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ABSTRACT 

THEY ANSWERED WITH THEIR LIVES: 

THE ORAL HISTORIES OF TWO 

TENURED READING 

PROFESSORS 

Cheryll Isenberg Dennis, B.S.E.D., M.Ed. 

Texas Woman's University 
College of Professional Education 

Doctoral Dissertation, December, 2002 

The storied lives of two tenured reading professors were represented in this 

project. The encompassing purpose guiding the oral histories of Margaret Griffin and 

Rose Spicola was to tell the stories of their lives through their voices. 

Oral history methodology (Ritchie, 1995), with a particular focus on feminist 

methodology (Gluck & Patai, 1991 ), was used to discover the wholeness of their life 

experiences as individuals and together, both personally and professionally, with an 

emphasis on their tenure at Texas Woman's University. Interviews were recorded and 

transcribed, and narrative inquiry (Clandinin & Connelly, 2000) directed the analysis and 

the writing of the stories. 
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Their tales highlighted relationships that had shaped the journeys they took. 

Voices of relationships influenced them in the areas of teaching, service, and research. In 

turn, their voices have influenced students' lives, the reading program at TWU, and the 

communities that surround them. We, who follow, can learn from their life experiences 

with a challenge to continue the hallmark of scholarship on these areas. 
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CHAPTER I 

INTRODUCTION 

Professors who have devoted their lives to literacy instruction are retiring and 

taking with them their stories that, if told, would enrich the field ofliteracy, the 

universities with which they have been associated, and the students whose lives they have 

touched. One might find biographical sketches of such notables, particularly in their vitas 

or conference programs. As they speak to audiences, these mentors may divulge an 

element of their record, but their comprehensive oral histories have been negligible in 

print. Their accounts of people and experiences that shaped their own ideologies, 

practices, and contributions to the field of literacy have not been written down. These 

stories will be lost unless they are told and maintained a,;; historical data. 

There may be various reasons for the lack of written oral histories for these 

mentors. Possibly, they reject the focus of the spotlight on them as individuals, but rather 

prefer it to be on their works. Some may not see themselves as "notables," but rather as 

mere men and women who are carrying out their profession. The field of history itself has 

focused little on the teaching profession, and even less on the people in specialized areas 

of education. 

Whatever the reasons may be that oral histories have not been told and scripted, 

the magnificent and eloquent stories of educators, particularly those in literacy, must now 
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be preserved (Cordier, 1992; Holmes & and Weiss, 1995; Lang, 1984). The field is broad 

when selecting such names. Many are internationally known. Even more are nationally 

familiar names. Most are professors on university campuses, who have had a local impact 

within the university and often within the larger boundary of the community. Histories of 

institutions have been and will continue to be written, but it is through the stories of those 

who have given their lives to those institutions that we can wholly understand truths. We 

have the opportunity to see beyond the facts to their meanings. They may not see their 

scope of influence beyond the community, but their local authority and longevity have 

promoted them to national significance. 

John Dewey, whose life and philosophy of education is still considered and 

followed by modern educators, regarded the study of education to be the study of life, 

whereby education. experience, and life are intertwined (1900). The telling of one's 

life-the routines, everyday actions, rituals, and epiphanies not only reaffirm their own 

lives but also reaffirm ours. We have a point of reference, a life and a ground to stand on 

for imagining what experience is and understand more clearly how one's own life fits 

into a social context (Clandinin & Connelly, 2000). 

The lives of Dr. Rose Spicola and Dr. Margaret Griffin were lived and shaped by 

social and cultural attitudes and, in turn, gave meaning to others in education by living 

their values, attitudes, and beliefs within the social context of institutions and structures. 

They each gave twenty-five years or more to the College of Education at Texas Woman's 

University. An encompassing purpose guiding the oral histories presented here was to 
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represent the storied lives of these women through discovering the continuity and 

wholeness of their life experiences, as individuals, both personally and professionally, 

with an emphasis on their tenure at Texas Woman's University. 

Definitions 

For the purposes of this study, the following terms are defined: 

Oral History-Oral history is defined in many of the works of those who have 

written on the subject (Bagley, 1991; Baum, 1977; Cutler, 1971; Grele, 1991; Harris, 

Cash. Hoover. & Ward. 1975; Nevins, 1966; Ritchie, 1995; Sitton, Mehaffy, & Davis, 

1983). The definition of oral history for this study is the recorded memories and 

commentaries by living people about their past. The components of an oral history 

project comprise the interviewer, interviewee, the recording device, and the interview 

itself. The recorded interviews are then transcribed and archived (Nevins, 1966; Ritchie, 

1995: Sitton et al.. 1983). 

Narrative inquiry-Narrative inquiry seems to be an appropriate term describing 

the oral histories of the lives of Dr. Margaret Griffin and Dr. Rose Spicola. The 

expression refers not only to the way in which the research is conducted but also the way 

in which it is analyzed. Educators are interested in people, their lives - how they are 

shaped and lived. Just as experience is the key term for social science inquiry so it is for 

these particular oral histories. These ladies' lives need to be understood as individuals, 

but their lives were not lived in isolation. They were always in relation, always in a social 
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context, and should be considered as such. Narrative inquiry offers a holistic sense of an 

individual person. Simply stated, narrative inquiry is defined as stories lived and told 

(Clandinin & Connelly, 2000). 

Delimitations and Limitations 

This study confines itself to interviewing two women who retired as professors of 

reading from Texas Woman's University. The major parameter for this study is the 

development of the reading program during their tenure at the university. 

In oral histories. negotiation proceeds simultaneously between the interviewer and 

interviewee, the interviewer and text, and the text and the reader. The researcher must 

delicately balance between the interpretation of the stories told and her relationship with 

the living sources (Gluck & Patai, 1991 ). According to oral history sources (Cutler, 1971 ~ 

Gluck & Patai. 1991: Ritchie. 1995), there is not one definitive methodology or one 

research project that scholars should hasten to duplicate. Oral history often requires the 

researcher to develop a range of models according to the needs of unique situations. 

Therefore, in this qualitative study, the researcher proceeded by using techniques 

established in the literature, while being aware that the process encountered during the 

project was also distinctive. Likewise, being a qualitative study, data may be subject to 

other interpretations. 

Another limitation to this study is the reliability of memories of the living sources, 

which is more clearly defined in the review of the literature. This limitation will be 
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tempered with the background work of the researcher in thoroughly gathering written 

documentation. 

Significance of the Study 

Much has been written on the history of education in America. In addition, 

biographies of men and women in prominent political social, and financial circles have 

been published for years. Yet biographies of educators that did exist were of men and 

very few of women (Snyder, 1972). Sylvia Ashton-Warner contributed an 

autobiographical life history in 1963 with Teacher. Oral histories of women in general 

then began to emerge in the late 1970s with the publication of Frontiers: A Journal of 

Women Studies. Almanacs began publishing lists of "outstanding" women from various 

disciplines, but by the late 1980s still little had been written from the voices of women 

educators (Cordier. 1992; Duling, 1993; Henige, 1982; Holmes & Weiss, 1995; Lang, 

1984; Lerner, 1997; Munro, 1998; Snyder, 1972). By 1990, statistics showed 'that nearly 

67 percent of teachers overall ... were women" (Apple in Casey, 1993, p. xii), yet their 

voices had been largely silent in the literature (Duling, 1993). 

Although the field of literature on women educators' stories remains a narrow, yet 

growing one, the field of those who concentrated their lives in the instruction of literacy 

seems silent. One will find short biographies printed in conference agendas, but there has 

been little significant work on the lives of those committed to literacy instruction in 

America (Gates, 1961; Stevenson, 1985). 
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Oral histories, according to Cutler ( 1971 ), produce "material of significance" (p. 

187) because they deal with an historical past. By understanding the experiences of these 

two professors, the reader develops a historical understanding of the personal and 

professional lives of these women, the Department of Reading at Texas Woman's 

University, the field of literacy, and even the university itself. These experiences have 

never been revealed in the written record. Therefore, this study has significance for 

students at Texas Woman's University. It has significance for all those associated with 

literacy, both nationally and internationally, and it has significance for the recording of a 

portion of the history of the university. Lerner (1997) describes the significance of oral 

history in the following way: 

We live our lives; we tell our stories ... The past becomes part 

of our present and thereby part of our future. We act 

individually and collectively in a process over time which 

builds the human enterprise and tries to give it meaning. 

Being human means thinking and feeling; it means 

reflecting on the past and visioning into the future. 

We experience; we give voice to that experience; others 

reflect on it and give it new form. That new form, in its 

turn, influences and shapes the way next generations 

experience their lives. (p. 211) 

Surely, then, the stories of Dr. Rose Spicola and Dr. Margaret Griffin, who served 

on the faculty at Texas Woman's University for a quarter of a century deserve to be told. 
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CHAPTER II 

A REVIEW OF THE LITERATURE 

Oral historians are interested in how the events in the last few generations have 

affected the present generation and reshaped our view of the recent past. Interviewing 

actual participants in those events and experiences is generally called oral history 

(Henige, 1982). Although the oral tradition of stories has continued since the beginning 

of time, only since the twentieth century has oral historical research become a scholarly 

enterprise. Allan Nevins was considered a noted historian before establishing the 

Columbia Oral History Project in 1940 (Cutler, 1971; Grele, 1991; Harris et al., 1975; 

Lang. 1984). Nevins ( 1938) initiated the idea of recording and preserving memoirs of 

Americans by using a clearly defined methodology. He proposed to energize historical 

study in America by systematically listening to and recording the voices of living 

Americans who had led significant lives so that those who follow might have a more 

complete knowledge of their historical participation. 

Other authorities, such as Dixon and Mink [Editors] ( 1966), Grele ( 1991 ), Moss 

( 1974). and Vansina ( 1965), corroborate the notion that oral history is accomplished in 

accordance with the views of historical scholarship. The oral historian's purpose is to 

construct, through oral testimony, an accurate and complete testimony (Henige, 1982). 

Through this process, the oral historian must consider issues of the interview, the 

interviewer's role, memory of the informant, and validity and reliability of the data. 

7 



For the purposes of this study, the researcher uses oral history research 

methodology in the study of the lives of two long-standing professors at Texas Woman's 

University and their contributions to the university reading program. The review of 

literature encompasses relevant aspects of oral history. 

Oral History versus Biography 

Because the oral history methodology of data collection and analysis parallels 

much of the premise of biographical writings, it seems essential to distinguish oral history 

from biography. Both are a part of the larger body of historical research. However, 

Billington ( 1975) makes a distinction between biography and oral history. Nevins ( 1938) 

describes biography as the study in which the researcher, as a detached observer, 

examines one particular life by taking various written artifacts about that life and 

reorganizing its details. The majority of those lives emerging in biography are from a 

select group of political social, and religious leaders (Seldon & Pappworth, 1983). Much 

of the work written about these lives is centered around the image of a quest for a 

particular goal. Biographies then offer "inappropriate expectations ... [ and] blur our ability 

to see the actual shape oflives" (Bateson, 1989, p. 5). 

Characteristics of completeness, accuracy, and a non-biased account of a person's 

life are applied throughout the literature for biographies (Nevins, 1938) as well as for oral 

histories (Cutler, 1971; Grele, 1991; Nevins 1938). However, these characteristics for 

oral histories are extended to a cross-analysis of the spoken word with written artifacts. 
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Oral history, in contrast, is much more expansive than biography. Although 

Nevins began oral history with the "elite" of America, such as governors, cabinet officers 

and distinguished authors, later oral historians have realized the advantage of discovering 

stories of people from all walks oflife (Moss, 1974; Thompson, 1978). Nevins (1938) 

declared the purpose of oral history was "to obtain, from the lips and papers ofliving 

Americans ... a fuller record of their participation" (p. iv). 

Oral history allows for recording and transcribing these stories and further 

critically portraying the person's life in a broader sense of history (Cutler, 1971; Grele, 

1991; Moss, 1974; Nevins, 1938). According to Billington (1975), oral histories are much 

more "vital" (p. 227) than the written artifacts used primarily for biographies. Oral 

narratives are shaped by the participant's choice of which stories to tell and how memory 

recalls such stories. Oral histories, then, are of people who are not necessarily the elite of 

our world, but who, through a process of conversation and reflection on both the 

interviewer's and participant's parts, help illustrate recurrent themes of their existence 

(Bateson, 1989). They are again reshaped as the researcher hears the stories and sets them 

in a context that resonates with familiar experiences. 

One example of an oral history was written by Mary Catherine Bateson, daughter 

of Margaret Mead, and a distinguished anthropologist in her own right. In Composing a 

Lffe ( 1989) she featured four lives of women, whose circumstances "provide examples 

for new ways of thinking about the lives of both men and women" (p. 9). The book, 

which began for the purpose of exploring ways of thinking about her own life through the 
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patterns of the lives of these women she admired, was completed from the interviews she 

conducted with these four women. These women's stories were about their lives in flux. 

They told their stories again and again, and then the stories were told once more through 

the eyes of Bateson and her own world knowledge. 

A biography about Margaret Griffin and Rose Spicola would not be appropriate. 

Their names are not heard daily from the lips of the masses, yet their names are 

significant to the many lives they touched. Their stories are not about their quests for a 

particular goal. To write about Margaret Griffin and Rose Spicola from their own stories 

is to gain perspective of the journey taken by dedicated educators who answered their call 

with their lives. Therefore, their oral histories were recorded and are now being told. 

Oral History and The Interview 

The interview is "the core of historical field research" (Henige, 1982, p. 42) and 

increases our appreciation of past events (Hoffinan & Hoffinan, 1990). Because the oral 

history interview is considered the primary source for an historical project, details on 

conducting the interview are considerable in the literature. Authorities such as Harris et 

al. ( 197 5), Moss ( 197 4 ), Ritchie ( 1995), Schippers ( 1966), Shumway and Hartley ( 1973 ), 

and Sitton et al. ( 1983) have included chapters or portions in their books on techniques of 

conducting interviews. Others such as Davis, Back, and Maclean ( 1977) and Ives ( 1995), 

have devoted an entire book to the interview itself 
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The Oral History Association ( 1992) specified guidelines and principles regarding 

the interview, including "Interview Content Guidelines" (p. 8, 9) and "Interview Conduct 

Guidelines" (p. 9, 10). Harris et al. (1975) stated that, "organization, substance, clarity, 

and accuracy are the hallmarks of good interviews" (p. 45). A major challenge in the 

interview is to obtain the personal experiences of the informant in a way that incurs going 

beyond the personal to make connections, discuss issues, and provide wider perspectives 

(Henige, 1982). Insight into the subject's personality and thought processes can only be 

obtained through interviews (Seldon & Pappworth, 1983). 

Asking the "perfect questions" to elicit a total release of memory can be a 

challenge. even for the experienced oral historian. The goal is for the interviewer to say 

the least in order to get the most response from the participant. Patriarchal literature 

comes complete with instructions about the details of the interview down to the advice of 

the importance of setting the tone of the interview with the first substantive question 

(Sitton et al., 1983). Most agree however, that an inflexible interview technique may 

result in answers to the questions without the telling of stories (Grele, 1991; Harris et al., 

1975; Thompson, 1978). They also agree that the interview resembles a conversational 

narrative between interviewer and interviewee. 

Feminist oral historians impart the necessity of maintaining a non-direct approach 

in the interview, suggesting that the interview may begin with "Tell me your life story" 

(Munro, 1998, p. 10). Subsequent questions may focus on certain events, but the primary 

goal is to keep the tone of the interview accommodating in order to allow the participant 
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to tell of experiences most central to her life (Gluck, 1979; Munro). In this project, 

questions tended to follow the participants' stories. For example Dr. Spicola talked about 

the master's program at Texas Woman's University. When it seemed as though she had 

finished her story, there was clarification as to the level of the program she was talking 

about. The question then followed, "How did that [the master's program] get started?" 

One unique feature of oral history is the offering of sound. In fact, the interview is 

actually a "trialogue" (Sitton et al., 1983, p. 93). The third party in the interaction is the 

tape recorder, and its needs must be taken into consideration. Those needs include the 

placement of the recorder as well as articulating in such a way as to make the 

interviewee's testimony more visual for the historical audience. 

Oral History and the Interviewer's Role 

If the interview is the "core of historical research" (Henige, 1982, p. 42), then the 

interviewer could be considered the most important element in the research process 

(Harris et al., 1975; Schippers, 1966). The challenge is to create a context in which the 

interviewee feels free to tell her own story as fully, completely, and honestly as she 

desires (Frisch, 1990) "while at the same time subtly directing the course of the 

interview" (Sitton et al., 1983, p. 19). Sitton describes the interviewer as the facilitator of 

the interview process. 

Friendliness, tact, and courage on the part of the interviewer are three personality 

traits that are key in eliciting as much information as possible (Nevins, 1966). Random 
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interviews do not comprise oral history (Dixon, 1966; Harris et al., 1975); neither are 

interviews oral inquisitions (Harris et al.). The interviewer must balance the setting by 

following a skeletal outline, yet allowing for maximum flexibility (Schippers, 1966; 

Sitton et al.. 1983). 

A unique feature of oral history is the interviewer's responsibility to become 

knowledgeable about all written artifacts by and about the informant prior to the initial 

interview (Moss, 1974; Nevins, 1966). It allows the opportunity for a topic to be 

approached from several different angles in order to obtain a more complete story 

(Schippers, 1966). 

In this study, for example, Margaret Griffin and Rose Spicola published articles as 

well as texts for the classes they taught as noted in their vitas (see Appendixes A and B, 

respectively). The many dissertations and theses advised by these women included 

acknowledgements made regarding their "leadership, encouragement, untiring patience, 

intellectual honesty, and absolute diligence," to name a few. Their vitas and evaluations 

provided documentation of their accomplishments during their years at Texas Woman's 

University. These artifacts were reviewed prior to the interviews. 

Oral History and Memory 

The function of memory for the interviewee is a fundamental consideration in oral 

historical research (Henige, 1982; Hoffinan & Hoffinan, 1990). Memory is especially 

relevant to interviewing, and its reliability for the researcher depends on whether the 
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questions asked of the interviewee meet an interest and need. Thompson (1978) states 

that memory, dependent upon interest and a willingness to remember, is not 

distinguishable between older people in normal health and younger adults. 

Others who also explored the role of memory were Sitton et al. (1983) and 

Hoffinan and Hoffinan ( 1990). Sitton et al. stated that memory during the oral history 

interview transforms the story "into a permanent record of the past that is both valuable 

and-given the passage of time-quite irreplaceable" (p. 21 ). Hoffinan and Hoffinan 

( 1990) purported that events relating to one's future life or facts related to one's career 

are more likely to be vividly recalled. For example, those in the teaching profession are 

more likely to recall youthful educational experiences as well as more likely to recall 

their career teaching experiences. 

Donald Ritchie in Doing Oral History ( 1995) devoted part of a chapter to the role 

of memory in oral history research. He concluded that because the data rely on the oral 

stories of the informants' memories, there may be surprises as to what may be uncovered 

during interviews. Ritchie suggests that the interviewer corroborate oral accounts with 

other evidence. He poignantly sums up one section with these statements. 

The memories of direct participants are sources far too rich 

for historical researchers to ignore. Interviewers must be 

aware of the peculiarities of memory, adept in their methods 

of dealing with it, conscious of its limitations, and open to 

its treasures. (p. 14) 

14 



Reliability and Validity and Oral History 

Memories are a key to oral histories. Therefore, the question of reliability and 

validity of the data is a realistic one. Thoroughly researching the written evidence and 

corroborating such with the telling of stories contributes to the reliability and validity of 

evidence and supports the tenets of historical scholarship (Harris et al. , 1975; Hoffinan, 

1974; Nevins, 1938). Reliability in oral history refers to the consistency with which the 

interviewee tells the same story about the same events no matter the number of times the 

story is told. Therefore, evidence from several interviews with the same person can create 

reliability. 

Validity in oral history is established when the oral story of an event conforms to 

that of the written source. The researcher's interview questions require consideration of 

not only the content of the questions, but also the form of the questions. Therefore, the 

phrasing of questions may affect the validity of the answers (Henige, 1982). Caution is 

given against asking "leading" questions, whereby the participant gives a response that 

she thinks the interviewer is seeking. For example, in talking with Rose Spicola about her 

introduction to Alice Chipman Dewey, she told how she discovered Alice Dewey's name 

in a footnote in a writing about her husband, John Dewey. The question was then asked, 

"Do you think that was the sort of place women had," meaning just "a footnote?" That 

type of question gave Dr. Spicola the impression that there was a certain kind of answer 

she needed to offer in regards to the place women had in society at that time. A different 
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form of question, which contained the same content, could have been, "Why do you think 

you had not seen her name in any other writing?" 

Care by the researcher to avoid tampering with the primary source, the oral 

testimony, is necessary to increase the validity and reliability of the evidence. Henige 

( 1982) warns against disguising paraphrases as verbatim testimony, even to the point of 

''eliminating indications of hesitations, or moments of doubt and embarrassment" (p. 

107). He states that doing so constitutes fraud, and the result negates the authenticity of 

such document. However, a balance must be maintained, and if the participant, as in the 

case of Margaret Griffin, asked for some of her frequently repeated expression '"you 

know'' to be deleted, the request was honored without distorting the authenticity of the 

interview. 

Harris et al. ( 1975) encourage the researcher, after every taped interview, to raise 

certain questions regarding the informant. 

1. Was he there? 

2. Was he in a position to know? 

3. Does he have a reputation for probity? 

4. Was he of sound mind at the time of the interview? (p. 11) 

The researcher in this project attempted to ensure the validity and reliability of her 

sources by striving for objectivity, accuracy, and thoroughness. 
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Oral History and the Feminist Approach 

Because the subjects for this study were females, it was imperative to consider the 

literature on the feminist approach to oral history. Until the 1990s much of what had been 

written about women was done through the lens of the male, his observation and his 

interpretation, but increasingly, the feminist view has been discussed (Gluck & Patai, 

1 991). In fact, Caro I Christ ( 1986, p. 16) noted "that the simple act of telling a woman's 

story from a woman's point of view is a revolutionary act." 

The first major body ofliterature on women's oral history appeared in 1977 in an 

issue of Frontiers: A Journal of Women's Studies. Shema Gluck requested that Frontiers 

( 1979) publish a special issue on women's oral history. The editors immediately argued 

that the journal "should present the diversity of women speaking today" (p. iv). It was 

that same year that the conference ofNational Women's Studies Association was 

founded with the purpose of collecting women's oral narratives. Although ground had 

been broken for women's stories, the field progressed rather slowly (Holmes & Weiss, 

1995). The 1990s have issued a greater number of oral histories of women teachers, 

including dissertations by Bagley (1991) and Duling (1993) and books by Casey (1993), 

Cordier (1992), Crocco, Munro, & Weiler (1999), Hawkins (1996), Holmes and Weiss, 

Long (1999), and Munro (1998). With the exception of the book written by Lei Purcell 

Hawkins ( I 996), all others were compilations that looked at specific facets and certain 

patterns of several teachers' lives. 
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Feminist methodology is noted to be different from the traditional questioning and 

analysis in oral history governed by patriarchic norms. Traditional methodology has 

identified the main task of oral history as that of asking the right questions in order to 

uncover new data about lives and activities (Anderson & Jack, 1991). However, when 

women's narratives are told, the process is engaging for both the narrator and the listener. 

The dynamics present during the process of interviewing women permit the interviewer 

to attend more to the interviewee's thoughts and feelings expressed through her vocal 

quality and body language, as well as her words. Feminist methodology requires the 

researcher to restrict her own personal expectations and maintain an active listening to 

the various levels on which the interviewee responds to the original questions. 

The feminist interview is not merely a gathering of information, but an interactive 

process, whereby the pauses, the laughter, and the silences invite the interviewer to 

explore any conveyed meanings. It requires an active reflecting on the history of the 

participant so that the listener can understand the present and vision the future. In 

essence, although preparation by the interviewer is necessary for any type of oral history 

interview, the feminist approach to oral history conflicts with the traditional in the form 

of communication, both verbal and non-verbal. 

Oral histories of women include the interweaving of connections among women 

universally-the validation of past experiences, connections across ethnicities and 

generations, and the perpetuation of female culture. This project purports to connect the 

stories of Dr. Rose Spicola and Dr. Margaret Griffin with others, thus creating a 
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'tapestry' of their lives for women everywhere, and particularly for those involved in the 

world of literacy. 

Oral History and Women in Literacy 

Although the literature has established that writings have occurred much more 

frequently about men than women, finding whole works on men or women in literacy is 

difficult. There is literature on such famous people as William S. Gray (Gates, 1961; 

Stevenson, 1985), but what is written is much more about his work than about him 

personally. Gray, along with others known in the field of reading, are included as 

chapters in Classics in Literacy Education: Historical Perspectives for Today's Teachers 

(Robinson, R. D., 2002). Chapters on two women, Nila Banton Smith and Helen M. 

Robinson, are included in this book. Another book, Distinguished Educators on Reading: 

Contributions that Have Shaped Effective Literacy Instruction (Padak et al., 2000), also 

has chapters with short autobiographies and original articles by a number of leading 

educators. Rona Flippo (2001) edited a book, in which leading educators in the field of 

reading contributed a chapter about themselves or others. Several women, including 

Yetta Goodman wrote about themselves. However, other women, such as Diane Deford, 

contributed a chapter on a leading male educator in the field. 

Another source of biographical information on literacy experts is found in 

conference program guides, such as the one from the IRA (International Reading 

Association) Regional Conference, Arlington, Texas, February 27-March 2, 2002. There 
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is usually a section for biographical information for featured speakers at such 

conferences, but the information is no more than a paragraph per featured speaker. 

The literature is deficient on stories of men and women who have influenced the 

course of literacy instruction in America. What is there is short and sketchy. The field is 

ripe for literature about the lives of women literacy educators: the relationships of family, 

colleagues, and students, the paths they traveled in their journey as educators, and the 

contributions they made to the field ofliteracy. Their stories must be told for those of us 

who follow. 

Oral History and Literacy 

Much has been written on the history of literacy in America since the colonial days, 

but most works entail a specific area ofliteracy, such as phonics (Balmuth, 1982), 

reading research (Venezky, 1986), or published basal readers (Anderson, Osborn, & 

Tierney, I 984). Nila Banton Smith (1965) compiled the most comprehensive history in 

her American Reading Instruction, but unfortunately, the text was limited by its 

publishing date and therefore does not reflect the past thirty-five years in American 

literacy instruction. The researcher for the current project determined that a literature 

review of the history ofreading paralleling Dr. Griffin's and Dr. Spicola's years of tenure 

at Texas Woman's University would be not only feasible, but also imperative when 

focusing on the broader context of literacy and the role in which these two professors 

participated. Several authorities were used for this review, including a report, entitled "A 
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Nation Still 'at Risk,"' (1998), and works by H. Alan Robinson (1977, 1990), Shannon 

(I 990), Harris and Sipay (1984), and Anderson et al., (1984). 

In the years 1965 to 1976, as reviewed by Robinson (1984), most of the 

approaches to literacy were those which had been utilized since the mid-nineteenth 

century. This was the same period in which both Dr. Spicola and Dr. Griffin began their 

teaching careers at TWU. Dr. Spicola continued teaching there until the early 1990s, and 

Dr. Griffin the late 1990s. During their tenure, many approaches for literacy instruction 

remained static, but there were also significant events worth noting. The Bond and 

Dykstra study (1967) received national attention, concluding that the teacher was more 

important than any single method. Also, Marie Clay (1975) completed her research that 

later initiated the Reading Recovery program in New Zealand and eventually made its 

way to the United States in the mid-l 980s. Kenneth Goodman's notion of the whole 

language method of teaching reading in the late 1960s and early 1970s was soon followed 

by a cry of "back to the basics" (Fay, 1980; Robinson, 1977), which encompassed 

teaching skills that could be easily measured. 

During the early years of Ors. Griffin's and Spicola's tenure at TWU, linguistics, 

psycholinguistics, and sociolinguistics more fully enlightened the reading community 

about looking at language as processed by readers. However, most classrooms used 

published reading series, called basals, as the primary instructional reading material. The 

struggle continued between a scientific management of the classroom, using published 
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prescribed materials, and a more child-centered approach proposed by sociolinguists and 

psycho linguists. 

During the years from 1965 to 1976, the demand for reading teachers and the 

number in training were at a peak. This was the time that this researcher also began her 

studies in reading on the master's level. In summary, the time reviewed was characterized 

by overlapping methodologies, resulting in dichotomous suggestions, procedures, and 

instructional materials (Robinson, 1984). 

A Brief History of Texas Woman·s University 1967-2000 

Few published works were found in reviewing the literature on the history of 

Texas Woman's University. Dr. Phyllis Bridges, former Vice President of Academic 

Affairs at TWU, recently published an updated history of the University (Bridges, 2001 ). 

Prior to that, the most current was completed in 1982, a time relatively early in the 

careers of Dr. Margaret Griffin and Dr. Rose Spicola. 

Several significant events during the tenure of these professors were recorded in 

the histories (Bridges, 2001; Taylor, 1972; Thompson, 1982). In 1966, the College of 

Education began the annual Fall Forum in Reading, which in 1996 became the Rose F. 

Spicola Forum in Reading. Although masters' degrees in education were conferred as 

early as 1931, it was not until 1970 that the doctoral program in early childhood 

education was authorized as a "federated program" (Taylor, 1972, p. 50), in collaboration 

with what was then North Texas State University and East Texas State University. 
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A practicum facility for the College of Education was established in 1969, which 

operated for the purpose of diagnosing, teaching, and evaluating children's progress in 

reading. This facility was located on the first floor of the Classroom Faculty Office 

Tower and included a curriculum library, study rooms, and practice teaching rooms. The 

nine-story Multipurpose Classroom Laboratory Building, which then housed curriculum 

materials for the College of Education, was dedicated in 1973. 

The doctoral program in reading began in 1972 as another federated program. At 

that time John McFarland was Dean of the College of Education, and Dr. Rose Spicola 

was on the committee that wrote the plan. Subsequent to Dr. Margaret Griffin's arrival in 

1974, the first Ph.D. degree in reading was awarded at the 1976 spring commencement. 

Later in their career during Dr. Shirley Chater's administration, the Reading Recovery 

program got its start on campus (Bridges, 2001 ). 

Both Drs. Griffin and Spicola began their career at T.W.U. when Dr. John Guinn 

was the sixth and last male president of the university. Their collective tenure was 

marked by four more presidents, as well as two interim presidents. 
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CHAPTER III 

:METHODOLOGY 

The purpose of this study was to explore the stories of two long-time reading 

professors at Texas Woman's University. In order to "hear" how their perceptions, 

knowledge, and experiences have shaped their lives, they were interviewed according to 

the oral history methodology (Harris et al., 1975; Neuenschwander, 1993; Oral History 

Evaluation Guidelines, 1980; Ritchie, 1995). 

The framework for oral history methodology began with the conference at 

Arrowhead (Dixon & Colman, 1966), providing definitions, guidelines, and principles. 

Later, a handbook was written for the practice of oral history (Harris et al., 1975), and 

subsequently in 1980, oral history evaluation guidelines were established. It is with the 

terms set forth in these documentations that the procedures for this study were conducted. 

Participants 

The Researcher 

As in all historical studies, the researcher is a primary participant. Traditionalists 

consider a rapport although scholarly detachment between the researcher and the 

participants as ideal in order for the researcher to be completely objective in questioning 

and responding (Moss, 1974; Ritchie, 1995). However, in oral histories involving 
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women, the researcher is one part of the collaborative relationship. Although the aim is to 

share the reality of the professors' experiences, the subjectivity of the researcher must be 

acknowledged. Consequently, her attributes as well as her relationship to the interviewees 

are clearly a matter of interest (Long, 1999). The researcher in this study is Cheryll 

Dennis, who will be referred to hereafter in the first person. 

In 1973, the year before Margaret Griffin came to Texas Woman's University, I 

graduated from Texas Tech University with a bachelor's degree in education. I had 

known for many years that I wanted to teach children. Before home-school was a known 

term, I was home-schooled from pre-kindergarten through second grade. Actually, it 

wasn't quite as it seems. My mother owned and operated a private school out of our 

home with many children from all over town. I learned to read using the Dick and Jane 

Basal Series, and reading became a passion of mine and remains so today. 

After graduating from Texas Tech and moving to Denton, Texas, it took me two 

years to be hired for a teaching position. I finally convinced the superintendent of a very 

small school district outside of Denton to hire me as a part-time reading teacher. I 

promised him that I would immediately begin my master's program in reading ifhe 

would hire me. He did, and I began my graduate work at what is now the University of 

North Texas. After one year of teaching reading, the Denton Independent School District 

hired me for a classroom position. I continued working on my master's in reading and 

can remember talking about Marie Clay in some of my classes. It was at that time that I 

also became familiar with the names Margaret Griffin and Rose Spicola, two professors 
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at Texas Woman's University across town. In 1978, I graduated from the University of 

North Texas with a master of education degree in reading. 

In 1989, I began advanced graduate studies at Texas Woman's University. In 

addition to my doctoral studies, I have now completed twenty-six years in public 

education, with fifteen of them devoted specifically to teaching students how to read. 

Historical issues have fascinated me, especially in regard to the history of literacy 

instruction. Dr. Griffin's "History of Reading" course in my doctoral work became one of 

my favorites. Then, a qualitative research course was required, and I enrolled in one at 

the University of North Texas. Dr. Ronald Wilhelm was the professor, and our major 

project was choosing one of several types qualitative research. I chose to do an oral 

history on the Reading Recovery teacher at the school where I was currently working. 

This course determined for me the direction of my dissertation. Looking at the field of 

reading through a facet of historical methodology, particularly oral history, was exactly 

what I desired to do. 

At the conclusion of the oral defense of my qualifying examinations, I broached 

the subject of an oral history with both Margaret Griffin and Billie Askew, two members 

of my doctoral committee. They seemed favorable to the topic, and names of people 

involved in literacy were brainstormed. After several weeks and meetings with Billie, it 

became apparent that Margaret Griffin and Rose Spicola should be the subjects for my 

project. 
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The Two Professors 

In the late 1970s when I was completing my master's degree in reading at the 

University of North Texas, the names Dr. Margaret Griffin and Dr. Rose Spicola were 

spoken in revered tones. Their reputations had already become known in the literacy 

community. 

Before coming to Texas Woman's University, Margaret Griffin had obtained her 

master's degree at Northwestern State University in Natchitoches, Louisiana and was the 

first to receive the reading specialist certification in the State of Louisiana (see Appendix 

A for Dr. Griffin's vita). From there, she earned her doctoral degree in reading at the 

University of Missouri-Columbia where Dr. A. Sterl Artley, a protege of William S. 

Gray, was her major professor. She received her degree in August, 1969 and the 

following month, began her career as a reading faculty member at Indiana University. 

There she worked for five years alongside such names in the field of reading as Carolyn 

Burke, Roger Farr, Leo Fay, Sam Weintraub, and Jerome Harste. 

Dr. Margaret Griffin came to Texas Woman's University in 1974 as an associate 

professor of reading and from 1980 until her retirement in 1999 served as full professor. 

She was instrumental in facilitating the growth of the graduate program in reading and 

was a key person in bringing the Reading Recovery Program to TWU. She served as 

interim chair of the Department of Reading and Bilingual Education for the 1991-1992 

academic year and again in the Spring of 1999. 
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Dr. Rose Spicola's master's and doctoral degrees involved multiple majors of 

elementary education, early childhood education, psychology, supervision and 

administration, reading and language arts. Both degrees were obtained from Florida State 

University in Tallahassee, Florida in the years 1953 and 1960, respectively (see Appendix 

B for Dr. Spicola's vita.). Upon completion of her doctoral degree, she taught as an 

assistant professor at the University of South Florida in Tampa for two years and then at 

Longwood College in Farmville, Virginia for four years. 

Dr. Spicola was invited to join the faculty of Texas Woman's University and did 

so in 1966. She began her career at Texas Woman's University as an associate professor 

of early childhood and taught courses in that field, as well as in reading. In 1973, Rose 

Spicola became full professor of education, and she served as interim chair of the 

Department of Curriculum and Instruction for the 1982-1983 academic year. In 1987, the 

College of Education underwent reorganization. The Department of Curriculum and 

Instruction was divided into several areas. Early childhood moved under the umbrella of 

special education, and Dr. Spicola decided to remain with reading, which became part of 

the Department of Reading and Bilingual Education. 

During her tenure, the doctoral programs in early childhood and reading were 

formed. One of her significant contributions to Texas Woman's University was the 

founding of, along with Dr. Aileen Griffin, the Fall Forum in Reading at TWU in 1966. 

Renowned people in the field of literacy were invited each fall to the campus for a day of 
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instruction for the students and surrounding education community. In 1997, the name was 

changed to the Rose F. Spicola Forum in Reading. 

Both Dr. Griffin and Dr. Spicola contributed to the historical evolution of the 

reading department at TWU. Through the Federation of North Texas Area Universities, 

doctoral seminars, and the Fall Forum in Reading, they introduced to the area such people 

as Don Holdaway who, in the early 1980s, developed the notion of "shared reading." 

They presented other influential figures in the field of reading, such as P. David Pearson 

and Marie Clay. Dr. Clay became a regular visitor to the campus, and eventually served 

as the President's Scholar in Residence for a year. Dr. Griffin and Dr. Spicola were 

chosen for this study because of their longevity at one university and their historical 

influence in the reading department and its graduates throughout the years. 

The Relationship 

I have known both Dr. Griffin and Dr. Spicola in the role of student-professors at 

Texas Woman's University. My doctoral work began with training as a Reading 

Recovery teacher leader. Dr. Griffin, while not a Reading Recovery trainer, frequently 

visited those classes and presented topics on issues related to reading and writing for 

young children. She also shared her expertise in the differentiation of reading theories. 

She later was a weekly visitor in the doctoral seminar in reading taught by Dr. Marie 

Clay, in which I was enrolled. Eventually, I enrolled in two doctoral level classes taught 

by Dr. Griffin: "Linguistics" and "The History of Reading." I also served as an adjunct 

faculty member for several consecutive summers at the request of Dr. Griffin. 
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Although I did not have the privilege of having Dr. Spicola for a professor, I 

encountered her periodically on the campus at doctoral seminars. I was knowledgeable of 

her tenure at Texas Woman's University, and I attended the Spicola Forum in Reading 

for many years. 

In feminist oral history, the complexity of the research environment involves 

cultural roles, ideologies, institutional traditions, personal values, and individual 

decisions (Gluck & Patai, 1991 ). Having had a professional relationship with the two 

participants, I have considered issues of bias, perspective, and personal assumptions. In 

addition because I have been a student at the same university where the professors taught, 

I considered the role of my institutional experience with the stories of the professors' 

institutional experiences. However, in the sharing of their stories, the research focused on 

the historical and personal, rather than the contemporary and institutional. The primary 

interest was in their experiences rather than the institution's practice or policy. 

Procedures 

The Oral History Evaluation Guidelines (Oral History Association, Inc., 1980) 

articulate questions for the researcher to consider in establishing the procedures of a 

project. In Dixon's speech ( 1966) entitled, "Definitions of Oral History," she states that 

the procedures should be conducted according to the traditional tenets of oral history. 

These procedures would involve accuracy and thoroughness, with an emphasis on 

objectivity. The researcher in an oral history project must also be familiar with the laws 
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oflibel and slander. It is with these tenets in mind that this study was conducted. The 

following procedures were used from the initiation of this project until all data were 

collected. 

Preliminary Planning 

Pre-Prospectus Meeting with Participants 

An unofficial meeting was scheduled with both professors during the summer of 

2000 to discuss their possible willingness to participate in a project of telling their stories, 

with a particular focus on their time as professors at Texas Woman's University. The 

anticipated half-hour casual conversation over a cup of hot tea in downtown Denton to 

propose the idea to Drs. Griffin and Spicola turned into an almost three-hour discussion, 

mixed with persuasion and rationale for the importance of their involvement. Discussion 

also included procedures for taping and transcribing the interviews, as well as 

information regarding their absolute right to delete or change any part or all of the 

interviews. 

Dr. Spicola was initially reticent about participating, stating that perhaps 

"famous" people in the field of literacy instruction should be considered. Her reluctance 

was surprising because she herself had written biographies of Alice Chipman Dewey 

( 1983 ), her father Charles Spicola ( 1985), and the lives of early childhood personalities 

(Early Childhood Education: Personalities, 1975). Dr. Spicola also argued that with 

being retired and devoted to family events and happenings, she did not think she could or 
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wanted to remember details of her professional life. She stated that she had not thought 

about those kinds of things in so long that she was not sure she would be able to. She 

questioned what kinds of stories she could tell that would even be interesting to an 

audience. 

During the course of the conversation, her trip to Africa was mentioned; when 

asked to tell more about that, she conveyed how she had received a Fulbright scholarship 

to teach in a college there for one year. Details began to flow regarding the scenery, the 

people, their cultural dances and activities, and her stories were captivating. 

Dr. Griffin, from the onset, appeared agreeable to the project. Dr. Spicola 

protested her involvement but suggested that Dr. Griffin go ahead and participate. 

However, Dr. Griffin adamantly stated that it was a project involving both of them or 

neither of them, that they were a unit. The meeting concluded with the assurance to 

consider such an undertaking. 

Selection o_f Topics 

One of the first considerations in an oral history project is what information is 

desired from the participants and how retrieval of that information will be achieved 

(Ritchie, 1995). There is discussion among oral historians regarding the use of pre

written questions. Thoughts range from the traditionalists' focus on information 

gathering, necessitating the construction of questions prior to the interview (Henige, 

1982; Sitton et al., 1983; Thompson, 1978) to having questions prepared in advance but a 

willingness to deviate from them in order to follow the interviewee (Ritchie, 1995), to the 
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feminists' stance of the interactive process between the researcher and participant, 

allowing the dynamic recounting of the participant's stories (Minister, 1991). Subsequent 

to the initial review of the literature, which seemed to adhere to the strict traditionalist's 

view (Sitton et al., 1983), I also completed a course at the University of North Texas in 

"Techniques of Oral History" under the instruction of Dr. Ronald Marcello, former 

President of the American Oral History Association. This guidance also emphasized the 

patriarchal view of prepared questions. Continued investigation revealed the feminist's 

perspective of a collaborative interaction (Long, 1999; Minister, 1991 ). The tension of 

perspectives proved to be problematic as I had received an academic semester's training 

in the traditionalist's viewpoint, even while interviewing women, but I also realized the 

dichotomous position of the feminist authorities. Consequently, a compromise was made 

by generating a list of broad topics to give some guidance, but negating the format of 

specific prewritten questions. The value of this strategy was confirmed when arranging 

for the first interview with Dr. Spicola. She requested a list of topics to be covered. 

Topics were generated from written artifacts by and from the participants 

themselves - vitas, professional evaluations, authored articles and books, awards 

displayed in their offices, and notes from students. Also considered was an understanding 

of the history of Texas Woman's University and the history ofliteracy instruction in 

America. The topics are illustrated in Table 1. 
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Table 1 

General Topics Covered in Oral History Interviews with Dr. Rose Spicola and Dr. 

Margaret Griffin 

Personal 

Biographical information 

Family, education 

1 nfluences on career 

Community involvement 

Prompts 

Professional 

Educational preparation 

Influences on career 

TWU job offer 

Involvement and service within area of reading 

Involvement and service outside area of 

reading 

Changes across time -

Literacy instruction in America 

Texas Woman's University 

Published works, presentations, memberships, 

Recognitions 

A second consideration was the formulation of the prompts themselves. 

According to oral history methodology, questions eliciting rich responses are those that 

are open-ended, those that do not, by their phrasing, indicate an expected answer 
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(Anderson & Jack, 1991; Schippers, 1996). Prompts such as" ... talk about your job 

description," referring to Dr. Griffin's document that defined what she wanted in a 

teaching position, led to a rich description of how the writing of that job description had 

evolved and led to a position at Texas Woman's University. More specific questions 

followed her story. When she concluded with "And so, I really chose well," I then asked, 

"'You chose well,' meaning the university- Texas Woman's University?" She 

immediately responded, and the next question became, "Going back to the word 

scholarship, could you define your idea of the word scholarship?" 

Traditionalists argue against questions that may be answered with a simple "yes" 

or "no" (Ritchie, 1995). However, the assumption that a universal method can be applied 

to every situation violates feminist methodology (Minister, 1991). When asked such a 

question, the professors generally expanded their one word answer in order to clarify 

their experiences. For example, when Dr. Spicola talked about receiving the Fulbright 

Scholarship to Africa, the question was asked, "So, had you applied for this before you 

even came to TWU?" Her response was ''No," but then without further prompting, she 

proceeded to describe how she had not planned on applying for anything, and in fact, at 

the time did not even know about Fulbright, but after seeing an advertisement in an 

educational journal, she decided that she might as well try. Thus, the goal in the 

interviews was to ask open-ended questions, but the "closed" type of questions did not 

seem to hinder the richness of the dialogue. 
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Interview Guide 

With the list of topics and the effort toward open-ended questions, the interviews 

with each participant acquired their own quality. Dr. Griffin kept the list of topics on the 

coffee table in front of her during every interview, and she used that list as her guide to 

staying on task. After the end of one interview, she suggested, by looking at the topics 

list, what would be covered during the upcoming interview. Several times, she fretted that 

perhaps she had strayed from the topic when telling her stories. For example, in the June 

12 interview, Dr. Griffin had been telling her story about The Jack Tales and continued 

talking about the relationship between text and reader, which she called "Relationship 

Text." When she concluded that story, she commented, "We're not talking about the 

University." The researcher responded, ''No, and that's okay ... " Dr. Griffin replied, 

"When you go back, you'll notice some diversion in there." She was reminded that the 

topics were only a guide, and the purpose was for her to tell stories pertinent to her life's 

work, whether or not they were specifically noted on the topics list. 

Although Dr. Spicola was the one who had specifically requested the list of topics 

prior to the first interview, she submitted her stories according to the questions from the 

researcher. It seemed apparent that while Dr. Spicola had probably read the list of topics 

when she first received them, she not only was not bound by them, but she also seemed 

unconcerned about what particular topics may be covered. In the very first interview with 

Dr. Spicola (June 29, 2001), she had been talking about the Federation ofNorth Texas 

Area Universities and various people involved in the committees for initiating the 
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doctoral program and then asked, "What else were you asking me about?" In the fourth 

interview, Dr. Spicola asked "Well, how do you want to handle it (the interview) today?" 

She seemed very flexible in what was asked and when it was asked. The interchange 

between the researcher and both participants resembled a model of exchange, important 

in a feminist approach, rather than a model of unilateral scientific control (Long, 1999). 

Consideration of Time-Quantity and Length 

Time is a factor in oral history, including the length of each interview and the 

number of interviews. There is much written on how long each interview should be 

(Harris et al., 1975; Moss, 1974; Schippers, 1966; Shumway & Hartley, 1973), with the 

consensus of a limit of ninety minutes to two hours. The rationale for such is the mental 

and physical endurance of both the interviewer and interviewee (Ritchie, 1995). 

The literature, however, is silent on how many interviews complete an oral 

history. Because many oral history projects center on a topic, such as teachers from one

room school house experiences (Duling, 1993; Hawkins, 1996; Holmes & Weiss, 1995) 

or World War II prisoners of war (University ofNorth Texas Oral History Project), the 

quantity of interviews is not a focus. However because the purpose of this project was to 

acquire as comprehensive information as possible, guidelines for the quantity remained 

vague. 

Six afternoons were planned for interviews with Dr. Griffin, with the flexibility to 

add more after those six sessions had been completed. At the end, however, the mutual 

agreement was that she had accomplished the telling of her stories, but the agreement 
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also maintained that after reviewing the transcripts, further discussion may occur if there 

seemed to be absent details. The date, September 28, 2001, was set for a joint interview 

with Dr. Griffin and Dr. Spicola, and it was discussed that that date may include 

individual interviews if needed. 

Because Dr. Spicola lived in Tampa, Florida, one weekend was scheduled for 

interviewing. This consisted of an all-day visit on June 29, 2001, with a lunch break, 

followed by an interview session the following morning. When those interviews 

concluded, it was agreed that another individual interview would be necessary, and that 

was scheduled for the morning of the joint-interview date, September 28, 2001. In 

addition, Monday, October I was tentatively scheduled for any follow-up interviews. 

Procedures Involving the University 

The dissertation proposal was defended and approved during the spring of 2001. 

John Lawhon, the legal counsel of Texas Woman's University, was consulted regarding 

his approval of the oral history agreement forms prior to their submission to the 

Institutional Review Board. His opinion was that he need not review the forms, but that 

they should indeed be attached to the IRB (Institutional Review Board) application. 

Because an oral history project requires specific contracts and forms (Ritchie, 

1995), the IRB office suggested that a memo describing the research project and its 

purpose should be submitted for their consideration. The memo (see Appendix C), along 

with attachments of the proposed legal forms was sent to the IRB for review. Their 

response was that an application was indeed required. The application for involving Drs. 
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Griffin and Spicola as participants in the research project (see Appendix D) was 

submitted and approved. 

Procedures Involving Participants 

Communication 

A letter (see Appendixes E and F) was sent to each professor, Dr. Margaret 

Griffin and Dr. Rose Spicola, informing them of approval by the dissertation committee 

and Institutional Review Board to proceed with the research project. The letter stated that 

they each would receive a telephone call within the following week to discuss 

arrangements for the first interview and to answer any immediate questions or concerns 

on their part. 

Each professor received a telephone call within that week. Dr. Spicola requested a 

copy of the prospectus, including the list of possible topics for discussion. Because that 

seemed a most appropriate consideration, a copy of the prospectus was sent to Dr. Griffin 

as well. Dates for the first interviews were discussed. The afternoon of June 6, 2001, was 

scheduled for the first interview with Dr. Griffin, to be conducted in her home in Denton, 

Texas. June 29 and 30, 2001, were scheduled for interviewing Dr. Spicola in her home in 

Tampa, Florida. 
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Setting 

The Oral History Evaluation Guidelines (1980) state, "Preferences of the person 

interviewed and any prior agreements should govern the conduct of the oral history 

process" (p. 3). Further, the Guidelines state that these preferences include the setting of 

the interviews, in which a familiar environment may help to facilitate a relaxed 

atmosphere. Therefore, the interviews were conducted in the homes of each participant 

and occurred at times mutually agreed upon between the parties involved. Dr. Margaret 

Griffin's home is in Denton, Texas, a community which required a drive of 

approximately thirty minutes one-way. 

Dr. Rose Spicola lives in Tampa, Florida. However, with the scheduling of a 

weekend of interviewing there and the fact that my son also lives in Tampa, the distance 

did not pose a logistical problem. 

Technical Matters/Equipment 

If there is one standard in the field of oral history, it is to "know your equipment!" 

(Sitton, 1983, p. 72) Specific equipment, considered a key to the success of an interview, 

included a reliable recorder, an extension cord, an external microphone, fresh batteries, 

and four tapes per interview, ninety-minute, standard density. 

The equipment was purchased well in advance in order to test it. Trial interviews 

were conducted with family members, testing the microphone at various distances, and 

adjusting the volume on the recorder until the equipment was thoroughly familiar. 
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When the appointment for the joint interview drew near, an additional recorder 

was purchased. Consideration was given as to whether to purchase another stand-alone 

microphone or a lapel microphone. Because the literature was silent on joint interviews, 

and because Dr. Ronald Marcello in the "Techniques in Oral History" class at the 

University of North Texas discouraged the use of joint interviews for any reason, the 

options for the optimal type of microphone were vague. The decision was made to 

purchase the lapel microphone, which subsequently seemed a wise choice during the 

transcription of the interview. Again, both machines and microphones were tested several 

times prior to the joint interview on September 28, 2001. 

