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From the Editor
Curriculum is a rather large topic and covers such areas as content, schedules, sequencing, and a host of other topics. In this
and the previous issue of the journal we have spent some time
on ideas related to curriculum and yet, there is much left unsaid
and unexplored. Needless to say curriculum will be addressed

legacy and other topics that relate to a historical view of Mason
and the educational work around her or since her time. Tammy
Glaser will be our editor specialising in articles that will assist
parents and teachers working with children who have special
needs. Jennifer Spencer and Laurie Bestvater will be finding
student work from the homeschool and from schools as well as
finding parents who can share interesting articles on how they
are implementing Mason in their homeschool or co-op, much
like Jeannette Tulis shared with us in the last issue of the Review. Bonnie Buckingham, who is our
poetry aficionada, will be the editor for
poetry. Of course, Megan Hoyt continues her excellent work as our copyeditor.
Dr. John Thorley will still be working
with us providing a link to the Armitt
and as a United Kingdom contact. My
thanks to these individuals who will add a richness and depth to
the Review.

Look for changes in the Review and the website!
again. I know there are individuals who are committed to
working out Mason’s philosophy on topics such as curriculum
on a very practical level. In the future I hope they will share
their work with us. As teachers, parents and principals work out
Mason’s philosophy on a day to day basis, I hope these two
publications of the Review have shed light on a few, and what
seems to me, critical issues on curriculum.
In this Issue
I want to apologise for the lateness of the Review. I had selected two articles from the Parents’ Review for this issue of the
review. My student helper typed them into the Review. Then, I
lost the disc she typed from and we have not been able to edit
the two articles appropriately. After must frustration and deliberation I have decided to include them and hope that you will
forgive any inconsistencies or mistakes you notice.
In this issue we have a number of interesting writers who share
their thoughts and ideas with you. First, Dr. John Thorley
shares some thoughts about foreign language in a Mason
School. Dr. Milton Uecker from Columbia International University in Columbia, SC discusses some issues related to math.
Last June Dr. Uecker shared with our conference attendees a
one-day workshop on teaching young children mathematics.
He will be back this year helping teachers understand how to
teach Mathematics using manipulatives in the upper elementary
and lower middle school grades. Deborah and HollyAnne
Dobbins share how they plan and prepare for a Nature Study
lesson for first and second graders. This isn’t easy when your
building is surrounded by a parking lot. If you saw this mother
and daughter team last year at the conference, you will want to
read their article. Dr. Jack Beckman continues sharing with us
concerning the legacy of Mason. Dr. Thorley and Dr. Beckman
are definitely our Mason historians! Lori Lawing shares how
she discovered an old book and was able to use it in her children’s history curriculum, and in doing so, she gives us an example of integrating literature and history. I continue a discussion on curriculum sharing some thoughts about why I believe
it is important to sequence the curriculum as Mason suggested,
both in view of a general curriculum and with a special attention to daily lessons. Tammy Glaser shares how Lev Vygotsky’s work on scaffolding can be seen through her work with
her autistic daughter. And, finally, I have selected two articles
from the Parents’ Review that discuss curriculum.
Changes in the Review
There are some changes in the Review. It is encouraging and
exciting to share the continuing interest of the Review on the
part of others. There are changes in our editors. Deani Van
Pelt, Assistant Professor of Education at Redeemer University
College and also a Ph.D. candidate is the editor for the scholarly
article. She will be out looking for as well as writing some of
our more scholarly articles. Dr. Jack Beckman will be the
editor of the historical section of the Review. As many of you
know, he is Associate Professor of Education at Covenant College in Lookout Mountain, GA. The articles in this section will
be about some historical aspect of Mason’s life, her work, her
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Website News
On the website, you will have noticed that small but significant
changes are being made. First, James Schorr is the new website
manager, and we are very excited to have him on board. He has
made the website operate smoother and easier to read. MP3
files from the 2007 Mason conference are now appearing one at
a time. His expertise will produce other changes coming on
February 15. One of these behind the scene changes will be the
moving of the website from the servers at Gardner-Webb University to a business that sells Internet space to the public. The
website address, of course, will stay the same. On February 15
we hope to post as much about the conference as we can as well
as a completely new website. James has been working diligently to get it ready. Hopefully the Review will be formated
differently. This might be the last journal issue that is a full PDF
file. With James’ expertise the Review will become more link
driven, which hopefully will allow individuals to print off a
small section at a time or to read one article at a time online.
Currently it is a little cumbersome, but hopefully not for long.
Further, watch in February for a new Mason Blog that can be
linked through the ChildLightUSA website. There will be a
variety of writers for this blog.
Rebekah Brown and Nicolle Hutchinson presented a wonderful
session at the conference in June on narration entitled “Goods
of the Gods: Respecting the Child’s Proclivity to Narrate.”
This lecture is our first MP3 file available on the website. My
lecture from the last conference is also on the website. The
newest one will be Lori Lawings lecture on “Training the Intellect through Literature.” If you enjoy any of these lectures and
would like to let the presenters know, you can do so at
childlight@gardner-webb.edu.
NonProfit Status
Now that we are a nonprofit, we can more clearly define for
everyone the goals and purposes for ChildLightUSA. We intend to do that at the conference this year. In the meantime if
you or someone you know would like to donate to an excellent
educational cause, we invite you to do so. You can send your
donation to ChildLightUSA, Box 7226, Boiling Springs, NC
28017.
I must say thank you to my wife, Andra, who has spent hours
editing my article so that others might understand it better.
And, a thank you must go to Lisa Cadora for her editing on the
article.
I truly hope the Review is helpful and enjoyable for you. God’s
peace and joy to you and your family in 2008. Keep us in your
prayers.
Carroll Smith

The Problematic Way Forward - Miss Essex Cholmondeley Principal, 1934-1937
by Dr. Jack Beckman
Abstract
After the resignation of Miss Ellen Parish, the Ambleside Council
engaged the services of Miss Essex Cholmondeley, who had
played the role of Vice Principal at the House of Education since
1930. Having a more philosophical bent than her predecessor as
well as a penchant for change, Cholmondeley moved the struggling House of Education closer to a more formal relationship
with the State. As a brief transitional figure, Cholmondeley
forged a problematic way forward for the House of Education.
In the midst of sweeping challenges to the training of teachers in
England, what place would Mason’s model continue to have if it
did not address the nature and needs of the surrounding culture?
In what appears to be an inevitable trajectory, Cholmondeley
would usher in a successor who would lead the House of Education through the Second World War and into the arms of the
State.

Miss Essex Cholmondeley, tall of bearing and of aristocratic origins, took the position of Principal of the
House of Education though ‘her father disapproved
very much of her taking a job, this job anyway.’ 1 After
the intensity of Miss Parish’s regime of enshrinement
‘the whole College felt lighter and freer. Miss Cholmondeley was a breath of fresh air… and not afraid of
change. She improved the course by introducing
teacher recognition and a new course of study….’2 The
House of Education presented itself as a healthy organism developing and progressing in its mission.
Nonetheless, the vigour of the whole hid a weakness
that would present itself on the outset of Cholmondeley’s short-lived watch.
As early as 1931, Miss Pennethorne and Miss Kitching
were warning the Ambleside Council of the impending
effects the growing State system might have upon the
PUS and the House of Education. The impact of the
Hadow Report on The Primary School, the downturn of
the interwar economy, and the, as then unknown, decline in population from 1934-1938, which would have
ripple effects through the larger State model, would
eventually cause more long lasting problems for the
PNEU.3 The stark realities involved in the State takeover of intending teacher training and vocation – salary and superannuation schemes – could not be
matched by the schools of the PUS. There were grow-
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ing rumours amongst the students of those who
wished to desert the PUS for the State classroom with
its perceived amenities of life:
It was never very many in my day, but I heard
the talk…. Imagine girls grown up in the
PNEU thinking of teaching in the State. It all
seemed a bit, I don’t know… traitorous, to
me.4
But now the narrowness of the training… and
Miss Mason’s failed hopes of overtaking the
State system… came to rest upon the College.
During Miss Cholmondeley’s time as Principal,
a lot of things happened to make the demise of
the thing sure… student numbers went down
so we couldn’t fill teaching places in the
PNEU… Parents slowly left the PNEU for the
State or larger private schools… And some
PNEU schools – a few at first – began to hire
untrained teachers… not trained in the
College. 5
Under the surface of the movement, from the College
to the PUS, circumstances began to conspire which
called for action from the Council and its new Principal. From the standpoint of the College, whose student population had rested for years at nearly 60, in
January 1935 those numbers were now 47. In 1936 a
further decline found the numbers between 35-37. 6
Drastic measures were taken by the Council in 1935 to
meet the challenge, leading to budget cuts, the curtailing of eminent building plans, and the raising of fees
from £110 to £120. Because the College was not
grant-aided in any way by the State, the raising of fees
paid by the families of intending teachers had its repercussions upon future enrolment.
Intertwined with the complexities of these events, Mrs
Franklin and the Rev Costley-White forwarded motions to the Council which in the prior regime under
Miss Parish would have met with great resistance. Using as arguments the survival of Miss Mason’s ideals
and movement, the well-established progressive agenda
purported by Franklin and Costley-White made its way

again to the fore, now being embraced – warily by Miss
Kitching – in the Council as the direction forward.
With promises made to the Royal Society of Teachers
for certain programmatical changes in the course of
study for intending teachers a letter from Mr. Frank
Roscoe, Secretary of the RST, confirmed that the
House of Education had satisfied the requirements of
training for teachers according to a ruling from their
Council.7 However, House of Education graduates
were given status only as potential members of the
Registry; more work was to be done to elevate the leaving examination and length of the course of study. Yet
for Costley-White and Franklin this became a victory
perceived as a stepping stone to the elusive quarry of
Board of Education recognition.8 What had been
promised that had made the impossible possible?
Knowing that many of the objectives initially given as
reasons by the RST for decline in the first instance remained as roadblocks, Miss Cholmondeley proffered
alternatives and future preferment. Firstly, the Ambleside Council approved University graduates in July
1935 for a one-year certificate of training to begin
summer of 1936. Although few responded to this innovation, its suggestion and implementation were wellreceived by the RST as a way of broadening out the
House of Education model both enhancing its intellectual standing and clientele. Secondly, two year students
of the College would find in January 1936, a new timetable:

towards specialisation was viewed in a favourable light
by the RST. ‘We viewed it with some trepidation at
first,’ responded one Old Student, ‘many of us having
been PNEU all our lives. But we had to keep with the
times, didn’t we? And the scheme wouldn’t toss out
the wide curriculum…. it just added something to it,
something… beneficial to our knowledge as persons.’10

Each student may now be seen to possess in
addition to other well-known characteristics, - a
green loose leaf note-book in which she has
worked out a scheme for the study of some
particular period of History or Art, or some
such aspect of Psychology, Science, or Literature. These notebooks are to be handed in to
Prof. de Burgh for perusal and advice… The
hours for some morning lectures have been
shortened thus leaving time for independent
study in languages, Mathematics, or weak
subjects….9

Although the motion was approved, its implementation
would not occur until 1940, and would not have numerical success until 1945 with the advent of a mandatory three-year course of study.

Having attended the Old Teacher’s Conferences for
years and sat on the various discussion panels at the
hand of Miss Kitching, Miss Cholmondeley was
acutely aware of the criticisms of gaps and narrowness
in the training. Although not a full-blown movement
toward specialisation, the new scheme and timetable
would allow for independent development of intending teachers in areas of interest as related to their vocational pursuits. Moreover any inchoate progression
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Finally, the Council charged a Sub-Committee in 1937
with expanding the one-year graduate course into an
optional third-year course of study for all students enrolled in the House of Education. 11 In the minutes of
the Sub-Committee read before the Ambleside Council
in November 1937, the following proposals were projected:
1. [The course] should include a review of education from Plato onwards, all of Charlotte Mason’s works, and besides teaching practice, a
certain amount of handwork and nature study,
2. That the third year’s course should include
general culture and intensive work in one subject,
3. Third years should have one term’s teaching
practice as minimum, and opportunities of observing and practising in local schools, as well
as in PNEU schools, and
4. Submission of a thesis embodying and illustrating principles and methods of PNEU
philosophy.12

What Miss Parish had resisted vehemently during her
11 years as Principal materialised just as strongly in the
three brief years of Miss Cholmondeley’s tenure. For
intending teachers, the swift changes dared a glimpse
into a world of contemporary education with newer
ideas and methods. Weaknesses in the practices, so
long voiced by teachers in vocation, now found themselves beginning to be addressed in the training. The
short term looked promising – potential teacher recognition, a new training scheme and timetable, an optional third year with practice outside the PUS and specialisation – and all without sacrificing one aspect of
the basic training. The Staff was the same, the Practising School continued to receive its regular complement
of intending teachers, the lectures abided within the
framework of Miss Mason’s books, and the teacherlearner reciprocity applied the realised pedagogy unabated. In effect, the exemplars which made the

method unique persevered, yet something had shifted,
but with what cost? An inevitable trajectory Stateward
was now in effect, with the stakes being the very survival of the College. Salted through the Minutes of
the Ambleside Council for 1934-1937 we find Mrs
Franklin here and there, dutifully performing her
committee-work, penning her correspondence for
support of the progressive agenda, and voicing or
standing behind motions for change.
As a final twist this significant manoeuvre was realised
in the months after Miss Cholmondeley had tendered
her resignation to the Council on 11 January 1937.13
By March of the same year her successor, Joyce van
Straubenzee, was secured and prepared to assume office at year’s end. Asked to serve on the SubCommittee of 1937, Miss van Straubenzee would
eventually formalise the Council’s inchoate entreaties
with the State, thereby embracing and ratifying inexorable accommodation and assimilation to that system.
Under Miss van Straubenzee’s reign, we shall see how
Charlotte Mason’s realised pedagogy suffered the lingering but certain fatal effects of taxonomic drift as
these decisions came to fruition.
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Her letter to L’Umile Pianta dated March 1937 states the awkward position from which she writes: ‘It was with very deep heart
searching that I decided last October that my family duty and my
duty to the College could no longer be combined. A choice was
unavoidable and I resolved to send in my resignation of the office
of Principal. This was accepted in January. On March 16 the
Ambleside Council made two appointments: Principal, Miss van
Straubenzee, and VP, Miss Hardcastle.’ L’Umile Pianta. April 1937.
‘Miss Cholmondeley’s letter.’ Pages 1 and 2.
Although Miss
Cholmondeley left the organisation as a paid employee, she maintained her voluminous volunteer work serving on the Ambleside
Council, the Ambleside Old Students’ Association, speaking at
PNEU conferences, and writing the biography of Charlotte Mason published in 1960.
Dr. Jack Beckman is Associate Professor of Education at Covenant College.
He can be reached at
jack.beckman@covenant.edu.

