, bi-
sociates two matrices"(Koestler, 1964, p. 169). Thus,
there are some students for whom the more "difficult" or
abstract poetry is beyond their ebility to comprehend.
There 1is, however, an abundance of poetry they can enjoy.
‘The objective, then, of putting the individual student in
direct contact with poetry was to give him an opportunity
to discover the poetry he enjoys end can understand.

Therefore, the basic feature of the design involved
making a veriety of poetry available to the students, and
giving them the freedom to explore it on their own.

An important consideration in the design was that it
be usesble in a treditional secondary school. It needed
to be able to function with rigid time blocks and in a
regular "Lx4" classroom. Moreover, it needed to be 1inex-
pensive. (That the author has borne the entire expense

W

of the study should be a mute testimonial to the rela- ”\J}

tively small expenditure required.) )Uﬁ

A certain level of maturity wes assumed of the stu-

dents who would be involved. Essentially, the study was

Y
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designed with grede 10, 11, end 12 students in mind.
And, any assumptions made here on the basis of this study
have that qualification implicitly attached to them.
Materials. By relying on poetry books by individual
authors rather then using anthologies, it was possible to
provide the range of poetry required by the design of the
study. A number of eanthologies, however, were made
available, These, 1t was felt, would be of help to the
student who had a difficult time in knowing where to begin. LU”
1 ,
About 250 poetry books were selected. The authors repre- . b#”’
. L
sented ranged from John Donne to Bill Bissett (a hippy poet >

4

from Vancouver). A large number of the books were by local SﬁMMU
poets, Cere wes taken, however, in the selection of the
books to insure that the various schools and periods in
the development of modern poetry were represented. Thus,
the student who wanted to study & particulsr area of
postry in depth had the materiasl avallable, and the student
who just wanted to read here and there was considered.
It should be mentioned that the attractiveness of the
covers of poetry books greatly increases their desirability.
Several books on prosody and poetic theory were slso
gelected.

In designing the study consideration was given to
the possibility that there were some students who would
resist anything connected with poetry. It was felt,

therefore, that these students needed to discover an in-
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direct peth to an sppreclation of poetry. Modern rock-
folk music contains lyrics that are in a very real sense
poetry. 1Indeed, the idea of delivering a message to the
accompaniment of music 1s where our poetic tradition be-
gan. Thus, sbout forty, ninety-minute cassettes were made
of contemporary rock-folk music. Seven cassette record
players (with ear plugs) were borrowed from the Simon
Fraser University Learning Resources Centre. Typed copiles
were made of the lyrics from the songs on the cassettes,
and these were put together in two booklets.,

Another way of involving students in poetry was the

ugse of poetry broadsides. Poetry broadsides are simply

poster-gized illustrated poems. Slides were made of
about'forty broadsides found in the Simon Fraser Uni-
versity Library Special Colletions Department. These slides
and a slide projector were made avallable for students to
use. Art supplies and paper were provided for students

who wished to meke their own poetry broadsides,

The Teacher's role. In designing the study the teacher's

role was seen to be twofold. First, as part of the resources
availeble to the student, the teacher needed to have a

good background in poetry in generel, and in the poetry
available to the students in particular. The other part

or side of the teacher's role was to asslst the students

in organizing their aims and objectlves. Once these aims

and objectives had been clerified, he was to depend on the
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student's interest in accomplishing hils goals as the
prime motivational factor. Obviously such a role
required that the student be allowed to make initisl
discoveries on Lls own whenever possible.,

Training of Teechers Involved in the Study. Three teach-

ers were involved in the study. One was an experienced
English teacher (the suthor); the others were two student
teachers from Slimon Fraser University. The two student
teachers were selected from a group of volunteers. Tach
held a B.A. from the University of British Columbia with
a major in English literature.

The teachers were expected to become knowledgeable
about modern poetry; seminars were held regulerly for gix
weeks before the programme began to review the subject
matter and to strengthen any weak ares, The teechers

were also asked to read & variety of books on group tech-

niques (Gazda, 1968) (Moffett, 1968) (Rogers, 1951) (Thelen,
1967). These books were also discussed, with the emphasis
being placed on the use of non-directive teaching techniques.
Specifically, the teachers were asked to avold making

value judgements on the poetry the students selected, and

to allow the students, &3 much es possible, to make

their own initial selection. It was explained that their
role was to elicit comments and to help the student clar-

ify them.

Clessroom Orgenizstion. The orcanizational structure of




28
the classes centred around what ceme to be called base
groups. These base groups were formed on the first day
of the poetry programme. Before the stulents entered
the class the desks had been arranged in group clusters
of five desks., As the students entered the class they
were asked to sit anywhere they wished. Once these base
groups were formed the students were told that the group
in which they were sitting constituted their discussion
group, and thst these groups would be called together
periodically. It was made clear, however, thet except
for the discussion periods they need not remain in thet
group and that they could work individually or in other
groups. The base groups were a means of Iinsuring that
each student had regular opportunities to share his views
with other students, and the teacher. The original plan
was that one base group would meet for about twenty
minutes at the beginning of easch period, and the teacher
be an sctive participant. After the group meeting'the
teacher would meet with individuels involved in other
activities. The group sessions were intended to be pri-
marily orlented toward questions releted to the area of
poetry, and it was here the teacher as & subject resource
person was importent. DMeetings with individual students
were Intended to have the teacher help the student clarify
his aims asnd objectives.

School and Students TInvolved in Study.

School., The study was conducted in Carson Graham Secondary
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School in North Vancocuver, British Columbila. Carson
Graham 1s a felrly new school and serves a student popula-
tion of about 1200, The classrooms used for the English
classes are of standerd size with the exception of one team
teaching room. The students at Carson Graham are given
a great deal of freedom within a rather traditionsl
time table. The school operates on an eight-day cycle
with five periods of fifty minutes each,
Students. For purposes of the study it wes requested that
we be given three grade 12 classes, as evenly matched
between academic and vocational students as possible,
The classes were selected by the head of the English
Department at Carson Graham. The three classes thst were
assigned were: one acedemic, one mixed academic-vocational
and one vocationsl. Two other classses were also selected
to serve as a comparison group for purposes of validating
the pre test and post test. One of these classes was
academlc and the other vocational. The total number of
students in the study group was sixty-eight. The number of
students in the comparison group was forty.

Prior to their experience in the poetry programme

the students had been exposed, for the most part,to rather
traditional teacher-centred English courses. This is
not to say that they had not been exposed to Interesting
and creative approaches to literature. The students

were used to freedom and they hendled the freedom that



30
was given them well,

Definitions.

Student-centred 1s defined, for purposes of this study,

as an approach in which the teacher creates g framework

in which the student has complete indlvidusl cholce in
whaet he reads and in which lectures, discussions and
activities are an outgrowth of student needs and interests;
flexible sub-groups and individual conferences provide the
organizaetional structure in which instruction tekes place.

Study group refers to the three classes involved in the

poetry programme.

Comparison group refers to the two classes that were given

the pre tests and post tests but experienced no plenned
perallel treatment.

Teacher-centred, for purposes of the study,is defined as

a teaching method in which material is assigned by the
teacher either to individuels or to the class as a whole,
and in which discussions, lectures and activitiles are
initiated by the teacher.

Limitations of the Study.

1. The group used in the study represented exlisting
classes. They were not selected randomly from
g larger population for purposes of the study.
This naturally limits the generalizability of
the results,

2., The comparison group, although similer in the
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distribution of academic and vocational students
as the study group,was not drawn randomly from
a8 population common to the study group. Therefore
it would be iIncorrect to consider it a control
group.

The study was confined to grade 12 students.
The students in the study had been exposed to
some freedom prior to the poetry programme.
Therefore, 1t 1s difficult to make any predic-
tions as to how long @ transistion period would
be necessary were the method to be used with a
group that had not had previous experience 1in
handling freedom.

Since the number of students who actually
perticipated in the four weeks of the programme
was only 56 (work experience and other commit-
ments reduced the actual number) the ability
to generalize findings to a lerger population
is further limited.

Further limitations to the study are given in
the introduction to Chapter V.