Recording Procedures 

In Dr. Griffin's interviews, the tape recorder and microphone were placed on an 

end table, situated between the interviewer and participant. No extension cord was 

needed. Dr. Griffin sat at the end of her sofa, next to the end table, approximately three 

feet from the microphone. The interviewer sat in a chair situated at a ninety-degree angle 

to the end table, approximately two feet from the recorder and microphone. This enabled 

her easily to regulate the volume, adjust the microphone, pause the recording if needed, 

and tum the tapes over. A trial run of a statement from the interviewer as well as the 

participant was conducted and replayed for evaluation. The equipment worked very well, 

and the interview proceeded. 

Dr. Spicola's living room was approximately the same size as Dr. Griffin's, but 

the seating was more loosely arranged. Dr. Spicola suggested that the recorder be placed 
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on an end table with the microphone on an ottoman situated between her and the 

interviewer. No extension cord was needed here either. The microphone was 

approximately four feet from Dr. Spicola, who sat in a chair, and about three feet away 

from the interviewer, who sat in another chair fairly close to the recorder. The equipment 

was tested and appeared to be picking up the voices adequately. When the single 

interview with Dr. Spicola occurred in Dr. Griffin's home, the seating and recording 

equipment arrangement was exactly as that when interviewing Dr. Griffin. 

At the joint interview, which also took place in Dr. Griffin's home in Denton, 

Texas, two different recorders were used, each with an external microphone. The 

recorder and microphone, which had been used for all the individual interviews was 

placed between Dr. Spicola and the interviewer. A new recorder was placed between the 

interviewer and Dr. Griffin. Dr. Spicola sat at the end of the sofa, where Dr. Griffin had 

always sat during the individual interviews. Dr. Griffin, who wore a lapel microphone, 

brought a chair nearby, within about four feet of the interviewer and six feet of Dr. 

Spicola. The interviewer sat in her usual chair so that she could easily reach both 

recorders for necessary adjustments. All participants conducted a brief test of the 

equipment before continuing with the process. 

The First Interviews 

Legal Forms. Each participant had received a copy of the Oral History Agreement 

(see Appendixes G and H) and the Texas Woman's University Consent Form (see 

Appendixes I and J) when they received a copy of the prospectus with its attachments. 
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However, at the first interview, each was presented with the original Agreement and 

Consent Form for their signatures. Each had previously read the forms, which included 

wording regarding the mutual expectations of rights connected to the project, including 

editing, mutual seal privileges, literary rights, rights to determine disposition of all forms 

of the record, and the extent of dissemination and use. Clarifications were made, with the 

reiteration that their participation was voluntary, and any part or all of their stories could 

be stricken from the project at any time. Dr. Griffin and Dr. Spicola each signed the 

forms without hesitation, and subsequently, copies of the forms were sent to them. 

Equipment and Materials. The recording equipment was quickly assembled, 

tested, and adjusted. Also in hand were notepad, pencil, and copy of each vita. 

Authorities suggest that the interviewer's primary purpose is not to take notes; that is the 

reason for the recorder. However, specific comments may be written down for further 

explanation or revisitation (Ritchie, 1995; Sitton et al., 1983). Copious notes were not 

recorded, but the annotations were primarily to the interviewer as reminders of stories to 

revisit with the participant or details to investigate following the interview. The vita 

served as a reference tool for both the participant as well as the interviewer. 

In addition to the equipment and materials brought to the interview with Dr. 

Griffin, other materials were brought to Dr. Spicola's first interview - copies of two of 

the books she authored, Alice Chipman Dewey (1983) and Early Childhood Education: 

Personalities (1975). These were mentioned in the first interview when she talked about 
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her biography of her father, The Spicola Story: The Life of Charlie Spicola, and they were 

discussed in detail in subsequent interviews. 

The First Question. Anderson and Jack ( 1991) encourage the interviewer to begin 

with a question with which the interviewee may feel comfortable answering, such as 

asking for a brief biographical description (Harris et al., 1975), which may include the 

participant's place of birth, family background, and academic degrees. Therefore, the first 

question for Dr. Griffin was, "Dr. Griffin, why don't we begin with some biographical 

information? Tell me where you were born and grew up." After she talked for several 

minutes, the next question was "So most of your memories of your childhood are 

probably in Alexandria?" 

Dr. Spicola's interview began similarly with, "Dr. Spicola, we're just going to 

begin kind of informally. Tell me about your ... well, tell me your name and a little bit 

about your family." After several statements identifying the members of her family, she 

was asked, "So your father was also Sicilian, although he was born here?" She gave an in 

depth response. 

Length of Interviews. The first interview with Dr. Griffin lasted approximately 

two hours, the tape was stopped, and subsequent interviews were scheduled. However 

because of the travel to Tampa, Florida for the interview with Dr. Spicola, the first 

interview lasted approximately three hours in the morning with a tea break and another 

ninety minutes in the afternoon after lunch. The interviews were transcribed as two 

different interviews. 
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Post-Interview Activity. At the conclusion of each interview, each tape was 

labeled with the date of the interview, the name of the interviewee, tape number, and the 

specific side of the tape (Sitton et al., 1983). Reflection notes were written soon after 

each interview (Ritchie, 1995). Following the first interview with Dr. Griffin, 

transcribing began immediately so that logistics such as quality of sound and audibility 

could be determined prior to later interviews. 

Subsequent Interviews 

Scheduling and Time Involved. At the conclusion of the first interview with Dr. 

Griffin tentative dates for the next five interviews were agreed upon. It was determined 

that two interviews per week for the following three weeks would be adequate, with the 

option to consider what stories yet remained at the conclusion of the six interviews. Each 

interview lasted approximately ninety minutes to two hours, with an approximate twelve

hour total of interview time. At the end of the six interviews, the date for the joint 

interview was set, with the option to schedule additional individual interviews if the 

reading of the transcripts warranted such. 

The schedule for interviews with Dr. Spicola had been arranged prior to the first 

interview. At the end of the second day at her home and the "third" interview, a time was 

scheduled for an additional individual interview. She was going to Denton at the end of 

September, and because the afternoon of September 28, 2001, had been set for the joint 

interview, that morning was established for an individual interview with her. October 1, 

2001, was also tentatively scheduled if needed, but was not used. The total interview time 
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with Dr. Spicola was approximately ten hours. The joint interview lasted about three 

hours. 

Materials. The same recording equipment was carried to each interview, along 

with the vitas, notepad, and pencil. In addition, a transcript of a prior interview, or at least 

a portion of such, was frequently given to Dr. Griffin for her review. 

Transcribing Interviews 

Equipment. When the recorder was purchased, a foot pedal was also purchased for 

the purpose of using the recorder then as a transcriber. This worked well for the partial 

transcription of the first interview that was returned to Dr. Griffin on June 8, 2001. 

That weekend, June 9 and 10, however, was spent in concentrated transcribing. 

The recorder failed on June 9, and it was returned for an exchange. On June 10, the 

recorder failed once again. This time it was returned, and a new tape recorder and 

separate transcriber were purchased. The transcriber worked beautifully for the remainder 

of the project. 

Methodology. Verbatim is a term that has been debated by traditional oral 

historians (Henige, 1982; Ritchie, 1995). Arguments range from including all "Ahs" and 

"Urns" to keeping the meaning of the interview but omitting the non-word sounds (Baum, 

1977). Consideration must be given to the way the spoken word conveys meaning and 

feeling through pitch, tone, pronunciation, and even to the unspoken words, the silences 

and gestures. Sitton et al. (1983) state that '"the only standard to which you must adhere is 

honesty" (p. 81 ), but after transcribing, that statement seemed to be an oversimplification. 
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It seemed important that I be the one to type all eleven transcriptions. The voices 

of Dr. Griffin and Dr. Spicola needed to be heard again and again in order to capture the 

essence of what was said, as well as what was left silent. 

According to the guidelines learned in the class, "Techniques in Oral History" at 

the University of North Texas, the transcripts were double-spaced, with one and one-half 

inch margins on the left and right. The interviewer's and interviewee's last names were 

typed with their respective titles on page one of the interview, and last names only on 

subsequent pages. 

The interview questions were left intact, and the responses were recorded as 

heard. There were a few modifications. Most of the "Uh, hums" were recorded as "Yes," 

unless the original seemed to better fit the context of the conversation. Pauses generally 

were not noted, unless they seemed longer than what generally occurs in a conversation. 

In that case, the word pause was noted within parentheses. Gestures, chuckles, and 

laughter also were recorded in parentheses. 

In transcribing the spoken word, the written word may be a glaring reminder of 

oral language. Such was the case with Dr. Griffin. In conversation, she frequently used 

the phrase, ''you know." It seemed important to record those, as they seem to catch the 

flavor of her expression. However, after reviewing several transcripts, she sent a 

message, asking if some of those could be deleted. It was only after that request that that 

phrase was often deleted from the transcripts. 

47 



While interviewing Dr. Spicola, she in turn sometimes asked me questions. The 

written portions of these conversations were omitted with notations in the transcripts. For 

example, in the first interview, Dr. Spicola asked about my knowledge and experience 

with the Texas Master Reading Teacher Certification, and a few minutes later she asked 

about my doctoral committee. The responses were omitted from the transcript. 

Interruptions, such as the doorbell or telephone ringing, however, were logged in the 

transcripts. 

Guidelines were also followed for inaudible portions (Ritchie, 1995). Blank lines 

were inserted with the word inaudible typed in parentheses. As Dr. Griffin reviewed the 

transcripts, she often included the appropriate word or phrase. Tapes of the Tampa 

interviews with Dr. Spicola revealed more portions that were inaudible. Although the 

volume on the recorder had not been up to the maximum level, it could be adjusted to 

such on the recorder, but on the transcribing machine, the maximum level did not 

improve the volume. In any event, Dr. Spicola also had the option as she reviewed the 

transcripts to include those segments. 

Participants' Review. Each interviewee received a copy of the original transcript 

of each interview, with the request to review and make notations regarding deletions, 

clarifications, or changes. Dr. Griffin's transcripts were often hand-delivered to her, 

while Dr. Spicola's were mailed. They were also invited to make any additional 

comments or explanations (Duling, 1993; Guidelines and Principles of the Oral History 

Association, 1992). 

48 



Dr. Griffin meticulously read each transcript, marking pages with post-it tabs for 

reflection. After her review, the transcript was picked up at her house, the requested 

changes were made, and the amended transcript was again delivered to her. It was 

difficult for her to find where the changes had been made, causing her to reread the entire 

interview. She requested that somehow, the original conversation be maintained with 

editing marks so that she could locate the requested changes, note what was originally 

written, and see the altered transcript. This proved to be a successful evaluation from the 

original to the amended transcript. Therefore, the process included sending the original to 

her, a first amended copy for her review, and a second amended copy for her final 

examination. The transcript was then entered into the data as complete. 

The transcripts of Dr. Spicola's interviews were also submitted to her for her 

consideration. They were mailed to her, with an enclosed, stamped, self-addressed 

envelope for her return of the documents. There was no time frame attached to the 

request for return. At the September 28 interview, Dr. Spicola returned the original 

transcripts. She commented that she had assessed them, considered making notations, and 

in fact did make a few, but then decided to orally comment on her overall thoughts 

regarding the transcripts. The few changes that she requested were made but not 

resubmitted to her. She returned to Texas in November, and at that time, the transcripts of 

her final interview, as well as the joint interview, were hand-delivered for her 

consideration. In December, those transcripts were returned for a final editing and 

completion. 
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Analysis of Data 

Prewriting 

It is a formidable task to take the stories of the lives of these two women and 

reduce them to an analysis, yet maintain the richness and uniqueness of each life. A 

particular issue of the researcher's responsibility to the living sources is to negotiate 

meaning of the historical social, and linguistic elements of the interviews themselves in a 

way as to preserve the intended message of the participants (Borland, 1991; Long, 1999). 

Qualitative data analysis is an ongoing process, and consequently the analysis 

commenced with the reading of the first transcript, and continued to the completion of the 

study. Each interview was read and reread, allowing categories to emerge from the data. 

Initially each transcribed interview was treated as a separate entity with its own 

unique pagination. However, it became quickly apparent in the analysis that this 

technique was confusing. Consequently, all of Dr. Griffin's interviews were repaginated 

as one whole unit. Dr. Spicola's interviews were likewise adjusted, and the joint 

interview became a separate document with its own pagination. 

As the transcripts were read for analysis, topic labels were noted in the margins. 

These labels were then entered into a database for each interview, along with the page 

numbers of their occurrence. A sample of this database is illustrated in Table 2. Although 

the tables are samples from interviews with Dr. Griffin, similar tables were constructed 
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for the interviews with Dr. Spicola. Examples from only one professor are shown herein 

to illustrate the flow of the analysis. 

Table 2 

Sample of Database Constructed/or Listing of Topics From Dr. Griffin's Interviews 

Topic Date Page Numbers 

Accountability 6/19/01 225,226,227,236 

Certification-change 6/19/01 225,226 

Director of teacher 

education 6/19/01 225 

Indiana University 6/19/01 222,244,247,249,250,255,257 

The information from the database was assimilated into a second database for the 

purpose of noting the preponderance of certain topics. A second database was then 

constructed. Some common topics had been labeled differently across the interviews, and 

in the second database, these topics were given similar descriptors. A sample of this 

database is illustrated in Table 3. 

The "Interview Name" column has identifying letters and numbers. The initials 

identify the interviewee, and the number distinguishes the interview completed. For 

example, G _ 03 indicates that this was the third interview with Dr. Griffin. JI_ 01 specifies 

the joint interview. Likewise, in the database for Dr. Spicola, S _ 02 designates it was the 

second interview with her, and JJ_Ol would again indicate the joint interview. 
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Tables were frequently helpful and accessed while writing the stories. The topic 

labels with their page numbers helped facilitate finding exact statements. 

Finally, a list for each professor was constructed from the respective databases, 

identifying the descriptor and noting the number of occurrences across all interviews. The 

purpose for this list was to consider the preponderance of specific descriptors. A sample 

of this list is shown in Table 4. 
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Table 3 

Sample of Database of Descriptors Across all Interviews With Dr. Margaret Griffin 

Interview Interview Page 

Descriptor Date Nrune Numbers 

Accountability 6/12/01 G 03 137 

Accountability 6/12/02 G 03 147 

Accountability 6/19/01 G 05 225 

Accountability 6/19/01 G 05 226 

Accountability 6/19/01 G 05 236 

Accountability 9/28/01 JI 01 40 

Accountability 9/28/01 JI 01 53 

Accountability 9/28/01 JI 01 75 

Accountability 9/28/01 JI 01 95 

Director of teacher education 6/8/02 G 02 72 

Director of teacher education 6/8/02 G 02 73 

Director of teacher education 6/8/02 G 02 75 

Director of teacher education 6/8/02 G 02 93 

Director of teacher education 6/8/02 G 02 99 

Director of teacher education 9/28/01 JI 01 5 

Director of teacher education 9/28/01 JI 01 63 
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Table 4 

Sample of Descriptors and Number of Occurrences Across All Interviews with Dr. 

Margaret Griffin 

Count of 

Descriptors Occurrences 

Accountability 14 

Director of teacher education 14 

At first, the intention was to assign the topics to broad categories of relationships, 

service, and contributions. A second look at several oral history dissertations, however, 

revealed the analysis of the data in varying formats ranging from a chronological 

biography (Huels, 2001) to an analysis of common patterns across the histories (Bagley, 

1991; Lang, 1984; Robinson, F., 2000). The format of data analysis of this project was 

again considered. 

Clandinin and Connelly (2000) discuss the notion that when we study a life, we 

tend to quantify what interests us about that life, and as we quantify those experiences, 

the richness of that life dissipates. They suggest that writing in narrative maintains the 

"holistic sense of an individual" (p. 3). Experts in feminist methodology of oral history 

concur that writing a woman's life is the expression of the continuity and breadth of her 

life (Gluck, 1979, 1991; Munro, 1998). Therefore, as topics were noted, quantified, and 

assimilated, the realization was that the actual label of the topic may be subjective, and 
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may possibly differ among researchers, depending on the purpose of their particular 

research. 

The labels used, the topics defined, and the categories considered for this project 

were important to note, but the purpose of this project was to tell the stories of the these 

women as seen through their own eyes, subject to analysis of the researcher. Using 

narrative to tell their stories seemed most appropriate and was reported chronologically 

with the themes of relationships, service, and contributions interwoven throughout. 

It became apparent during the interviews, and verified by the transcripts, that 

people played an important role in both lives. Rather than awkwardly identifying each 

person when mentioned, as well as for clarification purposes, a "Glossary of Names" (see 

Appendix K) was created for each professor. This was done initially by designing tables 

giving the name of the person, the description of that person during the period of 

relationship with the participant, and the number of the interview. Page numbers were 

recorded below the appropriately numbered interview column. A sample of the 

construction of the Glossary for the names from the interviews is illustrated in Table 5. 

However, the appendix in this document only combines names mentioned from both 

professors, along with the identifying descriptions. Interview numbers and their 

respective referenced page numbers have been deleted in Appendix K. 

The people who played an important role in their lives seemed to emerge quickly 

from noting the number of times they were mentioned in the stories recalled. However, in 

listening to the stories some people mentioned less often seemed equally as important as 
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those with frequent notations. Thus, quantifying names did not always give credence to 

the importance. 

Table 5 

Sample Glossary of Names from Interviews with Dr. Margaret Griffin 

Names of people Description of Person Int. I Int. 2 Int. 3 Int. 4 Int. 5 

Allen, James E. U. S. Commissioner of Education, - 86 - 206 223 

1970-1971, Began the Right-to-Read 207 

Program 

Artley, Sterl Major Professor for doctoral program at 25 45 108 189 261 

University of Missouri-Columbia; 26 52 

protege of William S. Gray 27 53 

Bailey, Dr. Mildred Major Professor for Master's program at 22 40 108 - -

Northwestern State University in 25 49 109 

Natchitoches, LA 27 55 

33 

Chater, Shirley President, Texas Woman's University 66 114 168 -

94 135 172 

147 195 

204 

209 

Griffin, Aileen Faculty member prior to Margaret - - - - -

Griffin's coming, Texas Woman's 

University 
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Joint 

Int. 6 Int. 

- 87 

- 29 

- -

- 57 

77 

78 

79 

304 -
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The Actual Writing 

In the final writing, the chapters for each story and the joint story emerged as 

dramatically different from each other. In line with feminist methodology (Anderson & 

Jack, 1991; Gluck & Patai, 1991), the stories should be told as the participants saw them, 

and just as their lives were distinct and their joint story was even unique from their 

individual lives, it seemed imperative that the design for each chapter reflect the 

diversity. 

As the story began for Dr. Griffin, certain quotations from her interviews were 

used as the key headings for the sections. These section headers were included to present 

the essence of her persona. Initially, large portions of Dr. Griffin's story were 

paraphrased with minor quotations as support for the statements. However, after sending 

a sample to Dr. Ron Wilhelm, a committee member and an authority on oral histories, for 

feedback, the format of the writing was reversed. I then attempted to preserve Dr. 

Griffin's intended message (Borland 1991; Long, 1999) with a few paraphrases and 

appropriate transitions written throughout to provide clarity and fluency. 

Initially, the process seemed easy to follow for Dr. Spicola's story. It began as a 

analogous progression with Dr. Griffin's story. The transcripts were read and reread, 

tables were formed, and the story was ready to be told. It was immediately evident, 

however, that the format of telling the story would be quite different from that of Dr. 

Griffin's. The interviews contrasted in their construction. Often the same questions were 

asked, but the manner of responses from Dr. Spicola differed from those of Dr. Griffin, 
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and reasonably so. They are, after all, two distinct individuals, and the voices from the 

interviews were as unique as their fingerprints. Selecting quotations as section headers 

may have given insight into Dr. Spicola's personality, but the commencement address she 

gave to TWU seemed to summarize the essence of her life's story. She entitled it 

"Voices," and clearly throughout her interviews, the voices of those who influenced her, 

along with her voice, were important to portray. Therefore, voices provided the impetus 

for the section headings. 

The first writing of the chapter on Rose Spicola used her voice solely. There were 

no transitions and no paraphrases to add clarity. It read rather disjointedly, and so it was 

revised. A second rereading revealed that there remained some vague terms and abrupt 

changes within the story, requiring the writing of additional explanations in brackets and 

further transitions into new areas. The story flowed upon the second revision, and even 

with the modifications, Dr. Spicola's voice noticeably conveyed her story. 

A third format was used for the chapter written from the joint interview. The 

preliminaries to the physical writing, such as the labeling of topics and descriptors were 

completed as with the previous stories, but again when the actual writing began, the 

format posed a logistical concern. How could their stories be conveyed without 

explanations about ''who said what" interfering with the flow? It seemed conducive for 

the bulk of that chapter to be arranged in the same format as the dialogue in the 

interviews. Again, transitions between topics, as well as reflections from the researcher, 

were inserted. 
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Upon completion of each chapter, it was sent to the respective professor, and the 

joint chapter was sent to both. The initial agreement according to the Institutional Review 

Board [ see Appendix D] approval stated that Drs. Griffin and Spicola would have the 

opportunity to make changes in their stories to reflect accuracy and improve 

comprehensibility. Final adjustments were subsequently made according to the 

professors' suggestions. 

A challenge for this researcher, as it has been for other scholars of oral history, is 

to present evidence of the reliability and validity of the interviews (Hoffinan, 1974). 

Reliability was somewhat easy to establish with repetitions of partial or complete stories. 

For example, the thread of certain stories followed across several interviews and the 

telling of these stories maintained consistency. Many times, each of these professors 

illustrated reliability across the interviews. Examples of this reliability existed in their 

stories of the doctoral program in reading at Texas Woman's University, as well as their 

tales about the outreach at TWU through the off-campus classes, the Right-to-Read 

Program, and the Reading Recovery Program. 

The validity of the oral stories was established by the measurement against the 

testimony of written artifacts. Written artifacts included the vitas of each professor, 

acknowledgements in former students' theses and dissertations, evaluations, records of 

public recognitions, and books and articles written by the professors. In addition because 

the two respondents have worked closely together, several of their stories were measured 

against each telling. Dr. Griffin's and Dr. Spicola's descriptions of their publications, 
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their areas of service, and their honors were validated against their vitas [ see Appendixes 

A and B, respectively]. Further, their individual narratives of various joint projects and 

publications were also consistent with the other's account. 

The oral histories of Margaret Griffin and Rose Spicola reflected reliability and 

validity throughout the project. Interviews were conducted to solicit information about 

their lives, but in so doing, their renderings remained consistent across each of their 

separate interviews as well as when measured against the other's stories. Likewise, the 

stories of these two women corresponded with their written artifacts. 
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CHAPTERIV 

"A COMMON PLACE": MARGARET GRIFFIN'S STORY 

When writing about a woman's life, it is difficult to compartmentalize its various 

facets. Her life is a whole, composed within the context of her family, environment, and 

relationships. Such is true of Margaret Griffin's life. When quantifying topics of her 

stories, there were certain areas that stood out - relationships, service both within the 

university and within the community, and contributions. However, these three areas were 

like the threads of her life, intricately woven and overlapping to create a rich tapestry. 

The individual threads can be seen, but to take them apart for closer inspection would be 

to dismantle this tapestry. Consequently, her life must be viewed as it has been lived, 

elaborately woven with three prominent threads - relationships, service, and 

contributions. This, then, is Margaret Griffin's story. 

Early Years 

"I have some vivid memories. " 

"My father was a chemical engineer for United Gas Corporation so my mother 

and father were married and lived in Shreveport. The company was moved to Houston, 

and I was born in Houston so I'm a Texan as of two years. My sister, who is five years 
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older than I am was also born in Houston. When I was two years old, they moved the 

company back to Shreveport, Louisiana, and so I went with them .. .I lived in Shreveport 

for eight years until I was ten and my sister was fifteen, and in December of that year, my 

father died ... of a sudden heart attack. He was forty-two years old so that was a real crisis 

in my family. We had the funeral in Alexandria, where my mother's mother and father 

lived. My father's mother lived in California, but we moved to Alexandria and moved in 

[italics added] with my grandparents. They were sixty-five when we moved in so they got 

a ten and fifteen-year old." 

Even before his untimely death, Margaret Griffin's father had left an indelible 

mark on her life. She remembers that both of her parents had a desire for the best 

education for their daughters. "I was in kindergarten through fourth grade in Shreveport, 

and I have some vivid memories of those years. Mother and Daddy interviewed and 

found a private school for my sister and me, and Mother drove a station wagon, like a 

little school bus, to get a little extra money to make sure that we could stay in that school. 

"It was in kindergarten there that when you finished your work you could go to 

the shop and make kites ... from scratch. Then, they had this huge kite day once a year, 

and you won trophies and ribbons so we were into tools very, very early. 

"The other thing I remember in kindergarten was art. I started a train on the wall, 

but it was too long for one wall so they let me draw the train on the next wall, and the 

next wall, and the next wall. The train went completely around the room, but you can see 

what kind of world it was." 
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She remembers literacy connections with her parents. "In kindergarten, they had 

book fairs, and Mother and Dad would go to the book fairs, and there would be just 

magnificent books. The children would read them, and then the parents would buy the 

books and bring them home. These book fairs were quite sophisticated in this private 

school, and I remember during the books fairs, while my parents were observing, I picked 

up the book Squeegy Bug, and with fingers pointing to each word, read in the loudest 

voice completely oblivious to all around me. This story was told about me for years. I 

only realized what I was doing after reading Dr. Clay's work on voiceprint match! I had 

just realized what all this was about!" 

She also told the story many times of her relationship with her father connected to 

the book The Jack Tales, which were North Carolinian folk tales. "I had a lot of tonsillitis 

during my first grade there and missed a good bit of school. . .I had those drops in my 

nose, and I had to lie down a half-hour on each side, with my head turned off the bed to 

let all the nose drops drain into my sinuses. So while I was having to have those nose 

drops, my father read The Jack Tales every night for six months. I only wanted one book, 

and that was it." She still keeps the original book from which her father nightly read 

those tales to her. "It's tattered and torn, but I've kept it. Really, my mother gave The 

Jack Tales to my sister for her birthday, and on the inside cover, it says, 'To Martha Ann. 

Love, Mother,' but I bought Martha Ann a new book so I could keep this one." 

Although comical to visualize, Margaret has told the story of her illness again and 

again to illustrate the interrelationship of father to daughter through text, and each time 
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Margaret tells the story, she brings the well-worn book from which her father read. It is 

no wonder, then, that with the emphasis on the enjoyment ofreading from her father that 

she has continued his legacy by connecting with children and adults alike through the 

context ofreading. 

''The teacher never, ever made me feel like I was going to be behind. " 

Margaret's first grade teacher was a model for the kind of teacher Margaret came 

to be. "I missed a good bit of school with my tonsillitis, and Mother was afraid that I had 

really gotten far behind .. .I must have missed, on and off, about half a year. My reading 

-
wasn't that good so she thought I might need remedial work, but when Mother finally 

brought me back, the teacher said, 'Oh no, Mrs. Griffin. She'll catch up. You just leave 

her alone. She'll make it.' The teacher never, ever made me feel like I was going to be 

behind so that was fantastic." 

Her childhood was also filled with outdoor sports, which she loved. "In 

Shreveport, we had all kinds of sports. I could do the high jump, the broad jump, and play 

baseball. I could do all of those things that the boys did, but the boys and [italics added] 

girls did them in the Shreveport schools. I was always an outside person . .. and tearing 

around with leopard-skinjackets and climbing trees and ropes." When she moved to 

Alexandria after her father's death, she dealt with the shock of sports allocated by gender. 

"I remember sending back a letter after walking into the fifth grade in Alexandria, saying 

that when we went out to recess, the girls taught me how to play hopscotch while boys 
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played baseball. I was so disgusted with the whole thing." She convinced her mother to 

buy two baseball mitts "so that I could teach this girlfriend how to catch, and I had 

someone that I could play pitch and catch to until I got my crowd together. In the 

neighborhood, I found all the boys and asked them to be on the baseball team." Her move 

to Alexandria seemed to be the first of many gender differences she experienced in her 

life. 

Preparation for a Career 

"It's very important to have a credential. " 

After high school, there was no question as to whether or not Margaret would go 

to college. Her mother's life had been altered by circumstances and events. "Mother had 

a wonderful voice. She was a singer, and what she really wanted to do was to go to New 

York and try out her voice, but at that particular time, parents, particularly my 

grandfather, said that he wouldn't have a girl up there in New York City. That really did 

have a great deal of influence over Martha Ann and me because she was not going to do 

that to her children ... Also, when Daddy died, she didn't have a degree, and so when we 

moved to Alexandria, she worked until she could get her feet on the ground." She had 

some college education behind her, but "she had to go back to school to be certified. She 

did that at night, and it really took an enormous toll out of her to have to do that, to deal 

with the death ofmy father and two young girls ... And so what happened was whatever 

we wanted to do in life, she was fully behind, whether she really was or not. She was not 
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going to close any doors for us in regard to her own views. That truly made a difference 

in our lives ... However, the model that she did insist on was a basic education that would 

allow us to work independently when we finished. It was very, very important to have a 

credential, and that was ingrained in us from a very early age." 

Margaret Griffin decided to pursue a degree in the field of medical technology at 

Louisiana State University, "but one semester of chemistry with 300 students at LSU did 

me in so I decided that I didn't like that too much." Her mother's example once again 

influenced decisions she made. Her mother had become an elementary school teacher in 

the meantime, and "so I to went into elementary education, and I stuck there." 

Many times throughout her life, Margaret set the standard, and that began in 

college. "We were the first class at Louisiana State to go out into the field for student 

teaching. In the methods courses, which by the way, I just hated, we would have to go out 

to the laboratory school and take our tum at whatever lesson. There might be a class of 

twenty who would go out to this one little classroom, and then each ofus would take our 

tum to do something to the kids. That was exactly what the methods courses were so the 

only time I really got into anything that was near what a classroom was like, was student 

teaching, and that was a first at LSU." 

" 'These are your textbooks. I'll see you Monday morning. '" 

Margaret received her degree in December three and one-half years after 

beginning, and on Groundhog Day of the new year, she began her first teaching job, back 
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in Alexandria in a fourth grade classroom with forty-five students. "I was the fourth 

teacher that year, or third teacher, I can't remember exactly. They had left an original 

play for me to do, which was in February, and the science fair, which was in February, 

but Mother helped me with the play, and I managed the science fair all right. 

"When I walked in there to get my books and meet the principal, he handed me a 

stack of teachers' editions of textbooks and said, 'Now, these are your textbooks. I'll see 

you Monday morning,' and that was it." That "staff development experience" was jolting, 

but no more so than the added realization of the immediate responsibilities of the play 

performance and the science fair. 

"When I came back home to teach, Mother promised me that I could save all my 

money to go to Europe that summer or for a new car, either one, but that would be my 

money. I chose to go to Europe, but I think this goal kept me in teaching for the 

remainder of that school year." 

"I had an audience with mother." 

Her three-month trip to Europe that summer became a vicarious reality for her 

mother's dreams of travel. "I sent slides and letters home so that Mother could take the 

trip vicariously because she had always wanted to be a traveler and really couldn't based 

on funds. I shared that trip with her, is what I really did. I had notes on every single slide, 

and I just wrote down everything in the world. I even described my food, the utensils, 

how everything was on the plate, and I would send the slides home so that she would be 
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able to see them. I knew I had an audience with Mother. She could show those slides 

better than I could when I came home. Now, my grandfather and grandmother would 

both go to sleep. You know how it is with trips. Not too many people really want to know 

about what you did, and you bring out the pictures, and they're shuffled through, but it 

was an absolutely vicarious experience for my mother." Margaret knew her mother kept 

everything, and years later after her mother died Margaret found the letters, still intact. 

Just as Margaret had shared The Jack Tales experiences from her father with her 

classes, she also shared these letters to her mother. "I've shared these letters with my 

classes for audience in writing because that was probably the best audience I ever had 

that motivated me most of all. That's also the most I've ever written in my life! I've 

shared "Jack" to share my father, and I've shared this writing for my mother, to show the 

students what I think are peak experiences with reading and writing." She has kept these 

letters to her mother, who in turn shared them with Margaret's sister, Martha Ann Hanson 

in California, and her grandparents, Estelle and James Chambers. 

After teaching two years in Louisiana, a friend of Margaret's convinced her to 

apply with the Army Dependent Corps to teach overseas. This friend, who was a speech 

therapist, had applied and wanted Margaret to join her. Because she had been intrigued 

by her summer travel to Europe and wanted to visit it in more depth, Margaret seized the 

opportunity. Unfortunately for the friend, speech therapy was a narrow field, and only 

Margaret ventured to Germany for a one-year stint, teaching fifth graders. 
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"We had an army woman Major for a principal, and because army students were 

mobile, they felt that everyone really needed to be on the same page at the same time. I 

got the calendar of when you were supposed to teach what, and I had to put that up on my 

door of what you did for the week. 

"This was the first time that I had ever had to do a lesson plan. I had planned 

everything before, but I never had to have it a week ahead so I had to have all of my 

plans on Friday for the next week because they knew on Friday that we were going to 

travel until we dropped. We'd get there on Monday morning, and I had to put her [the 

principal's] plan up there, and then, I had to put my plans around it. I spent about three 

weeks doing that, and finally I just started talking to the teachers because it was not 

working for me." 

Their response to her was, "'Oh, just put everything on the front door, and then do 

what you want to do, and as long as you're doing it effectively, there shouldn't be any 

problem."' Margaret followed their advice, but she was apprehensive of the principal's 

reaction if she were to find out. 

"I can remember the day the principal came in. I was scared out of my mind 

because I had all this science stuff going on and things going on all over the room. She 

never said a word. She walked through ... and later was highly complimentary of what I 

had done. So it was what they had to do, not what I necessarily had to conform to." 

Margaret had obtained a driver's license soon after arriving in Germany. "I got a 

driver's license immediately so that I would be available .. .I didn't have enough money 
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for a car, but I knew that ifl could do something for somebody, then they'd let me go 

with them. Pretty soon I was part of a group that was traveling." She and a group of four 

others decided to take a car to Berlin at Thanksgiving. The Berlin Wall had just been 

built several months earlier, and according to fellow teachers, security was much tighter 

there than it had been the year before. 

"We were told not to talk to the Communist police, the Vopo was what they were 

called. We really got lectured to stay on the straight and narrow, but we were having a 

wonderful time. We were all so young, and the Vopo police were young, and so, the way 

they would flirt with us was that we could only go about 45 miles an hour on the 

Autobahn so they would go 45 miles an hour right next to us. Then, they would go in 

front ofus, and then they would go behind us. It wasn't scary, but they were just bored." 

Other travels that year took Margaret throughout Germany and other parts of 

Europe. "I spent the year traveling everywhere because that's really why I went. I went to 

Egypt, to Norway and Sweden and to Holland for the tulip season. I went to England and 

to France, and I went to Syria and Lebanon and those beautiful places. That was before 

the war in Lebanon, and it was just gorgeous. 

"I wanted to change locations and teach another year over there, but in a different 

place like down in Munich, where you could snow ski ... the Austrian-Swiss-German 

border, which was just absolutely beautiful. I had to stay two years in the same place so I 

didn't do that. I came on home, but. . .I brought home with me all [italics added] the stuff 

to share everything with my fourth grade students." 
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"Your language is you." 

Margaret's travel to [italics added] Germany was not all that positive. "I went by 

myself. First time I had been out of Louisiana, except for coming from Texas to 

Louisiana. There were a bunch of eastern teachers on the plane," and they had never 

heard an accent like Margaret's. "My language got recorded and laughed at, and you 

name it. They had more fun with me. I finally had to tell them to stop. They were 

beginning to affect my life because they weren't listening to what I had to say. They were 

too busy trying to mock me, or write it down, or ask me what it was. Once I got brave 

enough to do that [ ask them to stop] was when the language issue began to settle down, 

but I was just outnumbered." 

Later in teaching college classes, Margaret used that story to illustrate the point of 

dialect issues in reading. "I've used that story about my language a lot to show 

discrimination and to talk about the fact that, it was a personal affront. . .I mean, 'I'm 

fixin' to go' is understood here [Texas] and in northern Louisiana, but outside that 

area ... it even happened to me when I taught at Indiana University. 'I'm fixin' to go' is 

just not a part of their language .. .It was so great to come back to Texas and to know that 

'I'm fixin' to go' is understood ... Your language is you, and it began to affect me 

personally." 

Her travels provided several layers of education, the obvious one of traveling to 

other countries, but ''that traveling background ... provided a sensitivity and knowledge 
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about other cultures ... Also with the language issue, I had kind of an underlying 

education, but all of that was to bring it home to share." 

"There's always one, and she was it." 

Her pursuit and subsequent completion of a master's degree in reading was 

another first, even for the state of Louisiana. All total, Margaret had spent nine years in 

the classroom, two before her year in Germany, and then six years after that. "I was 

getting itchy feet. I felt two needs in me in the elementary classroom. One was reading, 

and the other one was counseling. Those two things seemed to be the areas that I felt I 

needed the most help in- self-esteem for the children and literacy so I starting looking 

around for an opportunity. At that time, the National Defense Education (NDEA) grants 

came. Those were three-year grants that were given by the government to major 

universities. You could apply for them and win them, and that would give you a master's 

and a doctoral degree. I applied to the University of Arizona, and it came back that I was 

on the waiting list. 

"Just about that time, there was an article in the local Alexandria newspaper, the 

Alexandria Daily Town Talk .. . about a brand-new reading program, the first in Louisiana, 

being started at Northwestern State University in Natchitoches, Louisiana, which was 

about an hour away from where we lived. So I thought, 'Well, I'll go up there and see 

what that's about.' Dr. Mildred Hart Bailey was starting this program so I went up and 

talked to her and found out that I would come out as one of the first people certified in 
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reading in the state of Louisiana and get a master's degree, and so I thought, 'Well, that's 

a wonderful idea. I'll commit to that.' 

"Then I said, 'Well, I don't know whether I have everything together for getting a 

master's degree so I'll just go out to see my sister, who lived in California ... I'll go out, 

and I'll spend the summer in the dorm ... at San Diego State University, where it's nice, 

and I will take research to see if this is anything I would like.' So, I took three hours of 

research and three hours of creativity .. .I walked into the research class, and the first 

assignment in the class was to go to the library to memorize it, and he had a list of every 

single index and resource you have ever seen and we had to take a test on it that Friday. I 

hadn't been in a library in eight years. That's the bottom line of it. Not a university 

library, and that was horrific, but the best thing that ever happened to me. It just 

absolutely forced me into learning that library and the tools and the references, and of 

course, we had to write a prospectus and a proposal and do a piece of research. This was 

summer school! First course. I cried every weekend. It was all such a new world, but 

somehow or another, I made it through and got all of that done. 

"In my second course, thank goodness, the professor [Dr. Miles Myers, 

University of Oregon, disciple of Dr. Paul Torrance] walked in and said, 'I have received 

permission from the president of the university to give all of you an A in this course. Now 

let's get down to work.' We were all teachers teaching ... and he gave us all kinds of ideas 

for our classrooms that we could take back. We worked with him for a year to produce a 

book, based on the work that we had done in San Diego that summer. We had taken all of 
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our ideas that we had created that summer to try out, and we had to send reports on our 

ideas. We were so proud of that book. All of our names were in it, with our ideas. I still 

have the book ... He was marvelous. 

"This was just the antithesis of what I was doing in one class compared to the 

other. I realized that there was more to university education than what I had to do in that 

research class, and that truly helped me out in terms of all of my university teaching 

because I really knew that you could create in a university class and have engagement of 

your students. There wasn't anything wrong with that, and that really produced good 

work. That was more like the way I taught elementary school so I could pull that into 

college students very early without fear. 

"Anyway, I came home and thought I could cut it so I took a year's leave of 

absence and became a research assistant for Dr. Bailey. At the end of that first year, I 

resigned my teaching position." 

Margaret didn't recall having a sudden revelation that reading was the [italics 

added] field to pursue, but as she said, "I had a confirmation of continuing with reading 

when I went up to talk with Dr. Bailey. There was no hesitation after I talked with 

her ... and maybe that was contextual because number one, it was real close to home; 

number two, I really liked her a lot; number three, it was going to be the first thing in 

Louisiana, and so it really sounded like I could serve something important, and so that 

just sort of jelled. 
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"Once I got into there, I was absolutely fascinated with it. The curriculum was 

very intensive. I didn't write a thesis, but I had a real tough written and oral qualifying 

examination, and she had taken me through theories. She had taken me through clinical 

practices. She had taken me through issues in reading ... and linguistics. 

"I became the first reading specialist in the state of Louisiana, and I adored her 

[Dr. Bailey]. She was just absolutely outstanding, and she was my mentor who 

encouraged me to go on with my doctoral degree. There's always one, and she was it." 

In fact, after receiving both her doctoral degree and then again prior to coming to 

Texas Woman's University, Margaret Griffin attempted to return to Northwestern State 

to work with Mildred Hart Bailey, but never accomplished that goal. 

"It didn't take anything to make up my mind to go study with him. " 

Dr. Mildred Bailey had encouraged Margaret to continue her studies under 

someone very famous. "I started applying to different schools, and I got a lot of 

university catalogs and letters, but I got a personal letter from Dr. A. Sterl Artley at the 

University of Missouri-Columbia. He just outlined everything for me to do and made it 

so easy. He was so encouraging about my coming that it didn't take anything to make up 

my mind to go study with him." 

Just as the personal connection that Margaret had made with Dr. Bailey had 

drawn her to Northwestern so this connection, too, was the factor that drew Margaret to 

Missouri to study. He met the requirements of someone "very famous." After all, Dr. 
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Artley was the protege of William S. Gray, who had often been referred to as the "Father 

of Reading." Dr. Artley was also the senior author of the Scott-Foresman Basal Reading 

Series and consequently, nationally known. 

Once Margaret was fully immersed in her doctoral program, she realized the 

regimentation of the program there. "William S. Gray started the Gray-Olsen Readers, 

which in tum became the Scott-Foresman Basal Reading Series, and so really, at the 

University of Missouri, I got one theory of reading, and that was the William S. Gray 

theory of reading. My two years there were outlined, every single solitary semester so I 

didn't have to think about what course to take. It was just there .. .I had to repeat three 

master's degree courses ... same text books because it was that nontrust ofthis little 

college in Louisiana. I was very resentful of that, and particularly, since they were the 

same texts ... that also shows the strength of the curriculum at Northwestern State. Your 

committee was almost already picked for you, too [at the University of Missouri]." 

"It was a deliberate decision." 

While at the University of Missouri, she became fascinated with Kenneth 

Goodman's research on miscues in reading and wanted to write her dissertation on some 

facet of that. A professor there, Bill Ames, had a course on issues in reading, and he was 

new in the field. "He was the first person who introduced me to Ken Goodman's theory 

of reading, and of course, that's a psychosociolinguistic model. At that time, it was a 

psycholinguistic model so that was added a little bit later on, as Goodman changed it. But 
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I was absolutely fascinated with that, and I had not been introduced to it. So, I did all of 

my research in his class on miscues in reading, and I really wanted to do my dissertation 

in that area .. .I had an idea, and he left. 

"Dr. Artley was the chair of my committee, and of course, he was steeped in the 

William S. Gray model ofreading ... Another thing that they did was they wouldn't allow 

me to use an outside resource. For example, for me to be able to consult with Bill Ames 

at the University of Arizona, which is where he went, or to keep him on my committee 

for a year, was impossible so that kind of flexibility wasn't there." 

The lack of accessibility to the resources necessary to pursue her choice of topics 

drove her decision to follow Dr. Artley's lead. "Dr. Artley had an idea of something that 

really needed to be done on the William S. Gray model of reading, and it was in the area 

of word identification, specifically on consonant substitution - identifying real words 

from artificial words. I really debated with myself, but it was palatable enough for me to 

finish. I also didn't have the support around for what I wanted to do so I chose to do the 

topic [Dr. Artley's suggestion] .. .It was a deliberate decision." 

With his suggestion, however, came Dr. Artley's encouragement to apply for a 

grant for her dissertation. "I received the grant. It was all paid for, but as a finishing 

doctoral student, what it did to me was I had to write the dissertation for the grant in one 

way and for the university in another way so I really had to write it twice, basically. I had 

to please two different areas, but the grant was like gold for getting a job. Very few 
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doctoral students got those kinds of grants, and for me to have gotten one, it just pleased 

him tickled pink, and it worked me to death." 

She was proud of the effort she made in writing her dissertation and described it 

in this way: " It stands tall in terms of what it did. It was a contribution to the Gray 

model, and it is still a contribution. I was asked to publish it in one of the book of 

readings that was done at Indiana University, and Dr. Carl Smith was the editor." 

The doctoral students at the University of Missouri were allowed to teach courses 

near the completion of their program. During the summer in which she was to graduate, 

Margaret was asked to teach her first course. Her model for college teaching had been Dr. 

Artley with his printed notes, lecturing behind a podium. Margaret recalls with humor her 

first teaching assignment. "I taught a developmental reading class, and I had it there, 

word for word. Dr. Artley lectured, and I lectured. I had a podium, and I had my book 

with my typed lecture notes, and I read them, and adlibbed from them, and they are 

priceless. I kept that book my entire life - my first course." This was not her style of 

teaching. 

"I had a wonderful mentorship with Dr. Artley during the years at the University 

of Missouri. He prepared me for university life. He opened doors for me in the reading 

field. He gave me the model of a student centered teacher educator that I carried with me 

the rest of my career. My experiences there gave me an increasingly firm foundation in 

the field of reading and more choices for my future career ... ! share the frustrations from 
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a student perspective because they were points I reconsidered when I began to work with 

doctoral students of my own." 

The Years at Indiana University 

"It was a critical, positive, very important point in my life." 

Margaret Griffin graduated with her Doctor of Education Degree in Reading from 

the University of Missouri-Columbia in August, 1969, and began her career as a reading 

professor the following month. The process for hiring on at Indiana University was one 

with political overtones. 

"If you're educated in a Big Eight school, then they want you to be hired in the 

Big Eight or Big Ten schools. They are really not interested in your going any place else, 

but I didn't know that. At that time, if they considered you a talented person with 

professional growth, then they got the job for you. I mean, they set it up. Their Big Eight 

and Big Ten network was absolutely their network. 

"I was very appreciative of this kind of support from Dr. Artley, but I wanted to 

come back to Louisiana to teach .. .I really didn't want to go any place else. I had a very 

emotional attachment to come back and help Louisiana, and when I realized that it was 

just to go back and work with Dr. Bailey at Northwestern and that there was not a job for 

me there, I told him [Dr. Artley] that I would appreciate his help. 

"I told him that he could go ahead, and so he called all of his friends. I 

interviewed at the Ohio State University. It was a wonderful interview, and I interviewed 
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at Ball State University, which was a wonderful interview, and I interviewed at Indiana 

University ... Dr. Artley asked for me to be interviewed by the University of Minnesota, 

and he called his friend, John Downing ... Dr. Downing and the University of Minnesota 

would not interview me because I was a woman .. .It was a very prestigious reading 

program, and I've always remembered that, that the gender bias was very black and white 

at the University of Minnesota at that time. 

"The doors began to open for me, and I chose the job that I liked through the 

connections of Dr. Artley, and I took the job at Indiana University. It was a critical, 

positive, very important point in my life, but I had a lot of growing up to do." 

"I had to grow up immediately." 

As Dr. Griffin tells the story, she grew up at Indiana University, where Leo Fay, 

then President of the International Reading Association, was her boss. "I finished at the 

University of Missouri in August of 1969, and then I went straight to Indiana University 

for a position there in September. I had gone three years at 200 percent in solid 

academics, and I was tired, going into an enormous program. 

"When I went to Indiana, I volunteered for an innovative teacher education 

program that was called Triple T - Trainers of Teacher Trainers [hereafter referred to as 

TTT]. That was an undergraduate, government sponsored program, and it was one of the 

wonderful things I did, but what I did to myself by volunteering was I really had two 

jobs. I had the undergraduate program, and then, I had my graduate obligations. 
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"The TTT program was full time. We had sixty undergraduates, who received 

thirty-six hours of credit. We had four elementary schools, and we put fifteen students for 

each quarter in four schools so they had one full year from 7:30 to 3:30 in the afternoon, 

student teaching so they got all their methods and student teaching for the year. The 

teachers chose their subject areas so we had a language arts, a social studies, a math, and 

a science school. We had four methods professors so we were directors. I was director of 

the language arts component of this program, and then we rotated. We did inservice and 

graduate teaching for those teachers in the afternoon in the subject they wanted. The 

teachers didn't travel, but the student teachers rotated. Then, also within that, the student 

teachers had six weeks in Indianapolis in the inner city, observing and helping those 

students. That program was just unbelievable ... and exciting, but also full time. 

"I was also teaching the graduate reading courses, particularly in the area of 

diagnosis and remediation at that time. I had doctoral students immediately when I first 

went. The diagnosis and remediation courses were in an interdisciplinary clinic, and 

Roger Farr was the director of the reading component of the center, and I was codirector 

of it. What we did was we handled all of the evaluation courses for the reading program 

so we had all the courses for assessment and instruction." 

It was her involvement in the TTT program that afforded her the opportunity for 

her first entrance returning to an elementary school since leaving as an elementary 

teacher and one in which she realized her self-perception was not that of the outside 

world's. She was so excited to return to an elementary school or "to be home," as she put 
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it. "The first day that I walked into a school, a teacher came up to me, grabbed me and 

said, 'I don't want the university telling me one thing to do. I have a master's degree, and 

I know full well what I want to do, and I don't want you all telling me what to do.' She 

scared me so badly, but what was happening was in order to show that his school was one 

hundred percent, the principal was coercing the teachers, who were supposed to 

volunteer. And very innocently, I walked into that. I represented the university so it was a 

wake-up call the first day, that I was different than I was before .. .I identified very much 

with the doctoral students at Indiana my first couple of years, and I identified very much 

with the elementary teachers in the school because that's all I had known, except for 

going to school to get those advanced degrees." She was no longer considered a peer of 

elementary teachers, although that is where she felt a part of the community. She now 

was perceived to be an outsider, one from the university, and one with much knowledge 

about theory but little knowledge of practice. 

The discord of these identification issues was so strong that she sought the 

support of Timothy Dickel, who was the elementary counseling doctoral intern there at 

Indiana University, working with her in the TTT school. Each of the four schools had an 

elementary counseling intern. "I correspond with him until this day. He was our mediator, 

and we could go to him to help us out with the issues facing us in the schools, which was 

absolutely wonderful. He [italics added] was outstanding, and we just meshed . .. but I had 

to grow up immediately. 
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"Two years into having what amounted to two fulltime positions in the TTT and 

the reading clinic, I said, 'I've got to choose one or the other,' and because of the 

intensity of the teacher education program and the need to be able to establish my vitae 

well enough, I chose the graduate program. I also wanted to work with Roger." 

