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having to do with the right to education. These have been
shaped by changing political regines.

Braz1l, which began as a nmonarchy, ‘declared 1its
independence from Portugal in 18322 and became a republic 1n
1389. The revolution of 1920 put an end to the 0ld Republic,
qiving way to the short-lived New Republic. 1In 1937 Getulio
Vargas 1naugqurated 1 dictatorship. Brazilian participation
In the Second World War on the side of %he Allies influenced
the return to representat:ive government. Elections were held
in December of 1945, after which democratic institutions were
reinstated. In 1964, President Joad Goulart was ousted from
power; the military stopped the trend towards a feared left
of centre government.

A new openness began at the end of the 1970’s when U.S.
President Jimmy Carter took up the banner of civil rights.
The military regime, which had come to power in 1964, gave way
to a period of cransition to democracy, during which a
president was elected by the National Congress on January 15,
1985. A new constitution was promulgated on October 5, 1988.

We turn to the analysis of the right to education,
examining passages of the constitutions which correspond to
each historical period. One hundred years after the first
constitution had been signed by Fmperor Pedro I, access to
education was still very restricted. Up to 1924 "nothing had
been done for the education of the Brazilian people." With
the exception of one-fifth of the population of the state of
Sao Paulo, Brazil was peopled "almost exclusively by
illiterates" (Serva, in Ferrari, 1977: 101).

Brazilian society would scon enter a period of change;
at the end of the 1920’s a movement towards educational reform
appearéd. Anisio Teixeira -~ a student of John Dewey at
Columbia University and one of the proponents of a new
orientation for Brazilian education - described the movement
as follows:

The process of making the state primary school



available to 111 was 1mitiated 1n the 19007s, with
the start of industrialization and consequent
popular pressure to participate n the soarce

opportunities for schooling oftered by the nation.

In the face of public pressure tor access to
schooling, and the awakening of the consciousnhes:,
that it was the duty ct the State to ofter 1t, a

movement started 1n Sao Paulo which nust  be
censidered the first step towards the
democratization of the primary school and the
support of universal education (Teixeira, 1D7uR:73,

in Ferrari, 1977:104).

This movement - known as The New School, as opposed to
the traditional school - culminated in the 1932 "Manifesto ot
the Pioneers of New Education," which intluenced the
constitution of 1934. The educators who were signatories to
the manifesto fought to insert in the new constitutional text
the idea of a public (non-sectarian), free, obligatory,
coeducational school, open tc¢ all seven-to-fifteen-year-olds,
or, at least, those "entrusted by their parents to the public
school" (in Ferrari, 1977:105).

The constitution of 1934 includes an entire chapter
entitled "On Education and Culture" (Chapter 11, Title V,
Articles 148-158). One of the most relevant paragraphs is
quoted below:

Article 149 - Education is a right common to
all and shall be provided by the family and by the
government to serve both Brazilians and foreigners
residing in the country, so as to propitiate having
efficient factors for the moral and economic life
of the nation, and to develop the consciousness of
human solidarity in a Brazilian spirit.

In Article 150, free primary education and obligatory
attendance were established. The right to such education was
also extended to adults. Thus, 1in 1934, the right to
education common to all and the corresponding duty of the
state to provide it were made explicit - they had been only
implicit in the imperial constitution of 1824.

In the 1937 constitution mandated by Getulio Vargas the
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duty »f the state 1n providing for education wis maintained
in Article 128. Access to public schools is assured to
children and youth who lack the means to pay tuition at
private institutions:

Article 129 - Tt 1s the duty of the nation,
states and municipalities to assure children and
vouth who lack the resources needed for education
in  private institutions, the opportunity of
receiving adequate education of their faculties,
aptitudes and vocational abilities, through the
creation of public institutions of learning at all
levels.

The free and obligatory nature of primary education is
also made explicit (Art. 130). One sees, however, that '"the
pre-vocational and professional training, directed at the
economically less-favoured classes," is "the first duty of the
state, in terms of education" (Art. 129).

The constitution of September 18, 1946, the beginning of
a new democratic period in Brazil, confirmed the principles
enunciated in 1934 of universal access to education and the
obligatory nature of primary school. 1In 1946, however, the
duty of the state to provide education became implicit, and
free schooling became limited to "official primary education."
that is to the public primary schools (Articles 166; 168, I
and II).

The constitution of 1967, written under military rule,
reaffirmed universal access to education. The 1967 and 1969
constitutions established free primary education at official
educational institutions and extended compulsory education to
the age of fourteen. The state, therefore, pledged itself to
open public schools for eight consecutive years of study.

In addition, "each school system" - funded either by the
state or the federal government - was to "obligatorily have
services of educational assistance, assuring conditions for
efficient schooling to needy pupils."

The major piece of federal legislation affecting primary
schooling is Law 5692 of 1971, which superceded laws passed




in 1946 and 1961,  Law 5092 passed by the National cCongro-..
reorganized education in BraJsitl. The new primary scheol,
called "elementary scheol"™ 1n this sork, extemded to erght
grades the rossible si1x of the earlier 1961 legislation.

Article 17 of Law 5692 establishes that "the elementary
school aims at the education or the child and the pre-
adolescent, which will vary in content and method according
to the developmental phase of the pupil." Subsequent articles:,
establish the duration of elementary school as eirght wchool
years, obligatory from seven to fourteen years, and states
that it is the responsibility of the municipalities to survey
the school-age population and mobilize them for enrolment
(Arts. 18 and 20Q).

Yet despite the rhetoric of the constitutional and
legislative efforts dealing with education, Brazilian socviety
has clearly not secured the riaht to elementary education for
all its citizens. The availability and gquality of educational
resources vary according to the social position one has in
society.

In the view of Georges Burdeau:

"The modern constitutions do not draw the
centours of the existent social order, but ot what
structure the future society must attain." Its role
"is precisely to indicate objectives, much more than
to consecrate a state of fact" (in Britto,
1984:512).

Pontes de Miranda (1972, in Britto, 1984:520) comments
incisively on the limitations of the texts of Brazilian
constitutions:

Education can only be a right common to all if
there is a sufficient number of schools and if
nobody is excluded from them; thus, if there is
"subjective public right" to education, and the
State is able (to provide such an education), it
must be accountable for doing so. If not, it would
be deceiving the ©people with articles of
Constitutions or laws...

These failures were seen in the high rates of illiteracy,
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~hich In turn affected the opportunities to vote, ind
possihilities for reform for the Brazilian poor. Only 1n 1935
“1% the constitution amended giving to illiterates the right
to vote. This previous evoclusion from the political process
made the lack of educational opportunities detrimental to
prospects tor political retorm. Illiteracy, therefore, was
doubly penalizing. Tt limited economic oppcrtunity, while
als0 preventing political mobilization and reform, through the
olectoral system.

Still, the recently-acquired right to vote by illiterates
does not decrease the importance of literacy, which is a first
«tep towards personal growth and greater opportunity. A large
number of Brazilians have not even entered the domain of the
printed word when education 1s already entering the computer
age.

Illiteracy in Brazil: Urban, Rural, and
Regional Differences

One study of Brazilian illiteracy (Ferrari, 1985) offers
data relevant in the introduction of the problem of this
thesis at a macrolevel. The work presents historical data of
illiteracy in Brazil, showing the dimensions of the problem
at the national level and the position of the state of Rio
Grande do Sul in this context.

Illiteracy in Brazil is an enormous challenge to those
who are truly interested in universal education. The most
recent census, in 1980, defined as literate those who were
capable of reading and writing a simple note. It reported
that 25.5 percent of the population could not (Table 1 in
Appendix).

Illiteracy was distributed among all age groups. It
registered approximately 16 percent among those fifteen to
nineteen, and twenty to twenty-four vyears old - the most
literate age groups (Ferrari, 1985: 37-38). There were 32.7
million (or 31.9 percent) illiterate persons who were five




vears of age or olider (Table 2 1n Appendisdy; ot thooe, 1.,
million lived 1n urban ireas and 17 million in o 1pnaral at e,

Northeast Bracsil, 1 region which has v dry claimate and
is econonically the least developed, had the highest rate of
tlliteracy in the country - 46,3 percent. 1t gan tollowed by
the sparsely-populated North, for several decades still the
zone of the Amazon jungle, wi1th 30.s percent. 'he cConteor -
West, 1n part a continuation ol the Amason and location ot the
ecological reserve hknown as  "O  Pantanal® (The Swamp),
reqgistered a tiqure of 25.1 percent. The lowest rates ot
illiteracy occurred in the economically-developed Southeast
and South - 16.1 and 15.1 respectively.

This thesis focuses cn the process of becoming literate
in the state of Rio Grandde do Sul, which shared with Santa
Catarina some of the lowest rates ot illiteracy - 12.5% and
12.4 percent respectively.

Table 2 (Appendix) snows the trend of illiteracy in
Brazil from 1872 to 1980 and two states which represent
extreme positions as to illiteracy. Piaul, in the Northeast,
had the fourth highest rate of illiteracy in 1980. The tirst
three highest rates of illiteracy in the country were Alaqoas
(54.3), Maranhao (50.2), and Paraiba (49.7). In contrast, Kio
Grande do Sul represented the third lowest illiteracy rate,
as noted above (Ferrari, 1985:40)}.

One can observe the slow decline in illiteracy rates in
Brazil as a whole from 1872 to 1980, and a concomitant rise
in the absolute numbers of illiterates when analyzing the
population five years of age or oalder. During the laut
decade, in which military bureaucrats developed a well-funded
adult literacy program known as MOBRAL, there was still an
increase of 2 million in the number of illiterates in relation
to 1970. Rio Grande do Sul was one of the few states to
register an absolute as well as relative decline 1n illiteracy
to 1980.
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berrary (17%,0%4), 1n an attempt to erplain b, Rl
Grande do Sul o <howed a decline 'nallitericey before g0 Paulo,
the mooct cconomically develocped <tate, 11 d, point= %o non-

Portaogues « Faropean rmmidgration, begonning «1th the Germnans
i 1A, 40 ome might wdd that both 9310 Paulo and Rio Crande o
Sul owere favoured by Ttalian immigration, but Sae Pawulo during
thio,  century 110 attracted the nmigrant poor trom  the
Northeast, In 1970, 17.2 percent of the population five and
cver of Rro Grande do Sul were illiterate.,

Related to the illiteracy problem 15 the fact that many
children aged five to fourteen are not in school. They
amounted to 12.2 militon - .3 million in urban areas, and 4.9
mitlion in rural areas. In relative numbers they conmnprised
42.1 percent of this age group, 29.3 percent located in urban
areas and 63.5 1n rural areas. (See Table 3 1n the Appendix).

Many of those c¢hildren remaining 1n school have
experienced failure, leading to a gap between grade level and
chronological age. Tn the Brazilian educational system,
seven-year-old children enrolled in the first grade are
expected to be literate by the end of the school year, eight-
year-old children are expected to successfully complete the
second grade, and so on. Fourteen-year-olds are slated to
finish all eight years of elementary school. ¢hildren who
demonstrate such attainment at the specified age or earlier
are considered to be keeping pace with the system. Children
one year late are considered slightly behind, and children who
lag two or more years 1n the system are considered very behind
indeed.

Of almost 23 million children seven to fourteen years
old, 67.1 percent attended school, but only 23.3 percent, or
less than one-fourth of the Brazilian population in this age
group, were enrolled in a grade level corresponding with
hiwu/her age, and was thus considered to be achieving as

expected. In Rio Grande do Sul 36.4 percent of children seven
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to tourteen were i choot bt an o appropr o ate ponde tevel s e
notices, then, that Rio Srande do ! 21 the tate Jhiich an
1380 reqgistered the least (though <t unaccept ab by trequent)
eactusyon trom Schoot n the  nmost Fiterate regiron of
Brazil.(Table 4 1 Appendiy).,

ILach vyear rvonghly D percent ot elementay -« hool
students 1n Brasi1l would not be pronoted, 1th oot peroont
the rate (n Rio Grande lo Sul.

In the hstribution ot rates ot promotiron 1n the oirght
grides ot elementary school, tirst jraders comnrarstent by
demonstrated the leowest percentage in the {ive 1notances - hown
in Table 5. The national rate for promot:on was o/ percent,
and only +«).6 percent 1n Rio Grande do Sul. (Tible & an
Appendix).

An additional problem n Bracsilian education i1s < nrved
by those who drop out, either for gqood or returning the
following vear. In 19890, 10.7 percent of first graders left
school before the end of the year ("immediate dJdropout ™),
while 27.6 percent of t'.ose +ho attended the whole year hid
not return in 193 ("mediate dropouts"™) (Brasil, TBGH,
1984:311,313).

In short, access to the first grade 13 almost univeraal
in Brazil, but persistence presents a problem tor low-i1ncome
families who earn the minimum monthly wage or less and bive
largely 1n the r1iral Northeast (Fletcher and Rabearn,
1987:1,2).

Flementary enrollments are concentrated i1n the lir.t two
grades. Final enrollment attained 9.1 million for the fir.t
two grades of elementary school, whereas 0.2 million wa: the
number of students enrolled in the other <1,/ Jgrades put
together (Table % in 2ppendix). First qgrardde enrollment
corresponded to almost 5.9 million pupils, or 0.3 percent,
rather than the 12.5 one would expect, if enrollment weare

evenly distributed among the eiqght qgrades of elenentary
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bl The masyye tir t-grade enrolinent 10 ormpiri<on i th

that of other qrades on Brasil s 1 whole, 15 explained by Aa
bigh  rate  of  nonpronot:on st that level - } perrent.
Fopet 1tion of grades an elenentary school s 1 general problen
in Braszitiian ~duation., It overloads enrollnent, leading to

a4 decreace 1n the enrallnent of new pupils and to a large
muinber of overage children 1n school.

In thies dissertation the process of literacy is studied
to dotect relevart processes at the nicrolevel shich might
support or hamjer beconing literate 1n a large public school
corving 1 lower-class population in Peorto Alegre, Rio Grande
do Sul. The focus, of this study 1s on how promotion and
farlture were produced in four classrooms during the 1934
~cchool vyear. lNighty-three lover-class pupils, who were
enrol led in schools from 1979 to 1987, sere studied 1n detairl.
some were promnted, some failed, and some simply left school.

Student turnover in and of itself was a matter for
investigation. Iimits to the study were posed by the high
horizontal mobility of this sium population 1n search of
conditicns for survival, which obligated many students to be
transferred to other schools, sometimes going back to their
location of ori1gin; other students had to enter the job market
and did not leave any information about why they no longer
attended class. Limitations were also posed by the lack of
organization of the educational system in a society which 1s
unable or unwilling to offer the right to education to all of
1ts citizens. With such a large number of children excluded
from elementary education, it is i1mpossible to tell how many
spent some time in the school system, or none at all. Thus,
one 1s unable to keep track of those who have been excluded
tfrom educational institutions. Not even the current status
of those no longer attending the particular school studied is
always Kknowable, as the last registration of a pupil who

leaves the school refers to a transfer to another school.




M bt

tobs

thit they <ilently entered ntormna

Llucky encugh,
in the category

"not attending = hoct .,

t e

[

t o e




CHAPTER T1

THEORETICAL, FRAMEWORK

Iy Fheoo s s dhout the prableme fyced py techers o0
aorbang atth Joacr=cias tirat gqriade pupils,

tarn (1 73z o00) porints out that the !focus of research
muLt e on "uhy loaer—c " sy children ot<en tind 1E hard to
mater the apparently cimple thigsks that schools ask then to
jertorm, " Pnoy research fronts, aceoardira £t2 bin, are: the

et bect ot hinges 1n the « Jrricdlum (1n teaching styles or 1n
the evaluaticen ot students) on trhe performance of different
group:, of <tudents; and "how teachers 1nd students work
together to  produce =chool f[(111ure despite their best
Intentions to the contrary'™ (1972:182).

The llnes of research jJust 1ndicated, especially the
cecond, 1nfluenced this i1nvestigation - the processes which
vield success or tallure in literacy, by teachers and puptls

vho are influenced by intra- and extra-classroom factors.

Actors and_Ideology

The perspective of analysis 1n this thesis 1is based
predominantly on Schutz’s uapproach to phencomenoloqgy, which
concelves "the 1ndividual as an actor in the social world
defin(ing) the reality he encounters"™ (in Natanson, 1971:
XXVIITD):

When I encounter a nan acting 1n the social
~vorld, I know that [ must understand hin as a human
being, and this means that his actions mean
something to him as well as to me, relate to his
world as well as to mine, and are ultimately rooted
in the 1nterpretive scheme he has created for living
his life. But this knowledge is 1tself taken for
gqranted by me as well as by him; 1ts being taken for
granted by us is precisely the typification which
makes intersubjectivity possible (in Natanson,
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Fhi- v-cent on wo bt oo vhach opg pre o
SOonsclouness pin Natimnmsoon, o rr TaNANNTILY 0 e
tunctionial i Mars.s=t crtru turaty .o, 1 ol

role 15 reduced Lo 4 merely pasc o 1ve one,

perspective viopted here, shile retaining the nodel ot soan
an active creator - sharactericed by hre o antontyonalat, - b o
retains from Marxist theory the <tand that basore cocret
structures regqulate or, 1t least, condit-on inter owdre el
actiron and nust be malyrsed as chijective bimensione
soclelogical analyses of schocl tnequilities expet ien ol
by lower-class children wsere 1nitially <haped by Mir 1t

themes. Yet slowly the i1mportance ot <tudying the roloe of

culture, medirated by curriculum and pedagogy, emerqged.

Fhus, tnsted Of Bowles anid Gintiae Ty
correspondence theory, or cruder forms, 1n which the economic
base of production 1s considered to be the determinant ot Jhat
schools do, a ne~ conception arose. wearal formatiron, are
seen M"as being made up ot a complex totality ot economn.
political and cultural/ideologlcal pruatices... tnterrelated
{and) jointly creat(ing) the conditions ! esistence tor oach
other." The latter engendered studies ot the curriculum aned
socilal relations 1n  schools "as aets  of vheologr
practices." (Apple and Weis, 1383:20-01).

Apple and Wels nake the case tor the 1mportance  of
schools and actors - teachers nd studeat, - recaroting the
dominant 1deological forms:

IE education can be no  nore  than an
epiphenomenon tied directly to the requirements o
an economy, then little can be done within eduction
Ltself. It 1$ a totully determined 1n.titut:on.
However, 1f schools (and people) are not poaoive
mirrors of an econony, but 1nstead are i tive vgent:,
in the processes of reproduction ind contestation
of dominant social relations, then understanding
what they do and acting upon them beocome:s, of no
small moment. For 1f schools are part ot !
"contested terrain," if they are part ot 4 much
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this

cimnte-t, tesnpng o dbesloay o vedd 1. v nonym of philasophy

! cnlucab o, th o R t “ransiation 2t botn
inthropology a1l e + yol.noocal Lk o losophy vithin
eddfuc itronal et L A teachiry Lo logy fornmulates
theoretical-practic ol re urirenents (v 'L concrete dimens
ot  the +oduratioril av=tem - tre .t huanan reing o

developed,

Sharp ind Creen (L7 000 ?2) dettne Y teaching vdeoclogy as:

A connecterd set ot systematically  related
teliets nd 1deas ibout vhat re telt to be the
essenti il features of *eaching. A teachina rdeoloqy
immvolves Loth cognit.ove nd evatuiltive aspects, 1t
~111 1nclude general 1deas ind assumptions about the
nature of knowledge ard of bhuman nature - the latter
entailing  »liets about motivation, learning and
=ducability. It a1ll 1nclude somne characterization
of soctety and the v« and functions ot education
in the wider social .ontext. There 111 also be
assumptions about the niture of the tasks teachers
have to pertorm, the specific skills and technigues
required touether with 1deas about how these might
be dcquired and developed. Finally, the 11deolcyy
will 1nclude criterta to 155885 adegquate
vertormance, both ot the materi:l on ~honm t=achers
'work’, 1.e. puplls, and for selt-evaluaticon or the
evaluation of others 1nvolved 1n educating. In
short, a4  teaching tdeology involves a broad
Jetinition of the task and a set of prescriptions

in
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politreal erientat: n, modei of school, ind s0 on.
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Curriculum, Pedagoqgy and Ekvaluation

A first conceptual lenmar:.

of perspectives, practioe:
Bernstein’s (1271; 197%; 1+
and "frame" Lor their potential

pedagoqgy and evaluation.
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each other. When there 1s strong houndary nmaintenance between
contents, i.e., strong classification, the various contents
are in closed relation to each other; they are "well insulated
from each other."™ This 1s what one observes in a class where
the pupils have a fixed period of time for reading, another
for spelling, and yet another for mathematics. ©One may say
that the curriculum of the class is strongly classified. On
the other hand, a curriculum is weakly classified when the

contents a.e in open relation to each other, or, "if there is
reduced insulation between contents," or even when the
boundaries between contents are blurred. Strong

classification "reduces the power of the teacher over what he
transmits, as he may not over-step the boundary between
contents" (Bernstein, 1975: 87:;88;90).

In addition to the degree of boundary strength, Bernstein
(1975:86) points to the 1importance of studying the
differential status accorded to each subiject: a) comparing
the amount of tim2e dedicated to each subject; and b) observing
which contents, from the point of view of the pupils, are
compulsory or optional.

The concept of "frame" refers to the pedagogical
relationship, to the teacher-pupil relationship, i.e., "to
the degree of control teacher and pupil possess over the
selection, organization, pacing and timing of the knowledge
transmitted and received in the pedagogical relationship"
(Bernstein, 1975:89). Pacing, or "the rate of expected
learning," is

...implicitly based upon the middle-class socialization

of the child. Middle-class family socialization of the

child is a hidden subsidy, in the sense that it provides
both a physical and psychological environment which
immensely facilitates, in diverse ways, school learning.

The middle-class child is oriented to learning almost

anything....Where the school system 1s not subsidized by

the home, the pupil often fails. In this way, even the
pacing of educational knowledge is class based. It may

well be that frame strength, as this refers to pacing,
is a critical variable in the study of educability




{Bernstein, 1975:113).

Given the setting of this research and slum-dwelling,
working-class pupils, a strong frame as to pacing, would
represent grading the curriculum during the academic vyear
according to the performance of the ublest group, thus
implying explicit or disguised streaming of pupils. Bernstein
left what he means by a weak frame in relation to pacing
undefined; it might signify that the rate of the fastest
pupils is not made a rigid standard by the teacher,

Classification and frame are characteristics that vary
independently of one another. With these concepts, Bernstein
provides a typology of educational ccdes in which the extreme
cases are the collection code, characterized by strong
classification and strong frame, and the integrated code,
characterized by weak classification and weak frame. The
codes "organize how authority and power are to be mediated
throughout all aspects of the school encounter and experience"
(Giroux, 1981:10).

The following quotations make explicit the presence of
"hierarchical surveillance" in both the collection and
integrated codes (Bernstein, 1975:98,122):

The stronger the classification and the
framing, the more the educational relationship tends

to be hierarchical and ritualized, the educand seen

as ignorant, with little status and few

rights....(these rights) used for... sustaining the

motivation of pupils. Depending upon the strength

of frames, knowledge is transmitted in a context

where the teacher has maximal control or
surveillance...

As these (classification and frame) weaken, @0
the socialization encourages more of the soclalized
to become visible, his uniqueness to be made
manifest. Such socialization is deeply penetrating,
more total as the surveillance becomes more
invisible.

Bernstein’s treatment of openness/closure of curriculum

contents and authority in pedagogic relationships shows




18

similarities to Foucault’s attention to institutions wh:ich

discipline -~ ‘"comparing, differentiating, hierarchizing,

homogenizingy and excluding® (1977:183). Bernstein often uses
the concept of control but also mentions that of surveillance
(1974:214; 1975:98,122; and above). The latter is frequent
in Toucault (1977).

Foucault’s work 1is used here to extend Bernstein’s
conception of "frame." The literacy process represents the
curriculum content expected to be developed in 180 days, or
in one academic vyear; here, we have two of Bernstein’s
elements of frame - "selection of contents" and "timing."
The "pacing" of knowledge, or "the rate of expected learning,"
may vary from class to class and pupil tc pupil; this rate
depends, however, on (a) a certain distribution of pupils in
space; (b) a more or less "exhaustive" use of time; (c) a
certain hierarchical surveillance; and (d) a context of norms
controlling activities where a punishment-gratification system
is established (Foucault, 1977:146-47;154;175-76;182-83).

Social Stratification within the Classroom

Sharp and Green (1975:34) consider power crucial in the
analysis of society, as do Bernstein and Foucault:
(O)ne can control others and bring sanctions
to bear against others, irrespective of ...(one’s)
definition of reality...Although all forms of power
may be sustained ultimately by force, at the lower

level,...in stable situations, far more subtle forms
of power may be in evidence.

This quotation calls attention to the teacher’s power as
a reality-definer of social order in her class. Our
examination of pupils’ identities in the culture of classrooms
centers on the influence of the teacher-student relationship
on pupils’ performance. The establishment of friendly
relationships favourable to performance will depend not only

on constraints or facilitative elements encountered, as Sharp
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and Green point out, but also on the teacher’s concept ot the
role of education. Teacher’s perspectives on education ate
essential elements in the establishment ot intimate tace-to-
face relationships, though contingent upon such constraints
as teacher-pupil ratio and school organicsation.

Sharp and Green hypothesize "a contemporaty-consociate
continuum® arising in classrooms, founding theit contribution
on Alfred Schutz’s treatment of the face-to-tace situation.
Schutz (1964:23,29) describes the "we-relationship," in whtch
two persons experience each other as consoclates, in this way:

1 experience a fellow-man directly if and when
he shares with me a common sector ot time and

space....This temporal and spatial immediacy are
essential characteristics of the face-to-lTace
situation....

(I)n the tace-to-face situation the conscious
life of my fellow-man becomes accessible to me by
a maximum of vivid indications. Since he is
confronting me in person, the range of symptoms by
which I apprehend his consciousness includes much
more than what he is communicating to nme

purposefully. I observe his movements, gestures
and facial expressions, I hear the intonation and
the rhythm of his utterances....(M)y partner is

given to me more vividly and, in a sense, more
"directly" than I apprehend myself.

Schutz (1964:37) brings to our attention that "in face-
to-face situations fellow-men are experienced on different
levels of intimacy and in different degrees of directness "
extending into the world of "mere contemporaries":

The gradations of experiential directness
outside the face-tu-face situation are charactericzed

by a decrease in the wealth of symptoms hy which T

apprehend the Other and by the fact that the

perspectives in which I experience the Other are

progressively narrower....(I)mmediacy is lacking in
my experience of mere contemporaries (1964:137,41).

For Sharp and Green (1975:120), though children in
classrooms share space and time with the teacher, they become

anonymous, as if remote in space and time in the Schutzian
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conception,

...because the teacher’s common-sense knowledge is
no use to her in handling them, given her classroon

management problem....While the consociate is known
in a relutively complex and personal but generally
unreflective way, certain children emerge as

contemporaries  because it is impossible to
communicate with them.

sharp and Green emphasize that '"material and social
constraints on the teacher" - not the teacher’s consciousness
- are the prime independent causal variables leading to

anonymization of certain pupils.

Thus such pupils present themselves as
strangers to the teacher’s cognitive paradigms and
routine practices 1n this context and this generates
problems for the teacher which in her theoretical
practice entails the need for non-common sense,

reflective theoretical knowledge where the
categories are drawn from ‘esoteric’ or abstract
knowledge. This 1is an initial process in the

reification of the child’s 1identity as a social
structural process and phenomenon i1n the classroom.
The category tends to be hardened, the fit being
more convincing to its user (the teacher) the more
the child continues to feed back the appropriate
behavioural cues....(T)he process of hardening in
the child’s identity is related to the degree to
which extra-classroom audiences come to accept this
reified definition of the child (Sharp and Green,
197%:120).

The authors explain that as long as parents and other
teachers accept this reified or labelled definition of the
child, "pressure is taken off the teacher and her management
problem is reduced" (1975:120).

Sharp and Green posit the development of a process of
soclial stratification within the classroom affected by the
teacher’s consciousness "embedded in a wide structure of
materiul and social relationships." Hierarchical
differentiation of the pupils arises "in order that the
teacher may solve the problems she is confronted with and
provide some legitimation for the allocation of her time and

energies"; the pupils are not "merely passive ‘objects’"
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(1975:116). In this process of social ditterentiation the

authors unveil four dimensions. The tirst one 13 based on
Schutz’s conception of "we- and they- relationships,”
previocusly discussed. The second concerns the child’y

fluidity, or mobility possibilities, within the classroom
stratification system. Tlre third concerns accommodation ot
deviant behavior. The fourth concerns the range ot the

differentiation/stratification in the class.

The first significant way in which the
classrooms vary is in the likelihood ot the children
acquiring a reified identity and the possibility of
the child having room to negotiate a satisfactory
relationship with the teacher where
intersubijectivity and a high level and intensity of
interaction is a feature of their relationship....

(T)Yhe second dimension o
variability...concerns the degree of fluidity within
the classroom and the possibility for the child to
be socially mobile within the main layers ot the
stratification system we have identified....

Third, the potentialities for deviance within
the classroom will vary from teacher to
teacher....(T)he deviant child 1s the child whouse
mode of being in the classroom cannot be inteqgrated
into the teacher’s common sense and practice and who
presents the teacher with management problems in the
maintenance of social order. It is suggested that
the more elaborate the system of norms and rules
which define acceptable pupil behaviour, the greater
the possibility for pupils to transgress these
institutionalized expectations and thus acquire a
deviant status.

The fourth dimension of variability relates to
what could be called the range of the stratification
system or the distance between the lower and upper
levels...associated with the degree of teacher
surveillance and teucher directiveness over the
pupils (Sharp and Green, 1975:129-130).

On_Constraints

Social reality exerts especially strong structural
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pressures on individuals at the bottom of the social ladder.

In specifying types of constraints on teachers, Sharp
and Green speak of social and physical "extra-classroon" as
wearll s "intra-classroom pressures.® Social or symbolic
constraints  are: colleagues’ vocabulary and rhetoric
identi1tying the school 1deology: expectations of colleagues,
superliors, and parents; and "standards of ‘good pedagogical
practice’ . " Physical constraints include: "teacher-pupil
ratio,...architecture and layout of the classrooms, the
‘materials’ therein, and other human and non-human resources
at the teacher’s disposal" (Sharp and Green, 1975:6;:;7;116;238~
239).

The concept of "constraint," in this work, indicates
aspects which may or may not be acknowledged by the teacher
or the pupils, mainly 1in relation to macro-structural
pressures.

The school belongs to the sphere of the state and is the
place where students prepare to enter the work force; in the
former sphere a democratic dynamic prevails, while in the
latter, dominated by production, a non-egalitarian dynamic is

manifest. Contradictory pressures exist within the state
itself between the political sphere - based on democratic
principles - and the bureaucratic mode of production.

Certainly, regulations governing the teaching profession will
be shown to have unintended consequences with regards to
offering equal educational opportunity to disadvantaged
children ~ based on hierarchical principles (Enguita, 1988:
164).

While cognizant of constraints, it is a central theme of
this study that (rare) teachers do have the ability to
overcome social determinants. A prime example of such
teaching is the case of "Miss A," a very successful Grade One
teacher in a Montreal lower-class district. This teacher’s
pupils in Canada not only learned to do well, but continued
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to do better than peers 1n the sarme school who had othom
teachers. The researchers claimed to have traced the ot tects
of Miss A well into occupational careers ot her  tor met
students (Pedersen, Faucher, and baton, 1978), This wtudy,
though different 1n method, shares the same emphasis on the
ability of committed teaching to overcone soctetal

constraints.

leaching Ideologies in the Brazilian Context

In this section, teaching i1deologles - as they developed
historically in Brazil - are presented. These ideologies are
a backdrop against which the teacher’s perspectives and
practices may be ccompared. If Bernstein’s (1975) concepts of
classification and frame furnish elements for a tormal
comparison of the four classrooms, the various elements of
pedagogy provide a concrete description of the contents of
teaching which shaped the four teachers under examination.

The year of 1932 was marked by the publication ot the
Manifesto of the Pioneers of the New School, which brought
controlled modernization to education.

The New School, as opposed to traditional pedayoyues,

was considered as

...conceiwving learning as a process of individual
acquisition, according to each pupil’s intellectual
and emotional conditions. The pupils are encouraged
to learn by observing, doing research, questioning,
working, constructing, thinking, and  solving
problematic situations which are presented to them,
whether in an environment of...objects and practical
actions, as in situations of social and moral sense,
either real or symbolic (Lourenco FPilho, in Di
Giorgi, 1986:15-1h).

In the traditional school, education was centered on the

adult, on the intellect, and on knowledge; in the New School
"the axis of the educational process changes tc¢ the child, to
life, to activity" (Saviani, 1984:276).

The New School advocated, among other ideas, pupil-
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centered teaching and modern nmethods, w~hich have persicted
into the present (Di Giorgl, 1938:,,63).

2t the end of the 1790’3, the problens of culture and
education of the i1mpoverished of Brazil were ralsed anew.
The Paulo Freire Movement for Adult Education was the nost
si1gnificant of this period. In his effort to put theory into
practice, Freire develcoped both a language f critique and a
language o©of hope that together have proven successful in

Il Ltherating the lives ot generations of disenfranchised people.

Freire enphasizes pedagogical practices
designed to create what he terms dialogical
communication. His pedagogical structures are

designed for liberation by providing individual and
collective possibilities for reflection and action.
Dialogical communication should prompt educators to
draw upon the cultural capital of the oppressed in
order to allow the oppressed to "read" the world in
both immediate and wider contexts. For Freire,
educators «#ho 1ynore the cultural capital, language,
and life-style of the oppressed practice a form of
cultural i1nvasion (Mclaren, 1989:196).

However, the "technicist" trend in education, inauqurated
with the coup d’etat in 1964, was dominant at the end of the
1960's and 1nfluenced Law 5692/1971, establishing "Directives
and Bases for Elementary and Secondary Education."
"Technicist" pedagogy was an attempt to 1ncrease the
efficiency of the teacher’s work, and stressed two themes:
the operationalization of educational objectives and the
mecharization of the teaching process. "The aim was planning
education in order to endow it with a rational organization
capable of minimizing subijective interference which could risk
its efticiency" (Saviani, 1984:279). It did not, however,
influence teachers’ broad vperspectives or their practice,
though it did create a closer relationship between daily
objectives and evaluation (Di Giorgi, 1986:63-64). Teachers
and policy makers were reminded, concurrently with this
technicist trend, that studies of Brazil’s educational system

continued to find that the basic function of education is the



reproduction of social conditions ot rnegquality  (Saviant,
1934:232-283),

A synthesis of a progressive 1deoloqy, butrlding on model:,
developed by Snyders (1277; and 1n D1 Girorgl, 198c:’0-"1)

'
Freire (19387) and others sees teachers are seen  a
representing a liberating potential, despite the pressures of
cultural conformity. This dissertation 1= thus an addition
to the long-standing debate as to whether uwchools ~ detined
by a host of variables from teacher qual:ity, administration,
curriculum, support services - "can make a ditierence™ n
overcoming 1mpediments of social structure f(or -chool
achievement.

In this study, an attempt is made to detect the etfect
of teaching ideclogies on the teachers’ perspectives. An
education for liberation does not assume that teaching 1 the
main force for social change. The transformation of soctrety
implies many tasks - great and small - but the teacher may be

one of its agents.




CHAPTER II1L

ON METHOD

[hie dissertation 1s a case study ot tour Crade One
classes in a wtate school serving the metropolitan region of
Porto Aleyre 1n kio Grande Jdo Sul in 1984. I opted for a
lurge school ofterinyg all eiyht grades of elementar,; school
a8 well as a1 great number of school support services to a
population residing tn a slum area. The school selected had
a signiticant increase 1in first-grade enrollment in 1984, had
teachers who tended teo have an educational level nigher than
a normal-school diploma; otfered a special program during the
summer intending to Lmprove promotion to the second grade; and
alse presented an open environment for research. The criteria
tor selecting the teachers to be investigated in this setting
were experience teaching first grade and stability (length of
service at a particular school).

The primary method 1is qualitative. But this was
supplemented by descriptive statistics gained from school
records and 1nterviews. Participant observations and
interviews with pupils, parents, and school staff were held
over the entire one-year period of 1984, focusing mainly on
the teacher’s perspectives and practice within the classroom.
Administrative, pedagogical, and other meetings like those of
the Parent-Teacher Association were attended. Teachers’
diaries and pupils’ notebooks provided additional data.
Secondary data collected in the school and in branches of the
educational bureaucracy permitted a historical view of the
problem of promotion/retention in first grade. Outcome
measures of reading and writing were administered to
complement those developed by the school.



Selection of the School Setting in the cContext
of Rio Grande do Sul

The criteria used 1n the rselection ¢t the .chool NS S T
from the a1m of studying a school which entolled a <tudent

population with characteristics simitar to  those ot the

educated majority 1n Rio Grande do sul. In this proce::, ot

specifying vriteria, a school ahich ottered better educational
opportunities to lower-class pupltls was selected. Though Kio
Grande Jdo Sul ranks high on educational indices when compated
wich other states, the problem ot selectivity i< 1ndeed very

Serious.

In 1984, Rio Grande dJdo sul had a total requtar
elementary- school enrollment ot 1,458,850, Ot these, 300,190
or 22 percent were enrolled 1n the first grade (See Table o
in the Appendix). Enrollment tell every qrade atter,
decreasing drastically ftrom the first to the <econd qgrade,
where 16 percent ot the puplls were enrolled.

Put another way: ot a hundred puptls entering titst
grade in 1977, twenty-eight pupils remalned until the ei1qhth
grade of elementary school, but only nineteen received therr
certificate 1n 1984 (Brasil, SE/SAE/INF, 1936:11).

This overview of elementary schools points to the problem
that the government faces 1n guaranteeing schooling to the
population of Rio Grande do sSul. 'This work 1s written in an
attempt to unveil factors which influence this passage through
school, focusing on the first grade, which 1s the moot
problematic according to a aultiplicity of studies.

The criteria for selecting the school are specitied in
the discussion below.

Four types of schools existed: faederal, Ltate,
municipal, and private. More than two-thirds of the pupil-
attending first grade 1n Rio Grande do Sul, or 222,i384%, did
so in urban areas. The state school gystem but had the

highest urban enrollment, or 115,126 puptil... This amounted




te, o, opereent ot opll tircotegrade pdptis n the stite, and mere
than halt ot urban trr-t graders 1n Pro Srapde {o Sul.

The htith coneentration <t tirst gqraiders tnodrban ire s
Al o1n the urban state syotem justitied the selection of an
nrtyan  Ltaite elementiry schouol. In wdditron o i1t luarge
crrollment, the state oyoten operates schools in every
municipality ot Rio Grande 1o Sul, so thit generiilzations
might Le made to other schools.

Private ochools cerved 34,379 tilrst araders i1n 1934,
highly concentrated 1n urban reas, and «ere adninistrated by
ditferent congregrations. The federal schihol system 1s not
s1gniticant 11 terms ot elementary errollment, registering
only 24 fi1rst graders. The general tirst-grade promotion
rate 1n 1o Grande do Cul reached ©»8 percent 1n 1984: 71
percent 1n urban and 39 percent 1n rural areas (Table & 1in
Avpendix).

The [ower class 1s predominantly served by public schools
- state or municipal - and state schools presented better
rates of promotion than the municipal ones.,

Porto Alegre, the captirtal city of Rio Crande do 3ul - the
location of the school selected - registered 37,778 tirst
gqraders i1n 1984, almost all cof whom studied at 1nstitutions
in the urban area. Urban state schools enrcolled 27,793
pupils, or 73.6 percent ot the tirst graders in Porto Alegre.

I'me promotion rate in first grade 1n Porto Aledare sas 72
percent, slightly higher than that ot the urban total tor the
whole state (71 percent), and even higher than that of the
state as a whole (8 percent). Considerimnyg only the urban
state schools. the promotion rate for Porto Alegre was lower
than that for Rio Grande do Sul, perhaps due to contingents
of rural migrants on the outskirts ot the city of Porto
Alegre, who made up the slum population served by the state
schools there. Porto Alegre 1s the richest and most powerful

of the tourteen municipalities constituting this metrcopolitan
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with university deurees, a very high proporryraon (e Dt e
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In 1982, there were 96 schools enrolling first graders
supervised by the First Delegation of Education. These
schools were classified according to the concentration of
students with lower income within the school and the rates of
promotion in first grade. A family income of 1ine thousand
cruzelros per person during 1982 would be classified as being
at the lowest income level (3UT/DEF, 1981). (Banco Central do
Brasil, 20 (August 1984):218,342). Of the fifty-one schools
with lower promotion rates (less than 70 percent), twenty-five
were schools which presented a higher concentration of lower-
income students (80 percent or more). These data confirm the
importance of socioceconomic level in the explanation of
educational achievement, in the first grades of elementary
school (Schiefelbein and Simmons, 1980:55,62; Rocha, 1983:61;
Wolff, 1978:86). However, the fact that a few schools
enrolling mainly lower-income students had promotion rates of
70 percent or above points to factors within the schools
themselves, such as remedial and other support in services.

The next step was the selection of the specific school
from among elementary schools served by the best-qualified
teachers and concentrating lower-income pupils. Twelve
elementary schools offered grades one to eight and had low-
income pupils who constituted at least 80 percent of the
student body (See Table 9 in Appendix).

Five large schools were selected with the highest
proportions of lower-income pupils and the l-owest rates of
promotion - Schools 1,2,3,5 and 7. All of them had a
significant number of first-grade classes - six to ten.

In order to complete the school selection process,
information about the teachers that would be teaching first
grade 1n 1984 was needed. Observations and interviews were
developed with such an intent in Schools 1,2,3,5 and 7, and
involved nineteen visits, or thirty-three hours of interviews.

In each school, the principal (in one case, an assistant



principal) was interviewed tirst.

Of the forty-one teachers working with tirst graders 1n
the schools in 1983, forty were interviewed. The stability
of the teachers in each school needed to be examined because
this factor would be crucial in the selection of teachers and,
as a consequence, the school. Another purpose ot the
interviews was to obtain, in advance, permission to observe
teachers’ classes. As a result of the observations and
interviews, three schools were eliminated because of a recent
increase in class background of students (sSchool 3), high
teacher turnover (School 7), and proximity to rural areas
{School 1).

There are four reasons why School 2 was finally selected
rather than School 5. School 2 had smaller class cizes,
better qualified teachers, a remedial summer school program,
and a more receptive attitude to this research effort.

The criteria for selecting the teachers whose work wou'ld
be observed were competence teaching first grade and stability
of employment in that particular school.

The first teacher (Teacher A) was teaching first grade
for the fourteenth time in 1984. She had been requested by
the school administration to attend a course directly related
with teaching repeaters, which took place from June 1983 to
June 1984. As part of her studies, she was expected to apply
a new methodology to a class made up of {ifteen children who
had been enrolled in the first grade between three and tive
times up to and including 1984. The teacher received
information about the literacy method in 1983, and during the
first six months of 1984 had biweekly meetings with her
professors. The pupils were tested and a control group formed
in the school with the second most experienced teacher of
first graders who had been at the school tor three years and
seven at other institutions. The quasi-experimental setting
found in the school led to the selection of a second teacher
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(Teacher B) for observation. She was as committed to
teaching first grade as was Teacher A, and I could observe her
practice independently of the influence of a course directed
towards the improvement of literacy work with repeating
puplls. These two classes, which had a lower teacher-pupil
ratio than the average found at the scheool, were expected to
of fer fewer constraints on teachers’ classroom work. On the
other hand, I was also interested in observing a normal-sized
class of repeaters, which that vyear averaged twenty-five
pupils.

The second most stable teacher at the school, Teacher C,
was also selected; apart from experience with other grades,
in 1984 she was teaching first-grade students for the third
time. Finally, a normal-sized class of presumed first-time
first graders was included so that literacy work with new
pupils could also be observed. Teacher D selected was
teaching first grade for the sixth time in 1984.

These four classrooms, with high and low teacher-pupil
ratios, were not organized especially for this dissertation,
but were encountered naturally in the school selected. They
constituted an opportunity to observe the influence of this
factor "at the heart of the teacher’s problematic...(and)
frequently overlooked as the major contribution to teachers’
professional problems" (Dale, 1977:49).

The school counsellor had high expectations concerning
the class of first-time first graders (Class D). Class C was
considered to be the second best. Classes A and B, composed
of pupils who had repeated first dgrade more times, were

considered problematic.

Data Collection

This dissertation uses a qualitative ethnographic
approach, involving observations in the field and interviews
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with the various actors. In addition quantitative data on the
pupils and the classes are presented in tabular torm, to
conplement these observations. These observations were
organized with the aid of the concepts elucidated by Bernstein

and others, described in the previous chapter.

Participant Observation

Any classroom ethnography must consider the relevance of
the amount of "time spent with teachers and children in their
schools" (Sharp and Green, 1975:230). Observations at the
school were initiated in November 1983, tour months before
entering the classrooms. To justify the amount of time spent
observing each class, I clearly stated my interest in studying
the process of teaching/learning literacy in first grade, and
justified the inconvenience of having an observer 1n the
clas: vroom by citing the scarcity of research specific to
Brazi'ian educational sektings. The four teachers agreed to
participate and collaboruated by giving all information which
was requested.

I was present on the first day of class because | wanted
to compare the different approaches used in the four classes
from the very beginning. The observations were continued
during the first, second and beginning of the third marking
period. I started on alternate days:; after that, 1 observed
each class for one week, that 1s, five consecutive days of
classwork. Class A was observed fourteen days, corresponding
to thirty-fie hours; Class B, fifteen days, or thirty-two
hours; I was present in Class C for twelve days, which
totalled forty hours of classwork; and in Class D for thirty-
three hours over a pericd of fourteen days. Participant
observation added up to sixty days, totalling 140 hours.

In each class the time allotted to each subject was

recorded, identifying the importance given to teaching
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literacy 1n relation to cther subijects. Considering "frame,"
observations were made to establish the aegree of control the
teacher harl in the selection of contents, 1n addition to the
organization, geguencing, pacing and timing of the knowledge
transmitted. Here "pacing"™ was a category that decerved
special attention: whether the teacher defined different
"appropriate" rates of learning in her class cor insisted on
only one. In addition, the ranking of students in the class,
the flexibility of that rank and the forms of reward and
punishment were examined.

When asked about the pupils’ reaction to having an
observer present, Teachers A, B and C considered their

response typical: "The children easily accepted the
observer...I don’t know if it was because I also accepted you
naturally," said Teacher A. Teacher B considered it "a

positive incentive to have someone, besides ourselves, to whom
they (the pupils) meant a lot." Teacher C commented: Y"The
only unnsual reaction was that they demanded a 1lot from
you...they went to you for any little thing, didn’t they?"
Teacher D also considered the observer to be well-accepted by
the pupils but referred to an atypical day on which the pupils
did not behave well, which happened to be the day she had
returned from her leave of absence.

The central theme of the classroom observations was the
exploration of the teacher-pupil interaction. Other foci of
of observation were intra- and extra-classroom constraints/
facilitative elements influencing the teacher’s practice and
classroom cutcomes. These include time, space, teacher-pupil
ratio, compulsory attendance, degree of class homogeneity (as
to age and social class), resources, parents’ cooperation with
homework, insulation versus cooperation among teachers (and
among these and the school =supervisor, counsellor, and
principal), and pressure from colleagues and the school
"ethos'" to observe conventional practices.




Interviewing Teachers

There were sone aspects of the teachers’ practice which

scarcely visible; as Jackson (1968:11%) points out:

...(I)t is not only what the practitioner says that
is revealing. Hlis way of saying it and even the
things he leaves unsald often contain clues to the
nature of his experience. Consequently, talk is
necessary, particularly talk about the professional
aspects of life in the classroom.

Interviews with the four first-grade teachers revolvoed

around the following topics:

(a)

(b)

(c)

Pupil'’s characteristics:

the teachers’ expectations of their conditions for
literacy in March, the beginning of the school year;
their abilities in October;

observed changes in each student;

expectations considering outcomes;

principal problems encountered 1n teaching and their
solutions;

the typical pupil;

pupils considered extreme types.

The first-grade curriculum:

obiectives;

most important content and other obligatory contents (1in
order of importance);

optional contents:

the ideal curriculum;

basis of content selection, organization and sequencing;
relevance of curriculum to personal development and
future life.

The literacy process:

organization of the process in the particular classroom;
stages;

sequencing of literacy patterns;

duration of drilling;

activities at school and at home; individual, group ~ork,
and whole-class work;

parents’ assistance with homework:;

school opportunities aiding in the process;




(d)

(€)

(£)

(9)
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planning; timetable;
strateqg.es for dealaing with "faster" pupils.

Evaluation:

“hat being literate means;

how evaluation of reading and writing i1s handled;
explanation of pupil’s progress/lack of progress;
moments ot catisfaction/frustration teaching first grade.

Teacher’s bioqgraphy:

the decision to enter the teaching profession and the
choice nmade to deal with literacy:

aspects ot the teacher’s when she was a first grader:
preparatory courses taken for the exercise of the
profession -~ at the high school, specialization,
underqgraduate and graduate levels;

teaching practice, 1inguiring about what 1t confirmed,
negated, or added to the preparation offered in the
different education courses taken.

Social order 1n the classroom:

values and norms guiding the pupils’ conduct in a
particular classroom; ‘their objectives;

incidence of deviance and its consequences, and solutions
offered by the teacher;

seating arrangements;

teacher tutoring of pupils and peer tutoring;

which pupils were more frequently observed by the
teacher.

Social relationships within the school:

philosophical tenets:

common pedag.gy?

main constraints and facilitative elements encountered
in developing classwork;

social relationships among all teachers and among first-
grade teachers in particular (sharing of experience):
expectations of the school support services in their
influence on classwork;

authority relationships in the school;

teacher-pupil relationships in the classroom and the
school as a whole;

staff expectations of the teachers’ work:

solutions to administrative problems: allocation of
human resources by the educational bureaucracy;
indication/selection of the grade and type of pupils to
be taught;

teachers’ absences:;
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the "ideal" scheol and the "ideal cla=sY: compariton ot
the school and the class being analyced with the "1deal™;
profile of the first-grade teacher.

(h) Relationship with the community surrounding the school,
parent-teacher relationships and the teacher s/
pervpectilives on education and social structure.

The 1nterviews were tape-recorded with the teoeachers’
consent. The tact that they ocvcurred atter classroom
observations permitted me to check the views and constructy
which emerged.

Interviews with Teachers A, B, and C began during the
first three days of October:; Teacher D was ftirst interviewed
on October 25, having recently returned trom a tive-week leave
of absence during the third marking period. ‘Teachers ¢ and
D had their last i1nterview on December 27, 1984, the last day
of review classes for those pupils who had not been promoted.
Teacher A was also interviewed during the vacation period, in
January 178%, as was Teacher B; the laitter was also seen 1n
April 1985, when she was working in 1 state school serving
middle-class pupils. Interviews with leachers A and © lasted
approximately eleven and half hours, that is, five and six
meetings respectively. Four meetings were held with Teacher
D; total tine spent was nearly nine hours. Teacher H was
interviewed seven times, totalling approximately tifteen
hours. Notes taken during these forty-seven hours were
handwritten, and used to check the typewritten transccriptions
of the tape recordings as well as for immediate and ready
manipulation of data.

At the end of Augqust a questionnaire was distributed to
teachers which inquired about personal data such as sex, aqge,
and marital status; residence; parents’ and husband’s
occupation, income and educational level; degrees taken and
being taken: teaching practice, specifying number of years in
each grade of elementary school and technical and
administrative posts held 1n education; public/private cchoouls
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~#here they had bLeen enmploved; and, tinally, hours of ~ork per
week (Mello, 1981).

Interviewing Pupils, Parents and School
Staff Members

Following the battery of classroom observations in
Classes A, B, ¢ and D, I proceeded to listen to each pupil’s
reading, which teok place in the month of 3eptember. The four
classes were asked to read a text used by Class A, which
facilitated a comparative evaluation, 1n this case with :he
class considered to be making the most progress. The reading
was taped in a separate room and the pupils who wanted to
could listen to the tape 1mnediately afterwards.

The puplrls’ interviews were preceded by a request thac
each one draw a picture of his/her family. This drawing would
assist in the introduction of the topics of the interview,
which began with the guestior.,, "Who lives 1n your house?" The
questions introduced a topic that c¢ould develop into a
conversation (see guestionnaire in Appendix I). Answers were
hand-written and recorded at the same time, which becane
routine i1n this i1nvestigation. Each interview took between
forty minutes and one hour. Seventy pupils were interviewed,
fifteen in Class A, fourteen in Class B, twenty-four in Class
C, and seventeen 1n Class D. The bulk of the pupils’
interviews were held during September and October.

Parents’ interviews started the last week of classes, on
December 10. Classes ended on December 12 and were followed
by review classes for the nonpromoted, which lasted until
December 7. Those parents who did not attend their interview
during this period could still be met when report cards were
handed out during the last days of 1984 or early 1985. Of
twenty-seven parents, twenty-three mothers and four fathers
were interviewed.

Parents of the brother-sister pairs were 1included,
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bringing the total ot children +hose parents were intorviewed
to thirty. Parents of eirght ot the eleven nonpromoted pupil:.
were linterviewed. The pupils whose parents seroe intetviewed
were: 3, 8, 1o, 12, 13, 11, 1% (Class A); 17, 13, rco, 21, 049,
28 (Class By; 32, 34, 13, 4, 17, 40, 51, oY (Class Oy oo
61,95, 6o, 70, 71, 73, 74, 20 (Class DY. The tnterviews
lasted from twenty-five minutes to one hour (“ee gquestionnatiie
in Appendix II1).

From January 9-31, 198%, a third set ot interviews was
held with the principal, assistant principals, the teache:
supervisor, the school counsellor, and w«with the mother who
was president ot the larent-Teacher Association. The
interviews with the principal and the teacher supervisor wete
on two consecutive days, lasting tour hours and torty minute:
and four hours and ten minutes respectively. The others
lasted between one hour and tifteen minutes and three hours
and ten minutes. The topics included: school history and
philosophy; administrative functions; organization ot
curriculum and evaluation; staff relationships - main problems
and solutions; factors facilitating and constraining teaching
practice at the school in general and in the first grade
specifically; schoel support services 1n 1984; authority
relationships 1n the school; allocation of human resources;
evaluation of teachers; protile of the 1deal tirst-gade
teacher; the typical pupil, and his/her educational and
occupational future; relationships with parents; relationshipy,
with other institutions which serve the community; parento?
expectations of the school; how school influences pupilo!
future occupations; other factors 1i1nfluencing their futurea
occupations; constraints on classroom w~ork coming f{rom
society; and how the present research was viewed by the
scheol.
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Measuring Classroom Qutcomes

Several outcome measures were used: grades, and whether
or not pupils were pronoted: attendance during the scheool
vear; and the results c¢f the evaluations pregired by teachers
and given at the end ot the school yvear (see Tables 48 to 51,
1n Appendix). Two other measures of outcome administered were
a reading and a spelling test for first graders in Porto
Alegre written by Vania M.M. Rasche and by mysell (See Veit,
Maria Helena Degani and Rasche, Vania Maria Moreira.
"Desenvolvimento de Habilidades Cognitivas para a Leitura e
Escrita." Educacao e Realidade 7 (September - December
1982:83-84), for a brief description of the research in first-
grade classes in peripheril areas of Porto Alegre for which
the two measuring instruments were constructed.) The tests
were glven during the last week of November, 1984, Each test

was given two times over four consecutive days, immediately

before the school evaluations. The spelling test was
administered before the reading test. They are described
belcow.