CHAPTER IV
THE POETRY PROGRAMME

The programme begsn on February 16, 1970, end rean
for four weeks. The pre tests had been administered to
the study and comparison groups on the preceeding Monday.

The classes were assigned as follows:

Vocational class - The author

Mixed Academic-Vocational class - Barbara,
Student teacher

Academic class - David,  Student teacher

The only additions made to the classroom were three
tables., Two of the tables were placed in the rear of
the room and one on the side. The poetry books were
arranged on the tables face-up so that the entire cover
could be seen by the students.

The desks were asrranged in circles; each circle was
made up of five desks,

Because of the curiosity that had been created by
preparations and the pre test, it wes decided that gome
of the objectives of the progremme should be explained
to the students in the introduction., Each of the three
teachers had encountered comments in the hall that lead
them to believe that the students who were to pzrtici-
pate in the study had begun to think of themselves as

"guinea pigs" (as some students put 1it).
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The introduction was the only time the classes were
addressed as a complete group (with one exception).

The first session with sach class followed the same
basic pasttern. As the students entered the classroom
they were asked to sit anywhere they wished. The groups
were formed in this way. Once these base groups were
formed and the period begen, the students were told that
the group in which they were sitting constituted their
discussion group. It was made clear, however, that except
for the discussion periods they need not remain in thet.
group, and they could work individually or in other groups.
It was also explained that the base groups were a means of
Insuring that each student had regular opportunitiles to
share his views with other students and the teeschers. The
students were then given a very brief introduction to the
poetry programme. They were told that the framework of
the following four weeks was poetry, but that within that
framework they had complete freedom to resd what they wanted,
and to use any of the materials they found in the room. The
teachers then gave the students a brief outline of the
objectives of the progremme, Essentially they were told

that the programme was not an experiment »ut & study to

help in improving the curriculum for secondary schools.,
This explanction seemed to satisfy them, and the matter
was geldom mentioned afterwards.

Finally, the students were requested to keep a dally

journal., They were told that they could write gbout any-
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thing they wanted in the journal.1 The journal was

their private business end they were assured that it would

) not be read unless they asked for it to be reed.

Before the groups broke-up, a8 list was made of the
students in each group. One group was assked to remain
Intact and the other students were told they were free
to browse through the poetry books on display.

i The first day's Journal entries from each of the

three teachers are reproduced below,

February 1¢, 1970, E Block, (Journasl of Barbara)
And the class began - with less people thsan
I had expected - I expleined the program to
them, asked if there were questions - most
seemed pretty cleer on whet wes to happen.

I sat with 8 group of girls - to "feel
them out". Was surprised at s few of them.
One who writes very well doesn't like
modern poetry - she seems deeply hostile -
priggish. Never speak in class but both
write well., Most of the guys got right
into it - the poetry - seemed gzenulnely
enthusiastic,

February 16, 1970, G Block, (Journal of David)
Aside from s few stutters snd wheezes we
got off to & reasonably good start. I
called group F together and they all seemed
fairly clear on what they wanted to do. I
was surprised at how meny students started

1 Frankly the 1dea of having the students keep a journsl
was more or less a whim. It was something to be watched
with interest - to see what would happen. The results
of this "sidelight" are of use only to the teachers
involved in the study or to those who wish to listen to
their "gut reactions". It should be ssid, however, thet
a number of the students really enjoyed writing thelr
journals. Several wrote poetry for the first time in
their lives. Some of the journsls we were asked to resd
gave us insights Into students who never sgseld anything
in class. But we promised thst what wes seid in the
journals was between the student and the teacher only.
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reading as I thought they would head
straight for the tape recorders.

In the group sessions my "do you under-
stand?" always gets quick nods to the
affirmative which leads me to suspect that
(a) they aren't answering honestly and
(b) thet I'm asking the wrong questions the
wrong way. (elther that or I'm great)

The students began thelr journsls
immediastely and most of them seem excited
gabout it. From some students there 1s a
slight antagonism which could be for sev-
eral ressons,

February 16, 1970, H Block, (Journal of author)

Introduced the programme to the students.
My class are low-middle vocationals, Ini-
tially the response wes nil - it sactually
threw me; I've never encountered such & dull
or unresponsive group! However, I recovered
my cool and when the class broke up for
indivigual work they went right to the
poetry. The discussion group went very
well, Most of the five seemed &t least
curious about poetry. One Indian boy seemed
reluctant to participate. I talked to him
after the small group discussion - he was
very pleasent and seemed pleased to have
someone give him attention., I showed him
a light poem sabout 2 Bear in a poem (from
the Malahat) and later he told me he
rather enjoyed 1it.

Many kids were absent. Some came late.

On the second dey of the programme & remote T.V.
camera was set up in the room. It was connected to @
monitor and a control penel located in the hsll. The
purpose of the remote unit was to provide en unobtrusive
means of observing student behaviour, Severesl students
ob jected to the use of the unit. Two girls ectually
stormed out of one of the claasses,

Aside from the initial resentment over the remote

unit all classes went as planned. The base groups met
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end the others begen reading poetry or listening to the
tapes on the cassette recorders,

After the second session with each class, a psttern
seemed to emerge. For the rest of the programme most of
the sessions seemed much alike., Most of the students
almost Immedliately became involved in the poetry. A
typical class would look rather quiet. Three or four boys
would be listening to records; about half of these would
be reading poetry at the same time. One or two students
would be painting or sketching illustrations for a poetry
broadside., Severasl girls would be writing in their jour-
nals. Two students would be browsing through the books
and the remainder would be sitting and resding & poem to
one another., And, one or two would simply appear to be
idle. The teacher (after the group discussion) would be
talking to one or two students.

During the first week, before the teachers had an
opportunity to talk with all the groups and individvels,
many of the boys seemed interested only in the cassette
recorders., As the programme developed this situation
changec and as one of the boys lster remarked, "Look at
those guys in there. At first all they could do was
listen to those records., And, as long as I've known
them all they've ever thought about 13 cesrs and broeads,
But look at them, They're in there sitting and reading
poetryl " (Recorded in the journal of the sauthor, Monday,
March 2, 1970).
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The remote unit continued to be source of irritation
until we finelly discontinued using it. The observers
8lso found it unsatisfactory es a mcans of observing
classroom behaviour.

There were about thirteen students in the combined
classes who resisted all attempts to get them into poetry.
These students for the most part caused no behaviour pro-
blems. They read maegazines, listened to the tapes, or
read novels they brought to classs., In group discussions
they simply were non-participents.

As the programme developed it became obvious that we
had erred in being so completely non-directive. This
observation was laster confirmed by objective observers
and the remarks on the post study student questionnaire.

On February 28, 1970, a meeting was held with the
three teach=z=rs involved in the programme. The problem
was discussed with the conclusion that we should not
introduce any changes at that time. The ferment over the
T.V., cemera had just begun to settle down, and many stu-
dents were involved in preparations for the mejor theastri-
cal production of the year.

The programme ended on Friday, Merch 13, 1970, A
series of post tests was administered to both the study
and comperison groups on March 20 and 23.

Post study questionalres were given the students

during the first week in April,
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Classroom Observation

Observers, Iniltlally, three unbiased observers (teachers
at Carson Grahasm School) were trained. They were provided
wlth @ check-sheet with which they were to rate observable
manlfestations ot students!'! attitudes and interest. Unfor-
tunately, only one of the trained observers was able to
make regular observstlions. The problem was that the study
happened to coincide with one of the most active times in
the school yesr at Carson Grahsm. Teachers and students were
Involved in prepasrations for the major theatricasl production
of the year. In any event, only one of the three classes
had regular observetlons mesde during the course of the study.
That class was the vocational class, and it showed less
gain in all ereas than the other two classes,

To compensate for the lack of reguler observations,
periodic one-shot observetions were made by twelve indivi-

duals from Simon Fraser University:

1l - sgssoclate professor of education
1l -~ assistant professor of English
2

- agsociates of the Professional Develop-
ment Centre,

n
L

teaching assistants in English

- students in the Professional Develop-
ment Progranme.