Is Sequencing and Ordering the Curriculum
Important for Scaffolding Learning?
by Carroll Smith

conveniently call bricks (in this metaphor you
will have to suspend your 21st century concept of brickWe and our children are tragically all too familiar
work as a veneer to the structure) and the tutors supply
with learning that is scrappy, fragmented, and disconthe scaffolding for the owners’ brick laying. Four different
nected. Some children never quite understand, for examowners are building their homes.
ple, how fractions work and then cannot use the concepts
On lot #1 is a home that is both beautiful and
in a true to life situation. Or, children can confuse soundwell constructed, and obviously well designed because it
symbol relationships (in phonics known as phonemic
is connected in lovely ways that make you want to exawareness) and then mispronounce words. As a result this
plore what is inside and outside. The owners are in the
confusion can hinder their learning to read. Just today I
gardens and these gardens are inquisitive and make you
was in a high school classroom when a student asked the
want to see around the next corner. You wonder if P. Alteacher were Iraq and Iran
len Smith might be the designer
the same country.
or maybe even lives there. EveI believe that her layers of a sequential, inteCharlotte Mason
rything about the place invites
remarkably steered clear of
you in, pulls you toward it,
grated curriculum and her use of narration with
this sort of scrappy (or as my
makes you want to stay there for
friend Lisa Cadora says,
its inherent ordered learning are critical to how
a lifetime, and it almost feels as
patchy) learning in her eduit could heal or comfort
Mason avoids fragmented, disconnected learning. though
cational design. I marvel at
you in some way.
Mason’s depth in underLot #2 contains a strange
standing human learning,
picture. On the perfectly maniand I think that years from now, when we have gone
cured lawn sit all the individual rooms of the house. The
deeper and deeper into pulling back the layers of her edurooms look sturdy but are oddly disconnected from each
cational philosophy and pedagogy, we will see the richest
other. To go from room to room you must go outside on
and most comprehensive view of education both philowalkways. Everything looks pristine, clean and sharp. It
sophically and practically that has ever been written. I
feels very bright and intelligent. To avoid overgrowth and
believe that her layers of a sequential, integrated curricuautumn leaf collection, the owner has removed all trees,
lum and her use of narration with its inherent ordered
shrubs, and flowers. The garage is in the front with a
learning are critical to how Mason avoids fragmented,
shiny double garage door that glares threateningly at
disconnected learning.
passersby. Even though the owner has a no trespassing
In this article I want to look at how Mason used
sign, there is evidence of vandalism on this lot. Someone
sequence and order in planning, first in the general curneeds to help this fellow understand how to connect his
riculum and then in the everyday lessons involving narrarooms to make a house and how to bring some beauty to
tion. To illuminate Mason’s sequence and order in avoidhis place.
ing scrappy or patchy learning, we will look at the imporOn lot #3 sits a puzzling, unfinished semblance of
tance of prior knowledge and the research of Russian psya structure with a chaotic patchwork of bricks. It is diffichologist Lev Vygotsky, and then we will examine how
cult to understand the intentions of the owner. Some
Mason’s work matched these. Six steps in the daily narrarooms are connected, while others are standing alone but
tion sequence will be explained, along with a brief look at
close by. The brickwork at this lot is spotty. On some
another type of sequence and scaffolding, referred to by
rooms, the bricks have been laid line upon line and proMason as ‘common information.’
vide a sturdy support for the windows and roof. But in
Let’s begin by using the metaphor of different
other areas of this building, the brickwork is patchy,
owners building their houses to create a means by which
crooked, and looks haphazard. How can the owner finish
the reader can see why it is important to have a solid,
her building with so many unfinished areas insufficiently
beautiful, non-fragmented education. I need to remind us,
constructed? Then there are many piles of disheveled,
however that as finite beings in a universe created by an
crumbled bricks-- many of which, it appears, slid from
Infinite Being, we cannot choose an infinitely perfect
their positions and crumbled to the ground. All these
metaphor with no limitations or problems. It is not possipiles of crumbled bricks—what a waste! What happened
ble for us to think large enough to cover all the loopholes.
that caused this owner to lay her bricks in such a hit–andWith that let’s begin.
miss fashion? Maybe she was in a hurry. Did her building
You enter a housing development and in this partutor provide her with a good design plan that had the
ticular neighborhood, all the owners must do the serious
proper schedule and sequence of jobs? All these unfinwork of building their own homes themselves. They all
ished areas—it seems that the owner just left and went on
have different building tutors who provide them with deto other projects. Areas where the owner finished her
sign plans and building schedules for their houses. In this
brickwork in sturdy layer upon layer have scaffolds
neighbourhood, all walls and supporting structures are
around them. Maybe the scaffolds helped the owner build
made exclusively of large brick blocks that we will
in these places.
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Someone needs to help this builder know how to connect
we want in education-- not isolated units; not insuffiall her rooms but also how to carefully lay brick upon
ciently constructed structures that cannot support future
brick, using scaffolding to reach those higher places.
learning; not scattered, haphazard crumbled piles of atOn lot #4 some beginning construction is there,
tempts left unfinished or abandoned altogether. No, in
but the place is littered with piles of bricks and discarded
our practice of education, we want children to build beaumaterials that look like they should be hauled off to the
tiful, cohesive structures of knowledge with no crumbles
garbage dump. The grass is overgrown on the site and
or piles caused by poor teaching methods or poor curricuthere is no sign of any work around the house. It seems
lum planning. Just as a home is hugely more than an asthe owner started to build a room or two, but didn’t consemblage of building materials, Mason says that educatinue. What happened to cause the owner to lose interest
tion is hugely more than an assemblage of a well-stored
in building his home? Did the owner get a lousy design
memory (Mason, 1954, p.303). Education is a matter of
plan that was too hard to follow? No scaffolds are
the spirit (1954, p. 26). The well constructed unified
around. Maybe building seemed too difficult. There are
home, like a well-constructed, unified education invites
no paths through the grass so it seems no one ever tried to
you in; education as truth has a healing restorative/
return to attempt to finish any tasks here. One wonders if
redeemptive effect because you can sit in the shade with a
the owner disengaged from his work, abandoned the
friend and ruminate. So the question now is how did Mawhole building process and
son avoid building houses of
put his efforts into advenlearning that were scrappy,
I believe that if we intend to help child build a
tures elsewhere. Where and
disconnected, weak and
what is this owner doing
strong, powerful and beautiful education, then in our without foundation?
now? Someone needs to
Mason, like the
help this fellow re-engage in teaching we must understand and utilize three escompetent educational
the process of building his
builder and architect she is,
sential parts of Mason’s curriculum design: a curhouse.
develops curriculum plans
riculum that is well sequenced, well integrated and
In this building
and instructional strategies to
metaphor, the house is the
insure that the whole person,
well scaﬀolded with considerable social interaction.
child’s education and the
like the well constructed and
owner is the child who must
beautiful home, is developed
do “the serious business of his education” by building
or “built.” I believe that if we intend to help children build
well-constructed, unified structures of knowledge. The
a strong, powerful and beautiful education, then in our
building tutor, which is the teacher, cannot build these
teaching, we must understand and utilize three essential
structures for that is the work of the child. Mason (1954)
parts of Mason’s curriculum design: a curriculum that is
says, “. . . children must do the work for themselves.
well sequenced, well integrated and well scaffolded with
They must read the given pages and tell what they have
considerable social interaction. While Mason certainly
read, they must perform, that is, what we may call the act
uses other important tools in her educational plan (living
of knowing” (p. 99). This is crucial in our understanding
books, narration, book of centuries etc.,) this article will
of the teaching and learning process. Any educational
only address the importance of her use of sequence and
system must be designed with this principle in mind and
integration in the larger curriculum design and then her
Mason begins with it. The children must do the learning
use of sequence and order provided in the daily narration.
themselves; there is no other way. Hence, Mason begins
Scaffolding will be explained, as it relates to the overall
the sequencing and ordering of the learning process apcurriculum and the daily narration.
propriately, that is, the child is the agent of his own learnIn the following sections, we will look next at
ing. The job of the building tutors is to give the owners
Mason’s arrangement of the curriculum in two areas: the
good design plans with proper schedules and also to supsequenced general curriculum using history as the organply adequate scaffolds so the owners are then able to conizing spine and then the integrated curriculum that correstruct their own strong, beautiful homes to live in for their
lates as much as possible with history. The last half of
lifetimes. If we follow the model of Mason, I believe
this article will develop six steps of the narration seteachers will provide children with intentionally wellquence.
designed curriculum plans and adequate scaffolding supBefore explaining these six steps, a brief introport so they can layer brick upon brick of knowledge into
duction to the educational principle of prior knowledge
a lovely, unified structure. The specifics of this design
and the work of Lev Vygotsky, a Russian educational psywill be developed later in the article.
chologist, will shed light on the genius and necessity of
In our metaphor, lot #1 is a beautiful home where
Mason’s use of sequence and order throughout the curthe owner, working from an excellent building plan and
riculum.
schedule provided by the tutor, was able to carry through
The Sequenced General Curriculum
with capable building skills, and filled the space with
We are sadly aware of the student that has various
beauty. This plan insures that all the rooms are connected
piles
of
disconnected
knowledge and information. One of
into a unified whole with adequate scaffolds which enable
Mason’s
ways
of
overcoming
this confusion is her use of
the owner to systematically complete the brickwork
history
as
the
organisational
spine
of student learning.
which supports the whole structure. The lovely home and
“History
is
the
pivot
on
which
the
curriculum
turns,” says
gardens, built with an eye to structure, line, shadow, and
Mason
(1954,
p.
273).
Since
Mason’s
use
of
history
as
shade provide a place of beauty and order. This is what
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the pivot, the backbone of the curriculum, is covered exAs the pivot, history or ourstory, provides the
tensively in my article in the previous Review (Fall 07), I
structure and order needed for the proper sequencing of
will only summarize it briefly here, describing what the
learning, but it is integration that helps to connect that
curriculum would look like and its significance of selearning from one subject to another. Integrating the curquence and order. Mason began at the beginning of hisriculum is what connects the individual rooms into the
tory and sequenced the overall curriculum using history as
beautiful house in our metaphor. We too often find in ourthe spine. When history is thus used as the organising
selves and our children fragmented pieces of understandskeleton into which other systems are connected, history
ing, of having isolated rooms of knowledge that in themprovides the inherent, natural structure for the organisaselves may be well built and beautifully decorated, but are
tion of the curriculum, and this sequenced, organised curlamentably disconnected from other rooms. For example,
riculum then provides a natural, built in structure that
children learn units about a part of their history but have
helps children sequence and organise their learning and
no idea what is happening at same time in their neighthinking.
bouring country.
As I study her organisation of the curriculum, I
Let’s return to the picture of our builders for a
find Mason using history sequentially in roughly three
moment. Remember site #2. Here the owner is quite indifferent cycles in children’s school years. The first span
telligent and sharp as a tack and has advanced degrees,
is from ages 6 through approximately 9 or 10 where chilwhich allow her to discuss all the details of her expertise
dren, using the story provided by those rich, living, narrain her particular room but sadly she lives only in that
tive books learn history sequentially from the beginning.
room. Her learning doesn’t really enrich her life except in
In the second span, from ages 10 or 11 up to ages
matterialist 1
14 or 15 or approximately grade 10, children start
ways—well
history again from the beginning, using the narra- Although Mason’s curriculum is literature
built rooms,
tive form still but including this time original
nice breeze
rich, it is not a literature driven curriculum.
documents, including original literature, social
ways, a large
life, etc. of the time period. The third span ingarage in which
cluded the last few years of the upper grades when the
to store all the stuff and big cars. This is the owner who
students, having rich historical background knowledge,
can get a great job and become an important CEO but
are then able to do more abstract, analytical thinking. In
does not see the glory and delight in nature. Science bethese later years the curriculum isn’t designed the same as
comes a utilitarian tool to make a big salary as she conin previous years. In my opinion young adults are resumes our natural resources without regard to the needs of
quired at this age to do much more application of their
others or our globe. Imagine the dentist that talks and
understandings through papers, projects, research and so
thinks only about teeth, who does not enjoy art or music
on. (Much of the information in this paragraph begs furor delight in natural beauty. This dentist is like Mason’s
ther explication in another article; however it has been
description of Darwin when she says, (1954) “We know
included briefly here to offer a basic sketch of her sehow Darwin lost himself in science until he could not read
quencing of the curriculum.)
poetry, find pleasure in pictures, think upon things divine”
A word now about the relationship of history and
(p. 54). (In Darwin’s autobiography he makes this same
literature. When history is the pivot, the curriculum has a
claim.) The dentist and Darwin then have little ability to
natural built-in structure for sequence, coherence and orget beyond their own disciple of study. Mason (1954)
ganisation. Literature should be correlated with history,
says, “The shallow child guesses the riddle and scores;
not the other way around, because literature cannot proand it is by the use of tests of this kind that we turn out
vide the structure/frame necessary for learning for chilyoung people sharp as needles but with no power of redren as history does. Although Mason’s curriculum is litflection, no intelligent interests, nothing but the aptness of
erature rich, it is not a literature driven curriculum. Litthe city gamin” (p. 55). Consequently, they have one
erature is the imaginative and creative stories ABOUT
room in which to live and do not enjoy relationships with
humankind; it is not the story OF humankind; therefore
a variety of subjects and thus are unable to live.
literature cannot be the backbone, the organising structure
In summary then, there are two key issues runfor the curriculum. The events and order of history, as
ning together with the general curriculum and the inteMason taught them, are a series of stories, the story of us
grated curriculum. The general curriculum sequenced
and what happened to us, or “ourstory,” When taught searound history provides the basic structure and sequence
quentially and consistently in the living narrative form,
for learning to occur. The integration of the curriculum,
history provides children a natural structure necessary for
done by correlating (whenever possible) ourstory with
learning; literature does not provide this frame. (See
literature, other histories, poetry and other subjects propages 112 to 117 in An Essay Towards a Philosophy of
vides children with the structure to make cross discipliEducation where Mason discusses the pros and cons of a
nary connections and, following the sequence of ourstory
unit centred around Robinson Crusoe.) Later in this artiand general history, allows students to interconnect subcle, I will explain this necessary structure in terms of
jects using a proper sequence. Mason (1954) in comchildren using consistent prior knowledge in the right sementing on children reading French history, which paralquence so they layer brick upon brick to build a unified,
lels their English history indicates that it “gives them the
whole education.
sense that history was progressing everywhere much as it
was at home during the period they were reading about”
The Integrated Curriculum