The Reading Test

This test was constructed according to the standards and
arrangements presented in The Bookmark Reading Program,
published by Harcourt Brace Jovanovich (1970). Adapted to
the linguistic processes of Portuguese, the test incorporated
the spoken vocabulary of first graders collected in six
schools in Porto Alegre which enroll lower-class children.

The twelve aspects of the reading test are as follows:

1. Visual discrimination: letters in words

2 Relation between capital and lower-case letters

3. Sound-symbol correspondence

4. Symbol-sound correspondence




. Visual discrimination; words

6. Visual discrinination: sentences

7. Visual memory: sords

8. Visual memory: sentences

9. Comprehension ot rentencey

10. Relation between spoken vord and written torm

11. Specific meaning assigned to words

12. Reading comprehension: short story

The test was standardized with a random sample ot state
schools; students were 1n the ninth month ot the Lliteracy
process in November 197o.

The measures ot split-halt reliability revealed Kendall '’
tau correlation value of .%28{n=202) and Spearman’s rho value
cf .696(n=202), both significant at a level better than .vuvoul.
Kendall’s tau coetficients were ccalculated measuring the
homogeneity, or the internal consistency, of the test. The
results of this test are: dimensions 11, 12 and 4 presented
the highest coefficients (.68; .66 and .95%): these were
followed by dimensions 9,5,2,1 and 6 (.1h; 395 375 .39 and
.31); dimensions 3,8,10 and 7 presented the lowe:nt
coefficients (.29; .29; .26; and .22); and were signitircant
at better than .00001l. The validity ot the test was veritied
by submitting 1t to state teachers working i1n supervisory
posts at the State Secretariat of Education, who were tamilir

with the objectives of first grade.

The Spelling Test

The spelling test was adapted from Bisol et al.’s
"orthographic scale" constructed for adults with 1 cample from
Porto Alegre (See Bisol, Leda; Scarton, Gilberto; Wiedemann,
Lyris; and Degani, Maria Helena. Interferéncia de Uma Segunda
Lingua na Aprendizagem da Escrita. Porto Aleqre, MOBRAL,

1975). The thousand words of the scale were reduced to 600:
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those considered by s$1x judges to belong to the vocabulary of
weven- to ten-vear-old children, the age range shich 1s rest
common 1n the first grade. I'welve licts ot ti1fty w~ords each
were adninistered to all tirst graders in Porto Alegre, in 192
schools, 1n November of 197%, .hen the children were 1n the
ninth month of the literacy process. The tects tor which data
vere lacking and those performed by repeaters were discarded.
0t the remainder, every other one was retained 1n the sample,
sc that 4,301 tests were scored.,

An analysis of variance demonstrated no 1nteraction
etfect between the list of words and pupils’ socioeconomic
.evel, nor between list and sex. Thus, since all lists could
be used for testing, I selected the list which: a) had a
lower standard deviation 1n relation to the mean; and b) had
a higher number of words {nineteen) spoken by children six to

seven years old.

Quantitative and Qualitati Data

Data presented in the tables in the text and the Appendix
provide a rather comprehensive portrait of each ot the eighty-
three first grade pupils in the four classes. There are
fifty~-six tables in all; while a few are presented in the text
most are presented in the Appendix. These data include the
educational experiences of the pupils prior to 1984, and
atfter. This 1s important because 1t shows the actual
composition of the four «classes. Class D was assumed
(erroneously, it turned out not) to be made up only of tirst-
time first graders, Class C of first time repeaters, and
Classes A and B of multiple repeaters.

Other tables provide detailed information concerning the
sociral and family background of each of the pupils , their
achievements during 1984, and their subsequent academic
careers after 1984: whether students persisted in school, and



with what tesults: shether they transtertred toy orher b
whether they dropped out ot <school +itth ne roaron aprven toy
their departure. Many tables 1 the Azppendis 1ite constrn ted
at the level ot specitlc pupirlys; the. o 1N the toest 1L e
generilly aggregate tables, tocusing on {irtterenee: oy the
four classes.,

This dissertation dozs net purport to trace the tuld
stecry ot each of the elghty-three pupils, though the daty
presented 1n the tables 1n the Appendix o permt 1 tull
description ot the major variibles tor each.

However, the descriptions ot the classtoom observation:,
will tend to focus on representatilive experiences ol specit o
pupils, as these serve to 1llustrate wmore geneval tinduing:.,
The record of observations and verbatim interviews, combined
with the tabular presentation of qualitative and quantitative
data tor each student and aggreyated to eich  class, suntain
and enhance each other (Babbie, 137%: 217,494). The variety
of methods, instruments, and neasures ‘ised 1n this <tudy, we
hope, will produce a more refinad understanding ot the
processes through which teachers, pupils, and extra-cla.oroon
tactors i1nteract to produce success or tatlure tor tirat-grade

students.
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CHAPTER IV

THE CONTEXT:
THE SCHOOL AND THE NE1GHBOURHOOD

School Characteristics

In this chapter the characteristics of both the school
and the community served by it are described. The objective
is to bring to light relevant developments since 1944 in both
contexts, leading to a better understanding of the environment
ot the pupils in first grade in 1984, the vyear of the field
study.

The school was created in 1944, and functioned in a house
on what today is a main avenue. The imposing old brick
building where it is situated today w.is built in 1960 in an
open area close to its first location on the outskirts of the
city. Numerous newcomers raised their dwellings around the
school, every year drawing closer to the building. In 1982,
a second brick building was constructed to meet both
demographic pressures and a restructuring of educational
services which sought to enhance access to school.

During the first forty years of the school, the number
of classes in the institution increased five times: the eight
classes distributed among five grades in 1945, became thirty-
four in 1986, distributed among the eight grades of elementary
school, plus another nine in educational programs offered to
other age groups - those younger than seven and over fourteen
years old.

One measure of school efficiency, a kind of input-ocutput,
is the proportion of first-grade versus fifth-grade classes -

the lower this proportion, the better the flow of pupils in
the school is. From 1945 to 1952 one observes a regular and

increasing deterioration of the proportion: from four to one,
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growing to eleven to one. In the decade preceding the 1964
coup d’etat (1953-1963) this ratio had 1mproved but not
steadily, demonstrating peaks of nine to one and seven to one
in 195¢ and 1960, respectively, falling to six and three
first-grade classes to one fifth grade. (The year ot 1998 way
atypical because of a new pattern of enrollment, due to the
opening of many schools by the state administration.) 'The
years post-coup d’etat (1964-1971) show proportions varying
between five first-qrade classes to one fifth grade, and three
to one. After 1971 the proporticns become more balanced and
remain consistently around between two or three tirst-qgrade
classes to one fifth grade until 1983. From 1984 until 1986
one observes a slight deterioration of the input-output rite
(four to one or around it). ($See Table 10 in Appendix).

With the steady expansion of primary enrollments, it is
worth noting that disenchantment 1n state schools was brought
on by the tailure of a large teacher’s assoclration to obtain
higher salaries; this was conducive to lowering the quality
of services. Mcreover, disenchantment with the schools
themselves foliowad. In this particular school one can
observe the deterioration of services after internal elections
to choose a principal were established. The elected principal
maintained petty privileges for teachers in exchange lor
"political favors."

There were periodic attempts to extend schooling to age
groups vyounger and older than the target population.
Kindergarten level three, considered a preparation for tne
first grade of elementary school, has been offered since 1956,
with one or two classes at the school. An examination of the
kindergarten to first-grade proportions is discouraging; in
1984, there was one kindergarten class to eight tirut-grade
classes. Kindergarten levels one and two, on the other hand,
have been offered only sporadically. A temporary program for

children between three and six years of age was 1n exzistence
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from 1979 to 1981. It was called Class of Pre-School
Education and Nutrition (CEAPE), for children with low body
weight.

The low expenditure on "pre-school education," offered
to those under age seven in Brazil, had already been denounced
in the early 1940's and long waiting-lists for enrollment were
criticized (Nina, 1942:77,79). The fact that pre-school
education is currently scarce or nonexistent in the schools
serving the poor adds to the problem of promoting literacy.

Another attempt at reform was the setting up of "special
education classes." Teachers of first graders may use
ambiguous criteria in the definition of the child as
"exceptional" or "educable mentally deficient" (Schneider,
1974. Se- Chapter VIII for the teacher’s definition of Pupil
47 as a case for a special class due to inappropriate
behavior.) Before 1983, pupils completing the "“special
education class" passed to first grade, where the teaching of
reading and writing would take place. In 1984, this class was
restructured, and in 1985 the special education class was
extended to a three year program, the second and third
developing literacy. Pupils considered to be educable
mentally deficient can pass to the second grade of elementary
school it they become literate during these three years.

Table 11, in Appendix, shows initial enrollment at the
elementary school and special classes, highlighting retention
during the 1980‘s. During this period overall retention in
elementary school varied from 25 to 34 percent and repeaters
comprised 32 to 58 percent of first grade enrollment.

The long term student benefits of avoiding failure in
first grade can be seen in a review of the career of the
twenty-five pupils who completed elementary school in 1984.
Of these, twelve were retained during elementary school. One-
third failed the fifth grade and another third the second or
third grades; none of the twelve students were retained in
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first grade. In other words, first graders who fail will
usually not finish elementary school, tending to leave school
before reaching the eighth grade.

The school under analysis is a large one. As early as
1954 the school reached a relatively high level of enrollnment,
never falling below a thousand pupils.

The largest number of first grade classes at the school
was registered in 1957, with nineteen. The total of first-
grade classes after 1969 varied from ten to twelve classes,
moving up to another peak in 1984 -~ sixteen f{irst-grade
classes. Why was there such a large enrollment that vyear?

A major reason was the availability of teaching statf.
Over the years there was a decreasing percentage of teachers
actually in charge of classes. From 88 percent in 1945, the
rate fell to 62 forty years later, in 1985. The lowest rates
of teachers actually teaching were registered in 1969 (55
percent) and in 1964, 1981 and 1984 (56 percent). These data,
which demonstrate that a low percentage of teachers were, in
fact, performing their proper role, was the main contextual
feature leading the principal to open tirst-grade enrollment
twice. In 1984, the school employed four supervisors, six
counsellors, three psychologists, three 1librarians, ten
teachers 1in other technical functions, and fitteen 1n
administrative functions, thus totalling forty-one teachers
in functions other than teaching. The school had also hired
two educational specialists, one performing a technical and
the other an administrative function, and ten civil servants
working as janitors. Of the ninety-three teachers, sixty-two
were part-time, working one shift or twenty hours per week;
twenty worked two shifts or forty hours per week; and the
others worked either twelve or thirty-two hours per week.

Thus, the decision made in March 1984 to enroll about a
hundred pupils more put four teachers hack to work 1n the
classroom. The other forty-one remained in their previous




hWe

positions. The decision to expand enrollment in 1984
demonstrates the fact that the school system was under-serving
the demand for education on the part of the local residents.

It 12 alco possikble that the act of carrying out this
research may have played a role. The 1nvestigator may have
been looked upon as representing the communities’ interests
and favoring more openings in first grade, since contacts with
the schools were made before and during the registration

period, when "waiting-lists" were hanging on the walls.

Efforts to Improve Promotion Rates in First Grade

The high rates of promotion i1n first grade in the school
being studied are related to an educational reform which
demanded a major effort from teachers in Rio Grande do Sul;
its objective was improving the fit between age and prescribed
school grade.

Rates of promotion/retention are indicators of the
quality of educational services. Table 12, in Appendix, shows
the computation of two very similar rates of promotion: the
tfirst, which excludes pupils who attended the whole year and
did not take their final examinations from the computation of
failures in first grade; and the second, which considers the
pupils absent from the final examinations as having failed
first grade. The latter is a stricter (lower) measure. The
school adopted the first measure, which slightly increased the
rate of promotion.

Before 1958, in the state schools of Rio Grande do Sul,
first-grade pupils were classified as new and repeaters for
the purpose of class organization, and both groups were
divided 1nto three other categories according to mastery of
reading and writing: a) those who had not mastered the
initial difficulties of reading and writing; b) those who had
mastered them in part; and c) those who had nearly succeeded
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in becoming literate. In such cases failure in learning was

explained by characteristics such as immaturity, physical or

mental deficiency, social and/or emottonal maladaptation as
well as pnoor attendance.

These criteria reflect a bio-psychological view ot
learning, in which the child and the home environment are to
blame for failure in school. They denote the strong intluence
of the movement for the "New School" in Bracil, in which M.B.
Lourenco Filho represents the extreme psychologist version,
reducing the school to technical-pedagogical concerns (Di
Giorgi, 1986:59).

In 1958, the state bureaucracy initiated a reform ot
primary teaching in an attempt to implement new teaching
preograms with a new method of evaluating 1learning to
substitute for the promotion/retention one, in which students
who were retained repeated exactly the same course during the
following school vyear. The new program aimed at a fuller
homogenization of classes according to psychological
characteristics of the children. The two criteria were aqge
and the child’s readiness for reading. The reform intended,
ipso facto, "to eliminate retention and avoid dropping out"
(SEC, CPOE, 1958:71-72). There would be two types ot classes:
the regular ones, composed of pupils of the corresponding age
- seven vyears in first grade, for instance; and the
"recuperation classes" (the term is used because it 1s a
literal translation from the Portugquese "recuperacao"), with
overaged children, composed of pupills who were older than
seven in first grade, whether new or repeaters. The teachers
of the latter were encouraged to work on more than one core
curriculum during the school year to approximate the fit
between age and the core curriculum of the prescribed grade,
"recovering the time lost."

In 1959, the reform was implemented in the school being
analyzed. Table 12 reveals an increase in rates of promotioun:
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trom 41 1n 1959, to 05 percent 1n 1969 {(considering as failing
those pupils who did not take their final examinations). The
highest rate of promotion in tirst grade in the school was in
1969, Both types of classes - whether composed ot overaged
puplls or not - significantly improved their performance over
ten years, but "recuperation classes" with overaged puplls had
better results than reqular ones. The rate for 1984 was 58
percent.

Table 12 shows improvement in the rate of teacher
turnover. In 1949, 1954, 1959 and 1980 we see the highest
teacher turnover rates, with half or more of the classes with
two or more teachers during the school year. From 1981 on,
turnover drops, though one still finds classes with more than
two teachers.

Non-absenteeism of teachers during the school year has
been usually considered a main factor of promotion in first
grade. But an analysis of 142 classes over thirteen vyears
vielded ambiguous results, We found that 79 percent of
classes with the highest rates of promotion (75-100 percent)
were taught by stable teachers, those who taught the whole
vear, while 31 percent of classes with the lowest rates of
promotion (0-24 percent) were also taught by such teachers.
It appeared that stability during the year is an 1mportant
factor associated with professionalism, but is not a necessary
or sufficient condition for promotion in first grade.

Teacher’s formal qualifications may play a role in
effectiveness. 1In contrast to the rural municipal schools in
which 48 percent of teachers had only elementary-school
preparation or less, all twenty teachers who taught first
grade at the institution under study in 1984 had completed
normal school - the minimum training regquired for teaching.
Seven had also earned university degrees in education and six
were in the process of doing so. Among the four teachers in

tnis study, only A had completed university; B,C,D were still
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studying. All tour were tenured. Their promotion rates {ot
1984 ranged from 75 percent tor Teacher C to 93 percent tor
Teacher A (See Table 13 in Appendix).

The last line of Table 12 shows rates ot promotion
correspcnding to a program ottering extra work tor retainea
first-grade pupils during summer vacations. From 1979 to
1985, the Secretariat of Education, intending to improve
promotion in first grade, organized a Program of cCompensatory
Education for children not enrolled in Kindergarten, and a
Program of Therapeutic Review for those who had attended tirst
grade but had not been promoted. These programs operated in
thirteen schools 1n Porto Alegre which presented lower rates
of promotion and had larger enrollments ot lower-income
pupils; they also distributed free nmeals. In the school
studied, these programs generally provided two classes at the
kindergarten level and one for retained first graders. But
their etfect was marginal.

In terms of the teachers’ individual promotion rates it
must be said that: (a) The seven classes with better 1984
promotion rates were those being taught by the more
experienced first-grade teachers at the school. (b) Ot those
teaching first grade in 1984 and previously, five teachers had
their best rate of promotion in 1984; and the four teachers
under investigation had their second best rate that vyear.
This suggests a possible Hawthorne effect: the first-grade
teachers, Kknowing about the research being carried out,

reacted to it with more effort.

The School and Its Environs

This section <calls attention to two concomitant
prccesses: the construction of shanties around the brick
school built in 1960, and the eventual deterioration of the

school building, surrounding fences, and resulting problems




of wecurity.

Ihe growth ot <hanty towns ("vilas de malocas™) has been
tuster than the gro.th ot the cit,; ot Porto Alegre 1tself:
between L1901 and 1972 the proportion of slum dwellers
Increas-wd from (.9 percent to 19./7 (Brasil, 1IBGE, 1981:207).

In 1984, a new~spaper headline announced that 250,000
people lived 1n such "vilas." The great majority had come
twenty or thirty vears previously, having been forced to leave
the countryside due to the modernication of agriculture, and
were looking tor medical service 1n the cities (Zero Hora, May
S, 1984:38), Frem 1972 to 1977 the slum neilghbourhood studied
here grew trom 39 to 479 units near the big brick building
housi1ng the school (Brasil, IBGE, 1921:213-214; 242;245).

S5hanty homes are tragile wooden dwellings, built by the
resident himself or with help from members of the family and
acquaintances ("mutirao"). There is little running water,
and almost no satistactory toilet facilities, drainage and
sewers, or garbage collection. 1In 1970, the concentration of
persons per residence 1n the city of Porto Alegre was the same
as that of the "vilas," but this statistic is misleading as
the slum home usually has only one or two rooms (Bvrasil, IBGE,
1981:207-208).

Poverty is widespread. In 1980, census data showed that
34.2 percent of Brazilian workers earned the minimum wage,
and, in 1982, research by the Brazilian Institute of Geography
and Statistics (IBGE) reported 40.85 percent, the increase
having been caused by economic recession. In March 1984,
residents of some slums i1n Porto Alegre asked for the creation
of "work fronts" in exchange for food. In May of the same
year the Minister of Labor, Murilc Macedo, announced that
there were three million unemployed 1n Braczil - approximately
one-fifth of its economically active population. The solution
to the crisis, in his opinion, was moving in the opposite

direction: from recession towards economic growth (Zero Hora,
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May 19, 1v34:20). An analysis showed that the situation ot
Porto Alegre 1n 1984 was even worse than the situation ot the
state of R10 Grande do sSul as a whole, due to the
decentralization of 1ndustry 1n the metropolitan area (%ero
Hora, March 31, 198%5:32).

Relating the growth ot population settlements on the
outskirts of Porto Alegre to the school being studied, one
observes that the construction of the big school building, 1n
1960, represented the government’s response to the high demand
for educational services.

The President of the PTA, who had her sons and daughters
enrolled in the school since 1%u6, referred to increasing
problems in the school due to the drop 1n the sociceconomic
level of the families living in the area:

See, there has been a big change...l think
mostly...due to the "vila" around the school; in

the beginning here next door there was a playground
for children.

I think that the standard of living of the
people was a little different...(They were) poor
people but not like the majority today. Almost
eirghty percent of our children or maybe more are,
indeed, of a very poor level, aren’t they?

So I think that, in this sense, it (the school)
became a little bit worse. Problems have multiplied
for the principal, for teachers...everyone!

When asked directly about the neighbourhood, the parents
in general answered: "I get along well with the neighbouru';
"no complaints"; "I like here more than the place were 1 used
to live"; or a laconic "I like 1t" - the nost frequent answer.
Two mothers stated that they liked the neighbourhood but that
they kept their children at home. Two others, who had moved
outside the area, stated that it was not a good environment -

there were "marginals," and that "at night you have a qgood
chance of being robbed or killed."

The principal said that the area from which the children
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came enconpasses two nucleli of shanty hcmes and that the
closest nucleus was considered the most dangerous one in Porto
Alegre. on March 24, 1984, the shanty town appeared 1n a city
newspaper as having been besieged by the police; on April 2,
1984, two battalions of the Military Brigade took over the
area in order to capture two thieves (Zero Hora, pages 37 and
39 on the respective dates). This news led me investigate the
pupils’ experiences with living so close to urban violence and
crime.

All but a few of the puplls interviewed demonstrated
insecurity in relation to the place where they lived. of a
total of sixty-nine, thirty stated that the "vila" was
dangerous, twelve stated that it was dangerous at night,
twelve stated that sometimes 1t was dangerous, and six pointed
to danger a little farther from their dwelling. Only one
answered "don’t know." They talked about marijuana users and
glue sniffers, thieves hiding from the police - one gave their
names and spoke about police surveying the slum area from
helicopters. Most of them knew of cases of people who had
been killed.

About the dangers of the slum to outsiders, one of
Teacher B’s pupils said:

There are glue sniffers and marijuana users.

They rob grocery stores. If you go there (in the

slum area), when vou turn your back they slit your
purse and take all your money.

The same boy said that I should not go the slum because
"they know who the outsiders are."

About the actions of the police, one of Teacher A’s
pupills said:

Almost every day the police go by then (at the

exact moment) there are no "marginals." Once 1i1n a
while some police wagons go by. If there arve
"marginals" they pick them up. Whoever is with the
"marginal," they pick up, too. My father was

arrested about five times because he used to fight
in the street.




But 1f the police represent a danger, the slum Jdwellors

do not even view thelir own neighbours as sate. ‘Two gyl
Teacher C's puplls, told about the dangers ot the
neighbourhood to 1nsiders:

[t’s dangerous. One week, a man wanted to
break 1n, entering there...inside our house. I
called Father and he ran away. They kidnap children
and kill them. The thiet kidnaps and kills. During
the day they also steal. Night and day they do it.
I was getting ready to come to school.

The threat of such killing seems to be a parental
strategy to Keep girls at home., They are far more protected
than bovs.

It’s dangerous. There are lots ot robbers.
They stole my mother’s lycra pants. Nothing else.
At night 1t is more dangerous. When we o to the

grocery store they steal money and even kill us.

One boy, Teacher C'’'s pupil, said that 1t was dangerous
only when thieves were running away trom the police, coming
"up here" from their hiding-places down the hill, and he
pointed out that two of his classmates, a boy and a qgirl,
lived very close to the thieves’ dens. This 1ntormation led
me to focus on these two children’s point ot view about
security. They said that it was not dangerous to live in the
area. The girl told me:

I live on a lot of property and we have lots
of flowers. 1It’s not dangerous there. There uare
no thieves. It 1is not dangerous at night. 'The
police pass close to the house: arrest the thieves.
At home we’ve never had a robbery.

Her cousin answered:

It is not dangerous. At night nobody 1s 1n
the area. My mother works and comes home late.
She gets off the bus up there and there Ls nohody
(no thieves) around.

This information gathered from children "“living closer
to thieves" leads one to believe that thei1r definition ot

security i3 different from that of those living a little




tarther away: a3 long ag they themselves are not robbed, the

area 1s not dangerous.
Being the thieves’ neilghbours, however, Jdoes not give
ipso tacto protection. Another boy, again Teacher C’'s pupil,

stated:

It’s dangerous (to live here). Now there are
not so many shots. Now the policemen come nmore
often. When [ lived down there they were stealing.

They took my brother’s pants. And I saw one leaving
my home with a sack. He was carrylng i gun.

Light children stated that where they lived was not
dangerous. Of these, two lived on well-1l1t city streets, and
three were younger children whose parents perhaps chose to
hide the facts. Another two cases were discussed above, those
of children living closer to thieves. One represented a case
of the double standard in bringing up boys.

1t is not dangerous. I can walk at night.
Yesterday 1 even went to the grocery store for my
aunt.

This double standard emphasizing male courage 1s seen
even when the boys contirm the tact that where they live is
dangerous. One boy added: "There are people who are afraid
of everything." Walking in the area at night was the best
way to show one was a man.

The poor slum conditions or the neighbouring shanties
aftfected the school itself, including the possible impact cof
administrators. Certainly, the role of the principal, as
leader of the school, was seen as important i1n determining
the environment of the school. Teacher A said the first
principal that she met when she care to teach at the school
had administered the school for thirteen years when she
retired in 1969. These years were "the golden days at this
school.”" She was succeeded by the teacher who had been her
assistant, "also an excellent administrator." Both Teacher
A and the President of the PTA provided evidence of her

extreme dedication to the pupils. She was prone to fill many



different roles, even that ot a nurse. sShe staved 't 1o
but was obliged to leave because the new Statute ot  thoe

Teaching Profession, Law 06’2, 1971, requited an  1cademie

specialization 1n school administration at the undetraraduate

level, according to prescriptions ot the oducational r1eforn
of 1971. But the person with the desired triining sho
succeeded her, however "cultivated and good to the teacheore,®
proved to be "a tailure" as an administrator.

In Teacher A’s view:

The school became a mess. It was totally
destroyed. Parents were atrard to send therir
children to the school and the exodus ot good puptls
began.

That principal "let things happen" 1n spite ot her
awareness that some acts of vandalism had been committed by
puplls enrolled at the school.

After two years, in 1979, this principal was reolaced by
a teacher employed at the school, who had more authority than
her predecessor, but who was not able to tace such adver:se
conditions and reorganize the schoo!. In 1983, a new
principal arrived at the school - the only man to occupy such
a position. He recalled those Jdays as tollows:

When I arrived here in June of 1983, the school
had many problems...and yet the majority of them aroe

still with us. But the main problems then were
related to safety because there w~ore no tence.
around the school...There was no demarcation. 50

the community lived together with the teachers ind
pupils. There were people (who were not ausociated

with the school) 3!l around us. lThey i1nvaded the
place. And how coull we control them’ ‘They played
games. Played with balls 1n every corner, And
threw rocks (at the windows). It was 1 mess. In
addition to this, {the schoolyard) AaS the

crossroads (of the community) because the buc stop
was right in front of the school and people made two
or three paths through the schoolyard: none tor
cars, another for...This was the most <serious
problem and 1n relation to this w~e had many
robberies. A lot. Nine robberies....n (19)8} there
were nine robberies at the school, weren’t there!?
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The praincipal reported that after a girl was sexually
assaulted inside the school, teachers and parents called for
a general meeting with represenrtatives from the Secretariat
of Education, on October 15, 1983, Teacher’s Day. It was
decided that fences around the school would be built. Safety
was restored 1n 1984 after the fences went up, and two
policemen provided by the State Government guarded the school
during the whole school day. Thus, the school returned, at
least in one sense, to the old good days: school personnel
and pupils could work calmly 1in the recently-enclosed
schoolyard.

The parents interviewed in December 1984 and January 1985
- three tathers and twenty-four mothers - all agreed that the
construction of fences represented safety. One mother stated

that the children used to go home during recess and now they

stayed at school, which avoided '"many problems," and
concluded: "At least when the children are in the school they
are safe." There was a slight increase in the rate of first-

grade promotion from 49 in 1983 to 58 percent in 1984, but the
precise role of enhanced safety in this improvement is
unclear.

While a schoul’s szuccess in educating students is not a
clear function of the quality of the school buildings, there
is a point beyond which physical deterioration should not
occur. The year of 1984 had a long rainy season - May to July
- which was a complicating factor to those working at or
attending the school. The twenty-four-year-old greyish brick
building was 1n urgent need of renovation. For many years the
state school buildings had not been taken care of, and
principals of these institutions had spent hours in waiting
rooms of the state building maintenance department. (Only
recently, n 1987, when two opposing parties were
administering the state government and the city of Forto
Alegre did the population see the former spending money on



repairs and construction of new classrooms and buildings.
The two parties were competing for votes in the 1988 mayoral
elections.)

Oon May 26, 1984, Zero Hora published details of damages
to and consequences of the rain tor the school: twelve out
of twenty-two classrooms had flooded; the root and some
ceilings were in ruins; a corridor tull of water blocked tive
classrooms and the children had to be sent home. There were

problems with gutters and pijes and lack ~° glass 1n the

windows. Part of the recently-built tences around the
schoolvyard had been destroyed by rain, and the
school,ironically, was without drinking water. This school

was not the only one in peril: there were eleven more in the
south of the city and five on the islands in extremely bad
shape (Zero Hora, June 21, 1984:28).

In 1984, the principal obtained the construction of the
fences, the repair of the roof, ot electrical wiring and
windewpanes. His aim the following year was the renovation
of the cei1ling and the pcinting of the walls. He contessed
to not being satisfied with school furnishings and distressed
about lack of school supplies (pencils, notebooks, <halk,
etc).

Much remained to be done, and the principal concluded
that minimum material standards were still not being met at
the school.

The teacher (in 19384) was far ftrom having 1dea)
conditions in the classroom: windows In precarlous
condition, desks in precarious condition...chairs

...walls badly in need of paint; an audio-visual
service with almost nothing to offer her...

Did parents feel the school their children attended was
as lacking in comfort as the principal described? The parents
interviewed were emphatic that the fences had brought security
to the children. Perhaps this circumstance, plus the repiirs

made to the building, had an influence on the positive answers
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given. Two-thirds of the twenty-seven parents considered the
school a good one. The reasons given were: the child had "a
good teacher," "good care"; "the kids worked hard,'" '"got
mi1lk." One mother mentioned the newly-acquired telephone,

saying that the school was improving more and more. A sister

raising hor younger brother said: "“nothing is lacking at the
school: he was promoted, there is theatre, recess, and a
meal." Another mother defended the teachers against

"disrespectful pupils," calling these "marginals" and added:
"the teacher is not paid to be insulted."

Two mothers of children who were doing very well at
school said that there were negative aspects:

Here (in the school) there are a lot of things
that [ would like there not to be, but it’s nobody’s
fault 1in particular. It (the school) was open,
everybody came in, now it 1s closed. They could
make a vegetable garden which would provide
vegetables for school meals. All the teachers are
excellent! They cannot do any more than they have
already.

The second mother, however, was more critical:

I would like the school to be better organized.
It rains a lot inside the classrooms. In the
winter, they send pupils home and ask them not to
come if it rains a lot.

The lack of criticism from the community also means that
the parents preferred to emphasize the positive aspects of the
school rather than the negative ones. Silence about the
negative aspects is a strateqy of parents who do not have the
chance to select a school for their children nor opportunity
to make significant changes. Their only alternative is to
move to another neighbourhood, as public schools are allocated

to a fixed geographical area.

Conclusion

This chapter has reviewed the school and environs. We
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noted the increased enrollment in first grade in 1984 which
indicated demographic pressure for educational opportunities.

Many school characteristics can attect tirst grade
teaching. The low quality of educational services was
observed 1n a school which had only about 0 percent ot ity
teachers doing classroom teaching. All others, more than 40
percent, were in technical pedagogical and administrative
functions.

Other school factors affecting rates of promotion in
first grade may include the quality of school administratorg
and reform efforts such as the 1958 state and the 1971
national educational reforms. However, evidence from a sample
of 146 classes over a period of four decades showed that a
factor such as the teachers’ degree ot stability, instructing
the same class for the whole school year, did not always
explain promotion/retention in first grade.

In 1984 the rate of promotion in first grade showed
improvement, being the third highest in the torty-year series
considered, and the highest noted during the eighties. 'The
school under analysis, in contrast to the poorly-supplied
rural municipal ones, had abundant human resources, all
qualified with at least normal school. But, the %8 percent
attained, however, was still interior to the rates tor the
city of Porto Aitegre and the state of Rio Grande do Sul.

Ecological factors outside the school also atfect
educational success. The growing number of <lum dwellings
built around the school by newly-arrived 1nhabitants,
unemployment and violence, represent constraints upon teachers
in the context of classrooms. At the beginning of 1984
teachers and pupils felt insecure at the school. [n the
analysis of the children’s consciousness of danger 1in their
own homes, only eight out of sixty-nine said that the area
where they lived was not dangerous. During the 1984 year the
school way "retaken" from "invaders" who lived in the =lum.
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. Through the building of a fence, the school again became a
safe place for faculty and students.




CHAPTER V

THE CLASSROOMS - ACTORS AND OUTCOMES

In the opening section oif this chapter, aygregate Jdata
are used to compare and rank the four tirst-grade classes in
terms o©of their collective success at teaching/learning
literacy during the 1984 school year. Three outcome measures
are used: rates of promotion to second grade, average reading
scores and average spellirg scores on tests administered
independently by the 1nvestigator at the end ot the 1984
school vyear. Two methods of calculating each ot these
measures are provided and the theoretical implications
discussed. The four classes are then ranked and designated
as A, B, C and D for the purpose of comparisons and analysis
throughout the rest of the dissertation. The second
section of the chapter then introduces the actors involved -

the teachers and pupils - and examines the individual
background characteristics they brought, in  varying
combinations, to the four classes at the start of the 1984

school year.

OQutcomes in the Four First-grade Classrooms

The comparative success of the four ftirst grade clasces
at teaching/learning literacy was evaluated using aggregate
data and three measures of success: rates of promotion to
second grade, average reading scores and average spelling
scores. Each of these measures i1nvolved calculating a "class
average," and a decision therefore about how to detine and
calculate the denominator. As indicated in the previous
chapter, the results of two methods are presented. The tirct
method defines total enrollment as final enrollment - the
number of pupils still attending class at the end of the




TABLE 18

SUMMARY QF FACTORS MOST PROBABLY ASSOCIATED WITH
FAILURE IN FIRST GRADE

Class A Class B Class C Class D

Predominant age 10 or more 9 or more 9 or more 8 or more
Non-white 25% 67% a1% 24
Poor health 19% 7% 42 4%
Repeated first grade 3 or 4

twes before 1984 37% 27% 7% 8%
Family nstability 25% 53% 41% 36%
Parents' low level of

schooling * 6% 20% 22% 24%
Unemployed father or NA 0% 13% 15% 20%
Low level of income per

family member ** 431 53% 63% 48%

Sources: Tables 15 to 17.
*  [1literate or first grade.
** Corresponding to 25 percent or less of the minimum wage.



TABLE 19

PROMOTION AND NONPROMOTION,

LEAVING SCHOOL AND TRANSFER
OF PUPILS IN EACH OF FOUR FIRST-GRADE CLASSES

Class A Class B Class C

Class D

Repeaters

New
Pupils

Total

Nonpromoted
Left the school
Transferred to angther

Transferred to
kindergarten

Total enrollment
Promotion rates

Excluding those who
transferred and
left the school

Excluding those who
traxsferred

4
1
3

12

80

50

55
1
10

83

83

12

Sources: Tables 48to 51, in Appendix.
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school year - thus excluding pupils who left school whether
by transferring or dropping out. In effect, this method
defines success 1n a way that absclves the teacher of any
responsibility for keeping children from dropping out of
school. Ihe second methed, by contrast, holds teachers partly
accountable for thelr "success" or "failure" at keeping
children 1n school by excluding transfers BUT NOT DROPOUTS
ftrom the measure of total enrollment. (The second method thus
excludes from total enrollment only those who transferred to
other schools, but INCLUDES those who left school during 1984
without communicating the reason for their departure to school
authorities. This makes for a larger denominator, and a lower
rate of success). While the results of both methods of
calculating each of the three measures of success are
presented, the theoretical 1mplications of the second method
are preferred. The final ranking of the four classes thus
reflects a theoretical and principled decision to hold
teachers accountable for their failure to Kkeep pupils in

school as well as for their success with those who stay.

Rates of Promotion to Second Grade

Table 19 presents the differential rates of promotion to
second grade for the four classes, calculated in the two ways
described above. Classes A, B, and C were composed of pupils
repeating the first grade (often for more than the first
time), while Class D included a roughly equal number ot
repeaters and new pupils. In order to facilitate comparisons
between new pupils and repeaters Table 19 (and many later
tables) include this breakdown for Class D.

Using the second and preferred method of calculation,
Class A presented clearly the best outcome of the four classes
observed with 93 percent promoted, followed by Class B (73
percent) and Class C (72 percent) and trailed by Class D (57




rercent).

Reading and Spelling Scores

Reading and spelling tests were administer ed
independently by the 1nvestigator just betore the end ot the
school year. Only pupils still at school at the end ot the
vear took the tests (15 1n Class A, 12 i1n Class B, 24 1n Clasy
C, and 15 in Class D, adding up to a total of sixty-six ot the
eighty-three original pupills). Detailed results are reported
in Tables 20, 21, 22 and 23 in the Appendix ot Tables. Again,
the average reading and spelling scores for each class as a
whole could be calculated in two ways: by excluding or
including school dropouts in the denominator. Table 22
summarizes the average reading and spelling scores tor the
four classes calculated both ways.

Using the first method of calculation, average reading
scores for the four classes are high and fall i1nto a narrow
range (from 86 to 93 percent), while average spelling scores
are much lower, also falling into a relatively narrow range
(from 36.5 to 49.5 percent). The high reading scoreg
represent the low value placed on the reading comprehension
section of the test, while the low scores on the spelling test
have to do with difficulties in spelling peculiar to the
Portuguese language and not just to problems in readinyg the
words dictated. Nonetheless, Classes A and B clearly
outperformed Classes C and D on measures of both reading and
spelling.

Using the second method of calculation, the four classes
range more widely in average scores for the reading and
spelling. Class A and Class D rank as the most and leaut
successful in terms of average reading scores. Spelling
scores continued to provide a tougher measure ot literacy.

And on this measure, the four first-grade classes ranked in
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the came order as on rates of promotion to the second grade.

The Final Ranking of Collective Success

'lhe four tirst-grade classes were ranked and designed as
Classes A, B, ¢ and D tor the purpose of comparisons and
analysis throughout the rest of the dissertation. This
ranking represents their collective success as measured by
rates of promotion to second grade (a school-based evaluation
ot literacy) and by average spelling scores (the tougher of
two independent measures ot literacy), as described in Table
22. Class A, and D also rank as the best and worst on average
reading scores. Because children who left school are taken
1nto account in the three measures of collective class
success, the rank order defines success in first grade not
only in terms of achieving literacy but also in terms of

staying in school.

The Actors

This section introduces the actors - the four teachers
and ei1ghty-three pupils 1n Classes A, B, C and D - and
examines the individual background characteristics they
brought, in varying combinations, to the four classes at the
start of the 1984 school vyear. Presentation of this
descriptive background material will focus first on
similarities and differences 1n the teachers’ experience and
commitment to teaching literacy, and second on the
characteristics of pupils most likely to present a hindrance
to the teaching/learning process. This discussion of the
initial inputs to the teaching/learning literacy process will
serve to address some of the questions that might otherwise
arise regarding the 1ndividual participants and the nature of

their distribution among the four classes. The following
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chapter will extend this background discussion by tocusling on
the facilitative and/or constraining inputs provided by the
school itself.

The Teachers

The teachers were selected tor study on the busis ot
their teaching experience, their experience with teaching
first grade and the iength ot time they had spent at the
particular school studied. Teachers A, B, C and D had taught
tor 26, 12, 15 and 7 years respectively; they were teachinqg
first grade for the 1l4th, 10th, 3rd and eth times; and they
had spent 20, 4, 9 and 5 years at chis school.

All were married women with children, and all but one
(B) of their families depended on their salaries for support.
All had begun their careers by participating in a public
competition for grade school teachers (kindergarten through
grade four) and had a twenty-two-hour work week. Their
salaries differed in accordance with the state’s Teacher’s
Professional Statute which instituted a career plan linking
salaries to level of education (si1x levels), years ot service
and merit (five classes). Teacher A had the highest salary -

due to her university degree (level si1x education), years of
experience, and record of merit; she had also acquired a
second position as a high school mathematics teacher tor which
she qualified in public competition following completiun of
an undergraduate degree in the subject. 'lhe lower salaries
of Teachers B, C and D retlected their normal =chool education
(pedagogical training at the high schc 1 tevel which qualitied
as level one education) and their lesser years of experience.
Teacher B had the lowest salary because she had taken a leave
of absence to accompany her husband on hls travels and had
taught at private rather than state schools during this time.
The low wages set for entry level teachers ( a <ource ot




Wwidespread activiem during 1984) and the 35 percent salary
Lncrease set by statute tor teachers acquiring an
undergraduate degree providerd a Jdoubly strong i1ncentive for
further educaticn. During 1984, Teachers B, C and D were all
«till taking undergraduate coursework. And all were decidedly
tighting to mailntain their standard ot living and, 1t
possible, to turther the upward mobility they had each already

achieved on becoming a teacher.

The Teachers’ Commitment to Teaching Literacy

Teacher A reported that her decision to become a teacher
had been intluenced by her tamily, as she had many relatives
who were teachers;: 'Teacher A’s mother herself had been a
teacher’s aide. Atter finishirg =lementary school, she had
begun teaching at a parochial schocol, where she had learned
to teach literacy by the alphabetic mnethod. She confided:
"I myselt learned by this method, and fcor this reason teaching
literacy was not ditricult." In the mornings, she had taught
the strong pupils who had a good chance ot becoming literate
by the end ot the school year, and in the afternocons new
puplls who had ditficulty even learning the alphabet, "who
learned only the vowels.'" She had worked for one year as a
clerk and saved money to support her studies 1n the capital
city, and applied tor admission to one of the best normal
schools 1n Porto Alegre. She was at the top of her class 1in
both elementary school and normal school and was invited to
do her student teaching 1n the same normal school, and to
continue teaching there for two more vears atter graduating.
Having married, she moved and went to teach at a school near
the one under analysis tor two years, where pupils had a
similar social background to those she would later work with.
In 1905, having passed speciai qualifying examinations, she

was hired as a state primary teacher, and sent to work at the




school under analysis. she begar, to work there Jduting 1te,

"qgolden vears." she was highly regarded both as 1 teacher ind
ag a1 human being by puplls, parents, colleague:s and the
administrative statt. she was what one might consitder an
outstanding teacher; 1n hes own sords, she had reached the
highest level 1n the teaching protession, 1.¢, being 1noa
classroonmn.

Teacher A had taught all grades ot elementarv wchool,
beginning with the titth grade, and moving to ftourth, thuir i,
second and rirst. Her preterence tor tirst grade, since 1oy,
mainly represented a roesponse to demands ot the school. Lbven
s2> 1f she had her own way she would velect the tirst grade
again, because she had hzd enormous experience at thin lovel.
In addition, she was learning new nethod ot teaching literacy,
and there was a great demand tor tirst-grade teachers at the
school. she concluded: "I was always open to study. It 1
had to teach ancther qgrade [ would adiust to it easily."

When teaching the tirst grade 1n 19723, <he beqgqan to
realize the importance ot the tirst time she had taught 1t
five vyears before she had finished normal school. Her carly
professional lite, 1n her teens, represented 1 sort  of
learning-by-doing education. Dburing that tirst experilence in
teaching literacy, Teacher A recalled the method by which < he
herself had learned to read and write; ner uwn wexperlence of
becoming literate gave her elements for teaching. she a1l Lo
referred to the strong intluence of an experienced teacher whoe
had oriented her during her first exper:ence teaching tirot
grade, performing what today corresponds to the roles ot the
educational counsellor and teacher supervicor.

Teacher B entered normal school not because ohe had
consciously chosen to be 11 teacher but lecause <he wan 1n a
school 1n which normal school was one ot the curricuia otfered
at the high=-school level; her oldect sister had gl tiaken
normal school. While taking her teacher training she taught
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literacy to adults at night, but this was apparently not a
meaningtul experi<ence, as she could recall nothing significant
about it. Her student teaching in the second grade at the end
of normal school had been a negative experience, and 1n 1984
she would still refuse to teach this grade. Restless pupils
with ditficulties in reading and writing had been placed 1in
one large class and turned over to her. She had felt unable
to deal with all their problems and, what made matters worse,
had to have her lessons observed from different points of view
- teaching method, teacher-puplil relationships, etc. The
worst mark lett on her was the loss of a pupil who died:
That really shocked me. And that’s why I get
along so well with my pupils. Maybe [t 1s for thais
reason that I worry about them. Maybe a
psychiatrist would tell me this. As I lost one, I
want to take advantage of my time with the others,
because 1 have the impression that when I say
guodbye to them at the end ¢t the year, 7 am not

going to see them anymore! aAnd 1t’s lvrue. I'm
really not going to see them anymore!

Teacher B’s statement revolved around two themes: the
way she aimed at professional competence and her commitment
to justice. Her growth in protessional competence took place
in the various locations where she worked, accompanying her
husband 1n his job transfers. The first time she was assigned
a class after her student teaching, 1t was " first grade
nobody wanted," children who were considered to belong in a
special education class.

I did a dictation with them (the first day of
class), and I noticed that they had written nothing.

Nothing! Of course, they Kkrew nothing. 1 became
desperate. "What am I going to do with these
children?" I didn’t know anything! I didn’t know
how to begin teaching someone! I had learned

nothing at normal school, except of lot of nonsense
which was worth nothing.

At the end of this first day of class, Teacher B asked
a teacher who was experienced with such children for help.

she was advised "to follow a primer." She did not even know
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what that meant. During that year the children "learned
nothing," which means they did not become literate. I'he
following year she was assigned an excellent class which had
had a good teacher ("as competent as Teacher A"), who needed
to leave the class. The most relevant thing said by Teacher
B was: "1 had to take over a class considered to be
‘wonderful’." This time help came trom an exceptionally
dedicated and competent colleague who invited leacher B to
observe her own lessons. "From then on l’ve always had tirst
grades."

She moved to different towns in another southern state,
where settlements had been specially constructed by the
enterprise for which her husband worked.

There, 1 lecarned to work, to give classes,
everything [ know today. I began working with tirst
grades. Every vear before classes started, there
were free courses for teachers on literacy,
mathematics, with teachers hired 1n Sao Paulo and
Rio de Janeiro. There, we as a group, lived for
pupils, and were willing to improve our teaching
more and more. I made progress. | did so many good
things with those children ...0One time the children
of the engineers (the elite class) were entrusted
to me. This might mean that 1 was already competent
in my profession. [t was very much of a sacritice
to work at that school - too mar,; hours ot work!

She commented on the ditferences between her expericnce

in these schools and those in the school under analyis:

What can I say? The teacher was dedicated to
the school, she tell in Jove with her work.
Everything was there in the school, available to
the teachers, organized. I was trained 1n an
environment where the teacher’s energires were really
in demand.

We got prepared to start classes 1n March ag
if for the birth of a child, all excited to see the
pupils’ faces. And (we took) course atter course
to improve our teaching.

There was no such thing as a day off during
the week. We worked all day long, and on Saturdayc,
too.




The school was part of our life; 1t was our
family.

She was not familiar with any school in Porto Alegre when
she decided to work at the school under analysis. Our target
school was going through its worst period, with an
authoritarian principal who had shut the deoor in the parents’
faces. Teachers and principal had lost respect for each
other, verbally attacking each other and making negative
comments about the pupilc and their families in front of the
children. There were no ftences around the school, no
windowpanes, no water 1n the pipes. Teacher B selected this
school because there was a bus linking the school to her
house. She had been made very welcome by the vice-principal,
as tor a long time no teacher had arrived to start working at

the school. When she announced that she loved teaching first

grade, everyone guczed at her 1n astonishment. A colleaqgue
answered: "This 1s because you don’t know what teaching first
grade in this school is liket™" Teacher B concluded: "My

tirst day at school | realized that I was considered odd. VYou
see that they were already not willing to teach first grade.
Just as at other schools, [ received a ‘tirst grade nobody
wanted’ ." In 1985, she was transferred to another state
school which approximated the pattern of schocls in which she
had taught in the other southern state. It was a school which
enrolled middle~class students. Teacher B concluded that her
preference for first grade came "naturally":
I began to tall in love with my work; I
discovered at the end of each school year that it
was a glory for me when I saw a pupil resading...I
became more and more interested every year. First
grade had to be mine. I get involved with the
puplls and that’s 1t. Whatever class [ have (new

puplls, repeaters) I know I am going to otfer them
a positive experilence.

Teacher C had entered the profession "as a vocation."

She enjoyed teaching small children, but preferred



kindergarten over tirst grade. She had a positive reason tor
teaching firs% grade in 1984 - the principal had invited her
to do so, as there was a dearth ot teachers 1n the tirst
grade. There were also reasons tor her not teaching
kindergarten; she was told expenses would have to come out ot
her own pocket ftor the preparation of the classroom and
another teacher was belng sent by the Delegation ot Pducation
for this type ot class. She concluded that "she wanted" to
teach first grade 1n 1984. She 1ntended to leave the school
in 1985 because she ftelt she was considered "an agitator."

During filtteen years of teaching, Teacher C had taught
kindergarten (four vyears), fi1rst grade (three years), third
grade (si1x years) and fourth grade (two years). She had been
a principal at a municipal school for one year. She sald che
had not had a good preparation at the normal school for any
of the primary grades. Her student teaching had been at the
third-grade level and she had worked without any supervision,
creating the teaching method herself. In relation to Teacher
A and B, she was much less experienced in the tirst grade, and
had poorer preparation. She followed no models whatsoever,
at least not consciously. She came from a school which che
concsidered far more problematic than the one being analyzed.

Teacher D had entered normal school and became a teacher
because in her town there was no cther option, and her parents
would not permit her to cross the river to study in Porto
Alegre every day. She preferred to teach the first and tourth
grades. She had taught first grade in her student teaching,
which had been a very geood experience. She had also taught
fourth grade and had good results:

See! I like the teaching profession. When |

started 1 didn’t know that I l:iked 1t, but tinally

I accepted myself as a teacher. Maybe thia 16

because I got along very well 1in mny student

teaching, I felt very well in the teaching
profession. I always got along well with pupils.

She indicated that she would remain at the gschool only
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it she got a special education class but she did not mention
the i1ncrease in salary associated with it. Instead, she spoke

only of principled interests:

I want to teach a specilal-ed class because I
like to help others, and I think that it 1s in this
environment {a special -education class) that I am
going to be able to help most, because it is the
most discriminatory environment in our society. I
want to show that we have to make them equal because
they are equal to other human beings.

The Teachers’ Prior Success At Teaching Literacy

Table 14 in the Appendix presents the experience of the
four teachers teaching first grade in the school. Teacher A
taught classes predominantly of repeaters, where promotion
rates varied between 50 and 100 percent; when she did teach
classes composed of new puplls the rates fell in a smaller
range - between 74 and 88 percent. After 1281, the year in
which she got a second remunerated teaching position, her
promotion rates reached between 88 and 100 percent, with no
distinction between new students or repeaters. Having a
second position as a tesching supervisor and secretary of the
PTA gave more time at school and relaxed economic strictures
surrounding a person who had the highest salary in her family.
Teacher A, by the way, never had a zero percent promotion
rate.

Teacher B had taught predominantly repeaters at this
school. When she arrived there in August 1981, she had been
assigned a class of new pupils which had not worked well with
the first teacher in charge that year - the pupils had even
kicked their previous teacher. She reported on her experience
as follows:

Their first reaction was to hate me, because

I began to 1mpose order, I began to want

organizat.on to be able to work. I slowly got
through to them, teaching them to ralue themselves,



to pray, to sing. I brought toys, | played with
them, 1 gave them lo s ot aftection. I spent a lot
of time with them on the playground because they
learned nothing (ot the tirst-grade curriculum).
You should see the experiments [ did, attempting to

teach them to write their names! I-va-nir.
Imagine! I let them work w~1th pencils, but not with
letters, 11lways free work. I planned a schedule

with relaxation tirst because they arrived with
rigid muscles, breathing exercises...Atter that, 1
usually gave them more systematic exercise then

lighter exercise: story~-telling, playing house.
One day playing house, the other playing out on the
playground. When we played house, [ acted as the

mother playing with her children. Nobody ever came
to my class to ask what 1 was doing. You are the
only one who knows about 1it!

It is important to note a zero promotion rate 1n tirst
grade can indicate diverse experiences. Teacher B’s decistion
to give students meaningtul first experiences with scissors,
books, pencil and paper was more than "an experiment"; 1t was
clearly the right thing to do, a way ot bhuilding up the
children’s self-respect. It can be seen as a first step to
literacy and promotion, completed in the tollowing vears.

In her 1981 class, Teacher B was torced to see the ugly

face of ©poverty, and stricken by 1it, opted tor work

preliminary to literacy: "The children, had nothing ot their
own, and fouaht over a toothpaste hox. Their balls were
plastic pags full of garbage." The extreme cases which had

so affected her were: a boy drinking from a rusty dirty pipe,
leaking sewage; another nlaying with the teeth ot a dog which
had recently died; a pupl)l whose nother had been stabbed by
his father in front of hwm; a girl who had abandoned school
after the shock of attempted rape. In the tollowing years she
had the highest rates of promotion of the tour teachers -
between 87 and 100 percent.

Accordinrg to Teacher B, a newly-arrived teacher was
almost always thrown into first-grade classes without having
had any experience at that level and had to learn to teach

literacy at the children’s expense without any supervision.
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Unquestionably, this was Teacher C’s case, and this has been
a common practice in state schools for quite some time. The
principal assumes that teacher training at a normal school is
adequate, and assigns classes based on enrollnent. The
creation of the position of teaching supervisor was done so
that these professionals would give permanent assistance to
teachers, mainly to those who were inexperienced at a certain
grade level. Teacher B affirmed that such assistance was not
availlable at that school. She had demanded special treatment
for first-grade classes, suggesting a course i1in literacy for
those teachers teaching first grade for the first time, and
close supervision by a professional with a good deal of
experience in literacy work. She concluded: "For me the one
to blame for low promoticn rates is not the pupil - 1n his
poverty or misery - nor the school, but a badly-prepared
teacher."

Teacher C taught first grade intermittently, and had
good rates of promotion with repeaters - 75 and 33 percent.
She would not describe her first teaching experience in first
grade in 1978, out summarized it laconically: "It was bad."

Before that, Teacher C had not had any experience whatsoever
teaching literacy.

In 1985, Teacher C was given a class of first-time first
graders and she again attained, as in 1978, Zero promotion
rate. This reflects, in part, the lack of a relevant approach
to teaching literacy. The second time she failed with pupils
who were considered to have chances for success.