These observers were all sware of the objectives and organ-
ization ot the study. The assoclates and students of the

Professional Development Programme attended s lecture gilven
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by the suthor prior to making their observations. The
others were given individual explanations of the purpose
and structure of the study.

After making their observations the observers were
given an Observation Form (see Appendix E) on which they
rated student interest, student involvement and student
behaviour on a nine point scale. They were asked to indi-
cate ways they felt the programme could heve been improved,
and to express an opinion regarding the strong points of
the programme. Finally, they were asked to describe an
incident or event that took place during their observation
and which seemed to them to typify what they hed observed.

The teachers of the three classes made regulaf obser-
vations. These observetions were recorded in journal form.
However, one of the student teachers stopped keeping his
Journal after the second week of the study.

The trained teacher-observer at Carson Greaham had
expressed dissatisfaction with the ratinz scale he had been
using to make his observations. Therefore, he summarized
his observations using the Observation Form used by the one-
shot observers.

Definition of Terms used iﬂ Observetions, Student interest,

ag it is used on the observation form,is intended to refer
to observable manifestatlionsof interest such as active par-
ticipation in discusslons, sharing poems with others, and

eagerness with which students enter the class, Student
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involvement is intended to refer to observable manifesta-
tions of involvement such as reading poetry, writing poetry,
initiating discussions, and asking questions about a perti-
cular poet or poem. Student behaviour is intended to refer
to observeble manifestations of behaviour that indicate the
purposefulness with which the student is pursuing s study
of poetry and related activities.

Results 2£ Observations. The observeations are summerized

in the table on the following page. Student interest,
involvement and behsviour were rated in the upper five points
of the scale by all the observers. Six of the twelve ob-
servers rated student interest 8 or 9. Eight of the
observers rated student involvement 8 or 9. And five
of the observers rated student behaviour 8 or 9,

Strong points of the programme most frequently men-
tioned by observers were the variety of maeterials and
the freedom of choice given the students. Eleven of
the twelve observers mentioned the veriety of voetry and
materials avallable to the students. Nine of the obser-
vers mentioned the freedom of the students to pursue their
own interests. (Some observers mentioned both.)

Typical or critical incidents most frequently described
by the observers involved students working on their own
and student participation in discussions. Six of the
observers described incidents in which individuel students

Were writing or reading poetry. Five of the obgervers
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SUMMARY OF UNBIASED OBSERVATIONS

IMPROVEMENT SUGGESTEI

p

STRONG POINTS
OF PROGRAM

TYPICAL INCIDENTS
REPORTED BY OBSER=-
VERS INVOLVE:

Scale

9 111

8 111

7 11

6 11 STUDENT
S 11 INTEREST
L

3

2
Scale

9 111

8 11111

7 11

61 STUDENT
51 INVOLVEMENT
L

3

2

Scale

9 111

8 11

7 111111

6 STUDENT
S 1 BEHAVIOUR
L

3

2

(1) Students need

more mcpamsomm

(2) More organized
discussions
v lys

Student teacher too
dominant
2%

(1) Variety of mater~
ials
a. poetry books
b. cassettes
c. tapes
d. slides
e. paints

0

T+

(2) Freedom of choice
a. students pursue
and develop own
interests
b. unstructured
classes

12

o

(3) Relaxed atmos-
phere
3

(4) Group contact
23

(5) Sharing of poems
by students

(1) Students work-
ing well on thelir
own
a. listening to

tapes
b. resding poetry
¢c. writing poetry
T3¢

(2) Small groups
discussing poetry

&%
W

(3) Obvious enthusi-
gam and interest
on part of the

students
2%

(4) Improved atti-
tudes of students

by 3¢

(5) Students sable
to discuss poetry
in depth

2%

% = Number of observers reporting
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described incidents in which students were discussing poetry
in small groups.

Suggestions made by observers for improving the pro-
gramme centered around the need for more guldance by the
teacher., |

Observations by teachers involved in study. T he observa-

tions of the teachers involved in the study closely mstch

those of the objective observers. Their observations were

reported iIn journals and in the discussion sessions that
took place during the course of the study. Student interest
and involvement were considered to be higher than expected.
Student behasviour, however, was considered less purposeful
than it might have been had students been given more gui-
dance. The teachers felt that the strong points of the
programme were the verlety of materials availeble end the
small group discussions. Weak points of the programme,
as sugzested above, involved the need for more guildance in
the form of helping students establish speciflc objectives
and iIn providing periodic lectures onlvarious aspects of
poetry.
Two typical journal entries from each of the two
teachers who kept regular journals are reproduced below:
March 3, 1970, E Block - (Journal of Barbara Raphael)
One-fourth of kids away - Mikado dress re-
hersal « Many of the group really into
reading - a couple into Ferlinghetti =
exchanging poems -~ discussing. Everyone

working - some are writing. Must speak
more to them sbout poetry.
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March 9, 1970, H Block, (Journal of Barbara)
Kids working very, very well, All are
reading. No one listening to tspes., This
is the only class that does not listen to
tapes anymore, Most are doing individuasl
reading. I think this class may provide
the most surprises and positive aspects
of the progrem.

February 19, 1970, H Block (Journal of suthor)
Things went well., The kilds are 8ll involved
in one thing or sanother, The group session
today was very good. The kids are beginning
to examine thelr responsibility as to develop-
ing their own course of study. Even the most
reluctant seem willing end interested in
exploring poetry 1if that exploration is self-
directed.

The boy who seemed so confused on the 17th
actually brought in three poems he had writ-
ten! He said he had never written any poetry
before, but that once he got started he really
enjoyed it., He still isn't too sure that he
wants to read poetry; I made a few suggestions
to him expleining that the poets I suggested
were just places for him to begin when he telt
ready to begin, He didn't resd any poetry
today.

A number of kids are sbsent from this class
because of work experience and other school
functions.,.

February 27, 1970, H & G Block, (Journal of author)
My class went extremely well, Suddenly a
whole new atmosphere hes developed. The base
group tslked sbout the poetry they had besen
reading and asked questions that enabled me to
suggest several other related poets., After
the group sesslon the kids went and begen
reading the poets I sugcestedl

Most kilds are finding direction in that they
are beginning to identify poets that they 1like,
and they eare reading tliem 1in depth.

Two boys in my class, however, are quite
8imply ignoring poetry; but they sre reading
some of the contemporsry or 'mod' magazines
that we provided. Perhaps this may still lead
into poetrye.




Li

Student Post Study Questionnaire

A questionnaire was administered to the study group
students four weeks after the study ended. The purpose
of the questionnaire was to give students an opportunity
to evaluate their experiences. The questionnaire was ad-
ministered during en English class by their regular
teacher,

The questionnaire asked the students to rate their
feelings about the poetry programme from the standpoint
of personal enjoyment and as a learning opportunity.
They were also asked to make suggestions as to how they
felt the programme could have been improved, and to give
what they thought were the strong points of the programme.
Finally, they were asked to describe an incident which
they felt was typical of the poetry programme as they
experienced 1it.

Results 2£ Student Quesbtionnaire The results of the

questionnaire are summarized on the chart on the following
page .

From the standpoint of personal enjoyment 2L% of the
students felt the prograsmme was very good; L2% felt it
was goods 20% felt it wes fair, and 137 felt it was weak.

As & learning experience 22% of the students rated
the progremme as very good; LU% rated it as good; 159
rated 1t as fair, 117 rated it as week and L% rated it

as poor,
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STUDENT POST STUDY QUESTIONNA IRE

I Personel Enjoy-

ment

TII Student Suggested
Improvements

IV Strong Points

of Course

V Typicel Inci-
dents Involve:

Rating Frequency %

Very

Good 11 2L
Good 19 L2
Feir 9 20
Weak 6 13
Poor

More guidance
More goals
Structure
Orgenizetion
Lectures
Direction
Authority

194

More discussions
(in groups end 6
with teacher)

More Films

IT Learning oppor-

tapes b3
books
Mw camers 23

tunities

Reting Frequency %
Very

Good 10 22
Good 20 LhL
Fair 8 15
@mmw 5 11
Poor 2 L

Mlsc., comments

Bring in poets

Emphasize older
poetry

I don't 1like poetry

Drop disinterested
students

No music

Too many groups

Have more time

Take books overnight

Freedom 273

Varlety of poetry
and abundance of it
and other material

Tapes
Films 2y
Relaxed etmosphere
b=
Work at own 3apeed
Ly =
Small group discus-
sions 33
Journsals 23
No merks or
exams 23%

Student responsibi-

lity
It was different!