"It gave me the foundation for a professional life. " 

Dr. Griffin's theories of reading also began to grow in breadth and depth at 

Indiana. "One of the things that did happen to me at Indiana University is that I got to 

meet so many different people from so many different parts of the world. I got to hear so 

many more theories of reading than what I had. It gave me the foundation for a 

professional life. 

"Carolyn Burke came to Indiana when she finished her doctoral work. She had 

been a first grade teacher in Detroit, and Ken and Yetta Goodman came to her first grade 

class to do all of their work on her students.' .. Roger moved up and took a new job as a 

research professor so Carolyn and I codirected the clinic. 

"Jerry Harste was a professor at IU coming from the University of 

Minnesota ... His doctoral degree is in teacher education, and he took my place as Director 

of Language Arts for TTT. 

"I had been so interested in how young children learn to read, and one of my best 

:friends at Indiana was Virginia Woodward. Dr. Virginia Woodward was in early 

childhood at Indiana, and she was going over to England, and she was modeling the 
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British Infant Program in classes every summer at Indiana, and I would take all of my 

reading clinic people over there to watch how they were using print and preprint. She 

became the master teacher for an English Infant School Program right there, and .. .I was 

just fascinated by it! Carolyn and Virginia Woodward and Jerry Harste wrote the book, 

Language Stories, Literacy Lessons. 

"Sam Weintraub was the editor of the Reading Research Quarterly, and his office 

was right across the hall from me. Egon Guba was at Indiana, and I spent five years in 

learning formative and summative evaluation and in the actual doing of it - the goal 

setting, the midsemester evaluation, and evaluating my courses. Ruth Strickland was a 

faculty member in the elementary curriculum and instruction program .. .I was really into 

it. I mean I was getting an education at Indiana. 

"I truly began to understand the William S. Gray theory there because at the 

University of Missouri, they gave it to me in practice. They did not give it to me in 

theory. The issues class there was the closest I got to critiquing theory, and it was on 

issues of reading, but what we got was word perception, comprehension, integration, and 

application. We got the assumption that that was what reading was, and that was the 

framework from which you taught it. .. However, when I went to Indiana University, the 

questioning of all of that was at its height ... and I realized that Gray never separated those 

parts at all. It was like your mind is completely opened." 
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"I'm a 'lead from behind' kind of person." 

There was a piece at Indiana University that became problematic to Dr. Griffin's 

very persona. Competition was fierce among the faculty. At times the faculty seemed 

ready to forsake ethics for notoriety. "What Leo Fay did was he hired all chiefs and no 

Indians, and that can be an advantage and a disadvantage. The advantage is you are just 

around outstanding people. The disadvantage is that, they are ready to run over 

you .. . they're getting ahead. All ofus were about the same age, and everybody was 

willing to see how far they could go before they dropped dead. We were all at that time 

trying to get ahead. Every single one of us was going to make some kind of name for 

ourselves, at least from his perspective, and that was the environment. .. What Leo wanted 

was that everyone had something that would be at the top of the charts, like you would be 

the author of a basal reading series, or you would be the editor of a major journal. .. And 

that's what he expected of everybody." 

After five years, Margaret Griffin decided that this aggressive milieu was not 

suited to her nature. "I have always been the 'lead from behind' person, not the big chief 

person, and I realized that. .. That was just absolutely not me. Anyway, by the end of five 

years, Leo agreed that if someone was going to push me real hard, then I would take a 

backseat and let them go. I'm not going to get myself into that kind of deal." 
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"I'm ready for a really good experience" 

"I guess the best example I can describe of this is that my mother was a very, very 

outstanding bridge player, but the competitive component was of no interest to her. She 

just wanted a good game of bridge, and that was sort of my philosophical position, too. 

I'm not ready for the fight to the end. I'm ready for a really good experience, and I'm 

going to step aside if you start competing too hard with me." 

Dr. Griffin reflected upon her time at Indiana University. "Because my choices in 

time were spent on things like TTT, on things like teaching, on things like the students in 

the major graduate program in reading, my time was not being spent on things that Dr. 

Leo Fay knew were critical to university-wide promotion at Indiana University. I was 

pretty accurate at self-monitoring and self-reflection at the time, and it didn't look like I 

was going to modify my direction." It was a quality issue for her and a balance issue. She 

was interested in and had made an enormous commitment to the university in terms of 

the scholarship of teaching, research, and service, but was not developing the strong 

research publication vita and highly visible name recognition needed for Indiana. "Dr. 

Fay and I agreed that for my future professional development, I needed to find the 

university that matched my goals. Leo was just a marvelous man, and I didn't read his 

recommendation, since all recommendations were anonymous, but I knew he was going 

to give me a really good recommendation so I had had no problems with my performance 

at Indiana. It was really my first reflection on my career after elementary teaching, a 

growing up period in my professional life." 
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"It was going to be all me and nobody else. " 

"Indiana gave me all of those wonderful people to be able to bring down here 

[Texas Woman's University], one of which is the one who introduced me to Marie Clay's 

work. Bill Blanton was from the University of Georgia, and he was interested in early 

literacy. He was right there in the office setup at Indiana University, where I was. He 

knew I was looking for a job. He had applied to TWU himself because he was looking for 

a job, and he knew I was interested in early literacy, and he said, 'Margaret, I have two 

things for you. I have a university I want you to apply to, and I want you to read this 

book.'" The university was Texas Woman's University in Denton, Texas, and the book 

was Reading: The Patterning of Complex Behaviour by Marie Clay. 

Dr. Griffin's first choice when leaving Indiana University was of course to return 

to Louisiana and help Dr. Bailey at Northwestern State University. Once again, however, 

there were no opportunities available. "By that time, my mother was very ill, and she 

lived in Alexandria, and I wanted to be closer to home so that was another thing that was 

moving me back. Again, I wanted to go to Louisiana, to Northwestern State ... but they 

had no job so I applied to the University ofHouston .. .I can't remember how many I 

applied to, but universities around, close, where I could get home. I know I was 

interviewed at the University of Houston. I was interviewed at the University ofNorth 

Texas, and I was interviewed at Texas Woman's University." 

With Dr. Griffin's "growing up" at Indiana University also came the confidence 

to persevere for just the right niche. When she had left the University of Missouri, Dr. 
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Sterl Artley had been instrumental in finding her a position. This time "I decided to write 

my own job description. This time it was going to be all me and nobody else. 

"I wrote this statement that reflected my theoretical views as well as my view of 

what teaching was, as well as my view of what inquiry was, as well as my view of 

promotion and tenure, and I asked that I be accepted on what I was showing in all three 

of those areas of teaching, service, and scholarship ... What I tried to show was that I was 

not a major researcher, and if the university that I would go to wanted me to spend 90 to 

100 percent of my time on research, then the teaching and service end were going to be 

just tangential, and that would not be the university for me. With five years at Indiana and 

working in the TTT program and working in the major graduate program in reading, I 

had a feel for what I was choosing as major choices, and that's what I was going 

for ... and so, my statement really says that my priorities are teaching and service, though 

never will research and writing be left out." 

Margaret Griffin's vita was impressive in and of itself, with the grant she had 

received for her doctoral dissertation and publications in state journals and bulletins, 

columns in The Journal of Reading, a pamphlet on vision for the International Reading 

Association, and a book on clinical evaluation of instruments in reading. However, she 

was resolute in her desire that she be hired on her personal statement rather than on her 

accomplishments, and consequently when universities interviewed her for a position, she 

also interviewed them. 
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The TWU Years 

The Road to TWU 

"/ organized all three interviews." 

"I received a letter from Howard Stone, who was the Department Chair of 

Curriculum and Instruction [at Texas Woman's University], and he suggested that we 

meet at the AACTE Convention in Chicago, the American Association of Colleges of 

Teacher Education. This is a big job market, and this was in February, 1974 .. .it was a 

place where everyone went. I went up there, and John McFarland [Dean of the College of 

Education, TWU] was there, and Howard was there ... and they interviewed me, and they 

were very interested so Dr. McFarland called my dean from Indiana and asked to meet 

with him because he couldn't understand why someone was going to go from Indiana to 

TWU, and so, he wanted to figure all of that out." Following that meeting, Ors. 

McFarland and Stone apparently seemed satisfied that Margaret Griffin would indeed be 

a credible member of the faculty because soon the invitation came for an interview on the 

campus. 

"I agreed to come for an interview. I organized all three interviews. The 

University of Houston had called so I arranged to go to the University of Houston for an 

interview. An associate dean at Indiana University, Dr. John Horvat, had become a dean 

at the University ofNorth Texas, and he knew I was coming here, and so he really 

insisted that I interview with them. 
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"I went to Houston and interviewed there, and then I came up here and met the 

people at the University ofNorth Texas. I didn't do anything really formally with them. I 

just went over and met everyone. I mean, it was not a formal interview, but John Horvat 

knew me .. .I went over, and I met Dr. Ann Williamson, who was then the Director of 

their Pupil Appraisal Center, and Bobbie Wilborn, my friend from the University of 

Missouri, was there. Bobbie and I were doctoral students at the University of Missouri 

together. She was in counseling, and I, of course, was in reading." 

Dr. Griffin's interview at the University of Houston did not result in an offer, but 

with the apparent emphasis on publishing, she was not disappointed. And although her 

interview at the University of North Texas was not an official one, she felt confident that 

the offer was open for her to become a faculty member there if she so chose. 

"He put on the dog." 

John McFarland was highly impressed that this Indiana University professor was 

interested in TWU, and Dr. Griffin's story about her introduction to the campus is a 

humorous one. "I was staying out at the new Ramada Inn [in Denton, Texas], and there 

was nothing out there, except this Ramada Inn, sitting up on the hill .. . and it's a great 

story ... Dr. Carolyn Stephens was supposed to pick me up at the Ramada Inn and bring 

me to speak in the MCL (Multipurpose Classroom Laboratory Building at TWU) at a 

certain time. Dr. Stephens was from the University of Georgia, and she had just been here 

a year, and I don't remember what time in the morning it was, but anyway, I had a speech 
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to make. I had come the night before so I was to be picked up for a 10:00 speech, or 

whatever. And Dr. McFarland had, and I did not know this at all ... he had invited all of 

the school personnel in Denton, and all of the College of Education, and God knows, we 

had the whole ... we had three hundred people sitting in there. This was my interview, the 

start of it, the speech you're supposed to present. 

"Carolyn couldn't find the Ramada Inn, and finally [italics added] .. .I was on pins 

and needles because I was late, and here I was trying to make this impression. I was at 

least a half an hour late for this with all of these people sitting there. And to top it all off, 

Mario DiNello [faculty member, TWU] had served the half an hour interim to entertain 

them. He was Director of the Reading Clinic for TWU, and Mario was a very fine 

speaker, but he was not the most exuberant person in the world so they were not exactly 

being royally entertained, sitting there, waiting for me. 

"Well, Dr. McFarland was just about to have a fit, too. So, my view is Carolyn 

taking me up into the back of the MCL parking lot, and Dr. McFarland being out there in 

the middle of the parking lot, pacing back and forth, back and forth, and he grabs the 

door, and he says, 'Come on, young lady,' and he pulls me into that auditorium. 

"I just took one look at it, and I thought, 'Oh, no!' 

"And he said, 'Just sit down. Just sit down. Just sit down here and rest a minute. 

Get yourself together, and I'll introduce you.' 

"So anyway, I got up there, and did whatever I did ... at that time I was in the 

middle of evaluating reading ... evaluating courses because Egon Guba was at Indiana. I 
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had spent five years learning formative and summative evaluation. I was really into it so 

that was going to be my speech, evaluating reading courses. 

"Some of the people who heard it said I did okay, and then, they took me around 

campus. They had a dinner party that night with a lot of the faculty ... That McFarland, he 

is something to behold. He put on the dog. I'm the only faculty member that had to go 

through that. I've never seen anybody do that again." 

"This diagnostic-remediation business was beginning to fall by the wayside with me. " 

Margaret Griffin was making her own statement as to who she was and what she 

wanted as a faculty member. "All of this developmental viewpoint in terms of early 

literacy that I was beginning to develop at Indiana continued at TWU, which at that time 

was a unique point of view from a reading perspective. I had done an enormous amount 

in evaluation and diagnosis at Indiana, but with the observation of the British Infant 

School model from Virginia Woodward, my own evolvement in early literacy was 

happening. 

"When I came to TWU, the undergraduate component was just as important to me 

as the master's-doctoral component. It wasn't necessarily the opportunity to teach in the 

doctoral program that brought me to TWU. I had already had doctoral students at 

Indiana ... and had had since my first year there so I had been five years into teaching 

doctoral students." 
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Besides defining herself on paper, she verbally insisted that there were two things 

she would not do as a faculty member. "This wasn't in writing. This was just talk, and I 

was very clear with that. I did not want to supervise student teachers. I had been in the 

most innovative teacher education program in the United States, and I knew Texas 

Woman's University wasn't going to have that program. I had put my heart into that for 

two solid years around the clock [with the TTT program at IU], and unless I could do it 

that way, I didn't want to do it at all ... The second thing was that I did not want, in any 

way, to be director of a reading clinic. I had done that. I had been codirector with Roger 

Farr and then with Carolyn Burke at Indiana, and that was over for me. This diagnostic

remediation business was beginning to fall by the wayside with me, and I was pulling 

into developmental theory. I had been quite influenced with all of the miscue, 

predictability, and psycholinguistics so that put me into developmental reading 

undergraduate courses. And then, that put me into master's degree developmental 

courses, and then ultimately, into the doctoral theories course, and then into the doctoral 

linguistics courses, into the doctoral issues course, and into the doctoral history of 

reading course." 

There were also lessons Margaret Griffin had learned as a student at the 

University of Missouri and as a faculty member at Indiana University that served as 

guidelines to consider for her tenure at TWU. "When I came to TWU, there were three 

things to promote. One was to allow a student to be able to get knowledge from anywhere 

they possibly could. We were able to really push that line in the doctoral program by 
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making sure that they could go to the unknown rather than to just what their faculty 

knew. The second thing was to be able to retain faculty on their committees, even if they 

leave, to use as major consultants and give them some kind of credit. The third thing we 

did was to keep a wide diversity of faculty on the staff so that there would not be an in

house philosophical position that is so dramatically constricted to one particular point of 

view." Margaret Griffin wanted to support the master's and doctoral student's academic 

interest in the pursuit of inquiry. 

"I really chose well." 

Texas Woman's seemed insistent on bringing this professor from Indiana to help 

bolster their reading program, and Margaret Griffin accepted TWU's offer. "I felt at 

TWU that I was going to be able to create my own position, rather than fit into somebody 

else's ... it was a feeling, and I'm right in terms of my style. That's how I ended up 

coming to Texas Woman's University. And it was in several ways. 

"I came because it was close to home, and I could get to my mother by flight. I 

came because of the people, just as I had gone to the University of Missouri-Columbia, 

with the letters that were supportive and warm. I felt that at TWU .. .I felt that I did not 

have any frame on me at Texas Woman's University that would make me feel that I was 

not able to give all that I could give in my own way within the frame of teaching, service, 

and scholarship. 
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"I came because it had a strong [italics added] reading program, and I did not 

have to develop it all by myself I came because they honored my wishes in not making 

me director of the Center for the Study of Learning or putting me in the Reading Clinic. I 

wanted to be a regular reading faculty member, teaching regular reading courses. 

"I felt pretty secure with it, plus they gave me a big raise. I thought I was the 

richest person in the whole wide world, and I was making $18,000 a year. $18,000 a 

year! I must have been making twelve or thirteen. I think I made about $12,000 or 

$13,000 at IU ... They brought me in as an associate professor ... All of those things were 

very positive. It was a viable group ... and so, I really chose well. And they were willing 

to accept me." 

John McFarland, the Dean of the College of Education at Texas Woman's 

University, had a passion for reading. He was politically influential in the state, and 

because of this, TWU maintained rigorous requirements for the reading specialist 

certification, including three hours in secondary reading. For an undergraduate emphasis 

in reading, students were required to complete eighteen to twenty-one hours in reading 

courses. 

"I did not want to come into a program that I had to build myself I wanted to 

come into a well-established program, and that's what I thought TWU had. I was 

extremely [italics added] impressed with the hours of undergraduate reading for a 

specialization. I mean, I had never seen that, and Texas had that." 
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Also, in 1974, TWU was quite visible in the state with their leadership in the 

Right-to-Read Program. James E. Allen, United States Commissioner of Education in 

1970, had set goals for all students to read on grade level by grade eight, and with that he 

instituted the Right-to-Read Program. 

"John McFarland was very influential in the state, and they were in the middle of 

the Right to Read program in the state .. .It was a program for all states, but Texas had the 

money allocated to it, and Dr. McFarland negotiated the Right to Read project with the 

state. The state commissioned that the modules would be written at Texas Woman's 

University, and these modules became the training manuals for Right to Read. It was the 

beginning of that kind of individualized instruction. That gave TWU an enormous 

amount of visibility in reading for the state." The realization of the support for the 

reading program at TWU certainly must have factored into Dr. Griffin's final decision 

and response. 

The Doctoral Program in Reading 

"The mode/for the entire doctoral program originated at TWU" 

Margaret Griffin came to Texas Woman's University after the plan for the 

doctoral program in reading had been organized and finally approved by the Coordinating 

Board of the State of Texas. She recalled some key players in this accomplishment. 

"Rose [Spicola], Joe Fearing [faculty member, TWU], and John McFarland and a 

whole team of people had developed the doctoral program in reading. I did not develop it. 
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That was developed before I came. John McFarland had really promoted reading, and he 

wanted this doctoral program by himself for TWU. Joe Fearing had an enormous amount 

to do with the titles of all those courses that you took. It [the plan] was submitted to the 

Coordinating Board, and they sent it back, saying that we could not have it unless we 

joined the Federation with Texas A&M University-Commerce and with the University of 

North Texas." 

Actually, the Federation ofNorth Texas Area Universities had been initiated in 

1972. "The Federation had been conceived by Dr. Guinn [John Guinn, President of 

TWU] before I came to avoid [italics added] having to bring men into the university. It 

was a way that he could get the coeducation going at the graduate level and be honored 

for that rather than to have that happen at the undergraduate level. It had always been 

coeducational in the health and sciences, but not in the liberal arts." 

Consequently, Texas Woman's University, East Texas State University [now 

known as Texas A&M-Commerce], and North Texas State University [now known as the 

University of North Texas] formed the Federation. It consisted of eighteen academic 

programs, such as Biology, English, Early Childhood ... any academic group who had a 

graduate and doctoral program joined with those three universities in the Federation. 

Thus, the doctoral program in reading became "a federated doctoral program, and the 

others adopted our plan overnight. The model for the entire doctoral program originated 

at TWU." 
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"He needed someone who could handle the graduate program. " 

Under John McFarland's leadership, the undergraduate and master's reading 

programs had been strong for years, and now the development of the doctoral program 

had been established. He knew of Dr. Griffin's reputation at Indiana University in the 

graduate program there. 

She said of Dr. McFarland, "He needed someone who could handle the doctoral 

program, and I imagine that was possibly the interest in me .. . He never did use those 

words, but I had already been working with graduates at IU. I had had doctoral students 

immediately when I first went. . .l was heavy into doctoral work so I didn't come here for 

the doctoral program. In fact, I didn't know a whole lot about it until I got here, but its 

first implementation was in the first year I got here." 

Dr. McFarland's support of the reading program in the College of Education was 

key to its foundation and sustained success. His support was also vital for its faculty 

members, and he made it clear that Dr. Griffin would play an important role in the 

doctoral program in reading. 

"Two young doctoral students ... so excited about my coming." 

In the audience for Dr. Griffin's "interview" were two doctoral students, Jan 

Teddlie and Martha Wood. "They were so excited about my coming, they just could not 

see straight. They were there for the interview, and they had lunch with us. I can 

remember them very vividly as well as everybody else. 
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"They had already taken their qualifying exams in early childhood, and Rose 

chaired both of their committees for both of their dissertations. However, they were the 

two students who wanted reading so badly, a doctoral degree in reading. For three 

summers in a row before I ever came to TWU, Martha Wood and Jan Teddlie had been to 

the Reading Institutes that IRA (International Reading Association) was conducting, and 

they were hearing all of these famous people in reading. They had read all of these papers 

from these people, and so they really had the field of reading at its edge. 

"I taught the first doctoral courses under EDCI 6913 in my apartment to Martha 

and Jan ... They took the necessary doctoral courses in reading with me, and then took an 

additional set of qualifying examinations with me. Then, they did their dissertations in 

early childhood reading, and that's what they did . .. One came out eleventh as outstanding 

dissertation in the country, and one came out twelfth. Martha was the first doctoral degree 

in reading. She graduated in 1976, and then two years after that, Jan Teddlie graduated." 

Dr. Griffin was impressed with their broad analysis of reading behaviors and felt 

that she only supported their ideas that they had gained elsewhere. "They were the 

models, and they set the stage for where other students were going." She considered the 

first two products of the doctoral reading program as ''very significant people." 

"It 's kind of that arrogance of the big university. " 

Dr. Griffin expressed a profound respect for the doctoral program at Texas 

Woman's University, but she recently admitted her arrogance of the 'big university 
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paradigm.' "I wondered about the doctoral program at TWU. It's kind of that arrogance 

of a big university. You know that it's a wonderful thing, but I wondered if it could come 

about. .. because it was small, and it was not a major research university like Indiana 

University. I never did express that to many people, but I wondered if there was the 

capability of all [italics added] ofus, without a major research university, to have a really 

credible, quality, outstanding doctoral program. Well, they proved me wrong. Our 

doctoral students were being exposed to more outstanding people than I ever had at 

Indiana University, the whole five years I was there. Time after time, we realize how 

outstanding our program is when we compare it to some of the other programs." 

"The two of them started off with a bang. " 

One of those opportunities provided at Texas Woman's University was the Fall 

Forum in Reading. It had been organized in 1966 under the leadership of Dr. Rose 

Spicola and Dr. Aileen Griffin. The purpose was to involve the reading students and 

surrounding community in the latest research and theories in the field of reading. "They 

had to figure out some way to get the community corning, and the two of them organized 

this Fall Forum in Reading." 

A renowned figure was brought in for a day and was the keynote speaker at this 

Saturday only event. "Ruth Strickland was the first person, I think, that they brought in, 

and she was absolutely the [italics added] most outstanding language arts educator from 

Indiana University. They brought in George Spache from Florida, who was just an 
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outstanding book author at that particular time. So the two of them really started off with 

a bang with this Fall Forum in Reading, and it has continued since." 

Besides the general session, Federation professors and local school personnel 

were invited to conduct small group sessions throughout the day. "The Fall Forum was 

set around student participation and community participation, and so people who had 

finished their master's or doctoral degrees, or students who had outstanding projects, then 

did the workshops. We also brought in faculty from North Texas or the UT (University of 

Texas) Arlington." The Fall Forum, now named the Rose F. Spicola Forum in Reading, 

has continued each year, and "it was the constancy of that" that helped build the doctoral 

program in reading. 

Another opportunity happened in the late 1970s, when the State of Texas 

implemented the career ladder for its public school teachers. Teachers were rewarded 

with increasing financial supplemental pay according to their evaluations by their 

supervisors and according to their professional growth as measured by postgraduate 

courses of study. Drs. Griffin and Spicola seized the opportunity to gain students for 

TWU by scheduling one-week, all-day summer workshops with "famous people," such 

as Jerry Harste and Mary Anne Hall. "I would say that we gained more visibility for our 

doctoral program in reading with those workshops." 
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"That book became something. " 

Margaret Griffin did not forget the book that Bill Blanton had given to her at 

Indiana University. The book Reading: The Patterning of Complex Behaviour was 

written by a New Zealand child psychologist named Marie Clay. Dr. Clay had completed 

her research on reading behaviors in the 1960s and in 1972, she published her findings in 

this book. It was at this time also that Kenneth Goodman had written about his studies 

regarding miscue analysis, and Dr. Griffin had been absolutely fascinated with his theory. 

Clay's book supported her developing interest in early literacy, and she came to TWU 

with that book in hand and Clay's theory in mind. Dr. Griffin had never read anything 

that depicted the reading process as clearly as Clay's book and as contrary to the 

philosophy of early reading in America's schools. "That book became something that the 

theoretical people read as a developmental theory." She was so captivated with it that 

when she arrived at Texas Woman's University and met Rose Spicola she urged her to 

read the book as well. 

Dr. Spicola, however, was consumed at the time with traveling and training 

teachers in the Right-to-Read Program, for which TWU was a leader in the state. 

Nevertheless, Dr. Griffin prevailed by giving the book to her friend as a Christmas 

present. Dr. Spicola read the book and with their profound interest in Clay's theory, Drs. 

Spicola and Griffin then used Clay's book as required reading in all of their classes. 
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"We came back ever more than ready to just turn the world upside down. " 

For several years, Dr. Griffin and Rose Spicola collaborated on the first doctoral 

course taken by both early childhood and reading majors. Dr. Spicola focused on the 

early childhood aspect of the "Foundations of Theory in Reading" course, while Dr. 

Griffin took the reading stance. Early literacy was the focus of the instruction in their 

classes. Their students were familiar with the names Marie Clay from New Zealand who 

had published her research on early literacy just a few years before and Michael Halliday 

from Australia who was known for his theory on cohesion. 

"By 1982 we [Rose Spicola and Margaret Griffin] built a whole trip to Australia 

and New Zealand. We got six hours of credit for eight students in early childhood and six 

hours of credit for eight students in reading so that could be one summer semester, and 

the university gave us that. We took sixteen students to Australia and New Zealand for 

three weeks. We worked with a local travel agent, and we picked the places we wanted to 

go. We wanted to meet Michael Halliday because we were studying all of this theory on 

cohesion in the theories class, and that was in Sydney, Australia. We wanted to go see 

Marie and have an opportunity to be able to visit the University of Auckland and the 

schools and see what they were doing with early literacy ... All we had been talking about 

was early literacy and how these classrooms ought to work and how children ought to be 

helped in learning how to read and write so there weren't children in trouble. 

"A New Zealand tourist agricultural group out of Wellington sponsored us .. .It 

may have been out of Australia. Anyway, one person took us around the twenty-one 
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days, and he was on the plane with us, and he was on the buses. He stayed with us the 

whole time. 

"We went to Sydney, and then we went to Wagga Wagga, and then we went to 

Melbourne, Australia. We then flew across and went to Christ Church, New Zealand. We 

came by bus to Rotorua up to Auckland, and in Auckland, we met the IRA people, and 

they gave us a party, and we gave them a party. Marie had us over to her home for dinner. 

They took us to all kinds of classrooms, and Barbara Watson came in and explained a 

little bit about this new program they were doing. They couldn't have been more 

gracious, and we had this absolutely, positively fantastic trip. I mean, it was just fantastic 

[italics added]. We came back ever more than ready to just turn the world upside down. 

"That was a big recruiter for the development of the doctoral program in reading." 

"The other thing that gained us a lot of visibility was the fact that we taught many 

[italics added] years in Dallas. The Federation Center was right there on Highway 75, 

where we taught classes. We also taught on other campuses in Dallas. At our Parkland 

[Parkland Hospital] campus, Rose and I brought down ERDB 6533. That's the 

Theoretical Models and Foundations of Reading, and that's the first doctoral theories 

course. At the peak of the doctoral program, we might have twenty to twenty-five in that 

class, when it usually had six or seven. But because we were centrally located in Dallas, 

everybody could get there, and we taught that course there, I'm sure for ten years or 

more. That was a big recruiter for the development of the doctoral program in reading." 
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"They were in the middle of Right-to-Read. " 

When Margaret Griffin arrived at Texas Woman's, the undergraduate program in 

reading, as well as the master's level program, was quite strong. John McFarland, Dean 

of the College of Education was a reading advocate and supported the program with 

fervor. "Then James E. Allen's Right-to-Read program came into national focus so they 

[TWU] were in the middle of the Right-to-Read program. The professors were not only 

writing the modules or objectives, but they were also traveling throughout the state, 

training public school teachers on the components so TWU gained great visibility for its 

leadership in this pro gram." 

Dr. Griffin observed the influence of the Right-to-Read program on the 

philosophical position of instruction at TWU. "Dr. Howard Stone was very interested in 

setting up all of our curriculum to competency-based instruction." Whole class 

instruction was being replaced by individualized instruction in public schools, and that 

method, and the writing of behavioral objectives necessary for its implementation, was 

being taught and demonstrated in the classes at TWU. 

These behavioral objectives written for the Right-to-Read program were 

numerous and seemed pedantic, but they laid the groundwork for the influx of 

competency-based education. State-mandated curriculum was beginning to expect 

competencies or evidences of mastery from the students. The context of the behavioral 

objectives and state rulings about competencies "became fodder for Dr. Howard Stone's 

plan for competency-based instruction. Most of the faculty were completely opposed to 
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changing the curriculum into these types of things. Dr. Stone spent more than a year on it, 

with us very reluctantly working with it. Fortunately, the attorney-general of Texas ruled 

it illegal in the State of Texas so that just ended [italics added] that." 

The Balance of Teaching, Service, and Research 

"I have been a maverick in a university. " 

One of the dilemmas that Margaret Griffin faced when coming to Texas Woman's 

University was the balance between teaching, service, and research. She subscribed to 

Ernest Boyer's statements in Scholarship Reconsidered: Priorities of the Professoriate 

(1990). "He probably defined, better than anyone else, who people are in a college of 

education, and what he described was the scholarship of teaching, the scholarship of 

service, and the scholarship of research. To me, that's what you want to be promoted and 

tenured on is the scholarship of each of those areas, not the quantity of how many articles 

you publish and how many articles you publish in prestigious journals, though that is still 

important, and I did write and publish. It was the fact that that was not, as I saw clearly, 

the major interest of mine." 

One of the changes that Dr. Griffin saw through her years at TWU from serving 

on and chairing promotion and tenure committees was the forming of a continuum in 

each of those three areas. "The faculty began to have more control over describing who 

they were so that their portfolios could be evaluated." She described the continuum in 

each of these three areas. 
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"In the scholarship of teaching, at one end, you never prepare. You can go in and 

meet your classes everyday. You can teach your classes without any knowledge base 

whatsoever, or the improvement of knowledge base, and go home. There are university 

professors that do that. They're teaching on data that might be twenty-five or thirty years 

old ... yellowed notes. Whereas, at the other end, you have the scholarly teacher, who is 

completely up-to-date, who is showing that their students are learning something, and 

that the students are able to utilize that when they're through with the course. These 

professors have enormous retention in their classes, and they have students who want to 

be in their classes. You have this continuum, and to me, one is very scholarly, and one is 

not so that professor who puts that first should not be punished because they don't have 

five articles that year or two articles that year accepted by refereed journals." 

"In the scholarship of service, you have the same thing. There are university 

professors who never serve their university. They teach everyday, and they have very 

little service. There are others, who have an enormous commitment to the university, and 

that commitment makes a difference in the welfare of the university, or the department, 

or the program. Now to me, that continuum is higher as it moves toward the contribution 

to the university, in making that university a better place because they're there. 

"The scholarship of research would be the same way. There are people at a 

university, whose research is of such a high level that what they produce would make a 

difference to humanity, and we know some of those people because we can call out their 

names. They are the Marie Clays and the Ken Goodmans, and we can move on to others, 
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where their research has truly made a difference in the field and has been at the forefront 

in the thinking of the field. Then, there are those who produce an enormous amount of 

writing, never having an original idea of their own, taking one piece of research and 

putting it in ten journals, the same piece ofresearch! Or, there's a person who just really 

has a very poor quality knowledge of research base. 

"The writing is absolutely critical, and I've written something in ahnost 

everything I've done at the university. I felt that it ought to come out of what I do." From 

her doctoral studies days, she had been rewarded for her competence in research. She had 

received a grant for her doctoral dissertation. While at Indiana University, she served as 

the editor of the Journal of Reading, and throughout the years, she had writings in state 

and major research journals. She realized the importance of research and writing to her 

professionally as well as to the university she represented, but she always said that 

teaching and service came first with her. 

Dr. Griffin saw her need to maintain a balance in these three areas. "I have been 

maverick in a university in many ways to try to sell myself as worthy of being a member, 

and also to try to help the university to accept diversity, such that, even within the college 

of teacher education, those people who spend more time on research tasks deserve just as 

much a right as those people who spend more time on teaching and service." Dr. Griffin 

acknowledged the importance of research and writing, but she realized her priorities were 

teaching and service. 
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"Where did you have time to do this?" 

At Texas Woman's University in the 1970s, the method of promotion seemed to 

occur "by a tap on the shoulder, like 'It's your turn to be promoted.' When I came, it was 

really a single sheet of paper that sort of said, 'Describe what you did this year, and make 

sure it's a half a page."' The professor's supervisor, or department chair, and the 

professor would then review that paper together, and "that went on, really, for quite a few 

years. 

"My story was that at Indiana University I was taught to set up a portfolio. I set up 

all of my classes on formative and summative evaluation, based on Egon Guba's work. 

These might be fifteen to twenty pages long to evaluate a class. In fact, I produced and 

published some of that work. That was very, very important work to show. 

"I did that here at TWU my first semester and first year. I set up a very detailed 

portfolio, and included this half page thing, and when I went in to be evaluated by Dr. 

Stone, I was asked, 'Where did you have time to do this?' 

"It scared me so badly that I went to the dean and told the dean that I didn't think 

I had been evaluated and that I wanted him to look at my portfolio and to bring the 

department chairman in there so that the two of them could review my work, which they 

did! 

"That was something very new for TWU at that time." What had been ordinary 

practice at Indiana University seemed an indicator of''too much free time" at Texas 

Woman's University. However, Margaret Griffin continued to be undeterred in her stance 
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of submitting evidence of the scholarship of her teaching, research, and service to the 

university. 

"Probably the hardest thing in university life is the evaluation. " 

The evaluation system at Texas Woman's University gained its most dramatic 

improvement, according to Dr. Griffin, in 1987 under the leadership of President, Shirley 

Chater. "Probably the hardest thing in university life is the evaluation. However, Dr. 

Chater came and allowed the Senate to set up its rules and set up the promotion and 

tenure guidelines that were approved by the university. Every single department was then 

allowed to set up its criteria for promotion and tenure and have that validated by the 

graduate school. It had to be accepted by the graduate school so it wasn't as if this was 

something that did not get university critiqued. Everything had to be validated, but what 

it said was that the uniqueness was honored. We really began to move into something that 

was more identifiable as the academic work of the faculties by department and by 

academic program." 

Historically speaking, the colleges of education have "always [italics added] been 

low class. In the beginning of American education, teachers' colleges were normal 

schools and were outside of four-year universities. Then they were incorporated in or 

joined four-year universities, but it has always been an attitude issue in regard to the 

academic quality. In other words, the true academic areas are English, Mathematics, and 

History, the Sciences, whereas education couldn't possibly have an academic unit so we 
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are sort of the minority in academics, and we are constantly having to prove ourselves." 

Dr. Griffin felt that Dr. Chater's philosophy of allowing each academic area to set up its 

own criteria for promotion and tenure gave credence to the uniqueness of each academic 

area, and this was particularly important to the field of teacher education. 

"TWU does not have a university evaluation committee. It has a department 

promotion and tenure committee, and then one college has a college promotion and 

tenure committee, and that's the College of Education. We would submit our work, and 

we would get parallel promotion and tenure statements from the administrative line, and 

then from our chair. For example, it would go from the faculty department committee to 

the faculty college committee to the vice president for academic affairs. It would also go 

from the department chairman to the dean to the vice president for academic affairs so 

you had two parallel points of view that could ultimately be decided by the vice president 

for academic affairs." It's a very healthy kind of accountability for the faculty, and a far 

cry from the tap on the shoulder or from someone else making all the decisions. 

"TWU has moved from only administrative evaluation to peer and administrative 

evaluation. The University Review Committee, of which I was the first chair for the 

entire university is a committee of faculty that listens to appeals for denial of promotion 

and tenure by the President and the Board of Regents. That's a very powerful committee. 

The criteria and procedures had already been set up, but as chair, I was the first one to 

have to implement it. We refined it in terms of making it operable because it's a very 

critical point in an academic's life." 
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The Scholarship of Teaching 

" 'Margaret, you've got to get your goals down. ' " 

Student evaluations of professors have been controversial at Texas Woman's 

University. The Senate Evaluation Committee has worked on that process for years. 

Originally, the student evaluations were quantitative, and salaries for professors were 

adjusted according to the ranking compiled from the student evaluations. Currently, they 

comprise a Likert Scale evaluation as well as a narrative summary, and they are included 

as one part of a professor's evaluation. 

Some faculty appreciate having the student evaluations, while others oppose the 

idea of them being a part of the complete evaluation process. She [Margaret Griffin] 

described those who opposed in this way: "They really think the student has no voice in 

academia. They think they are supposed to be the knowledgeable professor and the 

scholar who has prepared so hard and then delivers the message through the true 

transmission model. A person who is wrapped up in all of that, then gets critiqued by a 

student, they have a very, very difficult time. I really don't think they should be at the 

undergraduate level, but those kind of faculty really have a terrible time at the graduate 

level, and particularly at the doctoral level because at that level, it's really inquiry. 

"From my standpoint, the student evaluations taught me how to be a teacher. 

They absolutely [italics added] taught me how to be a teacher. I knew [italics added] how 

as an elementary teacher. I never was evaluated, but I knew I was effective in the 
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elementary classroom, but I had no conceivable model for that kind of effectiveness in 

the college classroom. 

"I taught my first graduate class as I had been shown, the lecture model. When I 

got to Indiana, Roger Farr was the one who started me on student feedback. He said, 

'Margaret, you've got to get your goals down for your class, and you've got to get 

evaluated at midsemester, and you've got to change what you're doing at midsemester."' 

"I became a much more effective college teacher. " 

She followed his guidelines and seriously prepared for her classes. "I had a lesson 

plan down. I was prepared. I prepared everything, and I was giving everything to the 

students. They didn't have any participation, but I sure was working myself to death. So I 

had this lesson plan form for the students in my clinical practicum, and when I got the 

feedback at midsemester, they hated that lesson plan. They thought it was awful. It 

wasn't that they didn't want to prepare, but it was the form they had to work with. 

"So I thought, 'Maybe I ought to ask them what ought to be on the form,' and so I 

did, and we did better! I gave them several choices of forms, and they could pick 

whichever one they wanted. That was my first semester at Indiana that I learned how to 

do that. I began to listen. They were in there with me. That was much more my style, as it 

was in the elementary classroom. I got feedback from my students, and I've gotten it all 

of my life. I believe very strongly in it, and I think that what I was doing was much more 

valid and reliable than a Likert Scale form. 
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"My students did write a reflection, particularly for the undergraduate and 

master's courses to let me know what they had gotten out of it. I would tell them that this 

helps me plan, and I really used it. I think I became a much more effective college 

teacher based on having student input." Their challenges were not threatening to her 

personally or professionally, but rather encouraging. 

"I've always been this schizophrenic faculty member." 

Gender issues have always been a concern in higher education. Administrators 

have traditionally been male, and although the top positions have recently increased with 

females, certain positions at the university are slow to change. "Deans of colleges of 

education have been very slow to change ... Other positions surrounding that [the dean's 

position] have been changing ... but for a woman to be dean of the college of education 

would be very, very difficult for some male faculty members." 

Likewise, when Dr. Griffin arrived at Texas Woman's University, it was 

primarily a male-dominated school. The president and vice-presidents were male. The 

deans' positions as well as all of the department chair positions were all occupied by 

men. 

The College of Education at TWU, however, began to experience changes in the 

late 1970s and early 1980s. John McFarland was promoted to a vice president's office, 

and Dr. Clifton Sparks became the Dean of the College of Education. "She was interested 

in my becoming Director of Teacher Education, which was really Assistant Dean for 
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TWU. It never was called that until now, but at that time, it was Director of Teacher 

Education." 

Making the decision to take the position of Director of Teacher Education was not 

an easy one for Margaret Griffin. "I've always been this schizophrenic faculty member, 

who loves teacher education and who loves reading, and so, I have had a dilemma in that 

regard. I remember Rose and I talking about whether or not that was something I should 

do to help Clifton. I accepted. So, for eight years I was half time academic faculty and 

half time administrator. I never stopped anything else, except one class being taught, but 

my doctoral students and the doctoral program went on." She served in this position from 

1981 to 1989. It seemed reminiscent ofher days at Indiana University, when she was a 

director in the TTT program while teaching graduate reading students. 

"He just lost it-lost his thoughts and everything. " 

Clifton Sparks had the historical distinction of being the only female dean the 

College of Education at TWU has ever had. In addition, Clifton was African-American. 

Margaret Griffin recalled that Dr. Sparks told her story of not being able to attend TWU 

as a student because of her ethnicity, and now she was dean. 

As Director of Teacher Education, Dr. Griffin had an opportunity to observe 

people's reactions when they walked into the office of the College of Education and 

realized that the dean was a female African-American. "I can remember that I was in the 

office when a superintendent of schools walked in one day and wanted to meet with the 
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new Dean of the College of Education. When she came out, he couldn't open his mouth. 

He had an African-American woman dean, and he couldn't handle it. He just lost it-lost 

his thoughts and everything." 

"They were going to have to step up to the plate." 

On campus, Dr. Griffin observed reactions to Clifton from students and faculty. "I 

did realize at that time that everyone needs an identifying group of some sort that is their 

own. With Dr. Sparks, I saw that the African-American community really hovered 

around her and came to her with their problems and their issues so I had an opportunity 

on a daily basis to realize some of these issues that go on between students and faculty 

and between students and students on a campus that's predominantly white. 

"Clifton Sparks was a very effective dean. She wanted things to be high quality so 

it's very difficult to put gender [and] ethnicity in the middle of quality, and which one 

was a gender or ethnicity issue and which one was a reaction to the fact that they were 

going to have to step up to the plate." 

Throughout her years of service in the Department of Curriculum and Instruction 

and later in the Department of Reading and Bilingual Education, Margaret Griffin 

observed a similar need among the Hispanic culture to have a mentor among the faculty. 

In 1999, when she became interim chair of the Department of Reading and Bilingual 

Education, Margaret Griffin was credited for the hiring of Dr. Yvonne Rodriguez. "That 

solidified the bilingual component for Reading Recovery for TWU, but that was big." 
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Just as Dr. Sparks provided a connection to the African-American community, Dr. 

Rodriguez fulfilled that role for the Hispanic students. Dr. Griffin commented that Dr. 

Rodriguez continues the legacy of quality that guided Dr. Sparks' administration. 

"It was as solid as a rock." 

Margaret Griffin's purpose while Director of Teacher Education was not to make 

the program innovative, but rather to strengthen what was already in place. "It was as 

solid as a rock. We tried to strengthen it, but I never did try the offshoot innovation. We 

just made a very solid program out of that. I don't know if it was the context in which I 

thought it could happen or that we just didn't have enough personnel to split off like that, 

or the obligations of a federal grant if you got it, but we did not hustle funds for 

innovative programs while I was Director of Education." 

The program, however, was greatly strengthened under her leadership. During Dr. 

Griffin's term of service, the College of Education received a positive evaluation for the 

first time from The National Council for Accreditation of Teacher Education (NCATE). 

NCATE was the most rigorous evaluation in the nation of education programs and a very 

prestigious accreditation for a college of education. "I codirected the NCATE evaluation, 

along with Dr. Clifton Sparks. We were accepted, not only with our undergraduate 

program, but with all of our graduate programs, including the doctoral program in 

reading. That was very credible to be accredited for that. We went through it together, 

and that was very, very important to her and for me, but it was a first for the college." 
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This accreditation was evidence of the standards and quality that these two women 

strived for in the college. 

Dr. Griffin also codirected the Texas Education Agency evaluation for teacher 

education at the university. Once again, the college successfully passed that evaluation. 

Also as Director of Teacher Education, Margaret Griffin facilitated two 

reorganizations of certification at the state level during this time. "We went through the 

first one, I think about 1984, the first major curriculum change in certification change in 

the State of Texas. They had not done that for thirty years, and then three years later, we 

changed it again, and just recently, it has been changed again so teacher education and 

certification during my tenure has gone through three major changes, though I had little 

to do with the last one. It certainly has affected curriculum dramatically in higher 

education and affected reading dramatically because we are having to be more 

accountable to the designs that are going on." Although Dr. Griffin did not impose any 

innovations upon the College of Education during her eight years as Director of Teacher 

Education, she was largely responsible for the recognition of the quality of the programs 

within the college. 

"They 're very critical to the university." 

The college accommodated other changes during this time. Student teaching 

became a full semester rather than the ten weeks it had been. The education centers that 

connected to Denton were not active until Dr. Griffin wrote proposals for such activation. 
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A teacher center, defined by the state, consisted of an area of school districts that 

connected to a university. Designees represented each school district, and these designees 

were often the superintendents. The teacher centers in the north Texas area were 

comprised of the Dallas Teacher Center, Fort Worth Teacher Center, the Midcities 

Teacher Center, and others. The Denton Area Teacher Center was also one that 

connected with Texas Woman's University, and Dr. Griffin was responsible for 

connecting it to TWU and writing proposals for monies to keep the center activated. She 

defined these centers as being ''very critical to the university." The collaboration between 

local school districts and the university fit her philosophy for the ''town and gown" 

connection. 

"They were all coming in with these ribbons. " 

Meetings were held regularly to discuss such issues as contracts for student 

teaching supervision and candidates for student teachers. The representatives 

communicated about what was going on in their school districts, and Dr. Griffin 

discussed what the university was doing in teacher education. These meetings fulfilled 

the obligation of determining whether or not the districts were operating by the Teacher 

Education Council rules. Dr. Griffin, as Director of Teacher Education, chaired the 

Teacher Education Council, which was the policy-making body for teacher education at 

TWU, and she reported the findings of this teacher center to the dean. Quality of teacher 

education was paramount, and the teacher centers allowed for collaboration between the 
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school and university to insure that quality. As she often did, Dr. Griffin remembered a 

humorous story involving one of the teacher centers, and because ofit, she was much 

more sensitive to the culture of the group. 

"I have a wonderful story from the Denton Area Teacher Center because I would 

have my meetings on Friday, and pretty soon all of them were coming in with these 

ribbons. You see, these were superintendents, and they were all coming in with these 

ribbons on Friday. Well, of course, I was completely oblivious, and.finally one of them 

said, 'Dr. Griffin, we just can't meet on Fridays anymore. Our football really starts on 

Thursday [italics added] afternoon after school and then goes all the way through Friday 

and Friday night, and if it would be possible for you to have the meeting on Wednesday 

[italics added], it would be better.' 

"Anyway, I got a wake-up call about how I needed to have these meetings earlier. 

I also wrote proposals for state funds for this center. I really enjoyed writing these 

because it gave us a little bit of money to help them out." It seemed that in whatever 

context she found herself, she realized the need to be sensitive to the culture of the 

members within that frame. 

"I'm pushing the pencil." 

There were also some undercurrents of displeasure with the female leadership in 

the college. "It was a traditional program so I had some faculty who did not accept me as 

Director of Teacher Education. Everything was very subtle. Clifton was a counselor 
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educator for secondary education, and she wanted a person who could handle teacher 

education so the issues that came up from my leadership were that I was too powerful. I 

had too much responsibility ... In other words, the dean is the bottom line for teacher 

education, but she had delegated so much to me, and that was unusual in the college. I 

never did, though, feel that I was completely nonsupported in that job. Dr. Sparks 

supported me one hundred percent, and I supported her one hundred percent. 

"We never had any major difficulties, but one of the things that has been true of 

my entire professional career is that I don't come to work and go home everyday so for 

people who are very, very, very set in their ways, I'm pushing the pencil. That can be 

very threatening. It doesn't matter what I touch, it's going to upset somebody in some 

kind of way because I'm moving forward, not standing still, and so, that's threatening." 

"That cost me something in regard to socialization into the department." 

Another issue may have been that Dr. Griffin had never supervised student 

teachers. She had negotiated that up front before taking the job at TWU, and she realized 

shortly after coming, that that decision cost her something "in regard to the socialization 

into the department, particularly with the teacher education faculty. That was almost an 

insult to them, and people can't believe that because everyone was required to supervise 

student teachers. I think because this doctoral program was needed, they just gave me 

plenty to do, and then they just didn't put that on top of it." 
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"Clifton opened up doors for us. " 

From experience, Margaret Griffin learned that timing was important in making 

decisions. She realized that twice during Clifton's tenure as dean. "There's no doubt that 

Clifton opened up doors for us. There were two doors opened for me while she was dean. 

One was to become her assistant, to be Director of Teacher Education, and the second 

thing that opened up was tenure and promotion to full professor. Dr. Spicola told me the 

timing was exactly right for me to put my papers in for promotion. I obliged." Both 

situations generally call for more support from administrators than might normally be 

shown, and Clifton's respect for Margaret Griffin's teaching, service, and scholarship 

was rewarded with position and tenure for her. 

"Students were the joy. " 

At TWU it was so easy to continue to be student focused because the university 

considered its primary goal of its faculty that of teaching students. I went from classes 

numbering 50 to 75 each to four courses with ten to twelve students each. In later years, 

these classes doubled, but they never reached the larger numbers except for one or two 

special workshops in the summer. 

"The students were different than at Missouri and Indiana in that they were 

mostly commuter students with very busy lives other than just going to school. I 

remember setting up some special readings in the library that couldn't be checked out. 
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The students were having trouble reading the assignments because they drove in, had 

classes back to back and drove home! 

"I taught at all three levels most semesters, undergraduate, graduate, and doctoral. 

I loved all three. I took the undergraduate students into the schools. I met graduate 

[certification and master's] students from all over the metroplex. These prospective and 

professional teachers were mostly women leading very complex lives. I have an 

everlasting respect and appreciation for each student's willingness to help children. The 

master's degree students wrote a thesis or professional paper so their academic efforts 

were steeped in inquiry. 

"By the time I retired, I had chaired forty-one doctoral dissertations! These 

doctoral students were marvelous to work with, too. They kept me up to date, and many 

became recognized professionally throughout the world. This doctoral core of students 

continue to regenerate the quality of the doctoral program at TWU through their 

professional efforts. Several of these students became editors of the state reading journal, 

and Rose and I felt a need to submit articles. Many were or became directors of reading 

in school districts and sent their students and teachers to our school to be educated. Many 

became professors at universities, and I'm sure took lessons [ some to keep some to 

change], just as I did through my experiences. One doctoral student, Dr. Billie Askew, 

returned to TWU as Director of Reading Recovery. It is so gratifying to have experienced 

all of this. Students were the joy of my professional life from the beginnings as an 

elementary teacher to the end." 
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Scholarship of Service 

"I crossed that boundary. " 

Margaret Griffin's scholarship of service at Texas Woman's University extended 

beyond her own academic element. "For me, it never was that I [italics added] was the 

most important. It was what I did for other people that was the most important. Texas 

Woman's gave me the context in which that could just blossom. I worked extremely hard, 

but it was fully rewarding in the context that TWU provided." 

When she arrived at Texas Woman's University, she often sought out 

opportunities to serve the university because she felt they were not only a valuable part of 

her life, but also a necessary part. She viewed them as opportunities to grow in breadth of 

knowledge of fellow colleagues and the academic areas that they represented. 

"The first opportunity I had for that kind of service was the Development 

Committee, which I was invited to be a part of. This was shortly after I came to TWU. 