Teacher D taught only classes of "new" pupils. The 1984
class was considered as such because pupils were attending
first grade tor the first time at the school being studied.
Teacher D attained rates of promotion between zero and 88
percent., She did not comment on her zero rate in 1982.
During that year she had been on a leave of absence from May
to July.
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Teachers A and B were among a ygroup ot teachers at the
school who had attained one hundred percent promotion 1n their

first-grade classes. Teacher A had had such a result in 1981

Teacher B, in 1982. I[n 1984 Teachers A and B attained 93 and
22 percent, while Teachers ¢ and D attained /5 and 80,
respectively (Table 14). In the school records, "dropouts"®

were not considered cases ot tailure; the rates of promotion
above were calculated only on the basis ot tinal enrollment
figures, i.e., eliminating dropouts from the computation -
which inflates those rates (as observed previously in the
section on outcomes 1n 1984).

Pupils’ Characteristics

There were eighty-three pupils who started out the 1984
school year in the four first-grade classes studied. Tables
15, 16 and 17 (in the Appendix of Tables) report i1n detail a
number of their individual background characteristics and show
how these were distributed across the four classes. These
characteristics include gender, ethnic group, health,
religion, prior school enrcllment, family type and tamily
stability, parents’ schooling, mothers’ occupation, tathers’
occupatinn, income, number of children 1n the tamily, and
whether or not the child lives in a declared slum dwel ling.
The following characteristics are selected for comment as ones
that might disadvantage a child’s tirst-qrade achievement.

While 62 percent of the pupils werce white, 37 percent
were non-white. While 37 percent ot the puplls were rated in
good health, 41 percent were in fair health (this included
children with problems of Jice, mange or tooth decay) and /
percent were 1n poor health.

While the majority of children had one parent who had
completed either second or third grade (20 percent), tourth
to eighth grade (53 percent) or high school % percent), a
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signitircant number (20 percent) did not have an effectively
literate parent to influence or support the process of
becoming literate. Some ot these parents were illiterate (10
percent); others (10 percent) had attended first grade but,
on the basls of interviews with their children, were not
considered literate.

Most puptils came from large and poor families: two-
thirds of the families had four or more children, and 53
percent earned one-fourth ot the minimum wage per person or
less; 7 percent of the fathers were unemployed while 61
percent of the mothers were employed. Many pupils (43
percent) were self-declared "slum dwellers" and this 1is
certainly an underestimate; it was difficuit to verify whether
pupils lived inside or outside the slum since their addresses
did not distinguish slum housing from the low~-quality and good
housing scattered on the border of the slum.

In the context ot customary images of slum life, it is
striking that so many pupils (61 percent) came from stable
tamilies (families with the same constitution as at the time
of the pupil’s birth); fifty-one children had been raised by
their parents since birth. Nonetheless, 39 percent of the
pupils came from unstable famllies.

The pupils who entered the four first-grade classes were
older than first graders in Rio Grande do Sul and Porto Aleqgre
more generally {where the median and modal age for first-grade
enroliment in 1984 was seven years old). And they were older
even than the set of all tirst graders at the school being
studied (where the nodal age was seven, but the median age was
eight years old). The modal and median age for the eighty-
three pupils studied here was nine years old.

In part, these age disparities reflected their condition
as slum dwellers - the disruptions that accompanied migration
to the city, the poor educational opportunities normally
available to the children which lead to drop out and/or repeat
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the same grade. In this context, 1t is signiticant that only
17 percent of the pupils studied were entering first grade 1n
1984 for the first time; 29 percent were repeating first grade
for the first time, 35 percent for the second time, and 1/
percent for the third or tourth time. Some pupils had also
had other kinds of prior school experience: 1> percent had
attended kindergarten, while 7 percent had attended a special-
education class. As an 1nput to the learning process, prior
school experience can, of course, be viewed 1n two ways:  as

advance preparation, or as advance stigmatization.

Expectations and Predic¢tions

At the start of the 1984 school year, the teachers and
other school staff developed expectations and prediction:s of
how well the four classes would do in teaching/learning
literacy. These expectations expressed their knowledge of
each other, their assumptions about the likely rmpact ot class
size and the social characteristics of puplils on the
teaching/learning of literacy, and their awareness ot how
these characteristics were distributed among the tour clascses
(see Table 18 tor a summary view of these distributions by
class).

Class A was considered a difficult class at the school
because it concentrated theose who had repeated the tirst qgrade
over a number ot years. In fact, 37 percent of 1ts puptlas
were taking tirst grade tor the ftourth or titth time in 19847
as may be expected, this c¢lass had the oldest puptls, with the
majority of children ten years old or older. 'These pupils
with an accumulated experience of faiture most probably weroe
lacking in motivation, had been stigmatized as non-learners,,
and were those who would predictably he leaving school bhetore
the eighth grade for paid work. An  analysis or  hone
characteristics for Class A, however, showed the bect indices
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ot the tour classes under analysis: all fathers were employed
and only one child had llliterate parents. It also had the
lowest family 1notabirlity. All of this suggested that the
previous tairlure of these children might have been related to
school tactors.

Class B was "the control group" in a previous research
project 1n which Cclass A was the experimental group. In fact,
it could be considered as such only 1n terms of the
concentration ot puplls repeating first grade in 1984 for the
fourth or fifth time (comprising 27 percent of enrollment).
This "control" group had the highest concentration of both
tamily 1nstability (53 percent) and non-white population (67
percent). (Family instability was evenly distributed among
whites and non-whites.) According to these two factors Class
A stood 1n stark contrast to Class B. Class B also had three
cases ot children with bkoth parents not knowing how to read
or write. Teacher B pointed out that she had spontaneously
volunteered to teach such a class "composed of problems," as
the supervisor rrom the Delegation ot education had termed it.
Both groups though considered the most difficult ones to teach
were welcomed by their teachers. The low number of pupils in
both classes, titteen, was demanded by those researchers who
planned the experiment for this variable was considered a
determinant in the teacher’s practice. I'rom the teacher’s
perspective, home stability was considered an important
ingredient tor success at school and from this point of view,
pupils in Class A had qgreater probability of success than
those in Class B. Teacher B’s evaluation of her class in
March 1984 in comparison to Class A revealed that hers, in
tact, was at a disadvantage.

Considering the puplls’ characteristics, Class D, 1n
contrast to cClasses A and B, presented several i1ndices
expected to tavour promotion: it enrolled the youngest
students, concentrated more whites, healthier pupils, and



fewer repeaters. [t also had the second lowest concentration
of family 1instablility. S1X of the children, however, had
1lliterate parents, and trive had an unemployed tather or Lived
only with the mother: these six children could be considered
as having lower probability or success 1n tirst grade. I'he
Cclass was considered to be constituted only of new tirst-grade
pupils but the children’s past lite at other schoolu was
ignored. Students had also zcored high on the ABC Test and,
for these reasons, it was looked upon as the best ot the tour
classes in the present study. Class C was composed ot twenty-
five children i1n March, as was Class D and all other tirst
grades, except tor Classes A and B. Two-thirds ot the pupils,
or eighteen children, were enrolled 1n tirst grade tor the
second time (Table 1% 1n Appendix), and, ot these, uveven
children had just initiated the literacy process the previous
vear (Table 42, in Appendix). This class had an intermedirate
position as to expectations ct promotion.

In summary, the school statt expected a good pertormance
of Class D because it enrolled new puptls 1n tirst grade (in
fact, it was a mixed group ot new pupils and repeaters), and
because of students’ good scores on the ABC Test; Teacher D
was also considered competent. Ot Class A, concentrating
those with a longer career of tfailure 1n tirot grade, the
school community expected a difficult but almost certain
success, since Teacher A was considered outctanding and wa
taking a special course on teaching literacy to this type of
ch1ld. Teacher B huad received a more difticult group of pupal.
according to family characteristics and years repeating, bhut
she was very experienced in tirst-grade clisses and w~as alan
expected to win the literacy hattle. Teacher ¢ had recocypved
a "normal" class ot repeaters. 1t was her third year teaching
first grade and she was considered dedicuted; dgood results
were also expected of her class. At that time - March 1924 -

I also expected good results trom all classes considering the
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teachers’ performance as eviluiated by colleaques, and teared
that I had selected only those teachers likely to succeed.

A look at the pupils’ characteristics shows that those
ot Class A indicated that the tailures i1in first grade, before
1984, was most probably due to problems in the schecol, since
tamily characteristics were reasonably adequate. The
compossiittion ot Class B as well as that ot Class ¢, pointed to
a wider range ot ftactors 1n the explanation ot fallure betore
that year. cClass D added to the picture a factor not present
in the other three classes: change or residence as a

consequence ot migration in times ot high unemployment.

summary

Rates ot promotion to second grade, and average reading
and spelling scores on independently administered tests were
used to define and rank the relative success of four first-
grade classes at teaching/learning literacy during the 1984
school vyear. Two methods of calculating these aggregate
measures ot success were presented and discussed. The method
ILNCLUDING pupils who lett school (but excluding transter
students) i1n the denominator wdas chosen BECAUSE 1t measures
success in a way that holds teachers partially accountable tor
their taillure to keep children in school as well as tor their
success 1n teaching literacy to those who stay. On the basas
of consistent rankings for rates of promotion to second grade
and average spelling scores, the classes were ranked and
designated as A, B, ¢ and D tor the purpose of comparisons and
analysis throughout the rest of the dissertation. Classes A
and D also ranked as the most and least successtul on average
reading scores.

The 1ndividual background characteristr'cs of the tour
teachers uand ei1ghty-three pupils were then presented to

introduce the actors i1nvolved, to review factcrs thought to




tacilitate or hinder the teiaching, learning literacy procens,

and to document the expectations and predictions that teachera
and school statt deve'loped on the basas ah theosoe
characteristics and their distribution among the tour cliases.,
These 1ntormal predictions developed among  the  aduit
participants in the study at the start ot the 1984 school year

did not, as shall be explored, match the actual outcome:.




CHAP'I'ER VI

THE SCHOOL, AND THE PROFESSION: CONSTRALINTS
ON THE TEACHERSY PRACTICH

this chapter tocu=es on the taceg, unit cortest tngt th
scheel and the sSTatutes gqoverning the tearchiog Lot o
previded for the Leaching, lerning Litoeracy proce: . 1 he
P1rst nalt ot the chapter prrovides the percpocbiiues, fothn
fteachers themsclves on the aspects ¢! the (chool they telt
tacrlitated or hindered their «ork. lhe cecond halt ot tie
chapter presents a brcader analysis ¢f howa the ctructur tng ot
teachers’ professional careers 1tsalt contributed fec s v by
to the ditficulties teachers taced at school and 1n theyt
classes.

The School through the Eyes of the 'T'eacher

Educational Principles

The teachers were not supported 1n their practice by o
clearly stated school philusophy, by a set ot shared salues
held in common, nor even by joint agreement with one ancther
about their objectives for tirst grade pupilu.

Teacher A described the school philosophy as one bacsed
cn principles of respect tor 1individual f{reedom and the
talents and problems of slum children. she thought that
first-grade teachers shared a common orientation 1n theat
daily practice: developling puplls’ competence and creativity
1n communication and expression.

Teacher B, when asked about the philosophical principles
ot the school, answered:

My goodness! What a difficult question! How
can I answer that - once 1 asked the principal it
the teacher’s professional competence i1nterestaod
him and he answered that 1t didn’t, that the nunilvy
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leeacher B conostitdered that che other fi1rst-grade teachers
“hared her desire te help pupits te becone L.terate., “he
thouqght, howvever, that her colleagques also emphasiced detalls
Ach s heautitul penmnanship ind neat notebcoks, ahirtch <he saw
as desirable but net  always possible, considering the
students’ plight.

Acked about the philosophical principles ot the school,
leacher © cai1d that the i1nstitution "should tocus on the |
pupil"™ but that 1n this school "dittioult situations sere
tgqnored, " 0 that the school administration could *"leook gyood
in the eyes ot the authorities." The main principle would be
"1 greater 1ntegration ot community, schecol, and puptil,
searching tor the common good." On the other hand, she
thought that there was no censensus about .~hat education meant
- not all ot her colleagues had been well-prepared tor their
positions, as only scome were taking undergraduate degrees 1n
education. she telt that all the school really regquired was
that "the pupils were disciplined and did not bother the
ottices by being noisy, even 1f they were simply participating
enthusitastically 1n  a learning activity." ‘here was
competition among teachers as to who could best control
puplls, and there was a mortal tear of teaching tirst-grade
classes. 3She agreed wlth the others that pupils’ competence
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Schocl wdmir, tration - o, by, oty oo oamp e, Lo o thorg o
puptls ran roun ! tre s cheolyard 1l morninag «rthout toa et
sdpervision., he naistet that thner.  core 1 chared vl
abcut shit eoducatiorn fleant or bout hes o edue at o, Heot yvinge
vere hel ! synply 0 roequest teacher . wdherence to timetabie
er to conplaimn about pupitls’ behaviour. A khed 1t there cere
shared values 1n the practice ot tirat-qrade teacher o oan the
school, Tedacher D answered that she did not know, but he
thought that "1t depended on each teacher (M Hhe concotdered
1t 1mportant to "do things the best way poassable, to be an
harmnony with my own —conscience ind #1th other<,™ wnd that part
ot the teachers’ responsiblility at the school chould be "to
develop these qualities ind  also  oncourage constrnget pve
criticism, organization and self-control."

l'here was, 1n cther .ords, ne evidence ot 1 philooaoyphy
in this public school, and no formal statement ol principles,
guiding teaching practice.

leacher A answsered the questions about the philosophicoal

principles ot the school most clearly, but these were her own

views. As Teacher B said, every teacher had hioc/hor own
irhitosophy: even the nmeaning of "“educatiron'* - vhich - he
herself did not make explicit - was unciear and "dirasoolved

among teachers’ more 1mmedlate objectives." [exachers 0 andd
D described the school philosophy as centered around thee
pupils’ needs, but were quick to add that "in tact the ochool
administration did not practice 1t" (Teacher ) and "having
a good image at the Delegation ot tducation counted more to

the administration than the children’s neceds™ (leacher ).
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school Administration

lhe teacher, ai o Jd: 41 not teel wuapported by the school
admintstration, ~hich consisted ot a principil ~ho dealt vith
matters external to the school (rainly contacts with the
oducational bureailcracy about per:onne problems and s~1th the
state bullding maintenance department ibout repairs to the
physical plant) ind the t.so asci13tant principals (one each
shift) ~ho dealt with everyday problens 1nside the school.

When asked about  her expectations ot the school
administration, leachar A replied: "solving the main problems
1n the school and real 1nvolvement 1n everything related to
education." Iin her opinion, the school was organiczed
"democratically with a lot ot contlicts":

The teacher i1n an environnent such as ours 1s
very, very agitated, because she has nothing. She
doesn’t become satistied, she Jdoesn’t become
tultilled; she qoes 1nto the classrcom, and there
are no resources. She sees her pupils poorly
dressed, dirty, with lice, with nange. she 1s an
anxlous teacher and 1t’s very easy tor her to argue
with colleagues, or the principal.

Teacher A almost always kept her opinion ot the school
statt to herself, but did express her total disappointment
when asked about shared values in the school. She said that
the 1mage of a school as a "sanctuary of eduacaticon'" had been
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dout obeying Laas, aned, c1th the proc odqept o0 the parent
to1cher assoc ation, toke too the b ottt pran g
terbirdding the activity, The only chaimge v te hode the
ettty trom the pap s/ oven by tran tevoirg the buayzing ot
selling to the teachers’ room in the corond v tdaing. The:
e teacher s continuet Lo parcicipate alomr ith e ot the

assistant principal.a.

I, myselt, ind other colleagues ano do not
rarticipite 1n o thigs "gambling™ t.nd 1t deprescanag.,
A pupil sho already deals with wrong-doring  and
deception 1n h1s own tamily comes to «chool and Leee
morz2. We have to have !iw and order at wchool 1t
ve ever expect to have 1t 1n the roorety 1. v whotle.

The bookmnaker was the mother ot sStudentas who had alrealdy

left the school and who had bheen 11 Jrvitl various tome 1o
dealing marijuana, "as all the ‘vila’ kiew and g the

nevspapers had reported.™

My fear i1is that through this conta £ wsith the
schocl she deals mari juana. We had doped-up pup.t i
irn our classroomns: [ had one tourteen—-,ear old qgir)
1n the first grade...One day, <he Zao caught moking
mari:juana behind the school.

I didn’t use to care about all thewe thingas
but now I think a teacher should e able to
recognize the smell of mari juana and the bhenaviour
of people who use drugs.

She concluded:

These facts lead me to lose reapect tor the
authority of the school administration... they ocoupy
a position, and earn their .alariles, but they aren’t
really educators.

While Teacher A telt that the principal «an otten away,
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When 1o koo it out ahat she erpectei - tne . ho i

viminiatration, oucher o ans azred, "an 10t ve Lolce':

when the school administration 1< suco esstul,
cverything  aorks: curport services, Cclac roonsg,
everything., It 1s a kind ot nodel and ~hene 'er the
medel ftai1ls, then, everyone tries to be 1n «1arae,
everyone yells, everyone "does," overyone "unioces,"
2ee!  Hecause here, 1n this schocl, there are ibcut
tive princilrals (the principal, the tso assist nts,
i <chool «ounsellor, and a shitt .cordinator)

I think that the principal has gocd Lntent:ons
but as he 13 not at s:-hool very otten those +ho
assist him adapt (decisions) to their say ot beinqg,
iyive therr 1nterpretation, their way, Lased on 'ne
littie information they have.

lTeacher ¢ sa1d that the shitt coordinator intluenced the
assistant principals’ decisions by "putting 1deas 1n theilr
heads., "
But when the assistant principals give an
interpretation everyone does what they want...lhus,

the administration 1s working ~well. 7There have been

no complaints about the school to the Delegjation ot
Fducation.

lhe contlict between teachers and principal was mentioned
varilious times by l'eacher C, when talking about the principal’s
tlaws - "they (the teachers) are always talking about then,

and telling me" - or when she considered him the nost
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naserod:

I think thit thi- < hcol admint Jtration hee
delejated too nuch. e’ correct to delagqate
responsioility, bt 1t hes been g.sen to people sho
ire incorpetent.

Ihe principal 15 a quad person but 1o complirant
- very c<ott, The <ohool administration 1 aeak
because anybody can i1ntluence him.. . As he 15 otten
as1y trom the school they (the acsistant princapal o)
administer more than he does. And then the biqg
arguments 1nside the ochoal <tart. I osould o
exactly the cpposite: let the assiotants qgo to
neetings or to buy things.

I do not see any denocracy. Ao matter ol
fact, a person nust Know what democracy 1o, tirat,
to act on 1t, right! I think that the «reat
majority (of teachers) are under authoritarian rule,
but others receive more lalsgsez-fatre treatment.

While Teacher A detined the <chooi adminiotration o
“democratic with a lot of contlict," ‘leachers B and ¢ aws 1t
as authoritarian. leacher I tound 1t authoritartan tor the
majority and laissez-taire for others:

Some people arrive wshenever they wiant, leaue
whenever they want, do whatever they w~ant. [t they
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LGechool Support Services

In tern, of rechnical-pedagodgl "ar ECist.nce Lo puptls
i teoachers, the wchool hyd three —ervyces 17ai1lable to the
erght grades of elementary school: e tucational counselling,
toacher wupervision, i "aultimedia," shich includes the
cchool library and wadlovisual services. Hew did the tour
teauners evaluate the services oftered at this school?

kducational counselling »as seen to otter support ror
4iccipline problens taced by teachers; 1t aas also 1nvelved
with aptitude testing and parent-student contlicts shich
intertered «1th <chool «~ork. Teacher A di1d net ask the
counsel ling service to 1ntervene when disciplining her puptls:

It you speak with the pupil r ' himselt, I think
that you reach that child nore eastily. Sometimes
things are nct dealt w~ith 1n cont1 lence and you see
the problems of vyour pupll teing aired with
everyone. I torgive the child, out ot love, so he
can see me as a triend and correct himselt. The
counselling service was used by many teachers as a
threat 1n order to change the puplils’ behaviour.
Tetcher B, however, considered counselling to be one ot

the better services 1n the school and the counsellor 1n charge
ot the tirst grade to be very helprul. Teacher C thought that
the educational counselling servic= should ~work with the first
grade as 1t did «1th the tourth yrade on: irranging aroup
discussions with pupils tor torty-tive minutes a week working
towards the integraticn ot difficult pupils, leading chiidren
to share their problems, or checking up on puplils’ reading.
Teacher D, like Teacher A, did not need the educational
counselling service to solve discipline probillems 1n her class,
but suggestea that as '"the counsellor for first graders does

nothing 1n the school," she should meet the whole class once
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The teacher supervision service hid the tollowing

responsibillities: Q) grviny  assistance 1n o currioulun
planning and 1n writing puptl evaluations: (b) introdieing
U 2w teaching technt (wes; and () MONLtor 1N pap e
attendance. leacher A saild that the tirst-grade teachers

alwvays did shat was expected ur them bv thi- service but that
the person 1n charge did not have any —lassroom experience,
so her advice could not be accepted unreservedly. l'eachers
B, C and D agreed that the supervision -~ervice di1d not tultitl
1ts expected role. feacher B extended her comments to a1l
three superviscrs she had had at the school: "No one advised
the teachers on anything."

Two other services, the school library ind t he
audiovisual center, sere ottered to tirst-qrade clasces. ©ach
class had one scheduled thirty-minute per:od per week
supervised by the teacher 1n charge ot the library.

Teacher A expected the school library to have storyhooks
full of i1llustrations with very simple texts, the sort not
availlable to the c¢hildren at home, "to ‘jevelap 1 tante tor
reading." The library, untortunately, had only one or tso of
these 1n sharp contrast to schools serving higher <tatus
student populations. From the audiovisual center, [eacher A
expected pictures for oral composition, matertal tor counting,

and also mimecgraph paper for evaluations. “he <aid that this
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leacher v e:pected The libririins to otfter story hours
once a1 wveek 19 scheduled: 1n tact, she hiad had lewer thain ten
the entire <chocel year. he evituated the audiovisual center
pesitively 1n spite <t the tact that <she alsays had to
mimeograph the eoxerclses she needed herself. One posltive
point was that the center distributed nctebooks and pencllis
to puptils at a mininal cost or tree ot charae.

Working 1n the mornings as Jdi i1 leacher B3, Teacher L
complained that the librarv ~as closed ind that the story hour
was not ottered regularly. ~he thought that this actinity
should be planned according to needs of the class, not
according to the librarians’ avaitlabilivy. Concerning the
audlovisual center, closed 1n the mornings, she complained
that 1t «as even difti1cult to rind the <eys to open :it.

In addition to the tour services discussed above, the
tirst-grade teachers whe orked mornings - Teachers B ind D
- had two thirty-m:nute physical education ciisses a seex,
qiven by a speciraliced teacher. T'he atterncon teachers felt
that their lack of physical education -lasses penalized their
students. Religilon cluasses to instruct students on the main
Roman catholic teasts wsere planned by a supervisor, «ho
assumed this task as part »f her religious duty.

A health center operating at the school served not only
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inythig to "y othor 1y, the same taing hoappened iy
Lack <t & ter. When she net ed that | had observed thye,
Lrotes-srenil dewng fictie or nothing nost ot the taime, o {le
1t his ity e deor, she turned o pen critior m:

He 15 tetny pard £t e ity 1t b loor to
ftave the equipnent fixed, ind 1t the praincipal trie.
TO correct the situation 1o/ the 3y rinc tpat ahe qet:
In treouble, npot the Jdentict, ocause no’ s Tt
"rornections ., BUt there core acr e tipes

the psycholagy cervice sas by 1t very nature Jlow to
rroduc e results since the It vgnos t o Proaceri oAt ey
detairlad:  the teacher never r ceirved an immediate respon e,
leacher B, who asxed fror psycnological o0 sranee tor tive
her puplls, recelved no 2valuition «hdatcoever tor three aned
1 negative evaluation ot tes thers tor whom coaacdy resoor
already existed. 'he reading ¢ linte never acoked any, ot then
to come 1n tor helop. "Tor me, this Ser 2ioe pever o) e, "
she concluded. lronically, two o1 the pupil« aere <o oo tul
1n her tirst-grade ~lass even though aone haol beeon 1 agno oot
1S havirg the mental 1ge ot 1 tive-year-olbd chyold:r the orher
three lett school or taitled 1n 1994, When 1oked bhout me oo o1l
assistance, leacher 3 answsered with a que<tion: "ihe medpoal
Jdoctor asas absent thio /ear, s~asn’t he " I oane avere i Yt

this year vyour puplls a«ere examined by him!'" And e o eed
7 ) pup
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Vet v Xr 1N, Yow Lare the chhyld 1n ind he
bty v ot ochould re extricted. ct ovoarse, I
Pt ovnna, . e 1l rot o o anvtning else - Just
puraeed the tocth and That’ s L.

cacher o eyer 1sked tor assistance rrom the psycholoegy
S S TR Wnen tr cussing the medical service she saird she
Jioned vhat the chitdren’s needs asould be better met but she
eyl that the {octeor worried more about his own irmage
than about the pupiis’ i1linesses. "He only hands nedicine to
parent ., sorrying that the occurrence or any problem «1th 1ts
distritution to children would ke reported 1n a newspaper.'
he  had ne contact «1th the dJdenrist, ho came daring a
dittevent shitt, but =sari that he nad been criticized by the
irandmother ot one ot the students, .hich nad been reported
In the pregs.,

feacher D had sent three puplls to the psvchology and
reme il 1] education service because they presented problens ot
omission ot sounds, stuttering, and prehension, respectively.
lhe tirst got worse, the seccend only tegan treatmenc, and the
third vas sent back tu class to pve helped by his teacher. sShe
stated: "in short, they di1d nothing for anybody 1n ny «liss."
leacher D c¢riticized the health service 1n the same way that
l'eacher ¢ had: the children wvere tull of lice and there was
medicine at the school +hich was not being distributed. she
temanded that the Jdoctor have a tixed schedule - Jday ind hour
- to Jattend the children. lhe teacher shcoculd also know the
schedule to be able to 1ntorm a tather or mother of when to
bring children to see him. She also said that 1f the parents

could not come te get the medicine because they would lcese
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ask you, what 1s the ghilosophy of this schocl?®

Teacher 2 also thought that the schocl meal was very bad,
dirty, and served 1n very cmall porticns. Leftovers were put
together and served to the last students to eat, thus “saving
work." leacher D also found the lunch "shameful'":; sometimes,
she caid, a serving amounted to "two drops in the bottom of
a cup." 5he also 1ndicated that 1t should be thicker and
distributed at the right time. She complained: "Sometines
there was no water or cooking gas, there was no meal that day,
and we w~re not notitied."

Thus, 1n practice, school support services did not give
real support to teachers and pupils in their daily activities.
Although the theoretical "availability "of these services
enhanced the prestige of the school. Teacher D was the most
openly critical, stating that none of the varied services
examined tulfilled her expectations. Teacher C tound the
distribution ot notebooks and pencils very helptul, but
criticized all other services. Teacher B evaluated positively
the counsellor who worked with the first grade as well as
offering gqualitied praise for the librarian. Teachers B and
D, working 1in the mornings, were positive about reqularly-
of fered physical education classes. Teacher A, though
avoiding harsh and direct criticisms of any sort, spoke of
untulfilled expectations, but condoned the behaviour of the
school administration, due to the difficult problems it faced
in administering such a big school: "Here whatever is needed,
is a lot!™"

Comparing the school to her ideal, Teacher A thought that
all services were deficient or 1ll-defined, and that the only
aspect 1n which the school approximated the ideal was in
offering opportunities for altruism and self-denial. Despite
her desire for a better-organized school, Teacher B found that
the school did offer conditions for innovative and highly

productive work, since neither parents, teacher supervision



service, nor the school administration 1ntertered 1n the

teachers’ practice. Here, ditterent pedagogical perspectives
explain Teacher A and B’s antithetical points ot viow.
Teacher B worked at the school as it she were "on an island,"®
valuing total treedom 1n daily practice; Teacher A compared
the functioning of this school tn 1984 with better times when
teachers and children 1n public schools had many tacilities
available. Teachers C and D, as Teacher A, emphasired

constraints on their daily work.

Other Constraints

In discussing the background tactors that, trom their
own perspectives, constrained or tacilitated their practice,
the teachers brought up the pedagogic challenges specitic to
first-grade teaching, the problems created when other teachers
were absent, and the specific problems presented by poverty.

A major difficulty in the school was, first ot all,
getting teachers to agree to teach tirst grade, a problem
mentioned by Teachers A and C. Teacher C stated that her
colleagues avolded first-grade classes "like the playue" (she
herself preferred to teach kKindergarten, while the other three
taught first grade nearly exclusively). Teacher A explained
this avoidance as follows:

I think that the difficulty, whether we want
to admit it or not, 1s that the teacher is being
evaluated. The teacher who teaches first grade
clearly shows what she accomplished that vyear,
though it does not depend only on her own work.
The pupils haven’t had another teacher before. This
is adifficult thing for teachers without experience
to accept, because they are qgoing to show their
inexperience...and lack of ability, which 1is going
to be improved with practice, right?

Thus, the tirst grade teacher is someone who accepts the
challenge of having her practice evaluated since whether
pupils become literate 1s a clear-cut result which anybody -
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colleagues or parents - can oObserve,

A common administrative policy in schools has been to
allocate first-grade classes to newcomers who do not dare
retuse them. For an inexperienced teacher, the curriculum of
the normal school at which she studied, and the conditions
under which she did her student teaching become critical
resources. Unfortunately, student teaching 1s usually not
done at the first-grade level. For this reason, schools
should ideally provide (a) etficient teaching supervision to
oftfer orientation 1n the process of teaching literacy, and (b)
periodic meetings of first-grade teachers in order to solve
common problems. In reality, teachers worked nearly in
isolation, at least in the school being studied.

Teacher A had taught first grade in a very well-organized
private school even before taking her teachers’ training, and
said her own courses at the normal school had covered "what
was considered most difficult to teach" - literacy and the
fourth grade. But she felt that the training offered by
normal schools did not give a firm foundation in curriculum
content and method. Teachers C and D (former classmates)
considered their normal school training to be adeguate. While
Teacher B also criticized the superficial treatment of
literacy offered when she was in training, she thought that
the curriculum content was no great problem, because 1t was
"static." The real problem for inexperienced teachers, in her
opinion, concerned the process of conducting a class under
totally new circumstances, the psychological factors in the
class: "One child responds this way, another in another way.
What should I do with them? And what about the one who does
not respond?" When asked what the normal school and her
student teaching had not offered in terms of preparation, she
answered:

Flexibility! Student-teachers aren’t flexible;
they practice teaching with children who learn under
"normal" conditions, and then go to schools where
the conditions are totally different, knowing that
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they have to attain equallv positive results...lhe
normal scheol, due to the very age and maturity ot
the target population (in their teens) will never
provide the tlexibility needed.

lne normal school aquave a lot ot emphasis to
planning and drawing posters, evaluating the more
superficial aspects ot teaching.

Summing up, the lack ot both appropriate trairning 1in
normal schools and orientation trom experienced <school
supervisors or colleaques led the teaching of tirst grade to
be looked on by some "with terror." 'Those who did agree to
teach 1t were setting themselves up to be viewed as
incompetent. In addition, teaching tirst grade 1s very
demanding on the imagination, energies and health of teachers,
according to Teacher A:

In order for children to become literate, the
teacher needs to work with each pup1l i1ndividually.
The first-grade teacher does not have the right to
sit down at her desk 1in the classroom: she must go
from one desk to another looking to see if the work
is well-organized, and make corrections.

Teacher A also brought up a third point: the teachers’
availability to the demands ot her role, assuming
responsibility and not letting anything 1intertere with her
work:

You have to sacrifice family matters so your
school work goces well, because your work 1s
important to your family. Because this is how you
support your family, you cannot put your work last
anyway. Both pupil and teacher have to be conscious
of their responsibilities to follow schedules,
because the teacher 1s not being watched by anybody.
I1f she does not have this consciousness she can use
that period for...You know? Consciousness in the
sense of responsibility...This is very important and
serves as an example for the pupil.

She mentioned the case of a teacher "taking lite easy”
at school as a negative influence on one of her own puplils’
aspirations to a future career in the profession, and how che
turned the girl’s attention to more committed teachers as

models for her future role 1n society.
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Teacher A defined the role of teacher positively 1n terns
ot avallability and responsibility, qualities which she
herselt possessed. Teachers @ and D, instead, tocused on the
15.5ue of the teachers’ presence or absences from work.
Teacher ¢, who w~as rarely absent, complained about events
which intertered with her dally practice:

In thi1s school we lack teachers who are present

and actually 1n the classroom (teaching). They tall
hack on other teachers and I think that’s
exploirtation. [ ailways, always, always, have to

work with others’ pupils 1n my room (even from three
absent teachers).

At the beqginning of the school day one teacher came around
"passing out" pupils. One hour later another one appeared at
the door. Teacher C concluded: "They didn’t want to teach."
Teacher ¢ telt her work was held in high regard Dby her
colleagues, but found 1t unfair that other teachers were
unaware of the impact of their absences on their students and
other teachers. The only reason puplls did not spend the
whole day outside on the playground was because she taught
them, Teacher C reported. And, in fact, many pupils escaped
even before being placed in another room for the day.

Teacher D, with the lowest attendance of any teacher,
also complained about having to teach the pupils of absent
teachers:

There 1S5 no motivation at this school,
specially among the first-grade teachers:; we feel
a certain discrimination from other teachers - as
if we didn’t know anything. You hear: "Gee!
You‘re courageous! Teaching first grade you kill
yourself the whole vyear!" Things like that.

You have to tend to pupils from other classes
who are at a completely different level (in
literacy) every day. You have to stay with them

because there is no one els:. You feel compelled
to take them, because - poor kids! They don’t need
to hear "no." But when you take them you interfere

with curriculum development in your own class.
Teachers A and B had small rooms with seating for only sixteen



children and did not have to tace the sirtuation of Riving to

care tor puplls trom other classes.

[he teachers also discussed the convtraiint . posed by the

poverty of their pupils’ families. "tupirls mitror thert
teachers, but outcomes Jdepend not only on the teacher bhut oo
on the pupils," stated leacher A. she pornted to pupail:.’

physical and mentual maturity, and warned:

The teacher 1s a researcher, an  eternal
researcher, because each pupll 1s a speciral case.
Every vear, the child 1s ditferent: hesshe changes
because social problens change trom one period to
another. 1I1f she (the teacher) does not observe each
individual child she’ll do a lot ot qgood things but
she’ll tail to do her best.

More than twenty years before, Teacher A had transterred trom
a school attended by middle-class pupils to this area, and had
observed a tremendous ditference i1n the material resources
available. By 1984, poverty had become outrageous; children
were desperate to get a meal at school. She considered the
children’s health - physical, mental and emotional - as much
a necessary condition ftor learning as the daily meal, which
was either scarce or completely absent,

Teacher C found that constraints on her practice came
from the low income of the pupils’ tamilies, resulting 1n
chronic hunger, sickness, and slowness 1n learning. she
complained that decisions about the curriculum were dictated
from above and had little to do with children’s Jlite
experiences and parents that lacked 1nterest 1n their
children’s learning. She was also against having to {111 out
a multiplicaity of forms - "“paperwork."

Teacher D saw her decision to work at this particular
school as tne main turning point 1n her career.

Because here I saw difficulties everywhere.

Before then I had never worked with so many children

who were deprived ot food, affection...everything,

you see? Broken homes, promiscuity, these things
you Know about.




“he alwo complained about the abhsence ot <ocheol zuppliaec.

They do not bring the supplies they ne.d -

pencll, eraser, and notehook. Hut to ~hat extent
must the teacher be responsible tor school supplies’
I think that’s not right. They are children who are

not taken care ot by thelr tathers or mothers - they
throw down therr <choolbiys shen they get home and
plck them up the nert day to go to school - whatever
supplles they get, they end up loszing.

And cshe wns very critical of the pupils’ tamilies. She
considered parentc  as  csolely responsible for pupils’
attendance even though she was otten absent herselt. And when
asked about their poverty, she ftocused on the distribution of
school meals: "This makes a teacher more conscious of giving
more to the children who need more. You must help these
children every way you can."

Teacher D resenteda demands made on her to take on the
responsibilities of parents, social workers, and
psychologists, as well as teach in cold, wet, dirty rooms.
She telt that the school should think first about the pupil
and then about bureaucratic services: "The pupil is the least
important here."

Teacher B had previously worked at a very privileged
school which served children of civil servants in a secluded
area of the country:

There, every February, the teachers attended
a course, tree of charge. The ezonomic crisis had
not arrived there. We had everything we needed.
Here, we don‘t, but even s0 my work has not
suffered. In relation to my work the crisis has
had no effect:; and I could say that, because I cane
from a school full of resources and am now working
at one having nothing. But I went on working 1n the
same way. Remember what I’ve already said to you:
people use crutches, excuses, but the biggest
problem is that teachers lack qood will. Whenever
I ask for something here, I get it, borrowing
coloured pencils, etc. Of course, it 1s not the
same thing as before.

Our school is really poor. Thank God that I
have had the opportunity to werk with these kids!




There are enough teacher- but 1 compatative bk ot
interest 1n the puptils.

The Protession

some ot the constraints tdentitired by teacher . -~
particularly chose having to do with lack ot support trom the
school administration, the 1mpact or cther teachers’ aboonce:,
and the failure ot educational services - had wider structuial
origins less obvious to teachers as the sources ol thent
troubles.

The rights and obligations of teachers employed by the
state are codified 1n the Statute ot the Public leaching
Protession of Rio Crande do Sul, Law oo/./1974. Resulting
from a long series ot teachers’ struggles to raise their
professiconal status (Scomazzon, 1986:11), the Statute
requlates the recruitment and selection ot teachers through
public competitions, special gualifying examination:,
nomination and vyears ot service. lhough the teacher s
submitted to a two-year- probationary practice 1n order to
have his/her nomination confirned, there were no recorded
cases of cendidates being eliminated on the bLasis ot any ot
the five <criteria: morality, discipline, attendance,
dedication, and efficiency.

The law lays a strong emphasis on salaries keeping pace
with the improving level of education ot teachers, and aloo
values years of service. The teacher 1s promoted on the bhasis
of merit, that 1i1s:

...according to taithful fulfillment ot his/her
duties, and of efficiency 1in the exerci:e ot the
office, as well as the continuous updating and
improvement of the performance of hi=s/her
activities, evaluated according to an entire
collection of objective data (Art. 29, 1n Scomazzon,
1986:26).

Other rights for teachers working 1n schools are: (1)




carlier retirenent Thian Lther protessions — taepty-t.ove ears

ot work tor somen ind thirty tor men: (b)) a pencion based on
the 7alue ot the list nontnly salarvy earned; (o) Longer
vacations (L1xty ddaya) per vear, and (d) twenty-t.o-hour aeek
that can bhe extended, 1n come cases, to torty-tour. (reiuced
to twenty and torty hours, regpectively, 1tter Decemberr ¢,
19345 . ) rhese  advantages protect 1 protession conposed
predominantly of women sorking at school four hours a day,
mornings or Aatternnons and  fteing at  hone or taking
undergraduate courses during the other shift.

Ilhe beqginning teacher enters at one ot s1x levels
according to his,’her level education. Teachers with normal
school (pedagogical training at the high-school level} enter
at level one: those having already completed an undergraduate
education degree enter at level ftive, or are promoted to that
level atter completing undergraduate work 1t they entered at
level one. l'eachers who have taken graduate courses related
to the protession enter at level si1x, or are promoted at a
later Jdate. ro'he 8" percent salary 1ncrease tor 1 teacher who
has entered at level one and then completes an undergraduate
degree 1n education provides a very strong 1ncentive for
continued education. More than 30,000 out cf the 48,001 state
teachers teaching 1n elementary schools 1n Rio Grande do Sul
held university diplomas 1n education 1n 1984 (See Table 7 1in
Appendix). About 15,000 teachers 1n the year of 1984 had
normal school training, all ot them teaching up to the tourth
grade. Many were taking undergraduate majors in education,
and others were walting tor this opportunity. The analysis
ot teachers 1n this dissertation i1ncludes one (Teacher A} of
the 30,000 who had already reached level five 1n the career
plan, and three ot the 1%,000 who were 1n the process. The
tour teachers had entered the state educational system upon
completion ot normal school.

The law 1s extremely "generous" concerning remunerated




leaves %o the teiwthers, ore ot (hpoch th "logne v
protesgrional qualittcortion” te attend orote:sional traimmimg,
improvenent and specialicitl o courves, other cuaeh Toave
are given tor: (1) medical treatment: (b)Y medical treatnent
ot a ramily member: (o1 preanancy: (1) marrioagge or mournting.
there 13 a type of leave knoawn s an "avard" given every ton
years as an 1ncentive to thoose teachers sho have o ked 1oa
very few "legal" leaves.

Thus, 1t 1s c¢lear that the Ll (reated promotion
rossibilities tor the entire protession, but 1lso an Achrltle 7/
heel for school administrators due to the many opportunities
given to teacher to demnand leaves.

state schools oftering grades one to ei1ght develop two
types of curricula - the "curriculum by activities" and the
"curriculum by subject area." To'he "curriculum by activities, "
in 1984, 1n the school under study, ~as ottered to grades one
to three, and the "curriculum by .ubject area" In the
following grades. According to kesolution 8/1971 ot the
Federal cCounci! ot Etducation the torner emphasizes puptls’
experiences 1n the process ot learning to "qgradually attain
the systematization of knowledge": the latter 1nteqgrates
specific related subject areas, evenly balancing the pupits?
experlences with systematic knowledge.

There were a variety ot 1ncentives tor teaching the
subject curriculum and disincentives, theretore, tor teaching
the activities «curriculun. 'hose teachirqg the cubjrect
curriculum could expect to spend fewer hours 1n the classroom
and higher pay (because salaries were geared to education and
an underqgraduate deqree was required). While teachers who
compieted an undergraduate degree <still had to qguality tor
subiject curriculum teaching positions through public
competition, 1ntormal arrangements ~1th the principal provided
a "back deoor" to the less demard.ng and higher paid <ub)jcct

curriculum teaching positions.




[hus, oconpletion ot in underagraduite clegreo IR ulclA s
immediately led to teachiny -{utiles 1n awwccerdance - 1th the
teacher < 1nterects, 1 pessible decrease 1n ~ork Lovi (hich
depended on the principal’s decision) and, atter fome tinme,
AN lnerease 1n o salary. lhose sho had not vetr attiained this
level telt pressure to do so and «ere entitled to leaves c¢n
exzam daye while tiaking undergraduate courses. Anotner nore
desirable career cholce also promoted novement away trom
teachinyg the varly grades or activities curriculum.
Undergraduate education courses such as teaching supervision
and school gquidance, preterred by those who had taken normal
school, brought the =ame 85 percent 1ncrease 1n salary as an
undergraduate Jdegree and represented a way out of classroom
work. 'his shitt trom teaching the early grades to working
as teaching supervisors cr counsellors could also be Jdone by
agreement with the principal and Jjustitied on the grounds that
the state government did not run public competitions to till
openings 1n schoo! support services.

Thus, 1n the context ot this school, classroom teaching
came to be detined as too demanding work whlle jobs other than
teaching or those with reduced teaching lcads were viewed as
privileged. The only way teachers of the early grades could
reduce their workload was through medical absences, ana 1t was
expected that teachers working as counsellors, teaching
supervisors and secretaries would substitute tfor missing
teachers. Teacher C stated:

Thlis is the rule: teachers working in support
services have to leave their offices to teach pupils
when someone i1s absent. It comes for the Delegation
of Education.

One must remember that 1n 1984 the institution under study
had torty-one teachers working outside the classroom, wiih
fitty-two 1n charge of forty-tour classes. Teachers who could
have been teaching the curriculum by activities were not only

working as teaching supervisors and counsellors, but also as




librarrans, dietitians, and secrotar po. bt ttye e

N t
did not entorcve the requlation ner o Il he requite gt ont
teachers to make up tor the fays they nec -od by givaing by e

on ~aturday s, l'eacher o stated:

' the contrary, ! an ashed to teach ibrent teac et
pupils. NOt making up {or the ( lasses themselves N

vroblem ot protesstional conscisusnness oand,  mainty, o
problem ot school authority. This «oming vear teadhers
aAs a qgroup Jare Jgoirg to agree that nobody 1 going to

teach anyone else’s puplls, to avold setting precedent..,
I'=acher D also observed:

The schocel administration i1nsists that ~e (the
tirst-grade teachers) teach each other’s puptl:-
(when colleagues are absent). fhey Keep on c.aying
there 1s nobody to teach when1 the school 1s full ot
people who can. Nobody sants to teach: that’s the
truth.

In this context, there was even less 1nterest 1n the
content ot learning. Feacher D stated: "Pher <o hool
(administration) has as 1ts sole interest that pupile be
inside classrooms, but no i1nterest whatscever 1n 1t they e
learning." This was contirned by leacher "What 1
important 18 not what the teacher does tn the ¢l r.aroom hut
that he comes to school so that everything work: as plinned.”

The school principal who hatt to arbirtrate and diatritate
duties and privileges, was 1n an unenviable position due to
the teachers’ tendency to avoid classroom vork. A
governmentally appointed ofric.als under a newly democratic
regime, principals were seen as representativer ot 1
government responsible tor teachers’ low salaries. To attaan
some legitimacy under cuch circumstances, the new principal
had to meintaln a precarious balance between the privileged
and less privileged uroups. At the tir<t adminiotratiyve

meeting, at the start of the school year, he 1nsisted on the

necessity ot having so0 many teachers w~orking 1n <upport
services "for the good ot the school." Under pres<ure trom

. above to enroll all children «ho were on the wairting-1l1 .t




eqar el enTtran o Lt S gr g e, Tt G MEenpUed To o negotlate

alt The e eqatien ot bl 1t on T et 13 nany new teachers

g0 reea iYLt gr avde o 1.e Pt thie w1, ne rusd marptain the
precart o talanee and roet o threiten any <t those tn the
Aphort Lersr =0 anh the | owg ot their 'ner:<shed positions.,
Promie e, b pore ner Sonnei «o2re o not rultilled; statt rrom the

celegatyon ot Pfacation came To the schoeol T lencnstrate that
tne 1ratitution «1 not entitied to iny nere teachers., lhe
rincipal 1. oDl peed ot 1k tea thers itn the privileyed
tunctions-, even thoue aho had not ,et cempleted their two-year
Frautroim, Lo return o the olassroon.

A Lpotenr of pravileges aas buirlt i1nto the school to
conpensate tor teachers’ los pavy and to keep them at the
~ *huvol . brssatistaction «1tn the wheole setting led teachers
to be ibsent Jhenever they could get away alth 1t under the
torme Ot the statute. lthe tortv-one teachers working in the
Support cervices sere the nawn sour » ot 3upport ror the
princilpal. 'eachers 1n charge ot Classes polnted to the
school administration 1s the main cause ot the mary problens
attecting their dally practice, but tailed to notice the
influence 0t rorces outside the school. lhe 1nettici1ency ot
sUupport services, 1ncluding schoel administration, must be
undersitood as a result ot complex pressures upon a protession

tooking tor advantages other than adequate pay.

Conclusion
The school! did not have a commen set of explicit
principles gurding the teachers’ practice: the pupil as "the
focus ot the school" was the tenet used to legitimize
educational services that w~ere not truly supportive ot
classroom work. Though teachers had ditterent opinions ot
the schocel administration, there was general uneaslness about

a principal who spent most of the working day outside school,
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problems within the 1nstitution led teachers to absenteeism
and/or leaving to teach at other schools. The teachers named
the school administration as the sole origin of the school’s
problems, but failed tc notice these structural sources of

trouble.
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CHAPTER VIT
THE ART OF TEACHING

This chapter begins the descriptive analysis ot the
events which transpired 1in the four <classrooms under
discussion, with emphasis on the perspectives ot the practices
of the four teachers.

Basil Bernstein’s concepts of "classitication" and
“frame" (1975), and Foucault’s "disciplinary power" (19/7/)
were used as heuristic devices when observing and describing
the practices in each class, but they were not sufficient to
provide a complete explanation of the four cases. Contrary
to what is implied, for example, in Foucault’s metaphor ot
school as prison, one finds in the four teachers’ outlook deep
concern for the children’s learning and social improvement.

We can generalize the teachers’ perspectives,
conceptualized according to Sharp and Green (1975). 'Teacher
A most closely approximates the characteristics of progressive
pedagogy as synthesized by snyders (1977), leading the
children of the lower class to success 1n school. Teacher B,
on the whole, follows the conception of the New &School.
Teacher C represents a traditional type of teacher. All ot
them are strongly committed to the protession. The fourth
teacher was divided between her teaching duties and classwork
at the university; she demonstrated characteristics of both

the New School and traditional pedagogy.

The First-qrade Curriculum in the Late Thirties
and Early Eighties

The core curriculum of the first grade of elementary
education has traditionally been the technical mastery of
reading and wr.ting a simple text, and of basic arithmetic.

The primary school curriculum includes seven subjects




115>

presented titty years ago in the following order: mathematics,
Portuguese, soclal studies, values and civics, sclence,
drawing and applied arts, and music (Revista do Ensino,
December 1939:28%). This curriculum was introduced in 1939
and its objectives have essentially not been changed since.
Values and civics to be taught from the first to the
third grade included: (a) love for tamily; (b) obedience,
which meant participation in class activities as opposed to
passivity and constrained silence: (c) generosity; (d)
truthfulness; (e) order, observing the proper times for
sleeping, waking up, playing and studying; (f) respect for
the rights ot others; (g) good manners; and (h) responsibility
tor the maintenance of health and individual safety. The
Portuquese program, which is the fccus of this research, was
based on general and specific objectives which considered
lanquage to be instrumental 1n social communication as well
as moral education. Students were to acguire mastery of the
initial mechanics of readinjy, skills in silent reading and
oral reading, a capacity to represent letters in isolation or
in words, skills in using punctuation. At the end of the
first year, students should be able to compose two consecutive
sentences about a subject related to their experience, and
write the name and address of the school. The organization
and sequence of the lesson was left up to the teacher.
Insofar as methods of instruction are concerned, teachers
were advised to create an environment with much stimulating
reading material. The pupils themselves should write their
own primer and the teacher should employ many individual and
collective games to present lesson material, practice, and
review. Composition should be almost exclusively oral,
originating in situations of interest to children and in
connection with their other activities. The teacher should
let the child speak, respecting his/her "“spontaneity of
expression, originality of thought and personal feelings"



(Revista do Ensino, December 1339:.294;.298;:301;308).

In this curriculum one sees both the intlucnce ot the
traditional and the New School, emphasizing both content and
method. When observing the tour c¢lasses during the 1984
school year, it became clear that: (a) the objectives ot the
curricula set forth by the 1939 decree were imbedded in the
teachers’ practices:; (b) teaching ot Portugquese literacy was
given precedence over the teaching of other subjects and (¢)
there was much variation among teachers 1n how they taught

literacy skills.

Oon Curriculum Breadth and Content Priorities

The four teachers all emphasized that the primary
objective of instruction in the first grade was to transtorm
the illiterate to literate by the end of the academic year.
Their aim was to teach two ot the three R’s - reading and
writing; arithmetic was given less emphasis at the school.

Teacher A considered “everything relevant" in the tirst-
grade curriculum and ranked the subjects as tollows: tirst,
communication and expression, second, mathematics, '"because
many (pupils) do not complete elementary school and these two
subijects are the skills that they will need to survive"; in
third place civics, social studies, religiocus education,
physical education and the arts.

Teacher B, after "reading and writing," ranked reasoning;
creativity; counting; social sciences ("aspects that refer to
their world"j; natural sciences ("experiences close to them"):
and religion ("love and comprehension").

Teacher C put the subjects 1n the tollowing order ot
importance: reading and writing, mathemotics, social studies
and natural sciences. She did not teach religion, as she telt
she did not have the ability to do so.

Teacher D, after "reading and writing," considered
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hygiene; religion 1n third place ("to develop a little
humanity 1n them since they don’t know how to make triends");
and mathematics 1n fourth. Teacher D left mathematics for the
second semester, explaining that to this subject her pupils
brought a good deal ot experience dealing with money, w~orking
as shoeshire boys and buying groceries for the family.

While only Teacher A referred to the whole curriculum as
relevant, all teachers viewed reading and writing as the main
subject matter. Teachers A, B and € put mathematics in second
place; Teacher D ranked hygiene second and mathematics fourth
atter religion. Teacher B was the only one to refer to the
development of high level cognitive skills as an objective of
instruction.

As described earlier, the grade one curriculum was to be
structured by "activity," according to government regulation.
In 1975 (Conselho Federal de Educagao, Parecer No. 4833), this
concept was detined as follows:

Activily, as a curricular category, is a form
of organization which utilizes the needs, problems
and interests of the pupils as the basis for
selection, orientation and evaluation of the
experier.ces of learning - needs, interests and
problems which must originate 1in the areas of
personal life, in immediate personal relations, in
soclal and civic relations and in economic
relations, which are the sources of selection.

The defined curriculum established as a natiocnal
directive the openness of subjects 1ntegrated 1into an
activity. Teacher A applied the principles of this
curriculum, integrating contents around one activity. For
instance, when practising the phoneme s (as in "sapo," Table
24 in Appendix) she introduced the word "sapata," which is a
familiar children’s game and involves counting from one to
ten. The children played the game inside the classroon,
writing the numbers on the floor as well as the word "sapata."
They suggested other words which begin with s and did
different writing exercises practising the syllabic patterns,
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"sa, se, si, so, su." 1In this way Teacher A used the game a-
the 1interesting activity commanding the selection  and
organization ot contents: reading and writing, mathematicas
and physical education. contents were weakly classitied 1n
the Bernstein sense (1975).

Teachers A and B 1nsisted on the idea ot a weaker
classification ot contents ("globalization"). Teacher A used
activities within the classroom, jumping rope, tor itnstance,
as well as many games 1n the schooiyard which were li1nked to
the literacy process. eacher B talked with her pupils,
connecting the children’s experiences communtcated to her
through oral expression or dJdrawings with her teaching ot
literacy. Teachers C and D followed the traditional way ot
separating contents; Teacher D reached the extreme 21 leaving
arithmetic to be taught during the second semester.