Discussions
(Real freedom
to express

views) 123

Enjoyment and
personal satis-8s
faction

Writing poetry 23

Hogging the tapes
23

Writing journsals
Quiet reading
Nice freedom
Aimlessness

Being made to reed
poetry

Goofing around

# = Number of students reporting
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The strong points of the poetry programme most often
mentioned by the students were freedom to study on their
own and the varlety and abundance of the poetry and other
materials availsble for them to use. 60% of the students
mentioned freedom as one of the strong points of the pro-
gramme, and 53% of the students mentioned the veriety and
abundance of poetry and other materisls,

Typical incidents most frequently mentioned by the
students involved the freedom to express their views in
the discussion sessions, and enjoyment eand personal sstis-
faction in individuel study. 264 of the students described
incidents involving discussion sessions, and 15% described
incidents releted to enjoyment and personal satisfaction
in individusl study. One of the students felt one of the
most important things thet happened to him during the
programme was being able to "goof around".

The weak areas of the poetry programme; es perceived
by the students, centred sround the need for more guldence
and structure. 55% of the students listed weak points

related to those areas,



CHAPTER V
ANALYSIS OF DATA

It should be emphasized that>this study was not
intended to be an experiment. First, the complicated
interaction between the demands of a normel school's
day to day sctivities, and the demands of a classicel
experimental situation are almost impossible to reconcile.
Carson Greham School agreed to accept an untried approach
involving three classes for five weeks. That was an
importent gesture, and every attempt was made to make the
programme es free from disruptions as possible. To conduct
an experiment would have involved rearranging the time
table for six classes, breaking them up Into randomly
assigned groups, and esteblishing e completely parellel
but teacher-centred approach for which three other teachers
would hsve had to be trasined. This would heve been impos-
sible even in & school that was 8g cooperative gs Cesrson
Greham. Moreover, the approach needed to be tried before
we could be falrly certein 1t warresnted attention. Thus,
the study was a probe, an attempt to try out an ides and
fefine it where necessary. |

Nevertheless, every sttempt was made to collect as
much objective data as possible.

Assessment of the overall success and practicability
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of the approach involved two major areas: (1) student
outcomes, affective and cognitive, and (2) the teaching
strategy. |

Through the use of the nonequivalent control group
in the pre and post tests the deslign of the study approxi-

mates design number 10, "The Nonequivalent Control Group

Design" described by Campbell and Stanley (1967, p. L7).
Thls design insofar as the written tests sre concerned
controls for the effects of history, maturation, testing
and ingtrumentetion. Moreover, since the students involved
had experienced some instruction in poetry before the
study they could be considered to be their own control,
No generalizations, however, will be made on this assump-
tion.

No ettempt was madle to.collect observational dsta
from the comparison group. Nelther were the comparison
group students interviewed or given the post-study ques-
tionnaires. It would hsve been pointless to do so since

the classes did not cover perallel material.

Design of the written tests

Attitude test. The attitude test was designed to test

the students! overall attitude toward poetry. The objec-
tives of the test were to determine:
1. How the student feels ebout the poetry he en-
counters in school,

2. How the student feels about the poetry he en-
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counters out of school,
3. What importance the student attaches to postry,
both personally esnd socially.
Once the objectives of the test were determined the in-
dividuel 1items were selected by referring to the appro-

priate sections in Taxonomy of Educational CObjectives,

Handbook II: Affective Domain (Krathwohl, 196L).

The completed test contalned ten 1ltems and used s
six point Likert-type scale. Some 1ltems were stated
positively and other negatively. The scale wes simply
reversed when grading the negatively stated items. The
highest score possible was 60.

The same test was administered to each student in
the study and comparison group one week before the study
begen and one week after the study ended.

Poetry Test. The poetry test was designed to test the

gstudents ! ability to interpret a poem of reasonsble diffi-
culty. The objectives of the test were to determine:
1, The student's ability to understand nonlitersal
statgments.
2. The student'!s ebillity to grasp the thought of
a poem &s a whole,
Thus, the student's ability to comprehend & poem
through translation and interpretation was tested. These
objectives were established by referring to Taxonomy of

Educational Objectlves, Handbook I: Cognitive Domain

(Bloom, 1956).
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ANALYSIS OF DATA

It should be emphaslzed thet this study wes not
intended to be an experiment. First, the complicated
interaction between the demands of a normal school's
day to day activities, and the demands of a classicel
experimental situstion sre almost impossible to reconcile.
Carson Greham School agreed to accept an untried approach
involving three classes for five weeks. That was en
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1 programme as free from disruptions es possible, To conduct
an experiment would have 1involved rearranging the time
table for six classes, breaking them up into randomly
assigned groups, and esteblishing & completely parsllel
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Grsham. Moreover, the approach needed to be tried before
we could be fairly certein 1t warrented attention. Thus,
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much objective data as possible,

Assessment of the overall success and practicabllity




50

The completed test contained a sight poem (a poem
the students had not seen before) snd two essay questions
about the poem. The first question asked the student to
explain a speciflic imege, and the second question asked
the student to express the thought of the poem as a whole.

Two forms of the test were used. 1In order to insure
thet the two different poems selected were of similar
difficulty they were shown to & committee of graduate
gtudents in English. The decision of the committee was
that the poems were of similer difficulty. To further

insure that eny difference in the poems would have little

effect, they were assigned to the students of both groups
using a random number table. O0dd numbers were given form
I and even numbers were given form II. On the post test
students were simply given the form they hed not hed in
the pre test. 7

This test was graded by & committee of five graduate
students in English from Simon Fraser University. The
committee formed into two grading teams of two each, and
one person served as a judge or adjudicator. The pre test
and post test papers were shuffled and given to the
committee to graede. The papers were graded using a 9 point
scale - 9 belng the highest mark and 1 being the lowest
mark. Before the grading began a meeting wes held to deter-
mine the value of psrticuler merks. For example, 1t was
decided that a 9 would mean thet "within the context of the

poem the student could not have done better". Also the
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poems were discugsed and verious possible readings were
explored.

It should be noted that fewer then 107 of the pspers
graded resulted in conflicts that required an arbltrary
decision by the adjudicator.

Identificatlion of Poets Test. This test was designed to

test the students' knowledge of specifics. The objective
of the test was to determine how many concrete referents
(nemes of poets) the students had regarding poetry.

The test contained a 1list of forty-eight persons,
about half of whom were poets. The students were asked
to place a tick after the name of those persons they knew
to be poets. The highest possible score was 2.

It was a very simple and unsophlsticated test. As
such,the purpose of the test was to indicate trends, if any,
snd there was no intention of applylng any statisticsal
test of significence.

Results g£ Written Tests

Statistics., The following statistical considerstions ere

applicable to the pre test and post test results of the
gattitude test and the two perts of the poetry test. They
also apply to both the study end compasrison groups.
Choice of risk level ¢, The X<.05 level of signi-

ficance was used to test the null hypothesis using Stu-
dent's € distribution. All decisions were made st that
level and while other values of (X are reported in paren-

theses, they are reported for the purpose of indicating
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trends,

HO = the hypothesis under test. It assumes that
there is no statistlically 'signifcent differ-
ence between the post test scores and the
pre test scores of the group under consider-
tion,.

Hl = +the slternate hypothesis., It assumes thst

there is a stetistically significasnt differ-
ence between the post test scores and the
pre test scores of the group under consider-
ation. |

Therefore if /‘L; = post test populstion mean and HZ = the

pre test population mean the hypothesis can be stated as:

Hy =V’: = )U'z

B < Pz

Test stetistic. The test statistic under the hypothesis

HO and the computetions for thglattitude tests and the

poetry tests cen be found in Appendix B.