10

Winter 2007-2008

(p. 175). She surely understood how to design curriculum
so children could make connections readily!
Sadly much education today does not use an integrated and sequenced curriculum. Unit studies and separate subjects (departmentalization is the common educational jargon) are taught. As a result, children frequently
build separate rooms, learning one subject with little ability to relate it to another and are building a patchy education. I believe Mason designed her curriculum to precisely
avoid this fragmented, fragile, patchy learning and that
one of our important responsbilities as educators in helping our children build a more robust and satisfying education is offering them a sequenced, integrated curriculum.

ous layer of bricks, the proper prior knowledge. If they
attempt adding new learning bricks without the support of
bricks of proper prior knowledge, then their learning becomes weak and fragile. Some of the new learning may
attach crookedly and the child will have spotty, fragile
concepts and be unable to complete their building, like the
owner in lot #3. Some of the new learning bricks slide off
and crumble to the ground. In a learning environment, the
child’s learning becomes unfinished because the learning
that is occurring is not laid upon or connected to the previous learning. This produces confusion--the learner confuses people, places, events, the order of events and even
mixes events in with other events when the two may not
even relate to each other. In our building metaphor this
The Scaffolded Curriculum
confusion is the piles of bricks in lot #3 that fall into
Along with providing sequence and integration in
crumbles because the layer beneath was not established as
the large picture of curriculum, I believe another of Mait should have been.
son’s brilliant pedagogical principles to fortify strong
How does one avoid the new learning bricks slidlearning is her use of narration and the order inherent in
ing off and crumbling to the ground? A word here about
that process. I want to develop six steps that I see in the
having a layer of brick to support future layers, or in edunarration process and how this process impacts student
cational jargon, a word about ‘proper prior knowledge.’
learning. First, I want to explain some educational conRoschelle (1995) says that “Prior knowledge can be at
cepts about how children learn by layering new knowlodds with the presented material, and consequently, learnedge upon prior knowledge. Bear with me because in this
ers will distort presented material. Neglect of prior
section concepts need to be explained that may be a little
knowledge can result in the audience learning something
tedious. As we design curriculum and instruction I believe
opposed to the educator’s intentions, no matter how well
these are crucial concepts to understand if we want our
those intentions are executed in an exhibit, book, or lecstudents to have solid houses. We will look at a basic unture” (p. 3). Roschelle calls this the “paradox of continuderstanding of the following: 1) the concept of prior
ity.” That is, when children do not have the appropriate
knowledge, 2) the work of the Russian educational psyprior knowledge or have wrong prior knowledge, it crechologist, Vygotsky, with attention to his concepts of
ates problems and gaps with learning. The slipping bricks
thought and language, the social context, the child’s dein our house metaphor is learning that is not attached
velopmental level as
properly to the previous layer so it
it relates to the child’s If we follow Mason’s advice carefully, the “paradox crumbles and lies in wasted piles. An
zone of proximal deextreme but true example of insuffiof continuity” should be at a minimum.
velopment. We will
cient prior knowledge is the time I
look at the educaremember reading a story about the
tional practice of
Pilgrims to a group of third graders
scaffolding and how I believe Mason’s sequenced, inte(in a school with a majority of socio-economically disadgrated curriculum and daily use of narration supports
vantaged children.) When the book described the Pilgrim
scaffolding.
girl’s mattress made with straw, one child’s puzzled comment revealed she was thinking about drinking straws
Prior Knowledge
because that was the only straw she knew. One can only
What is prior knowledge? Prior knowledge is the
wonder as to the other distortions this learner carried.
knowledge the child has already learnt and understands.
Roschelle says, “Smith, diSessa, and Roschelle (1993)
It is this prior knowledge that she brings to the classroom
argue that educational reforms must include strategies that
or homeschool room when learning something new and it
might avoid, resolve, or overcome the paradox.” If we
is this to which the new knowledge must attach. In our
follow Mason’s advice carefully, the “paradox of continuhouse metaphor, prior knowledge is a line of already laid
ity” should be at a minimum.
and mortared bricks, which that supports the next layer of
How do we avoid the “paradox of continuity” or
new bricks, and the next layer and so on. According to
how do we keep children’s learning from crashing into a
Rumelhart (1980) for children to learn something new,
useless pile of broken, crumbled bricks? Understanding
that new information must be integrated with what they
the use of scaffolding in education and also the work of
already know. In other words, children hook the layer of
the Russian educational psychologist, Lev Vygotsky, can
what they are currently learning on top of the layer of old
help us at this point. Like Piaget, Vygotsky studied chillearning, what they already know, or their prior knowldren and through those studies he gives us clues as to how
edge.
to avoid that scrappy learning that crumbles. Let’s look
When a child comes to the table to learn, what
next at three concepts left to us by Vygotsky: 1) the use
knowledge he does or doesn’t bring with him thus has
of language and thought, 2) social interaction, and 3) the
tremendous implications for what he is able or not able to
zone of proximal development. As with most things in life
learn next. Children cannot add a new layer of bricks of
none of these concepts can be completely separated from
learning without having a sufficiently constructed previthe other, but a basic understanding of these three compo-
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nents will help us build learning environments where
children can effectively layer solid knowledge.