Now, Dr. Guinn was president, and Dr. Guinn was a very autocratic president. He saved 

the university, and the university is there because of all of his work, but he did require 

that everyone attend the formal group gatherings. You had to sign in, and there were 

some very big traditions in regard to TWU. One thing that he asked for was that 

everybody contribute to this development fund. 

"I became a member of this committee, and he was not present, but there was a 

discussion. I didn't know all the context of what was going on. There were a lot of people 
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in that room who received. favors from Dr. Guinn, based on Dr. Guinn having all of the 

development money. There was not a choice in where the funds would go. Well, at that 

particular time, all the funds were undesignated, and the president could use them the 

way he wanted to use them, but you were required to give something. 

"So, of course, that was a huge issue in the meeting. First of all, it shouldn't be 

required, and second of all, there was no opportunity for people to have a choice. So, 

those were my issues on that committee. I brought them up, and I didn't know what a 

Pandora's Box I was opening. I had no conceivable idea. They did keep me on the 

committee, and they voted by a narrow margin on having some designated funds. 

"That was my opportunity to begin to meet other people on campus, and I really 

liked that. Throughout my career, whether it was volunteering to be a part of a program 

committee or whether it was taking the chairmanship of the Fall Forum, or whether it was 

a college committee, I spent a lot of time with them because I liked to do all of those 

things." 

"I used to fight like a tiger. " 

A closely related committee was the TWU Scholarship Committee, on which 

Margaret Griffin served and chaired under Dr. Mary Evelyn Blagg-Huey's presidency. 

"One particular committee that I enjoyed was the Scholarship Committee. That was an 

opportunity to decide where the money, allocated by the president and vice-president for 

academic affairs, would go every year. We would set up the framework for that with 
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them and with our director of financial aid. The vice-president for academic affairs would 

allocate the money to each college, but as a committee, we decided the percentage for 

graduate scholarships and the percentage for undergraduate scholarships. 

"The money, then, would be allocated to the deans, and the deans would in turn, 

based on semester credit-hour productions, proportion the amount of the scholarship 

money to each department. We would get some funds that were general scholarship 

funds, and then we would get some funds that were designated funds. 

"The deans set up a college-wide scholarship committee, which I worked on and 

chaired, and then, we set up department scholarships, which would set up a framework by 

which they would offer scholarships in that department. We had some state rules that 

changed during the years, and we had to follow those. 

"When I first worked on the Scholarship Committee, they had no conceivable 

idea what they had or did not have other than general scholarship money. We started 

digging and found out all of the people who had designated funds for either directors of 

teacher education who had died or a faculty member who had died or a university person 

who wanted to give a portion of their money to teacher education. It was a list of maybe 

ten to fifteen already existing funds which we could use the interest for scholarship 

money. 

"It was really important to get that up and running, and it's still running to this 

day. Money is becoming tighter and tighter so it's critical that each department 
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understands who has given money for what and that it is appropriately allocated so that it 

can be used. 

"In our department because I was so interested in this area, I used to fight like a 

tiger to really make sure that we spent all of the money that we were allocated every year 

and that we gave it to the students in need because the students increasingly became in 

need of funds. The general scholarship, in the last couple of years, is going more toward 

university efforts, which makes it even more critical that the scholarship donors are 

understood at the department level and that they know what kinds of monies they have 

and the interest they can use off of the funds. That's very important. 

"We also worked with the director of financial aid to select the winners for the 

university scholarships that were not designated to any college or department. Sometimes 

we would have 200 or so applications for maybe two or three scholarships, and so, we 

really began to know the outstanding students. That was fun for me, too, to work at both 

ends in terms of the scholarship recipient. 

"When Dr. Chater came, the TWU Scholarship Committee established the 

Presidential Scholarship for freshmen that we recruited. They were given a scholarship 

for four years, and these were really big scholarships. We gave one a year, and when we 

interviewed these people, they were just absolutely outstanding. They got the recognition 

at the top level of the university being who they were. I liked all of that aspect of the 

committee." 

127 



"My work on those committees were real eye-openers. " 

''Now another university area where I spent a lot of time was as a participant on 

search committees for faculty and tenure and promotion committees for faculty inside the 

department as well as inside the college and across the university. I was on search 

committees for the Vice-President for Academic Affairs, the Dean for the School of 

Library and Information Studies, as well as the Dean for the College of Education. Those 

searches for deans and the searches for the vice president for academic affairs were the 

real eye openers because you are getting leaders for an entire university in one setting as 

well as your leaders for an entire college in another setting. You get, what I've always 

called 'a broader perspective.' 

"I was also on promotion and tenure committees for faculty members in the 

Library and Information Studies, for Special Education and Early Childhood, and for 

Music Education. That was broadening because I read other people's criteria for what 

they thought an acceptable faculty member was in their particular discipline. 

"I really liked being on those kinds of committees. You can live as a faculty 

member in a university your entire life and never know anyone but those within your 

discipline, and that just wasn't enough for me. I liked the breadth, and I liked knowing 

people in the breadth of the university, not just in my area." 
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"That was another thing right up my alley. " 

Soon after Dr. Griffin had arrived at Texas Woman's University, John McFarland 

insisted that she represent the area ofreading on the Federation of North Texas Area 

Universities. The deans each selected three faculty members from their college, and the 

College of Education had not been well represented in the area of reading at the graduate 

level before her arrival. Rose Spicola served on the Federation, but did so as a 

representative of early childhood. 

"Working with the Federation was another thing right up my alley. I liked 

working with three universities .. .I just got into the middle of all those other faculty right 

away, those marvelous reading faculty members and other faculty members from the 

other universities. It allowed me to see a whole different perspective, especially from 

being joined in the doctoral program. 

"We were mandated to meet three times a year. The presidents and vice

presidents brought in these speakers who spoke to the entire graduate academic group 

once a year. The Council of Presidents and the Council of Vice-Presidents for the 

Federation guided our programs so we got to know the President ofUNT and the 

President of Texas A&M-Commerce, and the President ofTWU. We were brought into 

another circle of people who were very interested in graduate education and very 

interested in the doctoral education from all three campuses. 

"We were allocated funds, and then we could solicit funds, and what we did was 

we planned programs. We brought in all of these famous people. Another freeing thing 
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that they did was that the money we earned from those programs was our money so we 

had a little pot of money that got bigger as we grew. That gave us even more money to be 

able to have better programs, and so it was an exciting thing for me." 

"They would not put themselves through that." 

"It was also frustrating at times. Working with other universities and other faculty 

to problem-solve issues was interesting." 

Although the three universities met as scheduled, they often worked tangentially. 

TWU was the university that had originated the idea of the Federation, but all three had 

distinctive ideas of procedure. In 1987, the state mandated that the Federation be 

reevaluated, and demanded that the universities have four core courses for the doctoral 

degree. Soon thereafter, Texas A&M Commerce left the Federation in the area of reading 

so all that remained were TWU and UNT. The administration viewed the core courses 

from an economic stance and suggested that two less faculty members would be needed. 

Margaret Griffin and Billie Askew worked on that issue, and eventually remained 

steadfast in keeping all faculty. 

Another requirement that came from the 1987 state evaluation was a minimum 

score of 1000 on the Graduate Record Examination (GRE) for doctoral students. "We 

really fought that. We had not had that as the criterion, and we had graduated very 

successful doctoral students without that score. We had been fourteen years into that 

program before we were reevaluated so we knew its success without that score. 
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"I had people who had a GRE of 650 or 700 who :finished a doctoral degree in 

that program and were successful university professors and full professors, I might 

add .... The criteria for admission to the doctoral program had been planned together by 

TWU and UNT. We fought hard and won the doctoral qualifying examination issue. We 

did not have a common exam, and they allowed that to go through, which was absolutely 

wonderful. The only thing that pressed us, to me, was the GRE of 1000 because we still 

don't know who we missed and who would not put themselves through that. We do have 

some stories from Reading Recovery about students who would not put themselves 

through that, particularly minority students. 

"There were classes at UNT. The GRE was taught, and we really did [italics 

added] encourage people. Most students did that, but there were a few students who said, 

'Not going to put myself through that.' 

"Finally, Dr. Leslie Thompson, the Graduate Dean, was our person that was 

representing us at the vice-president's level, and he brought us in one day. I can 

remember that he said, 'We will not listen to one more argument. This is the way it is."' 

The criterion of a GRE score of 1000 remained. Dr. Griffin felt that it was a political 

statement to Austin. She fought for the student's perspective, but finally submitted to a 

higher authority. 
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"It fits me perfectly in terms of .. the calling that I enjoy most." 

Rotary is a professional club that Margaret Griffin was invited to join. "I was 

invited by Dr. Wilkes Berry, the Vice-President for Academic Affairs, with the support of 

Dr. Mary Sparks. Dr. Mary Sparks was an outstanding journalism faculty member. She 

has left TWU now, but at that time, she was in Rotary, and she, along with Wilkes 

encouraged me to join. 

"That was in 1991, and so it's been ten years that I have been in Rotary. It was 

very easy for me to walk over from the MCL Building and to go to lunch. I accepted 

graciously and was very interested in, again, what my contribution could be and to try to 

learn what the club was all about. 

"Its goals are wonderful! It is service above self It fits me perfectly in terms of 

what I feel I like to do and the calling that I enjoy the most. I have met so many 

wonderful people in there who have a similar philosophy. 

"It is a professional club. It was organized as a club where professional people 

could meet and where business could take place, such that the professional people in the 

community could get to know one another and do business. The membership is set 

categorically so that they do not have too many people from one business. They really try 

to get from all echelons of the community, and it represents an entire perspective of the 

community, and because it's broad based in the community, it hasn't attached itself with 

either university. 

132 



"I have met business people that I have conducted business with, who know me 

personally now based on this every week experience in the club. I might not have 

contacted these people or had a closer opportunity as I do now. In other words, we're 

friends, and that gives you an edge to be able to talk over things. One of the members of 

the club was handling some property that I bought. I would not have known about that so 

it's the little things like that. 

"We get very narrow in our professional roles and who we work with everyday 

and what we do everyday and what our commitment is and what our knowledge is. One 

of the things that I have absolutely loved about this organization is the programs. They 

are presented every week for twenty minutes, and through them, you get insight into the 

entire community and what is going on in the community. 

"They've done wonderful things for me in Rotary, and Wilkes did that. He got me 

on one of their major fellowship committees. This committee gives a scholarship for a 

most outstanding college student, and they give the student about $30,000 to be able to 

spend a year studying wherever they want to. Some of them have studied at Oxford, in 

London, or in Paris to study opera. When you interview these people, you are just 

interviewing the top of the line. 

"The club also uses the money they gain for service above self, like Polio Plus or 

literacy programs. They contribute to Friends of the Family, which is for women of abuse 

so they have money allocated to do good things, in scholarships, in health, and in literacy. 
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"I've tried for about seven years to get an opportunity to do Reading Recovery in 

Spanish in one of the Spanish-speaking countries. With Dr. Clay being an honorary 

member of Rotary, this club is committed to it." Dr. Griffin was recently informed that it 

is still possible. 

"I did an awful lot with the International Reading Association." 

Early in her career, Margaret Griffin contributed to the International Reading 

Association in several ways. She served on several committees, but she was chair of the 

Nila Banton Smith Award Committee. "This was an opportunity to be able to pick an 

outstanding content teacher in the classroom. 

"One of the things that I did there was to bring it into national presentation. They 

had not done that so we started having the awardee present at the International Reading 

Association Convention. During my chairmanship, we had the first elementary awardee 

for content area reading. It was a first grade teacher, and what she had done in content 

area reading! Their thoughts about content area reading were only high school or junior 

high. No one had any idea. I saved her presentation for years because she was just doing 

fantastic things in content. Those teachers coming up there and sharing what they did 

really added a lot to it. 

"Part of the International Reading Association is the Texas State Reading 

Association. I presented there. One of the subgroups of the state association that I really 

enjoyed was the Texas Association of Professors of Reading. Those were all professors in 
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Texas, and I didn't do a whole lot with them, but it helped me to get to know them. That 

was a particular organization that I enjoyed." 

"That was an organization that was struggling ... with another paradigm of research. " 

Another highlight of Dr. Griffin's memberships was the American Educational 

Research Association. The conventions encompassed experts from all the academic 

fields, and she loved the scope of knowledge gained from these conventions. "I would 

pick the outstanding speaker that they brought in every field and go listen, like 

philosophy or educational history or health, and I loved doing that kind of thing. They 

have the literacy component, but it gave me an opportunity to be able to hear some of the 

outstanding people in other fields. 

"That was an organization that was struggling so hard with another paradigm of 

research. They had such a behavioristic paradigm, and trying to begin to honor qualitative 

research and to bring in qualitative research techniques with the dignity that that deserves 

was a struggle for that organization, and I really think it still is. 

"It was interesting to watch that kind of struggle. One of the most fascinating 

presentations I ever heard was all of the controversial research paradigms on stage with 

their major speakers. Each one talked about his own research paradigm, and they talked 

about their differences and similarities in kind of an interchange." 
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"There's a common place. " 

Margaret Griffin felt that the National Council of Teachers of English (NCTE) fit 

her philosophically better than any of the other organizations to which she belonged. 

Their annual conventions, however, were always held near the Thanksgiving holidays, 

and because her mother and family were so important to her, Dr. Griffin never did attend 

any NCTE conventions. 

In 1997, the state group ofNCTE, the Texas State Council of Teachers of English 

surprised Dr. Griffin with the Outstanding Texas College/University English Language 

Arts Educator Award. One of her doctoral students nominated her for this award, and she 

felt quite honored by that. She had always been in the elementary field and long 

interested in early literacy so she considered what she might use for her presentation to 

the audience of secondary educators. 

She decided to tell the story of her father reading The Jack Tales to her when she 

was so ill in first grade and how ''there's a common place" that a story provides between 

two people and between the text and the reader. The interactions that we form with others 

are mediated by cultural objects around us [e.g. Jack] and they help form the evolvement 

of personal identity. 

"I gave the presentation. It was a small group that was there, and I saw Dr. Rubin 

walking, kind of pacing back and forth outside. He was from Fort Worth. He was 

Director of Language Arts ... He was a very big language arts person. 
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"Well, anyway, I told the group my story about 'Jack,' and then I let everybody 

else share because what I was trying to do was to bring up the relationships that you have 

between text and people, and that there's a common place, and the common place is the 

book itself They were beginning to share all of their experiences and their relationships 

with text and people. 

"Finally, Dr. Rubin came in and sat down, and then it was his turn. He said, 

'Margaret, I nearly didn't come in here. I really paced back and forth, thinking about 

whether I could handle it or not, but I'm going to tell you my story.' 

"He had a twin brother, and he had an African American sitter. Their family 

traveled a lot, and they took this African American sitter with them. Both he and his 

brother went in for tonsillectomies, and he was the only one who came out of it. His 

brother died, and his mother and dad were there, but the comfort to him was this African 

American lady who read him The Jack Tales. The exact same book. We must be near the 

same age. I just got these chill bumps, going from the top of my head to the bottom of my 

feet. 

"He said, 'You know, I read The Jack Tales to my children, and I still have that 

book. I didn't know whether I could come in here and talk about this or not, but this was 

such a part of my life and so significant in my life."' Dr. Griffin truly realized how 

significantly stories provide a "common place" between people. The books are always 

remembered, but in a way that connects relationships. 
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"I just spoke out of my heart. " 

Another surprise award that Margaret Griffin received was the Reading Recovery 

Teacher Leader Award. This national award was given by the Reading Recovery teacher 

leaders to a person who had contributed much to the progress of the program and had 

made significant impact on it. In 1995, Dr. Griffin was nominated by the teacher leader 

classes at TWU, and she flew to the Teacher Leader Institute in Cincinnati to accept the 

award. 

"I remember Billie in particular was amazed that when I thanked them, I didn't 

have any notes. She was just amazed that I could spin off all that, but that was extremely 

easy for me to do. I just spoke out of my heart." 

"You 're going into a real refereed position from the university standpoint. " 

The third major award that Margaret Griffin received during her tenure at Texas 

Woman's University was the Comaro Award. The Comaro Award for Excellence in 

Teaching was named for Elena Lucrezia Comaro Piscopia, who was the first woman in 

history to receive a university degree, and it is given at TWU in recognition of 

outstanding commitment to scholarship and the advancement oflearning. The award 

began under Dr. Mary Evelyn Blagg Huey's administration in 1978, and has remained a 

prestigious tradition since then. It is awarded annually to one outstanding senior professor 

at TWU. 
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"It is a peer award, which means an enormous amount to the individual, but it 

took me two years to get this so that was not easy. Rose had gotten all of that together for 

me for 1997, and it's very competitive. When you get that old, you have a lot of things 

that people have to weigh. But anyway, the first year that I was nominated, we had Dr. 

Betty Alford, who was also nominated, and Dr. Alford was retiring that year, plus she 

certainly deserved it. They can't give two, and so they decided that Dr. Alford got it that 

year." 

Billie Askew and Cindy Brock [reading faculty member], nevertheless, submitted 

Margaret Griffin's name again the following year. "I don't whether they were encouraged 

to do that, or whether they were just belligerent and persistent about it. I have no idea, but 

people rewrote their letters or updated them. So the second year I won, and that really is 

an honor." Margaret Griffin was selected as the 1998 recipient. 

Each year at the TWU Honors Day Convocation, the program includes the list of 

past recipients. The list is also included in the undergraduate and graduate catalogs with a 

short history of the award written in the graduate catalog. 

Because the competition is among the entire faculty of the university and the 

Awards Committee is comprised of the most sophisticated faculty, it carries great 

significance for the winner and grants academic credibility to the recipient. "We were 

always fighting for academic credibility in the College of Education so you're going into 

a real refereed position from the university standpoint." 
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"I was really thrilled to be honored with that particular award. " 

An administrative award that Margaret Griffin received was from the Federation 

of North Texas Area Universities. "I was really proud of that too because that represented 

the faculty of three universities in the graduate school." Nominations were submitted to 

the committee of the presidents and vice-presidents of the universities, and the Faculty 

Award was bestowed upon a faculty member who had made valuable contributions at the 

graduate level. Like the Cornaro Award, the Federation Faculty Award was given to one 

faculty member each year, and as Dr. Griffin said, "I was really thrilled to be honored 

with that particular award, too." 

"To be elected to the board was really a thrill. " 

Prior to the formation of the Reading Recovery Council ofNorth America 

(RRCNA), Billie Askew invited Margaret Griffin to be on a visioning committee, whose 

purpose was to create a Reading Recovery association. "We met in a little place south of 

here for about three or four days, and I was a part of that and became a charter member. 

There were about ten or twelve ofus down there, including Gay Su Pinnell, Carol Lyons, 

and Trika Smith-Burke. We met as the Visioning Committee and became charter 

members of this organization. So to be elected to the Board was really a thrill. I had an 

opportunity to participate in the beginnings of the Reading Recovery Council ofNorth 

America, and it is just doing great!" 
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While on the board, Dr. Griffin sat on the nominating committee, which selected 

the first Executive Director, Jean Bussell. She also helped formulate the ethics 

committee, and served on the finance and membership committees. 

She watched the Council build its headquarters at The Ohio State University, and 

was the first contributor to its development fund. "They've started a whole foundation. 

It's going to be hooked onto the Reading Recovery Council ofNorth America so that 

they can support the training of teacher leaders and the training of teacher leader trainers. 

They are going to be able to do an enormous amount of good through the money that they 

have, and to have that opportunity real late in my career was fulfilling." The fund's 

purpose to support the various levels of training for people interested in Reading 

Recovery meshed with Dr. Griffin's sense of helping students at all levels who may be in 

financial need. 

"It gave everybody knowledge of what was going on in reading across the street. " 

Margaret Griffin participated in the annual Fall Forum in Reading, often as a chair 

or cochair for the program. Her colleague, Rose Spicola, had initiated the Forum in 1966 

with Aileen Griffin, another reading professor. "According to Rose, they had a bottle of 

wine one night and decided on this. They wanted to figure out some way to get the 

community involved, and the two of them organized this Fall Forum in Reading." 

Margaret Griffin and Rose Spicola and the reading faculty worked diligently 

throughout the years, bringing in renowned reading educators as speakers. The one-day 

141 



workshop was set around student participation as well as community participation, and 

was a major event for the fall of each year. "For many years, we always brought over the 

major administrators to give the welcome, like the president or the vice-president for 

academic affairs ofTWU, as well as the dean, as well as the department chair so that 

gave everybody knowledge of what was going on in reading across the street [from the 

administrative offices], which I think helped tremendously." 

It was a conference in the community that was supported by surrounding school 

districts, particularly the Denton Independent School District, which gave a sum of 

money for its teachers to participate. "When Dr. Betty Carter [professor of Library 

Science] came, we set up two [italics added] speakers, one in reading and one in 

children's literature. Those were wonderful [italics added] years, and those were 

powerful!" The Fall Forum in Reading has remained strong throughout the years largely 

because of Dr. Griffin's commitment to its continuation and the visibility of it for TWU 

within a broader community. 

"She was tickled pink about it. " 

In 1997, the name of the Fall Forum in Reading was officially changed to the 

Rose F. Spicola Forum in Reading. The name change was initiated by Dr. Rudy 

Rodriguez, Chairman of the Department of Reading and Bilingual Education. "He has 

such great admiration for Rose, and vice versa, and he thought a way to honor her would 

be to rename this conference that she founded. Rudy asked me to get the proclamation, 
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and Wilkes helped me with the language to make sure the English was right in how you 

did a proclamation, and we got it framed. 

"It was a secret, and she didn't know what was going to happen to her. I finally 

took her down to Tritt's [a local upscale women's clothing store] to get some clothes .. .I 

just told her that she needed some new clothes ... We had more fun doing it. I was in the 

middle of it in getting that thing done, and it was an exciting day. 

"Rudy presented the proclamation to her in front of all of the Fall Forum audience 

that day, and she was tickled pink about it. In listening to her later, that was very 

important to her, and it certainly honors her. She and Aileen Griffin were pioneers in 

pulling that off." 

Mem Fox was the honored guest at that Fall Forum. The auditorium in the MCL 

building was completely filled, and satellite videos were placed in classrooms for the 

overflow crowd. It was an exciting day for Rose Spicola, but it was just as exciting for 

Dr. Griffin. Her colleague deserved such an honor, and Margaret Griffin was always 

thrilled to be involved in the celebration of a friend's professional life. 

Breadth was a term that Margaret Griffin often used, and it perfectly described her 

area of knowledge and service. She loved the kind of university service that "crossed the 

lines" and offered opportunities of association with people of varied ideas and varied 

disciplines. She thrived on reaching out and learning from people of other backgrounds, 

but who were passionate about similar causes. She grew from the breadth of serving the 
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entire university community. She said it this way: "I loved the service area just as much 

as I loved the teaching area." 

The Scholarship of Research 

"I started right at the top. " 

"I said a long time ago that everything I did, I would write up and publish because 

I didn't know how in the world you would ever get published otherwise. I did it for 

awhile, but it could not be met. Then with every presentation I wrote a paper, and then I 

could not do that anymore." 

Margaret Griffin's experiences with writing began shortly after completing her 

doctoral degree. When she arrived at Indiana University, her office was across the hall 

from Sam Weintraub, the editor of the prestigious Reading Research Quarterly. "I 

submitted my dissertation to the Reading Research Quarterly. When Sam got the review 

back for my work, he cut it all up and just gave me the part that he thought I could 

handle. That particular journal is very critical on their reviews, and I just started right at 

the top, and that was not where I was supposed to start." Dr. Griffin's writing proceeded 

cautiously from that point. 

Margaret Griffin commented on some of the more interesting research projects 

she worked on. "Most of my writing and publications while at Indiana and during my 

first years at TWU were in the evaluation of my courses. I learned how to do this at 

Indiana from the research by Egon Guba who was on the faculty. I found both formative 
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and summative evaluation of each course extremely helpful in improving each. I shared 

my work at conferences and in journals." 

"That little booklet has stood the test of time. " 

One of the publications she enjoyed working on most was Delta Kappa Gamma 

Personalities. "I am a member of Delta Kappa Gamma, which is a women's honorary 

teachers organization. Actually, I was a member of that at Indiana University and then 

transferred my membership. When my good friend Bobbie Wilborn from the University 

of North Texas was president of the local chapter, she coerced me into a major project, 

and it was published in a little booklet called Delta Kappa Gamma Personalities .. .I 

didn't interview the ladies, but I set up a form for all the membership to fill out. I had a 

committee, and we all wrote about each person. 

"That little book has stood the test of time. No one had ever had anything that 

personal done about them, and now they had it in print forever, and it has not been done 

since. Whenever anybody wants to remember a person, or they want to refer to anyone, 

then that little history of their education is what they go to. 

"I was a member of what was called the Necrology Committee, which is the 

committee for Delta Kappa Gamma to honor you when you pass away. It became really 

important then because that was the one place they had the professional history of a 

person, and so we would use it in the memorial service." 
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Along with the printing of the book, Dr. Griffin also gave a presentation at one of 

the meetings, "which they just absolutely and positively adored. I picked out the patterns 

of the members, and then I did the presentation on the patterns, what kind of education 

they had and what kind of background they had. Ifl needed to, I would pick out a 

particular quote or two to be able to share. It brought the organization together." A 

common thread that she found among the public school educators as well as university 

faculty was the commitment and the dedication each had to teaching. 

"It was a worthwhile project. " 

Margaret Griffin also enjoyed writing about a local volunteer project, which 

involved senior citizens and Ann Banks, one of her master's students. "I took the lead on 

writing about how to involve senior citizens in a reading program. It was a Denton 

project, and it was over in the new Robert E. Lee Elementary School here in 

Denton ... That project was absolutely fascinating to do. 

"Under Dr. Spicola's and my guidance, Ann set up criteria to select these senior 

citizens, got the senior citizens, got the voluntary school, got the library ready. The senior 

citizens went everyday, and they were one-on-one with the child, just to read with him. 

Of course, every child wanted to be read with. The senior citizens picked the books from 

the library, but what happened with the project was that they did more than that. Some of 

them adopted the whole classroom. We had one fellow who was an alcoholic, who got 

himself straightened out and came everyday to read to those kids. 
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"Ann loved the project, and she still can remember it. She monitored what they 

did, and once we got everything coordinated, it worked very smoothly. The Denton 

school district was so [italics added] receptive of the results of that particular project. The 

results were really good from the attitude of the senior citizens to the increased reading 

ability of the kids. The volunteers learned how to pick and choose books, and the 

librarian helped a lot. It was truly a heartwarming project, but that was a very unique 

project to me and one that we published." Ann Banks has remained a volunteer in the 

community, and Margaret Griffin, Rose, and Ann all found that to be a "worthwhile 

project." 

"I got my act together. " 

One of Margaret Griffin's memorable presentations occurred at the World 

Congress in Hong Kong, China. This conference was sponsored biannually by the 

International Reading Association. She and Rose Spicola presented their work on 

"Developmental Patterns in Print Awareness." Darla Shannon, a doctoral student at the 

time, had helped Drs. Griffin and Spicola with this project that had been conducted in 

south Texas with minority children. To be able to present internationally was an exciting 

opportunity for her. 

Other impressive presentations for Margaret Griffin included one at the Forty

First International Reading Association Conference, entitled "Issues in Changing 

Classroom Practice." This presentation resulted from the yearlong doctoral seminar that 
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Marie Clay had taught at TWU on classroom change. Dr. Griffin and several others had 

been weekly observers in that class, and they worked jointly on the presentation at IRA. 

She also was invited by Carol Lyons and Gay Su Pinnell to respond to work they 

had completed. This she did in San Antonio at the National Reading Conference, and 

entitled her talk, "Powerful Teaching of At-Risk Students." She described her thoughts 

this way: "I was really sort of frightened to talk about that, all of the work that they had 

done. That was an important one to me to do well [italics added] because they are two 

such distinguished faculty members and doing such beautiful work. I really worked hard 

on that, and I got my act together." They apparently agreed with her analysis of her 

effort. 

"I was trying to find something for me to do." 

Dr. Griffin continued to tell the story of The Jack Tales and the relationship she 

and her father developed through its reading. She joined with Dr. Veriena Braune, Dr. 

Joyce McCauley, and Dr. Rose Spicola to present as a team on the importance of text in 

children's lives. Dr. McCauley had written her dissertation on performing text, or using 

drama in reading to make the text come alive, and that became the cornerstone on which 

they built their presentation. Later Dr. McCauley moved and Dr. Spicola retired so 

Claudia Haag, one of Dr. Griffin's doctoral students joined with her and Dr. Braune in 

the talks. They presented at the Spicola Forums in Reading and the Reading Recovery 

Conferences. 
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Margaret Griffin's original piece of the presentation dealt with the theoretical 

components of performing text. She recalled that she "needed something a little bit 

beefed up for my side of the presentation so that's where I incorporated the idea of 

relational text through The Jack Tales. I wasn't too much out there in the thick ofit, but I 

was trying to find something for me [italics added] to do." Her work with these other 

women allowed her to be at the forefront of happenings in the field of reading, but she 

embedded her part within the larger whole so as not to be at the forefront personally. 

"I was trying to ... give the Rotary Club an opportunity." 

Margaret Griffin also made presentations in her community work. Rotary 

International supports several goals, one of which has been worldwide literacy. She told 

it this way: "I was District Literacy Coordinator for a year, and so I had to present at a 

conference. I presented on 'Rotary Reads in District 5790,' which is our district. I had 

worked to select every volunteer reading organization in the entire metroplex for 

opportunities that they could have for reading so what I was trying to do in the 

presentation was to give the Rotary Club an opportunity to link up to something in 

literacy, whether it was in Dallas, or whether it was in Abilene, or wherever it was. We 

had a lot of people at the presentation, and they had a handout that gave them all of those 

volunteer clubs in the area and organizations that they could pull in and connect to for 

any kind of volunteer project they wanted in literacy." Dr. Griffin believed that her 
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efforts aligned with her professional role and were important to the community as a 

whole. 

"I always loved it after I had finished. " 

If the truth were to be known, Dr. Griffin did not like to make presentations. She 

said, "That is true that I didn't like to present. I always liked it when I got there, but it 

was more the travel to be able to get there, getting organized, making sure I was 

ready ... getting ready for presenting and traveling for presenting I didn't enjoy. However, 

I always loved it after I had finished! Also, those presentations, particularly in later years, 

were of great interest to me." To this day, though, Dr. Griffin will graciously give a 

presentation if requested to do so. 

Reading Recovery at Texas Woman's University 

Margaret Griffin was at the end of her tenure as the Director of Teacher Education 

and contemplating her direction as well as that of the reading program at Texas Woman's 

University. Clifton Sparks had died, and a new interim dean was in place. 

Dr. Griffin had read Marie Clay's book, Reading: The Patterning of Complex 

Behaviour back in the l 970s, and they had become personal friends. Clay spoke at the 

Fall Forum in Reading, and she and her colleague from New Zealand, Barbara Watson, 

also came to Denton and spoke at a Federation reading program. Dr. Griffin and Dr. 

Spicola heard Clay speak on a number of occasions at various conferences and seminars. 

Then, in the summer of 1982 they took their classes to New Zealand to see Clay's work. 
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At that time, they became acquainted with Clay's development of the Reading Recovery 

Program in New Zealand. 

In the late 1980s, the context in the reading program at TWU was fertile for the 

opportunity of Reading Recovery. Margaret Griffin had seen the doctoral reading 

program become a solid one. Even Clay considered the doctoral program in reading at 

TWU to be a viable context for the Reading Recovery program. Early literacy had been a 

focus in many of the reading courses for quite some time, and every reading student was 

familiar with the name Marie Clay. Dr. Griffin, however, gives Billie Askew credit for 

the actual initiation of the Reading Recovery project at TWU. 

"That was not the way you do it. " 

Billie Askew was Director of Language Arts at a rather large and progressive 

school district in the North Texas area. She had completed her Ph.D. in Reading in 1982 

under the guidance of Dr. Griffin, and during the school year of 1986-1987, she 

approached Dr. Griffin about the possibility ofTWU's sponsorship of bringing professors 

from The Ohio State University for the training of personnel from several school districts 

in this new reading intervention. In the mid-1980s, The Ohio State University had begun 

the Reading Recovery project, training teachers and trainers of teachers. After Dr. Askew 

visited Ohio, she found that bringing Ohio State faculty to Texas ''was not the way you 

do it." 
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"What Billie did was to educate me in what Reading Recovery was about. I had to 

learn all that language about all those levels, teachers and teacher leaders and teacher 

leader trainers ... Billie took Rose and me out to dinner at one of the IRA meetings to meet 

Gay Pinnell and Carol Lyons from The Ohio State University ... She was preparing the 

way. They [Pinnell and Lyons] had already recognized Billie's talent in terms of being 

the leader for Texas, and they were having so many calls from Texas." 

Dr. Askew spent the year 1987-1988 at The Ohio State University, training as a 

Reading Recovery teacher leader with an added layer of training as a trainer of teacher 

leaders. While Billie Askew was at Ohio State, Dr. Griffin worked on a proposal for 

Texas Woman's University to be the university to offer credit to the school district's 

teachers the following year. 

Dr. Askew returned to her district in 1988-1989 to resume fulltime duties, 

including working as the Reading Recovery teacher leader. She brought a colleague from 

Ohio State, Dianne Frasier, who also carried the role of teacher leader, and Texas 

Woman's University offered credit for the six hours of teacher training. "Because off

campus is regulated by the Coordinating Board, I had my name on Billie's first class 

down there for Reading Recovery as the professor of record." Billie, however, taught the 

teacher training course. 

Mike Wiebe was the new Dean of the College of Education, and he was "an 

absolutely wonderful person as a dean because his background was special education, 

and he had this sensitivity for kids in trouble. We took the 'big wigs' down there to 
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Billie's district, and she squired them all around ... Some of the crustiest faculty members 

in the department accepted the new program because Billie included them as observers in 

Reading Recovery lesson demonstrations. Billie's a sharer, and she wanted everybody to 

watch the program in action." 

"They just hopped on it." 

In 1989-1990, Dr. Askew worked in a collaborative project between her district 

and TWU. She trained TWU's first class of teacher leaders while maintaining the 

language arts directorship in her district. TWU subsidized her salary. 

Together, Drs. Griffin and Askew developed the course offerings of the program, 

which involved nine hours of 6000 level courses for each of two semesters. Six school 

districts were the pioneers in sending personnel to be trained as Reading Recovery 

teacher leaders. Billie Askew continued to use facilities in her school district for the 

training. 

The following year, she resigned her position from the school district and became 

a fulltime Reading Recovery trainer of teacher leaders. Reading Recovery became a 

Texas Woman's University program, and facilities were constructed for demonstration 

lessons and classes. Billie Askew became the director of the program, and Dianne Frasier 

became the assistant director. 

"Another beautiful thing that happened was that we got a new president, Dr. 

Shirley Chater, and a new vice president a year later, Dr. Patricia Sullivan. They wanted 

153 



something different that they could fight for in the legislature, and so my little proposal 

got right up there with the approval of the dean, and they just hopped on it. They 

absolutely hopped on it." They proceeded to the state with their request, and the state 

agreed. In 1991-1992, the program at Texas Woman's University received special item 

funding from the legislature. 

" 'It's perfectly all right. '" 

Margaret Griffin had offered the program to the Federation for joint 

consideration. "I remember the day I went in there because we were worried about a 

couple of faculty members wanting just to do research on it. Anyway, Rudy [Dr. Rudy 

Rodriguez] was there, thank goodness I had a witness because I offered it to the entire 

Federation. They didn't want it unless they could do their research, and that wasn't the 

deal here. They were going to have to listen and come from behind, not step in. That 

turned out wonderfully for us because when it became such a success at TWU with all of 

Billie's efforts, UNT and East Texas had no ground to stand on. They had been offered a 

piece of the pie, and had refused." 

Dr. Patricia Sullivan also contributed an important role in the implementation of 

the Reading Recovery program. "We got that program legitimized with teacher leaders 

teaching the teacher classes off-campus in places other than TWU locations and with a 

salary being paid by the university for the six hours. In other words, they are paid for 

their work. All of that we got because of Patricia Sullivan in the Vice President of 
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Academic Affairs office. She's [italics added] the one that saw that you could break 

through those brick walls of doctoral degree only, on-campus only, doctors out in the 

field only. She's [italics added] the person that broke that barrier, and Billie was sitting in 

the office when she did that. Mike was there and Dr. Sullivan and Billie and I were there, 

and Mike was holding strong to a less innovative position, not quite seeing through this, 

and Sullivan said, 'It's perfectly all right.' And then when the Southern Association of 

Evaluation came, we set up all of the Reading Recovery adjuncts as an exception to the 

rule. They never even asked a question about it. It was approved." 

A foundations course was an option for Reading Recovery districts. This course 

was for classroom teachers and support teachers, and the emphasis was early literacy. 

The district's teacher leader taught the course. Each district was permitted to vary the 

course a bit, according to its needs, to support Reading Recovery. 

As the program was implemented, issues unique to districts surfaced, such as 

working with auxiliary school districts or a teacher reentering the program after being out 

for an extended time. Eventually, the national governing body, the Reading Recovery 

Council of North America, set standards and guidelines that districts, or sites, must 

strictly adhere to for continued participation in the program. 

"I tried to make it all fit. " 

Margaret Griffin's role in bringing Reading Recovery to TWU was undeniably 

key. She was ready for an innovation in the reading program. She wrote the proposals, 
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coordinated efforts among the parties involved, and as she described it, she ''was just in 

the middle ofit. That was sort of my role was to try to make all of this fit. We had this 

unbelievably school-based program ... You see this school-university connection is in my 

soul somehow or other." 

Dr. Griffin, however, was uncertain as to her role in the program once it had 

begun. She was back in the classroom at TWU fulltime and had considered taking the 

Reading Recovery training herself, but Clay strongly advised against it. "I told Marie, 'I 

don't know exactly what role I should play here. Should I get training in Reading 

Recovery?' She advised me very strongly not to take the training, and she was right 

because that allowed me to sort of invent a role. It was more of me saying 'I need a label 

because I'm not a chair of a department, and I'm not a this, but I'm fighting for this 

program all of the time. Let's call me something.' You had site coordinators all over for 

the school districts, and we decided that it was very important to have a site coordinator 

at TWU ... I'm probably the only university site coordinator in the whole United States of 

America. I was trying to find that role that would help this program out." 

"In Billie's eyes, it worked. " 

Each Reading Recovery site, which often comprised a single school district, had a 

site coordinator. That person acted as the liaison between the university and his/her site, 

and negotiated the sending of a person to be trained as teacher leader as well as the 

continued certification of the program. During the second year of the program at TWU, 
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there was discussion about the importance for the university to have a site coordinator. 

Drs. Askew and Frasier were busy with the details of implementation, but they felt they 

needed a representative to the university as well as to the educational public. The focus 

for the site coordinator was maintaining the integrity of the program, which required total 

familiarity with the program as well as the organization of the university. The university 

never recognized her site coordinator's role as an official position, but "in Billie's eyes, it 

worked," and so it worked. 

Dr. Griffin defined her role as site coordinator as she worked through it. She 

spoke about the program at conferences. She reviewed applications for teacher leaders 

before Dr. Askew saw them. She discussed with teacher leader trainers, such as Dr. 

Askew and Dr. Frasier, how to effectively integrate the program into a university setting. 

She also helped them organize the first Reading Recovery Conference. 

"The numbers just astounded the administration. " 

The first Conference was held on the TWU campus in the Multipurpose 

Classroom Laboratory Building with approximately three hundred in attendance. Gay Su 

Pinnell was the keynote speaker. Because of the rapid growth of the program and even 

more expansive interest in the program, the next two conferences were held in the Margo 

Jones Auditorium on campus, and then at the Tarrant County Convention Center in Fort 

Worth. "The numbers of people beginning to come just astounded the administration. Of 

course, Billie was bringing down Leslie Thompson, the Graduate Dean, to make an 
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introduction, and she was bringing down Pat Sullivan, the Vice-President for Academic 

Affairs, to make an introduction. She was bringing down the president every time she 

could to make an introduction, and here they were, in front of all [italics added] of these 

people, and it just got better and better and better [italics added] ... Soon, the economic 

side started coming in. Billie was bringing a lot of money in from these conferences - a 

lot [italics added] of money in from these conferences." This money was used to support 

the program expansion. 

The conferences continued to grow, and today they are held in one of the largest 

conference facilities in the metroplex area. Margaret Griffin described the reaction of 

Ann Stuart, current President of Texas Woman's University, upon entering the general 

session as being "absolutely overwhelmed." She herself is amazed at the advancement of 

the program. "To think that from the day that I brought this little book [in 1974] by this 

unknown person into TWU to the point that Billie brought in the research base for an 

individualized program, and I don't think that Billie even knew what was getting ready to 

happen." 

"ft was solid as a rock in academics." 

"Marie Clay was so brilliant in building the systemic effects of that program and 

building in the commitment. She had the vision to put school and university together, and 

it's really practice to theory. It's not theory to practice. I mean, the core of everything she 

did was the children. The teachers and the children are at the heart of this, not the 
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university. She's been clearing out a way to get this university program and this 

integration into the school district all working together, and it's absolutely brilliant. The 

commitment on all ends that is making this happen in a university-school, school

university connection is to me, very, very high quality." 

Dr. Griffin believes that the president and vice president ofTWU accepted this 

program into the university primarily because of its quality. "We would never have 

convinced the administration at TWU to have this program if it had not been on a 

research base and if it had not been a program that was solid as a rock in academics." The 

program had already established itself in New Zealand and Ohio as one of exemplary 

quality, but with ongoing research, the opportunity was there to continue to improve it. 

The administration at Texas Woman's University realized the caliber of the 

faculty members involved in the program. "Billie's administrative capabilities added to 

the confidence that they had ... Also, I would not allow that program in unless the 

university agreed to bring in tenure track faculty as a part of the reading program, not 

tangentially, but hard money commitment. That faculty around that table wanted us to 

build this thing, and that's probably what I've worked on ever since. 

"I helped Billie in the beginning, but Billie didn't need help for very long. Really 

what I have done is to try to solidify within the program and to make sure each new 

administrator that comes in supports it and supports tenure track lines for the faculty." 

Margaret Griffin worked with Billie Askew and Dianne Frasier on recruiting highly 

competent people for these positions. As new reading faculty members joined TWU, Dr. 
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Griffin successfully served as the public relations link among them and the established 

reading program. 

Several issues factored into the dynamics of this program: Hard money was used 

for the employment of tenure track faculty; Billie Askew and Dianne Frasier were 

inclusive; and the academic quality of the program and those involved with it won the 

credibility of the university. 

"Everybody's benefiting." 

Reading Recovery also enhanced Texas Woman's University's visibility. It 

heightened its national and [italics added] international visibility. "It widened our 

international visibility, and it absolutely regenerated our doctoral program. Our doctoral 

program was good, but it was slipping, and we encouraged those students to take doctoral 

degrees, but it was broader than that. Other people came for doctoral degrees because of 

knowing that Reading Recovery was at TWU. When I sat in the Administrative Council 

Meetings, I used to say 'Everybody's benefiting' ... The whole College of Education is 

benefiting from this, the whole university." 

One such benefit was the creation of the Melba Gheen Scholarship, which was 

initially given because of the Reading Recovery program. Today, the $3,000 scholarship 

is awarded to an undergraduate education major and is renewable annually for the term of 

their study. Dr. Griffin said, "I have been at TWU twenty-five years, and I have never 

seen a dime placed in terms of an undergraduate scholarship for an undergraduate 
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teacher-to-be for that amount. I mean I have never seen anything near [italics added] it. If 

we could scrape out $100 a semester, we might be able to use the general scholarship 

fund for that or the interest off of something to give to undergraduate teachers, but 

nothing like that. .. Let me tell you, that's a straight rake-off from Reading Recovery into 

the undergraduate program. 

"We have all kinds of benefits. It has enhanced TWU in the community, in the 

region, and in the state, too ... well, and nationally ... Billie has had four teacher leader 

trainers here. In other words, she was interning them. That's that level above teacher 

leaders, and we're really privileged to be able to do that." New Zealand and The Ohio 

State University were the other two places offering that level of training, and now the 

program at TWU had risen to the highest ranks in terms of training. 

"It was the most amazing thing to watch." 

Another impact of having the Reading Recovery program on campus was the 

frequent visits of Marie Clay herself. One proposal that Dr. Griffin wrote and Dr. 

Sullivan approved was for Clay to spend a year at TWU, as the 'President's Scholar in 

Residence.' Clay had spent a year serving in that capacity in England and a semester at 

The Ohio State University. "TWU was a natural choice for Marie, but it was a choice for 

her because of excellence. When you listen to her now, a university must have an 

outstanding doctoral program for it to even be considered a Reading Recovery teacher 

leader training site. She is quite a critic of whether a certain university is an appropriate 
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place or not, and so we were very honored. She came for a year, and she did two things. 

One was all of the work she did with the Reading Recovery teacher leaders, and then she 

set up the class for teacher change that sixteen people took, who were not only Reading 

Recovery." This seminar was broader than Reading Recovery and encompassed students 

from all areas of interest in reading. 

"It was the most amazing thing to watch." Dr. Griffin was one of several 

professors who came weekly to the class as an observer but not a participant. "We wanted 

to be in the class, but she took the sixteen students. She met with each individually. She 

set up a very tightly controlled research project with each one, many of which ended up 

being dissertations of those getting doctoral degrees or became major articles. 

"She took that on in addition to all of the work she was doing with Reading 

Recovery. She also gave two major Scholar-in-Residence addresses to everybody in the 

whole word in major auditoriums at TWU. She shared herself with the whole university 

community and the public, and it was just normal routine for her. Absolutely normal 

routine for her. "Margaret Griffin was wholly impressed with Clay's work ethic. 

"She was so proud ... she couldn't see straight. " 

Marie Clay possessed an aura of warmth about her. Through the twelve years the 

program has been on campus, Clay has sustained a rapport with each ofTWU's three 

presidents and two interim presidents. "It's a new education for a new president, and the 

program is of such high quality that each time, it is continued to be viewed as quality, and 
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that's a credit to Billie and to everyone working with that, and it's a credit to Marie 

holding all ofus accountable." 

Texas Woman's University has found the Reading Recovery program to be 

credible and worthy of one of the special projects it supports in the Texas Legislature. 

The legislators through the years have become familiar with the positive effects that 

Reading Recovery has for children, and whether or not they advocate the program 

politically, they know that it has an edge. Their knowledge of the program and its 

association with Texas Woman's University has enhanced the life of the school's 

administration as well, and has provided them [the administration] clout. Dr. Griffin 

remarked that Dr. Sullivan "was so proud of that program, she couldn't see straight." The 

program at TWU has now been approved for state funding for its sixth biennium. In 

Margaret Griffin's history at TWU, there never had been another program with the 

impact of Reading Recovery. 

Clay also quickly became known in the community as well as an honorary 

member of the Denton Rotary Club. Dr. Griffin is often asked at the Rotary meetings, 

"When is Dr. Clay coming? When is she coming from New Zealand?" Through the 

reputation of the program and his acquaintance with Marie Clay, the Rotary district 

governor has been quite interested in Reading Recovery, and through Rotary 

International, Dr. Griffin has sought to get the Descubriendo La Lectura [Spanish 

Reading Recovery] started in a Spanish speaking country. Negotiations are now under 

way with the Dominican Republic. 
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"The last years have been icing on the cake for me." 

The greatest benefit to Margaret Griffin was a personal one. "When Reading 

Recovery was coming in, I really think that our doctoral program was dwindling, and I 

was tiring, too, and what happened to me when Reading Recovery came is just absolutely 

like a bolt of lightning. Number one, for me personally and professionally was the fact 

that I just got a shot of adrenalin. It was the excitement of what was happening in the 

program. It was the opportunity to help the kids in their reading. It was the opportunity to 

have one of my star doctoral students to collaborate with. It was an opportunity to have 

these marvelous students come in here ... That's why I said that I've had the happiest last 

twelve years ofmy career. You couldn't ask to be able to spend that kind of time in your 

latter years with that kind of quality program and watch it grow and the caliber of people 

that have come to TWU ... These last years have just been icing on the cake for me." 

Dr. Griffin realized the :fruition of her interest in Clay's book back in the 1970s to 

the establishment and growth of not only Clay's theory in early literacy at TWU but also 

the very program Clay had developed from her research regarding young readers. Dr. 

Griffin spent a great deal of time with Marie Clay, who became a regular visitor to the 

campus and a lifelong friend. As a direct result of Clay' s influence on the university, an 

influx of outstanding students and qualified reading professors become a part of the 

regular reading program, and Margaret Griffin thrived on the collaboration. These last 

years were her opportunity to model scholarship for all those who met her. 
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Thoughts about Margaret Griffin 

The Wind Behind her Back 

Throughout the years, Margaret Griffin had witnessed exclusive stances taken by 

various programs within the departments. She believed that these limitations hindered the 

progress in program building for the good of the department, the entire college of 

education, and indeed, the university. She and Rose Spicola had been program builders. 

She said, "We were always pushing the limit, rather than just coming to work everyday 

and going home, which is the safest thing to do." That philosophy and lack of work ethic 

was not in their character. They challenged administrators to move forward, and they 

believed that the deans throughout the years had honored their competence and had 

supported their contributions. 

Dr. Griffin was able to accomplish much because, as she said, "I had a lot of wind 

behind my back at TWU. There were issues, but overall, plenty of wind." In fact, on her 

wall hangs a framed print of an older airplane entitled "Wings" by R. Sexton. The verse 

on it reads: 

Your dream is the gift of your soul. 

But if its promise is to be fulfilled, 

you must turn your eyes from the world of men 

and dare to fly among the stars. 
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Commitment to the Gender Issue 

"The opportunity for women ... is still a real issue. " 

Margaret Griffin has pushed many boundaries, inside and outside the university. 

One example is chosen to reflect her commitment to important issues. Gender had been a 

life-long issue from the time she was a child in Alexandria where girls playing baseball 

were frowned upon. Later as an adult completing her doctoral degree, she again felt a 

discriminatory attitude toward women when she was denied an interview at the 

University of Minnesota. 

At Texas Woman's University there were also gender considerations. She said, 

"The opportunity for women to be department chairs and deans is still a real issue. There 

may be more opportunity at TWU than at other universities, but that was a very difficult 

thing to happen in the Department of Curriculum and Instruction under the contextual 

framework that we worked in." Dr. Griffin had served twice in an interim position, and 

Dr. Rose Spicola had served as interim for one year, but historically, the office of 

department chair had always been held by a man. 

"It's a secret of TWU. " 

Typically, women in higher education had not achieved administrative leadership 

positions, and typically, women in higher education received lower pay than men. 

Although she observed some of those issues at Texas Woman's, she thought that TWU 

concertedly worked on those issues and has made progress. In fact, she said that she 
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always wanted to do an ethnographic study of Texas Woman's University because she 

believed they were in the forefront of tackling gender issues. However, when she arrived 

at TWU in 1974, "They were male-dominated in the president and the vice-presidents' 

levels, all the deans' levels, and all the department chair levels." 

Texas Woman's University originally had been created because Texas A&M was 

created as a men's university, and there seemed to be a need for a women's university. It 

was originally called the College oflndustrial Arts, and it offered courses that were 

typically female, such as homemaking and nursing. In the early 1970s, Dr. Guinn had 

proposed the formation of the Federation of North Texas Area Universities as a way to 

avoid bringing men into the university. Coeducation could occur at the graduate level 

within the Federation without allowing them into the undergraduate liberal arts areas. It 

was not until Dr. Carol Surles' presidency that the campus became truly coeducational at 

all levels. 