Study group attitude test. The hypothesis under test weas

rejected and the slternate hypothesis was accepted. The
t value of 2.17 is larger than that demanded for signi-
ficance at the .05 level (.025)., Therefore , there 13 s
statistically sigrnificant difference ‘between the post
test mean and the pre test mean of the study group.

Comparison group attitude test. The hypothesis under

test was accepted and the alternate hypothesis rejected.
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The t value of 1,21 1s smaller than that demsnded for
significence at the .05 level (.10)., Therefore, there
is no statistically significant difference between the
post test meen and the pre test mean of the comparison
group.

Study group poetry test part one., The hypothesis under

test was rejected and the alternate hypothesis was accepted.
The T value of 3.0 is larger than that demended for sig-
nificance at the .05 level (.005). Therefore, there is

a statistically significent difference between the post

test mean and the pre test mean of the study group.

Comparison group poetry test part one. The hypothesis

under test was sccepted asnd the 2lternste hypothesis
rejected. The t value of .52 1s less than that demended
for significance at the .05 level (.20). Therefore, there
1s no statistically significant difference between the post
test mean and the pre test mean of the comparison group,

Study group poetry test part two., The hypothesis under

test was rejected and the 2lternste hypothesls was accepted.
The ¢ value of .73 is larger than that demanded for
significence at the .05 level (.0005). Therefore, there

13 a statistically significent difference between the post
test end the pre test mean.

Comparison group poetry test part two. The hypothesis

under test was accepted and the alternste hypothesis
was re jected. The ¢ value of .88 is smaller than that

demanded for significsnce at the .05 level (.10).
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Therefore, there is no statistically significant difference

between the post test mesn and the pre test mean of the
comparison group.

Poet Identification Test - Study group. As mentioned pre-

viously 1t would be inappropriate to use this test for
anything other than to 1lndicsate 8 trend.

The pre test mean score was 6, and the post test mean
score was 9.5, an incresse of 3,5. On the pre test §
students were able to 1dentify more than 10 poets, and
on the post test 21 students were able to identify more
than 10 poets.,

Poet Identificetion Test - Comperison group. The pre test

meen score was L.3, end the post test mesn score was 4.9,
an increasse of .6, On the pre test 2 students were able
to 1dentify more than ten poets and on the post test

students were gble to identify more than 10 poets.



CHAPTER VI

DISCUSSION AND CONCLUSTIONS

Student Outcomes

Affective., The results of the pre and post poetry atti-
tude test seem to imply that the students who were involved
in the study improved their attitude toward poetry as a
result of thelr experlence in the progremme. While the poe-
try ettitude test designed by the author was not standard-
ized, the similerity of the means (i) of the study group and
the comparison group on the pre test show it to have been
a useful instrument within the situetion 1t was used.

No improvement of students' attitudes toward poetry
can be hypothesized as a result of observation. For
reasons previously discussed, most of the objective
observers observed only one or two sessions. As perceived
by participant observers, there was little to indicate a
progressive improvement in student attitudes; there was
a feeling - more animetion in discussions, fewer boys
using the cassettes - as the programme developed but nothing
really concrete enough to support a generalization. That
there was a trend toward improved attitudes toward poetry
13 indicated by some of the comments made by the objective
observers:

(1) One particular girl had been really '"turned

on" by a poem she was reading, so she was
telling her fellow students about 1it,
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(2) As a result of this poetry programme
Kerry changed her opinion of poetry -
from a strong dislike of poetry to
interest in it.

(3) I talked to one kid who really dug the
programme., He seid he never would have
read and enjoyed poetry if it hadn't
been for this course.

(4L) A vocational student lucidly discussed E.J.
Pratt with me for twenty minutes.

(5) Some students told me that they might as
readily pick up & book of poetry now, as
they would a novel,

(6) One girl, who was sitting in a corner
writing her own poetry said the classroom
was & great plasce for her to write in, and
that she felt that she had benefitted a
great deal from the materisl available to
her.

(7) A girl searchin% through the books for poems
by Yeats seid, "I never thought poetry could
be like this. I have to find everything
he wrote. He's just great."
{8) One incident of special note, and by no means
the only one, wes & boy talking about E. J.
Pratt during the course of discussions., I
thought his knowledge of the poetry was good,
but more than thet, he had developed & depth
of mind that allowed him to talk fluently of
Pratt's poetry in his age and in the present.
Assuming that the students' attitude toward poetry
did improve, that improvement can probasbly be attlbuted
to the students being free to discover that poetry they
personally enjoyed. The poetry they read was selected
by them. The poetry they discussed wes selected by them.
Cognitive. The results of the pre and post two-part
poetry interpretetion test seem to imply that the students

who were involved in the study improved in their ability to
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understand a poem as a result of their experiences in the
poetry programme. The way the test wass administered and
marked (described in Chapter V) lends strength to this
conclusion.

Assuming that the students! ability to understand
a poem did improve, that improvement can probably be
attributed to the fact that they were exposed to more
poetry than they would have been in & teachsr-centred
classroom situation.1 In short, they experienced more
poetry. The observers consistently reported a large per-
centage of the students in the classes they observed
sitting end reasding poetry. 1In a teacher-centred class
a student would normally experience one or two poems g
session. The students in the study programme could, if
they wanted, experience many more. It might be said
that the students'! previous experiences in careful read-
ing and explication of individual poems made them reedy
for the extensive reasding they did in the poetry pro-
gramme. However, the results of the poetry interpreta-
tion pre test give little indication that thelr past’
experiences had much affect on thelr ability to understend
a poem. Furthermore, the design of the programme allowed
T Squire and Applebee (1968) report that explication of
individual poems was the most frequent approach to poetry
in the 158 high schools involved in their study (p. 112).

They also found that the most common approach to litera-
ture involved the use of a single anthology (p. 206).
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for close reading and discussion of individual poems,
but the poems were selected by the students and the dis-
cugsions were generated by student interest expressed
either individuelly or in & small group.

The results of the poet identification test simply
show that if you expose students to & varlety of poetry
by different authors, they will remember some of their
names., But 1f the names of poets are considered as
referent points, then it can be seld that the students
had more concrete referents about poetry after the study
than before,

Weakness in the Design

The most serious weakness in the poetry programme
was that students were not given enough direction. The
reports of the objective observers, the responses on the
student questionnaires and the observstions of the teach-
ers all refer to the need for more direction or guidance.
Possibly the fault was placing too much emphasis on
student self-direction., When students asked questions
about what to read next they were always given too many
alternatives. Also, the small group sessions were
allowed to go on too lorg; this often meant that some
students never had an opportunity to confer with the
teacher individually. Several students expressed the
desire to have poems discussed with the whole group.
Students who had questions about what to do were too

often met with abstractlons about establishing their own
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direction, rather than being given concrete suggestions

about where to begin.

The remedy, of course, is simply to provide more

guidence and direction. This, too, cen be overdone, and
it should not be overlooked thst much of the success

of the progremme was because of the 8bllity of the

ma jority of students to be selt'-directing.

It 1s felt then that the approach could be strengthened

by:

l. Limiting the small group discussions to
approximately twenty-minutes (and stick-
ing to this), so that the teacher has an
opportunity to confer wivn other students,

2. Making definite suggestions to students who
are heving a difficult time knowing where to
begin.

3. Drawing the whole clsss into discussions of
perticulerly high interest.

L. Providing for periocdic, non-required lectures
on perticular aress of poetry.

Utilization 22 materials

Poetry books. Of the poetry books used in the study

eighteen were missing on the last day. With the excep-

tion of the author's copy of How Does A Poem Mean, all

were by contemporery euthors. Except for five books 1in
the Twentieth Century Views series, all books showed signs

of wear, The most popular poets, as noticed by teacher
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observation and indicated by signs of wear of the books
were local contemporery poets followed closely by contem-
porary American poets,

Tapes. The cassette recorders were in slmost constant
use. From the weer and tear of the typed folders con-
teining the lyrics, 1t cen be esssumed that the music
motivated some of the students to turn to the written
lyrics. 7

Art Supplies. While severel of the students enjoyed

looking at the slides of the poetry broadsides, only
five students used the srt supplies thet were available
to make their own 1ilustrated poems.