tion of utilizing the language” (p. 41). It is the inseparable union of these two that is crucial to understand. Language in the combined sense of thinking and speech is
Vygotsky: Thought and Language
meaning making.
Too often in the teaching/learning context when
What is the point of telling you this? 1) The imwe think of language, we think of the parts of language-portance of language to learning is so much more than
the sound-symbol relationships, grammar, syntax, senjust the technical aspects of language, such as grammar,
tence structure, etc. and we can forget the greater imporspelling or syntax, etc. 2) When we hear, read or speak
tance of language, that is, meaning making. The whole
language we are making meaning. 3) It is then important
purpose of learning to read, reading a book, completing a
to use speech to convey through language what we have
Bible study is to make meaning and learn from the lanlearned. Our thinking through language becomes, then, a
guage provided in such an activity. In fact language is so
powerful tool for learning. Hence, we have the imporimportant and provides our means for meaning making or
tance of narration. We will look at this again when I aptruth finding that Jesus is referred to as the Logos. (See
ply this thinking to a Mason context. Further, as Lisa Cathe quote from Putney and Wink in the end notes2 ) Acdora points out, it is through his speech whether oral or
cording to von Rad3 in his commentary on Genesis (1972)
written that we are enabled to understand the child’s prior
language is “an
knowledge or lack of prior
originating creaAs Lisa Cadora points out, it is through his speech whether knowledge and then are able to
tive, interpretaassist or supplement appropritive something,
oral or written that we are enabled to understand the child’s ately. This requires a safe learnin which aring community that values what
rangement, rear- prior knowledge or lack of prior knowledge and then are
children say and then assists
rangement, and
them in their development and
able to assist or supplement appropriately.
regulation most
growth in understanding. Creatproperly occur”
ing this true learning community
(p. 83). (Do read the full quote from his commentary on
then allows the child to interface the old and new inforGenesis at the end of this article; it has magnificent inmation creating new knowledge.
sight.) We can mutilate the learning process when we only
think of language in terms of its parts, for the whole is so
Vygotsky: Social Interaction
much greater than the sum of its parts. Language is a
According to Wells (1994) Vygotsky makes the
meaning-making, creative process.
case that collaboration is an important component of
Vygotsky (1962), in his important book, Thought
learning. Wink and Putney (2002) put it this way,
and Language, in developing the concept of thinking and
The notion of social is key to the work of
speaking not as two separate parts, but as an integral
Vygotsky, and it takes on different charwhole, uses the metaphor of water as an example of the
acteristics in a sociocultural perspective.
whole being more than sum of its parts:
In terms of learning and developing, one
The first method analyzes complex psychological
sense of social incorporates the idea of
wholes into elements. It may be compared to the
interpersonal relationships. For example
chemical analysis of water into hydrogen and
when we read a good book, the first thing
oxygen, neither of which possesses the properties
we might do is run and tell a friend about
of the whole and each of which possesses properit. . . . (p. 60)
ties not present in the whole. The student applySocial interaction is important to learning. We bring to
ing this method in looking for the explanation of
the table our own prior knowledge, our own cultural
some property of water-why it extinguishes fire,
backgrounds and into that we add another layer of learnfor example-will find to his surprise that hydroing. For example in reading a book and then sharing from
gen burns and oxygen sustains fire. These discovit a new idea with a friend, we can more deeply integrate
eries will not help him much solving the problem.
that idea, frequently discovering something new. Through
Psychology winds up in the same kind of dead
the social interaction of listening and talking, we may atend when it analyzes verbal thought into its comtach greater understanding to some of our fragile
ponents, thought and word, and studies them in
thoughts, reorganise our thinking, or internalise a new
isolation from each other. (p. 3)
concept and thus our learning becomes richer and deeper.
In other words, when trying to understand the learning
This new learning acquired through discussion is then
process, one cannot separate thinking and speaking into
added to the learning that occurred when we read the
distinct spheres; one cannot study thought without studybook. This is important in a Mason classroom. But being language. In fact, Rieber and Carton (1987) in their
fore we move to see how all this fits together in a Mason
edition of the collected works of Vygotsky indicate that
classroom, let’s look at Vygotsky’s concept of the zone of
the translation of the title into English as Thought and
proximal development.
Language is not as clear as it could be. Wink and Putney
Vygotsky: Zone of Proximal Development and Scaf(2002) make the point that “The Russian title, Myschlenie
folding
I Rech’, is more correctly translated as Thinking and
Vygotsky sees two levels in children’s learning:
Speech. The difference here is the notion of language as a
1) the actual developmental level, which allows the child
semantic and grammatical system, and speech as the ac-
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to learn by himself and 2) the potential level of developgaining understanding and wisdom from their learning.
ment where the child needs assistance from a more
The learning isn’t organic and living. For example, they
knowledgeable person to help him understand a new concannot see how their personal actions are connected to the
cept or idea. The distance between these two levels is the
larger community. Or, they may not understand how their
zone of proximal development. In
lack of care for the envithis zone Vygotsky thinks the best
ronment affects everyone.
learning occurs (Lipcomb, Swan- “Small wonder that juvenile crime increases; the
But it can be worse than
son and West). Vygotsky (1978)
When children sit in
intellectually starved boy must needs ﬁnd food for that.
defines the zone as “the distance
schools day after day
between the actual developmental his imagination, scope for his intellectual power;
without learning because
level as determined by independof the disjointed arrangeent problem solving and the level and crime, like the cinema, oﬀers it must be admit- ment of the curriculum or
of potential development as debecause of the weak inted, brave adventures” (Mason, 1954, p. 63).
termined through problem solvstructional approaches,
ing under adult guidance or in
their learning becomes so
collaboration with more capable peers” (p. 86). Wink and
scrappy and fragmented that it no longer makes sense to
Putney (2002) put it so: “a way of viewing what children
try in school. And, worse yet, when their curriculum has
are coming to know” and where children are able to go
been reduced to the three R’s, which does not fulfill their
with their learning “if they were given guidance in the
intellectual needs—“These are the children to whom we
form of prompts or leading questions from someone more
have been doling out the ‘three R’s’ for generations!
advanced” (p. 86). Or, one could think of this zone as the
Small wonder that juvenile crime increases; the intellecarea between a child’s layer of prior knowledge and the
tually starved boy must needs find food for his imaginalayer that he can reach with some assistance.
tion, scope for his intellectual power; and crime, like the
The assistance that the child is given to reach
cinema, offers it must be admitted, brave adventures”
from this level of prior knowledge to a new level of learn(Mason, 1954, p. 63). These are the owners of the last
ing in educational terms is called scaffolding. Scaffolding
building site who have given up, abandoned their building
can be done by a teacher or more knowledgeable peer and
and learning, and who now find their adventures, not in
helps children span their zones of proximal development.
exciting dramas of history, or in stories of great people or
“Scaffolding is actually a bridge used to build upon what
in delights of the natural world and all the other wonderstudents already know to arrive at something they do not
ful knowledge gained from learning, but in negative beknow” (Benson, 1997, quoted in Lipcomb, Swanson and
haviours that command acknowledgement. This acknowWest).
ledgement is a part of being human. For the sake of the
learner and for the sake of the society at large it should
In our building metaphor of lot #3, the owner
come from the living out of wisdom gained through eduwas unable to complete her building because she didn’t
cation and through the enjoyment of life experiences, not
have scaffolding to help her. She needs assistance from
negative behaviours. Tragically these owners, instead of
her tutor, not to lay the bricks for her, but to provide scafbeing engaged in the process of building something new
folding support. The tutor has to help the owner (learner)
and lovely, have turned their interests into vandalizing the
by placing the scaffolding correctly and sequentially so
neighbourhood and other negative behaviours. Listen
that the owner can lay the next layer of brick and avoid
again to what Mason says, “Small wonder that juvenile
the piles of brick and crumbles of building materials. In
crime increases; the intellectually starved boy must needs
educational terms the teacher must provide a sequential
find food for his imagination, scope for his intellectual
curriculum and lesson which provide the scaffolding necpower; and crime, like the cinema, offers it must be adessary for learning or in the case of our metaphor—promitted, brave adventures” (Mason, 1954, p. 63).
vide the scaffolds needed for building.
In the learning context, we want children to have
Inside a Mason Context
access to a curriculum that can be adequately scaffolded
How does Mason avoid these tragic conseand to instruction that is scaffolded and sequenced so they
quences of scrappy learning and how does all this inforcan reach the new learning and integrate the new learning
mation apply to a Mason classroom? Let’s discuss this in
onto their previously laid layers or prior knowledge. If
light of the three areas that I mentioned earlier: general
children are not taught in such a way that they can propcurriculum, integrated curriculum and classroom daily
erly lay their bricks to build supported knowledge, then
ordered learning through narration. First, a note about
there are consequences: their learning becomes patchy
scaffolding. This term is generally used in an instrucand fragmented. This situation creates all the building
tional sense--in the support a teacher gives in daily lessites except the first one that I mentioned in my metaphor
sons. I want to extend this concept of scaffolding to the
at the beginning of this article. If a subject is sequenced
curriculum because I view a sequenced, integrated curbut not sequenced and integrated with other subjects,
riculum as a scaffolding support for students. Although
children may build separate rooms of knowledge, have
scaffolding was not a term used in Mason’s time, I believe
well-built breezeways, a large garage with plenty of
she understood this concept very well.
memory in it (storage)—that is, as Mason (1954) says,
First, when the general curriculum is sequenced
they are sharp as needles (p. 55) and intelligent, but they
according to ourstory, there is an automatic provision for
cannot truly live because their learning is disconnected.
prior knowledge. In other words, children are learning
Disconnected learning frequently prevents children from
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the history in a sequential order, building one major hisread to, which is followed by a narration. In Mason’s
torical event upon another. So before they learn one hisadamancy about using living books, she was positioning
tory event they have the prior knowledge for the new
the book (or author of the book) as the mentor—not the
learning to build upon which reduces the “paradox of conteacher. She (1954) says, “the child and the author must
tinuity.” Mason accomplished this by using a well written
be trusted together, without the intervention of the
living book such as Our Island Story. Second, because
middle-man” (p. 192). The living book, used through the
the curriculum is sequenced according to history with
correct narration process and the six essential steps
other subjects correlated, these other subjects are also se(which I will explain), act as the scaffolding support that
quenced appropriately and the child gets a sense of the
helps the child bridge the zone of proximal development,
“times” in each historical period. Each subject area buildthat space between what the child already knows and can
ing on itself (a room in the house) but also because the
next learn with assistance. The teacher really facilitates
subject areas are integrated these subject areas are conthe exchange of knowledge between the author and the
nected to each other (other rooms). Thereby, the interrechild. It is the teacher acting as facilitator that enables the
latedness of the curriculum in a sequential order becomes
child to gain the knowledge from the author that is bea scaffolded curriculum that thereby
yond his/her abilities. So how is
promotes coherent learning--a beautithis done in a Mason context?
In Mason’s adamancy about using livfully constructed, unified house. But
this is but the beginning of scaffoldSix Steps of the Narraing books, she was positioning the book
ing for the student: what happens in
tion Sequence
(or author of the book) as the menthe classroom on a day-to-day basis
I want to suggest a list of
through scaffolding that is built into
six
components
involved in the
tor—not the teacher.
the ordered learning through narration
narration process that becomes
becomes extremely important. Let’s
successful scaffolding for chilhave a look at it.
dren. I will label these components:
1. Teacher introduces the new text
Daily Scaffolded Learning through Narration
2. Student recreation of old text
The bedrock of instructional practice in a Mason
3. Reading of living book text
school is narration. This is key not only to a Mason tradi4. Narration of living book text
tion, but narration—using language through speech or in
5. Grand conversation
written form—to retell what has been learnt or to regener6. Closing
ate the learning into our own words and thoughts—is key
Let’s go through a lesson to show how this works.
to learning and living. Vygotsky (1986) says, “Thought is
The lesson is about to begin.
not merely expressed in words; it comes into existence
1. Teacher introduces new text. Teachers who have a
through them. Every thought tends to connect something
relationship with their students, know the words and conwith something else, to establish a relationship between
cepts that their students will not understand. These teachthings. Every thought moves, grows and develops, fulfills
ers introduce new vocabulary or explain concepts because
a function, solves a problem” (p. 218). Wink and Putney
they have a sense of what needs to be explained about a
(2002) in analyzing Vygotsky’s work say, “Language is
text before it is read. By introducing the text to the stuhow we make sense of the world. It is how words work to
dents the teacher begins the scaffolding process before the
let us see, and know, and learn” (p. 54). Tenney (1981) in
new text is read in class. This prepares the mind to rehis commentary on John referring to the word Logos
ceive new information related to specifics in the reading
makes the following comment: “Ordinarily it refers to a
selection such as vocabulary or a new concept.
spoken word, with emphasis on the meaning conveyed,
2. Student recreation of old text. After introducing the
not just the sound. Logos, therefore is an expression of
new text the teacher or parent asks a child to describe the
personality in communication. Scripture also tells us that
scene in the history or literature book that was last read
it is creative in its power: ‘By the word [logos, LXX] of
and narrated. Everyone’s mind is brought back to the
the Lord were the heavens made, their starry host by the
story and the students can see the characters, the scene,
breath of his mouth” (p. 28). The tradition of using narremember the plot of the story thus far—all in their
ration in a Mason school becomes crucial. The use of
minds’ eye. Prior knowledge is established by the stulanguage on a daily basis as a means of knowing as done
dents’ recreation of the last scene of the story. This is done
through reading or being read to and then narrating is cruby the student using the student’s own personal recreation
cial for helping children attach what they are learning to
of the story (their own original conception of the story).
previous learning. It is in the thinking process of retelling
The students are brought back to the layer of bricks that
what one has learnt, combined with the oral use of lanwas laid in the previous lesson. This prepares the mind for
guage that makes narration such a powerful learning tool.
new learning that relates to the ‘story’ in general.
There is more to the use of language in narration and that
3. Reading of the living book text. In the new lesson the
is the use of language in a daily social context.
teacher or students then proceed to read the next selection.
The social context about which Vygotsky was so
Having been reminded of what occurred earlier in the seconcerned is exemplified in a Mason context in this way.
lection and having been prepared by reviewing new voThe school environment is to include a general atmoscabulary and concepts, student are ready to receive the
phere of acceptance and community (relationship). A
current reading selection. Because of the integration of
well-chosen living book is used for reading or for being
subjects, students are making connections to other content
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areas as they read. The sequence and integration of the
level of understanding, the text and the level of underliving book with other subjects promotes a natural frame
standing that can be gained between the student and the
for scaffolding and connecting. (The rooms are context with the teacher’s assistance. Here Mason’s (1954)
nected.)
words at the end of the first chapter in her Essay Towards
4. Narration of living book text. Following the reading
a Philosophy of Education are realised: “ The teacher
by the teacher or students then without any other
who allows his scholars the freedom of the city of books
thoughts, ideas or questions intervening, the children are
is at liberty to be their guide, philosopher and friend; and
asked to narrate. (Mason (1954) says, “ if it is desireable
is no longer the mere instrument of forcible intellectual
to ask questions in order to emphasize certain points,
feeding” (p. 32). Two important things: 1) conversations
these should be asked after and not before, or during, the
will grow as the children adapt to the openness and safact of narration” (p. 17). Think about the use of language
eness of the classroom and ‘get used’ to the conversation,
that is occurring through the thinking about what was
and 2) along with the general narration this conversation
read, sequencing it and then narrating it back (speech).
provides the time for the teacher to “see and hear” where
But we are not finished. If we stop here, we often set up
she might assist the students to their next level of underthe situation of mechanical narrating that can become
standing. Mason (1954) says it this way: “Treat children
monotonous and dry.
in this reasonable way, mind to mind; not so much the
5. Grand conversation. At the end of the narration, there
mind of the teacher to that of the child,--that would be to
needs to be what I call a grand conversation. (I cannot
exercise undue influence—but the minds of a score of
remember where I have heard this term, grand conversathinkers who meet the children, mind to mind, in their
tion, but we used it at the school where I was principal
several books, the teacher performing the graceful office
years ago.) That is, following the narration children need
of presenting the one enthusiastic mind to the other” (p.
to be able to share their reactions and ask questions —
261). Before going on to the last stage I want to make
their reactions and questions. Following the conversation
one comment about creating a noncompetitive accepting
they have had with the author through reading and narratenvironment: constant testing and quizzing can hinder the
ing, the children now need to be able to have a conversagrand conversation because they inadvertently foster a
tion with the teacher and their fellow students about what
competitive, judgmental environment where students fothe author said in the text. Here, the teacher talks with the
cus on getting the correct answer rather than gaining wisstudents and not at the students. [Putney and Wink prodom and knowledge from the content. The focus, then,
pose: “What does a Vygotskian
shifts from a sense of curiosity and
class look like? An example
engagement to making sure the corIf during the grand conversation after the
would be this: the professor
rect answer is gained in order to get
never spoke at us; he always
narrating, the teacher sees that the children the best grade.
spoke with us” (p. xxii)].
6. The closing. This is a term I will
have not grasped a major point, she then
It is this social interaction
use to refer to a pertinent question,
facilitates their learning process by provid- comment or idea that the teacher
of children sharing their reflections (“It wasn’t fair that Presimight need to ask or make that is viing adequate scaﬀolding through using a
dent Jackson made those Cherotal to understanding the text, addresskees leave their land!”) or asking question, comment or idea.
ing a major issue which the children
their questions (“How could they
might have otherwise overlooked;
be so mean to Jane Eyre?”), discussing the text or story
that is, helping them close the gap between what they
with each other and the teacher that enables children to
know and have the potential to know with the assistance
understand ideas or issues that might puzzle them. Quesof the teacher. Mason (1954) says that the teacher is altions that one child asks will help another child deepen
lowed to “give sympathy and occasionally elucidate, sum
her understanding. With the teacher acting as the facilitaup or enlarge, but the actual work is done by the scholars”
tor between text, child and community, the child is then
(p. 6); however, the teacher is not allowed to become the
able to bridge her zone of proximal development, reachtalky-talky teacher and go on and on about a topic. This
ing to the next higher level of thinking. In this way the
frequently overlooked closing is not a comprehension
teacher, text, child and community (fellow students,
check (that is checked during narration) nor a summary or
teacher) are working together to build the next level of
a wrap up. A question may need to be put forth by the
scaffolding needed for knowledge building bricks. But,
teacher, a comment or a thought; or it may be only a closthere is one more level.
ing sentence needed to be made to bring closure to the
Before we go to the next level, I need to make a
lesson. If during the grand conversation after the narratpoint about the grand conversation as a device that may
ing, the teacher sees that the children have not grasped a
be new to you and your students. When I used the grand
major point, she then facilitates their learning process by
conversation in a Mason context, initially the children did
providing adequate scaffolding through using a question,
not easily start such a conversation. It takes practice, time
comment or idea. This assists the children with developand an accepting, non-competitive environment where
ing those solid layers of bricks, bridging the zone between
ideas, thoughts and reactions could be expressed freely.
what they can understand and what they might understand
In other words, it requires a relationship between students,
with help. Children may miss some layers of scaffolding
teacher and text. It is during this conversation that the
if the teacher stops only at the third step of children narteacher gleans what needs to be done to assist the student
rating and does not provide for a grand conversation and a
in closing the gap between the children’s developmental
closing.
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Use of Language

Teacher introduces the text

Teachers who know their students
are able to introduce the new vocabulary and concepts students will
not understand.

Students recreate
last reading

Students regain in their minds the
learning from the last reading in the
text. Using language and their imaginations they recreate the last scene or
event.

Reading of living
book

The teacher or student reads the next
selection. Students listen because they
have one chance to hear the selection
and they should also have a copy of the
book to follow along. Language (both
written and oral) again is playing a major
role.

Narration of living
book

Social Interaction

Zone of Proximal Development

The Mason Daily Narration Lesson Design Showing Vygotsky’s Use of Language, Social Interaction and Zone of Proximal Development

Grand
Conversation

Missed
point or question and closing

Following the reading students immediately narrate the selection. They are
now transferring oral language, written
language into internal speech (thought)
to external speech (Language). In the
process making meaning of what they
have heard.
Following the narration students asks
questions about ideas, concepts, events
that are not clear to them and discuss
points of interests. This dialogue can go
on among the classroom community.
After observing the students and listening to their conversation and discussing
with them their questions, the teacher
closes the lesson by making a point that
was missed or asks a question that
causes the students to ponder something they missed.