Turning from an exanination of openness/closure ot
contents, one may ask how the curriculum was framed. A
curriculum is weakly ftramed in Basil Bernstein’s
conceptualization when "staft and pupils"™ have some control
of the selection of subiject matter (19/%:84). ln the case ot
pupils attending first-grade classes, one can observe 1t the
teachers considered the pupils’ experiences 1n such selection.
Let us, first, examine it the teachers or their
representatives ©participated in defining the scope of
instruction. In fact, at the beginning of the 179380’s the
Delegation of Education summoned teachers with training in
the various subiject areas to meet and detine the topics to bhe
dealt with in the first to fitth grades Teacher A had
participated in the group on mathematics. She considered all
subjects and topics in the school curricula to be ohligatory
for the children, and saw that 1t was her responsibility to
teach then. tn contrast, Teacher B considered the core
curriculum to be too demanding and, thus, to be a menu from

which to choose. She discarded topics she decided were not
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meaningful to the children. In this sense, her own judgment
of the relevance of lesson topics was more 1mportant to her
than that of the prescriptions of the Delegation. Teachers
C and D also adapted the curricula to their classes. Teacher
D noted i1n this connection that "“(the curriculum) comes from
above as does everything else, constructed by persons on
committees who don’t know our classrooms, who wouldn’t have
the right to give an opinion since, 1n some cases, they have
never taught a class." In both Teacher <C and D’s
understanding, the curriculum was strongly framed. For
Teacher A, the curriculum selection was weakly framed, since
she had participated in designing 1t. Teacher B felt free to
transform the minimum contents coming from the Delegation of
Education, considering this change as part of her role as a
teacher; she did not refer to the list of contents selected
by the educational bureaucracy as an imposition from above.
Was the curriculum content weakly framed, however,
considering pupils? Was the pupils’ everyday life taken intc
consideration in the selection of contents? Here we are
guided by Paulo Freire, whose method of teaching literacy
centers on the pupils’ vocabulary, ideas and values. In this
context, key-words utilized by each teacher in the
presentation of sound-symbol correspondences were examined in
terms of their significance to lower-class children.
Teachers A, B and D utilized primers to broaden the
children’s reading experience. I observed, however, that
Teacher A provided a selection of words at the beginning of
the school year (March-May), which used terms more relevant
to pupils’ lives than the ones in the primer. She used words
indicating members of the family, instead of those referring
to animals, when practising the consonants v, m, and p:
“vovo," "mamae" and "papai" (Grandma, Mommy and Daddy) instead
of "vaca," "macaco" and "pata" (cow, monkey and duck). "Bola"
and "faca" (ball and knife), rather than "baleia" and "fada"
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(whale and fairy) were key-words tor the conscnants b and t.
She used every opportunity to show concern, making sure that
the pupils understood her own speech. When i1ntroducing a new
word she used 1t in different contexts, and employed synonyms
to make it signiticant to them.

Teacher B called attention to the limited experience ot
these children and its consequence 1n the development ot the
curriculun. She talked a great deal with the children: vl
have to see what places they have already visited (outside
the slum). I have pupils who have never lett the slum. And
I don’t know up to what polnt books can help to expand their
horizons." She saw the need ot beginning trom the children’s
world "here and now,'" and then enriching their experience and,
ir this way, their vocabulary. For instance, "art gallery"
would be meaningful only if students had been to see one. she
criticized sixth-grade classes at the school, where the pupils
could locate foreign countries on the map but did not know
where Brazil was. Teacher B also discussed the ditficulties
children dwelling in the slum had in transtorming the spoken
language into writing, "“because when they have to write
differently from the way they speak, the meaning changes tor
them."

Teacher C was also aware of her own speech in good
communication with the children, and reported that many times
her criterion for selecting lesson topics was meaningfulness
to the pupils; the key-words should refer to their experience.

Though Teacher D did not talk about the problem ot
communication w.th the lower classes due to ditterences ot
speech and experlience between teachers and pupils. she always
corrected a mispronounced word immediately which, at times,
exposed the pupil to ridicule.

Thus, considering pupils, one can say that the curriculum
selection was weakly framed, as most of their teachers took

their experience and vocabulary into consideration in the




process of teachinqg literacy.

Teaching and Evaluating Literacy

The tour teachers worked 1ndependently of one another;
they had no time to exchange ldeas 3about classwork. The only
task they pertormed as a group was the selection of lesson
topics, which included planning what was to be covered during
each marking period. This did not always tollow the tew

guildelines established by the school.

Teacher A

In Class A, instruction in the elements of reading was
in phases. The ftirst i1nvolved the child’s adaptation to the
class, to the teacher, and to the school. Teacher A said that
"the class 1s not the same ever when one pupill is new"; it
must adjust itselt to the new pupil 1n the same way the
arriving child must adjust him/herself to the class. Teacher
A’s work of preparing her class to welcome Pupil 7 during the
second semester showed what acceptance of the recently-arrived
child meant to her.

The second phase focused on developing readiness for
literacy, during which the children were evaluated on their
attention, visual and auditory discrimination, in preparation
for the process of teaching literacy which was the third
phase.

Literacy begins with the presentaticn of
vowels, one by one...vowels in capital and lower-
case letters, giving the sound and relating it with
an object which has that vowel sound...auditory
discrimination of the sound at the beginning, at the
end, or 1n the middle of a word...visual
discrimination too.

Having learned the vowels, there comes the
moment of joining two vowels to form the sound of
one syllable or even the name of something: for




instance, the word "eu" (1). 1| atlways use concrete
elements tirst  betore b ginning reading and
writing.

Then, we go to words, presenting the tirst
consonant which generally 1s the v because (1n the
Portuguese language) one can torm short words 1i1ke
"ovo" (eqgq), "uva" (grape), reterring to things that
everybody knows and can easily master. Also "bva"
and "Ivo'", the (proper names ot hypothetical) little
friends. I also presents action: "viu" | see),
"vai" (goes), "vive" (lives). Iin a rew days they
can make sentences with vowels and the letter.

And, from then on, the process 1s always the
same, changing the consonant, leaving the most
difficult ones - th, nh and c¢h tor the second
semester, and at the end ot the vear pr, pl,
bl...But the child masters the process (of readinqg
syllables) right at the beginning... You see that
teaching literacy is not magic.

From April to July consonants were taught at a rate of
four to six per month. Teacher A worked three days with the
consonant v and vowels, before presenting the next consonant.
October was the month in which she presented the greatest
number of patterns; she taught seventeen and completed
presentation of consonants and consonantal groups. She
provided considerable repetition of the same pattern 1n
different situations - games, oral and written activities -
in order for the pupils to master literacy.

Reading was emphasized above all; less attention was paird
*o writing. Words and texts appeared everywhere 1n class, 1n
the usual places - blackboard, posters, on the walls - hut
also on signs hanging on pupils’ backs or written with chalk
on the floor. She summarized the method as follows:

The accent 1s on reading. Once children have
a good command or reading, Wwriting cones
automatically. But it 1s not rigid. [t you teel
the pupil wants to write as well he can hut he 1%
not forced to.

The method just described was based on vorman and Huino,
who consider that writing is a more difficult task than 1:

reading specially for children with psychomotor problems.
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Teacher A had learned this method the previous year 1n an in-
service tralning course for tirst-grade teachers while working
with classes ot repeaters. [eacher A telt that reading 1s in
ract easler than writing, "since ninety percent of the
children f(and aot only the low learners) were capable ot
reading a trext correctly but missed the words they had read
when doing a dictation.”

On the third day ot class she led the pupils to identity
what they could read trom a newspaper. Althcugh this
Investigator’s observations showed that the children were
already writing trom March 27 on (the ninth day of class), the
emphas1s on reading was mailntained. ‘Teacher A stated:

In the beginning reading was everything:; after

that [ worked 1n a parallel way with reading and

writing. My pupils were able to do 1t. Uthers take

almost two vyears to become literate using this
method.

Teacher A taught language arts at the beginning of the
school day and after recess, every other day, she taught
arithmetic or social studies, integrating these subijects with
teaching literacy skills. Physical education also came after
recess and, finally, homework was assigned - "not a great
deal"-but enough to make the student’s family aware of the
schoolwork.

Teacher A 1nformed the pupils of the c¢riteria ftor
evaluation she wused so that they c¢ould improve their
performance. She put special emphasis on the auditory and
visual discrimination of sounds. There were tew days before
September on which she did not listen to each pupil’s reading,
to be certain of each child’s mastery of the patterns she had
presented. After September, each pupil asked a classmate to
listen to his/her reading; this freed Teacher A to work more
closely with weaker pupils. "But," she added, "you have to
continue to listen to the reading of those who are doing well,

because they still need the teacher’s encouragement."
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Many o©t the awritten tasks wsere corrected on  the
blackboard but Teacher A looked at the exercises (copred 1in
notebooks), whether homework or classwork, to be certain they
were correct. Lt the pupil did not tinish the homework =he

asked him. her to do 1t 1n class.

The tirst-grade teacher never has the right to
s1t at her desk 1n the classroom. In order to boe
a good teacher she has to walk around checking
students’ penmanship, seeing 1t their work s
organized, etc.

At the beginning of the academic vyear she evaluated
pupils on the basis ot dictaticons ot tive or ten words hut
she did not assign grades. Only when the child telt contident
in succeeding were the dictations graded. Any errvor wags
completely erased and the correct form written by the teacher
in its place, to avoid memorization ot both forms:

I work to prevent children’s negative criticism
of one another. They Aare aware ot the others’
mistakes but also know that someone who today 1s
behind 1s going to 1mprove and tomorrow may get a
better qgrade.

For Teacher A speed was important, but the task also had
to be well-done, the symbols legibly written, or otherwise
erased. She always explained that neatness was 4 requirement
they could carry over i1nto their lives. Nevertheless, 'leacher
A stimulated the pupil to put something ot himselt 1n the work
done, valuing "creativity." As she stated:

1 am constantly trying to know if (a child
did 1t in the right way, always. First graders like
having their work seen bv the teacher. Sometimes
they don’t trust their classmate’s correction. Tlhey
trust the teacher’s. [ always corrected Pupil 10's
work because someone else could have made tun ot his
mistakes, and [ wanted to avoid this; puptils
respected each other.

There was only one case of nonpromotion, Pupil 10.
Teacher A explained:
That child didn’t react to the wondertul method

that worked with the rest of the class. [ observed
in his drawings that he paid a lot of attention to




detnl!l and, <o, he might be reached Ly 1 method

~hich rgives detairls, like the alphabetic. Even
today he <iys: "t-a - (. e noves trom the
detall to the whole. He reads letter by letter and
Yet hasn’t totally nastered the process vet, tHe
cays "Po- a - fea " [ tell him, "You have to say
only the sound £ and the a." Jo, 1In ocne wsay or
another, with sxperience, you (the teacher) reach
the pupil. You have to teel the pupil, to observe
how he works best...visually or by auditory means.
I'he teacher 15 a researcher, an eternal
researcher...every vyear a c¢hild 1s ditterent.
'oday he (tupil 1) does the <ame tasks the others

do, but at a4 slowe pace. His classmates are happy
tor him when he reads correctly, «hich 1s 1mportant
to him.

Teacher A began to apply this method with Pupil 10 on August
29, the 1llth day ot class. As he was not able to Kkeep up
with the rest ot the class by December, Teacher A helped him
uncderstand that he needed more time to learn the basics of

literacy.

Teacher B

Teacher B contrasted her teaching with the "typical"
approach when children si1t 1n rows copying rrom the blackboard
with their mouths shut. The teacher di1d not ask how the pup1il
solved the problem. 1t the exerclise 1s correct, the "typical®
teacher puts a check 1n the notebook and that is all. "l am
totally against this!" salrd rleacher B.

Teacher B gave a great deal of 1mportance to knowling the
child’s needs:

...how he 1s, the difficulties he has, how he
expresses himselt throuyh words and drawings,
through everything he does. The pupi1l comes and
presents the work to me. During games 1 know who
pays attention. I know the one I need to tell the
same thing to tour times, who begins to work guickly
and who doesn‘t. I think that the preparatory
period 1s a moment of encounter between teacher and
pupll, becoming prepared tor more serious work.

The tirst marking period was the most ditficult, "“because
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teachers had usuatly sorked:
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I perceive that tne pup:ls are acous foped to

for them; they copy and that copy wtay:s thet o, dead
In the notebool. Nobody ithe teacher ke " oome
here, show me this; shich drasing would youo o ton
this word ' e "choose  me word g {raas "
"Choose" 15 the most ditticult thing; they are not
accustemed to choo ting nything. oo 1t 10 the nost

ditticult period. Atter that puptls know they are
Jolrg to have the opportunity to chooese other tine .,
and the work just tilows.

The second marking peri1od went "a little better" and the
third and tourth were the best - "the pupl!l talks to you hen
betore he was ashamed; he speaks even more than necessary; hoe
becomes your triend."

The process ot teaching literacy used by leacher B owas
based on the Metodo Misto de Altabetizacao (Si1lva ot al., no
date), Known as the "Method of the [ittle Bec." A - tory,
seven chapters 1n length, was told to the children, 1n «hich
the sounds of the Portuguese language were ascociited #ith
the letters ot the alphabet. A sound sas presented onoou
poster with the respective letter and a drasing ot an animal
or oObject whose concept 1nitiated a~1th that sonnd in uroiye
script.

Teacher B maintaitned the sequencing ot the < ounds,
followed 1n the Metodo Misto. Atter the veaels - a, u, 1, e,
o, and the vocalic groups - au, a1, o0i, ui <he ntroduced the
first consonant, v, «~hich xas associated w~ith the aord "oraga
lume" (firetly)", and worked ftor nine days w~ith the ounid v.
The consconants were taught at a rate ot two to tive per nonth
up to July. From August to October (the third marking jperiod
and beginning ot the fourth) the number of nes pattern:,

increased, the peak being in August with thirtecn nes ounds,.
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Teacher B evaluated the positive aspects of her method
as follows:

To me this method 1s not only auditory:; it is
even physical, because at the moment I say the sound
and the child says the sound to me, he moves o part
of his body, tongue, teeth, throat, mouth, lips,
facial expression, doesn‘t he? So 1 say that it
{the method) 1s more physical than audirtory. This
is the way [ found to show the pupil: "When I say
a word I move comething 1n myselr."

[f I only said the sound like this "sss," maybe
someone would not Lear. But 1f I go there and ask
how he makes this sound, which part of his mouth the
sound touches, the teeth, the thiocat...Don't you
think it 1s easier tor him? Feeling the origin of
the sound, how 1t’s produced, it’s impossible to
ignore 1t and not relate it to the symbol.

She also emphasized tbhz imnportance »f the "colourful,
beautiful and exciting" classroom posters presenting the
symbols to children who have had poor visual written
experiences at home: "They don‘t even look at books, or
newspapers!" Thus, she used the children’s awareness of their
own bodies when enunciating the sound, enticed by colourful
drawings with the sound-symbol correspondence. The teacher
did not read a syllable ("va," for instance); the child read
the sound v and joined it with vowel a, forming it ('wva").

I put together the physical expression of the
sound, the hearing of the sound, the visualization
ot the sound (the letter) and the formation of a

thousand words which contain the sound. They tell
me (the words), I never suggest the words to them.
Even American words such as "Spectreman", from

television, appeared. They found the syllable "tre"
in that word. And I did not throw the word out
because it was English and not Portuguese. I wrote
it down on the blackboard. The child brought it to
me.

I introduced the sound v; then we worked this
sound, plus vowels, in every word we could: "uva"
(grape), “ave" (bird); "ovo" (egg), or 1in actions
like "voa'" (flies), "viu" (saw). They never put
together letters we had not previously seen. Being
in school for so many years this is interesting,




because they must know other letters!
She was aware of the interterence ot pupils’ absences as well
as her own in the process ot becoming literate:

If I am absent when a new symbol 1s to be
given, I interrupt the sequence. Why do I come to
class hocse and sick? Because I cannot interrupt
this work which is mine and theirs. How am 1 going

to ask someone to come and give the symbol v to
then?

Teacher B lett a detailed lesson plan to be taught by a
colleague when she needed to be absent, so that the children
would feel secure. Many times, however, nobody gave that
class and the pupils were distributed among the other ftirst-
grade classes. When Teacher B returned, it was difficult to
win back their attention. The pupils told her that the other
teachers had not wanted them and they had played in the
schoolyard.

During the first period of every day Teacher B presented
a new topic: a symbol, an arithmetic problem, or a review ot
symbols. She always provided opportunities for reading 1n the
way the child wanted, whether sitting or standing up, from the
blackboard or his/her notebook, to the teacher, or to a
classmate. After this, games and homework and other
activities were assigned. The homework had a part chosen by
the child. Her pupils, along with Teacher A’s, did not
receive any help with their homework from parents.

Teacher B was critical of the gquantitication of human
potential in general, and the ABC Test as the method of
organizing clasces of new puplls at the school, more
specifically:

A test shows me where the child 1s at that
exact moment and not the potential that the child
is going to develop. There are children with very
low scores (on the ABC Test) who become literate.
Why? Because they have potential that the test
doesn’t show.

Teacher B brought up the case of pupil 23, the girl
considered by the psychology service as being five years old
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mentally, as evidence of the low predictive power of tests.
Pupil 23, who was given the chance to continue attending Class
B, "was reading and writing better than anybody else."

Teacher B had the same position against quantification of

pupils’ performance and favoured dally observation:

What does it mean that this child got seventy
percent on the dictation? The naked number says
nothing. What interests me 1s why he made those
mistakes. Was it because he didn’t hear or because
he didn‘t recognize the syllables?

I have to see the pupll’s performance as a
whole, how he naturally is at his daily work. I
think a descriptive evaluation is better than a

grade which says nothing.

She found 1t very difficult to detect if the "weaker
pupils" - such as pupil 27 had or had not mastered a certain
symbol. They could write the v in the word "“vaca" (cow)
correctly because they had memorized it but they missed the
same symbol 1n the word "vaga-lume" (firefly). She placed
greater emphasis on the teacher’s daily individual obkservation
of readiny and writing than on the final evaluation.

I know each one’s difficulties because I listen

to their reading all the time. I know him better
than he knows himself. 1 even know which word he
is going to miss on the composition. It is not

anything planned, 1t is even unconscious. It is part
of all that process of looking at the pupil, seeing
what he’s doing, learning what he didn’t learn, what
he needs to learn most...And I rarely make a mistake
(in my evaluation of pupils).

For Teacher B, speed was not important, but the correct
completion of a task was; and she had a special way of
attaining this qgoal:

I do not correct the pupils’ notebooks. I make
the pupils identify their own mistakes. And I think
that when I do this I lead them to pay more
attention when they do a task. I do not write with
my pen over their writing. No. 1 show them that
the letter is not written according to the pattern,
that they have to erase it and do it again. If I
corrected them, they wouldn’t even see the mistake;
they would only see my crossing out, not Kknowing
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what it was. The way I correct tasks takes longer

but...(it is more etficient).

It is tiring. They correct themselves trom
the blackboard, the primer, wherever the word
appears. I am there to help. If they write 1t

correctly the second time I tell them "right!" as
if it were the first time, even the third time.
And for them it has the same value. It 1s a sacred,
marvellous thing for them (to receive the teacher’s
praise).

Teacher B paid a good deal of attention to extremely quiet
pupils: "The type like pupil 23 who in the beginning did not
react...That made me desperate!" In contrast to Teacher A,
who resorted to a second approdch to teach literacy to pupil
10, Teacher B did not attempt to reach pupils 24 and 27 1n a

similar way; both remained illiterate (see Chapter VIII).

Teacher C

Language arts insi.uction in Class C was divided into
two phases, the first of which was termed '"readiness."
Teacher C never specified readiness for what. She
acknowledged that these children were "somehow underprivileqed
being unprepared for reading and writing.

Teacher A emphasized developing skills ot reading and
oral comprehension first, using a variety of activities.
Teacher B worked with the enunciation of sounds associated
with a story in which characters appeared on colourful
posters. Teacher C, 1in contrast, used a conventional
approach. Small cards with drawings of animals, toys or other
objects that were significant to the child were employed. The
drawings represented words beginning with the sound being
taught, and presenting the capital and lower-case letters.
She made use of individual reading, as did Teachers A and B,
but also asked students to read aloud as a class. This
practice was criticized by Teacher B. Teacher C’s pupils
spent most of their time copying from the blackboard or from
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mimeographed pages and Teacher ¢ spent nuch of her time
maintaining order 1in class. While Teacher A used a primer and
supplementary reading, and Teacher B used ditferent prinmers
with those students who finished their school work nore
guickly than others, Teacher ¢ boasted about not using "any
book and following a ‘transformist’ methodology." Every day
her pupils had a "read and copy" exercise, the text of which
needed to be studied at home in preparation for a dictation
the tollowing day.

She claimed to work according to the children’s needs
and thelr change in behaviour:

I never teach a new word if the previous one
has not been picked up. And if it has not really
been picked up, I go back, doing extra exercises,
until they’ve got it. I always go back to the key-
word (which 1ntroduces a symbol).

If I don’t teach all the patterns I’m supposed
to for one marking period, I go on teaching them 1n
the following one. [ reviewed the material using
another way of introducing (the sounds) in June when
I was able to get through to a few pupils. I prefer
to go slower {(than the other first-grade teachers)
and get something. In any (of the four) marking
period(s) 1 gave all the topics, anyway.

I teach words with the same sound which only
change spelling all together in order for students
to visualize them; for instance, those with ch,
and x, or 2z and s with the sound 2z, working fifteen
days with the more difficult ones.

In June Teacher C presented a series of review classes,
in an attempt to bring those who were behind in the process
up to the level of the rest of the class. She worked seven
to fifteen days with the syllabic patterns, depending on their
degree of difficulty. From one new pattern in April, two in
May, three in June and July, six in August and September,
seven 1in October, she jumped to twenty in November, in order
to get through all of the patterns.

Teacher C, like her colleagues Teachers A and B, taught

reading as soon as the children arrived at school each day,
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though new sounds were not presented systematically during
the first period. sShe did not worry about other curriculum
subjects such as arithmetic, if she did not have time to teach
them. Nor did she attempt to i1ntegrate these subjects of
instruction. A minimum ot homework was given merely reading

the text taught 1n class every day. She did not want parents

to assist the children 1n doing their homework. Teacher C was
afraid parents might spell out each letter ("t - a: ta")
instead of reading the syllabic pattern all at once ("ta"),

thu: confusing the child.

Teacher C thought a minimum of tests should be given.
She said she evaluated reading on a daily |Dbasis:
"individually and often with the class as a whole which saver
time." She informed a child about how he/she was doinqg,
immediately after listening to his/her reading, and classmates
also became aware ot such results, and criticized one another.
Teacher C encouraged students to compete for her approval:
"They listen to their classmates’ reading and it any child has
difficulties, they 1nsist on saying: ‘Tomorrow 1 will be
prepared’." Teacher C corrected the written exercises on the
blackboard, drawing the pupils’ attention to words that they
had more difficulty writing correctly. From time to time
Teacher C collected the pupils’ notebooks and did a "total
check-up," to ascertain what had not been done properly
correctly. She did not grade notebooks, however, but put only
a check on each page to avoid parents’ complaints. "It 1 put
‘very good’ in a notebook and the child does not read, the
parents could see it as a contradiction." She justified this
practice of showing only that she had "read" the notebook as
unbiased, and it avolided hurting a child who was "doing
badly." But she gave dictations almost daily, and these were
individually corrected: "I grade them and give the results
immediately to each pupil. This is the way to make parents
conscious of their child’s standing in literacy."
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Teacher C was challenged by a reqular-sized class of

twenty-seven where there were both rapid and slow learners:

There 1s only one ot us (teachers)! 1 ask
those who seem to lack interest to hurry a little:
"You are taking a long time!" I don’t torce
anything on those who are slow by nature. Instead

ot copying trom the blackboard, they copy from a
mimeographed pliece ot paper and follow their own
pace.

Although Teacher C valued each pupil according to his/her
possibilities, observation showed that the group which was

able to follow the teacher’s presentation "went ahead," and

the others remained "stationary." She explained:
I am not going to hold back the majority for
the sake of a minority. I feel satisfied that I

helped the majority, eliminating those who could
interfere with their promotion.

Nonpromotion awaited pupils 38, 43, 44, 45, 51 and 58 at
the end of 1984. The last five students were considered as
performing very poorly 1n March. On May 16 only three boys
had their reading listened to by the teacher. One of them was
pupil 44. The teacher listened to his reading with extreme
patience while the rest of the class walked around and talked
at the tops of their voice. In October, Teacher C evaluatea
them as being unable to read, having decided they would have
to repeat the year.

On May 31 Teacher C gave out report cards to students’
parents. Pupi1l 44'’s parents were informed that he was not
keeping up with the class. Pupil 43‘s mother heard that the
girl had mastered the vowels, vowel groups and the consonant
v but not d, or 1 (which had been taught early in the month).
Pupils 45 and 51 were not evaluated because their parents did
not attend the meeting with the teacher. Pupils 38 and 58,
who eventually tailed, were reported as doing well. By May
Teacher C saw these six pupils, 37, 43, 44, 45, 51 and 52, as
"stuck," adding that they needed extra help in the mornings,
which she had already arranged with another teacher.
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Excluding the case of pupil 37, who was promoted, and puptl
52, who transfered, the other four were to be retained 1in
first grade again in 19384.

Oon June 1.2 Teacher C listened to the reading ot tourteen
pupils 1ncluding pupils 33, 39, 44, 51 and »8, all ot whom had
been considered very weak 1n March, although at this point
pupil 58 had not yet been labelled as "stuck." ‘Teacher ¢ did
not listen to pupils 42, 43, 45 and 49 (also considered "very
weak"), nor to one other "weak" pupil and another three
considered "good." Pupll 38 was absent. Thus, she listened
to the majority of those keeping up with the class and to halt
of those not doing so. In the distribution ot her time, she
favoured those who read well.

From June 138-27, a period of seven days, "Teacher C
reviewed the consonants v, d, m, 1, ¢, 1n an attempt to help
those who were not keeping up with the class come up to the
level of those who were. On July 3, Tleacher C 1nformed me
she had done the review, but said that she had not gotten
anywhere with those pupils she had evaluated as "stuck" - 43,
44, 45, and 5l. Only pupils 39, 42 and 49 had 1mproved.
Pupil 38 apparently continued to do well and nothing was said
about pupils 33 and 58.

On July 18 all pupils had their reading listened to by
Teacher C. Pupils 39 and 49 were Kkeeping up with the:r
classmates, and pupils 33 and 42 were being brought up to that
level. The teacher took a long time teaching them while
listening to their reading, helping these two children
identify the sounds. Four situations could he 1dentified as
to mastery of reading 1n this class: those who had mastered
all patterns; those who needed some help 1n recognizing
certain sounds; those who made a habit of yguessing; and those
who did not read but also did not guess. Considering those
who would fail in December, pupil 38 was 1n the first group,

as he read well; pupil 44 was 1n the second qroup, as he read
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with difficulty; pupil %1 guessed at words and pupils 43 and

45 did not read. The latter was the only child who was not
qi1ven the opportunity to read, and Teacher C explained: "She
would not read because, indeed, she can’t read." Pupil 58 was

absent that day.

On August 29th pupils 43, 44, 45, 51 and 58 did not have
their reading listened to. Those being brought up to the
{evel ot the rest of the class on July 18 - pupils 33, 39, 42,
and 49 - were 1in the group of fitteen who received the
teacher’s individual attention when reading. The teacnher

seemed to have abandoned hope for the five children who would

tail. On September 3rd their reading was not listened to
again. Only pupil 38 continued to be called on to read
individually. Although Teacher C did not listen to the

reading ot the others who would not be promoted, she did
correct the dictations of the whole group. On August 30th
pupil 38 scored 135 percent, pupil 51 received a mark of 5
percent and pupils 43, 44, 45, and 58’'s dictations were not
marked "to avoid humiliating them." Their grades corresponded
to "zero" while the mode for the c¢lass was 85 percent.
Nevertheless, two children who would be promoted at the end
ot the year had scored 45 percent, writing nine words out of
twenty correctly.

I proposed to Teacher C that a lesson be recorded in
which she presented the students with a text containing all
fifteen consonants taught at the end of August. All pupils
except pupils 43, 44, 45, 51 and 58 were called to read.

Perhaps this was done to maximize class performance.
Afterwards, I listened to the reading of these pupils, as well
as to pupil 38. Teacher C gave me a second text containing
only six consonants (v, d, 1, m, p, and r) and a third
alternative text with three consonants (v,d, and 1). Pupil
38 read first the easiest text and then the more difficult
one, both ot them quite well. Pupils 44, 51 and 58 read the




o -

second text, and pupils 43 and 45 the easiest one. When 1
interviewed pupil 58’s father at home, he reported that his
daughter had complained.

"The teacher doesn’t pay attention to me; she
teaches the others but not me." We are not there,
we don’t know it it really is this way. She blames
the teacher and for this reason she 1s going to
study 1n "X" (a town 1n the interior ot Rio Grande
do Sul where her grandmother lived}. It she 1s
promotea (to the second grade) there, we wiil end
up thinking that the problem was the teacher or that
she didn’t obey! I don’t know. We know that she
has interest in learning. The problem 1s that she
doesn’t read: she doesn’t know the letters and
doesn’t know how to put them together to torm the
least little word. I hope she succeeds because she
is intelligent enoughnh but just needs a chance.

In December at the end of the school year, | i1nterviewed
the parents of the other children who tailed 1n 1984, except
the parents of pupil 45. Pupil 38’s mother contirmed that
Teacher C had given him extra help as was observed. However,
pupil 51’s mother preferred the teacher he had had the
previous year better, because "Teacher C pald less attention
to him." Teacher C paid more attention to those who knew more
and let the others 1just sit there, including her son. Only
pupil 44’s mother attributed her child’s tailure to his lack
of interest in studying. Teacher C explained puptl 34's
nonpromotion as a result of "too much physical effort, working
at night." Of the other five who tailed, Teacher C said:

1 didn’t...I didn’t gec through to them. 1
think they should be in a class where readiness 1g
developed. [ think that theirs is not a problem ot
intelligence, but of readiness and maturity.

Yes, because you have...l don‘t like to use
the expression '"very bad"...You have pupils
who...go...ahead, pupils who...need a bit ot help
and pupils who get stuck.

Teacher C considered the possible solution of putting

those who "got stuck" in one group, and those who "went ahead"

. in another group, with each group taught by a difterent




teacher. She even ottered to work with the weakest oneg,
returning to their i1nitial difficulties in literacy in order
to help them master all patterns. Teacher ¢ concluded in
December:

In big groups vyou cannot give students
individual attention. It’s i1mpossible. I initiated
(the process ot literacy) three times. If I didn’‘t
get through to them 1t’s because they really got
stuck.

Teacher D

Although Teacher D attended only 56 percent of her
classes, eight repeaters and four new pupils successfully
completed the first grade. Literacy instruction began only
in April. Teacher D did not teach arithmetic until the second
semester, however, thus leaving more time for language arts
instruction during the first semester. While Teachers A and
B had taught 30 and 27 letter patterns, respectively and
Teacher C 15, Teacher D’s pupils had learned 29. In
September, when she was absent, only three patterns were
taught versus six to eight in the other three classes. Upon
her return in October, she taught an additional eighteen
patterns, thus completing the syllabus.

Teacher D did not give any lessons in reading readiness.
"Why spend three months preparing to read and write?" In
addition, Teacher D paid little attention to following the
timetable for teachinag the syllabus: "If I can, I go ahead,
it I cannot, I stay." She also innovated on the sequence of
patterns taught in the primers and developed her own:

I make use of a primer, because I am of the
opinion that students become stimulated when they
have their own books, but I didn’t completely follow
the sequence 1n the praimer. (For example) I gave
the consonant v earlier. And I utilize various
primers and exercises which I’ve written. The 1ideal
is to prepare a primer according to the class’s
needs.




Nevertheless, l'eacher D , i1n contrast to the other three
teachers, considered a strict daily timetable very important
to put her pupils’ lives 1n order:

I have a set time tor reading, and reading
comprehension (trom seven~-thirty) to nine o’'clock.
Then I let them go to the bathroom, activities call
for a lot of attention. Then, they dou activities
such as writing sentences, syllable separation,
dictation, giving names to drawings, things like
this.

Atter recess (during the second semester) we
always have arithmetic until ten past eleven. At
ten past eleven 1 put the homework on the
blackboard. And I do i1t 1n order so that they have
a sense of organization 1n lite,. [ even require
that all exercises be numbered 1n their notebooks.
Have you noticed?

By the end ot October the dailly readiny was being
accompanied by classwork involving oral and written
comprehension. At home they read and copied the reading trom
the primer, doing other exercises 1n their books, such as
naming the drawing, frilling 1n blanks, and ordering words 1n
a sentence. But according to Teacher D, most parents did not
give any help in homework and some complained about it.

Teacher D criticized the use ot the ABC Test as the
criterion tor organizing classes of new pupils for tirst
grade, as did Teacher B. In Teacher D’s opinion, the test
measures readiness ftor reading and writing which the chiid
could develop during the school year. It stigmaticzed those
children who received louw scores. Her c¢lass, which had
obtained between thirteen and sixteen points out ot twenty-
four, was evaluated on May 14 as heterogeneous 1n terms of
learning/abilaity.

Teacher D referred to the varicus critecvia that the
school used in the organization of first-grade classes - age,
attendance/nonattendance at kindergarten, and scaress on the
ABC Test. She preferred to observe the children, 1n order to

teach according to the ditficulties ot each child. Children




should be claszified by the teacher i1nto three groups - wearn,
medium, and strong; :n this way she would be working 1in an
intermediate manner between the usual "same contert tor the
whole class" as well as meeting i1ndividual needs. In this
format "tast learners"™ o—ould help "slow" nnes and at sone
point during the vyear she would be able to have a more
homogenecus class. she pointed out that classes which had
scored low on the ABC l'est had worked with readiness tor
literacy tor a «shole year: '"Nobody can spend a tull year on
preparation, without learning anything!" 5She concluded: "The
chitd should be observed 1n his/her entirety through 1ntormal
conversation.” bDuring the literacy process she favoured
"progress" evaluation - "trom the time the pupi:t enters tirst
grade until the last day ot class." she did not tavour
handing 1n a report card to parents at the end ot each marking
period: "Parents should be called in ftor conterences so they
become aware ot their children’s progress, so that they can
help them, and 1n December the tinal report would be handed
1n." But she evaluated the pupills each marking period (as was
the practice at the school) preparing the tests herselt.

1 always try to evaluate the pupils by taking
everything into conslderation: attitudes, habits,
attendance, homewot k, telationships, way ot
speaking. Evaluation for me 1s continuous though
tor the school 1t’s the grade that counts. You have
to develop the pupil as a whole person. I bedgin
with literacy and then work other areas.

When asked 1t reading was listened to 1in droups or
individually Teacher D answered: "It 1s collective." she
meant in chorus. fhe puplls were expected to read every
single word copied trom the blackboard or from the primer.
Some puplls were called on to read certain words while copying
to make sure they were, in fact, reading. 0Ot the twelve days
observed, nine were typical. The other three were: the tirst
aay ot class, a parent-teacher conterence day on which grade

reports were handed out, and a test day for the second marking
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to each pupil’s reading. Teacher D, when 1nterviewed at the
end of November, contirmed that c(ollective reading ..o
listened to every dJday and tnat since the beginning ot that
month she had been calling each one to her deskh to read, 1in
preparation tor oral reading Jduring the tinal examinations 1n
December. sometlimes they read sentences, or sometime: the
whole text was read. She evaluated the class as tollows:

[ have a lot ot "syllabic reading" 1n the
classroom. They read "bo - ne - ca" (doll). l
don‘t know how they are going tc do on the exanm.
They haven’t picked up the mechanics and rhythm ot
reading vyet, but [ believe they will 1t they
practice every day.

When the students tinished the primer, they were supplioed
with texts coplred trom the blackboard, which were then
corrected by the teacher and assigned tor at-home reading.
She also used mimeographed texts tor the same purpose, and
brought ditferent primers for tive puptls who learned more
rapidly.

Teacher D i1ntormed me that she corrected all written
tasks i1ndividually, though some ot them were also done on the
blackboard "because they don’t know to do 1t by themselves
yet." She corrected the notebooks once a «eek and, 1n

contrast to Teacher B, who expected her pup:ls to <how the

notebooks to her, l'sacher D stated: "You don’t need to ask
the teacher to see your work; 1f | don’t watch out 1711 end
up correcting everything!" She otten ended up doing .o,

however, taking a pen and writing currectiens over the
students’ mistakes. An examination ot exercise notehoouk: 1n
July, Augqust, October and November showed that dictations ot
ten words or a similar exercise ("give names to drawingsh,
were gi7en once a week. Only occasionally {the second week
of August, the fourth ot October and November) were dictations
given more than once a week. In November, leacher ) announced

that a dictation ot twenty words would he given every Lriday.
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When discussing speed and perfection 1n doing a task,
Teacher D made 1t very clear that, first of all, she demanded
that the puplls read and understand what was expected of then,
and then they could write. The "slow learners" (pupils 62,
70, 71, 72, 73, 74) who wrote without reading first had to
erase their written work, read with the teacher, and then
rewrite it. When writing the task, perfection meant "writing
in an organized way with margins and spaces and numbering the
exercises."

At the end of the first marking period (May) pupil 70
was singled out as the only pupil not being able to read and
write words. The other tive “slow learners" - pupils 62, 71,
72,73 and 74 - were able to do so "in part." Teacher D
recommended that parents give dictations at home when she
distributed the report cards at the end of the marking period.
The parents of pupils 70 and 71 did not attend this first
meeting, however.

Data from classroom observations on June 19th showed that
pupil 70 was considered slow, while the other two girls
retained in first grade - pupils 71 and 74 - had achieved
good standing in class by then. On this particular day,
Teacher D gave an "easy" dictation, letting children look at
a mimeographed sheet where the first eight patterns to be
evaluated were indicated with all specifications: the key-word
with each illustration, related syllables, and capital and
lower-case letters. This was a clever way to give a
dictation, as 1t reminded them of how to search the primer
for patterns they had not totally mastered. She gave
additional help to pupils 62 and 72, at that time eight and
seven years old, respectively.

As a thirteen-year old pupil 67 was not able to write a
single word of the dictation, Teacher D asked: "Do you know
what happens to pupils who miss words on a dictation?" She
threatened him with failure and after a while insisted: "I
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don’t understand why you don’t make any ettort. That really
bothers me!" The teenager began to cry. The teacher seemed
to be unaware of pupil 67’s lite prior to 1984. He had had
anything but an easy lite; he had already been sent tourteen
times to FEBEM (State Foundation for the Weltare ot Children),
had escaped five times and was about to be arrested and escape
again in August.

On the test given in July, pupil 67 copied trom hi1s older
classmate while pupil 62 also copied from one ot the best
girls. Teacher D reported that pupil 62 often did not work
in class, cried a lot and lett the most difticult exercises
to do at home with his mother’s assistance. Though pupil 67
received special help both at school and at home, he reacted
in a similar way to pupil 67 in a testing situation.

The data collected 1n the interviews with Teacher D
highlights what had been observed. On November 22, Teacher
D reported the special treatment given to three boys:

I help the pupil whenever he needs 1t. The

pupils are already used to 1t. When 1 say "I am
going to explain 1t on the blackboard tor pupi! X,"
only he pays attention to 1t. I give a (reading and

writing) activity to all of them and 1ndividual work
using mimeographed sheets to those 1n the front row
- pupils 62, 72 and 73, more specifically the tirst
two. 1 explained to the class: '"These three have
to be close to me because the teacher has to be on
top of them to make them learn, but you learn easily
and don’t need 1t."

In fact, Teacher D gave special assistance to the three
boys as reported above, but the other pupils did not
constitute a homogeneous group ot taster learners.
Evaluations from the first marking periods - May and July-
showed that pupil 70 was not doing well, and was the one with
most learning problems. There were also 1ndications that
pupils 71 and 74, the other two girls, were not doing well
either. The three girls, however, were not defined as heing
in need of special assistance. On June 17th, Teacher D

scolded pupil 74, saying: "You don’t do anything right."
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One week later the girl lett school for seventy-one days. In
an interview on November 22nd, Teacher D indicated that pupil
74 could have become literate but had not because of her
(pupll’s) absences: "Who can rescue a child who 1s absent so
much?" On the whole both teacher and pupi1l had the same low
percent of class attendance (56 and 55 respectively).

[t is 1nteresting to compare the outcomes tor sibling
pairs 1n Class D: pupil 70 (Rose) and her brother pupil 61
(Marcelo), and pupll 71 (Luciana) and her brother pupil 66
(Pedro). The two boys were promoted, the two girls were not.
Rose was enrolled in school before Marcelo, slightly before
the age prescribed tor enrollment in first grade. Luciana was
enrolled in the same year as Pedro, one year later than the
law requires. In 1984, Rose was attending first grade for the
fourth time and was retained for the second time; the other
vears the child left school before the end of the year and did
not take her final examinations. The other three children
were enrolled for the third time and had not attended school
for an entire year before 1984.

Marcelo and Rose’s family had moved four times since the
children’s birth, in searcn of a better standard of living.
It was a stable tamily and the two children were the youngest.
Their unemployed father, a mason, was interviewed; his wife
and one daughter were employed as maids. The father had only
completed the tirst grade and could not read well. He
expected Marcelo and Rose would stay in school until the
eighth grade and that they would begin earning some money and
have steady 7jobs by the time they were fourteen years old.
The boy wanted to be a mason, but the girl did not know what
she wanted to be.

The tather explained his daughter’s fajlure in 1984 as
follows: "They were sent home many times because the teacher
was absent," and added that one of his daughters had never
been retained in any grade. Rose said that they always moved
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to another place betore the end of the school year, which was

confirmed in Marcelo’s 1nterview. In 1987, he was attending
third grade for the second time, and Rose had lett school
after retention in frirst grade again. In 1984, the school
doctor had diagnosed her as being malnourished, Teacher D

accused the parents of not beilng 1nterested 1n their
children’s education and not coming to rece:ve the results ot
evaluations. Marcelo and Rose had a similar rate ot school
attendance -83 and 82 percent, respectively.

The different outcomes between brother and sister in
Pedro and Luciana’s case may be attributable to the way they
were treated at home. Luciana’s mother, raising tour children
alone, relied on her help. Pedro was the only son and both
had an older and a younger sister. Lucla reported:

I clean the house in the morning, I wash
clothes (by hand), 1 cook...l know how to cook rice.
I wash my mother’s clothes. | have to take care ot
my youngest sister. One boy broke the door latch
and took my youngest sister to the bushes. My
mother spanked my oldest sister tor it. My big
sister does nothing at home. Mother said that she
is going to take me to work with her to help with
the cleaning.

Pedro attended 91 percent of the days, and Luciana 82.
Luciara indicated that her absences trom classes were due to
health problems ("“pain in the belly and in the throat"). oOn
the other hand, Teacher D reported that Luciana‘’s mother
indicated that the girl had to take care of her youngest
sister. This information was given to explain this child’s
failure, making the mother in part responsible for it.

Luciana and Pedro had moved twice trom the 1nterior of
Rio Grande do Sul to the capital city. Their mother expected
that the children would attend school until the eighth grade;
that Luciana, at thirteen, and Pedro, at twelve, would be
earning some money; and that the girl at fiftteen and the hoy
at sixteen would have steady jobs. Pedro wanted to he a

sheriff and Luciana wanted to be a teacher and a cleaner: "In
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the mornings 1 will be a teacher and in the atternoons, I will
work like my mother, cleaning corridors." Pedro and Luciana
attended the same school in 1985, Pedro was retained 1in
second grade and transferred to another school, and Luciana
died while repeating first grade during 1985.

The poor performance of Rose and Luciana was due to
extremely difficult family situations - working mothers who
were the breadwinners, and absent or unemployed fathers.

[t is 1mportant to note that while Classes A and B
registered one nonpromoted boy each and Class C an equal
number ot boys and girls (six in all), in Class D all of the
students who failed were girls. Those who were not promoted
(Rose and Luciana) were indeed '"poor" learners. So too were
pupils 62 and 72, the boys selected for intensive help. The
question then becomes: why did Teacher D select the two
"sjiow" boys and not the two slow girls in need of "extra
work." Four explanations can be advanced: (a) because she
thought girls usually do better, she decided the boys needed
more help:; (b) Teacher D leaned towards working with boys,
perhaps manifesting a subconscious gender bias; (c) the boys’
were the vyoungest, and younger children received more
assistance; or (d) the boys parents showed more interest in
their school performance, over their daughters. There is
insufficient data to verify the first. T7The second explanation
has some weak evidence which supports it. During two of the
three years she had taught first grade at the school, Teacher
D showed a higher rate of promotion of boys compared to the
other teachers. The third explanation also has some support -

pupils 62 and 72 were the youngest of those who remained in
school until December, and were given more attention. The
brothers were vyounger than their sisters who failed.
Explanation (d) has considerable support: the boys who were
specially assisted had families in close contact with the
teacher who worked with their children at home. 1In order of
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importance, then, the evidence shows that tamily involvement
and puplls’age and sex were the most i1mportant tactors. ‘T'he
family’s involvement depended on having available tutors at
home, whether siblings or parents. Such tactors explain

Teacher D’s selection of pupils 1n need ot more assistance.

_The Social Order in_the Classroom

In this section we focus not on the formal educational
factors associated with reading and promotion, but with issues

of classroom atmosphere, discipline, and "hidden curriculum"
issues.

Class A

Observations in Class A revealed a group of happy
children who had developed good relationships with each other.
This web of relationships was actively constructed by Teacher
A. She was always there before class started to communicate
the importance of one more day of schooling. The children ted
upon this certainty.

Her classroom was seen by the school staff as the last
resort for educating an "insolent" pupil. Teacher A
confessed: "Sometimes it takes ages before a student settles
down, but I don’t try to force things, just patiently wait tor
a tomorrow that always comes." Respect for her pupils was
shown in the way she developed the value of time. Teacher A
considered that letting tardiness go by without correction
would be an encouragement to others not to be on time the
following day.

We agree about timing for everything we do.
There is a time for play, a time to talk, but also
a time to work which must be respected. And a
child, even a very young one, understands that.
However, the younger the child is, the shorter the
pericds of time dedicated to one particular task
must be. Otherwise, activities become monotonous
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and indiscipline 1s actually created.
Teacher A emphasized that the i1mportance of punctuality

as fulfillment of a socilal contract facilitating collective

task is contingent upon the presence of all of the
participants. Whenever puplls were late, she reminded them
ot her expectations. Teacher A considered pupils 6, 15, and

16 to be the only students who repeatedly misbehaved; pupil
l6 was also marked absent many times. Pupil 15 had been
seeing a psychiatrist before 1984.

In Class A seating was mainly the pupil’s decision.
Teacher A stated:

I give plenty ot freedom of choice, because 1t
is sad to have to sit in a place where you don’t
teel comfortable. And this can occur in a classroom
without the teacher perceiving 1t. 1If a child sits
next to a classmate who is nasty to him or who ruins
his school suppliw.s, tomorrow he has hope of
avoiding such a situation, sitting in a different
seat. This 1s a good escape. And the pupil can
solve his own problen.

Some assligned seating was done for the benefit of pupils
in need of more help from the teacher. Pupil 7 had been
enrolled in Kindergarten for three years, and in 1984 had been
attending other two first-grade classes but had not ad-ijusted
well. Though he arrived 1n Class A during the second
semester, he made rapid progress toward becoming literate.
Pupil 10 required intensive teaching. School psychologists’
evaluations indicated that his mental age correspond~d to fire
and a half years old, and he did not learn to read and write
all patterns. Both pupils 7 and 10 sat close to their

teacher.

Class B

Teacher B was opposed to authoritarianism 1n the
classroom, permitted freedom of expression, and used this as

a strateqgy to better understand pupils’ interests.
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Inattention was a sign that she had to change her teaching
approach 1n order to '"reach" the child. She added, "1 preter
a disobedient pupill to one who agrees with everything." In
this sense, disobedience was considered very positive, as 't
brought out children’s personality traits.

Teacher B consldered tardiness during the tirst period
to be a special problem because pupils missed "the most
important part of their literacy lesson." When a student was
late for class she usually i1nquired about the circumstances,

for example:

First 1 talked with the child who had come
late, to tind out why he was late, if tor i1nstance,
there was someone sick i1in the family. I asked the
child to arrive on time. Sometimes, [ asked to talk
with the mother to ask what time he woke up. Atter
I had listened to everybody who wanted to speak to
me, I demanded attention from them.

The pupil learns only 1t he looks at me, 1t he
participates, if he hears me, it he listens to me,
and I speak very slowly. Whenever [ am explaining
anything, I stop anyone who moves.

I begin by demanding attention, but when the
children’s eyes start to gleam, I am sure that I
have reached them, that they are listening to me
for fun. They are motivated.

She insisted that silence was necessary even atter the
pupils had finished the task because concentration was
essential for work:
It is not that story of: “Shut up because I
don’t want to hear your voice," but '"you are going

to be quiet now because otherwise you’ll disturb
your classmates who are still working!"

Teacher B encouraged students to participate 1n monitoring
the behaviour of cthers, and reported that the children often
scolded each other tor not coming to class, arriving late, for
talking during lessons, and messy work.

When asked about deviation from classroom norms Teacher
B mentioned aggressive behaviour (pupils 19, 25, 28, 29, and
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JU), «and absences and incomplete tasks (puplls 24 and 27).
Given her approach to puplils, pupil 19 was soon won over and
began to work well; pupils 25, 28 and 29 kept up with the
group, and puptil 27 was "reached" late i1n the school vear.
The cases ot pupitl 30U, who left school during the first
semester, and pupil 24, who lett just betore examinations were
taken, were extremaly disappolinting to l'eacher B.

Teacher B reterred to ditterent concepts of order in the
school; though she considered Teacher A a good teacher, she
thought she relied on stricter discipline in the class.
Teacher B also said she had heard “lots of yelling" from some
other colleagues and gave examples: "You are dumb; you are
lazy; you don’t copy; you never learn; why do you come to
school, anyway?" she conceded, however, that 1i1n general
teachers tended to respect the children’s individuality.

In Class A pupils chose a new place to sit every day with
limited treedom tor puplls 7 and 10; 1n Class B, the pupil
could choose between having a fixed or a movable seat; those
who decided to change their seats had to respect their
classmates’ assigned seats. Teacher B said that if she
assigned students’ seats, the children would feel that being
put close to the teacher indicated preferential treatment and

that this would hurt their feelings.

Of the four studied, Teacher C came closest to what may
be considered the "traditional'" teacher. She considered her
class as the most disorganized she had ever had, referring
specirally to the competition between boys and girls. The boys
called the girls "dumb" and telt that the teacher protected
them. Teacher C stated:

The boys are so chauvinistic! Poor things!
They have been raised like that since they were very
young. The girls cannot talk among themselves as




the boys do. The boys always criticice the girls.

She said she always had the worst classes in the school, with
pupils with disinterested parents. she had eight chiuldren
with behaviour problems that yvear: pupils 39, 4., 4o, 47, 48,
51, 56 and 57, all boys. Pupil 1/ disturbed the group because
he did not get along well with his classmates, only with the
teacher: "They 1solate those they don’t like, they hit them,

they criticize them...They run around the classroom, annoying
each other." Contlict among the boys reached the point ot
physical aggression. "I maintain order with reintorcement,"
Teacher C remarked. I use more positive reinftorcement

(rather than negative) to show them the 1mportance ot
studying. Negative reinforcement 1s based on threats. A
repressive stare or a ‘Keep quiet!’ doesn’t work." However,
a student who accomplished nothing betore recess was purished
by having to stay 1in after having received several threats.
Playing with a toy was punished by taking the toy away and not
returning it. Tardiness was not a problem 1n Teacher C's
class, and occurred only at the end ot the school year with
two bovys.

Teacher C often relied on raising her voice to get the
pupils’ attention, but never humiliated a child; peer tutoring
was not a feature of her class:

When I present a new point, | interrupt all
conversation. I ask tor silence. | speak louder
to get their attention. But when the taster ones
finish their work they start talking.

She felt <that disobedience was normal, as the child
heard: "Sit down! Do your work!'" every day, but considered
most of the pupils 1n her class to be "sweet.'" <he pald more
attention to those who misbehaved and those who "got <tuck."

In Class C, puplls’ seating was done on the basls of sex.
This was an unintended consequence ot how the teacher wanted
children to enter the classroom. Girls coming 1nto the
classroom 1n "the proper way" - walking siowly and silently -
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had the privilege ot entering first, and could alway— select
"petter places" than boys who came running noisily 1n trom the
schoolyard. It seems that the boys did not understand that
this was the norm. Teacher C’s seating arrangement favoured
the yirls for the entire year, which encouraged competition

between the sexes.

Teacher D detined a '"disciplined class" as one which
pertorms the tasks assigned by the teacher, "a responsible
class" as one which listens and works at the right times:

I discipline by putting the students on a
timetable: time tor eating, going to the toilet,
playing, working. In the beginning they worked half
an hour, then stopped ten minutes; gradually, I
shortened the play periods. By the end of the
school vyear they almost didn’t need breaks.
Everything 1in lite 1s a question of discipline,
organtization...

In fact, there was a lot of work going on, little talk
and no fights 1n class. Puplils only got up from their seats
to borrow a pencil or eraser.

About cases of disobedience she said: "The children are
very smart. They try to get out of line, but I make them
obey." There were no cases of 1nsolence in this class.
Teacher D considered tardiness unpleasant, because she had to
start the class over - "the prayer, the date, both important
events in the children’s lives at school." Parents received
a note to come to school and talk with the teacher when
children were late often. Pupils 61 and 70, brother and
sister, and pupil 72 had come up to one hour late on ten non-
consecutive days. Teacher D tried to make them conscious of
the importance of arriving on time though their parents had
not contacted the teacher.

Teacher D used various types of rewards to encourage her
pupills, specially the "slow learners." She praised the whole
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class, showing students a notebook with qguod penmanship,
promising a box ot coloured pencils or a storybook to the best
among the slow learners (puptls 2,70, /71, /2 and 81). When

she rewarded a task well done, she emphasized that all pupils

were able "to do the same." she tavoured rewarding pupils,
because they should be responsible tor themselves: "Nobody
cared about their learning at home." the punished a pupil tor

not having done the homework, making him work during recess.
She threatened pupils who did not complete tasks 1n ¢lass with
loss ot recess. Peer tutoring also occurred spontaneously in
Class D; the slow learners were otten aided by their
classmates.

Teacher D reported that 1nattention was a great problem
in her class, mainly among the "slower pupils." She did not
permit pupils to use disparaging nicknames 1n class, so as to
foster '"respect and love" for c¢lassmates. However, she
herself called pupils by nicknames which made reterence to
their physical appearance, when kidding around intormally.