Considerations for Implementing the Approach

The approach that wass used in this study was designed
to do three things et once, each one dependent on the
other, If students are given the freedom to chose their
own course of study in literature, then literature 1s
belng presented in a way that 1s consistent with the
nature of literature, and the teacher is freed to give
the students personael guidance. In order for students
to have freedom of choice in whet they read, it is neces-
sary to have enough materlials in the classroom to mzke
freedom of choice a reality, and if the teacher 13 to give
the student the guidance they need 1n using their freedom

\

QL

in 8 meaningful way, he must be familiar with both the \95'

|

materiasl and the students,

The approach could be used in a regular English pro-
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gramme .in one of two ways., Flrst, it could be used in
conjunction with a traditional approach. Several days
8 week could be set aside for exploratory resding on the
topic or genre being covered; groups could be orgenized,
and materlals releted to the particular area could be
made avallable to the students. The teacher could use
this time to assist students who were having difficulties.

It could also be used &s the bssls of an English
programme. Writing assignments could be given on an Indi-
vidual basls and the students could be given almost instant
feedback on what they hed written. Drema, the novel, and
the short story could be handled much the ssme way poetry
was hendled in the study, with, it should be added,
periodic lectures that are outgrowths of student interests
or needs.

The expenditures required to implement either of the
suggestions could be kept fairly small if a number of
teachers would work together on a cooperative basis,

For example, while teacher A was working with the novels,
teacher B could be working with drama books and teacher
C could be working with the roetry books,

It should be kept in mind that the students who
perticipeted in the study had previously been exposed to
verylng degrees of freedom of choice in school, There -
fore, in dealing with students who heve had little pre-
vious exposure to freedom, it may be a good ides to plan sa

'transistion'period wherein students are gradually given
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more respongibility and freedom. This could be sccom-
plished initielly by making the group structure the
organizetional focus of the clesses. The students could
be asked to remsin in thelr groups except when selecting
or exchanging materials. Then, gradually individusl
students could be encouraged to pursue their activities
independent of the group until finslly the group becomes
simply the focal point for periodic discussions.

Conclusion. .The studints In the study group seem -
to havekfﬁg;gggatﬁgeif'attitudes toward poetry and their
ability to interpret a poem as & result of thelr experiences
in the poetry progremme. It should be kept in mind, howevér,
that the testing instruments that were used are the type
of gages that are used in a teecher-centred or traditional
approach to literature. Very little seems to be known
gbout how to gssess student outcomes in an apprcech to
literature that has as its main objective the making of
literature an important, relevant pesrt of the lives of
students after they leave school. Some studies have
shown that students involved in free resding experilences
read significently more as adults than students who have
not had such experiences (LaBrant, 1961). These studies,
however, ranged over long periods of time (20 years in
one case).

The author of the present study feels that the suc-
cess of any literature progremme can be determined only by

the long range effects it hes on the lives of students.
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For example, if five yesrs after he leaves school a boy
who was involved in the poetry programme at Carson Graham
Secondary School buys e book of poetry, then as far ss
thaet boy 1s concerned the progremme wes a success., There
13 also the sugzestion in the present study thet the
success of any progresmme in litersture depends a great
deal on what hss gone on before. And this is slso common
sense, Therefore, further reseerch 1s needed, not only
in the design of methods of gssessing immediate outcomes
of a pasrticular programme or approech in literature,lbut
also into the extent to which the success of an indivi-
dualized approach to iitersture depends on whst previous
experiences in literasture the student has haed. Also,
there 1s a need for more research into the long range
effects that a particular approsch in literature has had
on the lives of students. Finelily, there is a need for
more research into the development of programmes in Eng-
lish that involve a sequential development of language
and litereture experiences from grades one through twelve;
the work of James Moffett (1968) is an encouraging begin-

ning in this arezs.
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Th
SAMPLE ATTITUDE TEST

Nsme Block

You are to rate your feelings about poetry. The results
will be helpful only if you are as honest as possible.
Thils test will heve no bearing on your marks. With the

following scale you are to rate each statement.

SA = Strongly Agree
A - Agree
AS - Agree Slightly Circle the number which
DS = Disagree Slightly most closely matches
; D - Disagree your own feelings.
*_ SD =~ Strongly Disagree e o
SA A AS DS D SD
1. I enjoy studying poetry. 1 2 3 L4 5 6
2. I doubt if I will ever read SA A AS DS D Sb
any poetry after I leave school. 1 2 3 4 & 6
3. My experlence with poetry in SA A AS DS D SD
school has led me to read it 1 2 3 L 5 6
on my own.

4. Everyone can find some poems SA A AS DS D SD
they enjoy 1 2 3 4 &5 6
S. I enjoy re-reading a poem I SA A AS DS D SD
especially like, A 1 2 3 L4 5 6
6. A person could get through life SA A AS DS D SD
very well without poetry. 1 2 3 L4 5 6
7. Poetry has helped me gain insights SA A AS DS D SD
which enable me to understand 1 2 3 L 5 6

why people act ss they do.
8. The poet has had little influence SA A AS DS D SD
on daily life in our soclety. 1 2 3 L 5 6
9. I read only poetry thet 1is SA A AS DS D SD
assigned by the teacher. 1 2 3 L4 5 6
10, I think reading & poem would be . SA A AS DS D SD
8 good way to relax after a 1 2 3 4 5 6

day's work.
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SAMPLE POETRY TEST I

Neme Block

A. Read the following poem carefully, Complete the items
thet follow as well as you can,

67
1. Success 1s counted sweetest
2. By those who ne'er succeed.
3, To comprehend a nectar

4. Requires sorest need,

5. Not one of 8ll the purple Host
6. Who took the Flag today
7. Can tell the definition

8. So clear of Victory

9, As he defeated - dying =
10, On whose forbidden ear
11, The distant strains of triumph

12, Burst agonized and clear!

What image 1s conveyed by lines 5 and 67

Write a short paragraph in which you discuss the main
idea of the poem,
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SAMPLE POETRY TEST II

Name Block

A. Read the following poem carefully. Complete the items
that follow as well as you can.,

2yl
l, I like the lock of Agony,
2. Becsuse I know it's true-
3. Men do not sham Convulsion
i Nor simulate, a throe -

5. The eyes glaze once - and that 1is
Death -

6. Impossible to feign
# T. The Beads upon the Forehead
| 8. By homely Anguish strung.

What image 1is conveyed by lines 7 and 87

Write a short paragraph in which you discuss the maln idea
of the poem.
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SAMPLE IDENTIFICATION OF POETS TEST

Name

Block

Some of the people on this list are poets, others sre not.
Place a check mark after the names of people you KNOW to be

posts. DO NOT GUESS.

Ralph Nadér
Leonard Cohen
A.J.M. Smith
Julie London
E.E, Cunmings
Silvia Simms
Robert Creeley
Che Guevera
Harold Wilson
Irving Layton
Edward Ssapir
Warren Beatty
E.J. Pratt
Emily Dickinson
Steve McQueen
W.B. Yeats
B1ill Bissett
Lee J. Cobb
El1 Mandel

Margaret Atwood

Wayne Coating

Stephen Spender

Robert Browning
Malcolm Lowry
Aldous Huxley
Bette Davlis

Lewrence Ferlinghetti

Dustin Horfman
Dennls Hopper
Allen Ginsberg
A.E, Housman
Louis McNeice
John Steinbeck
Earle Birney
Peggy Fleming