Let’s review the flow of the lesson. See the diagram on page 16. The teacher begins the lesson by introducing new vocabulary or concepts needed by her students to understand the new reading selection. Next, a
child is asked in some way to review what happened in
the story or historical event during the last reading (prior
knowledge). The teacher or student then reads the next
selection. The children then narrate that selection. Next,
the children are allowed to have a grand conversation
with the students asking questions that puzzle them or to
share their reactions to the topic of the text (social interaction). The teacher answers questions without a lot of
elaboration. When the conversation is over, if a vital
point has been missed, then the teacher asks a question or
sums up in a way to bring the missed point out to the
children or simply provides a closing sentence or two
about the selection. These last two (answering the students’ puzzling questions and seeing that a major point is
not missed) help the students close the gap between their
developmental stage and their potential stage (zone of
proximal development). All of these involve a tremendous interconnected use of thinking (thought) and speech
(language) and social interaction between text-student,
teacher-student, student-teacher, student-student. Wells
(1994) says, “it is only by taking part in such discourse
that learners can appropriate the necessary knowledge and
skills and, in making them their own, become accepted
members of the relevant discourse community who, by
virtue of their own personal experience and understanding, also have valid individual contributions to make” (p.
263). In this process of “making it their own” as Wells
relates, Mason (1954) says it this way, “He requires that
in most cases Knowledge be communicated to him in literary form; and reproduces such Knowledge touched by
his own personality; thus his reproduction becomes original” (p. 18) or his own. All of this needs to occur in order
for children to learn what they need to learn so that the
next day, they can continue to build on what they already
know.
The Store of “Common Information”
There is one other point I want to make about sequencing the curriculum that relates to “Common Information.” I will use as my example nature study. When
we look at what Mason says about nature study and look
at what she says about science it can look rather mixed up
and hard to sort out. Nature study was a part of early science learning in a Mason school. However, she (1953)
says, “The study of science should be pursued in an ordered sequence . . .” (p. 237). Yet, Mason wanted children to observe nature at their own pace making their own
choices and at their leisure. Teachers were instructed “not
to make these nature walks an opportunity for scientific
instruction . . .” (p. 237). Isn’t this an apparent contradiction on Mason’s part? Leisurely walks, no instruction,
personal observation and choice, yet science is to be
taught in an “ordered sequence.” A nature walk is a long
way from an “ordered sequence,” if done the way Mason
describes. How do we sort this out? There are a number
of huge educational principles wrapped up in her views
on Nature Study as a subject, but we will deal here with
the issue of sequencing. First, the point needs to be made
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that Mason treated the disciplinary subjects somewhat differently than the subjects of “letters.” That is, science, handwriting, mathematics, phonics and others—these were, as she indicated above for science, to be taught not only in an ordered sequence but through field study or using what we would call
today more of a ‘hands-on’ type of instruction. Can you imagine children learning to write (that is, form their letters) without
actually doing it. We have discussed earlier in this paper some
of the reasons why this is important. Second, as it relates to
science and the use of nature study, Mason was keen on children being involved in nature study without lessons. Why?
She (1953) gives us the answer,
In Science, or rather, nature study, we attach great importance to recognition, believing that the power to recognise and
name a plant or stone or constellation involves classification and includes a good
deal of knowledge. To know a plant by its
gesture and habitat, its time and its way of
flowering and fruiting; a bird by its flight
and song and its times of coming and going; to know when, year after year, you
may come upon the redstart and the pied
fly-catcher, means a good deal of interested
observation, and of, at any rate, the material
for science. . . . it is surprising what a
range of knowledge a child of nine or ten
acquires. The teachers are careful not to
make these nature walks an opportunity for
scientific instruction, as we wish the children’s attention to be given to observation
with very little direction. In this way they
lay up that store of ‘common information’
which Huxley considered should precede
science teaching; and, what is much more
important, they learn to know and delight in
natural objects as in the familiar faces of
friends. (p. 237)
The nature walks, done properly, give children the opportunity
to build the background knowledge or prior knowledge (with
the spiritual component included—love and delight in nature to
prevent a purely utilitarian view of science) necessary for later
interest and study in science. In this way nature walks including the keeping of a nature notebook (nature study) are building
the prior knowledge for science or that “‘common information’
. . . (that) should precede science teaching." Further, the more
technical aspects of science must also be sequenced properly.
For example, children through nature study and nature walks
build background knowledge that they can use later in more
skill oriented science classes. This would include, say, a class
in classification of an insect such as an ant. Because of all the
“common information” gained through numerous nature walks
and nature studies over the years children become very familiar
with our little friends, the ants—their shapes, sizes, colours all
of which are useful in later classification. This familiarity or
prior knowledge, then, in later science classes makes a more
technical class on insect classification much easier and with less
“paradox of continuity.” Therefore, it is crucial for teachers
(this includes parents who are teachers) and schools to remember that prior knowledge or “common information” is crucial.
Another point—nature study and nature walks provide
the opportunity for children to delight in and develop a relationship with nature. They begin to see the beauty and glory in
God’s creation. Science for them becomes a living subject not
just a utilitarian one. Understanding first the glory, delight and
beauty of God’s creation needs to come before the more technical understanding of science to prevent the use of nature for

inappropriate personal gain. This sequence or ordering is also
crucial and must be understood by schools and parents.
Sometimes in our effort to understand these types of
processes in learning, we can neglect the role of the Holy Spirit
in learning. We must remember that throughout the learning
process, the Holy Spirit is involved. We often bestow the Holy
Spirit on the great theologians, but the Holy Spirit is involved in
the lives of our children, their parents and teachers as well.
I hope these few thoughts about sequencing the curriculum give food for thought and consideration. I say to you
without reservation—sequencing and ordering the curriculum
along with the use of a properly sequenced narration lesson
according to the way Mason wanted it—is not a neutral idea—it
is crucial for learning that is not patchy and fragmented. In a
couple of months I will try to have on the ChildLightUSA website a short video of a narration session demonstrating the principles I have explained in the six steps.
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I have coined the word matterialistic with the two “ts” to indicate the philosophy of life which says that life began only from
matter as opposed to the idea of “materialism” meaning someone who believes in having a large amount of material possessions.
1

2

This is what Wink and Putney say:
Language is how we make sense of the world. It is how words
work to let us see, and know, and learn. Language is never
“just a language thing.” Many of us come from a tradition that
encouraged us to believe that language was really less than it is.
We may have once believed that language was only neutral,
single words we used like handy tools to talk with people.
While language is, indeed, a tool for communicating, the past
decades have taught us that it is far more. Language is a privilege; language is a right; language is a tool; language is a resource. Language is thought; language is culture; language is
identity. Often we only come to realize this when (1) we are in
a place where our language does not work so well with others,
and/or (2) when someone tries to take our language from us.
Denying language is denying access to thought. (page 54)
3

Here is a longer version of the von Rad quote.
So God makes the animals (again quite simply and untheologically “God formed”) and leads them to the man, and the man
takes and incorporates them into life. That is what the remarkable passage about the naming of the animals means; we are not
dependent for an explanation on the primitive view of the connection between a name and its bearer. Nor is the point here the
name as a word, but rather the relation between word and fact,
and this is much more complicated. First every created thing is
given a name from the language. Secondly, however, and here
we go deeper, language itself is an originating, creative, interpretative something in which arrangement, rearrangement, and
regulation most properly occur. “Man attacks the confusion of
the world; by probing, restricting and combing he brings together what belongs together. That which lies piled up in the
confusion of the world does not at the start possess its own
form; but rather, what is here distinguished with discrimination
receives its own form only as it comes together in the analysis.”
(Jolles, Einfache Formin, 16, 21 f.) This naming is thus both an
act of coping and an act of appropriative ordering, by which
man intellectually objectifies the creatures for himself. Thus
one may say that something is said here about the origin and
nature of language. The emphasis is placed not on the invention
of words but on that inner appropriation by recognition and
interpretation that takes place in language. Here, interestingly,
language is seen not as a means of communication but as an
intellectual capacity by means of which man brings conceptual
order to his sphere of life. Concretely: when man says “ox” he
has not simply discovered the “ox”, but rather understood this
creature as ox and included it in his imagination and his life as a
help to his life. (pp. 82-83)

THE CONCURRENT TEACHING OF ENGLISH AND
FRENCH HISTORY
by the exhibition of a contrary fact; and akin to this, as a
value in history teaching, is the contrast of period with
by Alex DeVine
period, nation with nation, such as is provided with current
Master of Clayesmore school, Enfield.
study of French and English history. There remains one
more question to be answered: Why should French history,
From Parents’ Review, 1900, Vol. XI, p 622.
of all history, be selected for comparison purposes with that
of England? In the first place, it becomes necessary, in view
The average man who is devoted to his profession is
of the already overcrowded school curriculum, that one
tempted to exalt unduly the peculiar calling to which he
particular school curriculum, that one particular country
belongs; but I take it that this exaggeration is practically
should be selected for comparison purposes. This being so,
impossible in connection with anyone devoted to education.
what nation so accessible, and so much our neighbour in so
To the school master comes young England, and young
many ways, as France, the only country of Europe whose
England is the centre of the hope of England; to the
shores we may see from ours; its history most intertwined
schoolmaster also comes young France, in whom all the
with our own, not only up to the time of the Reformation,
hope of France is fixed, and the man engaged in education
when there were ties of personal relationship between the
work who realizes his stupendous opportunity for character
reigning house of both countries, but the strong connection
training and influence, the man who grasps the fact that in
between Scotland and France, and later relationships
his hand lies the great power of raising the ideal and outlook
equally important.
on life of the boys submitted to his care, that man then
The whole subject is too large for very close
begins to call his work sacred, and a God-given “sense of
attention in detail within the limits of this article; but I am
humour” will alone redeem him from the oppression of his
anxious to do full justice to the method I advocate, so
great task. I take it that the chief object of educationalist is
excellent as I have experienced it to be in practical
to deal with human nature and affect human character; and
educational results, lighting up as it does the history of our
of all the various instruments in the hands of a teacher for
own country, and explaining many matters impossible of
the effectiving of this purpose, I know none so natural and
real explanation unless the foreign view and condition of
so effective as the study of human nature and human
things was made clear. The plan we adopt has been to divide
character, to which we will give the name of History. Here,
the history of the respective nations into certain periods, say
in the actions of men, the story of their ambitions,
six or seven, and to study the history and literature of these
successes, mistakes, passions, struggles for freedom,
periods side by side. Simply by way of illustration, let us
baseness, folly, and beauty of life and character, we gain
take a comparison of the English and French Revolutions,
great things. We get opportunity for the exercise of memory,
both of them springing
from much the same
. . . what possibilities do we not obtain by means of such comparison for
root, and both in many
ways similar in the
exciting interest and helping at the formation of sound judgement.
matter of detail and
incident. In both
countries, an unpopular
Queen. In England, the
of judgement, of imagination, of thought – all of deep
Long parliament; in France, the self-constituted National
educational value. The mere accumulation of a string of
Assembly; the flight of Louis to Varennes; the flight of
dates and facts seems to me to be of hardly any value or use. Charles to the Isle of Wight; the trial and execution of both
Ideas, vistas, general impressions and principles, the
kings; the government by parliament; government by
underlying relations between different groups of phenomena Convention; the outcome in both cases - a strong man:
– these are of enormous value; the power to throw light into Cromwell- Napoleon Buonaparte; both assemblies expelled
social development, the sources of strength and weakness in by force, a military despotism succeeding; both heirs of the
nations, the cause of some succeeding event, the effect of
strong men set aside for the restoration of both lawful kings;
some preceding one – these ideals of teaching become truly and the after-effects of each.
educational, thought-compelling. Viewed simply as an
Professor Spiers, in his most admirable book,
engine of education, comparison is amongst the most
History and Literature of France, so invaluable an aid to all
important a teacher can use or cause to be used; and I do not students of French history, points out the profound
hesitate to say that there is no history teaching worthy the
difference underlying the two revolutions; but nevertheless,
name that is not comparative. We can understand white
what possibilities do we not obtain by means of such
because we know black. We state a fact, and demonstrate it comparison for exciting interest and helping at the
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formation of sound judgement. The English Revolution,
to bring with it a deeper patriotism and love of country on
standing alone, becomes more or less a statement of certain the one hand – deeper, because based upon no foundation of
facts; by comparison, all the wealth of thought and
ignorance or foolish prejudice, but upon a knowledge and
judgement is provided with immediate exercise. Or again,
study of historical fact; and also, more charity and a more
compare the French literary influences upon England during generous sense of human comradeship; the abandonment of
the Stuart period, and the stupendous and far-reaching
foolish insularity; a more dignified patience, it may be,
influence of English thinkers and writers upon the French
under misrepresentation; and altogether ideals of greater
Literature of the eighteenth century. The amazement of
chivalry and generosity.
Voltaire and Rousseau at the toleration and freedom,
My friend, Sir Clements Markham, writing me on
religious and political, in
this subject says: England, divulged to a
“This was an ideal of
The
story
of
France
then,
is
also
the
story
of
the
discontented and
Sir John Fortescue,
oppressed people by these
the Chief Justice,
main events and inﬂuences of the Continent of
apostles, setting on fire
who taught young
the pile that was already
Edward Lancaster in
Europe and is rich in incident and wealth of detail.
waiting for the fatal spark
his exile by
of flame, and with what
comparing the
stupendous results, both to France, and in its turn, again
institutions and the condition of people of France and
back to England. Examples may be given by the score of
England. The account of this system of tuition was first
similar parallelisms. Of course, it is evident to all who study published in the year 1557, and has since been translated
the history of the two countries that the history of France
and edited by Lord Clermont. The young prince was just at
does not lend itself as completely as that of England to the
the most interesting age – between age twelve and sixteen.”
process of observation from the point of view of gradual
Reading Montaigne recently, I was struck with the
emancipation. In France, what was gained in one period
argument he sets forth against foolish insularity:- “when I
seems to have been lost in the next; but still there remains
have been abroad out of France, and when people have
much food for study. Compare, for instance, the effort to
asked me, out of courtesy, whether I would be served in the
establish absolute monarchy – an effort more successful and French fashion, I have laughed at them, and always sat
complete in France than even in this country, and therefore down at the tables occupied by foreigners. I am ashamed to
bearing with it, almost of very necessity, a reaction more
see my fellow-countrymen besotted with that stupid humour
violent. Or take the story of the Crusades and their
of finding fault with all fashions opposed to their own. They
influence, or the struggle against Feudalism in both
seem to be out of their element when they get out of their
countries; or again, the story of the French and English
own village; wherever they go they stick to their own ways,
colonies. One can hardly mention a name in France but that and abominate these foreigners. Do they fall in with a
the counterpart in England suggests itself; Rabelais – Swift fellow-countryman in Hungary? They congratulate
and Sterne; the French philosophers of the eighteenth
themselves on the meeting; from that moment they are
century, and Locke; a Richelieu – a Wolsey; and scores
inseparable, and lay their heads together to abuse all the
more. But not alone because of the intertwining histories of customs they have seen; how can they be other than
both countries, is France most suitable for comparative
barbarous customs, seeing they are not French? Indeed, the
study in English Schools. In a superior sense to that of any
cleverest people are those who have noticed things
other nation, the story of France is the story of medieval and sufficiently to abuse them. Most of them go only to come
modern Europe. It is impossible to mention France and
home again; they travel wrapped up in themselves closed
leave out the most vital and stirring episodes and
against all intercourse, with a taciturn and unsociable
experiences in the history of Spain, Italy and the
caution, to protect themselves against the infection of a
Netherlands, with Germany and Switzerland all forming
foreign air.”
part in relationship and influence with the story of France,
Surely we have the very representation of an