In Teacher D’s class, there were three boys sitting in
the front row, 1n assigned seats. These were '"the slowest"
ones ~ pupils 62,72 and /3. All other students could choose
the seats "where they felt best." 1t was easier “to check
their work," according to the teacher. Teacher D explained
to the class: "You learn more rapidly, so you don’t need to
sit so close." The three girls who were retained in tirst
grade were not put near the teacher.

Seating placement was theretore varied in the tour
classes. In Class B the children were completely free to
select their seats. 1In Classes A and D, desks closest to the
teacher were allocated to those in greatest need of help. In
Class D, three boys were selected tor special placement and
three girls - retained 1in the tirst grade 1n 1984 - were
neglected. 1In Class C, though girls sat 1n better locations

in the classroom, location closer to the teacher did not Ly




1tcelt 1mply special treatment.

Teachers’ [deologies

l'he present section examines each teacher’s views on the
relevance of the curriculum oftered to the social conditions
ot the slum dwellers 1n the school, how they understand
ll1teracy as an i1nstructi:onal objective, their explanations of
promotion/tatlure 1n tirst grade and their beliet about what

constitutes ettective teaching.

‘Teacher A

Teacher A put special emphasis on pupils’ and parents’
"conscilentization," and did not rule out university studies

tor the tew children who could overcome all the obstacles

encountered by the Brazilian poor.

We know that nothing 1s 1deal. I guestion
myselt about the wvalaidity ot restricting the
curriculum adapting (meaning, "restricting') it to
their (the slum dwellers’) reality...because there
are children who are going to continue studying and
1f we restrict the curriculum to their poor

environment...! think that they’ll Dbecome even
poorer, don’t you? Il cannot doubt that 1n this
environment there are children with great
potential...l cannot see them as poor, weak,
incapable. Not at all! I believe 1n this child,
tn the child who 1s poor...pbecause [ see, too,
children who come trom families with many resources
who do not do well in school. I always put myselt

Ln the role ot mother: God forbid that my daughters
be enrolled 1n such a restricted school -not given
the opportunity to develop their potential. So 1
treat them as 1f they were my children. Always
wanting the very best ftor them. Now, if they don’t
do well 1t’s for personal reasons, not because I
didn’t teach them.

Acquiring the basics of literacy was the main objective

ot tirst grade:

Reading with good pronunciration...good



intonation, and interpreting nore than teading,
saylng what was read...gqiving Jdetairl s, citinag
characters...dcti1ong ot characters...location  n
time and space with all those events Jdescribed in
the text. Being literate means reading and wt it ing
correctliy...v1thin a range ot average to good. 1 he
literate puptl 1s not always excellent.

When explaining vlass A’s promotion rate, leacher A 1nvohked
conscientization ot the importance ot becoming literate,
contidence 1n going ahead!
I had to communicate to them that they couldn’t
go on repeatina tirst grade anymore. lt was tine
to...learn...that they had to become literate to
survive 1n lite...that their lives depend on this.

It was very ditticult to win these children over
from apathy...trom disbeliet,

Teacher A also made the children’s ftamilies consclous that
"their child was not always going to be a tailure," and that
they should change their thinking. She also created many
experilences 1n the classroom that at.orded even weak students
with opportunities to succeed. Greater contidence was the
result. Another i1mportant ractor i1n her success 1n teaching
literacy was that the teacher always knew what the pupil was
doing and how he/she perceived the patterns. Having a o la,
with ti1fteen children tacilitated working 1n such a4 way, with
individual observation of reading and writing.

Pupil 10 was the only case ot raillure. teacher A
explained:

I really don‘’t know how to explain hi- great
ditficulty in learning. I could detect immatur ity
tor literacy and lack of attention. When talking
with his mother, [ didn’t tind out anything that
could explain his bad body position when doing
physical exercise. He hadn’t had any diseace -
polio, for i1nstance - which could have attected him.
In other respects, he’s tine...he’s gentie, ined
mature 1n certaln areas ot his personality. I'm
sure that this coming year he's «qgoing to be an
excel lent pupil.

She concluded, however, that sometimes the teacher wa-

influenced by "the hopeless environment ot the ochool ™
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Nevertheless, this was not the case in her practice.

Teacher A  had a realistic view of educational
opportunities open to children living 1n the slun. The
youngest of the group of repeaters she was teaching in 1984
"will possibly finish elementary school. but the others will
not make it. Many stop studying in either the third or fourth
grades or at the very latest, in the eighth grade; when they

tinish elementary school they are already in their late teens,

and are expec*ted to get a job. If they have actually
completed all ei1ght grades, they will probably work at a
supermarket or as maids." She once had a pupil who became a

plastic surgeon but he, like other pupils in the school who
tinished university, began attending first grade at the right
age, and did not repeat 1t.

Parents see the school as preparation for work since all
jobs require educational credentials, whether elementary, high
school or university level. "The attainment of an elementary-

school certiticate or even completing a tew grades already
represents some upward mobility," Teacher A noted since
parents are often illiterate.

Teacher A recogniced that the weight of the social
structure, acting through the family environrents of her lower
and working ciass students, posed the main challenge to the
teacher. To transform an illiterate chiid "who does not know
how to wuse pencil and paper, 1is badly-fed and clothed,
undisciplined, wandering up and down in the street" into a
literate one, the profile of the effective first-grade
teacher, according to Teacher &, should be: knowledgeable,
patient, responsible and above all, a friend of little
children. "She should also be a good athlete because she
needs to walk about five kilometers a day in the classroon";
she cannot sit behind her desk or she will not be able to
facilitate her pupils’ daily progress. Teacher A
had a positive view of education, and thought it made for a
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nore egalitarian society from both the economic and cultural
points of view:

In addition to giving people the opportunity to earn
better wages, education is a human right, and 1t humani’es.
Also, the educated person knows his/her rights and 1s able to
scream about them; the ignorant person 1s suttocated.

Teacher B

Teacher B defined the classroom as an experimental
situation with many types ot children, ditterent materials
for each learning problem, books to stimulate creativity,
thought, projects: "a place where the pupil searches tor
answers through his own experience, and where the need to
learn springs from the child i1nstead of being imposed by the
teacher."

The classroom should have space tor activities and
freedom of movement, be open to the schoolyard, and have basic
materials and supplies either already provided, or created by
teacher and pupils when needed. Parents should also be open
enough to accept an untraditional, uncenventional form ot
education where creativity should be the "mainspring." Though
Teacher B acknowledged the many problems at the school where
she worked, she believed that it oftered an opportunity tor
"innovative and highly productive work," since neither parents
nor school staff interfered 1n the teacher’s work.

Teacher B felt as deep a responsibility for her pupils’
education as if they were members of her family:

The tirst-grade teacher feels the obligation -
I do, at least - to act as if they were my own
children who I must prepare to live 1n the world,
and I have to prepare them 1n the bhest way
possible...My God! Because nobody else i3 golng to
do anything for them. I think I’m mistaken 1in
thinking like this but we have been taught since
normal school that first grade is basic and that it
you don’t learn how to read and write well, you
won’t do well in the tfollowing grades. This 1s a




big responsibility. VYou have to prepare the pupil
perfectly 1n order for the second-grade teacher to
work on more advanced material.

In contrast to Teacher A, who recognized humanistic aims
ot education, Teacher B stressed the instrumental function of
education . the point of seeing this as the only factor which
could account for the boys who left her class during the
academic vyear:

Why did pupils 30 and 26 leave the school?
Because they wanted to have jobs. And what was I
teaching them? Teaching them to work? No. When
were they going to see the etfects of my teaching?
When they became adults and had jobs. Was it (my
teaching) ot interest to these pupils? No. They
wanted somethina of 1mmediate value. So in a school
like this (tor slum dwellers) there should be more
immediate preparation for work, like teaching a kid
to shine a shoe, as well as teaching him to read and
write.

Concerning the factors that produce student failure

Teacher B stated:

To me, the pupil is the least and the teacher
the most quilty. Iv’s not the system. It is me,
me. I‘m not the system, not a part of it. I am I.
50, I'’m guilty whenever I'm ncoct 1nterested in the
pupil, I’m guilty and that’s that. The major
responsibility for tailure rests on the teacher, I
think. And you can think that [’m pleasing the
government (1in stating this), or that I’m 1n favour
of making teaching a sort of priesthood and the
fLeacher’s going to die poor. The pupi1l 1isn’t
responsible for the teacher’s low salary and the
teacher can’t neglect the pupil in order to "get
back" at the government. The pup1l 1s an innocent
victim in all of this.

Teacher B thought that lack of competent and conscientious

teaching occurs trequently in state schools, but not in

private ones. In the former, there are no adverse
consequences: "I can do what I want, I don‘t have limits,
nobody pays any attention!" This climate of laissez-faire

offers opportunity to those whose professional practice is

less principled: "It is a question of character. A teacher
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who wants to work will work no matter where she 1s. so, |
think more should be demand~d ot the teacher," she concluded.
Teacher B explained her success with eleven pupils out
of fifteen on the basis ot the teaching method she used. She
also employed "conscientization" as a strategy 1n teaching
literacy 1n order to i1ncrease the pupils’ motivation:

I aim at two things with these children: [
make them value themselves, because when they arrive
at school they’re very down on themselves, they
think that they deserve everything (bad) that
happens to them because that’s the way things are.
I make them aware ot the necessity ot reading - as
an agreement - they make an agreement with me and
1 make one with them. They aren’t conscious of why
they come to school. If you ask them why, they
answer "to learn," or 1t was because their mother
told them to go to school, because everybody else
does. Nothing is said about what they’re going to
do here. They come and that’s all! Tt there is no
agreement between pupil and teacher, they won’t
understand why they’re here, and think that 1t’s
only entertainment.

Teacher B realized that she was not able to "reach
everybody," that is, to motivate them to become literate. on
the other hand, she dia not attempt to dissuade pupils trom
leaving school. This was born of a deep respect tor human
beings and their individual differences, and a certain
uneasiness when faced with the reality of a ditterent social
class. The teacher realized that she was not able to detine
what was best for any pupil in his/her particular
circumstances. She appealed to the children’s freedom ot
choice, making an agreement with them, and making them aware
of the importance of school. She was successful in "reaching"
pupil 27 only at the end ot the year. Pupil 24 worked well
whenever she was close to him and taught 1n a very directive
way. In pupil 30’s case, Teacher B relied on the counselling
service, which she hopeua would provide a solution to the
problem of his attendance at school, hut the situation was
"incompetently handled," and the pupil Jett. Pupil 26 also
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departed, not having attended many classes during the first
marking period of 1984; Teacher B thought that the reasons for

his abandoning the school were not only financial, but

psychological: "Since he cried a lot in class he’ll teel more
secure at home." She concluded by stating: "They had other
objectives - to them studying had no meaning whatsoever." She

did her best in the context of school and, 1n fact, had an
"acute perception" of what was happening in the pupil’s
family. Though she was convinced of the importance of the
fami1ly context, she developed a policy of non-interference
with the family.

She retlected on why she had limited herself to doing
the best she could for these children at the classroom level,
without interfering in decisions at home:

I don’t know which is stronger: the education
students receive at school or at home. I don’t know

if we can call either one "education": let’s
suppose we can. School shows them a reality which
is not theirs. The teacher comes from a world

totally ditferent from theirs; she can know their
squalor, but it’s one thing to know it and another
to live 1t. They know this. And knowing it, they
discover that nothing the teacher says works in
their world and because of this, they simply reject
the teacher. I can educate them to live in my
world. [ don’t know how to educate them to survive
1n theirs.

She accused the privileged class of the fallacy of improving
the standard of living for the less privileged populations
through schooling alnne. Basic socio-economic change had to
accompany school reform, and "the school would affect
‘deprived communities’ only if they stopped beirg deprived.
Change the economic situation, offering everyone the
opportunity to live with dignity, and education will change."
The social structure, to Teacher B, was clearly the most
important force affecting the future occupations of her
pupils.

Education itself didn‘t "affect" the unequal distribution
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of income. In the schools for the poor, which are tree ot

charge, parents have to accept what is given, and teachers do

not feel responsible for their pupils: "They know that the
community cannot demand accountability." Private schools, in
contrast, are accountable to pupils’ parents: "Parents pay

and are respected for this."

In her critical pessimistic view of the relationship
between education and society, Teacher B stated that not even
a teacher’s conscious work was able to intiucnce children’s
future life or make a real difterence. All teachers should
have the same professional orientation and respect for human
dignity: "But we know that this is not the case’'" and the pupil
also switches from one teacher to another "losing the positive
qualities he developed with a good one." To be able to work
with such children, the first-grade teacher must "be very
open, not authoritarian, know the work to be done as well as
each child individually; look for new ideas, learn from pupils
what really interests them and discover the way to reach them
by developinyg their creativity. In addition, the teacher
should respect her students as human beings."

Teacher C

For Teacher C, *eaching included far more than just
instructing pupils; she favoured the egalitarian principle,
valuing each pupil according to his/her own contribution,
independently of level of intelligence or appropriateness of
behaviour. In this context, she referred to two boys in her
class: pupil 47, who was promoted, and pupil 44, who was
retained in first grade. She stated that the latter
appreciated music, a trait which she valued. [Indeed, she was
deeply committed to her pupils, and demonstrated this in her
attendance rate -~ 93 percent - second only to Teacher A’s.

This represents very good attcendance considering that she was
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taking an undergraduate degree and was entitled to be absent
on examination days. Teachers B and D, who also were taking
undergraduate degrees, had registered class attendance rates
ot 77 and %6 percent respectively.

When her pupils tinished the first grade, Teacher C

expected them to be prepared - with at least some social
skills - "to face other groups (classes?) in the future, to
conduct themselves with respect tor others." In addition to

learning the three R’s thoroughly, Teacher C thought that the
school should also prepare pupils for a useful occupation,
which she noted was not done. For this reason the curriculum
was "irrelevant" to children who were already struggling to
earn a living or would soon be.

Teacher C was able to attain promotion rate of 72
percent, which was almost that attained by Teacher B - 73
percent - although she had twelve more pupils. At different
moments during the interview she manifested concern about her
results: "At the end of the year I always ask myself why I
didn’t get better results with the other pupils," or "Where
did T go wrong?" At one point, snhe concluded: "I didn‘t do
more because I couldn’‘’t - 1 was never favoured in the
distribution of classes - but other teachers couldn’t have
done any better."

When asked about why so many students failed the first
grade, she said:

In ny opinion, teachers, the school
administration, the state, which doesn’t provide
school supplies or meals, and the community, which
in its complacency doesn’t exercise control, letting
the responsibility for learning fall on the school
and not being interested in seeing how it works; all
of them are quilty.

She specifically criticized the policy which led the school
to form ftour extra classes in 1984, on top of the existing
twelve, "Knowing that there weren’t enough teachers to go
around.”" This would contribute to more failure, she assured
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She pointed out other constraints arising trom the tact
that many times puplls belonging to two or even three other
absent teachers were put 1i1n her class:

On these days you are doing your own work and

the others’ work at the same time. So you don’t
get (to teach vyour pupils properly) and you get
discouraged. 1 would like for there to be more

teachers who are conscious of their protessional
obligation and don’t neglect their pupils, because
this would not only be good tor thelr work and their
colleagues’ work but would also decrease retention
in first grade - which 1s one ot the most serious
problems.

Teacher C respected a principle of "not torcing anything
on pupils who are slow by nature." A child 1n her class was
completely free to follow his/her own "rhythm ot learning."
She Jjustified not listening to everybody’s reading - an
important aspect in her practice - as follcws: "when | know
that the pupil can‘t read, I don‘t invite him to come to my
table for individual reading because the pupil gets upset."
She said that she had followed this principle since the time
when a child had told her: "It’s no use calling on me, I
don’t know how to read."

Although Teache." C thought that with large groups one
could not assist pupils individually, she had tutored pupil
39, who had a problem with diction, individually, as well as
pupils 33 and 38, who were doing relatively well but stopped
learning.

About the future of these children, some ot whom were
already working as shoeshine boys, Teacher C foresaw "early
employment and exploitation"; they would collect bus tickets,
do odd 1jobs or join the ranks of thieves "until socialism
comes to Brazil..." Like Teacher B, she saw the Jimits ot
educational reform in a highly stratified society. The
exploitation would continue.

According to Teacher ¢, the function of the school tor
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some parents wWas to quarantee the c¢hildren’s future
occupational success; for others 1t was having a place where
the children could be lett and taken care of while they went
to work. She also referred to a third category ot parents
who demanded that their children go to school and become
literate, and complained that these parents did not see that
their children were not mature enough to learn. Teacher C
saw as an important development the growth ot schools
integrated into the community and supported 1n part by parents
living in the neighbourhood. The parents should realize that

the problems of the school were theirs to solve together with

teachers and the school administration; "the school 1is for
their children." They should not think that all problems must
be solved by the government: "If we think like that the roof

will tall 1n on us, since the government is not worried about
education. Problems are up to us to solve, too!"

1 called Teacher C’s attention to the fact that her
pupils had remained in the school for the entire year, and
had had good attendance rates. Sshe replied: "I have the
impression that 1t the teacher 1s not absent, she helps the
children torm the habit ot coming to class." Though she saw
teachers working towards social reproduction, causing the
impoverished pupils to be even more "marginalized," she also
thought that the school could contribute to upward mobility
for a tew. This hope for a positive 1influence of education
on the children’s lives lod Teacher C to contact parents
whenever a pupil did not come to class. She had had only one
pupi1l who dropped out and, with the exception of those who
transferred, outstanding rates of attendance - the best of the
four classes analyzed here. Parents contirmed the teacher’s
interest in their children by pointing out that while
demanding that the children be present, she was always at work
herself. This may be the main reason why five of the six

nonpromoted pupils did not leave the school though their



reading was not monitored from September on.

Teacher D

Teacher D wanted a tirm school administration which would
give equal treatment in the distribution ot services and good
students among teachers: "A teacher who 1s discriminated
against doesn’t have any desire to work!" When asked to
describe how she taught her pupils, Teacher 1 said:

You have to ftind means, ways, methods which
match their 1lite experiences to "awaken" these
children, to make them responsible tor their own
learning, because nobody controls them at home.
Also, you have to consider their individual
differences. They are not equal. | deulcate myselt
more to the development ot the apathetic child
because the active child already has the possibility
of learning.

At the end ot the first grade Teacher D expected her pup!ils
to be able to read and write, have developed social skills
and some habits ot good hygliene. Being literate, to her,
meant not only being able to read and write, but
comprehension, and the ability to transter learning to other
situations: "If children are able to read and understand what
they read, they can master any subiject.™

Teacher D also criticized the emphasis on children
developing psycho-motor skills as a prerequilsite for teaching
literacy. In her opinion, teachers did not even know what
this actually meant, what the goal ot such training was, or
when to stop:

They work "to develop psychomotor skills" with
pencil and paper. Have you seen this? ‘This 1s like
any other thing brought to Brazil - 1t comes trom
above, 1sn’t analyzed and 1is 1njected into the
schools. The teacher doesn’t know 1t in depth and
begins to apply it because 1t’s "tashionable."

Teacher D explained promotion in her class 1n terms ot
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the children’s mental ability, reasoning, interest and

dedication to learning. "They learn, and do it very well,
given their background!" She placed the greatest
responsibility for tailure on the teacher, "because she

selects the method and puts etfort into developing 1t. First,
you must get to know the pupil and atter that you select the
method or methods that work." She put the childrens’ class
attendance at almost the same level of 1mportance in the
learning process. Commenting on teacher’s effort, Teacher D
reterred to the negative etfects ot a study disseminated among
her colleagues, which had concluded that 1f a mother was not
well-fted during her pregnancy and her child also suffered trom
similar malnutrition during the first two years of life,
learning would be 1mpaired. Believing in these conclusions,
teachers put little eftort into their work "because the
children, 1ndeed, were not going to respond well, coming as
they did from a poor environment." On the contrary, Teacher
D insisted that they came '"eager" to learning reading and
writing.

But in contrast tc Teacher C, she did not feel personally
responsible if her students tailed.

I know 1 give everything I can so they can
learn and develop. They didn’t become literate
because they needed another type of assistance that
I could not give them. 1 get frustrated if I have
to teach other teachers’ pupils or have to divide
classes according to the pupils’ progress in
learning 1n the middle of the vyear.

When asked about the children’s future, Teacher D said
she had heard that they wanted to be doctors or classroom
teachers or physical education teachers, which she thought to
be wunrealistic aspirations given the present state of
educational 1nstitutions. These children even lacked money
to buy a book; thus, she toresaw as their future occupations
("if they have the opportunity to work") the "simplest" ones:
masons, carpenters, supermarket workers or, at the most, bus




drivers.

Teacher D) thought that the pupils’ parents saw tormal
education as a ladder tor upward mobility, though she thought
that existing schooling would bhe of little help to these
children. Learning only to read and write wouldn’t provide
them with great opportunities: "They can learn to read and
write and be shoeshine boys tor the rest of their lives."

Teacher D aftirmed that school, family and the structure
of society as a whole collaborated 1n the c¢hild’s tuture
success or ftailure in socliety. She laconically stated that
education was an agent ot social reproduction: "It 1s like
a funnel: only those who can attord to study get to tinish.
Society 1mposes limitations on education." sShe meant that
most ot the population gets poured 1n the school but only

those who can afford to remain eventually come out the other
end.




CHAPTER V111

ACADEMIC STRATIFICATION IN THE CLASSROOM

‘Thi1s chapter tocuses on the process ot stratitication
within each c¢lassroom, and the possible consequences tor the
puplls’ pertormance 1n the 1tirst gJgrade. Levels ot social
ditterentiation arise 1n classrooms "1n order that the teacher
may solve the problems she 1s contronted with and provide sonme
legitimatiton tor the allocation ot her time and energies"
(sharp ani Green, 19/7%: tlo=-117). T'hese levels are
constructed with the active participation of the pupil and
with the teacher as the maln definer of the situation. The
eftects of these definitions may be hard to predict. The
derinition ot a pupil as a learning problem 1s not always
detrimental to his/her pertormance 1n that class. Teachers
may ofter thelr scarce energles 1n tavour ot those who learn
at a slow pace, or may elect to focus on those who can learn
more rapidly.

Teachers A and B had smaller classes than their
colleagues, but they had students who had repeated the tirst
grade more times and were more ditficult to teach according
to the teachers. However, an examination ot the number of
years pupils repeated rirst grade prior to 1984 revealed that
the ditterences betweern the classes were much smaller than
what the teachers had thought.

The process ot stratitication 1s presented according to
three dimensions irdentitied by sharp and Green (1975: 129-130)
applied to the Brazilian context. They are (a) the
consocliace~ contemporary (or we-they) continuum; (b)) *=he
tluidity within and between layers; and (c) the range of
stratitication. TI'hese three dimensions allow us to organize
the experiences within the classroom, and identity linkages

with ettective teaching and becoming literate.



Contemporaries and Consoclates

In this section, attention 1s called to the 1snuoue ot
inter-subijectivity as a cruciral aspect ot education and, thu.,,
of beconing literate.

Schutz’s {1Y6/) treatment or the transition trom direct
to 1ndirect social experience tocuses on the "we-relation-hip"
and the "they-relationship." As '"pure types'", they are two
pcles '"between which stretches a continuous sertes ot
experilences." At one extreme of the continuum the human being
1S seen as a consoclate, known 1n terms ot hissher unigue
characteristics, while at the other he/she arises as a
contemporary, "more remote and appropriated 1n consciounness
via typitlcations." As seen earlier,. physical remoteness i1n
time and space ot an object characterices anonymization. Was
there a process of anonymization of pupils in the teacher’s
conscliousness. What were the consequences tor the pupils’
prerformance during the first grade?

The tollowing discussion 1s based on what was observed
1n each classroom 1n the first semester of 19Y84, and on an
in-depth 1nterview with each teacher towards the end ot the
school vyear. The social experience of cach class ot pupils
with their respective teacher varieda with the number ot school
days i1n which that teacher made herselt availlable to puptls
for face-~to-face contact. Even 1n the i1deal cilroeunstiince 1n
which the teacher 1s daily present tor tne class encounter,
the developrment of a we-relationship shared ~ith con-o iates
is contingent upon 1ntra- and extra-classroom constraints.
The teacher’s positive view of the importance ot wducation tor
the pupils’ tuture Jives 1S an important ingredient in

constructive teacher-pupil ~se-relationsnip.
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Class A

Teacher A experienced the transition from direct to
indirect social experience with her class on a daily basis.
Her puplls were welcomed in a triendly, firm manner. She was
avallable to them every minute of the school day. This class
situation can be defined as a world of consociates organized
around work and play:; silent when the task was reading,
writing or another learning activity, and noisy when the
children had a period of play included in their schedule.

Three pupils 1llustrate how the teacher sought to
integrate all children into the learning group.

Pup1l 15. 1 also know him from other vyears.
Last vyear he even attended my class for several
days. Misbehaviour was his major problem at school,
in addition to not learning. A very serious problem
of conduct...Aggression, 1ll-breeding...He even hit
his teacher’s hand when he was in the special-
education class.

He was 1in the special-education class...before
he attended the first grade ...Last year, close to
the end, ne was sent to a special center which deals
with these serious school problems. He underwent
a series ot exams and tests. This year he was
referred to my class by that center, to be taught
because he lives in this neighbourhood. He reacted
very welJl to my teaching. He goes on being
hyperactive. This 1s a characteristic that will
only go away with time. He does not stop moving but
he listens to me. And...he 1s an excellent student.
I think that he 1s one of the best...he 1s one of
the most secure 1n reading and writing...I only
observe some difficulties in mathematics.

Pupil 15, in fact, was a well-behaved, hard-working boy
when he was in Teacher A’s class, getting the third highest
score on the spelling test. This was a victory for Teacher
A.

Pupil 13, a gir!l adopted by her father’s wife, was a
problem pupil for another reason:

Pupil 13 also came from a "special class." I
spoke with (the remedial educator). In my opinion




pupil 13’s problems are emotional. She 1s very
intelligent. But she had a severe emotional
blockage and still has it...She 1s getting over 1t
due to the maturity that she is acquiring with the
understanding of lifte that she 1s building.

Her mother 1s her adoptive mother. Her
(biological) mother abandoned her at this lady’s
door. She was a tew days old. One week. She is
the only girl. Her adoptive mother has only boys.
She is the daughter of the man who raises her. lHer
(adoptive) mother knows the whole story and has a
problem accepting her. Up to a certain point this
is understandable.

Teacher A, knowing the stigma faced by this pupil, took
the girl’s part attempting to act upon the tamily situation
and improve her selt-image.

But this year, at the beginning of the year 1
had a long conversation with her mother. She asked
me about pupil 13 and made i1t clear that she did not
have hope as to her progress in school. Then, 1
showed exactly the opposlite, that the qirl was doing
very well...that she had every possibility ot
learning to read and write and that she (the mother)
should give her support. I emphasized her role as
a mother. For me she 1s the real mother, 1s8n’t she?

Teacher A did not let a chance to help her <tudents
improve go by and, in this case, both she and the mother
collaborated in attempting to solve the pupil‘s problems.

One of these days she (pupil 13) took home a
little pair of scissors. She sai1d to her mother
that she had found them under her desk. And her
mother brought it wvack to replace 1t because 1t
probably belonged to someone i1n the morning class
(working in the same room). And, in tact, 1t
belongs to the morning class. Thus her mother acts
positively towards her...she made the girl bring
back the object, didn’t she?

1 try to correct without a bhig tuss, see?
Reservedly. But [ do not let anything go by...I do
not refrain from correcting the situation. 1 cannot
let it teed something that is wrong, can I?...The
day will come when she can perceive that she should
not be this way.

We have to guide and correct...because if we




let it go by it (the situation)...only becomes
worse.

The third case, pupil 10, was the only one from Teacher

A's class who tailed the first grade,

Pupil 10 also came from the special-education
class. And he was the only pupil 1n the class who

gave me no indication of academic achievement. He
showed nothing productive. He had not grown nor
achieved anything at all. He 1s a quiet child.
Maybe excessively so. Who knows? A very

attectionate child, very dear...He 1s a boy who I
can classity as having good manners considering our
environment. He 1S gentle with classmates, with the
teacher. But ftor pupil 10, the method I used with
the class was of no worth; he did not assimilate
anything.

[ decided to change the method T was using with
pupil 10. [ observed his personal characteristics.
He was a boy who really observes detail. He draws
very well. So I decided to try the alphabetic
method. One begins with the letters, atterwards,
the student makes the connection. And he reacted
to 1it. I work alone with pupil 10. A time will
come in which, 1f I am able, as 1 want to, pupil 10
will learn how to read and write.

Thus, Teacher A did not abandon the pupil because of his
lack of achievement. On the contrary, she gave nim even more
attention, putting special effort 1nto teaching him how to
read and write.

The cases displayed here demonstrate that Teacher A
developed a "we-relationship" even with those pupils who had
attended the special-education classes in which those with
severe learning problems are placed. Teacher A entered the
pupils’ worlds identifying herself with the pupil’s interests,
never abandoning her role as an educator. The pupils’
trustration was her own; the pupil’s success was her aim. She
corrected the pupil’s etrrors by disapproving of the actions,
but not the actor.

In all cases examined, Teacher A did not relate with her

puplls according to a rigid categorization of their abilities.
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Her most problematic cases were pupil 13} and puptl 10, bat she
kept up hope of 1mprovement.

Class B
Teacher B, though a highly competent protessional
oftering her pupils all her available time, did not achieve
the degree of consociality with all her pupils as did Teacher
A. Let us examine pupils 30, 27, and 24, who "wasted" the
school year, and how they appear 1n the teacher’s perspective.

Pupil 30 is a ...is a child who 1 did not make
friends with. And 1 don’t know why because this boy
had the greatest pleasure in working when he came
to class. This 1s what I can not understand. He was

willing to participate 1n class. He participated.
He worked on everything that was assigned. He
asked. He wanted to know more. But when he was

absent, he disappeared tor one week. And when he
came back, he worked very well, until the day he
decided that he would not come any more. Then
nothing that was done could change the situation.

The i1ntervention of the school counsellor with his mother
"with suggestions which were too i1dealistic" did not change

the situation in any way:

Pupil 30 does not submit to anybody. At this
age (eleven vyears ¢ld) he even dominates his mother.
What he says is law to her. Her husband abandoned
the honme. She values pupil 30 a lot bLecause she
says that he 1s the only son who helps her when she
needs it. He is the only one who stopped studying
to earn money to support the family. So che values
him very much. I think that wunconsciously his
mother inculcated the obligation to continue
bringing home more money. And [ think that 1t he
came back to school, T think that he would teel that
he was doing the same thing that his ftather had done
abandoning his mother and so he decided: "[ will
not abandon her."

Teacher B did nct, at this time, comment on her own
absences from class, 1n this atter-the-tact explanation of
the pupil’s decision to leave school. Pupil 30 left at the

end of August, having been absent a total ot torty-eight days.
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The teacher had been absent thirty~two days (tive to seven

days per month). To be in class 1s the conditio sine qua non

tor the development ot a we-relationship. Teacher B's

absences were not conducive to developing such a relationship.
Another enigma tor Teacher B was pupil 27:

Pupil 27 has such creativity! 1In addition to
this, he is very quick at reasoning! And why
doesn’t this child learn how to read? His memory
fails and he does not relate. some words he does
relate, others he does not. ‘This is what bothers
me . His problem 1s emoticnal. It 1s a family
problem. His mother 1s always after him; not
hecause she cares about the c¢hild, but to avoid
problems with her husband. She 1s young. She gives
the impression that she has other interests besides
her son.

Pupil 27 registered perfect attendance for the first
gquarter of the year, but began to be absent during the end of

May - three times. Through May his teacher had been apsent
thirteen school days. This means that the teacher’s
absenteeism preceded the pupil’s. on the other hand, the

efforts of Teacher B must have kept pupil 27’s attendance rate
relatively high - 74 percent.
Teacher B pointed to another enigma:

Pupil 24 1s a close friend of pupil 27. And
what pupil] 27 does, pupil 24 does, too. The mothers
attempted to separate them but they did not succeed.
They had been friends since 1980, betore I started
at this school. For some reason they have always
been in the same class.

1 was able to check on tais information and confirmed

it. The two children entered school 1n 1982 and were
classmates until 1984. Fup1l 27 failed 1n 1984 and was
transferred to another school. Pupil 24 left the school

during 1982; in 1983 he attended the school; i1n 1984 he left
betore December but returned and was promoted in 1985.
The teacher contirued:
So, if one does not come to school, nelther

does the other. See, they plan it. "Today we are
not going to class'", and neither one goes. Now




pupil 24 learns more than pupil 2/. Maybe he does
not have as much creativity as pupi! 27. But pupit
24 can remember letters, 1s able tu pertorm a
dictation, he puts ettort 1nto pertorming hi.
schoolwork. Pupil 27 cannot. He starts. His work
is always halt-tinished. But they are both i1n the
same boat. Onlty one 1s more active and the other
lazier.

The enerqy ot Teacher B was not enough to heep these
pupils working steadily towards the objective ol becoming
literate.

Pup1l 21, a boy, 1s one of the children with whom Teacher
B developed a steady we-relationship.

Pupii 21 I met when 1 arrived at school 1n

1981. He attended my class for a tew days and atter

that he went to another, I do not remember why. Last
vear I found pupil !l in another teacher’s class.

This year I found him on my class roll and 1
talked with his previous teacher about his
pertormance. She told me: "He 1s a lovely boy but
learned nothing"; hut now he is my best student, the
most responsible. He 1s a little man, he works, he
has his own money, he realizes the value ol his
money...He earns money, he whows me; he puts 1t n
his socks and walks with it 1nside his socks.

Ten other pupils not discussed above approximated the
consociate pole of the continuum il}lustrated by pupii 21
pupil 26, who left the school earlier, will be discussed
below. Pupils 26, 30, 27 and 24, 1n that order, are cases
which show a transition from the conterporary towards the

consociate pole of the continuum.

Teacher C, compared with Teachers A and I3, had not had
much experience teaching tirst grade, only two yearw. put
she had taught the third and f{ourth grades as well as
kindergarten. In contrast to A and B, she had a rlass of

normal size - twenty-seven puplls. They were not considered
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"siow learners" like Teacher A and B’s students. She and
Teacher B were both taking undergraduate deygrees in education
but unlike Teacher B, Teacher ¢ taught nearly every day, being
absent oniy thirteen days (7 percent ot the school yea ).

In general, she said much less about her children’s
school lLite than the other three teachers. In this class one
can observe in a very explicit way what Sharp and Green (1975:
120) reter to as the anonymization process. I will examine
six cvases of nonpromotion and one of a pupil who left the
school.

Teacher C described pup:lL 45, a girl who was not
promoted, as tollows:

See! she has never participatesd 1n class.
Always beilng aggressive with her classmates, giving
orders. Her mother hardly comes to school, but 1
have the impression that the girl i1s the leader at
home. She controls everything. lhen she arrives
here at class involved 1n everything but learning.

Pupils 43 and 58, two girls, were described more
succinctly:
This one (pupil 43) from the beginning, has
never Kkept up with the work...even during the

readiness period...even the cutting and pasting.
Nothing...

This one (pupil 58) cheats, she copies
everything trom the other classmates. She does not
read or write. She repeats everything the others
tell her.

Turning to the two boys who were nonpromoted, Teacher C

stated:
Pupil 44 has a very serious diction problem.
I think it comes from home. Auditory and vicual
memory were lacking with him.
Pupi1i 51 never kept up with the class.

As was shown in the preceding chapter, these pupils
remained in her class, but received less of the teacher’s
attention when compared with other children.

Pup1l %6 came to Teacher C’s class without being on her

class roll, but she accepted him as a member of the class.
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e lett at the end of the first semester. Ihe teacvher satd
this about him: "Dropped out." Asked to describe his
performance i1n class, she answered: M"txtremely bad trom the
very beginning, at  everything: Miscipline, learntng,
evervthing. He was being brought up by his stepmother .

uon the other hand, about pupil 32, an adopted giti,
Teacher C said: "Excellent trom the beginning.”" About pupit
35: "she has been a very good puptl trom the beginning. 1
think that pupil 3% was never absent trom class., A cute
girl!" About pupil 3Jo: "A good pupil trom the beginning.
He reads and writes." ot pupil 48, also a4 boy:
"Excellent...from the beginninag!'" Class observattions showed
that she dedicated a period ot time every day to listening to
these pupils read. Pupils 33, 38 and 39 received special
attention but Teacher ¢ stopped listening to those <he
regarded as making little progress.

By the beginning ot October the status ot only one pupil,
pupil 38, was amblguous in so far as promotion was concerned.

Pupil 38 works. He sells newspapers. lle has
been very siow, from the beginning. He reads but
writes with difficulty. [t 1s tiredness. He comes
here tired. But even so he does everything | ask
him to do. ‘Then, [ wanted ta see 1t | could help
him a little more <o he would not taal, o cannot
let him repeat the t1rst grade.

Though she had developed an intimate relationuhip with
this boy, and was willing to dedicate special time to help

him learn, she did not succeed.
Class D

Teacher D’s c¢lass was composed o! new pupils  and
repeaters. She had a lot to say about each pupil. She had
been absent from class more otten than 'feacher B. However,
she had not shown awareness of how much her absences

intluenced her pupils. ‘'leacher D was aboent from clans 44
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percent ot the school diys. lLet us examine how the three
qirle who tailed were portrayed by thelr teacher.

Pupil /4 (a2 new pupll tn the ftirst grade)
started ottt relatively well, Her parents also did
not live together and she lives with her tather.
Her mother visited her two or three times. sShe
asked to see the giri and she wanted to see the girl
and | let her, Sometimes she brought school
supplies Lo the girl.

si1nce the beginning of the vear her father has

bheen unempl oyved, 30 when the children eat | give
her two or three portions. She was away trom school
tor about ti1tt s days. I thought that she had

dropped out. lHer tather’s c¢wplanation was that he
had to sell his house here in order to buy food,
because he could not get a4 job. Now he lives in
sumeone s house. Ana the girl returned to school.
Her tather v still unemplovyed.

In regqard to puptl /1 Teacher D said:

Pupit /1 (si1ster of puplil 66) has a very
serrous probiem i1n relation to her father...When I
speak about tathers she is the tirst to vell: "I
don’t have a tather, my father abandoned me, ny
mother saird that | do not have a tather, 1 come ounly
from her." | say: "No, you were born from both ot
their love, even though he has gone; he has problens
with your mother, but loves you." Pupil /1: '"He
doesn’t because he does not visit me, he doesn’t,
because he ne’ ar comes tu see me." This is the type
of thing that the mother has put in the child’s
head.

She 1s often absent because her mother makes
this chi1ld take care of the other siblings sc¢ that
they can come to class. 50 today when 1 gave out
the report cards, 1 told her mother that she should
not be unfair to her daughter, ftreating her this
way .

In relation to pupil 70 Teacher D pointed out:

Pupsrl 70 is puptil 6l's sister. 1711 tell you
the same thing as 1 told you about her brother. I
don’t know the parents, the parents are not
interested :n these children’s learning. This 1s
a4 very weak puptl, very weak! This girl needs
individual attention. she inverts letters. She
does nut form syllables, see? Very 1nattentive,
mostly because she’s not understanding anything in




the classroom. I have the impression that she
very weak, a very weak child physitcally. I don'’t
Know it she 1s undernourished or 1t she wds ntok
when she was younger., Jhe’s hunary. She  alway:s
ashs ftor seconds, always,

These three g1 l: approached anonymicsation.  leacher D
recognized the need ftor individual attention 1 the case ot
pupil 70, but she did not otter 1t to the girl, at least to
the extent she did to othetr pupil.s. leacher D blame:s truahey
for the tailure of pupt!l /1, the absences being the tamily’s
tault. In tact, thi1s gir]l attended 82 percent ot the classes
and  her attendance Dbecame wotrse atter  the teacher ',
conversation with her mother. tupil /74, by comparison, was
absent 4% percent ot the school vyear. In none ot the three
cases, however, was anything ettective done as 'Teacher A dud
with pupils 10 and 13.

One girl, puptl 83, was transterred by Teacher D to
kindergarten during the second gquarter ot the year. ‘'Teacher
D felt that this girl had not adapted to the class because ot
her age and she was reterred to the counselling service tor
further evaluation:

I even have pupills who are tour teen years old.
So she couldn’t keep up with the clas« because she
had not even attended kindergarten and did not even
know how to hold a pencil well, so she could not
keep up with the class at all. The counselling
service vertfred that she was too 1mmature tor tirat
grade. So they placed her i1n kinderqgarten, and now
she is doing well 1n Kindergarten.

Two boys recelved speclal attention trom the teacher on
each schoo!l day that was observed. one could <y that the
teacher developed a we-relationship with them. The hoys were
pupil ., who had taken kindergarten three times and had
previously been enrolled 1n the tirst yrade but not completed
it, and pupil /2, a new student 1n tirst grade who had not
taken kindergarten.

Pupil ©2 received the most attention from Teacher Do He

sat 1n the tirst row, and she w~sorked 1ntensively 71th this
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boy, not aonly teaching him to read and write but improving hais
relationship with his classmates:

A pupil who is much too dependent on his mother

and, as a conseguence, on his teacher too. Very
easlily upset, very enotional. He cried 1n the
classroom. He used to c¢ry about everything. So I

thought I would reter him to the counselling
service. His mother even asked me to do 1t because
she thought that he needed psychological help. But
l wanted to see it we could solve the problem, just
teacher and mother. and I encouraged her to Jive
him some space, just a little. Not let him be so
dependent on her. Doing homework, tor instance, he
only used to do 1t when she was with him. She chose
the clothes he put on atter his bath. I said:
"Give him some space, a little bit, slowly."

Well, today I think he is proud that he does
not cry any more, and he has a very good
relationship with his classmates. I think he is
golng to be promoted because he 15 getting good
grades. [ cannot say for sure, can I? He does not
have that ifear of everything he used to, nor 1is he
so dependent on his mother and teacher. He does
his work alone 1n c¢lass and at home. So I think
that he is doing very well.

About pupil /72, the teacher noted:

He 1s an excessively slow child, with prehension
problems. 1 reterred this boy to a psychologist at the
counselling service tor evaluation. Then the
psychologist referred him to the remedial-education
teacher who teld me that she did not work with this
problem. So 1 worked with him.

Teacher D described the exercises she did with pupil 72
and those recommended by her to his mother, who cooperated
with her.

And today, 1t I don’t pay attention to it, he
still uses his lett hand to support his right when
he writes...But one cannot perform a miracle in this
case. He has a very fragile hand, the hand of a
very fragile child, see?

This child received enough of the teacher’s attention
during the year to pass the literacy tests given in December.

One notices a deep concern for the pupils’ education 1in




o
these two last cases. she took tor granted that these boys
needed attention in crder to succeed. I'he tact that tive
children lett the school and one shitted to an attetnoon
class, as well as the tailure ot the three girls teported,
had to Jdo with the teacher’s absences. Prequent absences
suggested to parents that identitication with the pupils and
concern ftor their success was lacking.

Fluidity withi

Flurulty 1s the second dimension ot classroom interaction
to be examined. Teachers were asked to evaluate their
students at the beginning ot the school year, (conditions tov
literacy), 1n March, and again at the end ot the year, 1n
October (progress in lLiteracy). Three or tour ranks, orv
layers, were 1dentified by teachers tor the tormer, and up to
s1X ranks, or lavers, tor the latter. For each student one
can derive a measure of change over the year. PFluidity within
layers denotes a stability 1n rank; tluidity upwards denotes
a student whose October evaluation was higher than that ot
March; fluidity downwards denotes the reverse. Pupils were
also asked their own opinions about whether they could read
and whether they thought they would be promoted, and their
assessments of their classmates. The data which describes
this fluidity within and between layers, and pupils’ opinions,
is presented in Tables 27 and 28; these tables are baseu on
the comprehensive tables »2 to 5% 1n the Append'x. Again, we

present the patterns for each class.

class A
Teacher A 1dentified si1x students with "good" conditirons,
nine with "weak," and one with "very weak" conditions tor

proqress in March.




Tr8LE 27
- NUMBER OF PUPILS IN EACH Of JUR FIRST-GRADE CLASSES AS TO CONDITIONS AND OEGREE
OF PROGRESS IN LITERACY
MARCH AND OCTOBER, 1984
Class A Class B Class C Class D
Teacher's evaluation
Conaitions for literacy (March)

Very good - - 5 -
Good & 4 5 15
Weak 9 5 5 6
Very weak i 8 12 4
Percentage of pupils classifiea as
having very weak conditions for litera b 40 44 16

Total 16 15 27 25

Degree of progress in literacy (October])

Very high - - 4 -
High 8 6 12 S
Medium 6 6 3 8
Low { 1 - 3
Very low - - - 1
None - - 5 -
Percentage of pupils classified as
having . low or very low progress literacy 7 8 21 A

Total * 15 13 24 17

Sources: Tables 52 to 55, in Appendix,
* The total excludes those pupils (14) attending only the first three periods of the
school year {see footnotes to Table 28). From a total of 83 in March, 69 were registered
in October.
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Pl gt Te 170 "HE SOCTAL STEATIV JCATICH SyqTrm [+ [ACH OF ¢ 0 &, R%7. ,PADE T ASYES
MARCH ALL OCTOBER 334 -
- lass A T e e T TTTTT Dl T LT 1
Class _ Class @ (. Class C - Class O b
— Iz — iz - = - =
Fuoi) s [dentification! of Puprl ¢ ldent . ficarion! OL Puprt s jdent-frcation],® ' FPypil's Identifrcation; >
- l 4 ——— R --i: VU U | U S
Tescner 5 evaluat an iMarct and uUctober!
Flurdity with:n laysers
Congrtigns for 93:'!5_9(
T TTiteraly progress
yery jood yery high - - 14 p cc 3
Gooad High 2.3.9.12,1% 5 2129 B LU T B 4 59,80 £5,75.80 S
ek Mg um }6,7,6.14,16 5 25,11 AR AN T ORI B J 67,83 & 3
Very weak Low grup) 3 - R 1
Total 17 4 3 3
Percertage ar x 38 53
Fiuidity bDetween layers
Fluidity upwaros
cond:ttog§ for Degree of
1§ era(y rogress
weak HPﬁ,n!”" 45603 17,28 2 31 an.en 3 -
Very weak Medium{ 1) 18 22.21 3 o3 1oL !
Very weak Highlc) .19 0 2 19.47.49 3 -
Yery wesk Yery high(l} - I % t -
Total 3 7 8 1
Perrentiqge on 54 13 &
fluidity downwaras
Londitiuns for Geyree of
T T Titerar progeess
Very goou highll} - - 32,46 2 .
Good Medrum(1) - 24l1s) 1 - 61,66,68(1L5),69(1L5) 4
Cood tow(2} - 27vp) 1 . 13.74(mp) 2
Very weak Very 10'“) - - 711MP) 1
Very weak None {2} = AIHP) AA(KP) 4S(NPY, ]
Total . 2 ST{NP] 33(N2) .
Percentage R 15 29 &1
Sources Tables 52 to 65 in Appendir.

¢ Heaning of the codes
upwards or downwards

LS - left school, NP - nonpromoted, The number, 1,2.) in parentheses irdicate
in the teacher's evaluation from March to October

**  Eacluding Pup1l 11, transferced to another schoco! before October 16,

***  fucluding Pupils 26 and 30 whe left
. Excluding Pupils 52 and 53,

v+ Excluding the pupils transferred —76, 77, 78, 79, and 8], and those who Jeft

the schor! befpore Oclober 16,

the levels which a pup1! moved

transferred, and Pup)r! 56 who left the school on or hefnrs Nctnber §h,

the school — 87, 81, and B2, before Cctober 16.




When as<ed about how her class pertormed as 1 Jreun oven
the course ot the year, !eacher A cbserved:

the shocie  class SJhhanaged torv the  bettoy.,

Fverything! [t reatly onanged tor the bottor.

rehavicur, rectationships anong the ctudents,

learningy 1tselt. lPhe (. afs miade proaress,

All but one vupil (pupil 1oy becane [ terate by the end
ot the schoel vear. All pupil - «ho were constdered "uood® . n
March, except tor cne who transterred to anothetr school, made

good progress. -uplis who were "weak' at the beginning ot the
schocl year could read and write well by the end ot the -chool
year (bDecember), naking nmedium progress (s1x out ol nine
cases). Pup1l 1u, w~ho 1n March had not demonstrated much
progress was by uctober considered able to be promoted to the
next grade «~1th the stipulation that the student do extra work
during the summer vacation. Pupil 7, who enrolled only in
September was also promoted.

What is noticeable 1s that three children - puplls 4, o
and 13 - considered weak 1n March, showed outstanding progress
by October. Pup1il 4 had ditticulty 1in enuncirating sounds,
But pupil 13 demcnstrated "tabulous growth." 'he three are
cases ot upwa.d tiurdity between layesrs of academic
stratification detined by the teacher.

Almost all pupils telt that they could read by the end
of the year. Only one girl who demonstrated medium progress
who was attending the first grade tor the fitth time 1n 1984
(pupil 8), and pupil 10 answered "a little™ to this question,
These puplls’ self-assurance, a problematic aspect 1n their
school lives for three to tive years, was outstanding. ounly
two of the pupils felt that they would not he promoted: pupil
10 and pupil l6, a boy with a poor attendance record, who in
fact was promoted. Two others answered "don’'t know" to this
question. All others felt that they would be promoted. Ilhose
five pupils who did not answer "yes" to these two questions

(1f they could read or would be promoted) were classitied as




having Weak or very «eak conditicons tor literacy 1n March.
lThe ftact that only one w~is nonpromoted again shcews that no
rettication occurred as to the learning capaclty ot these
children; the teacher sorked «1th the pupi! to 1mprove his/sher
inittial "weak" conditions.

ln the view ol the pupils, the strongest candiaates for

ta1lure were puplls /7, 2, 1lu and 1s; pupll lu was 1dentitied
by twelve ot his classmates as not being abie tc read well.
In tact, only pupiti 10 tailed. Pupil / cane to llass A only

in September, and pupiis 3 and 16 had a yorr attendance record
{72 and /72 percent). 1his shows the immediacy ot the puptils’
evaluation of thelr peers - not capturing the teachers’
expectation about their classmates, but rather grasping the
dn1ly accomplishments ot their peers, malnly the teacher’s
assertion about the importance ot c¢lass attendance i1n beilng

able to read.

Class B

Teacher B identitied the same three levels 1indicated by
Teacher A as to the pupils’ prognosis for success - good, weak
and very weak conditions tor literacy. The frequencies 1n
this case were tour, five and s1x, respectively. Teacher B
telt that her pupils were weaker than her ccolleaques’.
Nevertheless, when asKed about the performance ot her class,
Teacher B telt that al! her pupils had 1mproved:

And how they i1mproved, my God! To me, their
improvement was a hundred percent. And you see how
they recoanize that they have 1mproved: X (pupil
21) tola me: "I'hank God, [ finally passed."

Teacher B pointed to the moment pupil 27 began to understand

the 1mportance ot schoolwork:

Now, now, now, I see pupll .7’s progress.
During the schococl year I did not see any, not
anything at all. 1In December he came and told nme:
"Gee, Mrs. B, I wasted the whole year, I did not
study the whole year." That was the moment he



became conscious ot «hit he had done. He percelrved
that he had wasted the whole vear and trom that
nmoment on he changed. He does not miss one day ot
the review classes. He comes, he sants to i1earn,
he 15 1nterested 1n evervthing, he acts mnmooa
completely ditterent way than he did during the
year, when he w«as not conscious ot the vairue ot
stadying.

Excluding puplls 2o and 30, who lett the school betore
the rourth marking period ot the school vear, there was
tlurdity within the layers detined by the teacher in March
and October. What 15 most striking about Class B (Ffable 28)
1s the substantial numbers with tiuirdity npward during the
year. Pupils 17, 13, 22, 23 and 23, who had weak or very weak
conditions 1n March, improved as did pupils 19 and 0.
Teacher B described pupills 23‘s i1mprovement 1n her class as
tollows:

I observed her during the first week, the
second...I actually saw that she was so: reserved,
did not participate, talk, or play, see? She...she
was this way. sad, very sad, skinny  and
discouraged. Even her writing was i1nsecure. I'hen,
I asked 1f pupil 23 had been evaluated (by the
psychology service). she had not and 1 refterred
her...and I went to ftind out the results. I'he
psychologist called to give me pupil 23's results:
she was actually a five-year-old mentally...and she
should be attending a special-education class. But
1in my room, she had already made some progress,
hadn’t she? She had...progressed a little bit 1n
relation to what she had done the previous year.
So pupil 23 would stay 1n my class. And you see...]|
think that...pupil 23...pup1]l 2! was the main
surprise; she was the biggest surprise | had this
year.

Pupils 24 and 27, 1n contrast, slipped during the school
year. Both began the school year with good prospects tor
literacy and slipped to a medium and a low level,
respectively.

I thought that pupil 24 and pupil 27 would
become literate, without a doubt. [t was a (great

surprise for me when I saw that they could not keep
up with the class.
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Fuptl L7, the only one sho was not pronoted anona these
Lo attended <o hool the entire vear, sas evaluated Ly the
teacher in bDecemnber s baving improved - thanging hi1s attitude
towdrids <chool aork. Hee nas transterred and his <subsequent
progres:s in school 13 unknown, but Teicher B asserted that
pupll o7 knew all simple syllables, and that 1n the coming
/ear he would certainiy 1nprove. In addition tc nim the only
ones who ~tayed 1n the tirst grade were those "who dropped out
o! school." Thus, pupltl o, ano lett 1n Mayv, and pupils 30
and 4, leavineg respectively in August nd  November,
represented actual losses trom Teacher B's point of view,

Neverthelers, puplti 24 became literate Jduring the
tollowing year. Pup1! 33U lett the school tor good. Pup1l
26, though enrolled urt:il 198287, continued to tail. lhese
puplls attended the tirst grade for the fitth and tourtn time,
respectively, 1n 1984.

Eleven pupils said that they couid read, with two
answering "a little" when asked about 1t. 'his, 1n fact,
shows the development of self-assurance even 1n the cases of
pupil 24, who lett school and of pupil 27, who was retained
in tirst grade. However, asked whether they would be promoted
In December, seven puplls answered "don’t know." The answers
were distributed among pupils ot high, medium and low standing
according to the teacher’s evaluation ot their work. This
shows less certainty ot success compared with cClass A.
students’ views ot their classmates were mure pessimistic:

only six pupils out of thirteen were consldered (by at least
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eleven outt ot trctreen 1n o L A e even canddiatite o N
by classnates tor tarturs ci0 o ca - B i e R S PO o
answered "don’t kned' oaboat therr oun possaba bty ot e ang
vronoted., In cliss o thele© w0 Nern iy 1 oo el i bt ween tine
rupll and his, her « lassmiates arout Who wodald be and «ho soul
not be pronoted. However , only one chrld cprup ot ie d.

tour uvandidates tor  tiviure hd et tttend e e
reguiarly - pupiils oo, 2y, o0 oand . The pupy ! el e
congaious ot the mportance ot attending classes.. The ot her
three whose tallure As predi ted it ten led A hoo
approximately 20 per~ent ol the rcademic year - puptle 13,
and /8. The observations aurindg the tirst sSenester aaogee st
that the classmates evaluated those puplls according to theay
participation 1n class activities or misbehaviour.