- Lionel Kearns

Deniae Levertov
William Faulkner
Johnny Carson

John Milton

Billy Budd
John Yeats
Ezra Pound
John Keats
Andy Warhol

Robert Frost



APPENDIX B
SUMMARY OF STATISTICS ON THZ WRITTEN T=ST

TEST STATISTIC AND COMPUTATIONS ON
THE ATTITUDE TuSTS AND POETRY TESTS




STUDY GROUP COMPARISON GROUP

W o Pre test Post test Pre test Post test

gl ¥ =48 N = L8 X = 35.21 X = 32.56

““ N = W@omo Vﬂ = ro.mm MN" OQ‘NH MN" muﬂo

ol s5= 7.86 8,= 8.63 = x = 2969.32 2 x~=3572.38

£ |zx"= 2969.32 ZxP= 3572.38
B
m Actual level of significance = .025 Actual level of significance = .10
&
=
= 1 Pre test Post test Pre test Post test
R e o %I %220 7 =3
R tt x = L = L) = L] = -*
= 8& | s, =2.07 8,= 1.76 3,= 1.78 3,= 1.59
= Aa 1 7x2= 140.45 Zx“= 205.68 > x“= 118.32 Tx°= oL.48
& Actusl level of significance = .005 Actual level of significence = .20
N\II
ST
- o mMm test mmﬁ test Pre test mgw,\amm«
OV =l N =4 N = : N = 37 N =
e BVl T =L.0 ¥ =5.8 X = 2.9 X = 3.3
& oh | _s,=2 5o= 1.86 so= 1.99 so>= 1.94
M_( o5 2x"= 192 x = 157 2x = 147.97 Zx = 140.13
&
« o | Actueal level of significance =,0005 Actual level of significance = ,10
f, o
° e Pre test Post test Pre test Post test
s Slx = us N = 48 N = 37 X o= 37
s J]X = 6 X = 9 X = L.3 X =L4.9
= o
a » 8 | Identiried Identified Identifizd Identified

88 | more than 5 more than 21 more thean 2 more than L

A~ ) 10 poets 10 poets 10 poests 10 poets -
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TEST STATISTIC AND COMPUTATIONS
FOR THE ATTITUDE TESTS AND POETRY TESTS

Test Statistic.

{= X1 - X Xl = Post test mean

"‘ 2 Xé = Pre test mean

/!
2
/£ x x
\/ = 4+ —?————2———— sz = Sum of the
NllNl-l) NZ(NZ'l) squares of
the deviations
from the mean

N = Number of
students

Assumptions
l. Independence within groups
2. Normality
3. Equivalence of varlance

Study Group attitude fest.

t = 40.25 -  36.56 = 2,17

3572.38 2969.32
27T 2756

o+

Comparison group ettitude test.

= 32,5, - 35.21 = 1,21
2977.13 , 3h92.12



Study group poetry test

81

- part one,

Comparison group poetry

¢ =

Study group poetry test

¢ =

Sol - 3.9 = 300
140.45 205,68
1980 2256
test - part one.
208 - 2.6 = .52
118.32 - oL.48 -
1332 1332
- part two.
5-8 -~ LL-O = )4073
157
1980

/ 192
2256

Comparison group poetry

test - part two,

£= 3.3 -

2.9 = ,88

140,13
1332

/

147.97
133
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RAW SCORES OF PRE AND POST TESTS
(STUDY GROUPS AND COMPARISON GROUPS)




RAW SCORES ON PRE TESTS & POST TESTS 83
STUDY GROUP E
PRE TEST POST TEST
ATTITUDE POETRY IDENTIFI- ATTITUDE POETRY IDENTIFI-
TEST TEST OgA%gggs TEST TEST OgAggggs
TEST TEST
31 6=l 3 Lo 66 11
La 8-5 9 LT 7-8 16
23 5-6 1 29 6=7 7
39 6-8 13 53 6-5 1
28 2-5 L 54 3-4
37 I 7 36 3-6
39 7-5 10 L7 7-8 10
{ - 37 =2 9 38 L-5
| 38 65 Ly 7-4 6
2l 1l-4 7 | 25 no score 9
53 6-8 17 53 7-9 25
31 6=3 6 46 no score 7
L 33 L-3 L 38 L -l 11
36 9-8 13 49 7-9 18
Ly 5-3 7 SL 5-k 11
L9 6-4 1 L8 -5 8

36 3-5 L 41 6-4 11
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RAW SCORES ON PRE TESTS & POST TESTS

' STUDY GROUP G

PRE TEST POST TEST
ATTITUDE POETRY IDENTIFI- ATTITUDE POETRY IDENTIFI-
TEST TEST OgAgéggs TEST TEST ogAggggs

TEST TEST
47 6-6 3 Ly 6-8
27 2-4 3 38 6-9
39 .5-6 9 42 6=-7 12
36 3-6 9 43 5=l 10
36 1-1 7 37 7-8 16
29 5-5 5 39 7-6 8
50 2-3 10 L3 6-4 15
31 3-3 L 35 6=l 7
25 2-1 L 28 6-1 10
36 4-5 3 50 5-7 7
57 5-6 7 Sk 7=7 12
37 2-2 2 35 2-6 5
47 2-5 2 Ly L-6 L
36 2-2 5 29 2-5 L
43 L-5 L L7 * 8.7 9
35 6-L L L2 6-5 9
nn 2-Y 8 52 7-8 12
32 1-2 7 26 3-7 10
- 25 3-4 5 25 2-4 6
35 L-2 8 29 717 9
27 3-2 3 22 3-3 7
36 5=7 9 45 8-8 8
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RAW SCORES ON PRE TESTS & POST TESTS

STUDY GROUP H

i PRE TEST POST TEST
OF POETS OF PORTS
TEST TEST

L7 2=2 L L3 L-6 5

| 36 L=-2 6 2l 3-3 11
30 1-1 0 32 2-3 S
29 2-3 1 L0 3-7 5
29 52 7 38 L=l
L8 1-1 8 Ll - 10
38 1-1 7 1o I-5 9
39 6-3 8 L5 3-6 11
29 5-17 7 35 6-6 16




RAW SCORES ON THE PRE TESTS & POST TESTS *
| " COMPARISON GROUP G o
i PRE TEST POST TEST
ATTITUDE POETRY IDENTIFI- ATTITUDE POETRY  IDENTIFI-
TEST TEST  CATION TEST TEST CATION
OF POETS OF POETS
TEST TEST

41 1-1 1 3L 1-1 3

31 1-2 8 22 3-3 10
1 33 1-1 1 31 1-1 2

L6 1-2 2 I3 5-2 0

25 1-1 2 2l 1-1 6

Ly 2-3 1 39 L-3 0

19 1-1 1 22 1-1 2

57 5-7 11 L 6=7 13

29 1-1 b 28 1-2 3

20 1-1 Iy 2l 1-1 6

37 2-2 3 b2 2-3 3

43 1-3 L 33 2-2 3

39 2-3 5 29 34 3

52 3-2 3 L1 5-7 5

2l 2-1 5 19 2-2 3

38 2-2 5 L5 2-2 3
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RAW SCORES ON PRE TESTS & POST TESTS
COMPARISON GROUP E o
PRE TEST POST TEST

—37 Z=T . 5 722 p:
37 7-8 2 L3 2+l 3
29 L-3 5 28 3.2 8
L1 3-5 3 39 Lk 2
53 5-3 L 46 54 6
35 2-1 1 26  2-2 0
19 7-2 2 21 2-3 3
37 3-2 8 3l 1-1 6
i 25 L-3 4 26 1-5 7
| I3 7-7 7 )2 5-7 7
L1 1-2 5 Lo 2-2 7
33 2-2 7 26 5-3 5
25 27 3 26 5-6 5
25 1-1 5 20 2-3 8
31 3-L L 31 L-7 5
33 54 9 39 7-3 8
18 L -7 L 12 3-6 5
L0 13 9 2L 2-1 10

50 L-3 6 L1 3-5

36 3-5 6 14,0 2-6

=
o

37 2-3 35 3-5 12
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POST STUDY STUDENT QUASTIONNA IRFE

NAME BLOCK

The following questions are sbout your experience in

the poetry progremme.

l. 1In comparison with your other experiences with liters-
ture 1In scheool, how would you rate this experience:

PERSONﬁL ENJOYMENT LEARNISG OPPORTUNITY
Very good Very good
Good Good
Fair Falr
Poor Poor

2., What, if eny, do you feel were the strong points of
the programme?

3. In what way do you feel the progrzmme could have been
improved?

L. Select one incident or event thet took place during the
programme and which seems to you most typilcel or impor-
tant., Write a short parsgraph describing thet event,
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SAMPLE OBSERVATION FORM

Name Position

The following questions are about your observations

of the poetry programme st Carson Graham Secondary School,

l. How would you rate student interest

High 9 8 7 6 5 4 3 2 1 Low
2. How would you rete student involvement
High 9 8 7 6 5 4 3 2 1 Low

3. How would you rate student behaviour
Purposeful 98 7 6 5 4 3 2 1 Low
4. In what way do you feel the progremme could have been

improved?