And as we tell the story of France and our own best-loved land to young England,
will not this aid to the formation of quieter, deeper judgments as little else will?
which bore first-hand upon its heart-influences and
impressions that came to us in later years second-hand from
the sister nation. The story of France then, is also the story
of the main events and influences of the Continent of
Europe and is rich in incident and wealth of detail. I believe
that such a plan as I have tried briefly to set forth cannot fail
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Englishman as he is imagined in France to-day! And again:
“The great world is the mirror in which we must
look if we would really know ourselves. In short, I would
have that to be my scholar's book. The great variety of
Humours, of sects, of judgments, of opinions, of laws, and
customs, teach us to judge soberly of our own, and lead our

judgment to recognize its own imperfections and
natural infirmity; and this is no mean apprenticeship.
So many revolutions in states, and changes in the
fortunes of nations, instruct us not to see so great a
miracle in our own. So many names, so many victories
and conquests buried in oblivion, make it ridiculous to
hope to immortalise our own names by the capture of a
dozen dragoons, or paltry fort which is only
remembered by its ruins.”
And with what wiser words could I close my
little paper. However much natural habit of mind, the
force of tradition, disposition, and inherited tendency
may separate nation from nation, we may find surely if
we have the grace and sense to seek it, some common
ground, some bond of comradeship. In the region of thought
we may join hands; in the ranks of the historian, the
philosopher, the economist, the poet, we may find kindred
spirit, and such comradeship, as will aid us to be broader,
wiser, and more charitable. Ignorance is the greatest foe we
have to contend with – the next, narrow prejudice, lack of
thought and knowledge; and I claim for the schoolmaster
and the schools a considerable portion of the work of
overcoming these ghostly enemies. The young are heroworshippers and the most generous representatives of the
old chivalry we have left to us in these prosaic days. I know
many English boys who are as proud of Bayard and DU
Guesclin as of their English heroes. We in England are safe
and content in our island home; safer than ever amidst the
whirl of opposition and war; quite sure of our strength,
despite blunders and mistakes. Shall we not, too, in the time
of our wealth be generous? Shall we not stand, cap in hand,
before the quiet grave of our dead adversary, Joubert, as the
soldiers of Charles Quint stood when the body of Bayard
went by, in respect of a stalwart and honourable foe? Shall
not we, as we study and teach intelligently the story of
France, do some wise work in helping to wipe out the
memory of petty insult? And as we tell the story of France
and our own best-loved land to young England, will not this
aid to the formation of quieter, deeper judgments as little
else will? Will, in short, the recital of the mutual struggles,
fellow-failures and mistakes, fellow glories and braveries,
rob us of one ounce of loyalty or devotion to the interest of
our homeland? Will it not rather strengthen and deepen the
ties that bind us to it, yet draw us to a finer toleration and
generosity of regard toward those of other blood?

THE NATURAL COORDINATION OF
SUBJECTS OF
INSTRUCTION

For your listening pleasure!
Lectures from the 2007 conference
For the moment - FREE at
www.childightusa.org
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by The Rev. C. H. Parez

From Parents’ Review, 1903, Vol. XIV, p. 15.
In the interesting report on the Rural Schools of North West
France, by Mr. Cloudesley Bereton, in vol. VII. of “Special
Reports issued by the Board of Education,” there is a
paragraph at page 139 on the curriculum as a whole, which
appears to me to contain a germinal thought, which, when
allowed free scope, should prove to be one of the utmost
value, and render the instruction of young children even
more captivating than it is often at present made to be by the
loving care of our Kindergarten teachers. The principle
enunciated in this paragraph is that of dove-tailing, or more
than dove-tailing, the different subjects so that they
interlock one with another, mutually explaining and
illustrating one another, “not really detachable, as parts of a
watch” that can be taken to pieces, but members of one
body, each explicable by its relation to the others.
Now, the idea of inter-connection of the various
parts of the school curriculum is not wholly new; it has been
for some time in the minds of our teachers, especially as I
fancy, in our Infant Schools; the various lessons have been
made in this way to illustrate one another, and additional
interest has thus been imparted to each. But when reflection
is excited as to the underlying reason for this interconnection of the subjects, there begins to arise in the mind
a doubt whether the principle has already ever been
thoroughly carried out. For, the raison d'etre for this close
interweaving of mental efforts of the little ones, what is it
but the recognition of the excellence of naturalness in the
directing of the children's attention, of making all attempts
at teaching to be drawn forth by what excites a child's
inquisitiveness in things presented to its notice? Now, if this
principle is to be carried out fully, then the idea of “lessons”
ought to be relegated and replaced rather by that of “talks”;
not only so, but even the apparatus of lessons ought at first,
at any rate, to be kept in the background. The moment the
apparatus is produced, that moment there enters into the
child's mind the idea of a “lesson,” that is of work; almost
inevitably of, to a certain extent, drudgery. The exception of
a “lesson” with the customary paraphernalia of, it may be,
the beadwires, or, it may be, the form-and-colour box, or
what not, dulls the interest of the children; the method is

one that is artificially devised, not that arises naturally out of giving a lesson on “A Fraction” to, say, the Fourth Standard,
their surroundings or from some object of interest submitted the teacher would confine himself to halves, fourth, eights,
to their notice. If the children's minds are to be engaged in a seldom venturing on the odd denominators, three, five, &c.,
life-like way,
which,
then the oftener
however,
the routine of
would have
But there is no reason why our infants should not from natural
the lesson idea
been really
objects
be
familiarized
with
the
numbers
three,
ﬁve,
&c.,
and
even
be
can be avoided
the more
the better will
effective
prepared for comprehension of such things as “thirds” and “ﬁfths.”
be the result.
ones for the
Froebel did
purpose of
much for the
the lesson,
girl he loved so
because
well, yet it is recognized one finds imperfectly rounded
carrying the children into the more general conception of a
bodies, as apples, nuts, oranges, &c., - not spheres; one
fraction rather than to which familiarity had enslaved them.
finds curved lines, not straight; the wavy lines of leaves, the But there is no reason why our infants should not from
rounded, irregular outlines of clouds, not the straight edges natural objects be familiarized with the numbers three, five,
and plane faces of the cube. The one thing that Nature
&c., and even be prepared for comprehension of such things
seems to abhor more than any other – unless under the term as “thirds” and “fifths.”
Nature the imaginative products of the human mind be
But there is no need to make a social “lesson” on
included – is a straight line. Nature again seems to delight in these numbers; and here comes in the principle of the
the odd numbers three and five, which rarely enter into the
interweaving of the ideas which need not be made entirely
artificially devised “gifts.” The four-sided figure of straight separate subjects of instruction. We wish more than we have
lines is the conception of the human mind. When Johnnie
done formerly to open children's eyes to things around
and Mary wish to divide a piece of cake or an apple
them, especially to make country children find a pleasure
between them, it would no doubt be inconvenient to make
and an interest in rural sights and sounds. The weeds that
the division by curved lines and surfaces; the apple is
continually meet their eyes; the flowers of their gardens;
divided by a plane surface or an approximation thereto; the birds and their habits, &c. These are things in which
cake is probably made into squares or oblongs. The science children may be easily drawn to take a delight, and only do
of geometry arose from the necessities of agriculture. The
not readily find such delight because there has not been the
field is more easily divided, whether for partition among
kindly eye and hand of someone to direct them. And then
cultivators, or for various crops, in oblongs than in any
when their observation is turned toward such things, the
other way. The four-sided figure is among the most
arithmetical lesson, if such it must be named, will present
convenient for men's operations. Yet how seldom the
itself without being specially called in. It is indeed natural to
number four is found in nature. It may be said, indeed, that children to count. “Counting,” indeed, though there may be
there is the obvious instance of quadrupeds; but is it not a
something indefinite in the term, seems to me a pleasanter
more correct conception to regard them as having two fore- term to use in regard to infants than “arithmetic.” It
legs and two hind-legs, two pairs of like things, rather than happened accordingly to me to use the former word in my
grouping together two sets of unlike things under one
reports upon infant schools until the force majeure of red
heading? In the same way, the insect should be rather
tape intervened, and compelled obedience of the adoption of
described as having a pair of three rather than as having six the more formal and formidable term “arithmetic.” But then,
legs. How often do the numbers three and five occur in
is there never to be a formal arithmetic lesson in an infant
Nature? Yet how seldom are they brought under the notice
school? Well, there are limits no doubt to the adaptiveness
of young children? Yet the instances are close at hand, at the of the most lively Kindergarten teachers, and there may be a
very door. The commonest weed will probably supply
right and proper use of the stereotyped lesson with the bead
instances of it. The petals and sepals are generally in threes wires; but such lessons should be at any rate infrequent; not
or fives; the stamens should probably be arranged in pairs of the daily food; should be brought in occasionally as a
these numbers. Leaves are partitioned into an odd number
change; a seldom-used means of “fixing” what had been
of segments, three, five, seven; so in zoology, the number
previously “developed” - to use terms borrowed from the
five appears more frequently – seems to be more favoured
photographer's art – in the children's minds. In the case of
by Dame Nature than any other. Yet how seldom does it
the young children, the “development” is of infinitely more
figure in the school curriculum? Only, with the exception of value toward mental training than the “fixing.” The natural
the reference to the human hand, by the introduction before should be the groundwork; the artificial should be brought
the children of the “pentagon,” dreadful to them by its
in only at the end, or at any rate previously tabooed, so far
name, and as far removed from anything that will ever
as the capacity of the teacher admits.
naturally present itself to them as can be conceived. It is a
But, of course, all instruction cannot be confined to
curious fact that used often to come under my notice that in references to external nature. This must be admitted, but it
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is important to note the reason why this is so. Man and his
works are after all parts of nature. It is this unfortunate
interposition of that disturbing element, the mind of man, in
the world, that necessitates the giving of so much that is
artificial to the school curriculum. The child, innocent as he
is of the fact, is the heir of the ages. Reading is a very
artificial thing. To a thoroughly illiterate person the ease of
decipherment of the characters of letters and words shown
by a fluent reader has in fact the appearing of something
magical. Reading and writing of course go together, and
with them to some extent must be joined arithmetic,
inasmuch as it also is dependent upon a written character or
symbol. How slowly, through what long ages of toil and
upward endeavour have these arts been brought by the
human mind to their present perfection! Here no doubt is
the great crux for the teacher. How to facilitate to the minds
of the children the manipulation of these artificial symbols
with the least possible artificiality of method? How to make
the entrance into these arcana as little abrupt as possible? Of
the three “R's,” reading is the one which in this respect
presents the greatest difficulty. Writing may be connected
with drawing, which should certainly precede it, and the
writing of letters should of course be made to follow upon
the demonstration of their use as symbols in reading; it is in
the latter therefore that the greater difficulty to the teacher
arises and has to be surmounted. Arithmetic may and should
be co-ordinated with the affairs of ordinary life, such as are
in the field of the child's own needs and the thoughts or
come naturally within its own observation; but here again, it
is when the explanation of symbols has to be undertaken
that difficulty is felt. The abstract symbol must of course be
placed beside the concrete object, or at least some pictorial
representation of it. And to this adoption of the maxim,
“from the known to the unknown,” may perhaps also be
wisely added to some extent the illustration of the method
of making the instruction go along with the actual evolution
of each subject, as it occurred historically in its progressive
development by the human mind. This method, as is well
known, is insisted upon by educationists of great name;
among others by the apostle of naturalistic teaching, Herbert
Spencer. His theory is often regarded as somewhat of a
“fad,” and to carry it out in detail would be no doubt tedious
and unnecessary. Yet it might well be borne in mind and
used with advantage to a modified extent.
In teaching reading therefore, those friendly guides
of the young mind are probably justified who begin by
placing before the child the picture, say, of a bat, and beside
it the word “bat,” the ideograph first, afterward the
“phonetic.” The picture at once asserts itself to the infant
mind as a representation of the object; the symbol is no
doubt arbitrary, but by observation and repetition becomes
associated in it with the picture, and so with the idea of the
thing. By beheading and detailing the word “bat,” the force
of the component elements, the single letters can be shown;
and afterwards other words, as “mat,” &c., can be similarily
treated; and later the variations of “fan,” “man,” “pin,”
“tin,” &c. - object and symbol being ever linked, and helped
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by attempts at drawing, and gradually also by writing.
Similarly, in unriddling the mystery of arithmetical
notation; every good teacher would naturally above the
“tens” column exhibit actual bundles of things in tens, or
pictures of baskets containing, it may be ten eggs or ten
marbles each, in different coloured chalk from that used for
the “units” column. But might it not be as well in
introducing first the mystery of “the cipher,” to adopt to
some extent the evolutionary method, and to make the
principle of the cipher attractive by comparison with the
more cumbrous arithmetical system previously in vogue?
The latter, indeed, has its own recommendations. In adding
5 and 6, or 5 and 8, we nowadays rightly teach children to
split up the 65 and 8 into 5 + 1; 5 + 3; and so to arrive at the
totals of 10 + 1, 10 + 3; to suit our notation; but this is even
more easily shown in the Roman method, where V. and VI.,
or V. and VII. indicate at a glance the separation of the 5's;
while the comparison of the methods of representing the
totals as XI. and XIII.' 3 respectively will be easy and
interesting. This may lead on to showing the superiority of
the later method, when larger numbers, such as 13 and 23
have to be dealt with, and enable the young child of modern
days to rejoice that he was not born a Roman, and by
increase of interest the more easily to surmount this early
“pons asinorum.”
There is an anecdote of Froebel, the child lover,
leading out a group of children to a hill outside a village;
leading them and beguiling them with similar art to that of
Pied Piper of Hamelyn, but with benevolent instead of
malicious intent, until with him they found themselves by
surprise at the top. The hill difficulty has somehow to be
surmounted; when it has been comb, a wide plateau with
many devious paths expands before the eye; and those who
have gained the summit for themselves will choose different
paths. One will naturally betake himself to fields of
literature, or to scientific observation; one will find his
natural vent in pursuing the more abstract studies of
mathematics or even metaphysics. Once the hill is clomb,
each to his taste; but what the teacher has to do is to make
the ascent as little difficult as possible, to ease the slope. Of
all the methods that may be adopted for this purpose none
seems to be more hopeful than that which is indicated in the
paragraph above referred to. Not merely to coordinate the
subjects of instruction, but to introduce them and to carry on
the instruction in them unartificially, unabruptly, weaving
them one into another and drawing them out in a natural
way from the surroundings of the children, thus incidentally
combining “naturkunde” and the reasoning and reflective
powers of mind. This surely is the method of the future; in it
lies the secret of wholesome, fearless instruction.
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Charlotte Mason and the Teaching of Languages
by Dr. John Thorley
Not much, if anything at all, has been written about Charlotte Mason’s attitude towards the teaching of languages. So perhaps it is time to analyse her views and to see what Charlotte Mason has to offer in this field of
education to those of us involved in teaching in the 21st century.
Charlotte herself had a surprising competence in several languages – surprising because her formal education
seems from her own account and from other evidence we have to have been fairly restricted. It seems likely that
her mother, from the little that we know about her, had received at least some literary education, of which
French is likely to have been a part. It may therefore be that Charlotte, who was educated at home at least in her
earlier years, had learned some French as a child. There is no doubt that in her adult life she could read and
speak French with a fair degree of competence; she visited France many times, including at least one visit to a
school in Paris, and from her letters she clearly had no problems in understanding what was going on. She had a
similar competence in Italian and German. Her copy of part of Dante’s works in Italian still survives in the Armitt Library in Ambleside (of course she used a quotation from Dante in referring to the rush chosen as the
badge for the college – L’umile pianta, the ‘humble plant’ which will grow almost anywhere where there is water), and the Charlotte Mason archive contains correspondence in German about the German edition of some of
her books. She may also have known some Latin, though perhaps not much.
So Charlotte took for granted some knowledge of languages. In fact she says very little in her books specifically
about the teaching of languages; she assumes, as is evident form her outline syllabuses, that foreign languages
are simply a part of education in language and literature. But she does make it clear that foreign languages are
definitely a part of the curriculum for all. She says (School Education, p. 234) that the curriculum ‘falls into
some six to eight groups: Religion, Philosophy, History, Languages, Mathematics, Science, Art, Physical Exercises, and Manual Crafts’ [It is interesting to note that she omits Music in this list, though she later includes
Singing in the syllabuses – in French and German as well as in English].
The outline syllabuses that Charlotte devised for the Practising School and on which the training of students was
based (they are conveniently listed in some detail in School Education, pp. 271-359) are thorough and quite demanding, in languages as in everything else. By the age of twelve it is suggested (School Education, p. 301) that
children should be able:
Latin: to read fables and easy tales, and one or two books of Caesar.
French: to understand some spoken French and be able to speak a little, and to read an easy French book
without a dictionary.
German: ‘much the same as in French, but less progress’.
This is, to say the least, quite a daunting task! And the sample examination questions and the accompanying
model answers in School Education, pp. 308 ff. confirm this impression. Children at twelve are expected to have
a good range of vocabulary and a knowledge of all verb tenses in any language that they are studying. One
might wonder if this ideal was really achieved with most children, and actually the syllabuses as later produced
for PNEU schools did not quite reach these heights. Nevertheless, the PNEU schools did achieve a high level of
competence in foreign languages.
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It is moreover quite clear from these questions and answers that the emphasis for Charlotte Mason was firmly on
understanding the written languages, including learning some poetry by heart. As I mentioned earlier, for Charlotte Mason foreign languages were essentially a part of the study of language (i.e. grammar) and literature. For
all practical purposes this was a sensible approach; native French and German speakers were not thick on the
ground in England, and yet French and German literature at all levels was readily available in school texts.
So for Charlotte Mason foreign languages were an essential part of the curriculum for all. In this she was far
ahead of her contemporary educationists, and indeed far ahead of the actual practice in schools in England at the
time. Until comprehensive secondary schools were introduced in the 1970s the study of languages was almost
entirely restricted to the independent and grammar schools, taking perhaps around 20% of the total school pupils
in the age range. And even in schools where languages were studied, the majority of pupils took only French as
far as the 16+ examinations. Though nowadays in the UK more pupils do in fact study languages, the numbers
taking any language beyond the age of 14 are only in the region of 30% of each age group. Charlotte Mason
would, I suspect, have been shocked by our lack of progress in this field.
Of course we English speakers have a problem here. We speak a ‘world language’, which is not only the mother
tongue of most inhabitants of the UK, the USA, Canada, the Caribbean, Australia, and New Zealand, but it is
also the lingua franca for much international discourse, including most of the internet. A few years ago I spent a
while in India, where English is the regular language of communication between speakers of the many Indian
languages, and
even in the streets of
Chenai (Madras) In fact she says very little in her books speciﬁcally about most people, and certainly most children, could converse
the
teaching
of
languages;
she
assumes,
as
is
evident
with me in English. And every year
in Greece I teach form her outline syllabuses, that foreign languages are
Croatian, Danish,
Swedish, Norwegian, Latvian,
simply
a
part
of
education
in
language
and
literature.
Lithuanian, Portuguese and Dutch
students whose
English is entirely
fluent (though
often influenced by
the characters in The Simpsons). It is perhaps significant that the French, German and Spanish speaking students
may be less fluent, since their languages also have some international currency. But as one Croatian student put
it to me in July, ‘If you speak Croatian, then you must learn other languages.’ But we who speak English as our
mother tongue have less motivation to speak or read any other language. And English speakers in the USA have
perhaps even less motivation than those of us in the UK. At least those of us in the UK have to remember that
English in Europe is still a minority language; in numbers we are behind the French and German speakers by a
considerable margin, and also just behind the Italian speakers. We are likely to be overtaken soon by Spanish
and Romanian speakers.
But Charlotte Mason was in no way influenced by these considerations. For her knowledge of another language
was essentially a way into the understanding of language itself and into another literature and another culture.
That remains just as true today as it was in Charlotte Mason’s day. In today’s world where face-to-face international communication is so much easier and more common than it was 100 years ago, we would doubtless wish
to put more emphasis than did Charlotte Mason on the use of the spoken language. But I would certainly argue
that we should not therefore diminish the importance of acquiring a reading knowledge of other languages even
if we cannot achieve a fluency in the spoken language. I myself still get great pleasure from French literature,
though my spoken French is not as fluent as I would like. In my own specialisms of Latin and Classical Greek
there is (perhaps fortunately) no need to speak them, but the literature written in them is the source of much of
European culture, and is still worth studying for that reason as well as for the intrinsic literary value (there is
only one Homer!).
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For those of us involved in education, whether in school (if we are headteachers) or at home, there is the practical issue of which language we should teach (Charlotte would doubtless have corrected that to ‘which languages’!). Even in the large comprehensive school of which I was head we had this debate. We taught French,
German, Latin and (for just a few) Greek, but not Spanish or Italian, which some parents wanted us to teach. But
to quote a Latin phrase, non omnia possumus omnes (we can’t all do everything). My arguments as headteacher
against introducing more languages, as you might guess, were essentially financial. But from an educational
point of view it seems to me that it doesn’t matter much which language(s) we teach. Most major languages of
the world, both European and Asian, have vast literatures going back hundreds, if not thousands of years. The
choice is essentially practical: who is going to teach it? If you as a home-schooling parent know Spanish, then
Spanish it is. If you as a home-schooling parent do not have confidence in teaching any language, then maybe
it’s possible to join together with a group; or just get a CD, learn together, do whatever it takes. There is one
thing for sure: if you learn one language, even the basics of one language, learning another language is much
easier. And if you learn Latin, you are well on the way to learning Italian, Spanish, Portuguese, French and Romanian.
There is also a very practical point about learning languages: recently on TV I saw an Egyptian businessman
who said, 'If I’m selling you something, I’ll use English. But if you’re selling me something, it would help if
you spoke Arabic.’
For Charlotte Mason foreign languages were an essential part of the curriculum, not only for practical purposes
but also (and for her more importantly) for cultural and linguistic reasons. It is certainly a view that has not lost
any of its educational importance.
(c) 2007 Dr. John Thorley
Dr. Thorley was the last Principal of the
Charlotte Mason College which is now a
part of the University of Cumbria.
He can be reached at jt275@etherway.net