In conclusion, the puptls 1n class A had  higher
expectations ot becoming iliterate Ly December than thowe an
Class B. in both classes, and to a dreater extent n Clase
B, there was les. rtluidity 1n pupltls’ pertormance trom the
pupils’ point of view than that ot their respective teachers.
In the students’ evaluations what counted wvere o lae
attendance, participation in class activities, speciralbly tor

Class A, and grades on dictations combined with good manner-.

Class C

Teacher C classitied her puplils as very qgood, dood, gear
and very weak prospects tor Lbecoming liteyate, [hes
frequencles are respectively tive, tive, ti1ve, and tweluoe,
wWhen asked about the progress her class had made Ly Deptember,
Teacher C sauid.

Pupils o1, 43, %8, 44 and 4» (three gqirls and
twe boys) will not pass. l'hey are qgoing 1nto the
first grade (the following vyear). Tt 15 useless,
with them.
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In June, the teacher mide an etfort to reach the rupils
not Keepindg up J1th the class, d1v1ing lessons #hoon presente |
the wyllabio patterns previously studieag - the vowels and the
consonants v, d, b, m, and . e aorked ftor seven
consecutive school days repeatir 5 these patterns «~ith the
shole class. According to her, tiree pup:ils benefitted tron
these activities: "l went all tre way back and taught 1t
again, and pupils 33, 42 and 49 rmproved. ' lhese activities,
however, were not sutticlent to revert the situation ot the
tive puplls considered to be very .eak. she did not make
eftorts to reach these children in the say Teacher A did (wilth
puptrls /7, 19 and [3).

Summing up, nine pupills attained orogress correspondinyg
to the conditions "“seen" by the teacher 1n March. In eir1ght
cases the puplls attained a higher leve: than that attributed
tn March, with pupi1!l 47 making remarkab e progress tron the
lowest position 1n March to highest posit on 1n December. In
two cases pupils slipped one level from the teacher’s i1nitial
categorization; and tive children were reiltied as non-
learners. 'hi1s shows both the possibility ot the teacher as
a reality-detiner and also the fact that some pup:ls managed
to proaress, without havina the teacher’s 1ni1tial assessment
serve as an 1mpediment.

Five students who eventually failed 1i1n JClass € had
answered "ves" or "a little" about their ability to read.
Four who said they read "a little" in tact tailed. Only one
ot the whole class (promoted) predicted she would fail the

vear. Four of the tive children who Teacher C expected to
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that they soul i pass "1t the, aade an o cttort at ot oupr |,
VAR A A Ut the taenty-=toair pupl m o lasy O, it teern
vele Indicated as pronatable 1ty ot least three poer: The
five children vho di1d not teceive the t racher ! attention sere
the nost visiple cantidites tor retention an 11 .t grade.,

Vthers very treguently oited s not being able to read
vell aere pupils 45 and 8, shose progre-. leacher ¢ had
ditticulty predicting, and pupil 4.0, Hereo we must tirst
understand «~hy puplils a«i1th qgood prodgress 1n literacy in
October were evaluated by the)r peers as candidates 1ot
tairlure. Pupirls 33, 37, 42 and 49 hal aade qood progreas,
coming trom a "very weak" or "weak" pro-ition in March. only
pupils 4. and 49 had had their "very w~eak” position ratsed to
"gyood" dur.ng the review lessons 1n June. lhis demonstratess
the 1mportance of early success in beirng well-considered by
classmhtes. TImprovements along the way were Jdlsreqarded and
the ti1rst 1mpression naintained. Clas<mates noticed the early
detinition of each pupll’s possiblliities by the teacher,
wlthout observing any change tor the better 1ndicated by the
teacher at a later date. Why should that be

In Class C, attendance  was outstanding, #ith the
exception of the three pupils who tran<terred or lott the
school. It seems that the maintenance ot the teacher’s tirot
evaluation as i1ndicating the deqree of progress 1n literacy
was possible via only one main aspect ot the teacher’-,
practice: through the results obtained 1n the trequent
grading of dictations. The results were avallable to the

whole class. This might explain why classmataes did not notice




the 1nprovenent .niicoated by the teicher, nd by tre papils
aferé: micied In tnelr evaluations o thetilr peers’ prodaress.

lurnang £, tantors snach nost Likely influenced Teacher
Creoevaluation of o pupll’s Condtitions tor literacy, one
Inportant tactor  ans whether the —child nad 1nitiated ny
progress during the previous year. of the seven children «ho
had been given kKuondrgarten curritrulum 1n orade ore  the
previous vear, tive yvere considered as having "wvery weak"
conditions tor Literacy in 1934, But pupltis o, and Jo aere
considered to have "qood" prosnects: this miyht have been due
to extra help they received at home trom mother or siblinas.

'he consequences ot heing labellel as weak were more
clear-cut 1n this «i4ss than 1n Class B or 1n Class D. In
the second semester leacher C was actually tostering negative
cutcomes and the times [ went to her class for i1nterviews,
neglected puptls asked me to listen to their efforts at
reading. Pupil 43‘s mother, who w~as tsentv-seven vyvears old
and had another child 1n the tifth grade, w~as aware ot the
neglect experienced by her daughter, a .shite gir!l 1n talr
health, attending tirst grade tor the second time. When asked
what c¢hanges she would like to =ee at the school, she
answered:

I would like her to recelve more attention.
she 1s despised in class. She .s already dumb...l
would like her to sit 1n the first row. The teacher
pays more attention to the children si1tting 1n the
first row. She doesn’t recei1ve attention i1in class.
she has been abandouned.

Class D

leacher D 1dentified three levels in her class as to the
pupills’ conditions tcr literacy, as did Teachers A and B:
good, weak and very weak. The frequencies were fifteen, six,
and four respectively.

Teacher D considered as losses the three repeaters,
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pupris 0o, 1 and i, anatyced in the last section o as Leting
close to anonvmication - but she asserted that the tollowing
vear these girls should not te pur 1n a <“pecial-educat ton
ciiss. This wsould be a big mistake. in the last two canes,
the puplls’ absences from class were the matn reason top
tairlure, and 1n ail cases retention 1n the tirst grade was
"the ramilv’s tault."” leacher D had decided to oftter them
extra i1ndividual work at home or schocl, but she limited
herselt to demandina tull attendance At class trom pupil . and
trom those parents who cane to school to piceck up report carda
at the end ot the third marking period.

Feacher D did not seem to consider herselt accountable
tor, or consider 1s losses the pupils who lelt the chooi
without ofticirally notitying her ot the reason why they had
left. Pup s 67, 68 and o3, three ot the oldest ochildren,
who were classitied as having good prospects and demonstrated
progress, left the school.

Pupil &/ (a thirteen-year-old boy) was that
one apprehended by FEBEM /state toundation tor the
Welfare of Children), that one who you even vislted
at home.

He never came back to school. He dird come to
the schoolyard once. He came tou the classroom door
looking dressed and groomed, and when I welcomned him
he said: "But | am not going 1n." [ let him go.
The children teil me that he runs around the slum
wlth a bunch ot Kids.

Pupil o8, a fourteen-vear old working child, had not lett the
school vet when [ 1nterviewed both teacher and pupil. He leftt
on November lst when the teacher 1ntended to he working on the
review of syllabic patterns. Teacher D sald 1n the interview:

[oday (october ¢%), 1 handed out report carrs
and warned him that he cannot miss any more classes,
because then he 1s not going to bhe able to keep up.

Two weeks after this warning, Teacher D would be tinished her
university coursework, and 1ntended to review material and

offer extra help to those students evidencing lower




ichievenent ., At Lni< point o puprl o ettt soneol,  not

returning 1n 134,

in attempting to unierstard pupll 8’s departure  and
fook. g at the teacher’s Jdiary, one potices tnat: (1 the
teacher presented twentyv new ovlliable putterns to the shole
class auring the seven days pupll 63 attended ¢ 13ss arter h.s
teachers’ warning; (b)) tnese twenty syllabic patterns asere

fearned by onlys those attending classes cegutarly:; (o)

comparimy  himself with his c<classmates «ho were cdoing
relat vely wellt, pupil 23 senseua he »was not Keeping up.
LDiscouraged, he letft. ihe teacter, 1ntending to fini1sh the

lesson topics quickly <o as to i1nitiate the review period,
d1d not ofter encouragement to him. In ract, he had been 1in
class only eitghteen days during the second semester and was

overwhelmed.

Pupil 69 lert on October 23. 5he nissed classes during
the month Tleacher D was student teaching 1n orider to complete
her undergraduate degree.

Pupil &3 18 a twelve-year-nld girl who...I
tound out from her mother, when handing out the
report cards tor the second marking period, that
she was a g.rl who had been expelled trom another
school tor mishehaviour.

[ told her mother that she behaves well 1n my
class, that she lLearns very well, has beautitul
penmanship, a2 well-Kept notebook and she alwavys
comes to class. [ don’t know what (s happening now
wilth her because the whole week she gets on the bus
here 1n front ot the school and then goes downtown.

One ot her classmates told me that she goes

downtown to beg mainly tor bread. But she or her
mother do not appear to be so miserable! I think
that there must be another problem. fhis 1s a case

tor a socral worker, 1sn‘t 1t? It would be a case
tor a social aorker.

In addition to tive puplls who lert without ofter.ng a
tormal explanation to the school, three others - two girls

and one boy - transterred to other schools. At no time did
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and 7% Wke transterred to anothen choots ad gy apt T
hange 1« Lt is2 1l "Nttt w0t e e 0 Yoot NEoe toae

does one ee the el her’ o =t ot o0 gqetting the puprd o b ek
Lo o lass 13 i the cases of o, | [RATS R ST SR R VTR | Y SR S
Teacher A,. Cne 1= (ed to concinde rhat 1t the dropouts acte
not welcorned v leid der 3, 1t e est they sore not conaidere
prroblematic. Horeoyear, the o curronce ot transiers, and ot
other cases or leaving »oncol «as ndependent of the teacher 7,
evaluation or their readiness tor literacy 1n April,

Of ri1tteen puptls aith ood prospects tor Literacy, DN
were not acttending <class when the scnool yeair ended, 1our
slipped downaards and tive remained at the level assignaed an
March. Just one Yoy - pupil 0 - sent ap one tevel. Pupti !
72 had "wverwv weak" vrospects tor lireracy, but leacher D
assi1sted him and he was eventually pronoted. e other two
labelled "verv weak" ended the school year without making
signlticant prouress. The teacher did not otter extra asork
10 the atternocns to these or other seak prospects as he had
planned to do when 1nterviewed 1 October. In pupil o
case, there was cooperation of nother and teacher in hys
progress.

Twelve ot the seventeen pupilis 1nterviewed telt that they
could read. The tive aho answered "o little" oeualaated
themselves realistically; tihree were those retained 1n the
first grade 1n December, one lett the o hool and one olipped
downwards 1n leacher D’s and his own evaluation, fwo ot the
students who were not promoted did not think they ~ould
succeed.

What deserves mention 1n this class 1 comparison to the
others 1s the realistic appralsal ot their progre. made Ly

the children. This reveals the visibility ot the «viluation




oY 1 FEEERED [ ey ey T T [P S . [OUNEN P

Ml s b g P Toadere s Tgo M g0 LUy gl LT or v L ner pert Ll manee
vt LY, DA JEe Fande The T orer’ s Lryct. e Foaar e the
Pl Lhe ono ncognt hanoe o nandged Toe Suroome,

Proum o by matre S r ottt Sk, TuelYe 0t the seventeen
TUDIY L G Ter s seaet) aere SUrong o andildates ftor tailure, ontly

1 e torhe tlirteen «ho renalnsd At scnoo!l the entire vear,
ar= Clearty geen 1S llkKely to be promoted by at leasc three
Ll thert Lonates, Thus, The stratitication of acki2vement
At mich less @oald trom the puptls’/ point of view tnan the
Peop her s, only outstanding puplls sere viewsed by the whole
c L e Lromotat.le. I'he ¢clues most v1isible to pupils about
how well 1 peer xas Jdoing 1n ciass asere his her absences and
the teacher’s grading, mainly on dictations. 'he normative
erpectation aas tatlure.

In wsummary, <Jlass A was the only ore 1n which pupills
noved only upsiarids. In classes B, ¢, ind D, movement upwards
gradually decreased with only one case 1n Class D.

l'eacher< ¢ and D, on the other hand, attained the highest
rates ot novement downwards (29 and 41 percent). leacher D’'s
iaely hal to 4o a1th her absences trom class. Her malin
Interest  was  outszide the class, outside rirst grade 1n
dqeneral. she was concerned with tinishing her underaraduate
degree.

1t 15 signiricant that puptls were always mnore
pessimistic 1n thewr evaiuation of their peers’ chances tor
promotion than were the teaclrers. Lack of consistent class
attendance, misbehaviour, lack ot attention trom the teacher,
and need tor extra daily help were dJdecisive factors 1n
lassmates’ detinitions ot promotable pupils. Classes A and
¢ had proportionaltiy more puplls cited as being able to
succeed (percentages beilng 803 and /1%, respectively) compared
to Classes B and D (with 4o and 41 percent). feacher B

developed a "hidden pedagogy," which meant marking notebooks
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transterred trom another class, and was receiving extra help
1n the mornings along with pupil 10. The whole class welcomed
him ana encouraged his success. Pupil 8 registered the lowest
attendance 1n the class, being absent during the rainy winter
days, not having another dry set ot clothes to change into.
Pupils 22 and 24 in Class B had lower rates of attendance, as
well as pupil 68 1n Class D.

Pupi1l 68 had been evaluated as having good conditions
tor literacy at the beginning ot the school vyear; he
demonstrated medium sStatus in literacy by August when
evaluated by Teacher D, and low status 1in his peers’
evaluation, He lett Class D 1in November. One begins to
understand his lack ot progress 1in school and his poor
attendance during tne second semester after hearing his
explanation. As he himself puts it, the broader societal
context toiled his plan:

I decided to come to school to learn how to
read, and after that go to work at a store...doing
any kind of work. One customer told me that
studying 1s good, 1t should come before work.
Mother also said that studying 1s good. At home
tather 1s the only one who knows how to read. My
customer works in X (an 1important organization).
One week atter he spoke to me, I came to school
looking tor an opening...but there was only going
to be space for me at the beginning of the next
school vyear.

I was absent from school (in 1984) because my
tather was unemployed. I had to earn some money
working (as a shoeshine boy). Now my father got a
job and a married sister 1S also working, so I can
come back.

The teacher could not keep the boy in school the entire
year as the economlc recesslon was imposing on the pupil the
role of a breadwinner, but she was not even able to encourage
him to stay when unemployment in his family was no longer a
problem.

Thus, the children were aware of the importance of class
attendance and of learning outcomes resulting from their



RANGE OF SOCIAL STRATIFICATION IM LITERACY AS MEASURED BY THE READING AND SPELLING
TESTS IN EACH OF FOUR FIRST-GRADE CLASSES
DECEMBER, 1984

TABLE 30

Class A Class B Class C Class D
Reading Test
Highest score 99 97 99 100
Lowest score 79 73 56 60
Scores: 90 percent or above
Total 10 8 13 10
Percentage 67 62 54 59
Spelling Test
Highest score 16 72 80 18
Lowest score 0 t0 0 0
Scores: 50 percent or above
Total 8 6 9 6
Percentage 53 46 38 35
Scores: 10 percent or below
Tatal | 2 3 3
Percentage 4 15 21 18
Total?®* 15 12 24 15

Sources: Tables 48 to 51, in Appendix.

* The total of pupils who took both tests was 66.




14y

absences.

sSecond, the pupll’s daily behaviour 1n class was
sometimes associated wilh lack ot progress in lliteracy. Such
badly-behaved pupils as 6 and 13 from Class A and 28 trom
Class B ~ere evaluated by some of their peers as readlng well
and by others as not, though on dictations they were
considered as good spellers 1n a large number; 1t 1s highly
probable that some peers might have confused the teacher’s
correction of such conduct with 1ndication of low performance
in literacy rather than indication of discipline problems.

There were nine pupils who received a higher status from
the classmates’ ranking than the teacher’s evaluation in
October. All but one had weak or very weak conditions for
literacy i1n March as evaluated by the teachers, but had good
attendance records (86 to 100 percent) and adequate conduct.
In the three cases 1n Class A and one in Class C - pupil 35,
"the cute girl who never missed a class" - the warm we-
relationship between pupil and teacher led classmates to

overestimate the cognitive potential of the students.

Range of Academic Stratification

In this section attention is drawn to the congruence
between the range of academic stratification from the
teacher’s perspective, and the range of marks attained by the
class on the reading and spelling tests. Table 30 presents
the students’ test scores 1n reading and writing. In reading,
the highest scores 1n the four classes were 97 percent to 100,
and the lowest, 6 to 79, meaning that even those retained in
the first grade still scored above 50 percent. These results
also show that pupil 10 i1n Class A, the boy with learning
problens, scored well in reading, close to pupil 8, who was
promoted. This serves to indicate Teacher A’s competence in
and dedication to teaching. Pupil 44 in Class C (Table 50 in
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Appendix) received the lowest score ot all the ¢hildren who

remained 1n school the whole vear. The other pupils 1n
Classes B, C and D who were not promoted scored trom o0 to 8,
meaning that al!! pupils were somehow learning how to read.

Considering those attaining 90 percent or above on  the
reading test and 5u0 percent or above on the spelling test,
Class A attained the highest proportion ot high scores (Table
30). On the reading test the order ot classes was A, §, D,
C and on the spelling test A, B, ¢, D. Conversely Class ¢ had
the greatest concentration of low scores, tive pupils,
followed by Class D with three pupils, Class B with two
children and Class A with one. These results, objective
measures of students’ achievement, may well also be owed 1n
some part to the differential inputs ot the respective
teachers, with A’s pupills doing best.

The mean reading scores, however, may be too high to be
discriminating and, thus, can not be easily correlated with
the teacher’s predictions of students’ success. The results
of the spelling test given in the end ot November were highly
consistent with the teacher’s evaluations ot students’
progress 1n October, though there were some exceptions. The
levels on the spelling test were: high, including scores %0
percent or above; average, trom 11 to 49 percent; and iow, 10
percent or lower. In Class A, one pupll (8) evaluated as
making average progress in October attained a high score on
the spelling test in December; the opposite occurred with
another (pupil 9). In Class B two chlldren had better results
on the spelling test (pupils 23 and 25) and two worse (pupils
19 and 29) than their teachers predicted. In Class C seven
pupils classified as good in October attalned only an average
score on the spelling test (pupils 3%, 40, 42, 49, 0, %4 and
57). In Class D, pupil 61, evaluated as having made only
average progress 1in literacy by the teacher attained a high
score on the spelling test, and pupil 73, who showed l1ittle
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progress attained an average score., Ilhese tifteen cases
represent discrepancies between the teacher’s evaluaticn 1n
October and the results ot the spelling test; the other rifty-

one cases were consistent (Tables 48 to % 1n Appendix).

An examination ot a hypothesized continuous series of
tace-to-tace contacts between the "we-relationship" and the
"they-relationship," when all possible cases of reification
were analyzed, showed that there was the establishment of good
communication between teacher and incdividual puplls in Class
A; none ot the pupils lett the class during the school year.
Two moved away from the area but returned, intfluenced by their
teacher’s commitment to her work. The one pupil who was
retained in tirst grade was not reified. Thus, relationships
with all pupils approximated the positive pole of the
continuum. In Class B, two boys were observed as being close
to anonymization, the negative pole, and two others as having
some communication with the teacher. Of these four, three
left the class durina the year and one was retained in first
grade; the teacher considered them "“four losses."™ The other
pupils were cases of we-relationships or approximated 1t. 1In
Class C, I observed a process of anonymization with six
children, five of whom were retained in tirst grade and one
left school. One pupil of those developing a we-relationship
with the teacher was retained in first grade. In Class D,
there were six cases of attrition and three transfers to other
schools. Some of these cases could very possibly have been
influenced by the teacher’s frequent absences (44 percent).
She was not able to prevent the chilirens’ dropping out of
school, because she herself was not committed to daily
attendance. Three girls who were retained i1n first grade were
close to anonymization and two consociates became literate as
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a consecuence of the teacher’s special ettort in teaching
them.

The cases discussed 1n this chapter  point to the
importance ot reqular encounters between pupit and teacher as
well as the teacher’s contidence that her ettorts 1n the
classroom would bring success. 'he reading test showed that
even those who were not promoted were learning how to road
despite adverse circumstances. 'he teacher’s dally presence
was a main factor 1n pupils remaining 1n school during the

whole year.




CHAPTER 11X

EXTERNAL INFLUENCES ON THE LITERACY PROCESS
AND PUPILLS’ SCHOOL CAREERS

This chapter moves beyond the focus un achleving literacy
1n 1984 alone. We will compare puplls whc became literate in

1984 and remained 1n the school unti]l March 1487 (representing

those who succeeded), w~1th those who were retained 1n the
first grade 1n 1984 (representing those who tailed). I'he
analysis, comparing the two groups, attempts to show

structural factors 1impinging upon the pupll’s success or
farlure 1n ftirst grade, which means attainment or non-

attainment of literacy, as well as longer term success.

Qutside School Factors and Attainment of Literacy

In this section, an attempt is made to infer relevant
outside school tactors for promotion/retention in the first
grade of elementary school. To this etrect, the profiles of
two groups selected from the eighty~three pupils are compared:
thirteen pupils who were promoted 1in 1984, 1985, and 1986,
being enrolled in the fourth grade in 1987, (a most successful
group) and eleven pupils who were retained in 1984, and, thus,
who remained in school fo. the entire vyear. Of the eleven
retained 1n 1984, only five remained in the same school during
the following vyears. Because of the small subsamples
involved, the associations described below remain suggestive.

The two groups - long term successful pupils and those
who falled tirst-grade - were comparable as to school career
before 1984. All but one of the twenty-tour children were
repeaters; the new pupil was retained that vyear. The
successful children had a slightly longer stay in school
previous to 1984 - three repeated first grade twice rather

than once.



Some students had progress impeded because they had to

contribute earnings to the tamily. Puptl ¥ an Class o o who
was twelve vears old 1n March 1984, <aitd he was  the
breadwinner and di1d not help with nousework: "1oonly give
money to my mother, and 1 Keep 11 little tor myselt." He

worked selling newspapers, dand turned over tour-titths ot his
earnings to his mother. Teacher J reported that a teacher saw
him washing cars at night. Pupll /1, a ten-year old Girl in
Class D, was obliged to take care ot her younuger sister white
her mother, the only breadwinner 1in the tamily, went to work.
Both pupils were retalned 1n the tirst dgrade, and their
teachers attributed this fact to too many re<sponsibillitires at
home which conflicted with schoolwork or even with olass
attendance (pupil 71). Pupil L7, a boy who was almost eleven
yvyears old, had well-defined male responsibilities: cutting
wood for the stove, carrying water home, and cleaning the
outside bathroom. Pupll 36, an eirght-year-old boy, had to ygo
to the grocery store. All other boys ind girls talked about
doing different types obf housework such as washing, cieaning
and other tasks, traditionally detined as "“"women'’s work."
Most children helped out with reqular chores: however, this
did not interfere with school attendance.

An examination o1 Table 31, which continues the protile:s
of the two groups, reveals that promoted puplls enjoyed better
health than those retained 1n first grade 1n 1984, Puplls
classified as having good health were nlso those with good
hygiene. The fair health category included students 1n qgood
health but who had problems of hygiene, such as li1ce and tooth
decay. Pupils who were promoted were either 1n qgoud health
or fair health. In the group »f retained pupils only one was
in good health; all the othars were 1n talr or poor health.
The two retained pupils witn poor health were pupil 10 1n
Class A, who was diagnosed as being "mentally deficient: |

large gap between his mental and chronological age," and pupil




TABLE 31

TOTAL AND PERCENTAGE OF PUPILS PROMOTED FROM 1984 TO 1986
VERSUS PUPILS WHO FAILED IN 1984, ACCORDING

TO RELEVANT CHARACTERISTICS

Total Percentage
Promoted Nonpromoted Promoted Nonpromoted

Pupil's health

Good 6 1 46 9

Fair 7 7 54 64

Poor - 2 - 18

NA - 1 - 9
Parents' schogling *

High schoal 1 - 7.7 -

dth to 6th grade 7 4 54 36.5

¢nd to 3Ird grade 3 4 23 36.5

15t grade 1 - 7.7 -

[1literate 1 3 1.7 27
Mother's schooling

4th to 6th grade 6 4 46 37

¢nd to 3Ind grade 3 3 23 27

Ist grade 2 1 15 9

[11hiterate 1 3 8 27

NA 1 - 8 -
Father's schooling

High school 1 - 8 -

5th grade 3 3 23 27.3

3rd grade 3 3 23 27.3

Ist grade 3 - 23 -

[1literate 1 2 8 18.1

NA 2 3 15 27.3
Mother's occupation

Employed 7 8 54 73

Homemaker 5 2 38 18

NA 1 1 8 9
Father's occupation

Employed 11 8 85 73

Unemployed - 2 - 18

Retired 1 - 7.5 -

NA 1 1 7.5 9
Income per dependent
(in mintmum wages)

1.05 -

.26 to .50 1

.04 to .25 10

NA 2
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TABLE 31
Continued
Total Percentage
Promoted Nonpromoted Promoted Nonpromoted

Family type

Conjugal nuclear famly 9 6 69 55

Nuclear family 3 3 23 27

Non-declared parents ! 2 8 18

Stabie families 9 7 69 64
Number of chiidren

! 1 1 8 9

2 to 3 2 6 15 55

4 to 6 7 4 54 36

7 to 9 3 - 23 -
Birth order

15t 2 6 15 55

2nd | 4 8 36

rd or later 10 1 77 9
Siblings with nore
schoolng

5 1 - 8 -

4 2 - 15.3 -

3 3 1 23 9

2 3 - 23 -

1 - 3 - 27

0 ) 6 15.3 55

NA 2 1 15.3 9
STum dwelling

No 4 4 K} 36.5

Yes 4 4 31 36.5

NA 5 3 38 27
Total 13 1" 100 100

Source: Table 56, 1n Appendix.

b ]

both parents.

Computed according to the highest level of schooling, considering
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Joan Claas D, aho 43 NMalnour!sned and infest
In tact, except tor the<se two children, the pupils’ probiems
Jeere dJue  to thelrr poor standard ot living combined «~1th
inetticient medical and Jdental <are 1t the school. Lhe
teachers comnplained about the proplems, bLut socirallv-detined
professional barriers hlocked them from acting.

Parents’ education 1s 1 relevant factor explaining
promction/retention 1n first grade. lhe tact that someone at
home c¢an  read ind »write neans that the c¢child has a
"signiticant other" accompanying his  acguisition or  the
Written language. This may represent not only having models
at home but aiso the possibility ot being helped when facing
ditficulty 1n reading.

bData about parents’ schooling were culled from the
records 1n the school where the child was enrolled. Parents
who had only begun the first grade were classified as
"1lli1terate™ as 1n the interviews their children declared that
they could not read. The computation ot parents’ schoocling
consildered, 1in the tirst place, the highest grade level
attained ei1ther by mother or tather and then the grade level
attained by mother and father separately.

The children who were promoted to second grade had at
least one parent with more schooling than those retained in
first grade: ©l./ percent of the promoted pupils and only 36.5
ot those retained had parents who 1nterrupted thelir education
at any point opetween fourth and tenth grades. une also
observes that the promoted pupils had tewer i1lliterate parents
or parents who only began first grade than those who were
retalned. Comparing the etfect ot mothers’ schooling
separately from the fathers’, one notices that the promoted
puplls had mothers and tathers with slightly better schooling
than those who were retalned.

The importance ot parents’ schooling is most obvious when

the teacher considers a child to be working at a slow pace.




In this sttuation, the Mother? 5 iRt DI by Le Ploter o bey 10y
to the literacy [rocess Lecitse of  the attr rbuatlon . ol Neet

role: taking care ot ¢hildren, »ducar iy then, el ma o7 e g

v
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contact with the =school., constdering the gqrour ot papa b
retaitned 1n tirst grale, «e nete the o y-es b pupit s, oy
raisea only by his mother, nd pupil ", 1 airlb rar ed by her
rather, who recelved no help 1t home 1= thelt parent aet e
tlliterate; pupt!l 1 had an tlliterate mnthner amd recepve |
"help" trom his "thirl-drade'" tather who "did the homesor k
assigned to him"; both ot pupil u’- parent: were 1liitter ate,
and she played school with a "second-qgrade' 1 ater sho gave
her dictations. 'he lTast two cases Jdid not constitute real
assistance 1n the literacy process. o1 the other hand, pupid
27,44, 45, -8 and /1, who had mothers with educational levels
between the second and titth qgarades wsere helped "wometimes
or "a little" with their homework. only Ltwo “tittn-qarade®
mothers - those ot puplls LU andt 4 - di1d not help their
children, who ended up working on their homework alone.

'he two groups of puptls had both had, to 4 large extent,
stable tamili1es since birth. 1 one :ncludes both oo pgal
nuclear tamilies and nuclear tamilies, the rated sere o high
as 92 percent ror the promoted students, and 40 peroent lor
those retained. this suggests, contrary to what otrght e
expected, that school success 1n rirst qgrade 1o not related
to tamily type. only the mothers ot two qivrl«s (puplil- 34 and
43) had new companions. Pupil 34 was pronoted and pupil 44
retained. Ctf the three children ~1th parents not mentioned
on their birth certiticates, one living with adoptive parente,
- pupil 312 - was promoted, and the twso living «17h theat
mothers > nly - puptls 38 and /71 - were retalned,

An analysis ot the eitght tamilies classitied Muns tanie!
in the year of 19284 (tamily-type code other than "1™ - lTable
56) suggests that w~hen the tamily had only one parent in
charge of the offspring without any help trom other adialt




re-.at1ves rthere .75 retenti.n - pup.ls s, 'L, and 4. On the

otner hand, sven other dult relatives - grandparents,
Siplings, or mother’s canpanion — conpleted the tainily Jroup,
pronotion sas tne result as 1n the cases of pupils 33, 34 and
s/ Inusw, = tinily «1th Doth parents, o~ at least one more
adult 1n addicion tn the "single!" parent, 13 associrated with
promotion 1n the rirst jrade. 'he only exception w~as puptil
43, mentioned above.

Maternal enployment wplayed a perhaps surprising role.
In the group of pronoted puplls more mothers were homemakers,
taking care ot c¢hildren at home. at a rate ot 13 percent
versus |4 percent 1n the yroup of retained pupils. T'he tact
that some mothers could stay home with theirr children inplied:
(1) some stable earning - elther sorking tfather or sibling;
by a targer nunber of children - six to nine 1n four cases.

As a result, morthly 1ncome w~as higher 1n the group ot
retained pupils! I'hts higher 1ncome had to do with higher
incldence ot temale employment and trewer children 1n the
tamily. This last tactor probably also indicated younger
tamilies.

One 1nteresting tactor not i1ncluded 1n the original data
but compiled trom children’s reports was pupil’s birth order.
Promotion was clearly associated with later birth order,
eldest children railed most. Perhaps birth order represented
the possibiiity or .mpossibility ot alternative tutoring 1n
Ii1teracy at home, which could compensate for the nmother’s
1lliteracy or employment. Younger children could get help
from older siblings. Pupils 38, 43, and %8 were second 1n
their tamilies and had si1blings living away, or 1n first grade
at school; pupil 71, alsc =econd, stated that she was helped
by her third-grade sister but had to take care of a younger
sister. Pupil /0, the fourth in her family, had siblings 1in
the tirst and second grades and played "school," doing
dictations with her sister (above) Ali these puplls failed
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TABLE 32

PUPILS' CAREERS [N SCHOOL IN FOUP FIRST-GRADE CLASSLS FROM 1984 TQ 1987

Total

Percentage

Class Class Class

Class D

Total

Class Class Class

Class D

Tota

A 8 C Repeat “New A B C Repeat New
ers” Pupils Total ers” Pupils fotal

Pupils who persisted at the school

Promoted every schaol year 3 2 6 2 - 2 13 19 13 22 15 - 8 16

Nonpromoted once or twice 5 5 8 4 3 7 FABK ) 33 30 N 25 28 30

Total 8 7 14 6 3 9 8 50 a7 52 46 25 36 46
Pupils who left the school and
returned - 3 - 1 - 1 4 - 20 - 7.8 - 4 5
Pupils who transferred to other schools 3 1 9 1 5 6 19 19 7 33 7.8 42 28 23
Pupils who left the school
returned and left anain - - - 2 ! 3 3 - - - 15 8 12 4
Pupils who left the school

Without farling 4 3 4 ! rd 3 12 25 20 7.5 7.8 17 12 14

After failing | 1 2 1 1 2 6 6 7 7.5 7. 8 8 7
Deceased pupil - - - 1 - 1 1 - - - 7. - 4 |
Total 16 15 27 13 12 25 83 100 100 100 100 100 100 100

Sources: Tables 37 to 39, in Appendix.
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tirst qgrade. Pupils 17, 33, 37 and 59, who were promoted,
talked about being systematically helped with their homework

by their sisters.

Understanding Patterns in Pupils’ School Careers

This section tollows-up the eighty-three pupils 1in this
study ftrom 1984, 1985, 1986 to 1987. The study analyzes
continuance at or departure from the target school, asking if
one can detect a teacher’s effect during these years and the
patterns of the pupils’ school careers during this time

period.

Persistence in School: Was There a Teacher’s Effect?

Table 32 summarizes the post-1984 careers of the 83
pupils for each class.

Persistence in school was approximately 50 percent for
Classes A, B, and C; this may represent greater success in
Class A, since the average age was ten years old, one year
more than in Classes B and C. The lowest rate of persistence,
3o percent, was 1n Class D, which had a higher proportion of
those who had recently moved to the neighbourhood. While in
each ot Classes A, B, and C there were five children who had
attended other schools, in Class D, eleven of the thirteen
repeaters had also attended other schools:; and four had
migrated from municipalities far from Porto Alegre, with two
from towns 1n the metropolitan area. At this critical moment
in their lives the absences of Teacher D were certainly not
an incentive to their <*2ying in the area, in contrast to
Teacher A‘s commitment to teaching, which helped maintain
children at school.

Transfers were higher in Class C after 1984, and in Class
D during 1984 (Table 38 in Appendix), revealing the importance
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of the teacher’s commitment to her class demonstrated by her
daily attendance, reducing leaves to which she was "entitled"
to a minimum. The overall percentages 1n those classes were
33 and 24 percent, respectively (Table 32).

The highest rates of children leaving school without
experiencing failure after 1984 occurred 1n Classes A and B
~ 25 and 20 percent (Table 32). Thus, a high quality ot the
teacher-student relationship alone may be insutticient to
guarantee persistence at school; conversely, a "they-
relationship" may intluence an earlier "flight" trom school.
Maintenance of school "order" might also lead to the pupil’s
removal from school by teachers in charge ot "discipline," as
was the case of pupil 15.

Only si1x students left the school atter a tailure. This
may represent discouragement with educational services -
pupils 16, 31, 57, and 70 -or the search for better
educational opportunities elsewhere - pupils 58 and 83.

It seems that (unlike the case tor attaining literacy )
there was little clear independent ettect of teachers on
persistence - approximately half of the pupils enrolled 1n
three classes - A, B and C - persisted 1n school until 1987
(Table 32) while the fourth - Class D - attained only 36
percent. Concerning this lower rate of persistence 1n Class
D, it must be said that the many new pupils lowered the class
persistence rate, as only 25 percent of these persisted (Table
32). The lower rate of new pupils persisting in school until
1987 might have been, to a considerable extent, a result of
negligence at school; Teacher D’s low class attendance 1n 1984
cannot be overlooked. These factors most likely influenced
the decision of (nine out of the twelve) new pupils to seek
better educational opportunities or enter the job miarket.

Thus it is not clear whether any long lasting effects of
grade one teacher 1n 1984 continued, with the exception of
negative effects of Teacher D. The high persistence rate of
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Teacher C’s successful pupils (Table 56 in Appendix) was
unexpected. Non-school factors such as those described
earlier, and subsequent teacher effects after 1984, may have
been more important.

This section focuses on long term outcomes to 1987,
examining all eighty-three pupils, without specification as
to class eftfects from 1984.

The tirst category to be investigated in Table 32 is
persistence 1n school from March 1984 to March 1987. Only
thirty-eight of the eighty-three pupils in the study, or 46
percent of the whole group, remained at the school. Only
thirteen pupils or 16 percent, were promoted every school
year. Thus, one-third of those remaining in school to 1987
were promoted every school vyear from 1984 on, and two-thirds
or 25 pupils were retained once in the first, second or third
grade. Thus, retention in and of itself was not associated
with leaving school.

Consider of pup1l 38, a twelve-year-old boy who attended
Class C 1n 1984, and persisted in school through 1987 despite
failure. He was enrolled at a little school close to his
house in 1982. His comments on that school were: “"There, they
didn’t teach me anything: the teacher put things on the
blackboard and didn‘’t say what was written there. I flunked
because of my teacher." In 1983, he entered the school being
analyzed, but was retained again. In 1984, he attended
Teacher C’s class, and received special attention and extra
help, because she was conscious that her pupil was the
breadwinner 1n a home where the father was absent. He
initi1ated the process of literacy 1in 1984, scoring twelve on
the spelling test but was promoted only in 1985 at the age of
fourteen atter four long vyears at school. In 1986, he was
transterred to the evening elementary school, and successfully
completed second grade. In March 1987, he was attending a
third-qgrade class in the same evening program, where the
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accelerated curriculum made it possible for him to complete
the fourth grade by the end of the year.

Nineteen pupils, or 23 percent ot the group, transterred
to other schools. Seven transfers occurred in 1984 (Table 18
in Appendix) when the children were enrolled in tirst grade,
three transferred after failing in the tirst grade, and two,
after retention in second grade. T'he remaining seven lett tor
other schools without being retained (from 1984 to 1987) and
after completing the literacy process.

Transfers took place due to change of residence as in
pupil 51’s case, but also due to a search for new and better
educational opportunities at a school close to home, as in
the cases of pupils 10 and 27. The three instances occurred
immediately after retention. In three cases - pupils 48, 4“0,
and 54 -~ there was a period of time before transter, during
which the child did not attend the school.

A third relevant aspect of Table 32 refers to pupils
leaving school, without supplying any information about
whether they were going to enroll at another institution or
not. These occurrences amounted to 21 percent of the sample,
totalling eighteen cases. Twelve left without tailing (from
1984 to 1987), six after tailing.

One such case, pupil 58, was linked with her tamily’s
dissatisfaction with the school. Her father stated that he
doubted that her second retention in first grade, in 1984,
had been the girl’s own fault. As he put 1t:

The first time (she flunked) maybe it was her
lack of interest. She did not take it seriously.
That’s very normal. This second time I don’t know
if it was her or the teacher’s lack ot 1nterest.

The father also told of his daughter’s observations

showing the teacher was at fault:

She told me: "The teacher spends all her time
with the others. She takes a long time tc get vhere
I am sitting. She has little interest in me." More

or less, we (the parents) began to think that there
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was something wrond.

Pupil 58’s older sister had been sent to live with
relatives in their hometown to take advantage of better
educational opportunities which, in fact, had resulted in her
success. Thus, the family probably opted for another school
for pupil 58. Th:s conclusion may also be based on the fact
that both parents had completed primary school and strongly
valued formal schooling.

Pupll 83, after enrolling in first grade in 1984 and
attending Class D unti1l May, was sent back to kindergarten.
In 1985, she attended first qrade but failed. 1In an obvious
attempt to rescue the eight-year-old child from conditions
certain to lead to an unsuccessful career, the girl was taken
out of the school, without even asking for an official
transfer. She probably was sent to another school; her mother
had finished high school, and the father, fifth grade.

Pupil 16, a boy who was retained in second grade in 1985,
did not depend on an official transfer from the school to
enroll in another; he could document the successful conpletion
of first grade in Class A by presenting his 1984 report card.
One cannot know 1f, in fact, this eleven-vear-old boy enrolled
at another school. His father had completed fitth grade, but
his mother was illiterate.

Pupil 31 had failed to appear at his final second-grade
examinations in 1985, In 1986, he was transferred to the
evening elementary school since he was already fifteen years
old, and was over the age limit for day classes. He was
enrcolled in a class corresponding to the second grade, which
he had already taken. This mistaken placement might have been
one of the reasons for his exit from the schocl in May, so as
not to waste time repeating what he had already learned when
he needed to earn a living for himself and his family. Both
parents were illiterate.

Pupil 57 left the school in 1986 when he was ten years
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old, 7just before taking his final examinations in third grade.
This boy also had a successful second-grade report card which
he could use to enrcoll at another school. He had had one
retention at this school and left, perhaps, because he teared
a second. His parents had completed the tourth grade ot
elementary school.

In the six cases of pupils leaving the school atter
retention, some may have avoided this school but not schooling
in general, pupils 58 and 83 who were offspring of parents
with a higher level of education; others simply dropped out.

We note twelve pupils who left the school but had not
been retained since 1984: (a) tive pupils who lett school
while attending first grade in 1984 and (b) seven pupils who
left after having completed first grade. Ot the tormer, three
stayed in school for a short while in 1984. Another pupil,
20, only eleven years old left because ot pressure to support
his family. The fifth, pupil 69, left after two failures at
this school; at the age of twelve she became a beggar. All
five children left school as illiterate (Tables 34 to 36 in
Appendix).

The remaining seven children left school having mastered
reading and writing. Pupils 12 and 14, brother and sister,
left when they were around thirteen years old. In 1984, both
were working while still at school - she as a babysister and
he helping his father. Their mother expected they would stay
in school, through the fifth or sixth grade.

Pupil 13 left school when she was twelve years old. She
had been retained in first grade for four vyears. While
attending second grade, her adoptive mother cancelled her
school enrollment. "I want her to finish the second or third
grade, because 1‘ve already given her the opportunity hut the
company she keeps at school is not very good."

Pupil 15 attended first grade for one year in a town in
the Porto Alegre area, and for four vyears at a special-
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education center and at the school under study His mother
said the following during the interview:

This year 1t was great. This teacner (Ieacher
A) was wonderful. I want him to goc ahead...to
complete the eighth grade. The more the better...He
likes studying...l think he will get there...to the
unliversity.

She wanted her son to be a "medical doctor." But these
aspirations were snutted out by the teacher 1n charge ot
discipline who did not permit this eleven-year-old boy to
enrol!l the following year due to '"misbehaviour."

These seven chilldren were between ten and tourteen years
old. All of them were literate, and two reached the third
grade, but did not complete it. It 1s not known 1f they
returned to schoocl. In the case of pupil 15, the school was
the agency which actively conspired against the pupil. The
school denied pupil 15 the right to an education because it
had been humbly requested by a father who did not know that
it was his right even if his c¢child was defined as
"undisciplined.® Phone calls to schools in the vicinity
showed that he had not enrolled at any of them.

The school, directly or indirectly, acted to repel some
students, and parents under severe economliC pressure also
acted to pull children away from school. Only in one case
did an adoptive mother, who was 1n fact the stepmother, cancel
enrollment; all other children left without explanation. The
school was not equipped to facilitate their persistence in
school: attempts to stop the exodus from the school, such as
Teacher A’s, were in short supply.

Seven pupils (Table 32) left the school and returned -
some to leave again. Pupil 24 left school in 1984 for the
second time during his third year in first grade. This time
he quit because his grandmother, with whom he went to live
towards the end of the school year, decided he should stop
attending that vyear; but in 1985 he returned to school and
became literate. 1In March 1987 he was attending third grade.
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Pup1l 25 could also have been 1n third grade in 198/:
she was promoted to the second yrade 1n 1984 but stayed out
of school 1n 1985; 1n 1986, she was again enrolled 1n tirat
grade, and was promoted to the second grade twice!

Pupil 26 represents a case 1n which the violence ot the
slum, a broken home, and a highly uncommitted series ot
teachers led the boy to the longest registered retention in
first grade -~from March 1981 to March 198/. Towards the end
of that vyear, when he was twelve years old, he lett, having
already joined a gang of "street hoys."

Pupi1l 65 attended Kindergarten for one vear and tirst
grade for one month in his hometown; having moved to Porto
Alegre, he attended first qgrade again tor eight months,
beconing literate but not taking his tinal exams. In 1484,
he repeated the first grade and was promoted to the recond,
which he left 1n May 198%; during 1986, he attended second
grade, was promoted and began the third grade 1n March 1987.

Pupils 24 and 6%, the two boys attending third grade 1n
March 1987, and pupil 25 - the strange case ot a qgirl
attending second grade after successtuliy completing the tirst
grade twice - represent cases of persistence in school. Pupil
26 also persisted, before leaving school sometime 1n 198/.
Pupils 67, 68 and 80, who had returned to school, left it
again.

Pupil 67 was thirteen vyears old in 1984, and stayed in
first grade until August. As 1 intended to tind out why he
and other children were often absent, I went to visit his
house with the school counsellor, a well-known person in the
area. Upon our arrival pupil 67 hid trom us and we were

informed by his mother’s companion that she had enrolled the

boy 1in school twice but "“these kids want only this...the
street."” Pupil 66, who went along to show us where the
children’s houses were, commented: '"He was atrald, thinking

that it was the FEBEM (State Foundation tor the Welfare of
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Children) coming after him." Picking up on this clue, I
contacted this institution, which informed me that a boy with
this name had been detained fourteen times. [ did not see his
picture at FEBEM but this 1nformation confirms pupil %6’'s
comment, and makes pupitl 67's hiding at our arrival
understandable. In 1985, he began the evening literacy
program, but left 1n Auqust.

Pupil 68 was enrolled in the school under study in 1981,
but moved to another school clogser to his home; he was
expelled by his teacher one month before the end of the year
because he had fought with a classmate who offended his
mother. He said his teacher "didn’t even know which end was
up, and was always yelling." He went to work during 1982 and
1983, when he was advised by a "prestigious man" to go back
to school. As previously mentioned, he left school in 1984
and was not able to learn how to read and write due to his own
absences and those of Teacher D. In 1985, he was transferred
to the evening elementary school and placed in second grade
where literacy is a prerequisite. He failed, as one mnight
expect. His illiteracy must have gone unncocticed, or he would
have been transterred to the adult literacy program. He did
not return to school in 1986.

Pupil 80 entered school at the age of eleven in 1984;
although she did very well in school (100 percent and 64
percent respectively on the reading and spelling tests) she
wanted to leave school even then. She did so in September
1985, while in the second grade; 1n 1986 she attended the
third grade 1n the evening elementary school, leaving again
in May.

Pupil 80, a good student who left school after becoming
literate, was obliged to support herself. The two boys -
pupils 67 and ©8 - had tried to attend school but the
institution had not given them a fighting chance. They left
illiterate; in contrast, the girl (pupil 80) was attending
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third grade.

Taking school careers as a whole (Tables 33 to 39 1n
Appendix), the most common pattern observed trom 1984 to 193/
is that of a child attending only the school under study -
twenty-five cases out of eichty-three, or 30 percent ot the
total. These children entered this schcol tor the tirst time
and remained there until March 1987. The second most trequent
pattern corresponds to a child who entered another schoal
(eleven cases) or two other schools (pupils 60 and ovl) betore
attending this one, where they remained; thirteen cases, or
16 percent, are found 1n this cateqory.

In all, 46 percent of the eighty-three pupils were still
attending the school in 1987, and 23 percent had transterred
to other schools. If we hope for the best for those
transferred, 69 percent persisted in school through March
1987.

Many of these students had been in grade one prior to
1984. The majority of these persisting to 1987 also were non-
prcmoted once or twice. This micro-sociological analysis of
the classroom level complements, and elucidates, the data on

national illiteracy and educational failure cited earlier.




CHAPTER X

CONCLUSION

fhis thesis has argued that pupils’ success and taillure
\n tirst grade have to be considered 1n a dual social context
- that ot the schecol and the society at large. I'he four
first-grade teachers 1n the investigated school work under
severe constraints: lack ot physical securlity (regained later
that year), and badly-fed children - some of whom were already
earning their living and coming to class tired.

The conceptual framework dealt with phenomena at the
micro- and macro-levels, focusing on actors and social
structure. The teachers’ perspectives and practice were
examined according to theories of social and cultural
reproduction but departed from them as well, on the basis of
the development of pedagogies in the Brazilian context.
Relatively conservative - the traditional and new schools -
and more radical liberating pedagogies, which aimed at a more
just social order, served as additional frameworks.

In the school under study, administrative and technical-
pedagogical services were not directly involved in supporting
classwork. Macrostructural features combined with school
characteristics tomented a climate of dissatisfaction within
the school. The principal and his assistants were branded the
sources of all evil.

An understanding of the school conflicts led to the
examination of both the economic and political context and
the organization of the teaching career. Teachers’ salaries,
as well as those of other salaried workers, were being
devalued by a growing inflation (224 percent, in 1984); these
economic constraints in a period of political openness
strengthened the drive for career mobility and sustained the
demand that salaries be updated semi-annually by the state
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government. The school principals - nominated by the state
secretary or education - were 1n a weak leadership posttion
before the teachers due to successive postponements ot saltary
incentives by the stute government, which they represented.

The 1ncentives to protessional gualification and upward
career mobility -=buirlt into the teacher’s statute -
established rights without requlating under which conditions
they could be fulfiiled. A decision to take an underyraduate
course entitled teachers to leaves ot absence on eximination
days. Graduation entitled them to either teach a cvertain
subject in grades five to eilght, generally with tewer hours
of work per week, or to perform out-of classroom tunctions.
This, as a result, decreased the number ot teachers teaching
the more poorly paid and demanding first to fourth grades.

Inappropriate preparation in normal schuols and absence
of close supervision of the literavy process 1n the schoot
also explained the high turn-over ot tirst-grade teachers.
But attention was drawn to the ditferent demands ot teaching
versus other administrative and pedagogical functions i1n the
school. Numerous persons 1n the latter positions clung to
them as "acquired rights" and even retused to substitute tor
absent teachers. In the first corade thi1s meant that teachers
were encumbered by the school administration, within the
seating limits of their rooms, to also teach pupils ot absent
colleaques. This was Teacher C’s case; Teachers A and B had
small rooms, and Teacher D either was absent or did not accept
others’ pupils.

Thus, absences from work during teacher-education courses
ironically worked against the reqular ottering ot educational
services, and nothing was done to resolve such A
contradiction. Tne proclaimed principle " the pupl! as the
focus of the school" was mere rhetoric to legitimice mock
schcocol support services. Each first-grade teacher had her

own conception of education and minimal supervision ot
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classwork. Pupi1ls of absent teachers were undertaught in

crowvded clacsses or went home untaught.

'he parents ot the students, mere observers, di1d not
interfere 1n the =schooli1nyg process. This did not mean that
tamilies 1gnored hows teachers pertormed their roles; on the
contrary, parents were aple to i1dentify the quality or the
teacher’s ertort 1n making their child literate. In the tirst
grade the criterion ot evaluation was particularly evident:
any literate parent could telt 1t hissher child w~as able to
read. Some parents harboured hidden conflict with the child’s
teacher when detecting the anonymization of the pupil 1n
class.

A qQqualitative analysis of Lnput-output, comparing
teachers’ and puplls’ characteristics 1n March with outcomes
1n December, showed that Classes A and B, which enrolled
titteen puplls each, had the tollowing results: Class A
pertormed better than Class B; Classes ¢ and D, or normal size
(twenty~tive puplls), presented results which ran contrary to
expectations: Class D had worse results than Class C. Relative
to outcomes, those students leaving school during the vyear
were also considered 1n part the teacher’s and/or the school
system’s responsibility and , thus, as cases ot nonpromotion.
Students who transterred were deleted from such statistics.

Ia summary, the 1our teachers attained the goal of
teaching literacy despite difticult odds. Teachers A and C
had pupils who remained 1i1n school during the entire vyear.
'he ettect ot cthe teacher’s daily presence on pupils’
permanence i1n school was i1ndependent ot teacher’s experience
and class o51ze. considering both aspects ot outcomes -
puptls’ permanence 1n school and becoming literate - (lass A
demonstrated better results, tollowed by Classes B and C.
Class L came tast. In terms of successtul permanence 1n school
during the ini1tial elementary grades, the "traditional" Class

C attained the best results.




Three situations sere enpbasiced 10 this avest ation.
{a) that or "repeat repeaters” - considered more Jditticalr
but successtully taught - 1n smaller laisses [(fitteen puptlaa
by competent and very experienced tirst-grade teachers (A and
B); (by a class ot tirst-time repeaters, otten crowded aith
absent teachers’ pupils, taught v an assitduous but less-
experlenced teacher 1n terms ot literacy (leacher )1, snere
almost three-tourths of a total ot twenty-seven puplls aere
promoted; (c) tirst-time tirst-grade slum dwellers who became
literate 1n Just one schoo! year, even when their teacher (D)
reported to class less than vy percent ot school days.

The four teachers 1irelied upon psychotogical and
soclological concepts when reterring to thelr teaching
practice. Although they showed superticial Kknowledge ot
theoretical perspectives explaining learning and the rote ot
education 1n society, they presented persuasive explanations
of the tlow ot events i1n the process ot teaching literacy and
the motives of their practice. The teichers’ report< during
the last quarter were congruent with observations made during
the first semester.

Perspectives on the role ot schooling varted among the
teachers and i1nfluenced their actions. Teacher A maintained
that an elementary-school certificate, or even only the more
attainable initial grades, represented upward mobility
relative to the status ot 1lliterate parents. Teacher A
therefore dedicated herself to the maximum to achieve the
pupils’ literacy.

In contrast to Teacher A, the more radical TPeacher B
argued that the economic structure should be changed fti1rst in
order for slum dwellers to be educated, or otherwise mere
soclal reproduction would occur. In her c¢pinion, not eJsen i
teacher who was conscious of her work would be able to
influence the children’s future 1life, hecause <such pupils

switched from one teacher to another, thus losing the positive
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gualities they had developed with a competent one.

In fact, Teacher B saw the existence of two totally
different worlds -hers and her pupils’: "I can educate them
to live 1n my world. 1 don’t know how to educate them to
survive in theirs." Teacher B worked with the pupil without
the parents’ interference and also did not interfere in the
tamily’s projects. While she felt it was up to the family to
decide if the child should attend school the whole year or
not, Teacher B still worked as hard as Teacher A with all
those who stayed the full y=zar.