"There is more sensitivity to women and multiethnic issues at TWU than there 

was, and there is more equality in salary, equality in promotion and tenure, equal pay for 

equal work. They have worked hard on it. . .I don't have another campus to compare it to, 

but they are really tackling some of these issues, particularly with women in 

administrative positions. 

"There is a greater sensitivity to women's issues in how you talk with women and 

how you perceive women and what their stature is in terms of the same education. I really 

think that the male and [italics added] the female population at Texas Woman's 
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' 

University have learned that sensitivity. I would love to have the pattern of seeing how 

people treat other people documented because I think that's a secret at TWU. It is high on 

this campus." 

Since 1974, Dr. Griffin has observed Texas Woman's University changing in the 

top administration from complete male domination to women as presidents. Women have 

increasingly filled vice presidents' positions, and Dr. Griffin served with one female 

dean. Finally, there is currently a fulltime female chair in the Department of Reading. 

"I didn't need my pay raise, and she just marked it out. " 

Dr. Griffin admitted that gender is not always the issue in decision-making. She 

stated, "In fact, it was a woman vice-president that decided I didn't need my pay raise 

one year, and she just marked it out. I was making too much money, and therefore, I did 

not need it. There were about fifteen people she did that to." Through Dr. Sparks' efforts, 

the salary policy was changed for the entire university, and now the deans sit with the 

vice-presidents in determining salaries. Procedures have been established to protect 

women and men from discriminatory practices. 

Margaret Griffin's position on the gender issue is that it is really not about being 

male or female. The issue is quality. It is about quality faculty building quality programs, 

regardless of gender or ethnicity. Although Dr. Griffin did not talk about her own 

contributions to gender issues, evidence is abundant. For example, she actively served on 
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a university committee for women's studies across several years. Again, her emphasis 

was on quality regardless of gender. 

Margaret Griffin even encountered gender issues in the community outside of the 

university. In 1991, she was invited to join Rotary International, a historically male-only 

organization. 

She said, "I knew of Rotary because my grandfather was an avid Rotarian. He had 

been President of the Rotary Club in Alexandria, Louisiana and had been Rotarian of the 

Year for the State of Louisiana. It was a big honor to be Rotarian of the Year, and I have 

pictures of my grandfather with his plaque for being this outstanding Rotarian. His son, 

Donald Chambers, was also President of Rotary ... They never talked about it so I really 

didn't know too much about it. 

"It was a decision from the Supreme Court of the United States of America that 

allowed females to join Rotary. Some longtime Rotarians disagreed with the decision, but 

International Rotary honored it nevertheless in 1989. Today, many of the Clubs around 

the world are still male-only, but the Denton Rotary was progressive in its membership." 

Dr. Griffin had been curious about their meetings. She had heard male voices 

coming from behind closed doors at Hubbard Hall in what sounded like routines as well 

as songs so she graciously and eagerly accepted the opportunity to become involved in 

1991. The club has had its second woman president since her joining, one being the 

current mayor of Denton, Euline Brock. 

169 



With the wind behind her back, Margaret Griffin unashamedly confronted issues 

throughout her life. She was vigilant in her drive to see that opportunities for her and 

other women were not limited by the issue of gender alone. 

"It was ... what I could do for others. " 

Because she dared to ''fly among the stars" as her framed print reads, Margaret 

Griffin's life was full of firsts - first to earn a reading specialist's certification in the State 

of Louisiana, first to have a large audience for an interview at Texas Woman's 

University, first woman to be an interim chair of the Department of Reading and 

Bilingual Education, first to hire a bilingual reading faculty member, to name a few. 

Her life was also intricately woven with relationships so much so that the personal 

and professional were indistinguishable. Her relationships with her family, students, 

colleagues, and friends were important to her. She sought ways to elevate others in their 

missions. She said it well when she said, "It was never that I [italics added] was the 

important one, but rather what I could do for others." She earned the respect of all those 

who came in contact with her, and although many of them called her "Margaret," she has 

succeeded far above the norm in their admiration. Her life was to serve, and she did so in 

her teaching, her university and community efforts, and in her research. She answered the 

call with her life. 
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CHAPTERV 

VOICES: ROSE SPICOLA'S STORY 

Dr. Rose Spicola was invited to give the commencement address at Texas 

Woman's University in 1989. Her speech entitled "Voices" spoke of four voices which 

made an impact in her life. She spoke of one voice she had never heard, except through 

the voice of another. Likewise, her voice is now rarely heard directly at Texas Woman's 

University, but it does not diminish with absence. Rather, it continues to resonate among 

current members of the university community. Her tenure of thirty years at the institution 

has left its mark on the early childhood program and the reading program at TWU. Her 

voice remains strong at the annual Rose F. Spicola Forum in Reading. Although she may 

not be in attendance, those who do attend are reminded of her legacy and hear her voice 

through their own renewal oflearning each autumn. In hearing the story of her life, the 

reader becomes acquainted with not only her voice but also with those who shaped her. 

The Early Years 

Family Voices 

"My grandfather came from Sicily when he was just a young man. He started in 

New York, but came down here, I guess because it is a place that's more like Sicily than 

any place else. He started working in the cane fields in Georgia, and then came on down 
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because he had heard that there were good jobs in Tampa so Father was born here at the 

tum of the century-1900. 

"They came here in the first place, really because the story going around in Sicily 

was that gold was all over the streets here. They just had to come pick it up. They were so 

poor in Sicily, and there were very little ways to do anything so here they came to 

America. 

"Grandfather brought his brothers and his father, and he married my grandmother, 

and then came the family. My daddy had three brothers besides himself That's four 

brothers, but my aunt died very young. She took care of her brothers who were ill, and 

then when they got better, she got sick and died. My grandmother never really got over 

the loss of her only daughter. It was kind of something she always talked about. 

"Mother was the silent one, who kept things running. She was the youngest of the 

Rizzo people who came over here from Sicily in 1905. She had three sisters and a 

brother, but she was the baby. One of her sisters held her on the ship all the way over to 

America. 

"There were Italian schools set up for people who planned to go back to Italy so 

the children were not in the public schools. They were going to Italian schools back then. 

Now what happened was that as their families became more and more cultured to Tampa 

they decided they were not [italics added] going back to Sicily. This was the place so the 

children had to quit the Italian schools and start regular public school. 
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"So Mother had to go to a public school. I can't remember the school, but it was 

one of the schools in Ybor City [a neighborhood near Tampa]. When she went to that 

school, she knew very [italics added] little English. The teacher in this public school 

knew that this was an intelligent young girl, and she said, 'I don't understand why she 

isn't able to read.' So she kept Mother a few minutes after school every day and worked 

with her. Mother was smart; she just didn't know the language, but once Mother learned 

how to read, she just really became a marvelous student. 

"Later in life when she married, she became a marvelous chef because she loved 

to get these books and read them and cook the recipes. Her reading gave her such 

pleasure afterwards because she could read. 

"I did not know this for a long time. I was trying to find out how she learned, and 

she said, 'I never told you about my teacher who helped me in first grade,' and so she 

told me the whole story. I set up a scholarship at TWU in her name because of this 

teacher who taught her how to read. The scholarship is for doctoral students who are 

working out there in the field." The Lillian Rizzo Spicola Doctoral Scholarship continues 

to assist students today. 

"My first brother was born when Mother and Dad were still living in Ybor City. 

They lived in a house on ?1h Avenue in Ybor City, and there was a terrible fire, but they 

were lucky. They were on the other side of the fire, but Grandpa decided they needed to 

get out of Ybor City so he bought property in Palmetto Beach. 
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"They built a home there, a two-story home with Grandfather and Grandmother 

and my Uncle Tom. I was born in Pahnetto Beach, two years after my brother was born. 

Then, we had another sister, two more broth~rs, and my baby sister, and they were all 

born in Palmetto Beach. 

"Palmetto Beach was not a rich area. I mean, we had big, two-story homes, and 

my two uncles lived right next to the water. They had one-story homes, but they built 

nice homes. Most of the homes were small. I guess you would call it sort of a poor area -

poor in the sense that there was not a lot of money, but the Spicolas had nice homes. 

"My brother and I were kind of the bosses. We were the first ones born in the 

whole family. The cousins came little by little, but we were always the oldest and 

supposedly, the wisest. I don't know that we were, though. 

"Dad and Grandfather and one of Dad's brothers formed the hardware company 

that they got started here, which turned into a very profitable kind of result from nothing 

practically. My father and his brother Angelo were working in a garage, changing tires 

and people gave them tips. Grandfather said, 'I think I'm going to buy this store in Ybor 

City. Do you and Angelo have any money?' Whatever little money they had, they put 

into the store, but Grandpa put in most of it, and they bought a little, tiny old hardware 

store in Ybor City. That's how it started, from that first little hardware store. 

"They did come and get the dream that was talked about in Sicily. We became a 

pretty influential family ... I was at a dinner the other night, and the mayor got up and 

said, 'When you meet Rose, you're meeting a lot of people who made a difference in 
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Tampa.' It really was the dream that they had when they came here to make not gold, but 

to make a nice, prosperous life for themselves. 

"My daddy was one of the best salesmen you could find. He would go out and 

meet people, and before they knew it, they would be ordering all of their equipment from 

him. A lot of homes around Ybor City were built by Spicola Hardware. They built that up 

and made quite a bit of money. They went through the Depression well. 

"Dad's two younger brothers got to go to college. My dad and his brother Angelo 

saved money and made sure the others could go to college. These two were running the 

business, and the money they made from the hardware store was used to put the others in 

college. They were proud of the brothers who came along, and they did very well with 

the hardware company." 

A Teacher's Voice 

"DeSoto Elementary School was just a fifteen minute walk from our house so we 

were able to walk to school and back. We lived close to McKay Bay so we had a 

beautiful environment there. We'd walk right along the water. I had no trouble going to 

school, except that I found it a little boring because I had already taught myself how to 

read at home. 

"I would grab every book that they had in the house and would try to read it. I 

would ask Mother and Daddy, 'What's this?' Mother sometimes didn't know because she 

had not had much education, but Daddy could always figure out the words. 
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"I loved [italics added] history, and I loved [italics added] maps, and I was always 

drawing maps. So, when the teacher was giving boring lessons, I would pull out this little 

thing that I had brought from home .. .I think they were comic books ... Did I dare take 

comic books? I think I did. I kept them in my desk because the lesson would be so 

boring. They ruined my geography! I loved geography, and they taught it so rotten so I 

would just get out my little book, and the teacher, of course, caught me several times. The 

teacher would say, 'Rose, put that away. We're doing this now,' or she would just take 

the book away and then give it back to me later. It was really funny, but I did well in 

school. 

"For junior high, we took a streetcar from Pahnetto Beach. We got on the 

streetcar, and it would take us all the way and drop us off. The school had mostly Latins, 

Cubans, and Italians. I did okay ... There was never anything hard about school. 

"I went to Hillsborough High School, which was the best high school in Tampa. 

That really helped me a lot because I really got challenged there. Good teachers. 

Hillsborough High School is still one of the best schools in Tampa. It's a beautiful 

place .. .I would ride the streetcars with my cousin who lived right across from us in 

Palmetto Beach. At the end of the day when school let out, there were some ofus 

sometimes that would get together and take the streetcar to downtown Tampa and eat in 

one of the stores and buy a sandwich or a soda. Then we would go home. Mother never 

could understand why I was never too hungry. 
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"Hillsborough High was wonderful. Wonderful teachers. Kind teachers. They had 

a wonderful sports program. I loved all of the sports. They ha~ a good science program, 

and I had a wonderful science teacher, who is still alive. I saw her at a Davis Island 

Garden Club meeting here, and she remembered me, and I remembered her. 

"She said, 'You were one ofmy best students.' 

"And I said, 'Well, you were the best teacher I ever had."' 

The Voices of Preschoolers 

"My father and mother decided they wanted their children to go to college 

because they never had the chance. Mother went up, I guess, to seventh grade. She said 

that once she learned English she really wanted to go more, but in her family, the girls 

just didn't go to school. Dad went to what they call a school, not a regular high school but 

a business school here in Tampa so he went up to what would be considered the middle 

school and graduated. His two younger brothers did go on and become lawyers. Dad said 

that he would have liked to have gotten his law degree, but he said, 'I don't think it would 

have been in law. I think I would have been in business.' So they wanted us to go. All 

[italics added] of us! 

"We all went to college, and that was just unheard of, that women would go to 

college, especially Sicilian women. Other Sicilians kind of just accepted it, but you could 

tell they did not understand exactly why we were going to college. We were all supposed 

to get married and have kids. We were some of the first who went. We did have some 

other Sicilian girls who went to college. In fact, I flew back and forth with one so things 
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were changing somewhat, but it was still a rarity for us to go. Several ofmy friends went 

to college so somehow we just got into the group that didn't think the same way. When I 

go back and think through it, it was like we just didn't think anything about it. We said, 

'Gee that's great! It will give us a chance to go places and do things!' 

"I really wasn't a pioneer in girls going to college. It was just that I had the 

parents who made it easy for me to go. There was never any problem and, of course, I 

loved school. I guess that was part of it, that I really liked learning. 

"My first year was at Florida State College for Women [now Florida State 

University]. It was in Tallahassee, and I thought I was going to major in science at that 

time. I had always been interested in science, and I'm sure my science teacher influenced 

me. I remember asking Mother to buy me one of those little chemistry sets when I was 

young. 

"I liked college okay, but it wasn't as interesting. I guess because it was all 

women .. .I was thinking about becoming a surgeon or a doctor at that time so Mother and 

Dad said, 'Well, where do you want to go?' 

"I decided that I wanted to go to Tulane because I knew it had a good medical 

school so the next year I transferred. It was fun going to New Orleans because there was 

a whole new city, a whole new experience. Imagine coming from Tampa, a little town, 

and then being in an all girls' school in Tallahassee, and then going to that city! We had 

football teams! We had dances! We had all kinds of programs. There was Mardi Gras, 

and everything [italics added] was just always going on in that city. I loved it! Mother 
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came up for Mardi Gras, and she had a wonderful time there. It was like, 'Can this town 

really be?' I still go back every once in awhile and think, 'Wow! This was fun!' 

"What was interesting is when I went to Tulane, I liked the science all right, but in 

that program, they wanted you to do a course in early childhood development. This is 

really the course that changed what I wanted to do. It was a course where you went in and 

observed the children, took notes on them, watched them, and observed them. These were 

mostly preschool kids. Well, this was just the best course I ever had in my life! I was able 

to observe and write up what I saw in the children. I just fell in love with these early 

childhood classes so I switched to psychology so fast, you won't believe it! Observing 

that first little class of preschoolers was probably one of the most important things I ever 

did in my life. 

"Sophie Newcomb College had the course in a little lab room ... so, I was able to 

go there and take this course and add it to my psychology courses. Once I was in 

psychology, I never thought about science anymore. I didn't know what I was going to do 

with a major in psychology. I couldn't see myself sitting down and telling people what to 

do. I just wanted to take the psychology courses because I knew I would get more work 

in the child development center. I was always doing little experiments, going around 

asking people things. 

"When I came back home, Mother and Dad said, 'Well, what are you going to do 

with this psychology degree?' 
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"I said, 'Well, I'm not sure. I could be a stewardess and travel around the world a 

little bit.' I loved geography and was always reading about other countries, and I thought 

that would be a wonderful way to see a lot of things. 

"They said, 'No, we don't think you should be doing that. We think you ought to 

go ahead and start working.' That was the one time they really challenged me a little bit 

on what I wanted to do." 

Elementary Classroom Teaching Career 

Rose Spicola's father decided that she might like a career in teaching so he 

approached a local principal he knew. "My dad talked to one of the principals, and told 

them that I had a degree in psychology, but I didn't have my teaching credentials ... By 

golly, there I was, teaching fourth graders in Ybor City. I never looked back after that 

first year. I just fell in love with teaching, and I had fallen in love with those kids. That 

made sense, but I hadn't thought about it as a career." 

The Affirmation of a Principal 's Voice 

"I learned so much from those students. They were all inner Ybor City kids, and 

people said, 'Oh, you are going to have all those dumb kids.' Well, these kids were just 

as bright as they could be! Nobody had ever taken the time to work with them. 

"It was amazing how bright these kids were. We did all these things. I always 

brought the arts into it. I think it was because we always had art in our life. We had 

operas, and we were always doing things like that here in Tampa. I already had a 
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background in that, which made it easy. We were always listening to Italian music. When 

Daddy was younger, he used to be in plays. He couldn't sing, but he could act. 

"The reading supervisor came over. They came to see all of the new teachers, and 

she walked into my classroom, and it was all going on! She sat there about an hour, and I 

didn't know what I was supposed to ask her or whether she was supposed to talk to me. 

She just came in, and I had a lull so she said, 'I just want you to know how much I have 

enjoyed being in your class, and if you ever want me to come by and talk to you ... but I 

think you are in control here.' Just like that! Off she went! 

"I remember having a fight with the librarian the first two weeks of school 

because I wanted them to check out any book they wanted to check out, whether they 

were fourth grade level books or not. Some of them wanted easier books. Some of them 

wanted harder books, but the librarian said, 'They have to check out fourth grade books.' 

"I said, 'There is no such thing! You let them check out the books they really 

[italics added] love, that they want to read.' 

"She said, 'Well, they might not be able to read them.' 

"I said, 'I don't care. Just give it to them, and I'll help them read it.' So she went 

to the principal. 

"The principal came to me and said, 'I told the librarian to let you have any 

[italics added] book you wanted for any [italics added] of your kids who wanted that 

book.' He knew better than to let a child have a fourth grade book or a third grade book, 
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and from then on, she never gave me any trouble. She would find the books the children 

wanted. 

"I had forty-something kids, and everything was always going smoothly. The 

principal could not believe it, but I never treated them any way, except as members of 

this class, and we were going to have an enjoyable time together. 

"He even sent a fourteen-year old boy into my classroom. The boy had been 

arrested for delinquency, and he was taller than all of the other students, except for 

maybe a couple of the girls who were as tall as he. The principal came in and said, 'I've 

got to put him somewhere where I think he can be handled .. .! think he'll be calm in this 

class.' 

"I said, 'Suppose he does something and hurts a kid? He's so big!' 

"He said, 'First sign of that, you let me know.' 

"I had him in my class for about a month! I told the kids, 'We've got a new 

person coming in, and he has had some problems, but I want you all to support him, and 

if anything happens that you don't like, let me know.' I had to tell them. They were so 

sweet to him, and they tried to be really kind to him. He needed to be somewhere else, 

but we managed to get through a whole month without anybody killing each other. 

Imagine how embarrassed he must have been being with these fourth graders! 

"Finally, the principal said, 'You'll be happy to know they are coming to get him 

and put him in a special school for kids like that.' I tried to instill in my students that you 

have to learn from these kinds of things. 
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"In my first year, when I didn't even know anything about teaching, I did very 

little whole class instruction, except sometimes when we were talking about a play that 

we were going to put on, or we would be digging through the music together, but the 

math, the science, and all of that, I was always doing with little groups. I found that much 

better than to try to talk with all of them at one time, except these other things because 

they were so interested in the plays and all that we were going to do, they all paid 

attention to that. It wasn't like sitting there and all doing the same mathematics or 

something, but it was fun working with small groups. 

"The students had about six choices everyday of things that they could do. I didn't 

want them all doing the same thing, and so it was really fun to watch that because it 

worked! I thought if I didn't give them interesting things to do, I didn't know what was 

going to happen. They just went to town with that kind of stuff. 

"They could be doing some artwork. They could be reading a library book. They 

could be practicing some mathematics. The students were always writing plays, and we 

would put them on in the auditorium. I would sit in the audience, and the other teachers 

could not believe that I was not up there telling them what to do. The kids knew I trusted 

them. 

"Teaching here in Tampa was a great experience. Forty fourth graders! I was 

never afraid of doing anything. I think part of it had to be my heritage." 
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A Voice of Guidance 

"So, here I was in Tampa, teaching without being accredited. I then started going 

to Tallahassee to get my teaching credentials. While I was there, I began teaching in 

Panama City, Florida. It was two hours from Tallahassee. It was a beautiful little town 

with beautiful beaches, and since I was going to graduate school, I had to get closer. This 

going back and forth from Tampa was killing me so by going closer I was able to get a 

lot more work done. 

"At Florida State University, I met Dr. Swearingen, who became my counselor. 

She was one of the professors in the College of Education. She told me that I should take 

certain courses but take them on a graduate level and get a graduate degree. 

"That was great so I ended up getting a graduate degree and getting all of the 

credits I needed for teaching, except that I got really interested in higher education. She 

convinced me that I needed to go on and take more [italics added] courses, and maybe 

[italics added] even work on my doctorate. I guess in working with her, she realized that I 

enjoyed this and was good at this. 

"When I started to work on my doctorate, and I was teaching, an opening came up 

for a principal. They wanted me to become a principal in this school. I was really just 

about to finish my doctorate, and I said, 'No.' I could have been an administrator, but I 

said, 'No, I have to finish this first.' I had always wanted to be an administrator. I thought 

I could be a good principal and really get a good school going. Dr. Swearingen would 
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have killed me ifl had gotten out of the doctoral program. She was correct. I had to finish 

that degree. I was made to be a college teacher from the beginning. 

"You don't even realize at the time that these people are doing this. I can see how 

people guide you, and it's amazing because if it had not been for her, I might never have 

gone on and gotten my degree at all. I might have just taken the courses and gone back 

and continued teaching. You never realize this is happening to you until you think back." 

A Second Principal's Voice 

"The courses at Florida State were fairly traditional, but you had every 

opportunity to do things different ways so we were given a lot ofleeway in our reading 

courses. I don't remember that we actually had anyone really outstanding from anywhere 

in the world, but we had sound instructors. They would come into the schools and work 

with us right there in the schools. That was the best learning I ever had. I was taking 

courses in both reading and early childhood, and I was trying to work these into the 

required courses for certification so I learned more in the schools with the professors. 

"While I was at Panama City, the principal would not let parents bother us at all. 

If any parent came in that school fussing and yelling about a teacher, he would say, 'Sit 

down over here and talk to me and get out of that classroom! I don't want you harassing 

my teachers any time!' One time he had a baseball bat. He was walking down the hall 

and said, 'I'm going down to that room and tell that parent she has got to get out of that 

classroom right now! She can't come in here and fuss at my teachers.' He probably 

would have used the bat, too. 
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"The principal there loved to come into my classroom and sit and watch. The 

students were maybe getting ready for a play, or they were making something in art, and 

he said, 'I love coming into your class. The students seem to like what they are doing 

here. Even you like what you are doing!"' 

Voices of a Different Dialect 

"Then, I taught these very rural children from Blountstown. They didn't even 

speak English. I mean, it was English, but it was a dialect. They were wonderful kids, but 

they had had so little exposure. Most of them belonged to fundamental churches, and they 

had very little money ... They had been very few places. 

"I fell in love with these kids. They were second and third graders. I had a 

combination class. They would speak, and I wouldn't understand them, and I would 

speak, and they wouldn't understand me. It was just two different dialects that we had. 

"I remember so well one of the little girls. She had long, blondish hair, and she 

said, 'We didn't know what you was saying at first. We didn't understand you at all!' 

"I said, 'Well, I didn't understand you all, but I have learned how to talk with you.' 

"The other teachers said, 'Well, we don't understand them, either.' 

"I said, 'If you just take the time. I'm beginning to know what they are saying.' It 

was just vocabulary I had never heard, but that was the way they spoke in that area. We 

worked through that dialect, and they did just beautifully. 
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"I wasn't there to change their language so I don't think their language changed 

that much. I didn't change my language either. I had to learn theirs, and they had to learn 

nune. 

"When I started teaching them, I would go out and play baseball with them in the 

spring, and I just got into everything. We had plays, and we did artwork, and I finally got 

permission to take them on a field trip. They had never been anywhere. I think the kids 

and I both fell in love with each other. Whatever I wanted done, they did, and they were 

so well-behaved, and the other teachers were just struggling with wild kids. We were too 

busy! They didn't have time to be bad! And they were so cute." 

The Affirmation of a Third Principal 

"The principal was as sweet as could be. He told me, 'You do anything you want 

with these kids. They just need a good education. I want them to learn how to read, and I 

want them to learn about things.' He was so easy to work with, and he was so proud of 

the students. He said, 'I can't believe these kids are working so hard, doing all of this 

work.' He also said, 'You know this group of people don't believe in all this stuff. They 

don't want their kids seeing movies or doing plays. Don't be surprised if they say 

something to you.' 

"They never did because their children were doing so well in school. I was getting 

ready to leave, and they knew I was leaving. They didn't want me to go. The parents 

would come up and say, 'We wish you would stay longer. Our kids have really learned a 

lot, and they love school. They never did before, and it was just always trouble.' 
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"That was just a marvelous [italics added] year! It taught me so much about how 

to work with children with a dialect that's so different. After I left, a couple of the 

students wrote me." 

Dr. Swearingen 's Voice-Again 

"My dissertation was a statistical study on self-concept. Dr. Swearingen was 

wonderful. She said, 'We don't have to spend years doing this. Let's do something that 

you enjoy doing and get you out of here so you can teach in the universities. That is 

where you learn how to teach.' 

"So we got a self-concept instrument together, and the research was a study 

showing whether there was a relationship between students who had higher scores in 

reading and students who had higher self-concepts. We worked with kids from one of the 

upper grades. I had to make sure that all the tests were given ... We got the Naval Station 

there in Panama City to run all of the statistics for us. We did find a correlation between 

the students with higher self-concepts and higher reading. Of course, that makes sense. 

These kids are doing well because they feel like they can learn. 

"It was kind of an interesting little study, but I would never do a study like that 

now. I would do more of what you're doing [a qualitative study], but I did learn a lot 

about statistics." 
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Muses of Teaching 

"When I think about it, there was so little I knew about teaching at first, except 

that I had taught my brothers and sisters and all. I had worked with my brothers and 

sisters, and I had taught them all these things, and I had observed kids in a preschool, but 

never [italics added] had I taught a big group of people like this [Rose Spicola's first 

class of children]. I had always read to my brothers and sisters and cousins, and I had 

read to anybody who would listen to me read so I knew I could read to them and talk 

about the ideas. I knew I could teach them math and science. I knew I could teach art and 

music because I loved them, and they were going to share it with me, but how to work 

with that many kids? I had to get to know how to do that so for the first two, three, or 

four weeks, I just took time to pull them into small groups with me and talk with them 

and let them talk. I did not know anything about these kids, and it worked. It worked. I 

got to know them, and they felt secure. 

"In my psychology courses, I learned a lot about young children and how children 

are different from adults. I learned how you work with kids. The psychology also made 

me very secure in terms of working with people, and that really helped when I went to 

that first classroom I had here in Tampa with forty kids. I thought, 'Well, I know all 

about these kids and how they are and all.' I didn't, of course, but I thought I did. 

"Every experience I had with children turned out to be a wonderful experience. I 

learned so much from them. I think part of my growing up in a big child environment, 

where there were lots of people all around helped. At our home in Palmetto Beach, we 

189 



had Grandpa, Grandma, and Uncle Tom. There were always people around, and it was 

just easy to be in big crowds. I think that helped a lot. The psychology helped, I know. It 

certainly taught me a lot about people. 

"I do not think you can make a person be what you want them to be. You want 

them to become lovers oflearning. It was important to realize that the kids had ideas and 

they could learn, but you have to set the tone or whatever it is in a way that they [italics 

added] can do it. Some of them probably never will do it. I am sure there were a lot of 

those kids I worked with and tried so hard with who didn't do it, but you do the best you 

can. You get all kinds, and I understood that they wouldn't all be good students, but that 

they could be the best they could be if I worked with them. 

"Once, I had a student that had been running around, acting crazy in the 

neighborhood, stealing food from people's trash cans. We talked to the parents, and they 

were just not parents. They did not do anything to help this kid, and he was just really a 

renegade. I had him in class for a whole year, and I don't think I made a bit [italics 

added] of difference in that boy. I tried as hard as I could to make it a pleasant place for 

him, but it was just too hard [italics added] for him. We don't know whatever happened 

to him. You cannot succeed with all of them. 

"Being in the classroom, teaching children how to read was probably the most 

powerful thing, and I saw that probably the most important thing was joy. When they 

were joyful in what they were reading, they came to life. They were ready to do anything. 
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I used the word love with my students a lot because if you don't have a love for letters 

and words and all, what is the use of doing it? 

"The first reading I iaught was here in the little school with forty students .. . Those 

kids really learned. Their writing improved. We had library books in there all of the time. 

We had a textbook that the state wanted us to use, and we would pull it out every once in 

awhile. A lot of the kids read all of the stories in it. Sometimes I would pull a group 

together where I would work with them because with forty kids in there! Try to work 

with them all at one time. 

"I would pull them out and give them some special help. Some of the kids were 

from very poor families, and they probably needed more help than the others, but those 

bright ones needed it, too. They needed just to be let go, but they also needed chances to 

do things with me, too. 

"When I taught college students, I taught them the way I wanted them to teach in 

their [italics added] schools. I wanted [italics added] them to teach a certain way, but I 

could not make them. I really wanted them to discover it through the things we did 

together. That is hard teaching. Some students came up at the end of the semester and 

said, 'When you first started, we thought it meant anything went, that we could just do 

anything we wanted. Now we know differently. That is hard teaching that you taught us!' 

"The reason that Margaret [Griffin] did not want to do student teaching was that 

she saw so much bad teaching that she couldn't stand it. She could not take it. I had more 

staying power. I would listen and watch, and then I would get the student and say, 'What 
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is different here than the things I have been working with you on and talking to you 

about?' If they could see the difference in this philosophy that they were in and the 

philosophy that I was teaching, then I didn't worry about them. I figured that they would 

just have to decide what they wanted to do. I couldn't make them do it my way, but I 

wanted them to see the difference. 

"I don't know that I had a particular philosophy while teaching. I learned a lot of 

things that worked with children. It's not just random, though. You have to plan it so that 

things happen in that classroom. It was interesting when the students got the concept that 

this is not easy teaching. This is hard teaching. 

"Spicola philosophy - where does it come from? From everything that has ever 

happened to you. From the way you grew up in your home. I guess we even have to start 

from your genes. From watching my parents play poker, I learned how to play poker. On 

the cruise [Dr. Spicola and her sister took a cruise in the Caribbean in 2002], my sister 

said, 'I want to play those poker machines.' 

"I asked, 'Do you know how to play poker?' 

"She said, 'I'm not sure.' 

"I told her, 'Well, I will sit down with you because I think you need help.' She 

didn't know anything about it so we started winning money. So anyway, she made some 

money, and she said, 'Well, I think I understand now,' so I walked away, and when I 

came back, she had lost it all. That was okay because she was willing to go ahead and try. 

I was never afraid of a challenge. I was very secure at home, and I did well in school. 
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"I loved working with my brothers and sisters on the steps of the house. I helped 

them with words. I helped them with arithmetic. I read to them, and then I had neighbors 

come over and join us, and cousins would sometimes join! We talked. We played cards. 

We had all kinds of things, right on the steps. I guess I was born to be a teacher from the 

time I was born!" 

Entry into Higher Education 

George Spache 's Voice 

"While I was getting my doctoral degree, I said, 'Well, I better decide where I 

want to do my college teaching.' 

"My mentor, Dr. Swearingen was finding me jobs all over. She asked me, 'Don't 

you want to go to Tennessee? There is a nice place there,' but the University of South 

Florida was being built at that time, and my mother kept talking about it. My mother was 

always there, working. 

"It opened the year I graduated. I came down, and the poor fellow was 

interviewing people, and he said, 'I have a position for someone working with these 

freshmen coming in. They probably need help with reading. They come in, and they 

don't know how to plan their studies or how to work. They think it is just like high 

school, but it isn't.' I found out how they came from their high schools in Tampa to this 

big university, and they were no more prepared for this university than anything. 
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"I decided that I could handle that. I never did think that I could not do anything. I 

thought if I could teach young kids, I sure could teach college kids .. .I was accepted, and 

the salary was just amazingly low at that time for a college professor. 

"Since I was going to be working with students in college, I went to Gainesville, 

Florida to talk to Dr. [George] Spache. He sat down with me, and he explained how he 

set up his classes. The students worked on their own, and then they came for checks 

every once in awhile to see if they were improving. His clinic at the University of Florida 

was very flexible so that is the way I set it up at the University of South Florida. 

"I sat down with the students, and we talked about what they needed to work 

on ... I did not give a lot of tests. They needed to be able to read their textbooks. They just 

didn't know how to study so I would call them together to give them some tips. Then 

they would start working on their textbooks and seeing if they could understand it, and 

whenever they needed help, I would help them. It was kind of a free clinic, where the 

students kept track of what they were reading. Dr. Spache really helped me with that. 

Otherwise, I don't think I would have known how to work with those college students. 

"Then I taught two English classes, and we went through all kinds of literature. I 

did a lot of teaching of reading in those courses, too, to show them how they could read 

those novels. 

"I was there two years, and I decided that this was boring. I didn't want to teach 

remedial courses and work with college students in reading. I wanted to teach graduate 
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courses. My whole doctorate was in teacher education. So I started looking at 

universities, and I went for an interview at Longwood." 

Longwood College: The Voice of a Child 

"They grabbed me so fast. I had just gotten my degree in reading and early 

childhood two years earlier, and they were desperate for somebody so they hired me. The 

salary wasn't very high at first, but they kept giving me raises every year. They even 

promoted me to associate professor, instead of an assistant. 

"It was a wonderful little school there with about fifteen hundred girls. It was so 

much fun because we were a small school, and we could do what we wanted to do. The 

students were as bright as they can be. 

"While I was there, I taught my [italics added] way. I taught the way I had taught 

the kids. I got them involved with students. We never did lecture kinds of things. We put 

them in schools everywhere, where they did not just have white people. They were in 

schools where they had black children and some Hispanic. They went to schools in 

Richmond, which were integrated. They went to schools in Roanoke so they didn't get 

into just all white schools. There were more blacks in Richmond than Roanoke, but 

remember, this was still in the 1960s. 

"The clinic I had at Longwood was basically a research clinic. The students came 

in and worked with children, or my class would watch me work with a child to see how 

children reacted to the things you did. We talked about the ways of working with children 
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who were having problems. The students could form groups if they wanted. The structure 

of it was very loose. 

"One time one little kid who was not very happy in school crune, and I had books 

there. He came and sat down, and he said, 'I don't want any of these,' and threw all of the 

books down on the floor. That is how he felt about reading. He had had enough [italics 

added]! Well, that was great for them to see how you can make kids hate reading by the 

way you work with them. 

"I said, 'That's okay. You don't have to read any of these. Let's see ifl can find 

one that's really good.' I pulled out some more, and he picked one." 

A Compelling Voice 

"I got a grant for them [Longwood College], which they thought was wonderful. I 

was in my fourth year there when I got the grant, and I had to go to Washington [D. C.] 

for some meeting. There I met an old friend of mine from Florida, who remembered me. 

He had very great opinions of me, and I'm not exactly sure why, except that we had a 

good school system there, and now he was teaching in Texas. In fact, he was the Dean of 

the College of Education at Texas Woman's University. Ted Booker was his nrune, and 

he said 'What are you doing now? You know, we need a professor.' 

"I said, 'Well, I have this grant, and I just love it here. I don't think I would ever 

want to leave.' 

"Then he said, 'Do you think you might just want to come and look at the 

university and see? We could sure use someone in reading, and you have early childhood, 

196 



too ... I want a master's degree in early childhood, and we may even get a doctoral 

program.' He was just really going. 

"I said, 'Well, I will think about it. Maybe I'll come, but I really love Virginia, 

and I am enjoying visiting here.' 

"He started calling and sending me letters. He would say, 'Have you thought any 

more about coming to TWU and checking us out? We would like to have you here.' 

"So I said, 'No, I don't think so, yet. I have not decided. They are going to give 

me a big raise here, and we have this reading clinic going really good now.' I was really 

being honest. I was not trying to con him or anything because I really loved it there. I 

loved the fall when I could see all the leaves, and I was still going to all of the battle sites. 

It was just wonderful, but he kept after me. 

"He said, 'Just come and visit with us.' 

"I said, 'Well, okay. I will come, but don't count on me coming to TWU.' 

Longwood found out that I was going to be interviewed. You know, everybody knows 

everything so they started talking about giving me a big raise. 

"I told them, 'Don't even talk to me about a big raise. I am going over to Texas, 

and I am going to check them out, but I'm coming back here. Don't worry about that!' 

"So, I got to Texas, and Dr. Booker said, 'We would like for you to visit some of 

the classrooms and maybe talk to the students about how you teach reading. We want you 

to meet the faculty and meet the president.' 
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"I went around and met everybody. I met with the classes. I met with the faculty 

and met with a lot of the other professors, and they were all just charming. Then, I met 

the president, who was a former officer in the Navy. He was a big boss and a dictator, 

and he said, 'We would love to have you here. You have a good background, and you 

have a degree from Florida State University, and that's a good university.' It was a 

pleasant kind of situation, and I certainly liked the students. The students were really 

nice, but they were mostly from Texas. There were a few from out of state, but they were 

mostly from Texas. 

"I looked at the schedules, and Dr. Booker said, 'You will have to teach five 

classes.' 

"I said, 'Really? I don't teach five classes at Longwood!' 

"So he said, 'Maybe we can make it four, but really most of them teach five 

classes.' Five classes! That is fifteen hours, and he wanted me to teach both reading and 

early childhood, which I could do. I was certified in both so he told me what the salary 

would be. He said that he could negotiate that, but it was a lot more than Longwood. 

"I went back to Longwood, and he was calling and writing again and said, 'Have 

you made a decision yet?' 

"And at Longwood, they were saying, 'Have you decided to stay with us?' It was 

so funny! For about a month there, they were both courting me. You would almost get a 

big head from this! 
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"My friends at Longwood begged me not to leave. They told me, 'You are such a 

good person to have, and the students really love you.' 

"I said, 'I don't know because here we are never going to have a graduate 

program. We might have one twenty years from now, but TWU has promised me that 

they want to build a graduate program in early childhood, and they even want to think 

about a doctorate in reading ... That's what I really want to do. I want to work with those 

students, too.' 

"Dr. Booker kept after me, and I finally said, 'I am really seriously thinking about 

coming now. Let's get the details worked out on salary,' and he even added another 

$1,000.00 to the salary. 

"He said, 'Maybe, though, instead of associate, you can come as an assistant.' 

"I said, 'Forget it. We don't have any deal then.' 

"He said, 'Oh, no, no! We probably can make you an associate.' 

"I told him, 'I already am [italics added] an associate. I am not going backwards.' 

So we got that worked out over the telephone. We decided it would be an associate 

professorship with a certain salary, but I said, 'You have to work on those loads because 

you cannot be a good teacher when you are teaching that many classes.' So anyway, I 

went. I went to TWU, and by golly, I did not leave until 1991. It was quite an experience, 

being courted!" 
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Early Voices at Texas Woman's University 

"When I got there, I found out it had a wonderful nursing school. It was a small 

university of about 4,000 students, is all, but the nursing program was probably one of the 

largest. We had a pretty big elementary education program, but it was still small. So, Dr. 

Booker was thinking big, to think about graduate courses and maybe a doctoral program 

later. I liked that. 

"Dr. Booker wanted to change the whole program. I mean, he was thinking big. 

The early childhood program was almost nonexistent. The people were there, but there 

were very few people who were really well-versed in reading or early childhood at that 

point. We got it going. The state was working on certification for early childhood at that 

point so he put me on this state committee to set up programs for the early childhood 

program. I got on the state committee, and we met several times trying to come up with a 

curriculum for young children. Within a year or two, we had our early childhood master's 

program set up, which went along with the state plan. We worked out what we needed in 

the plan, and that is when it really got started so it was basically a new program. 

"At the undergraduate level, the students could get certified through the child 

development program at that time. We just had some courses, and we ended up with a 

good master's program with certification. We had a big early childhood group for a long 

time . . .lt was amazing. Dr. Booker's dream did come although he was not there to see it." 
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The State's Voice 

"There were basically five courses in the reading program. When I came, we had 

a master's program in reading already, and then we added the Reading Specialist 

Certification. In the early 1970s, there was a big reading push from the state with the 

Right-to-Read program, and I think that is why we were able to get the doctoral program 

eventually. The state always does help in setting that up. I also taught curriculum courses, 

and then I did student teaching. It was busy! 

"Under Dr. John Guinn [TWU President], we formed this alliance with two other 

universities. We were in a loose kind of federation, and we would have meetings. We 

[italics added], at TWU, are the ones who started the talk about a doctorate in reading. 

Our president decided that we were going to have this program all to ourselves. We were 

not going to fool with the Federation. That was the w~y he was, and so we started 

planning our doctoral program without North Texas [now the University ofNorth Texas] 

and East Texas [now Texas A&M University-Commerce]. It was a bad mistake to be 

exclusive, but that's the way the president wanted it. 

"There were about four or five ofus who started thinking through the courses, 

planning the courses. Howard Stone was on the committee. I think Carolyn Stephens was 

there. Aileen Griffin was there ... We had some pretty good courses, and we had them all 

planned, and we submitted them to the state. 

"The first thing the state said was, 'Where is North Texas? Where is East Texas? 

You have to be in a federation to have a doctoral program.' Oh, that was funny! Now, we 
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had the three universities planning, and it was wild. We finally decided that we did not all 

have to have the same courses ... The battle went on for quite a while before it all got 

settled. 

"It took some time to work out the specifics of who was on the committee, but we 

worked it out so that we always had somebody from each university on the committee. 

East Texas was the most rigid about attendance on the committee. If you could not get 

over to East Texas, they called the meeting off. Now at TWU and North Texas, we did 

not call the meeting off. We went ahead and met, and then met with the other professor 

later. We were not going to wait. We had to get to those students. Otherwise, we would 

have never graduated any." 

The Voice of Influence 

"When I first went to TWU, the faculty was very traditional. Aileen Griffin kind 

of fell in with my philosophy so there wasn't any problem there. I did not worry about it 

though because I taught the way I wanted. I did not go in to change the place. I was there 

to build the programs they wanted me to build so I let them teach their way. When we 

talked about the things we were doing, I told them the things I was doing. I shared what I 

was doing, that I was taking my students out to schools to work with the children. That 

had not been done before. I told the other professors, 'I take them out there for a period of 

a few weeks, and they teach lessons, and then we come back to the school and talk about 

it.' Some of the faculty thought it was a waste of time, but those TWU students learned 

more from going out into the schools. 
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"The teachers at one of the schools were just wonderful. They let me go into 

different classrooms and observe the students as they were teaching. They let us teach 

lessons the way we wanted to. 

"Then I noticed that others started going into the schools, too. They had never 

done that before! They had always been at the university. The idea of working in the 

schools is the way you learn, and by the time I left, they were all doing it. 

"Also, when we were hiring people, we tried to find people who would fit in with 

the philosophy of interacting with kids. Once Margaret [Griffin] got there and we had 

more people thinking our way, we began looking carefully at people. This new group of 

people they have now are absolutely wonderful! They are just the kind I would have 

wanted when I was teaching there. I am very excited the way it has moved. Wouldn't it 

have been a group of people to come into when I first started! It wasn't there at that time, 

though." 

Voices of Program Builders 

"Aileen Griffin and I became good friends. We would go to the opera in Dallas 

and take a thermos of scotch. One night, I was at her apartment, and we had a bottle of 

wine, and we were just enjoying ourselves. We started talking about how we were going 

to get the teachers in the area to get some of these new ideas that we had been having but 

they did not have. 

"So we said, 'Why don't we have a conference of some kind?' So little by little, 

we started thinking it through and who all we wanted to be there. We came up with a 
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strategy for having both teachers and students and anybody who wanted to come, but 

mainly we wanted to work with the teachers in the area. We brought the idea to Dean 

Booker and our faculty, and they thought it was a great idea. The dean just loved it! He 

said that all of the faculty would help us, and they did. They would help give talks in little 

sessions. Everybody worked in that first one. [The year was 1966.] 

"We went to the Denton school district the first year and told them we were 

starting it and asked them to encourage their teachers to come. They even had an 

administrator on the planning committee so they were with us from the beginning. We 

had a good response from them and other districts as well. Sometimes, we even had 

people from Oklahoma. 

"I think we started with a charge of one dollar. It was so cheap. Ruth Strickland 

came for the first one. She was going down to an English conference somewhere in Texas 

so she decided she could stop. She was the main speaker, and then we had six or seven 

other teachers who had sessions so it was really successful. We had a marvelous turnout 

of teachers, and we decided that we would have it every year at the same time." 

In 1997, the name of the Fall Forum in Reading was officially changed to the 

Rose F. Spicola Forum in Reading. Dr. Rudy Rodriguez, Chairman of the Department of 

Reading and Bilingual Education issued a proclamation honoring Dr. Spicola for her role 

in pioneering the Fall Forum, and officially declared the name be changed to reflect the 

honor. 
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Voice of Resistance; Voice of Insistence 

"After I had arrived at Texas Woman's and I was enjoying my first year there, I 

read about the Fulbright Scholarship in one of our education magazines. I filled out the 

application form and sent it to Fulbright. I think I had to say why I wanted to go, my 

background, my experiences, and then I sent it off. I had always been interested in 

geography. I had read some things about the people in Africa, and all the reading 

influenced my wanting to go there. Within about a month, I heard from them, and they 

wanted me to come to Washington for a meeting they had, and I was going! I really never 

thought it would happen. 

"They liked what I wrote, I guess. I don't know that that many people applied for 

Africa. There were very exotic places you could go. I told my mother and father that I 

had sent in an application, and they just didn't think that I would go either. Nobody 

believed it! They could not even visualize that I would be flying to Africa. It was so far 

away. 

"When I told Dean Booker that I was going to Africa, he said, 'You can't go to 

Africa! You just got the Fall Forum going, and we are getting our foot in the door. I 

won't let you go!' 

"I said, 'I am [italics added] going to Africa. I have been wanting to go to Africa 

all of my life since I was a little girl, and I have a chance to go there on a Fulbright 

Scholarship. They will pay all of my expenses and even the salary.' 
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"When he said 'No,' I said, 'I have to go talk to the college president.' He was not 

going to let me go! 

"I went to the president. This will tell you how Dr. Guinn made decisions. He 

said, 'You mean you have a Fulbright? Does your dean know how good that is- to get a 

Fulbright? Not everybody gets a Fulbright. You will be nationally known. You will be on 

that Fulbright letter that they send out every year.' 

"I told him, 'That is not why I am going. I'm going because I want to go to Africa 

and work with those students.' 

"He said, 'Of course, you are going! There is no doubt that you are going. What is 

the problem?' 

"I said, 'Well, my dean doesn't want me to leave.' 

"Dr. Guinn said, 'I'll take care of that, Dr. Spicola. I will call him today and tell 

him you are going to Africa. You may have a leave of absence.' That is all it took. 

"So, I went to Washington, and we had a two-day 'Getting Ready for Africa' 

session, teaching us what to do and not do. Dr. Booker was so mad, but he finally got 

over it. In fact, he started bragging about it later. I would have never gone if I had waited 

for him. 

"After I found out that I was going, I wrote the professor who was there already. 

She gave me all kinds of information. Mother was having a nervous fit, and the professor 

wrote back and said, 'Tell your mother this, this, this, and this. I have been here all year 

by myself, and nobody is going to hurt you. You are safe.' She was sending letters back 
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to convince my mother that I was not going to be killed. The professor kept telling me 

how she did things, and when she sent me all that information, that helped me a great 

deal. Mother and Daddy read those letters, and they calmed down completely. 

"I got on Pan American Airlines, and as we came in over Africa, we saw these 

beautiful trees like we have here and animals running, and I thought, 'Golly, I am finally 

going to be in Africa!' That was the most beautiful moment, flying in over Africa and 

landing at the airport. The feeling ofit! Here I am in Africa! I have been wanting to come 

here since I was a little girl." 

Voices out of Africa 

"One of those marvelous experiences a person can ever have is to go to another 

country and teach the people. It was wonderful. I got to see so much of Africa, and talk 

about learning! We have a thousand things we can do here to make people aware of 

what's going on in the world, and they were so far away from everything. They had very 

little contact with anything in the world. 

"I was associated with Cuttington College [Liberia, Africa]. It was run by the 

country as one of the colleges they had set up, and the faculty there were all black. They 

were so proud to have us there, working with their students. I never realized though that I 

would be the whole Department ofEducation, but it was fun! I taught all of the subjects

Mathematics, History, Reading, all of them, as well as every education course that was 
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offered. I also had to make all of the arrangements for the student teachers. I did the 

whole education program! 

"The students didn't come from just one area. They came from Nigeria and other 

little countries all around to get a degree. They were bright-men and [italics added] 

women. They spoke in a beautiful kind of dialect sort of like if you were in Jamaica, or 

that kind of sing-song thing. They were fairly old to be entering college because many of 

them didn't get that education until much later. They had to be from people who had 

money so they could pay for it. 

"I went into the schools first, to look at the schools that we were going to use. 

They were all the same, all autocratic. Students copied everything from the board. They 

had to respond in just the way the teacher wanted it. There were no students asking 

questions. There were no students saying, 'Now, what about this?' There was no 

interchange between the teachers and the students. 

"I wondered how I would handle that because when I brought my students in, 

they had to talk to the kids and the kids had to talk back to them. I told the native 

teachers, 'I want my students to let the children talk and ask questions just to see if they 

could do it. It is all right if you think they should be doing something else, but just the 

time they are here, I want them to try these things.' 

"I went in there two or three times like that, to prepare them for the fact that it 

was going to be different than what they usually did. The native teachers all agreed. They 

did not have any trouble with that. In fact, they were glad that I was going to have my 
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students teaching. I went to my students and said, 'Now, when you go observe, this is 

going to be different than what I want you to do.' I really had to negotiate. 

"My students did try some of the things we talked about. Now what happened 

when they got into their own schools for their teaching, I don't know, but the native 

teachers would sit there and listen to the student teachers. They did not leave the room. I 

think they were trying to learn, but all they ever said was, 'Thank you for coming. ' 

"The women were marvelous. They had socials or dances every week. I was 

supposed to go to all of these things. They were so funny. I would ask, 'Well, what are 

you wearing?' 

"And they said, 'Oh, we don't make those until about an hour before the dance!' 

That is when they made their dance clothes. I didn't think they could put it together so 

fast, and they wanted me to come so I had to go, and I had to learn how to dance with 

them. They loved [italics added] those kinds of things, and they had them every week. 

"I ate in a lot of the homes, and people said, 'Oh, you should not eat in the homes. 

You might eat something wrong!' 

"I said, 'I'm not going to worry about that. They put a hot pepper in everything to 

kill everything.' The first time I ate some of their food, I almost died. 

"They all laughed and said, 'We always wait for the person to take their first bite 

and holler!' Everything was so hot. 

"Besides the students, there were people who were there in the Peace Corps. 

There were lots of them doing their Peace Corps work in that area, and they would come 
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there because they knew professors were there. We eventually got to know each other, 

and I would buy beer for them. They would come and drink beer, and sometimes, they 

would stay over, and we would have omelets for breakfast. They were always 

starving ... These Peace Corps people were fascinating. I mean, they were really gung-ho 

in helping the Africans, and they were so pleased that we were working and teaching. 