ChildLIghtUSA: 4th Annual Charlotte Mason Educational Conference
From Rewards to Relationship
June 11,12, 13, 14, 2008 on the campus of Gardner-Webb University
Featuring
Dr. Esther Meek of Geneva College on Longing to Learning: Covenant epistemology and Pedagogy
Dr. John Thorley on Relationship vs Examinable Content
Jason Fletcher of Heritage School, Cambridge, UK giving the Eve Anderson Nature Study Lecture
on A Biblical Relationship with our Environment.

June 11, 2008: Preconference Workshop
Featuring
Dr. Milton Uecker
from Columbia International University
8:30-3:00 p.m. - An all day workshop on teaching upper elementary and lower middle school students mathematics using Manipulatives.
For further details, check the website at www.childlightusa.org on February 15, 2008.
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Teaching Nature Study
Classes to 1st and 2nd
Graders

While Mom was working on her Liriope on the back
porch, I was at the desk in my room also doing a nature
study. I enjoy “problem-solving” each new nature item
while listening to my favorite music. The different colors (green, brown, purple, yellow) and parts of the
plant (stems, berries, fresh flowers, and dying flowers)
all on one stalk fascinated me. It was fun to attempt to
capture the structure and personality of each part of the
by Deborah and HollyAnne Dobbins
plant in the same painting. While I was painting, I also
Deborah Dobbins (DD): update
began pondering a Scripture verse that would mesh
HollyAnne and I taught a nature study seminar at the
well with studying this plant. Each Friday when we
ChildLight Conference in June. We brought wild onteach, we start class with a review of past nature studions from my father’s farm for the nature study speci- ies and follow the review with a devotion. We like for
men. Some participants believed from their observathe Scripture verse to have something to do with the
tion that we were studying wild garlic rather than wild specimen we are studying. The dominant fact about
onions. On my next visit to the farm, I shared our exLiriope from my reading is its primary use to edge garperience with my dad. He chuckled then took me for a den areas. This use reminded me of the perfect verse
nature walk. He pointed out the differences between
to use on Friday: “You hem me in—behind and before;
the wild onion
You have laid Your hand upon me” (Psalm 139:5). I
and
garlic
seeds
look forward to using Liriope as a way to illustrate
We believe that preparation is an
on the blooms.
how God surrounds us.
important key to a successful
Later, I returned
DD: student materials
from a walk to
nature study . . . .
see my dad sit- In their school supplies, each 1st grade student brings a
ting outside ob- Prang watercolor set, a size 2 paintbrush, and a sketchserving a bee on a wild garlic bloom. I’m so thankful book. At graduation, students will take their sketchbooks home full of 8 years of nature studies. As Holthat my dad has shared his love of nature with me
lyAnne and I received the nature study supplies from
throughout my life.
each 1st grader, we drew lines on the first page of the
Preparation for nature study classes:
sketchbook for students to write the common name,
scientific name, date, and their initials. Then we reDD: personal nature study
moved the green paint tubs and the Prang size #9
We believe that preparation is an important key to a
paintbrushes from each watercolor set. We have our
successful nature study experience in the classroom
students mix their own color green from the first nature
setting. We paint the nature study specimen in our
study. We replaced the size #9 paintbrush with the size
sketchbooks prior to teaching so we can discuss what
#2 paintbrushes so students can begin to master finer
our students may find helpful in their own painting. I
details required in painting nature items. We will conlike painting on the back porch in the fresh air with the
tinue to draw lines on each sketchbook page for nature
inspiration of nature all around me. Over the next two
studies in 1st and 2nd grade.
weeks we will be studying Liriope. I added water
seven times to lighten the color purple for the blooms. HAD: classroom set-up
I started with the stem but painted it too wide. I’d love We arrived at school eager to see our students and
to start over, but we don’t allow the students to start
ready to share the joys of nature study. Before class
over, so I’ll have to make the best of it. I’ll use my
begins we make sure that our students have jars of wamistake as a demonstration in class that it’s important ter, scratch paper, sharpened pencils, and a specimen to
to paint a very thin stem using the dry brush technique. study. We also make sure that, whenever possible, we
Be careful not to have too much paint on your brush! I have an entire plant of what we are studying so the
think it’s good for students to see that their teachers
students can see the shape in its entirety as well as the
make mistakes.
root structures. Students particularly enjoyed touching
the roots of the Liriope.
HollyAnne Dobbins (HAD): personal nature study
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The Classroom Experience:

the whole plant and then shared with the class that she
thought the spiky areas are where the blooms fell off
the stem.