S. What do you feel were the strong points of the

programme ?

6., Select one incident or event that took place during
your observation (s) and which seems to typify the
lesson (s) you observed, Write a brief description

of that event,
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Unsolicited Testimony of Student (Uneltered).

Poetry 13 a very strong, emotional word within itself,.

A person who reeds or has any knowledge of poetry are
revealing themselves by their cholce, Putting it to a
class is very difficult. Poetry brings up much contro-
versy with the class and teacher. Some students enjoy and
welcome it, some don't care if they teke it up or not,
others will have nothing to do with it at all, and will
put up & very strong rejection., Poetry 1s a very personsl
thing, something within the person himself,

When poetry was introduced into our class (Mr, Bowlkers
English 12 class, Carson Graham) it wss a rewarding
experience for us all, A lot of work had been put into
the prepsration and presentation of the poetry program
to the class, It wes important that the students, right
from the beginning, try to accept end understand 1it.

A portion of the class was not interested, but here was

a unique idea - to have it presented in such a manner
that the class was free to discuss it as they wished.

The teachers were not there specifically to teach, but
guide and give any help they were asked for toward under-
standing and enjoyment,

Some students will read the poetry of their cholce
end enjoy 1it, others will just sit there and listen to
tapes. It is really interesting to watch them end try

to imagine what they are thinking. The students trying
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to reject the poetry in the class are the students you will

talk to, to try and discover why they continue to reject.
They will say, "Oh, I left my journal at home," or "are
there any more tapes to play?"' But poetry is ell around
them, they read 1it, listen to 1t, and they fight it. All
some of them think about is their gas station job and
thelir cars., But you can see that throughout the class
poetry 13 being absorbed in spite of themselves, On thelir
way home from school., or in thelr time of loneliness,
there will be thoughts of ewsreness and emotion and
thoughts that they will heve found in the class poetry.

As they run, skip and jump from he to she,
They will sometime find thee.

The class has brought me closer to poetry and aware-
ness. There 1s so much there 1f we can find 1it. I wrote
some poetry In the class and wes really surprised at
what I had done. I had never written a word before or
thought of writing before. I think the clsss poetry has

been rewarding to us all, each in our own way.
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POETS USED IN STUDY

W. H. Auden
Margaret Avison
BEarle Birney
Leonard Cohen
Hart Crane

B.5. Cummings
T.S. Eliot
Lawrence Ferlinghetti
Robert Frost
Allen Ginsberg
John Glassco
Robert Graves
Ralph Gustafson
Thomas Hardy
Gerald Manley Hopkins
A.%. Housman
Robinson Jeffers
D.G..Jones

A M. Klein

D.H. Lawrence
Irving Layton
Vachel Lindssy
Robert Lowell
Archibald MecLelsh
Louls MacNeice
Jey MacPherson
Eli Mandel

John Masefield
Me=rianne Moore
Alden Nowlan
P.K. Page

Ezra Pound

Bd Pratt

Alfred Purdy
Edwin Arlington Robinson
Carl Sandburg
F.R. Scott

Karl Shapiro
Bdith Sitwell
A.J.M. Smith
John Milton

B.8. Browning
Robert Browning
H.W. Longfellow
John Keats

Edgar Allan Poe

Raymond Souster

Stephen Spender

Wallace Stevens

Dylsn Thomas

Walt Whitman

Anne Wilkinson

William Cerlos Willlsams

We. B. Yeats

Siegfried Sassoon

Daphne Buckle Marlatt

Devid Dawson

Gerry Gilbert

George Jonasg

Devid McFadden

B.P. Nichol

Michael Ondaat je

James Reid

Fred Wah

Lionel Kearns

Frank Davey

George Bowering

Malcom Lowry

Gregory Corso

Jack Kerouac

Charles Olson

Emily Dickinson

Wilfred Owen

Jack Spicer

Bill Bissett

Denise Levertov

Robert Duncan

Margaret Atwood

James Joyce

Peter Trower

Robert Creeley

and some translated
French Cenadlan poets

Phyllis Webb

John Newlove

Robin Blasgser

Stanley Cooperman

John Donne

William Wordworth

Samuel Taylor Coleridge

Lord Byron

Percy Shelley
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APPENDIX H

VIDEO TAPE OF THRZZ CLASS 3ESSIONS TAKEN
DURING THE FINAL WEEK OF THE STUDY

(ON CALL UNTIL JUNE 30, 1970 IN THE
PROFESSIONAL FOUNDATIONS LEARNING RESOURCE CENTRE)
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CERTIFICATION OF CHAIRMAN OF MARKING
COMMITTEE FOR POSTRY TESTS

This 1s to certify that the Poetry Tests used in
this study were marked as has been described in Chapter

V of this thesis.,

M. V. 'Szasz, ﬁeacé{ing Assistant,
English Department
Chairman, Masrking Committee



	b10776874s002.tif
	b10776874s003.tif
	b10776874s004.tif
	b10776874s005.tif
	b10776874s006.tif
	b10776874s007.tif
	b10776874s008.tif
	b10776874s009.tif
	b10776874s010.tif
	b10776874s011.tif
	b10776874s012.tif
	b10776874s013.tif
	b10776874s014.tif
	b10776874s015.tif
	b10776874s016.tif
	b10776874s017.tif
	b10776874s018.tif
	b10776874s019.tif
	b10776874s020.tif
	b10776874s021.tif
	b10776874s022.tif
	b10776874s023.tif
	b10776874s024.tif
	b10776874s025.tif
	b10776874s026.tif
	b10776874s027.tif
	b10776874s028.tif
	b10776874s029.tif
	b10776874s030.tif
	b10776874s031.tif
	b10776874s032.tif
	b10776874s033.tif
	b10776874s034.tif
	b10776874s035.tif
	b10776874s036.tif
	b10776874s037.tif
	b10776874s038.tif
	b10776874s039.tif
	b10776874s040.tif
	b10776874s041.tif
	b10776874s042.tif
	b10776874s043.tif
	b10776874s044.tif
	b10776874s045.tif
	b10776874s046.tif
	b10776874s047.tif
	b10776874s048.tif
	b10776874s049.tif
	b10776874s050.tif
	b10776874s051.tif
	b10776874s052.tif
	b10776874s053.tif
	b10776874s054.tif
	b10776874s055.tif
	b10776874s056.tif
	b10776874s057.tif
	b10776874s057a.tif
	b10776874s058.tif
	b10776874s059.tif
	b10776874s060.tif
	b10776874s061.tif
	b10776874s062.tif
	b10776874s063.tif
	b10776874s064.tif
	b10776874s065.tif
	b10776874s066.tif
	b10776874s067.tif
	b10776874s068.tif
	b10776874s069.tif
	b10776874s070.tif
	b10776874s071.tif
	b10776874s072.tif
	b10776874s073.tif
	b10776874s074.tif
	b10776874s075.tif
	b10776874s076.tif
	b10776874s077.tif
	b10776874s078.tif
	b10776874s079.tif
	b10776874s080.tif
	b10776874s081.tif
	b10776874s082.tif
	b10776874s083.tif
	b10776874s084.tif
	b10776874s085.tif
	b10776874s086.tif
	b10776874s087.tif
	b10776874s088.tif
	b10776874s089.tif
	b10776874s090.tif
	b10776874s091.tif
	b10776874s092.tif
	b10776874s093.tif
	b10776874s094.tif
	b10776874s095.tif
	b10776874s096.tif
	b10776874s097.tif
	b10776874s098.tif
	b10776874s099.tif
	b10776874s100.tif
	b10776874s101.tif
	b10776874s102.tif
	b10776874s103.tif
	b10776874s104.tif
	b10776874s105.tif
	b10776874s106.tif
	b10776874s107.tif
	b10776874s108.tif
	b10776874s109.tif
	b10776874s110.tif