Teacher C, also more radicalized, foresaw for her pupils
either early employment and exploitation, or their entering
the ranks of thieves "until socialism comes to Brazil." She
recognized that public schools often marginalize children, but
believed that schooling contributed to the betterment of the
children’s lives and to upward mobility. Teacher C contacted
families to attempt to change decisions to transfer and to
find out why a pupi! had been absent from class.

For Teacher D, her pupils had unrealistic aspirations
concerning future occupations; if they had the chance to get
a 1job, they would be enployed in the lowest-prestige
occupations, since schooling was of little help in terms of
upward mobility. Pupils would become literate and would leave
the school "to be shoeshine boys for the rest of their lives."
School was an agency of social reproduction: only those pupils
who did not work eventually would climb to a higher
occupational stratum.

Thus, comparing 1deas of a liberating pedagugy versus
social and cultural reproduction, Teacher A’s teaching
perspective and practice favoured social change through
liberating the actors’ consciousness, leading them to fight
for their rights. Teachers B,C and D had a more pessimistic
view of education as basically reproducing social structure,

even while making literates out of illiterates.
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Sharp and Green’s treatment of Schutz’s "we and they-
relationships”™ 1n the context of a classroom helped to
conceptualize the teacher-pupil encounters and consequences
for the literacy process. In the we-relationship the teacher
multiplies the child’s opportunities tor learning, making the
accomplishment of the literacy process during the school year
highly probable. Pupils’ anonymization -~ due to constraints
on the teacher’s work and /or lack of beliet in education as
capable of 1mproving the children’s quality ot lite and status
- led to class attrition and/or nonpromotion.

The puplls’ progress attained by the end ot the school
year depended primarily on the teachers’ beliet in the
positive role of education and their subsequent practice
rather than on expectations based on evaluations made at the
beginning of the year.

If the teacher stopped working on the particular
difficulties of a child, the child did not become literate.
Being anonymous then meant that the teacher perceived that a
pupil was not keeping up with tte class in terms of mastering
the patterns taught and stopped careful daily observation and
the teaching of reading and writing which would quarantee
success; it also meant maintaining distance trom families who
had decided to remove their children from the school. The
child did not become literate after he/she stopped attending
classes, and the teacher did not attempt to bring him/her
back, or when he/she attended classes, and the teacher -
overburdened with many pupils - was not able to ofter
individual help.

Every day 1inside the classroom, in each activity the
pupil performed, he/she tended to be evaluated by the teacher.
The good/bad result of the evaluation was open/closed to
classnates. In this way children learned to cateqorize
competence, which led to acceptance of social hierarchies.
Classes varied (a) as to number of layers constituted by
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puplls of similar status; (b) as to the range of the
strati1fication, or the distance between the upper and lower
levels; and (c¢) the degree of fluidity within the classroom
or the possibility for the child to be socially mobile within
the main lavers of the stratification system. The smaller
classes became more homogeneous at the end of the school year.

With regard to curriculum, in 1984 one observed that the
objectives set torth for lanquage in 1939 were by now embedded
in the teachers practice. Language had precedence over other
curriculum contents, but the i1deal was to develop all other
subijects, mainly mathematics, due to the fact that at any
moment older pupils could leave school to get a job.

For three teachers (B,C and D) the curriculum was
considered too much for one academic year. They suggested
its development in two years with the same teacher, leaving
digraphs and consonantal groups to be taught in the second
year.

Earlier curricular reform, imposed from above,
restructured the educational system, and set forth a broad
definition of curriculum by activities. Some teachers
developed a weakly-classified curriculum - a game as the unit
integrating difterent subject matter - and others a strongly-
classified curriculum - each subject given during a different
period of the timetable. Indeed the same teacher could
develop activities which could be considered appropriate to
a traditional (strongly classified), or a new (weakly
classified) organization of contents.

At the beginning of the 1980’s, pedagogic experts in each
field of knowledge defined the curriculum contents for Porto
Alegre. This process was hidden from those who did not
participate in it and the curriculum was judged by teachers
to have been defined by bureaucratic decisions made outside
the schocl. Only one (Teacher C) attempted to completely
follow such guidelines; only 1n this case was the curriculum
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strongly framed. The other teachers "read" qguidelines as
suggestions and not as prescriptions. On the other hand, the
actual curriculum as developed by the tour teachers 1n the
study took into consideration the signiticance ot words tor
pupils, showing that in relation to students 1t was weakly
framed.

Basil Bernstein’s typology of educational codes -
collection and integrates - correspond to the traditional/new
school dichotomy, seeing education as cultural reproduction.
To think about Brazilian education today one needs to add
further practical elaborations concerning liberating pedagoqgy.
In the context of the classroom, pupils promoted were those
who had been constantly observed. The competent teacher
watched the pupils’performance as a whole at their daily work.
The seeing of everything in the we-relationship permitted
pupils with a history of failure in school to become literate.

Possible implications of the findings tor teaching lower-
class pupils ray be summarized as follows:

Numpers cf pupils must be reduced whenever teasible to
increase th~ quality of the teacher’s assistance in the
literacy process. Such a measure makes continuous individual
observation of the process possible and will attract more
professionals to this initial level of elementary-school
teaching.

The routine of teaching only those who keep up with the
class pace should be definitely banished from schools. All
pupils must be taught and different strategies developed.
Concerning those who cannot keep up with the rest ot the
class, preferably the teacher - during another shitt or even
during the same shift - should offer extra help. Tutors
working in cooperation with the teacher - at school or at home
- are important in assisting the process, be they teachers or

pupils’ relatives; during the second semester pupils can read
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to each other, which does not dismiss the teacher from daily
listening to 1ndividual reading.

The organization of classes should consider the pupils’
previous experience in the literacy process and age. The
option for reorganizing classes during the year according to
pacing in the literacy process should take 1nto consideration
the impact on pupils of changing classmates and teacher. The
initial teacher, preferably, should maintain contact with all
pupils - teaching religion, for instance, in the other group.

The decision not to teach literacy to first-time first
graders who have never used a pencil could result in a two-
year process of literacy as teachers have suggested. Big
schools such as the one investigated should be served by a
teaching supervisor with class experience in literacy, being
able to act as the teacher-supervisor of normal school
students’ practicums, counselling and assisting the teachers
lacking experience 1in literacy with her classwork. A
personnel plan should substitute the "here and now"
distribution of leaves of absence with a range of solutions.

This dissertation, like most pieces of research, raises
more questions than 1t answers. We have suggested that
teachers "“can make a difference."™ While the four teachers
studied here differed among themselves in experience,
practice, and teaching perspectives, they all did seem to be
reasonably successful in teaching literacy. The engaged
commitment of teacher A might be seen as a model.

These questions might be addressed more fully in the
future through further research, flowing from the limitations
of this study. Participant observations could be shifted into
the homes and neighbourhoods of the slum dwelling children,
rather than focused in the classroom. A particular area of
inquiry would focus on the educational and cognitive
atmosphere of the home environment, and roles of significant

others on this environment, as they relate to the process of



literacy.

Similarly, a longitudinal approach might try to tollow
up some of the eighty-three pupils studied in 1984 to see, 1n
detail, how their lives were aftected by their experience in
1984 - 1f at all. This would permit a greater appreclation
of the interaction between social structure and educational

institutions in affecting outcomes early on in the schooling
process.
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APPENDIX I
INTERVIEW WITH THE FIRST-GRADE PUPIL

Who lives 1n your house (nane, relationship, age

occupation)?

Tell me about your house.

Do you do chores at home? What do you know how to do?
Is there someone at home with you when you are at home?
Who?

Do you do your homework yourself, or does someone help
you with 1t?

How much homework do you have?

Who do you play with when you’re not at school?

What do you do on Sundays? Do you go to Mass?

Have you already studied at another school? Where?

What were your teachers’ names?

Did you like them?

Was there one who was very anqgry?

How about your teacher this year? Do you like her?

Does she like you? How do you know?

What does she do when a pupil disobeys?

And how about you? If you have disobeyed, what happened?
Is first grade difficult for you, or are you doing okay?
Can you read what the teacher has already taught?

Who are the other children who can read well in your
class?

Who can’t read well in your class?

Why can’t they read well?

Who always spells well in your class?

Do you think you’re going to pass to the second grade?
Who else in your class do you think will pass?

Tell me the things you do during recess.

Is where you live dangerous?

What kind of job would you like?
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APPENDIX 11

IMTERVIEW WITH PARENTS
How long has vyour famitly lived 1n Porto Alegre?
Where was your son/daugi.ter born!
How many times has your tamily moved since vyour
son/daughter was born!
Has your son/daughter lived with both his/her parents
since birth?
How many people currently live at your house (spectitying
the relationships each one has to the child)?’
Do you think your son/daughter 1is a good, average, or
poor student?
What educational level do you expect your son/daughter
attain?
What do you want your son/daughter to be when he/she
grows up?
Why did you decide to send your son/daughter to school?
How do you consider your son/daughter‘s school? What
would you like for the school to have or not to have?
How many years has your son/daughter been at school?
Did he/she attend kindergarten? How many years?
Is this the first time he/she is attending first grade?
How many times has he/she failed the first grade? Why
did he/she fail?
Do you remember the name(s) of your son/daughter’s
previous teacher(s)?
Do you have other children at school? Did any of them
repeat the first grade?
How should the teacher work with those students who have
greater difficulty in learning how to read?
Are you involved with school activities? When?
How do you find out about your son/daughter’s progress?
How much does your child tell you about what goes on at

school?
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How does vyour son/daughter do his/her homework? Does
anyone help him/her with reading or arithmetic? If so,
who?

Has your son/daughter been absent from school? How many
days? Why?

Do you think you son/daughter will pass to the second
grade? Why or why not?

What does he/she tell you about recess? Does he/she
complain about any of his/her classmates?

Do you like living in this neighbourhood?

Is there anyone in your family who likes to read? What
do they usually read?

Is there anything else that you would like to add about

your son/daughter, his/her teacher, or the school?



ILLITERACY AMONG PERSONS 10 YEARS OLD OR OLDER ACCORDING
TQ GREAT REGIONS, SOUTHERN STATES, AND BRAZIL

TABLE !

19680

Persons 10 years old or older

I11iterates Total Percentage
of [1literates
North 1,206,227 3,945,114 30.6
Northeast 11,274,192 24,368,669 46.3
Center-West 1,356,621 5,409,427 25.1
Southeast 6,371,604 39,652 ,89¢€ 16.1
South 2,184,504 14,428,246 15.1
Parana 1,082,108 5,610,876 19.3
Santa Catarina 337,554 2,719,447 12.4
Rio Grande do Sul 764,842 6,097,923 12.5
Brazil 22,393,295 87,805,265 25.5

Sources: IBGE, Censo Demografico - 1980; adapted from Ferrari, 1985,

p.40, table 4.
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TABLE 2

ILLITERACY TRENDS IN TWO POLAR STATES,
PIAUT AND RIO GRANDE DO SUL, AND IN BRAZIL, AMONG PERSONS 5 YEARS OLD OR OLDER

1872 - 1980
1872 1890 1920 1940 1950 1960 1870 1980

Piaul — Northeast
Persons 5 years old or older 176,419 224,180 518,368 674,588 860,074 1,029,828 1,382,462 1,781,448
I1i1terate persons 148,643 197,653 445,426 544,982 673,666 745,197 934,465 1,007,521
Percentage of 1111terates 84.3 88.2 85.9 80.7 78.3 72.3 67.5 56.6

Rio Grande do Sul — South
Persons 5 years old or older 411,729 749,966 1,837,057 2,801,125 3,488,824 4,575,755 5,809,440 6,903,381
I1l1terate persons 316,326 522,972 989,115 1,271,076 1,438,037 1,368,103 1,352,168 1,186,951
Percentane of [11+1terates 76.8 69,7 53.8 45.3 41.2 29.8 23.2 17.2

Brazil
Persons 5 years oid or older 8,854,774 12,212,125 26,042,442 34,796,665 43,573,517 58,997,981 79,327,231 102,579,006
I111terate persons 7,290,293 10,091,566 18,549,085 21,295,490 24,907,696 27,578,971 30,718,597 32,731,347
Percentage of [1literates 82.3 82.6 71.2 61.1 57.1 46.7 38.7 31.9

Sources: MINISTERIO DA AGRICULTURA, INDUSTRIA E COMERCIO, Recenseamento Geral do Brasil - 1920, for
years 1872, 1890, and 1920.
IBGE, Censo Demografico,for 1940, 1950, 1960, 1970 and 1980; adapted from Ferrari, 1985,
p.43, table 5.




TASLE 3

TOTAL AND PERCENTAGE OF CHILDREN BETWEEN 5 AND 13 YTaRS OF AGE NOT
ATTENDING SCHQQOL, AS TO LOCATION AND AGE — BRAZIL
19680

e o i sy e i

Children Not Attending School

Age Urban Rural Total
Total Percentage® Total Percentage* Total Percentage®
5 1,443,811 76.7 1,084,443 90.1t 2,528,254 61.9
6 1,136,616 £2.5 996,950 86.7 2,133,566 71.9
7 615,110 33.3 802,270 70.3 1,417,380 47.4
3 346,529 19.2 655,064 99.5 1,001,593 34.5
9 254,287 14.3 547,007 52.6 801,294 28.4
10 249,643 13.5 563,928 49.8 813,571 27.3
it 228,796 2.9 497,924 48.2 726,720 25.9
12 274,731 15.1 552,837 51.9 827,568 28.7
13 327,110 18.4 555,869 56.8 883,039 32.0
14 460,990 24.8 621,586 63.6 1,082,576 38.2
5to & 2,580,427 69.7 2,081,393 88.4 4,661,620 77.0
1 to 14 2,757,256 19.0 4,796,485 56.6 7,553,741 33.0
Total 5,337,683 29.3 6,877,878 63.5 12,215,561 42 .1

Sources: [BGE, Censo Demografico — 1980; adapted from Ferrar:, 1985,
p.46, table 6.

* Percentage of children not attending school in relation to the
total population for each age group.




TABLE 4
AGE -GPADE RELATIONSHIP AND SCHOOL ATTEMOANCE AMONG CHILDPEM 7 TO 14 YEARS OF AGF
IN THE SOUTHERN STATES, IN SOUTH BRAZIL, AND IN BRAZIL

198090
B Rio Grande do
Parana Santa Catarina Sul South Brazil Brazil
fge-Grade Relationship and o ® o e A
School Attendance = s s o s
- & 3z E = £ 3 5 = S
o @ o w e o
= bl S C ° v ° v ° £
— &J o gJ. — &r — &: | ot &;

|

Children certainly not behind * 407,902 25.7 256,923 35.6 483,396 36.4 1,14B.221 31.6 5,341,274 23.3

Children slightly behind ** 01,176 19,0 142,033 19,7 266,777 <01 709,986 19.5 3,718,341 16.2
Children strongly behind *+* 420,980 26.4 139,096 19.2 311,789 23.% 871,865 24.0 6,366,449 27.6
Children attending school 1,130,058 711 538,052 74.5 1,061,962 80.0 2,730,072 75.0 15,42B,064 67.1
Children not attending school 458,356 28.9 184,282 25.5 265,160 20.0 907,808 25.0 7,553,741 32.9
Total 1,588,424 100 0 722,334 100.0 1,327,122 100.0 3,637,880 100.0 22,981,805 100.0

Sources: JBGE, Censo Demografico — 1980; adapted from Ferrari, 1987, table 6.

. Certainly not behind seven- to fourteen-year-old children, respectively in the first, second, third, . .
efghth grade.
Slighthly behind eight- to fifteen-year-old children, respectively in the first, second, third, . .
eighth grade.
Strongly behind- nine.year-old children in the first grade; ten-year-old childrea in the first or second

grade; eleven-year-old children in the first, second or third grade; . . . fourteen-year-old children in
the first, second, th ¢d, fourth, fifth or sixth grade.
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TARLE S

FINAL EMPOLLIENLT (NOVEMBER 30} AND PROMOTION RATES [* ELEMEMTARY SCHOOLS M THE
SUUTHERN STATES, [N SOUTH BRAZIL, AND % BRAZIL

1980
Parana Santa Catarina Pyo Grande do Sul South Brazi! Brazal
First 297,434 €8.7 139.553 76.4 217,892 60.6 714,884 67.0 5,877,975 67.0
Second 209,411 85.6 109,278 87.5 194,505 81.3 513,194 84 .4 3,266,921 76.8
Third 185,594 88.1 94,069 91.8 175,609 82.8 455,372 86.8 2,660,705 8G.5
Fourth 147,213 92.1 90,679 88.5 161,538 79.4 399,430 86.1 2,105,090 84.9
Fifth 114,021 75.9 53,096 95.9 140,596 69.1 307,713 76.2 1,868,454 71.2
Sixth 90,647 79.2 66,954 97.0 112,488 709 250,089 15.8 1,444 543 76.0
Seventh 67,979 83.0 41,206 96.0 93,078 784 % 202,263 81.6 1,172,894 79.1
Eighth 54,089 89 8 43,982 83.5 18,392 81.2 176.543 B4.3 988,110 85.1
Total 1,166,490 81.1 618,817 81.5% 1,234,098 3.7 3,019,405 79.4 19,384 ,642* 15.2

Source. Sinopse Estatistica da Educacao Basica: 1981, 1982, 1983, 6, MEC, 1984, pp. 42 and 44.

* This total includes students of all age groups enrolled on November 30, 1980, in the eight grades of elementary
school.
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TABLE 6

TOTAL ENROLUMENT, NUMBER OF TRANSFERS, NUMBER OF DROPOUTS, FINAL ENROLLMENT, HUMBER
OF PPOMOTED PUPILS, DROPQUT AMD PROMOTION PATES IN FIPST GRADE 8Y
ADMINISTRATIVE FUNDING AGENCY AMD LOCATION — PQRTQ ALEGPE (POA),

AND RIO GRANDE DO SuL (RS)

1984
Idm?ntslriYTve Total . fers Dropouts Final Promoted Dropout Rate® Promotion
_Agfpc;"/dl'g‘ga“on | Earotiment rans P Enrol Iment Pupris P Rate **

Urban federal

POA 25 - - 25 22 - 88

RS 25 - - 25 2? - 88
Rural federal

POA - - - - . - -

RS 219 6 46 187 13 19 19
Urban state

POA 27,7193 2,484 <607 22,102 15,301 9 67

RS 115,126 9,819 3,389 95,398 68,346 8 n
Rural state

POA 78 3 20 5% 38 26 69

RS 16,636 1,364 1,080 14,192 9,566 6 67
Urban municipal

POA 2,267 136 15¢ 1,980 1,293 7 63

RS 74,356 6,601 8,423 59,332 38,255 " 64
Rural municipal

POA - - - - - - -

RS 81,631 6,967 6,816 67,848 39,156 8 58
Urban private

POA 7,615 328 290 6,997 6,220 4 89

RS 32,878 1,700 1,644 29.534 24,892 S 84
Rural private

POA - - - - - - -

RS 1,501 108 56 1,337 878 q 66
Urban Total

POA 37,1700 2,948 3,048 31,704 22,196 8 12

RS 222,385 18, 140 19,456 184,789 131,525 9 7%
Rural Total

POA 78 3 20 55 38 26 69

RS 100,007 8,445 7,998 83,564 49,673 8 59
Total

POA 37,778 2,954 3,068 31,759 22,834 8 12

RS 322,392 26,585 27,454 268,353 181,198 9 68

Source  SE/SAE/INF

Calculated over total enrollment.

Calculated over final enrollment,




TAELE 7

LEVEL OF SCHOGLING OF ELEMEITARY-SCHNOL TLACHEPRS,
ACCORDING TO THE ADMINISTRATIVE FU'IDING AGEMCY, AND LOCATION —
PORTO ALEGRE (POA), AND RIO GRANDE DO SUL (RS)

1984

Q!

\

Administrative Funding Agency

Leve! of Schooling Federal State Municipal Private
Urban Total
Urban  Total Urban Total Urban Total Urban  Total Total
Elementary schorl
Finished g-ades 1-7 POA - - 3 3 - - ! ! 4 4
RS - ]l 49 154 209 3,614 23 41 281 3.812
Finished qrade 8 POA i 12 13 - - 13 13 26 27
RS 1 8 ’hS 556 727 5,108 164 200 1,187 5,872
High school
Without normal school POA 1 1 11 1R 3 3 147 147 262 262
diploma RS 1 4 2,009 2,415 942 3,080 947 1,009 3,899 6,508
Normal school diploma POA 3 3 1,857 1,865 133 133 739 739 2,732 2,740
RS 3 1 11,873 14,919 6,007 11,598 3,373 3,569 21,256 30,097
University
Without education deqree POA 6 6 41 41 1 1 43 4} 91 91
) RS 6 6 341 159 35 53 136 138 518 556
Education degree POA S0 50 5,483 £,490 319 319 1,198 1,198 7,050 7,057
RS 50 s 27,968 30,158 2,329 3,154 5.120 5,235 35,4684 38,635
Total POA 6) 81 7,507 7,523 456 456 2,141 2,141 10,165 10,181
RS 61 B2 42,505 48,601 10,249 26,607 9,760 10,190 62,575 85,480
Percentage of teachers with
Mormal school diploma POA 5 5 25 25 29 29 35 35 27 27
RS 5 i3 28 31 59 44 35 35 34 35
Education degree POA 82 82 13 13 70 70 56 56 69 69
RS 82 61 66 62 23 12 52 st s7 45

Source- SE/SAE/INF.




TRELE 8

NUMBER OF SCHOOLS WITH ONE TEACHER OR MORE AND GRADE LEVELS OFFERED,
ACCORDING TO THE ADMINISTRATIVE FUNDING AGENCY AND LOCATION — PORTO
ALEGRE (POA), AND RIO GRANDE DO SUL (RS)

1984

240

Administrative Funding Agency

Urban

Federal State Municipal Private Total Total
Urban Total Urban Tota! Urban Total Urban Total
One-teacher school
First to fourth grade POA - - 1 1 - - - - 1 |
RS - - 4 230 35 5,476 i 45 40 5,751
First to fif'h grade POA - - - - - - - - - -
RS - - 1 27 3 790 1 17 5 834
Schools with more than one
teacher
First to fourth grade POA - - 59 60 2 2 15 15 76 77
RS - 8 425 830 519 2,797 99 122 1,103 3,757
First to fifth grade POA - - 33 33 3 3 2 2 38 38
RS - - 243 745 214 1,408 25 58 482 2,211
Fifth to eighth grade POA 1 1 4 4 - - 2 2 7 7
RS 1 1 129 133 2 3 56 63 190 200
First to eighth grade POA 1 1 128 129 8 8 60 60 197 198
RS 1 1 845 1,061 119 264 303 321 1,268 1,647
Total POA 2 Z 225 227 13 13 719 79 319 321
RS 2 10 1,647 3,026 952 10,738 487 626 3,088 14,400

Source: SE/SAE/INF.




TABLE 9

STATE SCHOOLS ADMINISTEPED BY THE FIRST DELEGATION OF EDUCATION WHICH OFFERED THZ EIGHT
~ GRADES OF ELEMENTARY SCHOOL AND HAD A HIGH PERCENTAGE OF LOVEP-IMCOME FUPILS
(80 PEPCENT OR MORE)
1983

Schools

Rate of lower-income pupils in the
school * 99 96 95 93 92 a9 89 83 83 82 81 80

F“rst-grade promotion rates * 43 54 57 70 52 68 4‘ 64 67 77 74 {?‘8

Initial kindergarten enrollment

Level one - - - - - - - - -

Level two - - - - - 50 25 - - - 22 23

Level three - 51 43 - - 50 25 - - 53 27 27
Initial first-grade enroliment 289 280 175 159 182 242 163 95 192 65 52 133
Initial school enrollment 1,266 1,195 879 574 891 1599 834 643 738 534 783 788
Number of kindergarten classes - 2 2 - - 4 2 - - 2 2 2
Number of first-grade classes

Morning shift - 10 7 1 4 L - 4 - -

Afternoon shift 8 - - 5 - 5 2 4 q 3 2 -
Number of teachers in the school 10 92 79 37 70 tOM 51 48 65 57 66 97

Source: SE/19 DE/GFI, April, 1983,
* pata collected in 1982 from the same source.




TABLE 10
GROWTH OF A PYBLIC SCHOOL SERVING LOWER-CLASS PUPILS NUMBEP OF KINDEPGAPTEM, SPECIAL-EDVMCATION AND
ELEHENTARY -5CHDOL CLASSES. NUMBER OF CLASSES [N OTHER EOUCATIONAL PPOGRAMS. NUMBER  OF
CLASSES PEP SHIFT,
1945.1986

1945
1946
1947
1948
1949
19460
1951
1952
1953
1954
1958
1956
1957
1958
1959
1960
1961

1962

1961

Kirdergarten
Level one
Level two
Level three

.
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Special education
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First grade
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Sixth grade

Seventh grade
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CEAPE *
Adult literacy **
Adult elementary school (non graded) ***
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Humber of classes per shift
Morning 8 9 0 10
Intermediate o - - - -

1 12 14 16 1§ 15 17 16 17 18 18 18 W7
Afternoon - - - - 1
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15 16 11 16 19 13 16 16
Late afternoon - - . .
Evening - e e .
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TABLE 10
Continued
~ D O O - N W SO e~ L . . S AT~}
; 2 282285553533 355835383¢8:3¢g¢¢3¢§ &8
Xindergérten
Level one - N - - . - . e e . F . - .
level two - 1 - | 1 - - - - - - -
level three 2 ! ' 2 1 2 2 2 2 1 1 2 2
Sperial ecuration R T S S S T U S SN RS R L4 3
flementary schoo!
First grade 4 13 15 15 13 1} 10 12 10 11 10 10ty Pt 12 12 12 11 10 10 16 11 10
Second grade 5 1 8 0 10 6 ? 71 88 1 8 ! &€ 6 5 6 6 6 6 5 S 6 &
Trird grade & 5 8 ? 8 ! &€ 6 I ! 71 1 1 1 &5 6 6 &6 S5 & S5 S5 4
Fourth grade [ ! 7 8 6 5 4 S5 6 €6 6 6 6 6 6 S5 & & 6 & S5 & 5
Fifth grade 3 4 k| 4 3 k 4 3 4 4 4 4 [} 4 S S 4 L] 5 5 4 3 ]
Sixth grade ) 2 2 - - - - - - - - - - - - - - ] h) [} 2 2 )
Seventh graae - - - - - - - - - - - - - - - - - - 2 2 2 1 2
Eignth grage -~ e e e e e e e o e e e e e e e -2 1t 1
CEAPE * e | { - e - - .
Adull Iiteracy ** e
Adull elementary school
(non-gracez)*=* T N SR
Total 37 40 &S 46 42 34 33 35 37 37 37 36 36 39 37 36 35 38 39 41 44 40 &
Numoer of casses per shift
Morning 17 17 16 17 (7 7 16 (8 18 18 NA 18 18 20 20 8 118 23 20 22 22 118 22
Intermediata + 3 6 10 9 [3 . - - - - - - - - - - - - - - . - .
Afternoon 1S 15 14 15 19 17 17 17T 19 39 NA 18 18 19 17 18 17 1S 19 19 22 19 V7
Late afterncon 2 2 5 5 - - - - - - - - - - - - - - - - - - -
Evening - - - - - - - - - - - e . - - - . T A |
Total 37 40 45 A6 42 3¢ 33 35 37 37 37 36 36 39 37 36 35 38 19 41 A4 40 QO

Sources School records, 1945-1973, SE/SAE/INF, 1974, SE/19 DE/GFI, 1975-1986.
. *(lasse de Educacic e Alimentacao do Pre-Escaolar” (Class of Pre-School Education and Nutrition).
**  This program {s known as "MOBRAL" - “Movimento 8rasileiro de Alfabetizacao” {Brazilian Movement for
Literacy). In 1986 tnis foundation changed its name to “EDUCAR" (Educate).
*e»  Jhis type of course is known as “Programa de Educacao Integrada® (Program of Integrated Educatyon).
- A shift taught from eleven a.m. to two p.m.; the other shifts were from eight to eleven a.m., and
from two to five p.m,
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TABLE U

NET INITIAL ENROLLMENT, NUMBLR OF REPEATERS, AND PERCENTAGE OF REPEATERS

IN SPECIAL EDUCATIOM AND (¥ EACH GRADE OF THE ELEMENTARY SCHOOL

1930 - 1986

Percentage of

1980

1981

1982

1983

19R4

1985

1986

Special First Second Third Ffourth Fifth Sixth Seventh Eighth . .., First  Grade
fducation Grade Grade Grade Grade Grade Grade Grade Crade Repeaters in
the School

In1tial enroliment 16 330 189 187 124 140 986

Number of repeaters NA 147 13 47 8 26 26}

Percentage of repeaters NA 45 17 25 6 19 26 15
nithal enroliment 16 294 169 162 147 135 82 1,005

Numoer of repeaters 9 111 1" 32 10 18 4 2717

Percentage of repeaters 56 45 1R 7 20 28 ) 28 13
Initial enrcolliment 16 300 189 150 165 151 89 52 1,112

Numper of repeaters 14 1715 58 28 41 47 ¥2 1 J78

Percentage of repeaters 100 58 3% 19 25 n 13 2 34 16
Initial enrgliment 16 2N 164 168 122 159 92 64 38 1,094

Number of repeaters 16 136 27 44 19 26 7 3 - 278

Percentage of repeaters 100 50 16 26 16 16 8 5 - 25 12
Inithal enrollment 2 i 152 155 157 129 12 66 28 1,158

Number of repeaters re-] 120 21 37 3s S3 12 14 1 318

Percentage of repeaters 78 32 14 24 23 [3] 17 21 4 27 10
Initial enrgllment 29 313 182 159 139 90 59 42 35 1,048

Number of repeaters 29 17 8 2 48 37 12 9 - 46

Percentage of repesters 100 5% 4 20 15 41 20 21 - 33 16
inityat enroliment 34 270 187 141 115 a9 a9 52 13 1,070

Nuymber of repeaters 22 124 45 20 13 18 10 11 k} 286

Percertage of repeaters 65 16 24 14 19 20 1y 21 9 27 12

Source SE,/1% DE/GFI, April, 1980 to 1986.

* TJTransfers and canceled enroliment were excluded.




TEBLE 12
THE FIPST GRACE

1945 - 19R6

1945 1949 1954 1959 1964 1969 1974 1979 13£0 1981 1982 1983 1984 1985 1986

Wumber of first-grade teachers 6 13 21 21 17 14 12 17 16 13 A B 20 12 13
Number af first.qrade -lasses 4 g 13 13 14 1 10 12 12 1 10 10 16 " 10
Number of dissolved first.grade clacses® - - - - ! - - ! . . - 1 1 1 -
Number .+ classes with only one teacher

during the school year 2 3 5 6 10 7 8 7 [ 8 8 B L 8 7
Number of classes with two teachers

during the school year ? - 7 ] 3 4 2 3 4 k] ! 1 ? 1 3
Mumber of classes with three or more
tearhers during the scnool year - 5 ' 4 - - - 1 2 - 1 - ! ' -
Minimum  nurher of pupils per class as

to total enrplliment 58 39 35 o o0 Al 30 27 26 19 2¢ 27 15 26 d
Maximum number of pupils per ciass

as to total errollment 17 4 43 36 19 32 44 38 36 34 RN 34 n 18 16
Total earcliment 204 270 489 406 424 311 326 364 166 312 297 27%Y 382 316 268
Number of transfers and dropouts 58 72 108 9 73 64 66 93 112 83 84 <8 €9 91 19
Mumber of transfers NA NA NA NA 18 P 28 45 18 26 2k 14 26 20 17
Number of dropouts NA NA MA MA 55 36 38 48 74 57 S8 44 43 71 s
Final enrollment 146 198 38¢ 315 s 247 260 2N 254 229 213 213 g 225 229
Number of promoted pupils NA 108 1952 13 162 169 166 129 177 131 112 104 186 129 130
Dropout rate as to total enrnlliment NA KA NA NA 13 12 12 13 0 18 Z 16 " 22 8
Promotion rate as to final

enrol Iment

. NA 55 50 42 46 68 64 48 56 57 s4 43 59 s7 S7
e NA 54 50 41 a5 65 63 46 49 57 50 a9 58 52 NA

Sources Schoo! records, and SE/SAE/INF for the 1986 data
. Classes whose pupils were redistributed during the school year.
s Promotion rates considering as dropouts those puptls who did not take their final examinations,
*se prgmotion rates considering as failing those pupils who did not take thetir final examinations.
s Promoti0n rates in a program during the summer vacation offered by personnel from the First Delegation
of Education or contracted by it. The numbers of promoted pupils were 7, 10, 11 and 8 in the years of
1980/81, 1982/83, 1983/84 and 1985/86,
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TABLE 1]

THE FIRST-GRADE TEACHEPS AS TO THEIR LEVEL NF SCHOOL ING AND TERMS OF EMPLOYMENT
THE FIPST-GRADE CLASSES AS TO COMPOSITION &ND DPOPOHT/PPOMOT 10N RATES,

19314
tevel of Schooling * s Clas P t
Teacher [::)'l-:;w:nt Y C'BSS Compo:v:lor DFODOUt Rble rg'::e'oo'n
Mormal School University PN
1 X - 1 ' n 8 86
: X / ! 2 N ’ &
) X - C
4 X X T k] M 8 6}
5 X X 1 4 ] 30 61
C
6 X - ¥
? X p 1 5 N 65
8 x - C 6 R 1 83
97 ¢C X / b 7 R 4 1%
10 X X T 8 R - ot
nra X X T 9 R - 93
C
12 1.8 X ! 1 10 R 18 92
13 X - C 1" N q 100
14 X - C 12 N 8 -
157D X / 1 {3 PR 25 80
16 X X 1 14 PR ¢ 6 -
1
17 X XX 1
C
18 X X Y
1
19 X / 1 15 PR, 22 B
20 X - ¢ 16 PR 1}] 3%

¢ Degree completed 1s indrcated by aa X, study in progress is indicated by a slash (/7).

** The teacher could have been tenured (T), or contracted {C), or both.
This column indicates if the class was formed of new pupils in the first grade (N},

or if repeaters predominated (PR},
. Class classified as being constituted predominant!

y of repeaters (PR) according to the pupils® a

more than half of the pupils were eight years old or older.
v Inflated promotion rate, because pupils not taking their final examinations were not considered as

having farled
evs Class dissolved 1n August

ge

of repeaters (R),




TARLE 1'4
THE TFArucnS SELECTON £ "HELD F{RTT.norns aantrt
1973 - 1988
AN TEE RTINS YR ATEE TR I 7 3 T METWENT AT RWS ¥~ r Y - TUW T auMEAS U R LW TTY NN S Lt T3 rvsmmemmares o — L TE L WIS T mEwew
. Class Total Dropout Final Promoted Promot ton
fracners Year Compostition” tnroliment Transfers Oropouts Rate Enroliment Fupits Rates

M F T M F T L F T T M 3 1 M F T ] F 1

A 1973 NA MA NA 34 - - - NA  NA 8 24 14 12 26 5 8 13 36 67 S0
1974 NA NA HA 13 - - - AL NA 6 18 it 16 c? 6 10 16 55 62 59

1975 NA 19 17 36 2 1 3 - Py 2 6 17 14 31 '] a ? s7 68

1976 PR 18 15 33 - - - 4 2 6 18 14 13 27 7 9 16 S50 69 59

1977 R 19 14 33 3 - 3 6 2 B 24 10 12 2¢ 5 7 12 S6 98 55

1978 H 18 15 13 k| k! 6 - - - - 15 12 27 12 8 20 B0 67 74

1979 A} 16 12 28 1 - 1 ) ] 7 Zs 1 9 20 6 g 15 55 100 75

1340 R 19 10 29 ¥ - 1 3 2 5 17 19 8 23 10 ] 14 67 S0 61

1901 R 11 17 28 2 2 4 1 2 3 11! 8 13 21 8 13 21 100 100 100

1943 N 13 17 30 1 - 1 2 1 3 10 10 16 26 8 15 23 80 94 a8

13-4 ? 9 7 16 - 1 1 - - - - 9 6 19 8 6 4 B9 100 83

8 1981 [} ! 9 19 ! - ! 5 k] 8 42 4 6 19 - - - - - -
1982 PR 16 21 37 2 3 5 3 4 l 19 1" 14 25 1 14 25 100 100 100

1613 R 9 18 27 - H 1 N 1 3 1 7 16 23 5 15 N 7 94 87

1234 R 1t < 15 - - . 3 - 3 20 7 5 12 6 S " 86 100 g

€ 197R N 23 16 19 2 i k! i - 4 1] 17 15 32 - - - - - .
1942 PR 19 9 2B - - - 4 ! ) 18 15 8 23 12 ! 19 80 88 B8)

1994 R 15 17 7 2 - 7 i - i ) 12 12 24 9 9 18 15 75 75

1949 N 24 10 34 3 - 3 4 Z [ 18 17 8 25 - - - - - -

0 1680 N 17 19 36 1 5 [ - 1 H ] 16 13 29 12 12 28 5 92 83
1981 N 15 13 278 - 2 2 ! - 1 4 14 11 25 13 g 22 93 82 88

1387 N 1" 14 25 1 ! 2 6 bd 8 2 4 " 15 - - - - - -

1984 PR 12 13 25 1 3 4 4 2 6 24 7 8 15 7 S 12 100 62 80

Source School records.

+ This column wndicates 1f the first-grade class was composed of new puntls (N), of reneaters (R}
or if repeaters predominated (PR)




TABLE 15

~t PUPILS' CHARACTERISTICS IN EACH OF FOUR FIRST-GRADE CLASSES
~1
19814
Number Percentage
Pupils’ Characteristics s U s U
Class A Class B Class C Repeaters :f;“s Tota) Fotal Class A Class 8 Class C Repe""sjpr:;"‘ Total Total
Sex
Male 9 10 15 14 5 12 45 56 67 56 54 42 48 55
Fem le ? S 12 6 7 1 37 48 33 44 46 58 52 L 11
Ethnic group
¥hite 12 5 16 1" 7 18 51 15 13 59 85 59 12 62
Non-white 4 10 1} 2 4 6 3t 25 67 41 15 n 24 37
NA - - - - 1 1 1 - - - - 8 4 1
Health
Good 9 6 H 3 4 5 n 56 40 41 23 16 20 »
Fair 2 6 13 8 5 13 34 12.5 40 48 61 42 52 '}
Poor 3 1 1 1 - 1 5 19 7 4 8 - 4 7
NA 2 2 2 1 5 6 12 12.5 13 7 8 42 24 15
Religion
Roman Catholic 16 14 24 12 10 22 16 100 9] 89 92 84 88 92
Other - i k] ! ' 2 6 - 7 11 8 8 8 ?
RA - - - - 1 1 1 - - - - 8 4 L
Enrolliment in school before 1984
Kindergarten 5 - 2 10 3 ? ? 15 - 8 12
Specis) education 5 - 1 - - - 6 n - 4 - - - 7
first grade — number of years
U] 1 - 1 - 12 12 14 6.25 - 4 - 100 48 17
] - 2 18 4 - 4 24 - 13 67 n - 16 29
2 9 9 S 6 - 6 29 56.25 60 18 46 - 24 35
k] 5 3 2 2 - 2 12 31,2 20 ] 15 - 8 15
4 1 | - - - - 2 6.25 ? - - - - 2
KA - - 1 f - 1 2 - - ¢ 8 - s 4
Total 16 15 27 13 1?2 25 81 100 100 100 100 100 100 100

Sources: Tables 40 to 43, in Appendix.




TA3LE 1A

TS TN e T F AT T ar Ty AR
IN 1983 [N £ACH OF FCUR FIRST-ARADE CLASSES
Puptl’s Family T.pe <1335 A (lass 8 (Class C Cl::z 0 Total
’ ! '
Repeaters Pupxls Tots ~
Conjugal nuclear famly (I4F)*
Same constitution as at
time of birth (1) 10 3 13 8 7 19 11
Aother only (2) - 2 1 1 - 1 4
Mother and stepfather (5) 1 1 k| - 1 1 6
Nuclear family (NF)*®
Same conmstituticn as it
tire of birtn (1} 2 4 3 1 - 1 10
cother only (2) - 1 - - - - 1
Farner only (1) - 1 1 - t 1 3
Father and steprother (3) 2 - 1 - - - 3
Motner ard stepfatner (9) - 1 ! - - - 4
Relatives as parents’
substitutes (8) - - . - 1 ! 1
No declaration of gre or 2oth
parents (NCP)eee
Yother only 2} - . | 3 - 3 q
Mother and stepfatrer (5) - 1 ) - 1 ! 3
Father and adeptive mother (6] 1 - - - 1 1 2
Adoptive pdarents {7) - - 2 - - - 2
Relatives as parents’
substitutes (8) - i . . . - 1
Nuwber of ctahle families « 12 7 16 9 ] 16 51
Total number of families 16 19 27 13 12 29 d)
Percentage of stable families 75 47 59 69 58 64 61
Sources Tables 44 to 47, n Appendix
hd Parents married at time of Hirth
**  DParents married or not narried 3t t'ne of Dirth - both names 2cligred
on the chald’'s brrrn cartificate
*ew

Parents not married at

tire AfF Nirrh

. Fimibies with tme sire <anstitution as at time of dirth
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TABLE 17
SOC O{CONOMIL CHARACTERISTICS OF THE PUPILS' FAMILIES INM EACH OF FOUR FIRST-RPADE CLESSES

t98¢4
Number Percentage
glass D — Class D
Class A Class B Class C Repeaters no" . Total Total Class A Class 8 Crass C Repeaters o™ fotal Total
p Pupris pe Puprls

Parenty’ schooniing *

High schooi 2 - 1 - ' 1 4 13 - 4 - 8 ] S

4tn to Bth grade 9 9 12 8 6 14 44 56 60 45 61 S0 56 53

2na to Jrd graae 4 ] 6 1 3 4 17 25 20 22 B 25 16 20

1st grade 1 2 3 - 2 2 8 6 13 2] - 17 8 10

fiirteracy - 1 1 4 - 4 8 - 7 1 3 - 16 10

NA - - ? - - - 2 - - 7 - - - 2
Mother's occupatron

Homemaker 6 6 9 3 4 H 28 175 40 1 1 33 8 34

Esployed 10 8 17 10 6 16 St 62 % 53 6] 17 50 64 61

Unesployed 1 - ! 1 2 7 - - 8.3 e 2.5

NA - - - ! 1 2 - - q - 8.5 4 2.5
Father's occupation

Employed 16 1] 22 9 1" 20 1a] 100 87 81 69 92 80 86

linemp loyed - 4 ! 2 ! 3 6 - 13 4 15.5 8 12 b

Retired - - 1 - - - 1 - - ] - - - §

NA - 3 2 - 2 5 - - " i5.5 - 8 6
income per dependent {i1n minimum wages)

1. 05 - - - - 1 1 1 - - - - 8 4 1

.91 to .15 R} 1 - 1 B ) 4 8 19 7 - 8 25 16 i0

.26 to sD 2 ! 7 4 3 7 17 12.% 7 26 n 25 28 20

.04 to 2% ? 8 15 8 4 2 42 435 53 56 &) k! 48 LY

None - - 2 - - - 2 - - 7 - - - 2

NA 4 5 3 - 1 1 13 25 1) 1 - 8 4 16
Number of children in the family

! L - 2 - 2 2 5 6 - 1.5 - 1) 8 ]

2to) 6 4 9 - 4 4 23 1.5 <? 1 - n 16 28

$tob 6 9 14 ? 4 1 @0 .. 6G 174 S4 1 4 L} ]

7 w0 10 3 2 2 6 F4 8 15 19 13 7.% 46 i7 32 18
Declared slum dwelling ? 8 9 7 S 12 16 44 53 13 54 42 48 43
Totas? 16 15 27 13 12 25 8) 100 100 100 100 100 190 100

Sources Tables ¢&¢ to 47 sn Apoendix,

* Mighest level of schooling, considering both parents.




Temy A

[$}]

COMPARATINE RESLL'S "% T AFA3NG TFTT 0D 2ES C3TALN{D LN
t :

WHOOF PRSI e UgES

Parts of *the Reading Test “are

l.erage Scares *

Jtage A Clags B Class € Class 3 Total

O O O o~ o

~a

Yisual discrimination ‘ertors

1N words '3 3 3
Relation Letween capital and

Tower-case letters 0 ‘¢ 13
Sound-symcol .arrespordence " 17 1
Sympol-saund carrespondence 7 q 3
Yisual discriminaticn  words ") ) ‘.
¥15ual grscrimination  centences g 5 3
Visual nemary words s bl 3
¥isual wemary sentences 5 &
Comprehension of sentences 5 - -
Relatian bertween spoxen word

and writsen *toim ‘3 ' "l
Specific ~eaning assigned to

words v 3 3
Reading ccmprehension short

story '] 3 3
Total 1] 37 33

3 9 8 7S
9 9 95
9 9 95
8 9 8 25
3 9 a7
3 a a2
5 5 5

5 5 5

4 4 45
'0 9 'S
7 ] 15
8 8 825
86 31 895

* The total numper ~f punils *3kinn tha ragt pra ‘G
Class B, 24 wn Class C, 19 1n Clags 3, totaleng =y

noo g5 AL Y2




TRBIE 20

COMPARATIVE RESULTS TN THE SPELLING TEST SCCRES AMD PERCENTAGES CBTAINED
37 EACH OF FOUR FIRST-SAADE CLASSES

o
W
ro

ords Scores Percertages?
- CTass K CTass § “Tass C (Tass U Yotal  -Tass A UTass B Ulass C CTass o ~otarl
valcio ) ? 3 3 32 50 58 13 3 48
trazer 5 6 8 5 24 33 50 33 33 16
aterciyo rd < | 1 6 13 17 3 7 3
secar 4 A S 6 23 27 67 21 39 35
minuto 9 ) 1 ? 10 £9 1% 54 &3 61
rechear ] ] 2 2 ‘0 29 25 8 13 15
poder 10 8 H ! 36 67 67 46 a7 g5
varinha 9 7 3 3 3 60 g 8 53 &0
enzada 3 3 3 3 13 29 N 12 2: 29
1ado 13 1 19 12 55 a7 92 79 £3 83
vender 3 1) 7 ! 32 g3 81 29 47 48
beleza 13 Y '8 8 35 87 50 b 53 68
ferticerry 3 2 4 ! ] 20 17 17 7 15
chapeu 13 4 § 8 31 87 13 25 s3 47
desejar n 0 0 0 19 Q 0 0 Q )
preto " 3 16 ] 45 73 67 67 &7 €8
serente 2 6 4 ] 21 1 50 17 €J 12
alma 12 3 13 8 41 R0 67 54 €3 62
divertir 2 b 6 2 14 13 33 25 13 2
composicao 1 2 0 0 1 7 0 0 3 2
ser ) 9 19 8 27 0 15 42 53 Y]
querer 9 ? 16 i 13 60 58 42 47 50
qutle 10 5 R 8 34 67 42 46 €3 52
ter 13 9 16 11 49 87 15 67 7} 74
altyra 12 5 15 9 41 80 42 62 €] 62
inverno 6 8 4 4 22 a0 67 17 27 33
louro 10 11 13 8 42 &7 a3 58 <) 64
saly 12 1 20 3 52 50 92 83 &3 79
metro 6 6 16 8 36 40 S0 67 <3 55
vazio H ) | 2] 36 73 50 a6 €3 55
mando 6 2 9 4 27 40 87 38 27 4t
elefante 9 4 7 5 25 60 1) 29 3] 38
drstancra 1 ! ! ! 4 7 3 4 7 6
dente n 7 8 8 34 "3 g 13 51 52
selo 5 12 1 6 £V 33 83 46 ] 48
escrever ! 6 10 4 30 &7 50 42 27 45
branco 9 4 7 4 24 £0 33 29 27 16
rezs " 5 7 6 23 73 42 29 3) 43
febre 9 5 9 ] 30 €7 42 38 37 45
saber " 1 14 10 12 73 58 58 &° 64
voporta ¢ 2 4 a f 13 17 8 s 9
ordem 4 A S 3 g 27 50 24 oo 27
camisa 3 ! 2 6 18 29 zg g o 27
futuro H E] 11 ] 40 ik | 67 16 - 61
maquina 8 5 13 5 3 53 42 54 b 52
foco t ) 16 a| 44 73 S0 67 "3 67
agradece ] 2 2 4 1" 22 17 3 o 17
bando 8 2 5 4 13 <3 17 2 P 29
cortado 8 ? V2 b R 53 58 50 kB | 48
reparte 5 6 ? 1 2! 13 50 29 D] R

€, 15 wn Class D, taotaling 66,

The total nuwber of puptls tiking the test were- 15 1n Class A, 12 1n Class B, 23 n (lass
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TABLE 22

AVERAGE SCORES OBTAINED ON TH. READING AND SPELLING
TESTS BY EACK OF FOUR FIRST-GRADE CLASSES

Class A Class B Class C Ctlass D

Considering final enrollment®

Reading test 92 93 86 87
Spelling test 49 49.5 36.5 40

Considering total enrollment minus transfers **
Reading test 92 74 83 59
Spelling test 49 40 35 27

Source: Table 20.

* The computation excludes from tatal enrollment (the denominator)

transferred pupils olus those who left the school.

The computation excludes from total enrollment (the denominator)
only transferred pupils.

3



COMPARATIVE RESULTS ON THE SPELLING TEST — HWIGH, MEQIUM OR 1 OW SCORE

TASLE 23

PERCENTAGE ~ OBTAINED BY EACH QOF FTUR FIRST.CRADE CLASSES

WY X S-yY - ceme B

L L ____Yedium Low

Words ;;’E" Class (Vass Tlass Tlass (Tass TTass CTass Class UTass [T3ss CTass Llass
) . A 8 c 0 a 8 C ) A 3 9
1a40 83 X X Y ¥
LY} 79 X X ‘ X
rer 18 x b X x
teleza 6% X x X X
preto 68 X X X Y
raco 8 X ( X X
ture 64 X X X X
saber 64 X X X X
31ima A2 X X X X
altura 52 X X X X
rnnuto 61 X ¢ X X
futuro 61 X X X X
poder EF) X X X X
metro 5% X x X X
vaz1o 5% X X X X
quilo 52 X X X X
dente <2 X X X X
maquina 52 X X X X
varinha 50 X X X X
querer 50 X X X X
balcag 48 t X X X
vender 48 X X X X
selg 13 X X X X
cortado ag x X X X
chapey 47 x X X X
escrever a5 X X ‘ X
febre 15 X X 1 X
reza i4 X ' X X
ser 41 X X X X
mando q1 X X X X
elefante 13 t X X X
trazer 36 X X X X
branco 36 X X X X
secar 35 X X X X
1nverng 3] X X X X
semente 3R X X X X
reparte ¥ X X X X
bando l ! X X X
ordem 27 ! X X X
camisa 27 X X X X
divertie 21 X X X X
enxada 20 X X X X
agradece 17 X X X X
rechear 15 X X X Y
ferticerra 15 X X X X
atencag 9 X X X X
imports 9 X X X X
distancia 6 X X X X
composicao . X X X X
desejar 0 X X X X
Total 18 15 7 6 14 21 13 23 '8 14 25 3|

« Low corresponds to 0-33 percent, medium, 34.26 percent, and high, 67-100.