"There were two other couples that came that year. I lived in sort of like a 

townhouse, and one couple lived to the right of me, and the other couple lived in another 

place. These were nice little homes, comfortable and small, but they had a bath and all. It 

was nice. Of course, I hired three little kids to help me. One of them quit, but then I hired 

another one. These were houseboys, who were living there, trying to make money for 

their families. That is the only way they could earn any money. One was probably eight 

or nine. One came later, who was nine. A tall one, who was probably about sixteen would 

sweep, and they would clean and keep busy. I would give them rice and food. Later on, I 

went fishing with them and caught fish for them. There was a little stream there, where 

you could catch these little fresh-water fish, and I would catch them. They would bring 

the bucket, and every time I caught a fish they would yell. They were my cheerleaders. 

The boys would get them and clean them, and then they would take them home and eat 

them. I didn't dare eat the fish, but they never got sick so they were okay. At least, they 

told me that the fish were fine. 

"Another experience was going to the market and trying to buy things at the 

market and knowing what to pay for it. Some of my students went with me and showed 
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me how to do it. You had to bargain for things. You can't just go there and say, 'I want a 

pound of this.' 

"You would say, 'How much?' They would give you a high price, and the 

students taught me how to get things cheaper. Otherwise, they would steal money from 

me. At the market, you could get fresh vegetables, but never [italics added] any meat. 

Well, you could get chicken, but that is where you got your food because there were no 

other markets other than these. 

"Finally, after being there several months, I decided I wanted a car so I could 

drive to the capital and get steaks and other things, things I couldn't get here so I did buy 

a little French car. Once I had a car, I could drive back and forth, and, of course, people 

were always ready to go back and forth with me. 

"In order to go to the capital before I got the car, I had to fly in this little plane 

they had there for people to go back and forth to get goods so that was an experience. The 

plane could hold about four people, and there were no airports. There was just grass 

where you could fly from. It wasn't too bad, but as we got near the capital for the first 

time, I said, 'Well, all I see is grass out there,' but that is where we landed, on the same 

kind of land that we took off on. Of course, I was thinking, 'Why did I want to come 

here?' 

"We got off the plane and then very easily got a taxi to the grocery store. That is 

where most ofus went. I didn't even tell my family about the first experience. They 

would have died! Mother would have died, knowing I was taking off and landing in the 
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grass. I went about three times before I bought my car. I decided I was going to drive, but 

I don't know which was worse. In the city, they had paved roads, but not all of them were 

paved so it was rough. 

"I had a whole year there, and there were other people working with the schools. 

They would go on trips all of the time so I joined them and got to go to several countries 

along the coast of Africa by car. 

"The experience of going was far better than reading about it. Not only did I see 

Africa and a lot of the country, but I got to know a group of people I would have never 

known. I learned so much about differences and experiences that play a part in 

preparation of education. Many of the students thought that they were inferior to white 

people. They would come to me and say, 'You make us feel we can learn. You make us 

feel good.' 

"I would say, 'Well, why would you think a white person is better than you?' 

"' Well, they can do so many things.' 

"I just would not stand for it. I told them, 'You [italics added] can do anything a 

white person can do. You don't do the same things, but you are living in another country, 

and you can learn to read. You can learn about places all over the world. You can learn 

anything you want. Many of you will get to travel at some point in your life.' It was 

amazing how they felt. 

"The year after I left, Africa had a big revolution, and several of my friends were 

killed in that. It's never been the same since, and that was really tragic. I thought, 'Well, I 
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wanted to go to Africa, and I almost ended up in the middle of a rebellion over there.' 

Actually, they wanted me to stay another year, but I decided to come back home, and it is 

good that I left. I did not know that a rebellion was going to happen. 

"When I came back from Africa, the schools wanted me to come, give 

demonstrations, and I wore some of the clothes. At the AAUW (American Association of 

University Women) meeting, I dressed in a long dress. They loved all of that, and I gave 

a lot of talks to students. I showed my slides." 

The TWU Experience Continues 

Rose Spicola concluded her one year term as a Fulbright Scholar in Africa and 

returned to Texas Woman's University. She quickly learned that the reading faculty had 

increased in number, but that they had also continued the Fall Forum in Reading. 

External Voices 

Upon her return from Africa, Dr. Spicola continued as one of the Forum's leading 

organizers. In order to maintain the caliber of the conference, she felt it necessary to seek 

nationally and internationally known people as the main speakers. She recalled the Forum 

in the years after her return to the university. 

"We continued to have the Fall Forum every year. The people evaluated it and 

enjoyed it, and the faculty wanted a conference again. We brought in one main speaker, 

and involved a lot of people from the area. Local teachers gave talks. We always [italics 
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added] tried to get someone from North Texas and East Texas to give a talk, and they 

supported it. They sent their students, and it is now going on thirty-six years of having it! 

"The ideas for it really came from the faculty. They went to conferences and came 

back with names. We worked with the people from the library science program. Betty 

Carter in that program helped us out a lot. Some of our main speakers were with 

literature, and some were actually from reading. It was a mixture. Many times, we set up 

a forum for them to work with the graduate students. Some of the literature people went 

into the schools and did demonstrations. We tried to use them in every way we could. 

"One of the people we got was Don Holdaway. Not only did we get him here for 

us, we also got him into the schools all over Texas. The change he made in a lot of those 

schools was amazing [italics added]! He was marvelous! He must have talked to 

thousands of Texans while he was here. 

"His ideas were so in line with the things we believed in. He wanted to come 

teach for us in a clinic-like situation, but our dean and chairperson did not recognize the 

significance of this. We tried very hard to get him to come down and be interviewed, and 

I don't know who was responsible, but they refused to interview him. He went to 

Massachusetts with Irene Fountas instead." 

There were other external voices that influenced Rose Spicola. "When Margaret 

came to TWU, she said, 'I want you to read this book,' so she gave me Reading: The 

Patterning of Complex Behaviour. It was Marie Clay's first book she wrote. Of course, I 
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put it aside and really did not look at it for awhile, and then all of a sudden, I thought that 

I would take a look at it. 

"I fell in love with the work she [Clay] was doing in New Zealand. I went to 

California to the International Reading Association Convention deliberately to meet 

Marie Clay. I had never met her so I went to one of her talks, and I thought, 'She would 

make a delightful person, and her ideas should be shared with the faculty here at TWU.' 

So I went up and asked her, and she said that she would come. That is how we got her, 

but I only got her because I knew her through Margaret! 

"I did not start learning about Kenneth Goodman until I started going to 

conferences in Texas. He just was not in my plane of knowledge before that point. When 

I started going to the reading conferences, he was at all of the conferences, and I became 

very familiar with his system. Of course, Margaret had known him for quite awhile. 

"For example, we went to a conference in Oklahoma. We heard [James] Moffett 

talk. Moffett is one of the brightest minds in reading and teaching. He knew how to teach 

kids from kindergarten on up, and his ideas were probably some of the best I had ever 

read. Going to these subgroups got you into smaller groups with some of the greatest 

minds - Goodman's, Bill Martin's." 
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Internal Voices 

The Voices of Evaluation 

The evaluation of faculty, students, and schools was very important to Dr. 

Spicola. Her wisdom and efforts on behalf of sound evaluation practices were influential . 

at the university. She discussed her involvement in that process as the chairperson of the 

university evaluation committee. She also contributed to the process as the interim chair 

of the Department of Reading and Bilingual Education, and as a faculty member, she was 

responsible for the evaluations of students. A fourth facet of her involvement in 

evaluation included her facilitating the process for local schools. 

She recalled the university evaluation of professors. "The evaluation was a piece 

of paper, about a half of a sheet. It had a few things about the professor, and the 

chairperson marked it high or low. That was it! That was our evaluation! Of course, he 

rated me high on everything. 

"We moved from these little half-page things to a little five or six page thing 

where we filled in information that asked about the courses we taught and the research 

we had done. It went through the three things - the research, the coursework, and then 

service to the university. Those were the kinds of things that were on there, and we had to 

fill them out. I don't think they even asked for copies of anything at that time. Later they 

started asking for copies of things, and that went to the chairperson and the dean, as far as 

I know. Eventually, they went over to the vice-president." 
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Dr. Spicola recalled the invitation to be chairperson of the university evaluation 

committee. "I could not believe that I had been put on that committee. They didn't even 

ask you if you wanted to serve on it. They just said, 'So and So Committee, Dr. Rose 

Spicola.' ... That meant chair. That is the way they called it out. 

"We [the evaluation committee] had representatives fromjust about all of the 

colleges. We had some who had served on it a long time and some who were brand-new 

on the committee. We had some administrators- a few chair heads, but they were mostly 

faculty members. I took this seriously, and so did they. We met regularly. We talked. 

They brought back some of the concerns of the faculty." 

One of the university-wide concerns was the format of the instrument itself It 

requested information regarding faculty members' contributions to research, and the 

committee members voiced reactions to the instrument during one of their meetings. 

They said, "We don't want research at the beginning all the time because a lot ofus don't 

have much time for research, and we are embarrassed when we can't fill anything out on 

this first one.' 

"I said, 'Oh, we can put that anywhere we want on this. We do not have to put it 

first.' I was all for making that thing [the instrument] a lot better. 

"Then they said, 'Well, shouldn't we put some of our articles in here so that they 

can look at them?' 

"I told them, 'I think that would be okay, but they have to read all of these so we 

can't make them too full.' So we put research way in the back, and we put class teaching 

217 



where that had been - how the students reacted to their teaching, how they knew they 

were doing a good job teaching. Then, the second one was service, not just to the 

university, but to the whole area. They felt pretty good because they could put a lot of 

things there. It took us a whole year to come out with changes on the final evaluation 

form. 

"We weren't through. We still wanted to make more changes the next year ... The 

statisticians got so mad at us because we took out all of the numbers. We said, 'Why 

should we have all of these numbers? They don't mean anything.' 

"The statistician said, 'You have to have numbers so you can see how high a 

person is.' We didn't believe in that. We were ready to change all of that, and most 

people liked the changes we were making. At least, our committee liked the changes we 

were making. 

"I had a good committee that year. They were ready for a change, and, of course, I 

was ready, too. We got it changed. I just about died thinking, 'Here we are fooling with 

people's lives. This is evaluation. This is serious business.' I think we helped a lot, 

though because it was hard for people teaching four and five courses and doing research. 

I think we gave the professors a better chance of getting a good evaluation. 

"Then, when I decided that was enough of meeting with this committee, I gave it 

to someone else, and they started changing it again. You know, you get whole new 

committees that changed it every time." 
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When Dr. Spicola served as the interim chair in the Department of Curriculum 

and Instruction, she considered the process through the role of the evaluator. She put into 

practice the evaluation documents on which she and her committee had effected 

reVIs1ons. 

"I remember the year I was chair. I had to sit down with the faculty and go over 

their evaluation. I did not want to evaluate them. I wanted them to evaluate themselves so 

I said, 'Now you write everything you think on there and build yourself up as much as 

you can. Then, I will look at it and see if you can add more to build yourself up.' It 

worked pretty good. Most of them underrated [italics added] themselves. It was really 

interesting. I don't know whether they were afraid, but I would make them go back and 

make changes to something more positive. 

"One said, 'Well, I guess I won't be getting a raise this year.' 

"I said, 'You are going to get a very high raise. Look at all of these things you've 

done! Why would you think you shouldn't get a high raise?' 

"He said, 'Well, I haven't done much research.' 

"I told him, 'Look at all of these other things you've done. You don't have to be 

great in all three things. You can be great in maybe one or two.' They should brag about 

everything they can brag about." 

On the other hand some faculty overrated themselves. "They [thought], 'Well, I 

have done perfectly well!' and there were a couple of them who really hadn't done much 

of anything. One professor came in and said, 'I am expecting to get a high evaluation. I 

219 



think I'm ready for a big raise, and I think I should be appointed to associate professor.' 

She came in with all of these demands. 

"I tried to be diplomatic, but I said, 'We've got to think. You can't just 

automatically go up and become an associate. They have some things here that tell you 

the things that have to be done for that. Let's see if you've done those things and if you 

have reached those things.' We went through it, and she left knowing that she wasn't 

going to get all of those things. 

"She wasn't completely destroyed, but I couldn't tell her she was going to get a 

raise and all that because she wasn't doing the things she was supposed to be doing. 

Other faculty were doing conferences, going places, writing, and giving speeches. I mean 

they were really working, and she was hardly doing anything. She thought she had a 

friend here who would do all of this. 

"Some of the faculty just did not know how to do it. We had some new faculty 

that year, and they needed a lot of help with that. They needed somebody to sit there and 

talk about how they feel about their work because sometimes they did not have good 

thinking [sound judgment] about it. I can see how difficult it is to sit there and tell a 

professor, 'You are not doing well.' 

"Evaluating students and faculty is never easy. Absolutely never easy. Some of 

the faculty do numbers and come out with numbers, but I could never [italics added] 

imagine how you can come out with numbers to evaluate. I have to think about the way 

220 



they [students] understood things, the effort they put into the class work, the dialog, the 

way they worked with children in the schools. I mean, you can't put numbers on that. 

The grading of students is a piece of the evaluation component that is seriously 

regarded by teachers and professors, and Dr. Spicola was no exception. "I worked hard at 

my grades to make sure they were fair, and fair to me was giving them all of the credit I 

could give them for the effort they made. It was different for the ones who missed class 

and the ones who had put no effort practically into anything. I did give Cs and Ds to 

some ofmy students ... A poor senior did not graduate one time. She thought she could 

miss class maybe once a week and pass a course. I talked to her a couple of times and 

said, 'It is hard when you miss class to keep up with all of these ideas and things. Is there 

a problem that you can't get here?' She always had an excuse so at the end, I gave her a 

D, which meant that she had to retake that course in reading. 

"She came later, crying and said, 'I should have listened to you.' 

"I said, 'You did it! You didn't do the work. It wasn't my fault. It was your fault.' 

"She said, 'I don't blame you, Dr. Spicola.' She did not graduate. She had to go 

back and do it again, and I guess she did all right. How do students think they can get 

away with these kinds of things? To me, I wonder what kind of teacher she was going to 

become. Really I wanted to say, 'X! You can't go teach!' 

"Most of the students were really hard workers, but there were always a few. 

Even your graduate students sometimes went that way, and that really surprised me. They 

already had a bachelor's degree, and they were trying to get their advanced degree, and 

221 



they would miss classes. Sometimes they had reasons for missing classes. I know we 

have people with families and that kind of thing, but it is amazing to me how a graduate 

student can miss, and we even had a few doctoral students who got knocked out of the 

program by Spicola. It was very rare, though. What I am saying is you have to have some 

standards, or the whole college program goes down." 

Dr. Spicola's work on evaluation subsequently extended beyond the university. "I 

worked on quite a few committees for evaluations of schools and we had to write reports. 

That was when the schools were under evaluation, and they needed someone to come in 

and look at what they [italics added] had put together for the evaluation team. We went to 

a Jewish school, and that was fun because I had never worked with a private school. They 

wanted their school evaluated so I was there to help them. They went through the first 

steps, and then I went through to see what needed to be reinforced and all that. Then 

people came in to evaluate them, and they did pass! So, I felt pretty good about helping 

them." 

Voices of Change 

Rose Spicola saw many changes in the university organization, including the 

addition of department chairs and faculty workloads. One organizational change occurred 

within the College of Education soon after she arrived. "During my first years ... Dr. 

Booker had no chairpersons ... Later Dr. Guinn made him divide the college into 

departments because he knew Dr. Booker needed help doing all these things he wanted 
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to. Howard Stone, who came in as a professor two or three years after I came, was chosen 

as one of the department heads. Little by little, we began dividing into the departments 

and got all the chairs. They began hiring people, and the whole college of education 

began changing and building up. 

"When the early childhood program went with special education, I stayed with 

reading. I said, 'I have had enough of this. I am not going to run around and do early 

childhood and reading. I'mjust going to do one.' I could have done both again, but I 

stayed with reading, and early childhood went upstairs, and we stayed downstairs. For 

awhile, I continued to work with wonderful early childhood people who were getting 

their doctorates or master's, and also with reading so I really learned a lot from working 

with both. 

Dr. Spicola saw changes in teaching loads during her tenure at the university. "I 

thought the university was unfair with the teaching loads. A lot of those English teachers 

and people in the fine arts had to teach three and four English courses. I just couldn't 

believe it. We started that way, but we were down to two and three, which I think is much 

more realistic." Dr. Spicola's voice helped to facilitate adjustment in teaching loads. 

Another change Dr. Spicola observed at the university was in the concept of the 

reading clinic. "We had courses in remedial reading, and they were basically taught by 

whoever was working in the clinic. That is where the students took the courses. It was 

small, but it was always there. I think Aileen Griffin worked in it first. She had worked as 

a clinician in Dallas so I think she was the person working when I first got to TWU. 
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"I was curious as to what was going on [ at the clinic under an early director] 

because I knew that he had those old lectures from long ago. The clinic was very 

traditional, where the TWU students learned certain theory, and they worked with one or 

two students. I don't think they ever worked with groups. They gave tests and gave 

reports to the parents and the teachers of the kids. I was never happy with it. It just was 

not one that got kids excited about reading. 

"When I was acting chair I tried to get [the director of the clinic] to take his 

students into the schools and work with them there, rather than bringing them to our 

clinic, but he just seemed scared of that. I think he thought I was going to make [italics 

added] him do it. I never would have made [italics added] him do it, but I just suggested 

it as a possibility. He did not seem to want to go out into the schools and oversee his 

students. He wanted to stay right in that little laboratory ... We always had waiting lists of 

people who wanted to get into that clinic for help for their children. To me, one of the 

problems was having the kids brought there, rather than working in the schools and 

seeing the situation there and how the teacher was in the school. 

"Up until Benita Bruster came in, every person who ran the clinic had been 

traditional. The others did not want to have anything to do with the rest of the reading 

program. They would not work with the rest of the faculty, but Benita was really 

innovative and used a lot of the Reading Recovery ideas in the clinic. She even taught 

some night classes there." 
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Voices of Outreach 

Rose Spicola's scholarship of teaching did not allow her to walk into classrooms 

on the campus and leave directly after class without regard to students' needs and 

interests. She saw outreach as an opportunity to meet those needs as well as the 

opportunity to increase the visibility of the exceptional qualities of the university. She 

organized summer workshops, international trips, and off-campus courses. Two other 

major programs, Right-to-Read, and Reading Recovery, have also led outreach 

endeavors. 

Summer Workshops. One outreach effort was the offering of one-week seminars 

with a visiting instructor, renowned in the field of reading or early childhood. "When we 

had all those seminars in the summers, we brought in very important people in the field 

of reading or early childhood ... We brought in people every year ... They might teach a 

week, and then we would do the beginning and the end, but they were the main thing that 

got the people there. When I think of the number of people we exposed our students to, 

that made our program so good. They were exposed to some of the newest and best ideas 

in reading and early childhood." 

TWU Trips. The outreach opportunities for students became international on two 

occasions. "I think it was about 1983, about that time, that we decided because of the 

work that Marie Clay was doing, that we would like to go to New Zealand, visit her and 

see the program there. We thought while we were there, we might as well see other parts 
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ofNew Zealand, and we wanted to go to Australia to see [Michael] Halliday, the one who 

has done a lot of research with linguistics and language. His research was fascinating. 

"We started advertising it, and we set it up so that they would get credit either in 

reading or early childhood education because we were going to visit young children as 

well as older children. The ones who wanted reading credit got six hours in reading. They 

had to keep records and things of what they saw and did, and they had to write some kind 

of summary. They were there to learn about other people's education. We had a nice 

sized group, about seventeen or eighteen. They were teachers from all around. 

"In New Zealand, besides the Reading Recovery program, we went to a high 

school, and we went to some schools there in the southern part of New Zealand. We went 

to a school where they were working with people who came from the islands and knew 

very little English. We saw how they worked with students in a private school, but the 

private schools were amazing! 

"We had a big reception by the reading group in Auckland. They had a big party 

with food and everything for us. We ate in the homes of the people. Marie made 

arrangements for us to be with certain people. That way, we got to know more about the 

country. Marie and her friend Barbara [Watson] had us running everywhere. 

"Our students got to see how they worked with the young children and the older 

ones. The kids were treated so beautifully, and they had so many art experiences and 

music experiences. Art everywhere! Music everywhere! In New Zealand, we would go to 

tea with them. They always had a break somewhere in there, and they would have 
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cookies and tea so we all enjoyed that. The TWU students said, 'These are the kinds of 

schools we ought to have in America,' and not many of them would say that we had those 

kinds of schools. 

"They gave us a demonstration of Reading Recovery. Barbara gave several talks 

about what went on. They showed us all the materials they used, and they actually did a 

behind-the-glass [a demonstration lesson behind a one-way glass] for the ones who 

wanted to see it. Everybody wanted to see it, of course. 

"What was so interesting was the schools were developed mostly through the 

teachers. I know [Don] Holdaway was influential in some ways. He was from Australia, 

but I think he went to New Zealand and worked with them. Bill Martin went there and 

worked with them. He wrote all those beautiful books, and they were so beautiful so he 

was influential in New Zealand, too. But the teachers were the ones who really opened it 

up. You went into those classrooms, and you felt so good. All the kids were in little 

groups. You didn't see any of this mass teaching. 

"We went to several other schools in Australia, and these were very contemporary 

schools. They were very open, just beautiful schools where the kids were writing their 

own plays and all. Margaret got sick and couldn't go to those schools so I had to describe 

every one of them. I was exhausted! 

"After seeing Halliday, we came away with our minds just stretched because of 

the way he talked about language. He would show us how he put all these categories up 
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there on the wall, and he said, 'This is what I have to do to make sure I understand what 

is going on all over the world.' He was just an amazing fellow. 

"The students loved to shop. Every little cottage we came to that was selling 

things, they had to stop and run in real quick, and there was also one or two that were 

always the late ones. We had to wait, and they would come running out with all these 

things they were buying. Oh, gosh, I bought things, too. It wasn't just them. I didn' t go 

into all the shops. 

"The whole thing was planned by a travel agent in Denton, and she got everything 

worked out. Then, we had a fellow who guided us. He knew a lot about agriculture so 

that was interesting. It turned out to be such a successful trip. It was such a marvelous 

experience to see what both countries were doing and the ways they had of working with 

kids. 

"It was sort of like the schools I went to in England. The British Infant Schools 

were where we were going so this was basically early childhood education. Now, 

Margaret was not on that trip. I must have taken maybe fifteen or twenty graduate 

students. I was one of the people who were the drivers, and good night, driving on the 

other side of the street! That was really something! 

"We got to visit several schools. They were all so open and so free, not traditional 

at all. You would see three or four kids sitting in a corner, reading. Another group here, 

cooking. They would be making cookies or something. You could smell cookies every 

time you went to a different school. They were always in little groups. There never was 
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any large-group teaching. They were sitting there in the morning, planning their schedule 

for the day. The teacher sat there in her rocking chair and said, 'Who is going to do what 

today ... Somebody was asking me about this ... Here's what I think you need to do there,' 

getting them all going. Off they would go to do their thing, and the teacher would work 

with individuals or small groups. Children's artwork everywhere. It was what you would 

love to see in America in all schools. They didn't worry too much about tests. 

"At lunch, they would eat family style. They would all sit, and we all sat with 

them. The teachers had a choice of either eating with the children or going home. 

Sometimes teachers had to do things at lunchtime so they would leave, but it was okay 

because all these people were sitting there. It was family like, and they didn't have to 

have a teacher. One day I was there with them all by myself I don't know where my 

teacher was that day. 

"The teachers could take a break just like they did in Australia and New Zealand. 

They would go sit down and have their tea or coffee. Nobody was watching the kids at 

all. Nobody had [italics added] to watch the kids. Every once in awhile, they would have 

problems, but they said, 'The kids know that they can do these things while we are 

having our little tea and cookies,' and that was about twenty or thirty minutes. 

"Sometimes they had an assembly, and they let us sit in on the assembly to hear 

what was going on. We got to see the older students and some of their artwork. It was just 

amazing the way they would just work without anybody there. They knew what they had 

to do, and off they went to do what they were supposed to do, and then the teacher was 
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checking sometimes. It was just like a little factory. Everybody was working, and nobody 

had to make anybody work. 

"They had all kinds of reading materials. They had a lot of little books. They 

didn't use any books like our standard textbooks. They had a lot of library books. 

"Each day, I would be with one school, and somebody would be with another 

school so there we were in all different schools. There were four different schools. The 

principals were all men, except I had a woman principal at one of the schools. Each one 

was very independent, and they would have a little different philosophy. They were · 

chosen to be principals because they were excellent teachers. We saw wonderful things, 

just wonderful things." 

Off-Campus Expansion. Dr. Spicola was a pioneer in teaching university-offered 

courses in locations other than the Denton campus. "We started the practice of doing 

classes in Fort Worth and in Plano and in Dallas, and I think that was very [italics added] 

successful. We set up classes in Waxahachie. All ofus did it, not just one or two ofus. I 

was one of the first ones that went out in reading. Margaret went out. We had early 

childhood and reading classes in all of those schools. Instead of having them come to us, 

we went to them, and we had classes everywhere so we got that going. We had several 

[famous] people come in during the evenings for some courses. Those were so 

successful. 

"We even taught doctoral classes in Dallas so we had students from the three 

universities [TWU, UNT, and Texas A&M-Commerce] coming there to take courses. We 
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had classes in Grapevine. I remember one night it was so cold that as I tried to get the 

snow cleared, it was turning colder. We were all from classes everywhere that night, and 

we were trying to drive back in the ice, practically. They had not dismissed the classes, 

which they should have done. I was driving like a turtle because I was so scared 

somebody was going to run into me, but I managed to get through okay. That was awful 

that night, trying to get home from those classes. It is a wonder we made it. 

"Another time I was doing a demonstration in Grapevine, and here were all of 

these principals there, watching this. I had this little boy, and you never know what kids 

are going to do or say. I was doing some work with him, and I asked, 'Do you like to 

read?' 

"He said, 'Yes, with Mother.' 

"I said, 'What do you mean?' 

"He said, 'In school all you do is just read these things that don't do anything. I 

like to read good books.' 

"He said that in front of the principals, and I thought, 'Give it to them.' You never 

know what kids are going to say. 

"I traveled sometimes with Howard [Stone]. We were both in Fort Worth at the 

high school there. They [the students] seemed to enjoy not having to drive all the way to 

Denton. Sometimes we doubled up because some ofus were getting tired of that driving. 

They let us use their rooms, and we really had some good students in those classes. 
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"We had wonderful off-campus courses, and then all of a sudden, it was all gone. 

They said they didn't have any more money, but we really had something going there. 

We got a lot of people involved in the master's program through these classes. We got a 

lot of people thinking about doctoral work. I think it built up our programs. I really think 

so." 

Right-to-Read. The Right-to-Read Program was another outreach effort. The 

program was the result of a national push by Dr. James E. Allen, Commissioner of 

Education of the United States in 1970. Texas Woman's University led the State of Texas 

in the construction of and the training in the program. "I never became fully engaged in 

the Right-to-Read program because we were doing a lot of the teaching of the graduate 

courses. We did all have to go to different cities to train the teachers. Some of the 

professors did not even want to work with this because they had too much to do, but most 

of them did help. We traveled, trying to explain the theory of the program. The whole 

time I was doing my part, I just felt that it was not doing what we wanted it to do. We 

would come in for a day or two, and then we would leave. I thought the training should 

last longer, but they would not give us the time to do it. It seemed like everything had to 

be done in a hurry. 

"Flora Roebuck wrote the units [ components of the program], and they were 

probably good units, but I don't think the way we did it got them to actually make 

changes in the schools. Maybe they should have come to the university to take courses 

there. I did not really have time to work with it, but from what I saw and heard, I don't 
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think it ever did what it was supposed to do. There was no staying [italics added] power. 

There has to be more contact, more time with the training so the program was never 

going to work. 

"The program was to push the traditional approach to reading, to give them more 

time with more books and more literature. It was part of the national push. There were 

some good things in it, but Dr. Allen said that all of our children would be on grade level. 

We have heard that how many times now? Probably about every five or ten years, we 

went through another phase." 

Reading Recovery. An outreach effort that has survived three presidents and two 

interim presidents at the university is the Reading Recovery Program. Marie Clay, a New 

Zealand child psychologist, developed the program for working with low-achieving first 

grade readers, but training for the program's implementation must occur on several levels 

involving the university. Students across the United States, and even internationally, have 

come to TWU for the training, and many have continued their studies in the university's 

reading program. "The one who really got the program started was Margaret [Griffin], 

working with Marie Clay and with Billie Askew. Nobody thought it might come to Texas 

Woman's, unless Billie thought in her mind it might. Margaret picked it up fast. She and 

Marie kept calling each other long distance and planning how it could come here. She 

[italics added] is the expert on that. I just sat there and listened to those long distance 

calls ... My role was just supportive, really because they were doing the planning. Of 
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course, I was in complete agreement with bringing it here because I was sold on the 

program. 

"Margaret talked at the faculty meetings about our trying to get this very good 

program, but nobody could go into detail until we really made sure the university would 

accept doing it and the schools were going to do it. .. There were so many things that had 

to be worked out. Nobody objected to it that I can remember, but they really did not 

know too much about it. 

"Billie came back to her school district after taking the courses [at The Ohio State 

University]. She worked with her district to get the program going and to get her district 

to work with TWU. Margaret was working on the university. They are the ones that kept 

it going, and I think it was a year after Billie was back that they started it in just a few 

districts, six or seven. It took a little over a year to get it all worked out. I went to visit a 

lesson, and I know a lot of them did. Margaret was always in the middle of it somewhere, 

and it has been very successful! 

''No one's schedule changed because ofit. Billie, of course, was teaching, but I 

don't think it had any impact on the faculty at that point. They knew it was happening, 

and some went to see the demonstration lessons, but everybody was so busy doing 

everything else. 

"The university was glad to do it, and the administrators came and observed, too. 

Shirley Chater was the president at that time, and she was really supportive of it. She 

began showing a video of it, and started getting the grants. Even the next president was 
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supportive, and I think Dr. Stuart [current President ofTWU] is, too. Now it is an integral 

part of the reading department. It has a lot of doctoral students taking courses. We have 

more faculty now, teaching in our regular classes, plus the Reading Recovery. Wonderful 

teachers! At this point, it is very important in the college of education because at first 

Billie just handled it beautifully. She got everybody involved. 

"Just to show you how fast it was growing in Texas, it was also growing all over 

the state. It must be huge by now. It is even making a contribution in a lot of ways 

nationally. I think most universities would die to have programs like this ... And, it has 

always been a part of the regular reading program. Margaret worked hard at keeping that 

as a part of the reading program and not something separate. 

"I think Reading Recovery is a very strong program. The research is really strong 

on this program. It is so well done. It is not done with this hit or miss thing. There is time 

to work with the teachers. They have time to learn a lot of ways of working with people. 

It has the depth to go on and keep working as long as we have kids who need help. It is a 

program where you keep going back to check; you keep going back to reinforce. You 

don't just leave the teachers out there like we did with Right-to-Read. 

"Billie and Margaret have just been tremendous in making sure that it [Reading 

Recovery] is a part of the program [the reading], and that it is carefully planned. They 

keep the administration informed, and the people who are coming on campus to take the 

courses feed into the whole program. It is a quality program, and I think quality programs 

do [italics added] build up other programs. I don't know what the college of education 
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would have done without it when I think about it. We were losing students at the time, 

but the Reading Recovery program really helped boost the whole college, and it has 

earned a lot of respect for the university, too. Every administrator has realized the value 

of this program, and that is just unbelievable!" 

Spicola's Voice 

Literacy Trends 

Dr. Spicola reflected on literacy instruction and the notion of accountability in 

America. "I know there are schools where you have fine teaching, where kids get a lot of 

attention, and they are allowed to do a lot of projects. That's what Dewey emphasized

the kids would do their own kinds of projects, and the teachers would be there to help, 

but they would never teach reading. They would do [italics added] reading, but they 

never taught it. They never had special phonics lessons. They didn't cover all that 

curriculum, but the students would do projects that were interesting, and they had to learn 

how to read to do the projects. 

"But literacy to me means working with books, materials, being able to make 

sense of the world. I mean it covers everything so how do you teach it? You can't teach it 

by sitting there, going through a workbook because you have to work with ideas. Until 

we get away from all these tests that we are so worried about and all these things that 

teachers have to do and give them more freedom to try different things, things won't 

change. We treat our teachers like they don't have any sense. If they don't, it is because 
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they never have any time to do things. They always have to worry about these tests they 

are going to give every time. 

"Florida is going through the same thing Texas is going through. [Schools in 

Florida and Texas are rated according to performance on state-mandated tests.] They are 

going through this accountability, and there are many states going through that, where 

you have to try to get to be an A school or a B school. Teachers have organized in Florida 

somewhat, and they really are trying to get people to listen to them that they need more 

freedom in their teaching. They have complained in meetings about the time spent in 

preparing for tests, and they have said, 'Now when we do the creative things that we want 

to do, then we are penalized if the students don't do well on the tests.' 

"If you have a bunch of kids who have never been read to before and are poor, 

maybe a C school is pretty good the first year or two. Maybe you could keep getting it up 

a little bit. You don't get it up by making the teachers feel like they failed. Some districts 

have very few libraries with very few books. You've got to have a lot of books to reach 

kids. 

"You cannot measure what is happening in a classroom by a test, one test. .. The 

governor gives money to the schools that make As. They give them money if they do 

well. If they do poorly, they don't get money. They get some help supposedly, but by the 

time you are on the bottom of that list, and you have Ds and Cs, I don't know how much 

those teachers want to stay in that school. 
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"I think literacy across America is so different in every state. When you look at all 

those test scores, you have certain states that are always on top. You look at those and 

you think, 'Is this really fair to judge them all the same way?' 

"I can tell you about Florida. We could tell you about Texas, but to know how 

reading instruction is in all these states, you would have to really go visit and stay there 

quite awhile. It really is different. I have friends in different parts of the country, and you 

would think that they are in another country because their reading instruction is so 

different. 

"Why don't we look at what we're doing in the schools? We blame the schools 

for everything, but the schools are just a part of this whole society. They are putting so 

much pressure on teachers and principals and schools, it is a wonder to me that we get 

any [italics added] new teachers or any new people. They have to realize it is not just the 

teachers. It is not just the principals. It is this whole area that you have to look at. You 

can't make the schools better until you look at literacy as being a part of the whole 

community. If that doesn't make sense, then we don't have a chance in this country. 

"They are all saying that they can't get enough teachers. Who wants to be a 

teacher under a dictatorship, where all they want is good grades on just that one test? As 

long as they make good grades on that test, everything is right with the world. Well, that 

is what ruined Germany. They made good test grades, and they never cared about what 

people were thinking, and then these highly educated Germans allowed all those things to 
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happen in Germany. Well, I think it is going to happen here ifwe don't get straightened 

out. I think our educational system is in danger, more than ever it seems. 

"Back when I first started, schools allowed teachers to do a lot of 

things ... Teachers had a lot of freedom to teach the way they wanted to. They didn't have 

to use those reading textbooks if they didn't want to. 

"We had a lot of freedom in teaching, but I think we have gone backwards. We 

have so much more research to show what needs to be done, and here we are going 

backwards ... We have lost sight of what a school should do, I think. No one seems to care 

that these are going to be future citizens. Can they think? Can they make decisions? Can 

they be good Council people or good workers? How will they help the community? 

"Sometimes it is hard to be positive, but anybody who talks to me about reading, I 

give them the same spiel. Are you reading to your kids? Are you supplying them with 

materials? If they start complaining about the teachers I say, 'The teachers are working 

very hard. These kids are in a new society. They have television. They have all these 

games.' Reading has to be really taught well, and it is hard because they have so many 

other things to do." 

The Voice of Written Work 

Rose Spicola's voice was preserved through her own writing. Although her 

publication record is long and impressive, she shared only three written works during the 

interviews. "I had always used Dewey, but I didn't know anything about his wife until I 

was reading a book, The Transformation of the School. I was using that book with my 
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graduate students, and all of a sudden, I noticed the footnote. There was an anecdote 

there, talking about his school and the things he did there, and there was this footnote at 

the bottom with her name. She was also a founder of his school and was one of the 

principals, and when I saw it, I said, 'Who is this wife?' I had not read anything about 

her, and I just went crazy. I said, 'I have to find out who this woman was.' I started 

looking for information, and there really wasn't much. I did find a book that was written 

by one of Dewey's daughters, which gave me a lot of information, and that is how I 

began my research on Alice Dewey. 

''Nobody knew much about her at all so when I wrote about her, I also gave 

several talks about the project. At many conferences, I was doing the Dewey section 

where they talked about him and his history. It was just a revelation to find this woman 

who was so intelligent and bright. John Dewey would have never developed the way he 

did without her. He would not have gotten into the actual meat of teaching. He would 

have always been a philosopher, but now he had a school where she tried all of his 

philosophy, and it worked! 

"While I was in Denton, Texas, we were given some money by the vice president 

to do research." For that particular project, Rose Spicola wrote Alice Chipman Dewey in 

1983. She [Spicola] traveled home to Tampa to write the results of her research on Alice 

Dewey and to work on the book about her, and while there, Dr. Spicola's father asked 

her, "'What are you doing all the time, back there writing and all?' 
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"I said, 'Well, I am writing about the life ofthis woman who was married to a 

very famous man, Dewey, and how she influenced him.' He sat there a minute. 

"Then he said, 'Why don't you write about me? I would like for you to write 

about me.' Where that came from, I'll never know. He had never expressed any interest 

in that, but he wanted me to write about him so that is how his book [The Life of Charlie 

Spicola] came about. 

"The way I got him to talk was I made sure all of the family knew that as we sat at 

the dinner table, I was going to ask questions, and they would ask questions, too. While 

they were asking questions, I would be making notes so we got him to talk to the whole 

group. He would just come right out with all of these wonderful stories, and that's how I 

did the oral interview. I had to. I couldn't do it this way, with a microphone because as 

soon as that mike was put there, he just never could speak. 

"We had a signing evening with drinks and things. We invited a lot of his friends 

to come, and they came. He signed the book, and then he would tell them, 'Now you 

have to read this because I'm going to test you to see if you remember.' Oh, he loved it! 

He gave every copy away to everybody he saw. I made sure it got into the libraries. 

"One of the people who was doing research here in Tampa asked me to write an 

article because he had just read the book. He was an historian, and he put it in The 

Sunland Tribune, Journal of the Tampa Historical Society. There's a copy of the article 

in the Courthouse and one in the museum in Ybor City. 
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An early publication of Dr. Spicola's was a book that she co-authored with a 

colleague from Texas A&M-Commerce. Wilma Bardwell earned her doctorate in early 

childhood at Texas Woman's University, and she and Dr. Spicola collaborated on a book 

entitled Early Childhood Personalities (1975). 

"The book that I did with Dr. Bardwell was a fun little thing ... We thought people 

in Texas needed to know some of the [early childhood] people they could get for their 

conferences and all. The book gave you a profile on these [famous] people. We wanted 

some people from all around, and then we wanted some local people so that is how we 

decided to do it. We sent letters, but in the letter we said, 'for possible inclusion' so they 

would not be mad if they didn't get in. A lot of the people we knew, and then for others 

we would say, 'We don't know that person, but we will find out when we get the 

material.' I think we talked over the phone with some of them, but mostly, we had them 

fill out a questionnaire where they would give us some of their ideas. 

"A lot of people bought it [the book] because they wanted to have access to some 

people they might bring in for school districts. We thought it worked pretty well." Dr. 

Spicola indicated that several school districts hired some of the referenced people after 

reading the book. 

She then concluded her thoughts about that particular publication. "This was our 

first attempt at something like this. When she and I get together every once in awhile, we 

look at this and just laugh at our first attempt at something to help others." 

242 



The Voice of Oral Presentation 

Throughout Rose Spicola's career, she gave a number of lectures at regional 

education service centers, parent groups, and state, regional, and national conferences. 

She also gave a number of presentations about her work in Africa upon her return from 

there. "When I came back from Africa, I had collected a lot of pictures and things, and I 

talked to several of the schools about what Africa was like. I was president of the AAUW 

and wore all my African outfits, and they just howled. They just loved to see me dressed 

like the Africans dressed, and so that was right after I came back. 

"We went to the World Congress in Hong Kong [1983]. People from all over the 

world were giving their research. We gave a talk, and Marie [Clay] and several people 

came in to listen to us. We almost fainted when they came in, but we thought our speech 

was good. 

"Then, we found all of them in the shops, getting clothes made because they 

would tailor and make clothes real fast there. Here were all these big reading people, men 

and women, measuring ... They were in all the shops, buying things." 

One memorable presentation was Rose Spicola's speech in 1989 to the graduating 

class of Texas Woman's University. Her vita [See Appendix B] includes the mention ofit 

under 'Awards and Recognitions.' She recalled, "They asked me to speak at one of the 

commencements. Shirley Chater was the president, and she asked me to speak. It is an 

interesting speech because it tells you a lot about me." 
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Service and Honors 

Rose Spicola worked effortlessly in a number of organizations which dealt 

primarily with early childhood and reading issues. A sample of the organizations to 

which she belonged were the International Reading Association, the Texas Association 

for Child Development, the Texas State Council for Reading, and the National 

Association for Education of Young Children. While maintaining a full teaching load at 

the university, she also supervised the Bilingual Education Program in the Fort Worth 

Public Schools. From 1974-1975, she served as chair of the Early Childhood Advisory 

Council for the Federation ofNorth Texas Area Universities. She was a member of the 

Governor's Commission for the Study of Certification of Kindergarten Teachers [1974]. 

Rose Spicola and Margaret Griffin also traveled to Taiwan to an early childhood 

conference and participated as consultants who reacted in writing to the presentations. 

She talked about three organizations in particular. 

"The American Association of University Women brought me in contact with a 

lot of people from this area. They had some wonderful studies on the schools. They are 

the ones who did the research on how teachers reacted to girls and how they reacted to 

boys. They found out that the girls were treated much differently than the boys. They 

would more likely call on boys to do certain things, not girls. Girls would stand there and 

try to get attention, and they would just call on the boys. It was really fascinating because 

it showed what was happening in the schools. 
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"The Southern Association of Children Under Six was wonderful. That was one 

of my favorites because we worked with three-, four-, and five-year olds in that. We 

would go to conferences and talk about how you work with young children in reading 

and how you work with young children in math, those kinds of things. They thought they 

were supposed to do it just like the older kids." 

In 1987, Dr. Spicola served as Chair of the Intellectual Freedom Committee of the 

Texas Council of the International Reading Association. She talked about her efforts in 

that position. "We had a lot of schools censored in this state. Books were censored, like 

Tom Smryer. We were trying to get the schools to set up standards so they couldn't do 

that to some of these good books. A lot of schools began setting up rules for censorship, 

and until somebody could prove this book needed to be censored, it couldn't be so that 

really was a wonderful committee. Here again, I was made head of that committee so I 

had to get something done." 

During her career in higher education, Dr. Spicola also received a number of 

awards and recognitions. For example, in 1983, she was presented with both the North 

Texas Federation Award and the Faculty Research Award. In her giving her oral history, 

she only referred to two memorable honors. 

"The Cornaro and the Fall Forum are just two fantastic ones [honors]. I had 

worked very hard, and I guess they thought I deserved it. Clifton Sparks was dean [of the 

College of Education] at the time [Cornaro Award]. They had a nice reception. Jongsma 

[Kathleen] was here, and she said, 'Now you have to go home and change and get real 
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classy.' I was just going to go in my same clothes so I had to come home and change 

because Jongsma said I had to change. It was really nice. A lot of people came by. I think 

they gave me a check for $1,000.00." 

"When they made that conference [Fall Forum in Reading] the Spicola 

Conference, that was a marvelous feeling to think that yes, you have made a difference, 

and people recognize that you made a difference. Yet you think, you really have not 

made that much of a difference than other people who never get the awards. There are a 

lot of people who have worked at this university." 

Rose Spicola reflected on her years of service and commented, "You have me 

thinking back to a lot of things that happened. You kind of wonder how this happened, 

and yet, it seemed like there is really a sort of sameness in terms of the things I like to do, 

and the people seem to see this in me." 

Important Ingredients of the Profession 

Dr. Spicola continued her thoughts about her years in the profession and her 

thoughts about the important ingredients needed to facilitate learning and knowledge 

within students. "I have now been in one, two, three universities. I don't know if you 

could count the first one because it was a brand-new university, brand-new everything, 

first year it opened. I stayed there two years, and we only had :freshmen and sophomores, 

and we didn't know what we were doing. I don't think the president knew what he was 

doing, but he was very nice, gave nice speeches. We did learn from the work, not only 

the reading, but also the people who needed help with reading, and the people who were 
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in the English department. We found out that a lot of students were not anywhere near 

prepared to work as freshmen. They came from high schools that didn't emphasize 

anything. As a faculty as a whole, we were really shocked at the fact that they had not 

had the kind of work they should have had to even come to college so that kind of scared 

us in terms of what was going on in the high schools. We thought we had good high 

schools, but the students just had not had the kind of background they needed. We 

probably didn't get the best students in the world. This was a brand-new university, and 

they wanted to go to Florida, and maybe that was part of it. 

"Then I went to little Longwood, which was just a small little school with 1,500 

girls, all white. They were as bright as they could be, and we worked hard. Everybody 

seemed to like coming to the college . .. They had good instructors. 

"And then I came to TWU. See how different each experience has been? It had 

about 4,000 students, all women, of course. That's small. They kept adding each year, but 

it was still small. It had been there a long time. Few Hispanics. Very few blacks. Mostly 

white again. They were good students. 

"These are three different universities. One was beginning with young people just 

out of high school. One was all women just out of high school, and one was all women 

from mostly this area, and maybe from South Texas who wanted to come up to an all

girls' school. 

"Then we worked with people who were teaching at North Texas, which was a 

large university, and East Texas, which was basically the rural areas around there, and 
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they were both having the same problems we were having here, and yet one was huge 

and had men. Well, the other one had men, too, but it wasn't quite as large. I don't know 

how you can make a judgment based on my experiences just in those few colleges." 

Because of her experiences across several universities, Dr. Spicola recognized 

implications of diversity and formed her own goals of higher education. "I think you have 

to be very aware of who your students are. If you go in there and think they are all alike, 

or because you taught in this college and you came to this college, that they are all going 

to be alike, No! I think you really have to learn who your students are and realize they 

may not be like those from the college before. I guess you have to be aware of the fact 

that many of them shouldn't even be in college. They are there because maybe their 

parents wanted them to be, but those are difficult to work with because they want to pass, 

but they don't want to work. 

"It should be an exchange of ideas, but sometimes, for example, there was hardly 

any way to get my freshmen to think about ideas. They still hadn't gotten to the point 

where they thought about things. They had been so busy being kids. 

"You have to be enthusiastic about learning. You really [italics added] have to be 

enthusiastic! You can't fake it. They know if you fake it. I was in a few classes where the 

professors could have cared less that we were there in front of them. They were more 

interested in research. That is okay, but you also have to realize that these students 

sometimes need a little help in becoming interested. If you don't get interested in what 
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you are teaching, how in the world can you teach that? ... That is important at any stage of 

education. 

"I think it is important to make things real. There is no use giving them an 

assignment that is not going to do anything for them, just because it's in the textbook. 

You need to give them opportunities to plan things and projects for themselves. 

"Joke. You need to tell jokes every once in awhile. Tell stories. Give them 

experiences from your life. Get their [italics added] experiences. 

"That is the kind of stuff I think a professor needs, and yet, I have had professors 

not at all like that who I liked. Haven't you had some that are just very dedicated and 

very systematic, never joke, and yet, you learn a lot? I have had teachers that I guess you 

could say were not really good, but they turned out to be very knowledgeable and really 

helped you learn. I don't think there is a [italics added] solution to that. The most 

important thing is that you do something to help them learn some way." 

Thoughts about Rose Spicola 

The influence of Rose Spicola's voice is heard throughout her life, beginning with 

her sitting on the steps of her home in Palmetto Beach, Florida, working with her 

siblings, cousins, and neighbors. In retrospect, she realized that was the beginning of her 

life's work. Her voice clearly impacted the lives of her students, both young children and 

young adults. Parents and administrators appreciatively noticed changes in their children, 
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and college students, both here in America and in Africa, recognized the value she placed 

on each student as well as on each student's learning. 

Rose Spicola wrote or contributed to more than sixty articles, chapters in books, 

and other pieces of professional writing, yet in her story telling, she mentioned very few 

of these. In addition to the Cornaro Professor Award and Commencement Speaker 

Award, she received several others, including the Faculty Research Award and North 

Texas Federation Award, both in 1983; nonetheless, she did not speak of these. Her 

stories included people, and how they influenced her, yet the observer realizes how her 

life-her voice-has in turn shaped those she encountered. Her legacy continues to live 

at Texas Woman' s University. She said that she was born to be a teacher. She answered 

that call with her life. 
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CHAPTER VI 

FRIENDSHIP: PROFESSIONAL, PERSONAL, FOREVER 

At the end of the single interviews for each, Margaret Griffin and Rose Spicola 

were requested to talk about their friendship with the other. They did not become 

acquainted until Dr. Griffin arrived at Texas Woman's University in 1974, and yet, their 

early lives paralleled each other's in various ways. Both began college as science majors, 

yet launched their careers as elementary teachers in fourth grade classrooms. Their years 

in the elementary classroom were ones of academic freedom, and those years supported 

their common philosophies of teaching the child rather than the curriculum. They both 

taught abroad for one year-Dr. Spicola as an education professor [Fulbright scholar] in 

Africa and Dr. Griffin as an elementary teacher in Germany, and both traveled 

extensively during their year overseas. 

Neither Rose Spicola nor Margaret Griffin were content to perform their tasks in a 

perfunctory manner. Through their individual studies, individual and corporate research, 

and their development of relationships, they sought to understand the fields of early 

childhood, reading, and teacher education to a greater degree. They worked closely, 

wrote collaboratively, and presented seminars and workshops cooperatively. Their 

friendship was not just professional. It was also personal. They traveled together, shared a 

house, and became as members of each other's family. Their friendship seems eternal. If 
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education from the people up there, and we began to really get more going. It was 

terrific! She was always in the middle of everything, and she would say, 'Well, at 

Indiana, we ... ' Then, she learned not to do it. That didn't bother me at all because I was 

so glad she was here and we had somebody who knew something about reading. 

"Her work in the classes was interesting because it sort of fit mine. She really 

wanted them to think. She set up ways that they could evaluate themselves .. .I learned a 

lot from her, and she also learned a lot from me in terms of early childhood. I don't know 

what she thought about meeting me and my ideas because I thought her ideas were so 

superior. She says I did a lot, too. I think it was a combination ofwe both wanted the 

same thing in our classes and in our students .. .! had had that a long time, not even 

knowing all the research behind it, but just from my psychology and my work with kids. 

It was amazing how much we understood the ideas that each had because I never had met 

those people. Never knew anything about them, but I had the same ideas they had. It was 

wonderful what she did for the whole program." 