DD: review
Class begins with a quick review of nature studies. At DD: sketchbook writing
our first nature study, students shared about something Perfect execution in handwriting is an important feain nature that they enjoyed observing over the summer. ture of the nature study journal. We want students to
We listened to students share about the deer they saw
use their best handwriting at every grade level. Stuin the neighborhood, snakes in
the backyard, spiders through the Students should form their letters neatly with correct spelling. I
window, birds at the feeder, and
butterflies. The students were so demonstrate with a blank sample at the board. I model the writing
enthusiastic that they continued
one letter at a time as students write on their nature study page.
sharing back in their classrooms
after our nature study session
dents should form their letters neatly with correct spellended. Since this was the second topic we have studing. I demonstrate with a blank sample at the board. I
ied this year, I asked students to share what we had
previously studied. Students shared that we studied the model the writing one letter at a time as students write
on their nature study page. I instruct them to write
Caladium and remembered that one of the common
large enough to be neat, but small enough to fit on the
names according to Wikipedia is “Heart of Jesus.”
lines. HollyAnne and the Enrichment Day parents
HAD: devotion
monitor students’ work at their seats for any necessary
After the review, I opened our class with a devotion.
corrections. I’ve been amazed at the excellent handFor the Liriope I shared the verse from Psalm 139 to
writing skills exhibited by all of our 1st and 2nd graders
illustrate the connection between the hedges Liriope
in their journals.
forms around a garden and the way God hems us in.
HAD: drybrush watercolor
After the devotion I asked a student to open the class
with prayer. First and second graders have the most
We collect the pencils after we finish writing, to prebeautiful, trusting prayers. I am doubtful that there is
vent students from using them during the painting
anything more beautiful than hearing a young child
process. Before the students begin painting, I spend
sincerely pray, “We love you, Lord.”
about five minutes briefly talking them through the
painting process of their Liriope (or other nature study
DD: nature walk/observation
item). I begin by asking a student to explain what it
The Liriope is located outside the 2nd grade classrooms, so we took a nature walk in front of the school means to do drybrush nature study. They explain that
they must not have too much water in their paint set
to see the plants up close. I brought along the plant
that I purchased and took it out of the container so stu- (no “puddles”) and their brushes should just be slightly
damp and at a point “like a pencil” so they can paint
dents could look at the root structure. As HollyAnne
mentioned, students really enjoy looking at and feeling details. Next, I ask if anyone remembers what two colroots. Students discussed how the roots were growing ors you mix to make green. Following the review, I
explain any new colors they will need to mix (such as
in a circular manner around the plant and how they
purple for the Liriope). I remind the students that they
would grow differently in the ground.
may use pale yellow on their brushes to outline, but not
Back in the classroom, each student had a stem of
trace their paintings. This way they can easily fix any
blooms that they observed for one minute. Students
trouble spots before the paint is very noticeable. As I
keep their eyes on their specimen only. They can touch review and explain the painting process, I try to break
it, smell it, and look at it from every angle, but not
down the image of the nature study item into managetaste it. At the end of a minute, students share with the able painting steps. For example, with the Liriope I
class from their observation. Before we started, one
suggested that students paint the main stem first, the
student asked a question about the spikes protruding
smaller stems of the buds second, the buds/blossoms/
around the blossoms. She spent her minute observing berries third, and the tiny details last. For the Liriope, I
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brought to the students’ attention that the buds are not mornings at Perimeter Christian School. Be sure to
perfectly round but rather oval shaped. When I am fin- bring your sketchbook along.
ished, I ask if anyone has any questions. After the
questions are answered, the students are allowed to begin painting. While they are painting, Mom and I are
available to help if they need guidance mixing and
matching colors and to offer suggestions if the students
get stuck.
DD: follow-up discussion
After the students have left and we have cleaned up,
HollyAnne and I share our thoughts about the classes.
We discuss what went
well and what problems
we encountered. We
commented that my nature study mistake helped
students truly see the difference between using the
correct dry brush technique and using too much
paint on your brush. As a
result, the students were
careful to paint thin stems
on their Liriope. I was
reminded that this is such
a sweet age to teach as
students pointed out that
the rest of my Liriope looked good. HollyAnne and I
noticed that most students are already showing progress mixing paints and matching the color, size and
shape of their specimen. We’ve observed variation of
skills regarding the details in their work at this age.
HollyAnne said that it’s like a “light bulb moment”
that occurs on some of their nature studies. We discuss
whether the students are developing good habits of listening to each other as they share after the 1 minute
observation. If classes are larger than 8-10 students,
then it may be helpful to have students share their observations with a partner or small group. Since we
have only one hour per nature study class, we evaluate
our timing in each class. If we get behind, students
will not have enough time for painting.

Enrichment Day Parents: comments
•

As a result of his nature studies, my son has
become more observant of God’s creation.

•

Our daughter is new to PCS this year, and she
loves studying plants then painting what she
sees. She looks forward to nature study class.

•

Attending nature study is a great experience for
parents because it gives us an opportunity to
slow down and look closely at the details of
God’s creation. The children are engaged in
this activity as well as the parents!

•

I thoroughly enjoy doing nature studies alongside the students. I love it!

•

Nature study was awesome!

•

I really enjoyed watching the students do their
first nature study. They had some great observations about the leaf they were about to paint.

©2007 Deborah and HollyAnne Dobbins

Deborah and HollyAnne teach 1st and 2nd grade nature
study classes at Perimeter Christian School in Duluth,
GA. This is Deborah’s 7th year as a teacher at PCS.
HollyAnne is a PCS graduate and a homeschooler in
This concludes our nature study of the Liriope with the her sophomore year of high school.
second grade classes. Next week we will study MockStrawberry plants with the first graders. We’ve enjoyed sharing our experiences with you. You are welcome to join us for a nature study class on Friday
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HELEN OF THE GLEN:
AN EXAMPLE OF INTEGRATED CURRICULUM
by Lori Lawing
I found an old book in Edinburgh a few years ago.
Recently, I pulled it off my shelf because my children and I are at that point in our study of history referred to as the “Killing Times.” Under the cruel and
persecuting hand of Charles II, the Scottish Covenanters were hounded by the King’s dragoons, tortured and often executed. The story Helen of the
Glen is one such story. My children had already read
a short version of her ordeal, but I found it again in
this old book published by William Oliphant &Co.,
Edinburgh, 1861, entitled, Tales of the Covenanters
by Robert Pollok.
In keeping with Charlotte
Mason’s insistence that we
teach an integrated curriculum, (see Carroll Smith’s article, “Mason’s View on Curriculum; Integration and
other Topics” in the last volume of the “Charlotte Mason
Educational Review,”) I am
always delighted when I find
excellent literature for the
study of history. (Robert
Pollok was a renowned poet
and author of “Course of
Time.”) Tales of the Covenanters is commendable
simply for its literary portrayal of history, but I also
found in this outstanding book another delight: a
beautiful example of nature study. Pollok himself
was a lover of nature. Tales of the Covenanters begins with a “Sketch of the Life of the Author” by
Rev. A. Thomson. After attributing the “training of
the intellect and affections of the future poet” to the
religious instruction of Pollok’s godly mother, who
taught him to read the Bible and to commit to memory the Shorter Catechism and part of the Psalms of
David, Thomas states,
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Nor in tracing the development of a mind of high
poetical susceptibility like Pollok’s should we attach
small importance to the scenery around Moorhouse….
The daily communion which he held there with nature, formed a large part of his education as a thinker
and a poet…. It was his practice, from a very early
age, to ascend the summit of Balagich, the highest
mountain in the neighborhood, and there…he would
gaze for hours upon the scene of mingled beauty and
wild magnificence that spread itself before him.

Like Pollok’s mother, wouldn’t Charlotte Mason attest to the affects of Scripture and nature study in the
training of the child’s intellect and affections?
Thomson notes of Pollok,
His love of nature is great, only excelled by his love
of the Bible…from which God
had taught him the divine secret of extracting the bitterness
from the cup of life, and of
relishing its innocent joys,
without resting in them.

Do you see in that last statement a biblical worldview toward nature? We are to wonder, marvel, and rejoice in
what He has made. We glorify Him when we relish the
joys of creation without resting in them. We find our fullest joy as we rest in Christ alone. Pollok models this
truth beautifully in his portrayal of Helen and her
love of nature.
Helen was remarkable for her tender-heartedness.
The lamb forsaken or bereaved of its mother, the
crippled fowl, the dying sheep, received her ardent
attention, and often her tear…. She would often go,
too, out of her way, not to disturb the nest of the
lapwing, the snipe or the plover. And when she happened in her thoughtful mood to cast her eye down
on the wild flower that seemed decaying, while all
around was verdant and lively, she would bathe it
with a tear, and say, “We must all die like thee,
drooping flower. The world will laugh and be gay
when we are gone, as the herbage that surrounds thy
falling head. O that I may answer my end like thee!

Thou hast grown up, spread thy bosom to the morning, shed thy fragrance around thee, looked lovelyvery lovely, and thy duty is complete. O that I may
so grow up, opening my heart to the Sun of Righteousness, casting around me a sweet savor of piety,
shining in the white robes of holiness, and falling at
last without a murmur into the grave; secure that my
soul shall have an everlasting place by the fount of
life.”

In Pollok I found a delightful opportunity to integrate history, fine literature, a beautiful example of
nature study, and the teaching of biblical truth in his
story, Helen of the Glen. May the Lord bless you
with many examples of an integrated curriculum!

For your listening pleasure!
Lectures from the 2007 conference
For the moment - FREE
www.childlightusa.org
under
Conference on the menu.

Lori Lawing
teaches her five children at home in Denver, NC.
She especially delights in teaching literature,
poetry and Shakespeare to children.
She may be reached at lorilawing@bellsouth.net.

Scaffolding with Pamela
By Tammy Glaser
My eighteen-year-old daughter Pamela has autism, a lifelong developmental delay affecting communication and
socialization. Last March, we began a therapy called Relationship Development Intervention. In October, I started
reading and blogging the book, Awakening Children’s
Minds, by Dr. Laura E. Berk, which describes the research
of Lev Vygotsky. While Carroll Smith has written in this
current review about Vygotsky’s work in light of a sequenced curriculum and the sequence of daily narration
lessons, I have applied it to social skills and daily living
activities. I pulled this article from a blog post that reflected on Vygotsky’s theory of zone of proximal development.
When I think about Pamela's abilities, I can rattle off
things she can do completely independently: zipping her
pants, using the microwave to reheat food, adding and
subtracting fractions with the same denominator, turning a
whole into a fraction and vice versa, writing ten sentences
with the syntax she has mastered, etc. Pamela can do even
more when I guide her: zipping a jacket once I start it,
baking simple recipes when I check her measurements
for accuracy, converting mixed fractions to improper fractions (and vice versus) when I help her as needed, writing
an organized paragraph when I make sentence strips
from her oral narration, etc. Some tasks are way beyond
her reach right now, even with help: flossing her teeth,
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making a recipe free of allergenic foods, multiplying fractions, writing a research paper with at least 1,000 words,
etc.
The tasks in red represent Pamela's actual development.
The tasks in purple and blue are her potential abilities,
things she may do independently in the future. The ones
in purple are in the zone of proximal development because she can do these tasks with guidance. To develop
these future skills, Laura Berk suggests,
“Rather than transmitting ready-made knowledge to a
passive child or giving a child tasks for which he or she
already has the requisite skills, the adult's role is to engage in dialogue with the child—by observing, conversing, questioning, assisting, and encouraging. During that
dialogue, the adult continually assesses the child's progress and creates the "zone" by keeping the task "proximal"—slightly above the child's level of independent
functioning.” (Page 41)
Adults can create this zone in several ways. First, they can
develop a shared understanding. Second, they can build a
support system through a scaffolding (joint problem solving, self-regulation, and warm encouragement) and conversation (narrative and theory of mind). Chapter 2 of
Awakening Children’s Minds explains and illustrates these
techniques very well.

I conclude with a parallel to Charlotte Mason who understood proximal development. She knew that children were
ready for skills like learning the alphabet on their own
schedule and recommended waiting until a child seemed
interested. She found that interaction between adult and
child was the key! The child must actively pursue learning
the alphabet, while the adult must answer questions, share
observations, and assist in letter formation. She discouraged adults from rushing children beyond that zone of
proximal development.
The Alphabet.––As for his letters, the child usually
teaches himself. He has his box of ivory letters and picks
out p for pudding, b for blackbird, h for horse, big and
little, and knows them both. However, the learning of the
alphabet should be made a means of cultivating the child's
observation: he should be made to see what he looks at.
Make big B in the air, and let him name it; then let him
make round O, and crooked S, and T for Tommy, and you
name the letters as the little finger forms them with unsteady strokes in the air. To make the small letters thus
from memory is a work of more art, and requires more
careful observation on the child's part. A tray of sand is
useful at this stage. The child draws his finger boldly
through the sand, and then puts a back to his D; and behold, his first essay in making a straight line and a curve.
But the devices for making the learning of the 'A B C' interesting are endless. There is no occasion to hurry the
child: let him learn one form at a time, and know it so
well that he can pick out the d's, say, big and little, in a
page of large print. Let him say d for duck, dog, doll,
thus: d-uck, d-og, prolonging the sound of the initial consonant, and at last sounding d alone, not dee, but d', the
mere sound of the consonant separated as far as possible
from the following vowel.
Let the child alone, and he will learn the alphabet for himself: but few mothers can resist the pleasure of teaching it;
and there is no reason why they should, for this kind of
learning is no more than play to the child, and if the alphabet be taught to the little student, his appreciation of
both form and sound will be cultivated. When should he
begin? Whenever his box of letters begins to interest him.
The baby of two will often be able to name half a dozen
letters; and there is nothing against it so long as the finding and naming of letters is a game to him. But he must
not be urged, required to show off, teased to find letters
when his heart is set on other play. (Volume 1, Pages 201
to 202).
My youngest child learned his alphabet before we realized
what he was doing. We gave him an alphabet wooden
puzzle for Christmas when he was two years old. While I
was doing chores or working with Pamela, he would ask,
"Wha' dis?" and I would distractedly answer him. He
knew his alphabet by the time he turned three. And, as he
was a strong-willed, contrary little thing, I just know had I
introduced the idea of learning his alphabet, he would
have turned ten years old before nailing it. Being
swamped with Pamela's needs prevented me from ruining
a good thing!
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Tammy can be found online at
http://aut2bhomeincarolina.blogspot.com/

Call for Presentations
for the ChildLightUSA conference
Conference Theme: From Rewards to Relationship
Check the ChildLightUSA website for further information.

Call for Student Work Samples
The Review intends to assist parents and teachers by publishing samples of student work. If
you, your child’s school, your child’s co-op are
interested in supporting this effort by providing
student work samples, or if you are a teacher,
principal or school director and would like to
help support this effort, please contact one of
the individuals below.
Laurie Bestvater
and
Jennifer Spencer
editorCMER@gardner-webb.edu

New website coming!

February 15, 2008
Watch for the ChildLightUSA
Blog