TABLE /4

PORTUGUESE KEY-WORDS TAUGHT M EACH OF FOUR FIRST-rRADE CLASSES

ACCORDING 7O VAR{QUS SYLLARIT PATTEPNS

z 1984
“LTlass A tlass ¥ Tlass U TTass O
1. Patterns (V ar ¥y or Cv¥ or CYvn

B o/ bola (batl) bule** (coffeepot) bebe (baby} banana** {banana}
¢ (before a,0,u}* n/ caselo*® {comel) Caracol**es  (snast) cavalo (horse) caco** { shard of glass)
¢ (before e,1)° /84 cebala (on1on; C1rcoes  {circus) c1dade {city) cebolace {onion)
¢ {before a,0.u, {Brazriran

\ntervocalic)® i/ onga** wildcat! palhaco  (clown} palhaco {cVown) palhaco*® {clown)
4 [/ dedo (finger) datiave (danira) doce {sweet) dego { finger)
e €/ facs {knife) faca** {knife} faca (knife) faca** {knife}
g {before a,0,u} /a7 gato"* (cat) gato*® {cat) qato {cat gate** {cat)
9 (before 2,1} j2/ girafa** {qiraffe) girafs {giraffe) NA NA gewa*® {(yolk}
N /67 homer: {man} harpa®*se (harp) - - noje {today)
. 144 Janela {window) Jacare“r (alligator) janela {window) janelac*" {window]
1° N/ Tuva (glove) tobo** (voif? 11mao { 1emon} fatac® {can)
a* /m/ nanye € ] minhoca** {earthworm) macaca {monkey) ®acaca®’ {monkey)
n* /n/ navio** {ship} nenem**..+ (bavy) caneca {mug) navip** {ship)
P e/ papay {daddy) pipac* (x1te) pata {duch) pata** {duck)
q Jkwa/, kwa/ taquara®® {bamboo ) qQuadro (prcture) - - quadro*® {prcture)
r /R/ rato’* (rat) rato®* {rat) rato (rat) rato** {rat)
r {intervocaliic)* /r’ barata** {cockroach) girafa {grraffe} barata {cockroach) gtrafas* (giraffe)
s* /s/ sapo** (toad} sapo** (toad} sapo {toad} sapo*” {toad)
s {intervocalic}® 1274 quisado {rash) casaco*** {coat) rosa {rase) rosa*e (rose)
t* ny tatu** {armadillo) torre**++ (tower) taty (armadilip) tatu** {armad1110)
v In/ ¥OvO {qrandma ) vaga-lume** (firefly) vacs (cow) uva’* (grape)
x* 78/ xargpe** {syrup) Xaveco** {Xaveco) xale (shaw!) xajee* {(shawl)
x {intervocalic) /ks/ taxy*e {taxicab) - - - - - -
x {before e,1,

tntervocalic] /s/ trouxe®* {brought} - - - - - -
z {intervocalic) 12/ exame** {examination) - - - - - -
1 it/ 1ebu {1ebu) zebra?®  (zebra) 1322 (2aza) zebyt* (zebu)

2. Pattern (CV (digraphs)

ch* 5/ cachorro® s {dog) chave (key) chaleira (kettle) chave {key)
h (intervocalic) /?/ abeiha** {bee) abelha** (bee) coelho (ravdit) abelha** (bee)
sh {intervocalic}* /n/ galinhg** (hen) aranhg (spider) ninho {nest) galinhs*e {hen)
rr (intervocalic)  /W/ barraca** {tent) Jarratev {pitcher) ferradura  (horseshoe) qarrafs®s  (bottle)
ss {intervocalic) /s passaro®* (bird) passaro***(bird) 0330 {bone) passaro**® (bird)
qu (defore ¢,1) Ig/ foguete** (rocket) guerreiro {warrior) foquete {rocket) guitarra®* {quitar)
qu (before e,1)* Y periguito”* (parakeet) quilo (kito) quero-quero (Brazilisn queijo**s+  {(cheese)

Yapwing)




TABLE 24

Cont inved
= TTass K Tlass B Tlass C Tlass U
i 3. Patterns V¥( or CVC
1 {final)* vy sol*” (sun) caracol®® {snari; alto {hron) alfinetec [pin}
» (final)* /n/ posba** {pigeon) Vimpa*** {clean) emoada (meat poe) pomba {pigeon}
n (firal)" nf pwntinho** {chick) anjo (arnget) onca (Brazilian wildcat) anzol** {fiyshhook)
r {final)* IR/ arvore** {tree) urso** {bear} arvore {tree) arvore*® (tree}
s (final)* 129 esquilo®* {squirrel) esquilo  (squirrel) escova (brush} escova®® [brush)
n (final) /st sexta-fetra®® (Friday) - - - - - -
1 (final) /2/ Yuz** (11ght) rapaz (boy} faz (does) dez** (ten)
4. Pattern C‘ Cz v
Cz = /rf
bre €, = /b/ braco** {arm) brinquedo (toy) braco (arm) braco** (arm}
cr® 6, - s crianca*® (chyig) crianca {child) cravo {carnation) cravo*® {carnation)
dr &, = Jo/ padrinha*® (godfather) padrinhn  (godfather, pedra {rock) madrinha®®  {goomother)
madrinta  godmother)
fr ¢, = /f/ frutas (frurt} fraco’** (weak) frade (monk } fronha*" (pr1lowcase)
gre G = 9/ grilo** {cricket) gravura (picture) grato (grateful) grade®* (grate)
pre ¢, - /p/ prateleirg®® {(shelf) primavera {snring} oratass (beach) primavera {spring)
tr* ¢, =~ /v trigo (wheat) trabalno  (worx) trapo {raan} trige** {wheat)
vr G = v Tivro®* {book } Trre {bock) lavro {plouan} livro** {baax)
CZ = /Y
bl cI - /b/ blusa** {blouse)} blocos {writing pad, blusa {blouse) blusa** {blouse]
carnival grouo)

o €, - sl classe (desk) claros {clear) NA NA classe {desk)
f1 M AL flores®* {flowers) flautals (flute} flecha (arrow) flautz®es  (flute)
9! [' « /9 globo** {9lode) globos (qlobe!} NA XA qlodbo** {giobe)
pl E‘ o Jp/ placa** (number plate) rlacas {number plate) placa {(number plate) placs** {number plate)
13 C‘ - Jt/ atieta (athlete) atletar (athiete) NA NA atlets {athiete
vl C, - /v/ Yiadimir (viadtmir) - - . - N

Yotal of patterns 55 50 48 50

Total of words L1 51 44 50

Total of NA - - 4 -

Total of key-words wn the Primers 18 20 HA 43

Syliadic patterns which were part of the spelllna test, toteling 32,

Key-word indicated in the primer used in each class.

fFirst word in pupils’' notebooks, not necessarily 3 key-word.

Pattern probably taught by another teacher, not indrcated in Teacher B's recards.
Sylladle more compiex than the specified patterns.
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TABLE 26
PACING AND SEQUENCING IN THE LITERACY PROCESS — SCHEDU
OF PRESENTATION OF CONSONANTS IN EACH SCHERULE
JOF FOUR FIRST-GRADE CLASSES

1984
Months School  c1456 A Class B Class € 27907 c1yss 0
Days Days

March 12 ] - - - -
April 19 4 2 1 19 2
May 22 6 5 2 26 4

March-May 53 1" 7 3 - 6
June 20 5 3 3 25 6
July 17 5 4 3 19 8
August 23 9 13 6 23 9

June-August 60 19 20 12 - 23
September 18 8 7 6 18 J
October 21 17 R 7 23 18
November 20 - 5 20 20 -

September-November 59 25 23 33 - 21
December 8 - - - 8 -
To al 180 55 50 48 180 50

Source: Table B5,
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CONGRUENCE AND INCONGRUENCE OF STATYS

TABLE 29

ACCORDING TO TEACHE™ avp CLASSMATES”

tACH OF FOUR FIRST-GRADE CLASSES
4

ATTRICUT IO In

OCTOBER, 198
Class A - Class 8 —_ Class € —_ Class D - T
— 3 —_— S _— S —_— S |s
Pupil’s Identrfication |2 Pup11's Ident1fication|,0 Pup1l’s Identification| 2| Pupri's Identification)® |[,°
Congruence of status
Very high - - 14,4748 .55 q -
Migh 2,3.4,9,12,15% 6 17,19,20,21,29 S 132,16,46 3 60.65.75 .80 q
Med wue 16 1 23,25 31 3 13,38.41 3 61,63.66,69 4
Low 10 1 27 1 - 10,7374 ]l
Very low - . - 7 1
Total v 9 19 2 19
Percentage 53 59 32 n sz
Incnngruence of <tatus
Type one
Yeacher's Class-ates’
attribution attripution
High Megium 6,13 2 28 1 37,39,40.49_50.54,57 ? 59 !
Medive 7,8 2 18,22,24 k] - 62,64,68,72 4
High - - 42 ! -
jotal 4 4 g 5 21
Percentage <7 n 33 25 10
Type two
Teacher's Classmates:
attribution attribution
High Yery high - - 35 ! -
Medium High 1,5,14 3 R - -
None Low - - 43,44 45,57 58 5 -
Total ] - 6 .
Percentage 20 0 25
Total 15 13 24 17
Sources Tables 52 to 55, in Appendix,




TEBLE 313
PUPILS' CAREER IN SCHOOL — CLASS A *

19e0 - 1987
PupiT”s Encollment in Kindergarten, S 1 i i
Identification g , Special Education, and Inityal Grades
Number 1980 1981 1387 1983 1984 1985 1986 1987

1 1 1 1 2 2 4
2 1 1 1 2 3 4
3 1#* LS 1 1 ! 2 3T 4
4 1 ! 1 2 3 k|
5 K** 1 151 1 2 3 3
6 1 1 1 2 3 3
7 Kre* K K LS freit 2 3 3
8 1 1 ;1 1 ! 2 2 3
9 1** LS { 1 t 2T

10 K***LS K 1;SE 1 1 NP T

11 1 1 IR}

12 1;SE;1 1 1 2 3LS

13 1,1,SE 1;1 1 1 2 CE

14 131 1;SE 1 1 1 2LS

15+ il 1;1 1:S€ SET 1 £

16 Kree K 1 1 1 2 NP LS

*  Abbreviations: X - kindergarten;

SE - special education;

NP - nonpromoted,;

Ct - cancelled enrollment;

E - eliminated by the school;

LS - left school;
T - transfer to another school.

*+ Enrolled at another schocl.
*xv CEAPE .,

+ Attended kindergarten at another school, in 1979,
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TABLE 34
PUPILS" CAREER IN SCHNOL — CLASS B *

1960 - 1987

Pupil's Enroliment in Kindergarten, Special Education, and Initial Grades

dent f ication TO80 1987 1987 19837 1983 T985 7986 T987
umber

1‘.

17
18 1
19

20

21 1
22 1
23 1tt I
24 1 LS
25 1
26 K+ LS 1;1 1
27 i
28 !
29 L i 1 LS
30 Lkl 1 1 LS

31 1

-t

gt W wmd gt b oS Wt wmh i Pt b wel vt
—
— -

- PNINNNIANINN

L LW

—
—
—
v

i
=N WWWWwWwwas

Lo NN W WD W

-t
©

1
1;1 LS 1 LS
1 NP T
1 2 LS
1 LS

1 2 LS 2*** LS

-
-

— —
- -
b
-
w

*  Abbreviations: K kindergarten;
NP - nonpromoted;
LS - left school;

T transference to another school.
*+ Enrolled at another school.
*** Adult elementary school.

+ CEAPE.




TABLE 35
PUPILS' CAREER IM SCHODL — CLAZ5 C *
1980 - 1987

oy

i1's K
lan:‘ﬁlaﬁoﬂ Enrollment 1n Kindergarten, Specia) Education, and Initial Gndes_
Number kL Y58 k. %3 :

32
33
34
35
36 1.5¢
kY
38
39
4
pH tesLs
42
43
44
45
45
&7
L].] | A for !
49
50 LS '
51
52 !
%3
54
5% L 1 2 3tLS

118 11
2‘1’ 1 ] 2 3 NP LS
58 ] 1 NP LS
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. Abbreviations. & - kinderqarten ; LS - left school,
SE - special education; T - transference to another school.
NP - nonprosoted;

**  Enrolled at another school.

e4e  Adult elementary ichsal.
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TABLE 36
PUPILS' CARELR IN SCHOOL — CLASS D *
1960 - 1987

Pupil's Enrollment fn Kindergarten, Special fducation, and Initia) Grades

Identification e . .0 ae
. 1980 1981 1982 1981 1984 1985 1986 1987

59 ! 1 1

60 T,

1 1S, LS

52 X X 3

63 1

64 1 i,

£% X 1Ls 1S ¥ 215

66 1S LS J

&7 t LS j1*** S

68 115,1¢ 1S 20 NP LS

69 1 } 1 LS

10 1 1 LS, S 1 LS !

n 113 1 LS |

12 ' 2

13 1 2
! t
1 2

3
3

—— g

]
] 1
1S !
LS !
1

At e o o e B

NN W
Gk b

4
15
16
11
18
19 . 1 NP T
80 1 21 Jeee (S

81 LS

82 LS
B K

1T

-.._..
-t

e

1 RP LS

* Abbreviations K - kindergarten, 15 - left school,
NP - nonpromnted, T - transference 10 ancther school,
E - eliminated by the school, D - deceased.
e Enrolled at another school before 1984 (exceptions. Pupfl 64, and Pupi! 68, first enroliment).

**0 Adult elementary schoo!,
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PUPILS WO FERTISTED KT 7wl S0 a0

195 . 19R?
Grade 1n i N _Liass ¥ 7
Pupils Wno Persisted at trne School Merch 'wjih,s A Class B Clage £ ﬁ':en;}: ry WE_‘l‘ yir:
Pupils who attended the schoo! from 1384 to 1987
Promotes every school year Fourth ! 134 12 59
H 18 1) &2
3. kL
35
¥
v 1y
Narpromoted 1o fourth grads oece Tnird P 9 19 51 .
5 26 4?
[1 b
N 22 4
Monpromoted to third grade once Thtra a 23 &0 63 73
] &4 s
42 3
Nono-omoted 10 tecord grage onte Trird 38 74
LR
L1 4
Monpromoted to second grade once and third gnie Second 45 ]
Pupils who left tre school and returned
Left and attended second grade atain Third 65¢4s 1
Left and sttendrd First grade again Third 23se !
Nan-encolled one school year Second 25°%°" 1
Left teice snd nonpromcted to second grade onre Firse 260 1
Total 8 10 i4 7 3 42

Sources
*

*4

Tables 33 to 36, in Rppendix.

In 1986, attended another school (third grade).

Left the srhool in Mcvember 1584 gimost promoted, returned, bdeing in third grade §n 1987

In 1984, promated to secord grade, $n 1385, stayed out of schoc!, in 13536, attended first grade again,
being promoted for the second time to second grade, §n 1987, attended second grade

Left the schogl in May 1983 {n 15835, returned and left sgaln In May; in 1986, attended first grade for the
entire schoal year, deing nonpromoted, in 1987, attended first grade again, though only suditing ft.

lea 1984, nonpromoted, in 1985, sttended the reqular first grade again, being promoted, in 1966, transferred
to the adult non-graded elamentary school — Yevel one, successfully accomplishing what corresponds to the
regular second grade, in 1987, continued In the same evening program —level two, (t being possidle for Me
to have complerted what corresponds to reqular third and fourth grades by the end of the year.

Promoted to second grade In ;gan, jeft the school in May 1985 while ir second grade; in 1386, attended

second grade again, being promgted, and attending third grade {n 1987,




€ T#BLE 3R
- PUPILS WHO TRANSFERRED TQ NTHER SCHOOLS
1924 - 1987
tast Class D
Pup1ls lino Transferred to Otrer 5chools Successful Class A Class 9 Class C Repeaters New Pupils Total
Grade
Pupils who transferred, not returning
During *hirg arade Second 46 75 2
After oromotion to third nrace Second 47 !
After nonpromotion to third crace Farst 66 !
During sccond qrade First 9 48°* .49 3
After promoti10n to second arace First SQ+= 1
After nonpromotion to secend grade None 10 27 51 3
During ‘irst orafe None 1" 52 16
53 17
Class and schonl transfers First ;go ?
Pupr]l who left the schoel, returned and
transferred to ancther school First G4¢eee 1
Total k] 1 9 [ 5 19

Sources Tables 31 to 36, in Appendix.

b Promoted to second grade in 1984, left the school 1n May 1985 while 1n second grade, and transferred
n March 1986.

** Non-enrolled in school 1n 1985, stayed out of school until transferred

**¢ Promoted to second grade in 1984, left the school in May 1925 while in second grade, 1n 1986,
dttended second yrade agsin, and transferrad 1n August.

+ Class and shift transferred in Augus‘ 1984, and was rctsined in first grade; in 1985, attended
first grade again, being proroted to second grade, in 1986, attended second grade but was retained,
in March 1987, transferred to snother school,




TABLE 15
PUPILS tHD LEFT THE SCHOOL

p 1984.1987
¢ Schoo! Last Class D
4 1s who Left the 00 z c T
uptils VCﬁfssfu! Class & Class 8 Class € Bepeaters New Pupiis otal
rade
Pupils who left the schoal, returned and left
aqan
Without failing Firgt 80¢ 1
'ione 67+« !
After farling the second grade Sone 68ess !
Pupils who left the schorl without failing
During trird qrade Second 12 55 2
Quring seccnd grade First 13 28 3
14
After promotion to second jrade First iqee 29 4
During first grade Nane 30 56 69 81
a2 9
Pupils who left the school after
nonpromot 1on
After nonpromotion to fourth grade second 57 !
While repeating second grade First Iteee !
After ncnpromotion to third grade Fairst 16 !
After nonpromotion to second grade None 58 8ee 2
After two nonpromotions to second grade None 70 1
Deceasec while repeating first grade None 11 i
5 4 4 S 4 22

Total

Sources Tables 133 to 36, in Appendix.

* Cancelled enroliment.

**  Enrollment not accepted by the 17spector who functioned as a monitor of "undisciplined™ pupilts.

*** Promoted to second grade in 1984; in 1985, when attending second grade, final examinstions not taken;
in 1986, transferved to the non-graded zlementary school — level one, corresponding to regular second
grade, leaving it in May, and rot being enrolled in 1987,

. Fina) examinations in third grade not taken — considered noapromoted; left the school in 1987,

++  Left the school n August 1984 while in first grade; stayed out of school during 1985; in 1986, attended
the adult literacy program, leaving {t in August; in 1987, not enroiled at the school.

+++ Left the school on November 1, 1984, in 1985 attended the mon-graded elementary school, level one —
corresponding to regular second grade, and failed 1i; since 1986 not enrolled at the school.

. Promoted to second grade in 1984; in September 1985, ieft the school while in second grade; in 198§,
sttended the non-graded elementary school -~ leve! two, corresponding to regular third and fourth grades,
leaving it in May. nat enrolled in 1987,

es Transferred to Kindergarten {n May 1984 by Teacher D; in 1985, nonpromoted to second grade; not enrolled
at the school since 1986,
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TABLE 40
PUPILS' CHARACTERISTICS AND THEIR SCHOOL CAREER BEFORE 19P4 . [{ASS 4

Schaol Tareer Netore 1904

Puprl’s oy
ldent1fication Ser Age ([;i;:;c Mealth Religion Kindergdrten Special fducation irst Grade
Number - e Number Number Number Number Mumber Number Number
of Years of Teachers of Years of Teachers of Years of (lasses of Teachers
] F 9y Im B Gaod C - - - - 2 2 2
2 o Yy W Goad ¢ - - - - 2 2 2
3 M By 9m N Farr C - - - - 3 3 3
4 F o Qylim N Farr ¢ - - - - 2 2 3
5 F 10y %n 8 Good C 1, 1 - . 2 3 3
b M 10y 'm W Good C - - - - P4 2 2
? M Ty W A C 3 & - - - .
8 Fot0yi0m W Good C - - - - 4 5 4
9 M 9y 4m W Good ¢ - - - - s 3 q
10 M 9y Zm M Poor C by ? 2m 1 ! and m 2 k|
| R I f 10y Sm W NA C - ~ - - 2 2 2
12 M 10y 8m W Poor C - - In ! 1 and 8m 3 4
13 F 10y 6m W Good C - - in ! 2 and Sm 5 )
14 F 12y 2m W Poer C - - In | 3 and 2m 5 6
15 M 10y 80 B Good C 1ee 1 in .20 Tn 2 2 and Sms q 5
16 H 9 s 8 Good C 2 3 - - 2 2 2
¢ W stands for white, and B, for black.

b C stands for Roman Catholic Church,

**¢  [ndicated for the summer recuoeration session, but did not attend
. Attended another school for one year

4. Attended kindergarten n another school 1n 1979,




TABLy 11
PUPILS' CHARACTERISTICS AND THEIR SCHOOL CARffe BEFIRE "3R4 _  a.. g

School ‘areeor etiice 13R%

Pupil s £thnig S - -
ldentificatron les Age Group Health Hfeligion Kindergarten Spectal €ducatinn Firgt Grade
Numter ¢ ' Number Number Number Number Number Number Number
of Years of Teachers of Years 3f Teachers nf Years ~f (lasses af Teachers

e — e e oL

17 Mo 10,11m M Fair ¢ - . N N -

18 Mo Hyiom W Far C - - - - ? N :

13 £ 10y m 8 Good C - - - - s § 1

23 2 2, om - Good C - - N | 1 1

21 M 12y om L] Googd c - - N 3 L

22 L] 9y #m 8 fair C - - - . 2 2 ]

23 F Sy B Good C - - - R 1. ] 1

24 M 9y 5m M Farr C - - - - ? 3 3l

Py F 9y im 8 Good C - - - . 2 ? 3

26 M 9y Im W NA C } ! - - 3 4 S

27 M ByiOm L] fFarr € - - - - 2 3 3

8 F 9y 6m 8 Good C - - - - o 2 2

29" M Yy Im W fFarr P - - - - 3 q 5

30 M o1y Im L) NA C - - - - 4 5 5

i M 13y Im L] Poor C - R - - 2 2 2

. W stands for white, M, for mylato, and B, for black,

b C stands for Roman Catholic Church, and P, for Pentecostal?
Gee [ndicated for the summer recyperation session, but did not attend,
. Attended another school for one year
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TABLE 42
PUPILS® CHARACTERISTICS ANU THE'R SCHOOL CARLEP REFNRZ jOR4 _ CLASS C

School Career Before 1984

Pupil's

Idgntnfrcat§on Sex Age E::C;c Health Rel:gton Kindergarten Special Education First Grade

Numper - Number tiumber Humbe - Mumber Humber Number Number

of Years of Teachers of Years of Teachers of Years of Classes of Teachers

32 f Gy 7m W Goad c/e - - - - 1 1 !
33 fF 9y Ir M Good C - - - - ! e H
Jdene F By Sm M Fair C - - - - i 1 !
35 F Iy “ Good C - - - - 1 ie 1
36 M Byilm M Fair ¢ - - Im;4m 1 6m,5m 20 2
37 M 8y2m W Good C/E - - - - 1 \ 1
3B M 2y 7 W fair C - - - - 2+ 2 2
19 M 8y 5m M fFair C - - - - 1 ! L
40 Fotiy10m W Good C - - - - 1 1 !
49 F 9y 2m W NA C - - - - 2+ 2 2
42 M By B8ams B Good c - - - - 1 1 '
4} F 9y W fair C - - - - ' ] }
44 H 9y 2m 8 fFair C e i - - 2+ 20 2
45 F 9y /m W Fair C - - - - 1 19 1
.6 M 9y Sm M Fair z - - - - 2 3 3
47 M 7y 9m M Fawr C 1 and Im. 2 - - 2m 2 2
48 M 1Zytim W Fair C - - - - Jee MA NA
49 F 8y 7m W Good C - - - - ! 1 1
50 F 10y 5» 8 fair C - - - - 3 4 8
51 M By Sm W Farr c - - - - 1 te {
52 M 9y sm Poor C - - - - 2 3 k]
53 M By 9w W Fair c - - - - NAsos HA NA
54 M 8y mm W Good C - - - - 1 1 1
55 fF Ryeém B Good C - - - - 1 ! 1
56 M 9ytim o NA L - - - - 1 [ 1
57 M Iytim M Good C - - 1 ! 1
58 F Iytom Lo} Gocd C - - - 1 | 1

. W stands for white, M, for mulato, and B, for black.

*® C stands for Roman Cathoire Church, €, for Evangelical; L, for Lutheran; and P, for Pentecostal.
**¢ Attended the summer recupe-ation session, but failed,

. Attenced another school for one year.

e+ Attendec anather school for two ears,

eve Enrolled 1n 1984, trancferred Defore interview

[} Only 1n1tiated the process of literacy, wn 1983




TABLE 43
PUPILS' CHARACTERISTICS AND THEIR SCHOOL CAPEER BEFORE 1984 — CLASS D

School

Career Before 1984

Puprl’s -

Identification Sex Age g:gc;c Health Reiigion Kindergarten Soecral fducation First Grade

Number . Nusbe Number  Mumber Musber  Mumber Numcar Number

of Yea~s of Teachars of Years of Teachers of Years of (lasses of Teachers

59 Foly W Fatr C - - - - 3ree NA NA
60 F By 5m M fFarr C - - - - Im**® Bm*** KA RA
6! M Byla M Fair C - - - - e NA NA
62 M By im M Good C Jree NA - - tmet NA NA
63 F 10y tm 8 Good C - - - - jree MA NA
64 M By Bm W Fair L - . - . i ¥ 1
65 M4 Gy dm W fFair C [eee - - ime*e Bmee* NA L1
66 4 Gy bm W Fair C - - - Qwee NA NA
67 M ofly S W Fair C - - - - NA NA NA
68 M 14y 3m W NA C - - - - fm,7me** 2 2
69 F tiylim W Good C - - - . 2eee NA NA
70 F 9y 5« W Poor C - - - - Jer- NA 1
11 F 0y Sa W Fair C - - . . 2000 NA NA
12 N Jyilm ¥ Fair C - - - - - - -
13 M By 9m 8 Good C - - - - - - -
" F o 9y I NA c - - - - . - -
75 F Sy 9m o] Fair C - - - - - - -
76 F Iy 'a W fFair C - - - - - - -
77 F 6y tm NR Good C - - . - - - -
78 M By 3 W NA C - - - - - - -
79 M By im # NA € - - - - - - -
80 F tly Sm W Fair C - - - - - - -
81 M Iylim W Faiwr P - - - - - - -
82 F 8y 6m W NA C - - - - - - -
83 F 6y 7m W NA MA - - - - - - -
- W stands for white, M, for sulato; B, for black; and I, for Brazii an Indian.

ee C stands for Roman Catholic Church, L, for Lutheran, and P, for Pentecostal.
se»  Attended another school before 1984,




TeBLE 44

CHARACTERISTICS OF PUPILS' FAMILIES — PARERTS' SCHOOL IMG, OCCUPETION, FAMILY [rCOmE . NUMBER OF DiPEMDENTS,
INCOME PER DEPENDENT, FARILY TYPE, MUSMBER OF CHILDPEY AND DMELLING

’[‘\1 CLASS A
E —
. $ Vings, Occupation ** .
Pupt1's chool i i’ Family  ymer or  Income Fantiy Troe Number of  Slum
m“.mn“"““m Mother Father Mother Father income Dtp!ndrcnots per t ‘5‘ in (Midr:n Dwalling
LA R ] -h'l
r uﬂeﬂd'ﬂt Birth .‘ 1984 e+
{
\ &th 3rd Haitress Carpenter, .38 S .18 442 § 3 Yes
mson
2 &th Righ-scheol: Grocer Grocer 1.36 7 .19 CNF 1 H No
nd
3 2nd 113 Maid Carpenter: 1.40 7 .20 CNF 1 6 Ho
painter
Ird 11literate  Cleaner Hodman N 1 A CNF 1 9 Yes
Sth 5th Cleaner Gardener 1.00 9 0.1 ({13 5 7 nA
(NA) {Driver)
3 I1Yiterate Sth Cleaner Lieaner A ] NA NF 4 8 Ho
(na) (Homemeker)
7 Nigh school- Elemeniary  Homesaker Taxi-driver 2.00 (] .70 CNF i 2 NA
ircomplete 3chool:
incomplete
8 13t I11iterate  Cleaner Hodman NA 8 m CNF 1 6 Ves
] " Ird A Painter 1.58 3 .53 NF 4 ] Tes
(2na) (Homemaker }
10 Sth Sth Waitress Bus inspector 1.92 4 .48 CNF 1 2 No
n 5th Sth Homesaker Jrucker 2.10 8 .28 CNF 1 H Mo
12 Seh I11tterate Babysitier Larpenter; .65 4 .16 {NF 1 2 Yes
aason; patnter
13 Ird Sth Homesy ker tockimith NA 8 NA NOM [ 6 Mo
1" a“h [111terate  Babysitter Carpenter; 6% ] 18 <. 1 2 Yes
sas0n; painter
15 2nd IMliterate HMatd Mason 2.%0 4 .70 [ i 2 nA
" Nliterate S5th Homemasor ason .56 [ .08 F 1 & Yes

*  Grade attended in school.

**  Informatfon adout stepmother or stepfather, tn parentheses,

*%% Mepsured taking 83 unit the minisue selary worth firty-seven thousand, one hundred and twenly cruzeiros, from Novesber 1383 up to Apri] 1964,
varying, in this perfod, between one hundred and nine dollars anc eighty five cents,and forty-efght dollars and five cents, (gﬂMO Central do
Srasil 19 {Movesber 1983).304, 20 gluqun :9343 218,342),

. %?F n::ds(fz: cm;ju 3 !(n;j’l!tr femily, NF stands for nuciear family, MDP siands for mon declared parents in the birth certificate, specifying

ther (M) cr Yather .

. kaﬂq of the codes —1: same constitution ¥s in the child's birth; 2 only sother; 3: oaly father; 4- father ard stepmcther, 5 wsother and

stepfather; &: fathar and sdoptive mother, 7 adoptive parents; 8: relstfves as parentd’ substitutes.
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TABLE 4%
" - CHARACTER[STICS OF PUPILS' FAMILIES — PAPENTS' TCHOOLI®n, NCCUPATIM™, FAMILY [MCOME, MIMEER OF DEPENNENTS,
T INCOME PER DEPENDENT, FAMILY TYPE, AywBEs NF CHILPREM AND DWELL IM0
CLASS B
Pupil’s Schooling 7 Gccupaticn *° Family Mumber of lnco:e Fam:ily Type Ruwber of $1om
ldentification Income Dependent g Dep::den! At the Initdren Dwelling
wumber Mother Father Mother Father roe Child's  oag.
Birthes
17 Sth il1l1terate Cleaner Hodman .96 7 .14 4. 1 6 Yes
18 ina rd Homemaker {arpenter HA 3 NA 13 i 4 NA
19 1iliterate st Hememaker Hodman .51 5 . fF 3 2 Ho
20 ire 7th Babysitter Messace boy 1.05 2 .82 CNF 2 2 Nc
2! 4th S5th Cook Mechanic .84 7 12 ourF 1 [ Yes
22 A ath nA Mechanic HA 9 xA DM 8 '3 L
{I11{terate) {Homemaker)
21 11literate 1t Homemaker Mason 1.05 ] .18 nF ! 5 Tes
24 4th NA Waitress NA .88 4 .22 nDF 5.8 2 rA
(4th) {(Bus conductor
unempioyed)
25 Sth Sth Oressmaker Trucker NA 8 NA NF H 5 fio
26 Sth Sth Cleaner Installer of tlinds .63 7 .69 MF 2 3 No
27 Ire ire Homemak2r Shoemaker 1.75 5 .35 ENF 1 2 Yes
28 2na NA. Maid. NA. .54 6 .09 NF 5 6 Tes
{NA) unemployed {Policeman)
29 Ath NA Cleaner NA NA 6 NA («,13 S 4 Yes
{(5th) {Grocer)
k [/} 4th ath Cleaner Cabinet-maker NA 12 NA onF 2 10 Yes
3 itterate  Iiliterate Homemaker Hodman ; .88 9 .18 n 1 ) Yes
unemployed

hd Grade aitended ‘r school.
**  Information about Stepmother or stepfather, in parentheses
Measured taking as unit the minimum salary worth fifty-seven thousand, one hundred and twenty cruzeiros, from November 138) up to April 1984,

varying, in this period, between one hundred and ninc dollars and eighty five cents and forly-eight dollars ¢nd five cents. {Banco Centra! do
Brast) 19 [Moveeber1981) 304; I0 [August 1984) 218,342).

* Ueceased.
CNF stands for conjugal nuclear family, MF stands for nuclear family, MOP stands for non declared parents in the birth certificate, specifying

|

|

; {f mother {®M) or father (F).

; +++ Meaning of the codes - 1. same constitution as in the child'sbirth; 2. only mother; 1: only father; 4: father and stepmother; £

stepfather, 6. father and adoptive mother; 7- adoptise parents; 8: relatives as parents' substitutes,

mother and
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TAMLE 44

CHARACTERISTICS OF PupiLs FAMILIES — PARENTS’ SCMOOL IWG, OCCUPATION, FAHILY inCEE, WUMRER OF DEFEADENTS,
ENCOME PEP DEPENOENT, FAPILY TYPE, WMNGER OF CHILORE® AND DMELL!S

€LASS €
» ow
Puprl’e hnowling 2, Octupation Faarly Incoas famtly Ispe o
Teentificsatton othar Fathar Yothar Father incony hocer af oar F ™ wader of c:::‘
Rusoer cae Depandents Depencent  (nila’s “:: Catldren ~
Birthe. ce
32 113 11 Cleanar Retired .38 3 13 [ 4 ¥ ] L1
1 n Sth nA Porter .52 1 .84 ¥ 3 5 L
N ina na Cleanar #odme s .72 5 113 ("2 8 3 A
(n2) {Svoway-Yight
replacar)
15 Sen st Homensder mason 1 935 [ .18 (473 1 3 Tes
)6 Ste Sen Homenaber Mason ) 0% 19 .10 » t [ ] )
3? hitarate na Hoxmmaser (Y} n 13 nA oF 2 7 e
13 1) ttarate nA Cleanar ET Vo0 b) B)) NOF H ? ha
9 Ird Seh Cleanar Canay salaiman 1.34 1 28 i t H h
40 13t RA nosawaser fatater mason  1.M4 ) .19 (¢.2 i ¢ NA
['}] HT 111} Claanar hognsn 8 ¢ 2} oF 1 H n
L 24 RA nA Teacher Palicensn 1 0¢ § 47 (43 ] [ fio
4) L18) A Lleanar NA 1 42 L ] A8 L3 3 L] o
{5¢n) (But <onductor]
4“ Jre 379 Cigsaner Gas station Y 49 $ 30 OnF 1 3 L
attandant
(11 Ind Itlitaryte Homawaker Rajon 140 L] .18 e 1 [ Yes
“ 113 iterate Claamer Maica % £ 1] NF 1 H Va3
} [ 7] atn A Doorsus {1} b} ¢ [ 4 [ ¢ =
iRA) {Commoditins
seller)
1) 15t Sth Cleaner ®a10m 1 a0 5 .29 o $ Y ra
a9 sth High schoal  Murie’s aig Practical aurse i 66 € .8 (&3 ( 3 A
50 Ire tiitterate Meoesabor Meson Noay L ] Rone (¢ 2 1 1 143
5) 1M iterate ird Cook Watchmar PRT] s .42 s y 3 ¥o
Cleanar
52 Ist Jrd Homenahar Patater L7} [ " nF t ] Yes
5) ing [13.) Homemsher Corpenter. Kone 7 None CF 1 5 Va3
wnesplayed
54 11Viterate Rie Cleanar [Ty .56 1 B cnF [ 4 Y13
fan) (k&)
55 n %A Coot na RA ? [ 7] nNF 5 5 A
{ma) {Mason}
56 an ath Homanahy s Mason 1.7% 3 2 nO# ? [ Tag
87 (113 4 Marse’s atd Patnter .52 H .19 CaF H 4 Tas
(%A} (Paintar)
8 5t Sth moia Clvtl geryant 1V Q0 3 .20 » 1 3 KA
40a7rman
’ Grade dltended a sIho0)
**  {aformelion adout stepeciider or stepiather, In parenthases
vee Ngasurad tiking a3 wnil thr minteum 38lary. morth fifty.seven thousind, oné hundreé sad twanty Cruieiros, from Kovembar 1981 up 1o April 1984,
varying, s thiy pariod, detween One Mundrys and nine dollars and afghty flve centy and forty-cighc sailars and five cants {Banco Central &o
BSrast) 19 [ncrember 1983) 0L, 20 [August 1384) 2i8,)42)
v Uscessed
v LNF stamds for coelugel muclesr famtly, & stands for aucler fasily, NOP slands for mon decisred pirents (a the Birth cartificate, specifying
10 mother (W) or father (F)
ves Resalng of the codas -1 sme constitution ay in the chiid's Birth, 2° enly mother, 3 enly fither, € father and 1lapmotMar, § scther and

steplather, § father and sdoptiva mother, 7. sdoptive pareats, § relstive) o3 arsnts’ sudstiteles




TAME 7

CHARACTERIZTICS OF PURILS' FAMILIES — PAPENTS' SCHOOL IS, OFCUSATION, FAMILY [mCAsE, moef? OF DEPENDERTS,
IMCOE PER DESLNDEMT, FAMILY TYPE, WPRER OF CW'LDFEN AX) DWELL (Wt

(2% 3]
- . N ae :
Pupil’s schoaling [, Occupation Family Muscer of 1nCome Fraily Troe Maber of $wn
[dentification Income  Cependents o ""ﬂt T The : Children Dvelling
Mumber mother Fatrer Hother Fazher e ssnce Chite"s :
1984 see
girther
59 §th Ird Leathver Larpenter 153 10 18 ¢ 3 i 1 L %)
artisan
11] st Sth Homesakar Rison 323 (R .30 CaF 1 9 Tes
61 [ iterate 1iiterate Clearar Kason: t 58 7 22 CKF ' s RA
yhaemp ioyed
62 5th Sth Cleaner Hodma 4 2 66 s .13 "f 1 S Ro
€3 11iterate NA Clganer na .34 18 .49 inf 2 9 NA
64 ach “@h Cleaner Carpenter 44 L4 06 nF i L] Yes
&5 ind Sth Homemaier Agchanic 28 3 23 CNF 1 b Ro
111 Sth A Cleaner Qural worker 1 00 S 20 AD" b4 ] Yes
67 IHiiterate A Cleaner NA .42 ] .Ds NDF 2 7 Yes
68 Znd 3rd Hocemake~ Carnenter £ 50 11 5% CF 1 ? Yes
&9 i3t 2th Seamsc-ess Bus conductar 1 7S 7 25 (4.3 ' 5 Yes
70 1literate [1iiterats Cleaner Aason ; 1.58 ? 22 (4,4 1 5 NA
vneaployed
n Sth LT3 Clearer Kura! worker 100 L .20 oM 2 [ Tes
1 4th 3rd Clazner Carpenter 192 9 .2t cnF t ? Mo
73 Ird Ind » Homemazgr « Nodman o .94 [} .18 NF ] '.3 Tes
{RA) {na) {Cleaner) [Baker)
74 13t NA nA Carpenter, 2.10 2 {1 €3 KF 3 ! Tes
hodmsn
unemployed
75 fst 2nd Homemaker Mason 2.10 [3 .33 cnF 1 [] Vet
76 nd fs2 {lz2aner Mason 2 8] § 4 onre 1 4 NA
unempioyed
n NA 5th Mais Painter 2 48 4 .61 (<3 1 2 RA
78 Sth NA Homemap ke - LE 215 5 .55 ROF Y b ] RA
{6tn) {Oriver]
13 8th *A Cleaner A 2 8 1) 4,12 s [ A
{8th) {Carpenter)
80 15t 11l4terate Cleanar Hodman 1.82 9 .28 CNF 1 [ Tes
at 4t [:13,) Hosenaher Selesman na ] WA onrF 1 7 Tes
82 3rg LI} Homemaker Delivery man 1 0% S .2 RDF 5 3 L1
8) High Schoot Sth Burss's ald  (ocksmith 2 8 ¢ .66 4,12 H 2 o
ol Grade sttanded in schocl
*e  Information sbout ttepmother o7 stspfather, n perentheses.
=er messured taking a3 unit the sinimsm salary,worth fifty-sexe~ thoutssd, one hundred and twenty crureircs, from November 1982 up to April 1986,
varying, in this period, between one hundred ans ning doliary and aighty five cents, and forty-eight dollers and five cents. (Banco entral do
Brastl 13 {November 18337 304, 28 {August 1984} 218,342).
. Oeceesed.
* 2:? 12ands snr :o?jggnl ?gs)enr family, KF stands far muclear family, X0 stands for non declared parents {n the Lirth certificate, specifying
e n..??ig‘zr‘gl.°€oais-f . same constitution as in the child's birth; 2. only sother; 3- only father; 4: father and stepmother, 5: mother and

stepfather, 6: father and adoptive mother, 7: adoptive pareniy; &: relatives as parents® substitutes,




TABLE 4f
PUPILS' FIRST.ARADE EVALUATIONS — SCHONL ATTEMDANCE,

TEST SCORES AND OFFICIAL GRAQES N CLASS A
19814
Test Scores Official Grades
{ Pup1l’s Schoo! Communication 1 < ] Frral
dentificatior Communication nmtiation ocCta 1 R Evaluation
Numbe r Attendance Reading Spelling and Expression to Sciences Studres Paliginn
t 100 85 36 10 15 10 100 Promated
2 97 99 16 95 80 30 100 Promoted
3 90 a5 62 30 95 95 100 Promoted
4 83 93 54 80 85 10 100 Promoted
5 a9 94 44 65 80 90 100 Promoted
6 93 96 7?2 85 10 85 10G Promoted
7 99 86 36 52 56 70 100 Promoted
8 12 80 52 65 55 70 100 Promoted
9 9Y 93 30 85 85 90 106 Promoted
10 97 13 0 n 33 50 100G Nonpromoted
1 - 19 - - - - - - Transferred
12 93 94 S6 8% 80 as 100 Premoted
13 34 9 8¢ 10 65 B0 100 Promoted
14 94 92 30 65 80 15 100 Promoted
15 97 91 68 80 60 70 100 Promoted
16 74 87 34 65 55 S0 100 Promoted
* This pupi! did not take the tests.




TA3. L 49

DUPILS' FIBTT-CPADE VALUATIIMG — SCHOGL BTTENDANCE,
TEST SCORES AND OFFICIAL GRADET [N CLAS, F

1334
Pupal § Test Sceres 0fficral Grades
"dentiftcation ) Lehool ] :'na}
Number tiendance Communication  Imitiation Soctal . cvatuateen
Reading Spelling and Expression to Sciences Studes Reiryror

H 33 93 56 87 a0 97 8’ promoted
8 2 A5 30 18 11 9/ a9 Promoted
19 2 32 40 A5 81 33 g’ Promoted
20 33 97 68 R RS EN g7 Promoted
ral 86 84 12 a5 90 109 g5 Promoted
22 78 95 40 72 8% 109 35 Promoted
213 92 85 &4 72 a7 5 Q. Promoted
24 * €5 - na** - - - - Left the school
25 54 36 56 80 80 35 85 Promoted
26 * 21 - - - - - - Left the school
217 14 13 10 39 S0 45 20 Nonpromoted
28 89 91 12 15 8z 75 7 Promoteq
29 99 97 42 82 9¢ 100 8% Promoted
30 * 37 - - - - - - lLeft the school
k3 86 94 44 117 30 97 95 Promoted

¢ pupils marked with an asterisk did not tske the tests.
** Thys pupt! took only the second half of the speiling test




TABLE SO
PUPILS® FIPST-GRADF CVALUATIONS — SCHOOL ATTENDANCE,
TELT SCCRES AND OFFICIAL GRADES IN CLASS C
1984
Pupsl s Test Scores Officral Grades o Fina)
School Evaluation
ldent1f1Cat10n  prrondance Communication Intthation Socral Peliqion
Number Reading Spelling and Expression to Sciences Stuoae”
BY4 98 94 62 87 92 12 Go Promoted
13 96 85 R 64 67 ¢ 70 Promoted
34 99 97 68 aa 82 190 95 Promoted
15 99 94 6 a5 as 100 103 Promoted
36 97 93 56 85 -} 100 ¢ Promated
37 98 9?2 64 a0 90 100 90 Promoted
38 97 91 12 n 67 70 30 Noapromoted
19 98 93 52 80 a0 95 0 Promoted
40 96 83 18 (Y4 19 57 30 Promoted
. 99 14 22 65 1% 15 90 Promoted
L ¥4 99 73 40 [ %] 10 92 90 Promoted
43 S8 19 ] 10 12 15 50 Nonpromo ted
4" 98 56 4 17 23 4?2 50 Nonpromo ted
45 97 19 2 12 9 13 50 Nonpromoted
4% 98 36 62 83 80 10 90 Promoted
4] 93 99 80 94 ] 95 95 Promoted
43 82 99 80 87 85 9% 95 Promoted
43 96 83 40 16 11 100 95 Promoted
50 91 82 22 15 80 35 100 Promoted
51 86 61 02 9 1?2 16 58 Monpromo ted
2 45 - - - . - - Traniferred
53 * 52 - -~ « - - - Transferred
54 Q8 95 28 75 91 95 95 Promoted
55 S9 99 52 91 92 {160 95 Prosoted
5 ¢ 40 - - - - - - Left the school
57 94 9 3¢ 69 92 15 100 Promoted
58 94 ez 0 £ 24 17 50 Monpromoted

* Pupils marked with an asterisk did not take the tests.




TABLE =¢

PUPILS FIAST.GPADE EVALUATIONS — STHOOL ATTONDANCE
TEST SCORES AMU CFFICIAL CRADES (% (1835 D

1984
Test Scores 0¢frcval  Grades
| Pup;] st Setnnd —_— — — e
gentafication o Communication Inmitiation Socia
Kumber Attendance Readieog Speliing and E1pression to Sciences Studies
&9 96 97 14 97 160 97
60 87 93 18 37 q? q9°
4! a3 3 50 6/ 80 80
62 35 93 14 78 10 37
63 91 92 42 75 LT3 H
64 16 82 18 67 85 - I
65 93 99 76 97 37 109
66 91 97 42 85 a2 82
67 " 319 - - - . .
68 48 - . - - .
69 * 64 - . - - -
70 78 79 1] 12 5Q 22
I ] 8z 6% 0 8 12 22
72 81 94 L ¥ 8¢ 96 97
13 80 89 28 99 §2 50
74 5% 80 2 4 14 18
15 936 4% 12 92 97 97
1 * 43 - - . . -
171 52 - - - . .
8° 12 - - - - -
19¢ 40 - - - - .
80 92 100 64 95 90 %0
g1 * 50 - - - . .
82 V7 - - - - .
83 14 - - - - -

Re' qrnr

10C
32
8r
8%
80
8%
160
BS

60
50
160
10
50
140

Final
Evaluation

Promoted
Promgted
Promated
Promoteg
Promoted
Prompted
Promoted
Promoted
Left the school
{efz the ¢chool
Left the school
Nonpromoted
Nonpromoted
Prampted
Prompted
Nonpromo ted
Promoted
Transferred
Transferred
Transferred
Class transference
Promoted
{eft the schooi
Left the schoo?
Transferred to
ktinderqarten

* Puptls marked with an asterisk did not take the tests.
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TABLE S2

TEACHER'S, PUPIL'S ARD CLASSMATES'
EYALUATIONS OF THE LITERACY PROCESS

CLASS A
Teacher s Evaluation Pupil's Answer Classmates' indicattions That
Pupil’s Puprl s Pupil's If He/She [f He/She The Pupil The Pupatl The Pupil The Pup1t Total of Puprl's
ldentification Conattions Progress Couid Would Be Would e Speiled Could Read Could Mot {1),(2), Status
Numbe r for Literacy n Literacy Read Promqted Promoted well Well Read Well (3)
(1) (2) (3) (4)
! hedk Med tum Yes Yes ! 5 5 ! 17 High
2 Good Migh Yes Yes 5 8 < 0 22 Highest
3 Good High Yes Yes 5 S 5 0 15 High
4 Weak High Yes Yes [ & 5 o] 17 High
5 Wedk Hedium Yes oK ] 6 4 0 16 High
6 Weak High Yes oK ) 5 S 3 1] Med ium
7 ~eak Medium Yes Yes ! 0 0 1 ! Low
8 weak Med 1us A little Yes 0 1 0 4 1 Low
9 Goont High Yes Yes 5 3 6 1] 16 High
10 Yery weak Low A little No ! [} o] 12 1 Lowest
] Goaod - . - - - - - - -
12 Good High Yes Yes L} 9 5 0 20 High
13 Weak High Yes Yes 3 3 k] 2 1" Medium
1"® Meak Med 1um Yes Yes 4 7 6 0 17 High
15 Goad High Yes Tes 7 9 7 1 23 High
16 Weak Medfum Yes Mo 2 2 2 3 6 Medium




TABLE 53

TEACHER'S, PUPIL'S AND CLASSMATES®
EVALUATIONS OF THE LITERACY PROCESS

CLASS 8

Teacher's Evaluatton

Pupil’s Answer

Classmates' Indicattons That

Pupil's Puprl’s Pupil’s If He/She If He/She The Pupil The Pupil The Puptl The Pupil Total of Pupil's
Identification Conditions Progress Could Would Be Would Be Spelled Could Read  Could Not (1).(2), Status
Number for Literacy in Literacy Read Promoted Promoted Well Well flead Vell (3)
(1) (2) (3) (8)
17 Weak High Yes Yes 5 5 6 0 16 High
18 Yery weak Med fum A little 0x 0 2 0 3 2 Low
19 Very wesh High Yes Yes 6 8 6 ' 20 High
20 Very weak High Yes Yes [3 9 2] 0 23 High
21 Good High Yes 0K 9 12 13 0 K[} Mighest
¥4 Very weak Med i um Yes 114 c 2 0 3 2 Low
2} Yery weak Hed tum Yes (1] 4 1 3 ! 4 5 Medium
24 Good Hed {un Yes Yes 0 1 1 8 2 Low
25 Weak Hed um Yes ox \ 2 1 6 4 Medium
5 Very weak - - - . - - . -
ra Good Low A little 1] 4 0 0 0 8 0 Lowest
28 Weak High Yes ox ] S 3 4 9 Medium
29 Good High Yes Tes 7 8 " 1 26 High
30 Weak - - - . - - - - -
n Neak Med ium Yes Tes k] 5 5 0 13 Medium




TARLE S4

TEACHER 'S, PUPIL S AND CLASSMATES'
EVALUATIONS OF THE LITERACY PROCESS

CLASS £
Teacher s Evdluaticn Pupi! ¢ Answer Classmates” Indications That
Pugtli’s Puptl’s Puptl’s 11 He/She If He/She The Pupil The Pupil The Pupil The Pupil  Total of  Puptl's
ldentification Conattions Progress Couid wWould Be Would 8e Spelled Could Read Could Mot  (1),(2), Status
Number for Literacy in {iterary Read Prosoted Sromoted Vel Mell Read Well {3)
(1) (2} {3 (4)

32 Yery good High Yes Yes 4 6 5 1 15 High

33 Very weak Med ium Yes No 2 1 2 ] 5 Medium

34 yYery goog Very nigh Yes Yes 6 9 b 0 2 Yery high

35 Good High Yes oK 8 7 9 1 24 Yery hiaoh

16 Geog High Yes Yes 5 5 5 ] 1S High

37 Weak Hign Yes oK 2 2 2 2 6 Mediun

18 Weak Medium Alittle DK 5 3 1 1" 9 Medium

39 Yery weat High Yot Yes 4 3 4 4 " MNedium

40 heak High Yes Yes 3 7 4 4 14 Medium

41 Weak Medtux Yes Yes 3 2 1 6 § Medium

az Very weak High Yes ves 1 1 1 10 3 Low

41 Very weak Nane Yes 114 o 0 (1] 16 0 Lowest

4“4 Yery weak None A lttle Yes ] 0 0 12 0 Low

45 Yery weak None Yes DK 1 1 1 10 3 Low

46 Yery good High Yes Yes 4 6 [ 1 15 High

47 Yery weak \ery high Yes Yes 10 8 9 0 27 Yery tich

48 Yery qood Yery hijh Yes oK 9 8 4 e )] Yery high

(L) Yery weak High Yes Yes 1 ? § S 4 Medium

50 Weak H‘gh Yes Yes [3 2 5 2 12 Medium

51 Yery weat None A little ox o 0 0 ] 0 Low

52 Yery weak - - - - - - - - -

53 Good - - - - - - - - -

54 Good High Yes Yes 3 6 5 2 14 Medium

55 VYery good Ver;, high Yes Yes 13 18 19 0 50 Highest

56 Yery weak - - . . - - - - -

57 Good High Yes Yes 5 2 3 3 e Medium

58 Yery weak None A little [1] 3 i 2 0 9 ] Low




TEACHER'S, PUPIL'S AND CLASSMATES®

TABLE 5%

EVALUATIONS OF THL LITERACY PROCESS

CLASS D
Teacher's Exaluation Pupil’'s Answer Classmates Indicstions That
Pupil's Pupil ‘s Pupil’s 1f He/She If He/She The Pupil The Pupil The Pupil The Pupil Total of Pupil‘'s
identification Conditions Progress Could ¥ould Ee Would B8e Spelled Could Read Could Mot (1).{(2), Status
Number for Literacy ftn Literacy Resd Prowoted Promoted vell Hell Read Well )
(1) 2y (3) (8)

59 Good High Tes Yes 3 3 3 3 9 Med | um
ol Good High Yes Yes 5 4 7 1] 16 Righ
61 Good Med ium Yes Yes 1 0 3 3 4 Med i un
62 wesh Medium Yes Yes 2 0 ! 9 3 Ltow
63 Weak Medium Yes Yes 1 2 3 s 6 Hedium
64 deak Med fum Yes Yes 0 0 2 8 2 Low
65 Coad High Yes Yes 7 7 13 0 27 High
68 Good Med §um Yes Yes 2z 2 ] 5 ? Med ium
67 Good - - - - - - - - -
68 Good Hed fum A littte DK 0 0 3 ] B ] Low
63 Good Medivm Yes Yes 1 4 4 ]l 9 Medium
16 Yer; weak Low A little Dx 1 0 a 7 1 LOw
11 Yery weak Yery low A little L] 0 0 0 8 0 Lowest
7?2 Very weak Hedium Yes Yes 4 { ] 7 2 Low
73 Good Low A fittle Yes 0 0 2 k] 2 tow
74 Good Low A ltittle Mo 0 1 o] S 1 Low
15 Good High Yes Yes ? 9 13 e 29 High
76 Weak - - - - - - - - -
n Good - - - - - - - .
78 Good - - - - - - - -
79 Good - - - - . . - - .
80 Good High Yes Yes 1 12 13 0 36 Righest
8 Neak - - - - - - - - -
82 Veat - - - - - - - - .
83 Yery weak - - - - - - - - -




Tt 4

OURACTERISTICS oF SUPILS PROMOTED FIOM 1984 TO 1986 MWD OF TWOSE WMG FATLED [N 1984, AWO
CRARACTERIST:CS OF TNELIY BESPECTIVE FARILIES

. Koelimg **° o Occwnation » - ez freiTy Troe [ 3 I T T
- : ; — nl L ‘E *; -
3 — e = = = =
b Eg i g "o e Fatnar o taer Father [ & g nild's ":.‘ j‘_‘ Eg ;5 L}
~ > = X T3 wirn Cl- r'i-xté
Pupils dhe Ners Prumeted frem 9B wac(! 1908
' s f Wla A Cesd L33 rd Materess Corpuater, magon | ] 1] (44 ! 1 Jrd 1 T
¢ T I 7 ¥ Goetd (173 Righ-schoal Crecer Grecer t % ) e 4 2 ' ] Sen 4 »
ind
b] A N Iy M Feir 2ue 1114 e ig Carpenter paintcr | 40 7 20 [4 4 t [ (14 S e
' ¢ m oytis B Fate St 1 itarate C aamar Noems s " ? e € 3 f £ Sen 2 Y
18 [ ] " Gy'Om ® fair € FEY] »d Hompme t e r Carpeater a 3 '3 14 % L Ing A )
32 cC fF %m ¥ Geee (/7 13¢ it Clesmer fgttred »x 3 3] woe ? t Omly - M
1 € %= ¥ Coot M 13 [T} Partar 2 1 (1] L 4 b H a@n I~
Jn € F 8 ¥ Fetr  ( I ind C)oaner Hoene & 'y 8 13 4 S ) 15t -
L) (Sutmany -1 tght
replacer
b, ] c £ Iy X Gosd Sen e Mosems ke Mion 188 & 1] nF ' 4 Jrs 2 Ve
» C ® Syi0m w Fair ( Sth Sth Kosseater e ron T e 1] w f [ ] (143 1 A
3 t B ¥ Goed /7 11literaza RA Homesd k¢ - aa moo4 [} (4 2 1 1 $ch A | 5 )
1Y} e 11y ¥ fair (17 Irg teather Carpenter 1 88 1@ i ow ] [] 4th ] =
artyisan
[ 4] e F  SySa ¥ Fate { 13t Aen Momema ke -~ son 129 11 » o~ 1 L ] Sth ¢ Yei
Fupils Vb Fellad 1a First Grada in 1984
0 A W™ Yy2e w Poer ( Sem St Waltress 3 iasnector 192 4 L] o 1 2 tse .- -
1) 8 » 8y)om n Fair C 3r¢ Jrd Nomanehsr Shoemabr e~ 1 3 3 [€ 4 ! 2 1113 - Yoy
3 { W 12yle W fatr € lilltgrate (v} {leamer [ 1] 1% 3 11 noF H 2 ine MA WA
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