Griffin Speaks 

"Rose had lived in a home out near Shady Shores [ a subdivision] here in Denton, 

and she had moved into an apartment complex. I happened to get an apartment in the 

same complex, but it was several months before I knew that. I had also met her as a new 

faculty member up at school. .. when I had interviewed, but that didn't register at all. 
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"She loved to play tennis, and there was a tennis court at the apartments so we got 

together to play tennis because I loved to play outside. So that brought our friendship 

together, and then I realized that she was very knowledgeable and interested in early 

childhood reading, and of course, she had this course called 'Theoretical Foundations of 

Reading,' so she was questioning me a whole lot about that. I was really coming in with 

the doctoral program in reading, and that would bring me into this course. 

"You don't plan those kinds of things where you find that you can work together 

and you can also be professional friends and personal friends. You can complement each 

other and have it work effectively, and it sort of evolved. No one could have chosen that, 

and no one could have matched it. It was sort of an evolving kind of trust thing in many 

ways. We seemed to be just so interested philosophically in the same things, and we 

came from a similar philosophical background. She was very interested in John Dewey 

and all of the experiential work that he had done. In fact, I think if Rose had really had an 

opportunity, she would have preferred to have been in the philosophy of reading and 

foundation of education courses rather than early childhood and reading courses, but she 

loved [italics added] the history of curriculum and the history of the philosophy of 

education. I didn't really have a whole background in that, but those particular things that 

she was bringing to me to read were complementing what my philosophical position was 

in reading, and I was learning so much from her. 
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"It just kind of blossomed. We were teaming together. The work evolved into 

presentations, and Rose probably has twenty times more energy than I do. At least, that is 

the way I see it. 

"She was very willing to honor shared writing. By that I mean that I always felt 

that I had to have a contribution to make, and that my words counted or my name should 

not be on there. Rose had no problem with that. She was willing to do her share, and I 

would do my share. We never had any problem who would get credit for the most share 

of the work. Very, very collaborative. And productive within that collaboration. 

"It is amazing that it worked out so well, but it was truly an opportunity where 

professional growth happened on both sides through the years. Looking back over, we 

did publish a lot, and where I was a chair of a doctoral committee, she would be a 

member, and where she would be chair, I would be a member. I don't know the number 

of doctoral students she has had, but ifwe put the two together, we probably are talking 

about seventy or eighty doctoral students that are in our lives. Some are from the early 

childhood side, and some are from the reading side. 

"We were very, very, very [italics added] student centered and very much 

interested in teaching so the work that was put into the classroom was unbelievable. That 

was another common thing - the effort to help the students was primary. 

"Rose also is just a huge service person. She really is so that was another thing 

where we complemented each other, though we did not do a lot of community service 

together. Her attitude was one of service, and it just worked. It just worked. 
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"In the growth of that program and in the eyes of the students, it was a productive 

kind of thing. You can end up with the faculty being so competitive, and when they teach 

together, that is not an easy thing for a student in many ways. It can be a disaster, or it 

can work very effectively. She could go out front, and I could follow so to speak, on a lot 

of things, and sometimes, I would go out front and she would follow. It was 

complementary rather than competitive. I [italics added] was fortunate because, really, it 

was a shot of adrenaline for me to participate that collaboratively. 

"There was an awful lot of joy in Rose, too. That is the other thing, is this 

positiveness. I grew up in a positive household, not a negative household, and that joyous 

spirit was one I was quite attracted to, and she's just got it. She still does. 

"She is a pioneer. When you really start back in Rose's life and you really listen 

to her, you are going to be able to pick that up, where she has been at the forefront of 

what has happened, such as establishing the Forum in Reading. She was a major person 

in the middle of the doctoral program in its formation ... She was extremely effective with 

that program [early childhood] for years and years and years, and was one of the major 

faculty members in it. When early childhood left our curriculum and instruction 

department at one of the reorganizations and she chose to stay with reading, it changed 

that early childhood program. They did not have that strength. She had the wisdom and 

the strength. She's an outstanding [italics added] program developer. Rose is an initiator · 

for new things, and I will scoop up behind it and work like a dog." 

256 



Together They Speak. 

As the two professors sat together and talked in Margaret Griffin's living room, 

they discussed various topics. Their conversation began with their thoughts about 

educational research and included talk about their joint research, their professional 

writing, trends of educational research, and trends in their students' research at Texas 

Woman's University. Their exchange then evolved to topics of teaching: the relationship 

between public education and higher education, students, and thoughts about Texas 

Woman's University. The dialogue flowed between them with little regard to two tape 

recorders and an interviewer. They conversed like two long-time friends reminiscing 

about their professional life together, but they also made poignant remarks for those who 

follow in their footsteps. 

Joint Research 

Rose Spicola and Margaret Griffin collaborated on several research projects. As 

they sat and talked together, they discussed two memorable endeavors. The first joint 

venture they recalled was a study of reasons for teachers entering the teaching profession, 

and the second project of which they spoke involved senior citizens in a local elementary 

school. 

In Dr. Spicola's vita under "Administration and Leadership Experience," she has 

recorded, "Chief Researcher, study of reasons for entering teaching profession," and 



although she was the primary examiner, Dr. Griffin participated in that project. They 

talked about that research. 

Griffin: I think we interviewed the students in our classes to ask them why teachers 

entered the profession of teaching. That's how we accumulated the data, and we 

got a lot of data. 

Spicola: Do you remember how many students? We got written data for the most part. 

Griffin: They were narratives. No ... 

Spicola: We had quite a few - 50? 

Griffin: Oh, I was thinking we had more than that. I think we had several classes so I 

think we must have had about a hundred. 

Spicola: Okay. 

Griffin: Ifl'm not mistaken, we sort of tried to find patterns in there and form categories 

within. It was a real action research, right in the classroom. 

Spicola: And of course, the thing that we projected that would happen would be that 

most of them would enter for about the same reasons, and basically they did. 

The ones who were going into elementary education always [italics added] did 

it for working with children, helping children. The ones that went in with the 

middle schools ... 

Griffin: It was more academic. 

Spicola: was more academic. 

Griffin: It was love of the subject. 
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Spicola: Yes, so that was kind of interesting. 

The professors were then asked to compare their personal desire to go into the 

teaching profession with the results of that particular research project. Some parallels 

were drawn in the following exchange. 

Spicola: Well, I used to always work on the steps with my brothers and sisters and 

cousins and teach them so I kind of think I went along with that. I just thought 

that I enjoyed teaching and enjoyed working with students. I really felt I was in 

tune with them in terms of the elementary education. I don't really know about 

the higher education, whether I would have had the same reasons - more 

academic. 

Griffin: You mean about going into higher education? 

Spicola: Well, really college probably, or middle school. .. They definitely talked about 

the subject more ... 

Griffin: Oh, the high school people, but not your personal reason for going into 

teaching? Well, mine was Mother .. .! was going into chemistry to be this lab 

technician, and I took my first chemistry course down there at LSU [Louisiana 

State University] with Dr. Good, who was a nuclear physicist and three hundred 

students, and that about cured me right there. So I took up my mother's 

profession. 



Spicola: So you were really going in because of the subject. You liked the idea of 

teaching ... And I wasn't interested in subject as much as working with these 

young people. 

Griffin: Yes, I was .. .I wasn't around a whole lot of young children, and I had only an 

older sister, and so, I really didn't have those experiences at all. I had Mother in 

an elementary school setting, and I think that the choice of field, at that 

particular time, was sort of a back-up choice, with the idea that the lab 

technician idea seemed to me a little rough .. .I didn't give it much of a chance. 

Let's just put it that way, but those were sort oflike models ofmy mother and 

father, more than it was the love of young children, though I adored them and 

loved what I did when I started. 

Spicola: Some of the people did say that because their mother was a teacher or their 

father was a teacher, that was one of the reasons they were interested in 

elementary so there were a few like that who were influenced by their parents. 

Griffin: Well, we had so many people at TWU, who had a lot of experiences with 

children ... Sunday School teacher ... volunteer efforts ... before they ever came 

into elementary education so we had a lot of comments that way. A lot of 

comments that way. 

Spicola: .. .I remember our department chair said he read it, and he thought it was a good 

study. 
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Griffin: I think when I went into the directorship of teacher education, when we started 

interviewing teachers, I think we added some data. We tried to expand that 

study, broader than just the teachers in our classes, but I can't remember how 

far we expanded it. 

Margaret Griffin and Rose Spicola continued the dialog about a second joint 

venture in research. This particular study involved senior citizens in the community 

traveling to one local school to read with elementary students. Here is their description of 

that study. 

Griffin: The school district appreciated that so much. We were out there at the new Lee 

Elementary School when it was built. . .It was built like a fantail, and the senior 

citizens got lost, but it was great! 

Spicola: They really enjoyed reading to the kids. 

Griffin: Yes, and the school district gave us a luncheon ... an appreciation luncheon 

afterwards. That was a fun study to do, and we tried to publish that one and got 

caught on the number's game, and I don't think we ever published that one. 

Griffin: [After being requested to explain the term, "number's game"] Didn't have 

enough numerical data to justify the results, or we organized it wrong .. .It's the 

statistical design at that time that we were having trouble with, and we may 

have presented numbers that we didn't have enough justification for. I've 

forgotten what the critique was on that. 
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Professional Writing 

The conversation continued with their thoughts about professional writing - the 

kinds of things they considered and their commitment to it. 

Spicola: Together we were able to do more writing. 

Griffin: Right. We got a lot published that way. 

Spicola: We noticed a lot of people do that with two or three people ... 

Griffin: ... Really, my writing .. .I never did learn to write for the journals very well. 

Let's just put it that way. 

Spicola: [Responding to what kinds of things she considered for writing] Most of the 

things we were doing, researching, and [things we] were interested in ... l guess 

we came up with ideas, and she [Griffin] would say, "Oh no, not again!" I was 

always the one who was pushing to get good ideas. She had gotten to the point 

where she was tired ofit, right? 

Griffin: Rose was always pushing the limit. 

Spicola: But you got tired. You had done a lot of writing, and you just were at the point 

where you wanted to do other things. 

Griffin: Well, I don't remember just exactly how that was, but it didn't matter what it 

was. I would tire out first. I don't care what it was ... Rose had the 

energy ... There is no doubt about that, but the collaborative writing was really 
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healthy for both ofus because that really keeps you going when you have 

someone to write with. 

Spicola: You did some stuff with Jongsma [Dr. Kathleen Jongsma]. I did some stuff with 

Carolyn [Dr. Carolyn Stephens]. 

Griffin: We worked with other people ... From the very beginning, I was interested in 

gathering anecdotal information and interested in the idea that there was 

something valuable that can occur with a student in your class. That was 

important to share in writing, nationwide or internationally, and I never saw 

why that would not be important, and I still feel that. I still feel that way, that 

those collections of information are valuable even with an n of one. 

Spicola: Well, of course, we found out later that a lot of these people who had published 

a lot had one class to teach, met and worked with students but maybe thirty 

minutes a week, and then the rest of the time, they had free time to do this, and 

they also had students helping them with the research. We just couldn't compete 

with those kinds of people in those big universities. That's just another world, 

right? 

Griffin: Right. What we did together we did ourselves and out of interest and very local, 

regional interests ... what was happening everyday, in the everyday life of a 

faculty member, but you had access to what you could accumulate and what you 

did. I can remember Dr. Clay saying, "Well, I didn't know how to write in any 
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of those journals, but I learned [italics added] how to write for those journals," 

and I have to admit that was never a high priority for me. 

Spicola: No, me either. 

Griffin: I never learned how to write for a certain journal. 

Spicola: We were more interested in the students. 

Griffin: Betty Carter even uses the appropriate kind of paper for the editor. She knows 

what kind of paper they like and what kind of font they like, and that's smart. 

One of our doctoral students, Darla Shannon, in one of our theories classes in 

Dallas was working on schema theory. One day she came up to us and said, 

"I've looked at all of The Reading Teachers, and they have absolutely no article 

on this, and I'm going to write one for them. She wrote that article as a doctoral 

student and got it published in The Reading Teacher. She had that sense of 

working toward that particular publication ... She is possibly the only student I 

know that truly began that so early. 

Spicola: Well, Anne Bullion-Mears did the same thing. She got in a lot of publications 

because she wrote for certain journals. 

Griffin: Yes, she was very good at it. 

Trends in Educational Research 

Drs. Griffin and Spicola commented on trends in educational research. They were 

specifically asked if they thought the trend in research is more accepting of qualitative 

research. 
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Griffin: Absolutely! 

Spicola: Absolutely, yes! 

Griffin: In fact, I really think that we were losing an enormous amount of information. 

When I came into reading, the psychological studies ... reading was in the 

laboratory with nonsense words. The first comprehension they would fool with 

was literal comprehension, and so I was educated in the diagnostic clinics, like 

on the Gray Oral Reading Paragraphs that were just pronunciation, and the 

pronunciation was an error. 

Spicola: Well, you remember what your dissertation was, and I remember what my 

dissertation was. They were numerical. 

Griffin: Yes, very much so, but with my dissertation, I used all non-parametric 

statistics ... I was asked to teach statistics at the University of Missouri before I 

left so it wasn't as if I didn't have the competence to be able to do 

this ... Everywhere you went there was this critique that didn't quite seem to give 

you room to be able to show what you wanted to show. There was a frame. 

Spicola: That's the kind of research they wanted. Mine was all correlations in my 

dissertation. 

Griffin: I never understood it until later that these frames are philosophical frames, and 

the frames are in the publishing, or per publication. 

Spicola: But it has changed a lot now. 
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Griffin: Oh, there is no doubt about it. And qualitative, we were so lucky at TWU ... We 

are finding out more information that is valuable to understand reading. 

Spicola: Who are some of the people who have led the way in this? 

Griffin: Shirley Brice Heath ... 

Spicola: That's one, but who were some of the other leaders? Well, the Goodmans, of 

course. 

Griffin: ... Jerry Harste and Carolyn Burke, I was working right there with them ... Marie 

Clay ... beautiful, statistical work and standardization of her own tests, her work 

in What Did I Write? was just with all of those pieces of writing ... She formed 

the patterns and figured out the principles, and there is nothing that has been 

done like that until this day ... I don't know who the big people in reading were 

that started the legitimacy of qualitative research ... I mean all of them were in 

the middle of analyzing reading behavior and then analyzing language behavior, 

and so all of those things had started in the early 1970s ... The thing that came 

was the different view of reading and how you get at it. It was always the 

question first, and the question required more than just the statistical, 

quantitative analysis. It required the narrative information to go along with it. 

Spicola: But it became okay to do this kind of research. Little by little by little. There are 

some journals that still will not accept any of this kind of research, right? 

Griffin: There are paradigms. There are still philosophical positions. The American 

Educational Research Association, depending upon the president, have added 

266 



and critiqued [various research paradigms], but they really originated as very, 

very experimental. We came up in experimental statistics. We came up in all 

parametric statistics. Those were all of our courses. I never had a course in 

qualitative research, and that is where Shirley Brice Heath helped so much on 

some of our first qualitative studies. Veriena Braune was one good example of 

the narrative of her work, and Shirley Brice Heath was the one who helped. I 

went to a conference where she was doing a workshop in Atlanta, and that is 

where I asked if she thought it [Dr. Braune's dissertation] was a worthwhile 

study. I had never directed one [ a narrative dissertation] before, and she was so 

helpful at that workshop. She gave me access and V eriena access to herself at 

Stanford [University]. Invited both ofus to Stanford, and she is the person who 

named every chapter in Veriena Braune's dissertation. She named them. She 

gave her the storm metaphor that gave her this whole metaphoric way to form 

her work into chapters and organize it. 

Spicola: And she's [Shirley Brice Heath] the one who began being invited to all of these 

reading conferences so you can see they were thirsty [italics added] for this kind 

of information. 

Spicola: When you go to conferences now, you see probably more qualitative than the 

other. 

Griffin: We've seen research not really going from quantitative to qualitative, but more 

the inclusion [italics added] of qualitative, and the acceptance of narrative. 
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Spicola: Right. And the acceptance of the kinds of things you are trying to do here. 

Griffin: But our early experiences were the exclusion of that. 

Spicola: It was just not there, really, and it began to change .. .I don't know how you can 

describe the teacher education program at FSU [Florida State University], but 

we didn't worry about a lot of statistical research, but it was there. It was in 

there, and my study happened to become one, too, but you were allowed to do 

other studies because it was in a philosophical kind of area, but I was not used 

to any of this. I didn't even know who Goodman was when I graduated. The 

Indiana people were introduced to me by you. 

Griffin: That [Indiana University] was one of the centers for reading ... They were 

changing their views, like the miscues ... the error, all of a sudden that [the 

notion of errors] completely disappeared. We are beginning to get ways at 

getting all of those things, and during my years in the profession, to think of 

how reading has grown to that. .. The field was growing, and the field grew very 

rapidly. If you weren't in with learning about the field as it grew, then you 

really were left behind because the field moved very, very quickly from this one 

word nonsense business, to this big complex understanding of comprehension, 

and you have to have all kinds of tools ... 

Maybe he [Goodman] did have an enormous amount to do with qualitative 

interpretation because one of the issues was how he measured comprehension, 

and ... in that reading miscue inventory, there was only one question asked when 
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a child finished reading. It was almost a descriptive statement, "Tell me about 

the story." Now the word about became very controversial. You say, "Tell me 

the story," or "Tell me about the story." In other words, you get two different 

things, but that's when they began to get this long statement, and how do you 

probe it? You probe it with, "Tell me more," and then what do you do with all 

of this stuff you have down there now that you are calling text understanding, 

where you have to organize it in some way. Well, here are categories and 

percentages and that kind of thing, and then all of a sudden people began to try 

to computerize it, ·and then they began to say what is on the page and what is off 

the page, and then you go into schema theory, and then you go ... 

Spicola: It really did change a lot of what was going on in reading ... When you were at 

Indiana though, you had people doing qualitative research. 

Griffin: That is what I've said, it was an education in itself, knowing all of those people. 

When I came into Indiana, they were doing all the evaluative research like Egon 

Guba had. I was evaluating my classes, and I produced and published some of 

that work. That was very, very important work to do - summative and formative 

evaluation of your courses .. .it opened the doors. There was plenty going on at 

Indiana, but still these major journals were interested in much more formalized 

data and much more data that was generalizable to larger populations. 

Their comments also focused on the philosophical position ofTWU regarding 

research conducted by students. The trends at the local level remained consistent with 
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those they had already discussed at the national level - a progression to the inclusion of 

qualitative. The two professors were always reluctant to put any particular frame on the 

research questions of their own students. 

Spicola: We had a mixture [of qualitative and quantitative research projects]. 

Griffin: I had a statistician on almost every single dissertation ... They were statistical, 

experimental studies. 

Spicola: Well, they wanted experimental studies, and that was fine. We didn't say, ''No," 

but anybody who wanted the other also got a "Yes." 

Griffin: Yes, but some of those were in the later years. I mean I never would have 

thought an autobiography could be done for a dissertation, and I was very 

doubtful that Veriena's could be a dissertation. I had to ask. 

Spicola: Yes and that's been pretty recent. [ August, 1988] .. .I think we had a little more 

freedom in early childhood education. 

Griffin: Well, when I wrote my dissertation, I was still with the consonant substitution 

going on there, but when I hit 1969 at Indiana, they were eons [italics added] 

ahead of that, and so that just confirmed [italics added] for me where I was 

headed. So by the time in 1974 when I came to TWU, we would never have 

done anything in isolation. Never done anything that wasn't contextual. Never 

done anything that didn't include comprehension. 

Spicola: We wouldn't, but there were some others who still would. 
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Griffin: Though our dean, Mike Wiebe, was very opposed to qualitative research ... he 

crune up in a very strong experimental design, taught statistics, special 

education background ... he was extremely willing to accept a different point of 

view if you had a good argument. So TWU never blocked that qualitative

quantitative, at least from reading .. .I was the one who was not educated in 

qualitative, nor were many of our students because our department of 

psychology at TWU is primarily experimental, and so, understanding the frrunes 

of what you are going to write into is very important, and there is so much more 

opportunity now in qualitative journals. 

Teacher Talk 

Public and Higher Education 

Another area of discussion centered on topics about teaching, including trends in 

public education and how they are conjoined with the trends of higher education. In 

addition, they discussed influences on children's learning, the priority of students in their 

lives, and thoughts about their tenure at Texas Woman's University. They began with 

dialogue about the relationship between public education and higher education. 

Griffin: The public schools have always been scrutinized more because they have to 

answer to the local public officials who are paying for them. The public is still 

paying a lot for higher education, but it is still held in high esteem so academic 

freedom protects the professor to do what they want to do. Well to me, and this 
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would be Texas now, for the first time since the 1980s with Ross Perot 

[ responsible for major refonns in the public schools] and this higher 

accountability for the children of Texas .. .it has taken from the early 1980s until 

now to infiltrate into the teacher certification program in the universities. For 

example, in the last four years the universities have been ranked. There is an 

acceptance and a rejection rate so I see a tightening up in the teacher 

certification courses, which can challenge academic freedom ultimately for the 

professor only because the accountability is so close to the loss of teacher 

education and the universities are based on whether your students can pass a test 

or not. 

Spicola: That's not in all the states at the college level. 

Griffin: No, I'm just saying that is one trend. 

Spicola: That's a trend that you're beginning to see, yes. 

Griffin: When you have the Council of Governors of the United States being on board 

with accountability, whether it's the subject of reading or other subjects, then it 

is more influential throughout the country than previously, and so there's this 

tightening up, which in tum affects everyone, and it started really with the 

public schools and the teachers of the public schools, and particularly in early 

education ... But I see this challenge of standardized testing going on in a lot of 

the major journals right now. 

Spicola: Oh, absolutely. But how do we get in there to change it? 
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Griffin: History repeats itself so maybe we'll go into a trend of more arts and music and 

openness ... How do we know what is going to be the tide that's going to bring 

us back into a broader interpretation of what education is? ... Textbooks were 

allotted to my classes, but I could do anything I wanted to do with them. 

Spicola: Well, I didn't even have to use them if I didn't want to. 

Griffin: I didn't either. 

Spicola: So, we had a lot of freedom. 

Influences on Learning 

As the two professors talked about trends in education, they included comments 

on what they consider to be factors that influence learning. These factors included 

technology, teachers' roles, testing, and a humanitarian view of education. They 

discussed how technology has altered the very definition of literacy, and that if pedagogy 

is primarily delivered through technology and rigid curriculum for the sake of pre

determined necessary test results, the importance of the teacher is reduced, and the 

essence of humanity may be greatly diminished. 

Spicola: We've got tremendous games and things for them to see and just think of what 

they can do now. 

Griffin: The computer ... 

Spicola: Oh, my goodness! They have computers and all. I don't even know how reading 

fits in anymore. I'm serious! Do they really have chances to read? Is reading 
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important anymore? They can get on computers and do everything in no time at 

all, and those games! They are very intricate ... My nephews have to show me 

how to play them. It is such a different world! 

Griffin: Well, there is a lot of reading on there. 

Spicola: Well, that is what I mean. Is that going to count for reading, or is reading in a 

school [on a printed page]? It has changed a lot. I don't even know how you can 

figure out how much a child can read. You can give them those tests, but I don't 

think they match what they are learning at home or on their computers. 

Griffin: Well, every generation thinks the last generation is better off than the present, 

but the textbooks are better. The amount of literature and exposure to literature 

and the options for all the different genres are better in the textbooks. 

Spicola: Do they have any time to read these things? . .. ! really don't know! ... Somebody 

needs to do some research on this. 

Griffin: The women that are in education have so many more options. They have gone 

to other positions, and so the teaching profession itself is having a problem with 

the quality of personnel. .. and I don't think you can mandate quality through test 

scores, nor can you mandate quality through the assumption that the curriculum 

will do it, not the teacher. I still think the teacher is a vital component in that 

elementary classroom. I think the more knowledgeable you are, the better 

teacher you are going to be, and the more specialized you are for problems, the 

better teacher you're going to be. We have a lot of things like that happening, 
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but we also are ending up with more and more complex problems, and we are 

still trying to do what we have always tried to do, and that is to educate 

everyone, which is the noblest of all. But we are hitting problems that are taking 

the quality that we don't have, and so I don't know ifwe are better off or worse 

off, or if the education is so much broader now that it doesn't matter. 

Spicola: I just know that those tests are failures at finding out what is really going on out 

there because they don't really look at all these various things. 

Griffin: Well, they have really tried to improve the test. It is just the question that you 

have to ask is "What is education?" and "Are we too narrow? Have we gone too 

narrow in terms of what we are considering education, which pretty well is 

mandated by the test score itself?" ... So I don't have a real answer to that, but 

education is a key. 

Spicola: No, I don't know that there is any way to get the information we need. 

Griffin: Technology is more sophisticated, and you need to be better trained to be able 

to handle society successfully now than you did years ago, and all of the menial 

jobs need more education than they did years ago, and so maybe we are going to 

be doing that in technical schools and in other schools or corporate schools. 

Someone is going to educate them for what they want them to do, but you have 

to undergird all of that with humanity ... There is a value of human life that deals 

with an educated person that is also of tolerance of difference that an educated 

person has. You know one of the greatest humanitarians at TWU happens to be 
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Wilkes Berry because he has this strong liberal arts background, but he has this 

humanity going straight through that comes out in the way he lives his daily 

life, with a very strong service component, and so you say now, "Where do we 

get the Wilkes Berrys? Where do we get the Martin Luther Kings? Where do we 

get the people who can make that kind of difference?", and "Where do we stop 

short ofbecoming who those nineteen became?" [On September 11, 2001, 

nineteen terrorists hijacked four commercial jets in the United States, killing 

thousands of people.] 

Spicola: Well, that is why I brought up the subject of Germany [In Chapter 6, Dr. 

Spicola talked about the implications having highly educated people without 

regard to humanity] with all of that education. 

Griffin: See, this is another example. We had brilliantly educated people who followed 

in the wrong path towards human destruction. I mean, how could [italics added] 

you do that? And so to me, if we are not everyday of our lives trying to model 

something beyond a good passing test score or the promotion or non-promotion 

of a leader, such as a principal based on a test score, where is he going to be 

when the building is falling down? ... You are getting into family values, but you 

also get it in instruction, if you are going to spend nearly twenty-one years of 

your life in education in the United States of America. Hopefully, when you 

come out, you are a citizen of the United States of America and the world! 

Spicola: That means more than just passing a test. 
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Griffin: That means more [italics added] than that, and so I don't know where those 

lines are drawn, but literature has an awful lot to do with it. 

Spicola: It is difficult knowing how we are progressing. We certainly have tremendous 

knowledge that we never had before. We still have a lot of people who can't 

read. We still have a lot of people who can't get jobs. We still have a society 

that has a lot of weaknesses so I don't know the answer. 

Griffin: That was one of the comments I was going to make a minute ago was the 

knowledge about reading is enormous now .. .I think we are better than we were 

before in higher education. I think we are better than we were before in public 

education, but we still have all of these holes ... but the quality of the personnel 

in higher education has not changed like the quality of the personnel in public 

education, to me ... Where we have changed has been the part-timers in student 

teaching [university supervisors]. Where we have changed is the quality of 

teacher education. As far as the academic subject of reading is concerned, I 

think we have become more sophisticated, but in terms of the implementation in 

the entire program in teacher education, I think that it has lost some of its 

quality. 

Spicola: Which I think is because of this accountability craziness. 

Griffin: The things that they are making them do, and the things that they are framing 

for them, they are losing the quality of teacher education at the university. 

Spicola: Teachers just can't teach the way they want to. 
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Griffin: It is almost as if the goal is to remove teacher education from higher education. 

Spicola: It's really true. 

Griffin: School districts want to teach their own. They want to make sure that they are 

acclimated into the environment that they want there. They are not sure about 

the quality that they are receiving, particularly in the professional education 

courses. They don't know if that's delivering to them anything that will help. 

They get a new teacher, and they feel they have to re-educate that new teacher 

for their own school system, and then you have to say, "Well, does the school 

system have knowledge enough to educate their own, or is this more of an 

accommodation to a particular point of view, and will they ever have other 

points of view?" I really do think teacher education has gotten a bad rap during 

the tenure that I have been at TWU because for thirty years, certification 

programs were not revised, and TWU had a magnificent teacher education 

program. We had a wonderful bilingual teacher education program, bringing in 

people from South Texas. They had created a little jewel, and everybody wanted 

their teachers. I mean, this was just the way it was, and they produced three or 

four hundred of them a year and had a lot of them in Texas. Then, they come up 

with the 1987 standards. Terrific to change curriculum. Put everybody through 

that, and then, three years later, they change it again. And that has been going 

on every two or three years. 

Spicola: Can you believe how many times we changed the curriculum? 
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Griffin: Other things that went into all of this were the Professional Development 

Centers. What they were saying was that the schools want this [more control 

over their own staff development], and the universities are going to be left out, 

and ifwe don't combine the schools and the universities so that [they] both have 

a part and they are both empowered ... [Then] we go in and work on this 

[Professional Development Center] six or seven years. It's gone! Spent millions 

on it, with computers and all this kind of stuff, and so here we are with this 

constant change for a system that was working with the schools very effectively 

in 1974. No one left alone the things that were working, and now it's worse off 

than it was before as far as the academic side of teacher education and its 

relationship to the schools. Now the schools may be better off. I don't know. 

Spicola: I can't see how they can be with the stress they are under to make As and Bs or 

to improve. 

Griffin: It's looking at these problems with the public school system and how they are 

trying to train teachers and what is happening with teachers throughout the 

country. That seems to me to be the issue, but there is no doubt that accessed 

information and the ability to read and write is larger than it has ever been. 

Now, whether we are getting the "Great Divide" again between those who can 

and those who cannot, I don't know because we've got to put an enormous 

amount of effort into the growing Hispanic population in Texas. We need to be 

ready to serve them well, and so I think those are still issues that we have 
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throughout the country. That access to computers - are we in the "Great Divide" 

with that? Are we talking about all of this accessing and half of our population 

doesn't have it? I don't know what the statistics are on that. 

Spicola: Well, the kids who don't have it, what are they going to do in school? 

Griffin: That's what I mean. In other words, is education better because we have that, or 

are we in the "Great Divide?" I don't have answers to that, but more than 

anything we need people more prepared than they ever were before, and so 

hopefully, we are moving in that direction. 

Spicola: What they are trying to do in Florida is when they find these D schools, they try 

to bring in all of this material, and I'm just wondering, who knows how to use 

it, and who is helping the kids learn. But if they really do that, then these kids 

do have a chance. Those are the kids who don't have those things at home. 

Griffin: There is an effort to try to teach every child. There is an effort going on that 

seems to me more than before. 

Spicola: If they do it. If they do it. 

Griffin: Even with Reading Recovery, I look at the effort being made throughout all the 

English speaking world right now, except for South Africa, to get these issues 

early so it looks to me like we are more sophisticated in our knowledge about 

what we need to do, just as we are doing in medicine. We are saving more lives 

in medicine, and we are saving more lives in education. You have to put a 

positive end to this, though the issues are still huge. 
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Spicola: Well, I can't go along with . . . "We are doing a better job" because there is so 

much more they need to know to do a better job. 

Griffin: That's what I'm saying. The question is out there, but the effort [italics added] 

seems to be there. 

Spicola: We'll see if they are actually going to change these schools by really giving 

them the things they need and the teachers they need. They aren't getting 

enough teachers to do anything. They have these teachers working part-time 

with kids on a one-to-one basis. Well, they've run out of money so that is the 

first thing they eliminate, the thing that was doing the best for these 

kids ... We're losing more and more teachers so I don't know how we are going 

to cure it. They can't ever get the number of teachers they need, especially in 

mathematics and science so they have people teaching who aren't qualified to 

teach .. .It costs money to teach the way we want to teach, and yet they say, it's 

not the money that makes the difference, but money is [italics added] important. 

Although Dr. Griffin and Dr. Spicola expressed their :frustration with current 

trends in education, they also expressed optimism. Likewise, frustration seems necessary 

to effect changes within the system, but optimism causes educators to persevere within 

that system while working toward change. 
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Students 

Students were the focal point of their lives, just as Dr. Spicola had declared 

earlier. Dr. Griffin will reiterate that idea later in this chapter. Students were the reason 

the scholarship of teaching remained a high priority for both Dr. Griffin and Dr. Spicola. 

Their talk about students clearly illustrates that significance. 

Griffin: I've always said this- teaching and service come first, and so the students have 

been my lifeblood, particularly the doctoral students. I don't know if I have said 

this before, but when I came from Indiana, I really didn't think TWU was big 

enough to have a doctoral program in reading. I really didn't think they needed 

one. 

Spicola: I remember you had doubts. 

Griffin: I was really :frightened about how we could deliver it without the research and 

support services and everything else that a big university like Indiana would 

have. 

Spicola: We surprised you, didn't we? 

Griffin: Right, and all those students later, it worked! It worked because TWU has a 

freedom for reachout, and too, this metroplex has the most dynamic people in it 

that you have ever seen in your life! 

Spicola: Oh, we had wonderful students! 

Specifically, they mentioned the first two reading doctoral students. 
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Griffin: Martha's [Martha Wood] was the first. You chaired Martha's [dissertation], but 

that was all on picture clues. Jan [Jan Teddlie] introduced us to anaphora and 

introduced us to cohesion analysis. I mean, we learned more from our students 

who were on the edge, and that is another thing we need to say because we sort 

of said it tangentially, but when we came in here ... Martha Wood and Jan 

Teddlie were very significant people. They had attended two IRA summer 

institutes and were very up to date. 

Spicola: They were way ahead ofus in some areas ... We were very proud of them. 

Griffin: So, they were right up there, and that also set the stage for where other students 

were going because they were models, too . .. They really had the field of reading 

at its edge, and that always pushed you forward. A doctoral student always 

pushes you forward, and so that's a mini-education in itself, if you allow that 

reach. That was great that we could allow that reach, and so they educated us a 

lot. 

Spicola: Of course! They are talking about the program. 

Griffin: From the time I came in this door here .. .I truly have seen expertise evolve in 

the teaching profession within reading within this metroplex. Just take Dallas, 

they know more about how to teach reading and writing to young kids than they 

ever [italics added] knew in 1974. Now, that's not because ofme, but that is 

because of the programs that have evolved and the opportunities that all of these 

school districts have given for professional development and their interest in 
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learning things that can help their kids. You can't say that things are worse. I 

don't see how you could say things are worse. 

Spicola: Well, they are worse in terms of what is happening with this accountability and 

the pressure ... We have some marvelous teachers in this area. Marvelous 

teachers, and they are being handicapped. 

One way they reached out to students was to make the courses more logistically 

accessible to them. Professors in the College of Education conducted classes in the 

metroplex area. 

Griffin: Well, one of the things that Billie and I have talked about is that you don't sit on 

your haunches and develop a program. You reach out, and we spent years 

driving to Dallas. 

Spicola: And I drove to Fort Worth. 

Griffin: Right. We would have never developed this program, sitting at TWU. Look 

what the traffic is now. People wouldn't come to TWU even when there was no 

traffic. The metroplex was centered around Dallas and that whole area in there, 

and the students would all come like a hub, and they would come better there 

than they would come to TWU so we went to them. 

Spicola: We had a lot of people [professors] traveling. 

They talked about two programs, The Right-to-Read Program and the Reading 

Recovery Program, that have contributed to high visibility for TWU. The Reading 
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Recovery Program has played a significant role in the reading program at Texas 

Woman's University since the late 1980s. Their conversation evolved into their thoughts 

about the reasons behind its impact upon the broader reading program as well as the 

university. 

The Reading Recovery Program 

Griffin: When you see three to five thousand at a [Reading Recovery] conference, how 

can you say that teachers don't want to learn? You cannot say that. . .Ifwe are 

going to talk about the reading program, all we have done, and I mean we in the 

broadest sense, we have [contributed to] their knowledge of how young children 

learn to read and write, and they have been bombarded over and over and over 

again, whether they are first grade teachers or whether they are administrators, 

or whether they are Reading Recovery teachers so I mean, there are bright 

spots. 

Spicola: Oh yes, I know that. I know there are bright spots. 

Griffin: And you can't not keep going along that route. 

Griffin: I think the professional development, the continuous training, and the obligation 

of that has definitely impacted this area [Reading Recovery]. New knowledge is 

coming every year, every year, every year, and they are into this cycle, and 

that's what you wish for all of education, that teacher education model, where 

no one ever stops in getting the latest and the most research~based knowledge 

they possibly can have to be able to bring to the task at hand, and when you see 
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the scope of it, it's huge. We definitely had an international reputation, but that 

was sort of waning. Our faculty were leaving, and then, Bang! We hit this [the 

Reading Recovery Program], and look what happened. It just sort of revived the 

reading program. It revived the doctoral program ... And then, we were able to 

attract more faculty because that name recognition was out there again. 

Spicola: I was here without you, but when you got here, things really started moving 

because then we were getting what you had gotten in Indiana, and I'm telling 

you, that was great stuff! ... And I read about Marie Clay, and I went and saw 

her, and we brought her here, but I wouldn't have done that without a mover 

and shaker .. .I was so glad when you came. 

Griffin: Nothing would have moved well without your keen interest ... With the systemic 

nature of that program [Reading Recovery], it will survive because it has a 

built-in system nature ... from the public school system to the administration to 

the university .. .It has this network ... There are safeguards built in for the 

continuation of that program that are much more solid than just the reading 

program by itself ... People are interested in the systemic nature of the design 

that Marie Clay put in. 

Spicola: That is just a marvelous [italics added] design. 

Griffin: From the teacher education standpoint, there is a study out of Stanford that says 

there is no program in this country that has lasted more than five years so this 

program in and of itself is worth studying in the United States, just for its 
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systemic nature, and she is just brilliant [italics added] to have built in these 

safeguards. She understands practice and the teacher and the school system of 

which the teacher has to be a part and understands what they need on the 

ground, running ... She has such respect for the teacher on the ground. 

Spicola: There's nothing like it. Marie herself said she was surprised that it lasted over 

ten years. She didn't know what was going to happen. 

Griffin: And you cannot say that university professors have had that same respect. They 

have not, and they have not shown that kind of respect in their development of 

programs. 

Spicola: When you talk about Right-to-Read, you don't have any of that [the systemic 

nature of Reading Recovery]. 

Griffin: Your job is to deliver [with Right-to-Read]. You are not bringing the public 

school along with you whatsoever. It is like a pop-in and pop-out, and that is 

what we've been criticized for. .. And she [Clay] is not changing one program in 

the classroom. We have possibly interfered with the classroom, but her design 

doesn't. It was set up to help these kids that are having so much trouble, but it is 

broader than that because the design of the teacher education model is such a 

good one that everybody is saying, "Hey, what's going on?" 

Spicola: That's what makes it different. 

Griffin: We need to take some lessons from that, and we have taken some at 

TWU ... Don't think that we [TWU] just got picked out of the blue, and don't 
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think Billie [Askew] just decided on her own. That Marie had her eye out. She 

picked her major research university [The Ohio State University], and she and 

Martha King picked Gay Pinnell, and then Texas had so many watchers. Well, 

she had had her association with us. We weren't the research university, but we 

were certainly a connection that was loyal to her philosophical position. Well, 

who is the leader around here? When Billie got up there [Ohio State 

University], they were ready to put her into the leadership position for Texas. 

That is the careful planning that Marie Clay does. She picks the expert, and so 

she's looking for expertise at every level. She had the confirmation from Gay 

and Carol [Lyons] of what Billie's talents were and respect for the reading 

doctoral program at TWU. 

The Right-to-Read Program 

An earlier program that brought visibility to the university was the Right-to-Read 

Program. It began in the early 1970s and required considerable time and attention :from 

the reading faculty at TWU. They talked about that program more specifically. 

Griffin: It was short-lived. 

Spicola: How can you go there one day and change a program? ... You were there with all 

of these people, and the next day you were gone!. . .I could see what was 

happening. That isn't the way to work with schools, you know. It was crazy. 
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Griffin: Well, I was at IU while Right-to-Read was going on, and that was very local. 

For example, I got called out to be a consultant, and I would go out and talk 

about reading to an individual school, and they would pay me as a consultant, 

and that was Right-to-Read money ... We never did any modules in Indiana. In 

Texas, it was a Texas project, and that started with Celestia Davis, who was 

Director of Reading in Austin, and so Texas decided on how they were going to 

do the plan ... So, the money was ·used in different ways, but the way Texas 

wanted to do it was for all of Texas. McFarland was able to convince Texas that 

TWU could be the training institute, and then you all decided on the training 

modules and built those modules, or Flora [Roebuck, a professor in the College 

ofEducation] did. 

Spicola: We did not. Flora did and her students ... I just went out and presented. We flew 

here. We flew there .... How did they ever think this was going to work? 

Griffin: Veriena [initiated the Right-to-Read program in one Texas school district] will 

say what it helped her do was to work with one child at a time ... not the 

objectives. 

Spicola: Well, not everybody did that. 

Griffin: It was the fact that it was individualized instruction, and they were trying to set 

up a program for every child, and it may have been the wrong or the right 

program, but that's what she said she learned out of it. It wasn't anything to do 
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with reading instruction. It was the fact that she was not focusing on groups 

anymore. She was focusing on an individual child. That's what she said! 

Spicola: Didn't work out that way ... She did what she wanted to do, and it worked, and 

who knows whether she followed that module. 

Griffin: Well, it's just like a good classroom will survive anything .. .It doesn't matter 

what program is in there. If you've got a good classroom going on, it can go on 

m numerous ways. 

Spicola: But in some kind of magical way, all of these kids are going to read on level. 

See, here we go! They are trying to tell us exactly how to teach reading. 

Griffin: Following those standards to a Tso they can match ExCET [Examination for 

the Certification of Educators in Texas]. The entire certification program has 

been redesigned. 

Spicola: Well, I know I would work it my way ... however I had to do it. 

Griffin: Well, whatever is on paper, a good teacher will do that. A knowledgeable 

teacher will handle any program and handle it well for the benefit of the 

children. That's the point! It's the teacher. 

Hope for the Future 

As the professors continued talking about educational issues, Dr. Griffin informed 

Dr. Spicola of an innovative early childhood project emerging on the university campus. 
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Griffin: There is something very exciting that is starting at TWU, and that is the Pioneer 

School. They have taken that Child Development Center, and Keith Swigger 

[Dean of the College of Education, TWU] is changing that into a Pioneer 

School. They are going to have parents pay for their children to enroll, like a lab 

school, and ultimately they hope to get maybe to grade two. They have three

and four-year olds over there, and they are going to be pulling an oral language 

and literacy course and a practicum over there ... They're reconceptualizing it, 

and so look what is getting ready to happen? They're going to have this mini

lab school. 

Spicola: Will the Child Development Center run it? 

Griffin: Yes, but they are going to have more of an academic program in there. It's 

different. You talk about early, but that's not half early enough. 

Spicola: Well, that's better than kindergarten. 

Griffin: Right. That's really getting in there. It's different. There's a strong family 

science program up at TWU. 

Spicola: You can see we still feel very strongly about education, even though we have 

retired. I guess I always will. 

Griffin: Of course, and the students. 

Administration at Texas Woman's University 

Rose Spicola and Margaret Griffin worked under several presidents and two 

interim presidents. Dr. Spicola had retired by the time Ann Stuart became president, and 

291 



Dr. Griffin retired shortly after Dr. Stuart's coming. They voiced their thoughts about the 

administrators under which they served. 

Spicola: Guinn [Dr. John Guinn, President 1950-1976] did whatever he wanted to do, 

and whatever he wanted to do, you did. 

Griffin: But it didn't interfere with your life as a professor, did it? 

Spicola: No. He liked my work. There was no problem there. 

Griffin: He liked professors. He wanted to pay them the highest he possibly could. He 

recruited the best ... And then, Huey [Dr. Mary Evelyn Blagg Huey, President 

1976-1986] was extremely community oriented ... very traditional. .. first 

female ... then Chater [Dr. Shirley Chater, President 1986-1993] was, to me, the 

bright light. Man, she was our president! I got one president that I fit with, and 

that was that Shirley Chater. 

Spicola: Oh, you did all right with the interim [Dr. Patricia Sullivan, Interim President 

1993-1994]. 

Griffin: I did fine with Pat Sullivan. See, Chater brought in Pat Sullivan, but Chater was 

the visionary. 

Spicola: Oh, she was something ... She went down there [to the Texas Legislature] and 

got them to leave TWU alone. They were about to merge us. 

Griffin: She empowered the faculty senate. They wrote their own rules. It took them 

seven years to do it. 

Spicola: She said, "I can write them in thirty days, but I think they need to do it." 
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Griffin: She really believed in the power of the people. 

Spicola: She had wine at the receptions. They had never had wine at the receptions. 

Griffin: She never had a receiving line. She was always mixing in with the crowds and 

everything. You know her California lifestyle, and so personable and 

sharp ... She was always right there on the campus in the University house, and 

then Sullivan really wanted to be President ofTWU. She was vice-president, 

very strong ... She is one talented lady, and it would have been wonderful to 

have kept her ... Surles [Dr. Carol Surles, President 1994-1999] continued 

support for our reading programs ... She was not here for long. 

Spicola: She was always nice to me. 

Griffin: Surles inherited the male coming into the undergraduate program, and she 

handled it well, but one of the issues with TWU is the fact that we are not a 

woman's university anymore, and they think that has something to do with our 

program. I don't. I think programs are built with the quality of faculty and the 

reputation of the faculty, period. They are not going to have a reading program 

if the faculty does not have a good reputation ... Surles did not interfere with our 

progress. We moved right on, and that has been very fortunate with all of the 

special project grants that Billie [Dr. Billie Askew] has gotten. Billie has made 

it into the sixth biennium, which is twelve years so that's going through every 

president that has been here, and Stuart [Dr. Ann Stuart, President, 1999-

present] just picked right up. 
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Spicola: What about Beverley [Byers-Pevitts, Interim President, 1999]? She was just 

interim for a short time, right? 

Griffin: Very short time, but Beverley was very supportive ... Our dean had her 

support ... Dr. Stuart got the down-sizing job. 

Spicola: She was brought in to down-size the university and to save money, mainly to 

save money. 

Griffin: Now the university has picked them [Department of Reading] as a Center for 

Excellence for the Future, one of three in the university. [As president, Dr. Ann 

Stuart has recognized the influence of the reading program at TWU and has 

assisted in increasing its visibility both locally and in the state.] She is for 

excellence. 

Longevity of Professors 

Rose Spicola remained a member of the facuhy at Texas Woman's University for 

thirty years, while Margaret Griffin was there twenty-five years. They made comments 

regarding tenure of professors. 

Griffin: It will be interesting to watch. They say the new faculty member coming out 

might move three or four times. We have had two moves, right? I mean, you 

had one move from your original university job, right? To TWU? 

Spicola: I was at the University of South Florida, remember, for two years? 

Griffin: So you have had two moves, and I have had one move. 
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Spicola: Well, I've had three in a sense. I have been at three colleges. 

Griffin: And I have been at two, but there will be more, they say, for the university 

professor of the future so I don't know what the future will hold with higher 

education. TWU is sort of entwined in a lot of loyalty to the school like you are 

to the university that you graduated from, and with the intensity of developing 

programs there, it will be interesting to see if that loyalty exists in the future or 

if you need it to develop good programs. I mean, programs come in and out, and 

if the faculty come in and out, it will be very difficult to build a program, if that 

is all there is to it because to me, you cannot develop a very strong doctoral 

program and have people coming in and out all of the time ... Many times, it is 

four to six years at a minimum for a doctoral student. Well, if you have a faculty 

member staying three [years], that is going to be very difficult for program 

development. 

Spicola: Yes, that's true, but these that are here sound like they are gong to be here 

awhile. 

Griffin: They really are so I don't know where that is going to happen in the future. 

They say that people are going to move more, but the program developers have 

not come and gone ... There's been a constancy. 
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Final thoughts 

As they ended their joint discussion, the topic returned to the central theme of 

their lives - relationships. Texas Woman's University has remained unique because of 

the personal attention given to colleagues and students. Rose Spicola and Margaret 

Griffin naturally matched their roles as professors with that same personal attention. 

Students and colleagues were the very essence of their being at the university. Their 

intent was achieved through their pedagogical expertise, their commitment to service, and 

their desire for research, not for self-aggrandizement, but for the sake of making a 

difference and for the sole purpose of their calling. 

Griffin: I think that relationships are critical, and I think that the individual relationship 

developed student by student was powerful in this; and until this day, I think 

you carry those relationships the rest of your life ... The way the program was set 

up, TWU gave everyone the opportunity to develop like they wanted. It had a 

very human touch, which I think it still has. I'm hoping it still has and won't 

lose that because people who come to TWU look for that personal touch a little 

bit more. 

Spicola: We used to invite them here to sit around this table and have discussions. I 

mean, we did all that with our students. 

Griffin: When you listen to their [students'] reflections, it's ''I met Marie Clay in your 

living room, and this is where she sat," and all of this contextual kind of stuff, 
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but that was just right up my alley, and it was right up Rose's alley. It was a 

style that was very, very comfortable to work with people and to work with 

them over a long period of time, and that wasn't a chore. It gave you energy, 

just like a child who is giving you the energy to come to teach the next day. 

That's really the bottom line of all of this. 

Spicola: The thing that got me was at USF, I was working with freshmen and 

sophomores. At Longwood College, they were all young, and here, we had 

people who had whole families who were coming back to school. .. They sat 

there and said, 'I don't know ifl can do this." Working with these women was 

just an amazing thing because they came from being away from school for 

years, and they were the best students we had in class. 

Griffin: Such a sophisticated group to work with. I do have to admit that I just 

absolutely adore working with the best students .. .I just love all that, and then 

being members of the committees. I was a member of almost every single one 

of Rose's doctoral committees, on the reading side, not the early childhood side. 

You know all those people, and when you hit the doctoral level, that's really 

one-on-one for several years, but we have the same thing at the undergraduate 

level and at the master's level. With the professional paper, you're one on one. I 

have said how strong that is that we have the individual practicum, and when I 

tell people that that was there when I came to TWU, they can't believe it. The 

original organization of this little undergraduate program was all out in the 
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field, and that is still going on until this day, and we had to fight tooth and 

toenail for them not to take it away :from us during the Professional 

Development Center years .. .lt's the mentorship of the professor with the 

teacher. 

Spicola: They wanted to take those away. We said, ''No!'' We wanted to be in there with 

them, watching them teach. 

Griffin: So it's this whole business of relationships -personal relationships in 

professional education. In other words, it's this goal together to do something 

for children at all levels, and we have always gone :from preschool through adult 

literacy in that program. We don't have a very strong adult component at the 

present time, but we have had in the past. 

Spicola: I think that is a good point. There was, and I think still is, that feeling. 

Griffin: I do think for the faculty who come here, it's the same thing. That is generative, 

and that is the contextual environment of TWU as well as program level 

environment. 

Program Builders to the Finish 

In 1999, the Department of Reading was formed. For many years, Margaret 

Griffin had desired to have the strength of the reading program recognized in such a way. 

Soon after she retired, that formation of that department became a reality. The two 
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professors ended their conversation together with thoughts about the Department of 

Reading. 

Spicola: You got your reading program finally. She wanted a reading program! She gets 

one, and she retires, but she worked hard to help get it, too. 

Griffin: Oh, let me tell you what. We met at Billie's, and all of the faculty would sit 

there, and we would set up our bullets, our arguments. We could only have like 

a page and a half 

Spicola: You showed me those, and you all did a wonderful job. 

Griffin: One thing that Billie brought in was she had been Director of Language Arts in 

a very [italics added] sophisticated school district, and she had to learn how to 

fight like whatever [italics added] to get her things, and she brought in this 

sophistication of how you communicate on paper and how you make your 

points clearly. She brought all of that knowledge, and she helped us out a lot, 

learning how to do that. Billie could separate the person from the job, and all of 

us would fall apart with all these things, and we couldn't get that separated, and 

she could get that separated out so clearly. 

Spicola: She had to fight those battles in that school district. 

Griffin: Right. She taught, and is still teaching people how to get their personal feelings 

out of this business and get the strategies down that can win. She said what 

people do not understand is how to get what they want, and Billie absolutely 

[italics added] is an expert at getting what she wants ... She worked with them 
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[reading faculty] a year, and they have their plan so, if that's not renewaL I 

don't know what is ... That is unbelievable renewal! 

The conversation between Margaret Griffin and Rose Spicola concluded, but the 

dialogue leaves a lingering illustration of a friendship steeped in common ideals and 

goals. Their individual achievements were significant, but the energy between them 

increased the effectiveness of the reading program at Texas Woman's University, and 

their thoughts, particularly in regard to educational trends, relationships, and scholarship 

are contemplative. 
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CHAPTERVII 

A LEGACY TO CONTINUE 

As noted in the "Review of Literature," publications are deficient in stories of 

those who have influenced the course of literacy instruction in America, particularly 

stories of women. In order for a legacy to continue, it is imperative to understand the 

prior paths taken by educators in their journeys of life. We who follow must understand 

the relationships of those before us. We must learn from the character qualities of our 

mentors. We must not only proclaim the contributions of our predecessors in the field, 

but also be encouraged to commit our own time, talents, and knowledge so that those 

who follow us will have a model of the scholarship of teaching, the scholarship of 

service, and the scholarship of research. We who follow must grasp that involvement of 

scholarship so that we may continue the contributions to program building of institutions 

or enhance the field in which we find ourselves, but most importantly so that we make a 

difference in the lives we touch. That difference will occur if we also answer the call with 

our lives. 

The voices of Rose Spicola and Margaret Griffin have chronicled the stories of 

their lives, and have illustrated the complexity and the completeness of those lives, both 

personally and professionally. Their early years, personal education, and higher education 

experiences, both prior to their years at Texas Woman's University and during their 
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tenure at the university, have been defined. The written stories reveal eras in their lives, 

but across those eras, the strands from early years to retirement, from personal to 

professional, and from familial to public entwine themselves to reveal the wholeness of 

the tapestry of their lives. 

The heart of their lives has been the creation and development of relationships. 

They have touched lives at every level of the academic echelon. As the listener 

repeatedly hears the importance of relationships through the telling of their stories, that 

listener may acknowledge certain characteristics about their lives that brought 

relationships to the forefront. 

Two intricate lives have been reviewed, and the threads of scholarship are 

noticeably woven throughout the fabric of their lives. Each life exemplifies the three 

areas of scholarship-teaching, service, and research, but the preponderance of the 

conversations prompted a dominant element to emerge in each one and then a third as 

their life together. These three scholarships as discussed by Dr. Griffin in her stories 

permitted the identification of the dominant quality for each life, singly and then jointly. 

The scholarship of service is the thread that runs prominently throughout 

Margaret Griffin's life, and the scholarship of teaching is the thread that marks Rose 

Spicola's life. A broader review of these tapestries focuses on their lives together as they 

intertwined at Texas Woman's University, and a third thread, the scholarship of research, 

distinctly emerges. 
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The Scholarship of Service 

Margaret Griffin's scholarship of service spanned the breadth of her life. From 

serving as coordinator for the childhood baseball games in her neighborhood to actively 

immersing herself at Texas Woman's University and within her civic community during 

retirement, the strand of service stands prominent in every era and facet of her life. This 

strand displayed itself during her early adult years. Margaret's interest in traveling abroad 

was to serve her mother, to send slides and detailed letters so that her mother might 

vicariously experience one of her own dreams. In graduate schooi Dr. Mildred Hart 

Bailey, her major professor, exuded such knowledge and competence, that Margaret 

sought opportunities the remainder of her career to return to serve her. Margaret Griffin 

then made a conscious choice at the University of Missouri regarding the particular area 

of reading to pursue for her dissertation research. She chose to follow Dr. A. Sterl 

Artley's suggestion because she knew that would serve a purpose for understanding 

William S. Gray's theory of reading more completely. During those three years of 

master's and doctoral work, her giving "two hundred percent" was not for her edification, 

but illustrated her work ethic of service. She realized her limits at Indiana after plunging 

into what constituted two fulltime jobs, working as a director in the TTT program and 

teaching graduate students. The motive behind the "super•human" performances seemed 

to foster competitiveness, and when Dr. Griffin recognized that, she explored other 

opportunities where service was honored and sought. 
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She felt compelled to inform prospective institutions of her priorities on teaching 

and service. Margaret articulately expressed the match she felt between herself and Texas 

Woman's University in that regard. She characterized the scholarship of teaching, but she 

exhibited that scholarship through her calling to serve. Teaching was the means in which 

she served others, and consequently, facilitated learning and leadership even in her 

students. Her effectiveness in the service of teaching enhanced programs and increased 

student enrollment in the College of Education at Texas Woman's University. Likewise, 

her university involvement and community efforts reiterated her ideology. "Others before 

self' was the motto in which Margaret Griffin defined the Rotary Club. She said, "Its 

goals are wonderful! It is service above self It fits me perfectly in terms of what I feel I 

like to do and the calling that I enjoy the most." She also observed that she is "a lead 

from behind person," and she confirmed that description throughout her life. Students, 

administrators, and colleagues within her own university as well as those within the 

Federation regarded her as a leader. 

Margaret Griffin excelled in being the "Go do" person. In her stories she 

described finding her fit. She discovered ways to contribute to research and its writings 

and presentations without demanding acclaim. Dr. Griffin's role was fundamentally 

important in TWU's gaining status with the Reading Recovery Program, and although 

she acknowledges playing a part of the process, she lauds others for that distinction. Her 

joy in life is derived from working behind the scenes to guarantee successful innovations. 

Her leadership from behind changed neighborhood interactions, initiated and enhanced 
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programs, and altered university policy. Margaret Griffin's sense of service became a 

cause for her leadership. 

The Scholarship of Teaching 

For Rose Spicola, the central thread that defined her life was the scholarship of 

teaching. Upon reflection, she observed that theme as well. She was "born to be a 

teacher." That call came early for her as she sat on her front steps, teaching her siblings, 

cousins, and neighborhood friends. That call resurfaced in her second year of college, 

changing her direction in life. She answered that call with her first job opportunity after 

college. She "fell in love with those kids," and they with her. Every principal supported 

and affirmed her response to the scholarship of teaching. She accepted the fourteen-year 

old "misfit" her first year. She learned to communicate with children of a different 

dialect. Her scholarship of teaching allowed her to truly effect changes in children's lives 

that administrators and parents appreciated. That scholarship continued into her years of 

teaching in higher education. She pioneered grants and programs in her experiences, but 

her stories centered on her students. Effectiveness as a teacher came naturally for Rose 

Spicola. She did not have to strive for that achievement. She just had that. Just as 

administrators had in her early years, college administrators then recognized the value of 

her role in the students' lives. Programs were enhanced and visibility for TWU increased 

because of her scholarship of teaching. 
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Rose Spicola's pioneer spirit led to the initiation of projects and programs. 

Although it was rare for a Sicilian woman to attend college at the time she went, she did 

not perceive her educational achievements as anything out of the ordinary. She forged 

new ground without deliberation, and consequently, rewards were conferred upon her as 

well as upon the beneficiaries of her efforts. She brought recognition to Longwood 

College by obtaining the first grant it had ever received. Then, an enticement for her 

coming to Texas Woman's University involved contributing to the creation of the 

doctoral program in reading and the master's and doctoral programs in early childhood 

education, and today, those programs continue to promote the exceptional qualities of the 

university. Her founding of the Fall Forum in Reading is a tradition that testifies to her 

pioneering legacy. The results of Rose Spicola's influence continue to thrive beyond her 

retirement. 

The Scholarship of Research 

Together, Margaret Griffin and Rose Spicola represent the scholarship of 

research. Their friendship began from an academic sharing of Marie Clay's research. Dr. 

Spicola quickly discovered that Margaret Griffin's knowledge of reading spanned a 

breadth with which she had not been acquainted, but then partnered with her to make the 

reading program at Texas Woman's University one which rose in the ranks of the 

esteemed profession. Not satisfied with the ordinary readings that had been used in 

reading classes, they sought original articles from the renowned in the field and included 
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their writings of their own research in campus-published documents. With Rose Spicola's 

broad knowledge of early childhood and Margaret Griffin's extensive knowledge of 

reading, the meshing of the two began a journey into the emerging area of early literacy. 

They fostered that journey into building a strong philosophical position on campus that 

paralleled the thoughts of the experts. Breadth of knowledge among all facets of literacy 

became necessary for incoming faculty members. 

They acknowledged that through their joint research they accomplished greater 

effectiveness, and their presentations at conferences throughout the world. Their writings 

in a number of journals publicized that synergistic research. Individually, neither aspired 

to devote comprehensive time to research, but as a unit, their projects and writings 

reflected their quest for knowledge in the field of reading. Drs. Griffin and Spicola 

maintained, and continue to maintain, a sense of inquiry that spans beyond standard 

research. 

Not only did they participate in research together, but they also promoted research 

among their students and facilitated that process. Their scholarship of research rose to 

recognizable heights with the union of their academic efforts. It was after Margaret 

Griffin's arrival at TWU that Martha Wood and Jan Teddlie incorporated the reading 

stance into their dissertations in the area of early childhood. These dissertations gained 

national recognition. Many other students' theses and dissertations have been shared 

annually at the National Reading Conference. 
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The Essence of Integrity 

In listening to their stories and reading the transcripts repeatedly, one strand 

notably authenticated the scholarship of their lives. Margaret Griffin and Rose Spicola 

characterized the very essence of integrity. It permeated their thought process, their 

spoken words, and their actions. It often seems that those with power manipulate the 

system and the people within the system in their effort to climb to a level of recognition, 

but each of these two professors was elevated to positions of influence and stature by 

living lives of integrity. 

They both lived in a time of childhood innocence where others were always 

included, be it neighborhood children or family members. From the beginnings of their 

careers, they remained true to the teaching of students, and both individually related how 

administrators ventured into their classrooms unannounced, then left with "sounds of 

learning" reverberating in their ears. The administrators repeatedly expressed amazement 

and appreciation. They obeyed the guidelines of the system, but they followed their 

convictions, and consequently experienced an academic freedom that is often unknown 

today. Students' parents, principals, college administrators, and adult students recognized 

the efforts of their integrity. 

Margaret Griffin and Rose Spicola saw their primary responsibility as 

accessibility to their students, and they were repeatedly honored for remaining true to 

their calling. Their integrity was fortified because neither sought competition and 

recognition, and although these were never their goals, others have envied the ease with 
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which they served. They stood tall next to the "greats" in reading - Marie Clay, Ken and 

Yetta Goodman, Jerome Harste, to name a few, but their calling was devoted to the lives 

of their students. They truly answered that calling with their own lives. 
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CHAPTER VIII 

THE RESEARCHER'S VOICE 

In traditional scientific research, there is often a clearly defined problem with the 

expectation of a solution (Booth, Colomb, & Williams, 1995). Even for qualitative 

studies, research questions often begin with the words how or what to give the sense of 

describing the phenomena (Glesne, 1999). Clandinin and Connelly (2000) state that 

"Narrative inquiries are always composed around a particular wonder, a research puzzle" 

(p. 124). Narrative inquiry extends the notion of a continual "re-searching" ofan inquiry. 

There is not a definable problem with an expected solution. Rather, it is a journey of 

reformulation of an inquiry. Narrative inquiry requests responses to questions such as 

"What is your narrative inquiry about?" or "What is the experience of interest to you as a 

narrative inquirer?" (Clandinin & Connelly, p. 124). 

Therefore, as stated in chapter one, the comprehensive task for this project was as 

follows: "An encompassing purpose guiding the oral histories was to represent the storied 

lives of these women through discovering the continuity and wholeness of their life 

experiences, as individuals, both personally and professionally, with an emphasis on their 

tenure at Texas Woman's University." This statement remained the central theme 

throughout the process. 
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The analysis of the data revealed the continuity of their life experiences. Their 

stories demanded to be written holistically, yet Margaret Griffin and Rose Spicola clearly 

stated the influences upon their lives, both individually and corporately. Most of their 

professional lives were devoted to the programs at Texas Woman's University, and the 

reader is left with a sense of the legacies left by these two women. Their influence 

crossed boundaries beyond the reading and early childhood programs. Their effect on 

Texas Woman's University was evident, and their loyalty and commitment to the 

university left an indelible mark. Their dedication to the field of literacy even reached 

beyond the university. Reading instructors across the nation and even abroad have heard 

the names Margaret Griffin and Rose Spicola. As a final point, the Denton community of 

which Dr. Spicola was a part of for so many years, and of which Dr. Griffin remains, has 

also benefited from their tireless service. 

The telling of the stories of Margaret Griffin and Rose Spicola fulfilled a need on 

several levels. It was established in the Review of Literature that the subjects of oral 

histories began with the very elite (Nevins, 1938), evolved to men from all walks of life 

(Moss, 1974), and lately to personalities within specialized fields (Cordier, 1992). Only 

recently (Padak et al., 2000; Robinson, R. D., 2002) has the field of literacy yielded to the 

importance of understanding the lives of the famous literacy experts, the ones who have 

molded theory and practice, and yet the stories of the lives of professors remain silent. 

The field is ripe for literature about the lives of women literacy educators: the 
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relationships of family, colleagues, and students, the paths they traveled in their journey 

as educators, and the contributions they made to the field of literacy. 

This project also contributed to the methodology of oral history. The review of 

several oral history dissertations (Bagley, 1991; Huels, 2001; Lang, 1984; Robinson, 

2000) revealed consistency with oral history methodology in the oral interviews and 

written transcripts. They differed, however, in their analysis, suggesting that there are not 

standard procedures for analysis. Certainly the literature offers varying opinions, 

depending upon whether traditional oral history methodology or feminist oral history 

methodology is embraced (Ives, 1995; Long, 1999; Minister, 1991). 

Until the 1990s, stories of women were written primarily by men using traditional 

methodology, but women writing about women has become more prevalent in recent 

years (Gluck & Patai, 1991). Projects such as this one, telling the stories of two women 

professors, have enhanced the literature on feminist methodology. They have revealed 

universal connections among women and have given greater understanding to the female 

culture. Using narrative inquiry as the basis for analysis also allowed freedom in writing 

the stories and was validated by feminist methodology (Munro, 1998). 

The oral histories of Margaret Griffin and Rose Spicola provide a significant 

component to the telling of the history of Texas Woman's University. There have been 

three publications (Bridges, 2001; Taylor, 1972; Thompson, 1982) to date on the history 

ofTWU, and yet, only the final writing (Bridges, 2001) renders any indepth insight into 

the people who have contributed to the development of the university. Those biographical 
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sketches were written primarily on each president. Many staff and faculty members have 

devoted their lives to the university, and their stories, if told, would contribute to the 

understanding of the local, national, and even international influence Texas Woman's 

University has achieved. 

Several challenges were encountered in the analysis and in the actual writing of 

the stories. The participants in an oral conversation rely on the context for much of the 

understanding. However, to only record verbatim the responses to questions leaves the 

reader with ambiguity and possibly lack of understanding. For example, referents for 

pronouns used in oral conversation are often implied and yet understood. In a written 

narrative, the writer must provide the context necessary for the understanding of the 

reader. This was accomplished by inserting explanations in brackets, or by providing 

paraphrases of the conversation. Other times, a transitioning paragraph from one topic to 

the other was added for cohesion and fluency. 

A problem encountered with the initial attempts at writing Margaret Griffin's 

story resulted from putting too much of my own voice in the writing, rather than allowing 

Dr. Griffin's voice to control the story. Although the researcher's point of view is 

difficult to isolate exclusively (Gluck & Patai, 1991), an awareness of the level of her 

voice in the project must be maintained. 

Conversely, when writing Rose Spicola's story, the researcher used Dr. Spicola's 

voice solely. That provided a disjointed telling, and her story became vague and her 

meaning unclear. Without the interview questions being included, which would also have 

313 



hindered the sense of a narrative, the story needed periodic explanations and transitions 

for clarity. These were added in appropriate places. 

The chapter from the joint interview posed a problem with layout. The intention 

was for both voices to be heard in telling the story together. Thus, to be written as a 

dialogue in a transcript seemed to be most feasible. Again, however, the conversation was 

interspersed with needed transitions and explanations. 

The introductory chapter to this project ended with a quotation from Lerner 

(1997). She described the significance of oral history in the following way: 

We live our lives; we tell our stories ... The past becomes part 

of our present and thereby part of our future. We act 

individually and collectively in a process over time which 

builds the human enterprise and tries to give it meaning. 

Being human means thinking and feeling; it means 

reflecting on the past and visioning into the future. 

We experience; we give voice to that experience; others 

reflect on it and give it new form. That new form, in its 

tum, influences and shapes the way next generations 

experience their lives. (p. 211) 

As this project concludes, the importance of sharing the stories of those who have 

mentored us is paramount. Those lives are not only a part of our past. Their influence is 

our present, and their legacy will become part of our future. It is hoped that the 

reflections of the experiences of Margaret Griffin and Rose Spicola will continue to 

shape our experiences and those of future generations. 
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and remedial procedures atthe junior high, secondary, college, 
and adult levels. Jpumal of Beading 14, pp. 126-134. 

Skeet, D., Griffin, M., Gallant, R, HIii, J., & Kondo, A. (1970, 
November). Indiana TIT Protect. YiftWPAIDta 8ulletln of 
the School of Education, Indiana University, Bloomington, 
Indiana, pp. 29-80. 

Griffin, M. (1970, October). Report from ERIC/CRIER: Diagnosis 
of reading disability at the Junior high, secondary, college 
and adult levels. ,lournal of Reading 14, pp. 37-48. 

Griffin, M. (1969). kteotib(ing uokpown words thmygh assocaUoo 
wUb known words· Cnnsgnant sybstjtytion as a tectm!Que In 
word ktentiflcsJion (Order No. 70-6579} Dissertation 
Abstracts International. 4272-A. 
Also Final Report, Project No. 9-F-029, United States 
Department of Health, Education, and Watfare, Office of 
Education, Bureau of Research. 

PAMPHU;TS· 

Griffin, M., & Eberty, D. (1972, Fall). YIS&Aal pmblems end [ft8dlng No. 4, 
Vision, National Reading Center, 1 ns Massachusetts Avenue, 
N.S. Washington, D.C., 20036. (A series commissioned by the 
National Reading Center to help Inform all citizens about reading 
Issues and to promote national functional literacy.) 

BEEEBENQEP IN· 

Concepts About Print In English and Other Languages by Marie M. Clay, 
Iba Beading Iaacbac (January, 1989), 268-278. 
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YIPEQS· 

Introduction to Reading Recovery Video, T.W.U. Video Program, 
(Fall, 1992). 

Questioning Dr. Marie Clay, Rotary International Video for District, 
(Fall, 1994). 

BE$EARCH GRANTS· $76,219.50 Amount 

Splcola, R., & Griffin, M. (1986-87). Stability and change In student 
reasons for entering the teaching profession. TWU 
Institutional Grant. 870.00 

Griffin, M., & Splcola, R. (1982-83, 1984-85). Developmental patterns 
of minority preschool chlldren's print awareness. TWU 
Institutional Grant 14,700.00 

By Teacher Center Members as a Group 
Texas Education Agency Teacher Training Program Chapter 

2Funds 
Denton Area Teacher Center-1982,83,84,85,86,87 8,741.50 
Denton Teacher Center •1983, 84, 85, 86 30,675.00 

Griffin, M. & Splcola, R (1980-82). Concomitant effects of senior 
citizen's reading to young children. TAIR Research Grant. 500.00 

Black, J., Griffin, M., & Splcola, R (1981-82). Teachers' concepts 
about written discourse: The Influence upon writing 
Instruction In the classroom. 2,000.00 
NTSU Reserch Grant 

Griffin, M. (1979·80). The effects of pictures on the reading 
comprehension of second graders. TWU Institutional 
Research Grant 3,933.00 

Griffin, M. (1978•79). The effects of pictures on the reading 
comprehension of first graders. TWU Institutional 
Research Grant 6,800.00 

Griffin, M. (19TT-TT). Evaluating college reading courses. 
TWU Institutional Research Grant 2,000.00 

Griffin, M. (1975•76). Evaluating college reading courses. 
TWU Institutional Research Grant 1,500.00 
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Griffin, M (1969). Identifying unknown words through knowledge 
of known words: Consonant substitution as a technique 
In word identification. Final Report, Project No. 9-F-029, 
United States Department of Health, Education, and Welfare. 
Office of Education, Bureau of Research. 5,000.00 

PBE$ENTAJ!ONS· 

Conducted over 70 presentations (25 papers) for Reading/Early Chlldhood 
conferences and school districts. 

Recent presentations Include: 

Performing and Relational Text : Invited Presentation by The Reading 
Recovery Conference Committee, Texas Woman's Unlversltyk 
Denton, Texas, November, 2000. 

Perfonnlng and Relational Text with Verlena Braune and Claudia Haag: Invited 
Presentation by The Reading Recovery Conference Committee, Texas 
Woman's University, Denton, Texas, October, 1999. 

Perfonning and Relational Text with Verlene Braune: Invited Presentation by 
the Reading Recovery Conference Committee, Texas Woman's 
University, Denton, Texas, November, 1998. 

Translation of Reading Recovery Materials Into Spanish: Denton Rotary 
Club Presentation, September, 1998. 

Jack and I: Invited Presentation by the Texas Council of Teachers of English 
based on award received In 1997. 33rd Convention. San Antonio, 
Texas, February 5, 1998. 

Show Rotary Cares About Literacy: Create and Support a Literacy Project. 
Invited presentation. Rotary District Assembly 179Q. Grapevine, Texas, 
May 10, 1997. 

Issues In Changing Classroom Practice: Invited Symposium by Marie Clay. 
41st International Reading Association Convention, New Orleans, 
Louisiana, April, 1996. 

Performing Text with Verlena Braune, Rose Splcola. 3rd, 4th, 5th, 6th, 7th 
Reading Recovery Conferences, Texas Woman's University, Dantoni 
Texas,October1993, 1994, 1995, 1996,1997. 

Powerful Teaching of At Risk Students. Invited Discussant. National Reading 
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Conference, San Antonio, Texas, December 1992. 

Classification Talk-Teacher Education. Rotary International, Denton, Texas. 
October, 1992. 

Roles of UnlversltlesJl..evels of Commitment. Reading Recovery Conference, 
Texas Woman's University, October, 1992. 

Creating Meaning Through Performing: Bringing Text Alive: Invited 
Resource Person. International Reading Association Convention, 
Orlando, Florida, May, 1992. 

Texas Teacher Education Issues. Invited presentation. Pl Lambda Theta 
Chapter, February, 1992. 

Perfonnlng Text with Veriena Braune, Rose Splcola, and Joyce McCauley. 2nd, 
3rd, 4th, 5th, and 6th Reading Recovery Conferences, Texas Woman's 
University, 1990-1996. 

Performing Text: Using Reader's Theatre, Choral Reading, and Informal 
Drama to Enhance and Augment Language Learning with 
Joyce McCauley and R Spicola, 36th International Reading Association 
Convention, Las Vegas, Nevada, May, 1991. 

Literacy for the 21st Centure: Where do we need to be In nine years? 
Invited member of Keynote Panel. Uteracy: Keys to a World of Learning. 
Second Annual Conference for Pre-K-12 Educators. Laredo, Texas. 
Laredo State University, March 21-23, 1991. 

Reading Recovery: A Training Site In Texas with B. Askew, 18th Texas 
State Councll of the International Reading Association, 1990. 

A Six Year View of Why Women Students Want to Become Teachers with 
R Splcola and T. Tantlwong. American Educaltonal Research 
Association, San Francisco, 1989. 

PB0EE$$10NAL MEM6E8$HIP$ AND AfflUATIONS AND 0EEIQE$ HELP· 

Member Board of Directors 
Reading Recovery Council of North America 1994-97 

Nominating Committee 1994-97 
Finance Committee 1996-97 
Membership Subcommittee 1996-97 
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Member 

Ethics Ad Hoc Committee 1996-97 

Rotary Club International 
Chair - World Community Service Committee 
Co-Chair-Holiday Children's Books 
District Rotary-Literacy Coordinator 

1991+ 
1993-99 
1996-97 
1997-98 

International Reading Association 1969+ 

Member 
Member 
Chairman 
Member 

Member 
Member 
Chairman 
Member 
Member 

Natlaoaf 

Institution al 
Rep. 
Member 
Member 
Member 
Member 

Member 
Member 
Member 

Member 
Member 

Non-active 
member 

Slat&:. 

Member 

Program Subcommittee 1992-1994 
Teacher Education and Teacher Effectiveness Committee 1984 
Teacher Education Committee 1983-1984 
Literacy Development for the Young Child 
Special Interest Group 
Language Experience Special Group 
Psycholinguistic/Soclollngulstlc Group 
NIia Banton Smith Award Committee 
Nila Banton Smith Award Committee 
Committee on Evaluation of Tests 

Am. Assoc. of Colleges for Teacher Education 
Am. Assoc. of University Women 
Am. Educational Research Association 
College Reading Association 
Delta Kappa Gamma 
Chair, Research Committee, Iota Chapter 
National Council of Teachers of English 
Pl Lambda Theta 
Phi Delta Kappa 
Nominating Committee 
Nominating Committee 
Phi Delta Gamma 
Phi Kappa Phi 
Secretary 

Alpha Lambda Delta, Pl Gamma Mu, Kappa Delta Pl 
Mu Sigma Rho, Mortar Board 

Research Special Interest Group, Texas IRA 
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1982+ 
1979-1982 
1978-1980 
1980-1982 
1977-1980 
1972-1973 

1981+ 
1975+ 
1987+ 
1973-1980 
1970+ 
1978-1980 
1970+ 
1969+ 
1974+ 
78-79, 87-88 
1995 
1980-1984 
1981+ 
1989-1990 

1985+ 



Member 
Member 
Member 
Member 
Member 
Member 

Advisor 
Board 
Member 
Advisory 
Board 
Member 
Member 

Member 

Member 

International Reading Association 
Texas Association for the Improvement of Reading 
Texas Association of Professors of Reading 
Texas Association of Colleges Teachers 
Texas Association for Teacher Education 
Texas Cooperative Teacher Center Network 
Nominating Committee 

Nelson Center 
lWU Rdg./Blllngual Alumnae Assoc. 

Delta Sigma Theta Sorority, TWU 
Denton Uteracy Council 
North Texas International Reading Association 
Chairman, Publications Committee 
Newsletter Editor 
Denton International Reading Association 
Treasurer 
lWU Alumnae Association 

Student Products Cgmpleted 

Dissertations Directed and Completed- 33 

1974+ 
1974-90 
1974+ 
1974+ 
1981-94 
1985-94 
1988 

1999+ 
1997+ 

1988 
1988-89 
1975+ 
19n-1919 
1977-1979 
1974-94 
1981-1989 
1985+ 

Students Include Ors. Linda Allen, Billie Askew, Nan Bookout, Charlotte 
Boger, Nancy Bovey, Verlene Braune, Ann Bullion-Mears, Nancy Burris, 
Melinda Crenwelge, Marlon Dokes, Mary Dykes, Janet Elder, Paula 
Grlnnen, Claudia Haag, Geraldine Haggard, Pat Hardy, Mickey Hart, 
Suzanne Hoskins, Judith Kelly, Maya Lagbara, Deurelle McAfee, Anne 
McKlmmey, Laura Montgomery, Veronica Pasternak, Carolyn Price, 
Erlinda Reyes, Mary Robbins, Darla Shannon, Alex Schilpp, Tlpamas 
Tantlwong, Carol Wickstrom, Ida WIiey, and Slrlporn Wongkhan. 

Theses Directed - 15+ 

Professional Papers 
Directed -105+ 

Developed a proposal for the America Reads Project with Mrs. Claud la 
Haag, 1997-1998. 
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Initiator with support from the members of the Reading Committee In requesting 
Texas Woman's University to offer an honorary professorship of reading 
to Dr. Marie M. Clay. This was completed in the Spring of 1998. 

Assisted Dr. BIiiie Askew In developlng the proposals to request Dr. Marie Clay, 
Auckland, New zealand, as a distinguished professor to TWU, Spring 
and Fall, 1994. 

Wrote the Department of Reading and Billngual Education Promotion and 
Tenure Document approved by the Graduate School, 1993. 

Wrote the Southern Association Report for the Reading Program, 1991. 

Wrote the Doctoral Self Study for the North Texas Area Reading Federation 
Committee, 1991. 

Wrote the Initial proposal to request Reading Recovery teacher (1988) and 
teacher leader training program (1989) for TWU. 

Recommended adjunct professors and the program schedules for Reading 
each semester• 1988+ 

Assisted In the development of the courses for Reading Recovery teacher 
and Teacher Leader Program which were Incorporated Into the 
Master's and doctoral degree programs In reading. (1988-1996+). 

Requested two new positions for Reading Recovery Incorporated Into the 
Reading Program (Director and Assistant Director of Reading 
Recovery)-1988 

Instrumental In bringing Dr. Marie Clay, Auckland, New Zealand, to a faculty 
development and doctoral seminar on the research In Reading 
Recovery, a program for at-risk six year olds, 1988. 

Organized tenth-year seminar for five returning doctoral students, TWU, 
Summer, 1988. Initiated first Occasional Paper In Reading, TWU. 

Instrumental In bringing Dr. Shirley Brloe Heath, MacArthur Fellow, Stanford 
University, to conduct faculty and doctoral student seminars as well as 
one week Institute on ethnography, 1984. 

Developed Writing Institute, Summer, 1981 
Dr. Jerome Harste (Indiana University) 

Developed first Comprehension Institute with a distinguished team of lecturers, 
Summer, 1980 
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Ors. Pat and Jim Cunningham (Wake Forest Univ. and Univ. of North 
Carolina) 

Leedetsblp lo Ieeobftr ec:tuceU00 

Recommended Reading Recovery Teacher Leaders and other adjuncts 
to assist In our undergraduate and graduate reading programs. 

Directed approval of all 71 certification programs by the Texas Education 
Agency and Texas Higher Education Coordinating Board under 1987 
standards, 1990. 

Directed approval of all 78 certification programs by the Texas Education 
Agency under 1984 standards, 1988. 

Developed computer program for certification and entrance Into teacher 
education, 1983. 

Activated and guided major committees within the Teacher Education 
Council, the governing body for teacher education. These Included 
the Recognition Committee, Curriculum Committee, Selection 
Committee, and Jamison Committee. (1981-89) 

Activated the Denton Area Teacher Center (1981 ). 

Backyard Advisory Board Pl 10111¥ Eolglsb L.anguoge ArJa end Reeding 
StaQdaa;ts In Iexas (Taxes enantlat Knowledge and skms-IEKS)-
1996-1997 

Editorial Review Board, Literacy Iaacblng 100 Leaming (new journal )1994-99 
Editorial Advisory Board, Reqdmg Ed•waUon lo Texas 1988-90, 1992 
Edltorical Board, Balding P&)'cbalggy 1987-00 
Editorial Advisor, Reading Psycbalggy 1979-87 
Co-Editor, lndlana Residing Ouertftd¥ 1973-74 

EYafuatar 

ERIC/RCS (Reading and Communication Skills) 1975-1989. 

Oao&ufting 

As Site Coordinator for Reading Recovery in Texas and Texas Woman's 
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University, I assist In problem solving numerous university Issues In 
the Implementation of Reading Recovery at the reading program level. 

Conducted numerous workshops for public schools In the surrounding area 
Including Arlington ISD, Blrdvllle, carrollton-Farmers Branch, Dallas, Denton 
Center, R Worth, Grand Prairie, Irving, Plano, Region IX and XI 
Education Service Centers, and Weatherford. 

Un(Yerstty Service 

Vice Chair, Dean's Search Committee, College of Education and Human 
Ecology, 1999-2000. 

Member, Centennial Committee, 1998+ 

Member, Committee on Campus Climate and Community, 1995+ 
Member - lntercultural Advisory Board 
Member - Human Relations Subcommittee 

Member, Promotion and Tenure Committee, Department of Perfonnlng Arts, 
1995-1996 

Member, Search Committee for the Vice President of Academic Affairs, 1994-
1995 

Member, Search Committee, Reading Faculty, University of North Texas, 
1994-1995,1995-1996,1997-1998 

Chair, Initial University Review Committee, 1993-1995 

Chair, Multicultural and Minority Affairs Committee, 1992-1994 

Member, University Review Committee, 1992+ 

Member, Promotion and Tenure Committee, School of Library and 
Information Studies, 1992-1993, 1997-1998 

Co-Chair, Faculty Qualification Committee, SACS (Southern Association of 
Colleges and Schools) Evaluation Team, 1991-1992 

Member, Dean's Search Committee, Library and Information Studies, 1990-
1991, 1991-1992 

Chair, TWU General Scholarship Committee, 1989-91 

Member, lWU General Scholarshtp Commltlee, 1985+ 
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Chair, Teacher Education Council, 1981-1989 

Member, Teacher Education Council, 1981+ 
Chair, Federation of North Texas Area Universities Reading Committee, 1990-

91, 1998-99 
Member, Federation Reading Committee, 197 4-1999 
Member, Search Committee, Assistant Professor, Dept. of Klneslology, 1988. 
Chair, Purpose Committee, Southern Association for Colleges and Schools 

for Reaccredltatlon of lWU, 1981-1983. 

Initiated and installed with Dr. Rose Splcola the first Texas Woman's University 
alumnl chapter In Bangkok, Thailand, 1989. 

eonege at Education Committees (Selected) 

Member, Administrative Council, Spring, 1999 
Member, Coordinating Council, 1998-1999 
Member, College Peer Review Committee, 1995-1996 
Member, Promotion and Tenure Committee, Department of Earty Childhood 

and Special Education, 1995-1996, 1997-1998 
Member, Field Experience Subcommittee, Professional Education Grant, 

1992-1993 
Administrative Council, 1981-1989, 1991 
Chair, College Resources Committee, 1990-1991 
Chair, Search Committee for Reading Faculty Members, 1982, 1989, 1990, 

1991,1997 
Member, Search Committee for Reading Faculty Members, 1998, 1999, 2000 
Chair, Spring Symposia In Teacher Education, 1983, 1984 
Co-Director, NCATE and TEA Evaluation Teams 1979-80, 1980-81 

Interim Reports, TEA - 1983, NCATE - 1986 

Department Committees (Selected) 

Advisor - Reading Program 1999-2000 
Member, Promotion and Tenure Committee 1998-1999, 1999-2000 
Chair, Promotion and Tenure Committee (Initial) 1992-1997 
Chair, Scholarship Committee, 1995+ 
Member, The Reading Committee, 1974+, Chair, 1990, 1992, 1993 
Member, Search Committee to Select a Department Chairman, 1977 
Member, Fall Forum In Reading Committee, 1974+ 

Chair, 1978 
Co-Chair, 1989 
Co-Chair, 1995 

Mentor-new faculty, new adjuncts, newGTAs 1988+ 
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0Ef:CAMPll$ QRGANJZAilQNS· 

American Education Research Association 
American Association of University Women 
Am. Association of Colleges for Teacher Ed. 
Conference on English Education 
Delta Kappa Gamma 
International Reading Association 

Member 
Member 
Institutional Rep 
Honorary 
Honorary 
Member 

National Conf. on Research In English Honorary 
National Reading Conference Member 
Phi Delta Kappa Honorary 
Rotary International-Denton Honorary 

District Literacy Coordinator (1997-1998) 
Texas Association of College Teachers Member 

COMMUNITY SERVICE: 

Denton League of Women Voters 
Denton Historical Society 
Greater Denton Arts Council 
Friends of the TWU Library 
Ft Worth Opera Association 
Fulwiler Lectureship 
Obadiah Knight Elementary School 

Literacy Program - Dallas, TX. 
Pioneer Club 
Rotary International 
Joyce Thompson Lectureship 
TWU Alumnae Association 
TWU Denton Alumnae Association 
Women in the Arts (Washington, D.C.) 
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National 
Local 
National 
International 
International 
Local/State 
lntematlonal 
National 
National 
National 
International 

State 



APPENDIXB 

Dr. Rose Spicola's Vita 
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PROFESSIONAL VITA 

Rose F. Splcola 

MCL 5101, College of Education 
and Human Ecology 

Department of Reading and Bilingual 
Education 

Box23029 
Denton, Texas 76204 
817-898-2230 

TERMINAL DEGREE: 
RESEARCH SPECIAL TY: 
STATUS: 

EP\JCATIQN• 

PH.D .. Florida State University, 1980 
Early Reading. 
Modified Retirement 

PH.D., major In teacher education, foundations of education, currlculum, 
reading and language arts, Florlday State University, 
Tallahassee, Florida, 196(). 

M.A., major In elementary educatglon and early chlldhood education, 
supervision and administration, reading and language arts, 

Florida State University, Tallahassee, Florida, 1953. 

B.A., major In psychology, minor In pre-school education, Tulane 
University, New Orleans, Louisiana 1949. 
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APMIHl$IBAI10N ANO LEAPEB$HIP EXPEBIENCE• 

Chairman, ad Interim. Department of Curriculum and lnatructlon, 1982-83 

Chalnnan, Programs, Early Childhood Advisory Council, Federation of 
North Texas Area Universities, 1978-79. 

Chairman, Early Childhood Advisory Council, Federation of North Texas 
Area Universities, 1974-75. 

Chairman, Reading Committee, Department of CUrrlculum and Instruction, 
1974-75, 1981. Leader In organizing doctoral degree program In 
reading. 

Director, TEK Institute, Texas Woman's University, Summer, 1970. 

Director, EDPA Institute, Texas Woman's University, Summer, 1969. 

Supervisor, Bilingual Education Program, Ft. Worth Public Schools, Texas, 
1969-1970. 

Chalnnan, Department of Education, Cuttlngton College, Liberia, Africa, 
1967-68. 

Chairman, Kindergarten Committee, Texas Woman's University, 1966-67, 
1968-70. 

Director, NDEA Institute, Longwood College, Farmville, Virginia, Summer, 1966. 

Director of Reading Laboratory, Longwood College, Farmville, Virginia, 1963-66. 

Director of Reading Clinic, University of South Florida, Tampa, Rorlda, 1960-62 

Elementary and Secondary Reading Consultant, Psychometric Tester, Bay County 
Schools, Panama City, Florida, 1957-60. 
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TEACHING EXPEBIENCE· 

Comaro Professor Emeritus, Texas Woman's University, 1986-1991 

Prof88SOI' of Education, Texas Woman's University, 1973-1991. 

Associate Professor of Education, Texas Woman's University, 1966-1973. 

Courses: (undergraduate and graduate) Language Arts, Reading, 
Curriculum and Instruction, Education of Disadvantaged, 
Early Childhood Education, Supervision of Student Teachers 
and Bilingual Education, Foundations of Reading. 

Director: doctoral and master's research studies In early childhood 
education and reading. 

Assistant Professor of Education, Longwood College, 1962-1966. 

Courses: Language Arts, Reading Curriculum and Instruction, Super lslon 
of Student Teachers. 

Assistant Professor of Basic StUdles, UnlversHy of South Florida, 1960-1962. 

Courses: English and Developmental Reading 

Visiting Professor, Ferris Institute, Big Rapids, Michigan, Summer, 1961. 

Teaching high school students study skills In preparation for college. 

Graduate Teaching Assistant, Florida State University, 1956-1957. 

Public School Teacher, primary and Intermediate grades, HIiisborough County, 
Bay County, Calhoun County, Florida, 1946-56. 

PJHEB PBPFfSSIQNAL ExeEBIENCE· 

Member of State Review Panel for Exemplary Programs (USOE School Recognition 
Programs), 1991 

Member, Reading/Language In Early Childhood Committee of the lntematlonal 
Reading Association, 1991-1992 

Chair, Intellectual Freedom Committee of Texas Council of the International Reading 
Association, 1987. 

347 



Participant, Wortd Congress on Reading, Hong Kong, China, 1983. 

Research Associate, to conduct research on life of Alice C. Dewey, 1983. 

Coordinator and Instructor In lntematlonal course to New Zealand and Australia, 1982 

Member of Governor's Commission for Study of Certification of Kindergarten 
Teachers, 

Texas, 1974. 

Participant, IT A Conference, London, England. Linguistic Awareness Conference, 
University of Victoria, Canada. 

Learning Speclallst and Consultant of Associate Psychological Services, Tampa, 
Florida. 

Counselor, Department of Student Affairs, University of South Florida. 

Founder and Coordinator of Rrst Fall Forum in Reading, Texas Woman's University, 
1966. 

Coordinator of Arst and Second Early Childhood Leadership Conference, Texas 
Woman's University, 1972, 1973. 

Consultant and Lecturer to: Regional Service Centers, Public School Systems, 
Parent Groups, Textbook Publishers, Church organizations, and State, 
Regional, and National Conferences 

Sample of Topics 
Emerging Literacy 
Self concept Theory of Teachers 
Piagetlan Development of African Children 
Role of Higher Education In Teacher Training 
Basic Issues In Early Childhood Education 
The Aris In Reading 

Chief Researcher, four-year grant to Investigate Science leamlng of young chlldren, 
TWU; two--year study to Investigate early reading skills of Kindergarten 
children; two-year validation study on performance based Instruction in 
teacher education; 4 year study of minority children's concepts about print; 
study of reasons for entering teaching profession. 

- -·· ·• •· ··----·-----.... 
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MEMBEBSHJps· 

International Reading Assocation, American Childhood Education International, 
Texas Association for Education of Young Children, American Association 
of University Women, Southern Association for Children Under Six, National 
Association for EducaHon of Young Children, North Texas Council of the 
International Reading Association, Texas Association for Child Development, 
Texas State Council for Reading, Denton International Reading Association. 

AWARQS AND BECQGNmoN· 

Professor Emeritus of Education, 1990 
Commencement Speaker, TWU, 1989 
Comaro Professor, Texas Woman's University, 1986 
Faculty Research Award, 1983 
North Texas Federation Award, 1983 
Phi Delta Kappa 
Fulbright Lecturer In Education, Uberla, West Africa, 1967 
Graduate Fellowship, Florida State University, Teacher Education Program, 

. 1957 

WRmNGS· 

__ -Spicola, R., M. Griffin & C. Stephens. (1991) Motivating Reluctant Readers 
Through Literature. In Beading Education In IftXa5 6 , pp. 41-48. 

Griffin, M. and R Splcola. (1990) Literature and Reading: The Teacher as 
Decision Maker, In Beading Education lo Iuas 5, pp. 33-42. 

Splcola, Rand C. Stephens. (1989) Intellectual Freedom: The Censorship 
War Continues, Texas State IRA Councll Newsletter 

___ Splcola, R. and C. Stephens. (1989) Wagon Train. Beading Edm;;atJoo in 
Iuu...4,p.81. 

Splcola, R and M. Griffin. (1989) Whole Language Teaching: Making 
Communication Real. In Boectlng Educpon Iuas, 4, pp. 1-6. 

Splcola, R and M. Griffin. (1987). What happens when kindergarten 
children write? In Beading Education lo Taxes 3, pp. 53-58. 

Griffin, M., Shannon, D., Spicola, R. and Reyes, E. (1987). Developmental 
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patterns of minority children's print awareness: A two year study. 
Research summary In Research sod Language (RAL)-a quarterly 
research communication, United Scholastic Services, 4, (2), p. 7. 

Shann9n, D., Splcola, R & M. Griffin. (1986) Three Minority Groups: How 
Parents Support Children's Literacy Efforts in School. JQYC. 
Newsletter 4 (2}. 

Splcola, R (1986) The Son of an Italian Tells of Boyhood In Ybor City. 
· The Sunland Jdbune Joumal of the Tampa Historical Society, 

12, November, pp. 21-24. 

Shannon, D., M. Griffin, and R Spicola (1986). Three minority groups: 
How parents support their children's literacy efforts In school. In 
Reeding Ectucation lo Iexas 2, pp. 11-21. 

Griffin, M., Splcola, R, & Banks, A. (1985, January). How to involve 
senior citizens in your reading program. Reading aloud to low 
literacy children. ERICJBCS 

__ Splcola, R. and Griffin, M. (1985, July 26). The minority chlld: Strategies 
for literacy development ERIC/1..,anguage end Linguistic& 
ED255042. 

Black, J., Griffin, M., Splcola, R., & Lazarus, P. (1985, August23). Teachers 
teach their teacher: Implications for facllttating professional growth. 
ERl~CS. ED 255 916. 

GrHfln, M., & Splcola, R (1985, Fall). Using Instructional time (HB246) 
creatively In the language arts. In Beading Education lo Texas 
Gentile, L and N. Burris, Eds., 1. 

Splcola, R (1985). Ille Splcala Story Jbe Life of QJadle Splcale Axelrod 
· Publishing Company of Tampa. Ybor City, Tampa, Florida. 

Spicola, R (1983) AHc;e Chapman Pewft¥ Texas Woman's University Press, 
Denton, Texas. 

Spicola, R, Cintron, C. (1982). Four Hispanic Groups: Oral and Social 
Traditions, Education and Play, EBIC. 22687. 

Griffin, M, & Splcola, R (1982 Summer). Strategies for Involving children In 
writing and reading. ERIC,IRCS 

__ ,_pay, K., Day, H.D., Spk:ola, R. & Griffin, M. (1981, March 1). Toed development 
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of orthographic linguistic awareness in kindergarten children and the 
relationships of this awareness to later reading achievement Beading 
Psycbolggv 2, pp. 76-87. 

Splcola, Rand Griffin, M. (1981, March) Review of Don Holdaway. The 
foundation of literacy. Toronto, Canada: Ashton Scholastic, 1979. 
In Readjng f>sxchglggy 2, No. 2, p. 117. 

Splcola, R (1980) Self Concept In Reading. In Beading· EYeluative 
Ieacbtng Griffin and Jongsma (Eds.), Ginn Custom Publishing. 

Splcola, R (1980) Setting the Tone. In Guiding Young ChHdren's Leaming 
Chapter 15. S. Lundsteen and N; Tarrow (Eds.). McGraw HIii. 

Spicola, R (1979) Issues in Early Reading. In Eady Childhood Education 
Jssuea. J. Bardwell (Ed.), Ginn College Press. , 

Spicola, R (Ed.) (1979) The Teaching of Beading· Issues and Theories· 
Second edition. Ginn Custom Publishing. 

Splcola, R & Griffin, M. (1979, Spring). Memories of ealry reading experiences 
EvoMng categories and extent of recollection. Louisiana Beading 
Ieecbec pp. 29-32. 

Splcola, R (Ed.) (1975) The Teaching of Reac;ftng• Issues and Theories 
Xerox Publishing Co. 
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To: Institutional Review Board 
Texas Woman's University 

From: Cheryll Dennis 

MEMORANDUM 

Date: January 26, 2001 

Ph.D. Candidate for degree in Reading 

I am currently working on my prospectus for my dissertation in reading, and after talking 
with Tracy on the telephone, she suggested that I submit a memorandum to the Board for 
consideration of whether an application for your consideration is necessary. For my 
study, I will be obtaining the oral memoirs ofDrs. Rose Spicola and Margaret Griffin, 
retired professors in the Department of Reading at Texas Woman's University. To obtain 
their oral histories, I will be interviewing them on a series of occasions, tape-recording 
the interviews, and then transcribing each interview. The number of interviews and 
length of interviews is not specific at this time. However, in my judgment, interviewing 
each participant should take a total of fifteen to twenty hours each. Each individual 
interview will last no longer than ninety minutes to two hours. 

Attached you will find Appendixes A, B, and C to be included in my prospectus. 

Appendix A is a sample of a letter that will be mailed to Dr. Rose Spicola and Dr. 
Margaret Griffin, retired reading professors of Texas Woman's University. This letter 
will request their participation in interviews for the purpose of obtaining their oral 
memorrs. 

Appendix B is a copy of the release form, which is to be signed by each professor and 
me, the Interviewer. 

Appendix C is a general outline form of topics to be covered during the series of 
interviews. However, questioning techniques will be open-ended and non-structured. 
Therefore, a complete list of specific questions can not be submitted herewith. 

If, in your opinion, you deem it appropriate for me to complete an application to your 
Board, please let me know as soon as possible. 
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Texas Woman's University, Denton Campus 
Application to Human SUbJects Review Commit11N 

CIMll"Page 

o.ntan Malling Addrea: Box "25819, TWU Slatlon, Denton, TX 78204-5619 
Denton Campus Malllng Address: Offloe of R811881dt & Granls Admtnlllnlllon, ACT 91h Floor 

Phone It: ~3377 Fad: 940-898-3416 E-Mail: HSffCOVEMJS.TWU.EOU 

Marie the category you think most approp1ate for your study: 
(see application COll9I' letter for~) 

Leval 1: 0 (complete pages 3-5) 
Level 2: O (complete pages 3 and 6-12) 
Level 3: O (complete pages 3 and 6-12) 

TIiie of study: The On) Hj.trtorie., of Qr Maqamt Qtiftio •OIi Pt Base Spiro)• 

Name of Principe! •~· Cha:yl! 1 Peonis 
Phone. ________ _ 

Check Status of Pllndpal Investigator: D faculty 181 atudenl D alaff D other ____ _ 

lfttle Principal Investigator Is a &tudent. provide the followtng llludBnt Information: 

SOClal s.a.ttyt:_ _ ___ 0epartm1W1t ... 81Jo.1c,dilllllin&115----------1 

Name & Phone# of RNNrdl Advllor: Dr BjJlje Auew, !MQ-898-2443 

Estimated beginning date of the study:_. _M.arch _ __,1,'-2..;,.00_1 _______________ _ 

R8IINf'Ch being c:onducllld for (check appropriate box): D 1118111 0 student pn,feellonal pape.-
181 dllssatation D faculty ~ 
□ daa project □ other, ______ _ 

If this reeeardl ts. or may be, aupp0lted by a grWlt or.,. oullllde aponeor, lat name(a) or eponaor(a): 

RequlNd Slgnllbnw 

Prtnciplll lnvasllgatar 

Faculty Rm ■rdl Advlaar (If llllSlllcable) 

OW!, Dapartnm Head, or Prt,gram Okactor 

• Madi a...,... oower page for l8CII lnwllgalo;. Col1-.,o,ICleiQ d be en Of1I>" to IIMlllgalor IIIIIICI c,n 
froltcovwpage. How.wf, 11'11PPf0'181 ltlllr_wll be~..Sllllt IDtlOl,iMatlglltaf forhllltsiwrda. 
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Appllcatlon for Level 2 and 3 Studies 
SECTION A 

(Attach thJs page as page 2 of your HSRC appblkXI) 

All research Involving human participants will be reviewed. Research Is defined as an activity 
designed to test an hypothesis, draw conclusions, or conbibute to generalizable knowledge. 
Research Is usually described In a formal protocol that sets forth an objective and a set of 
procedures designed to reach that objective. Human participant la defined as a living individual about 
whom an Investigator (whether professional or student) conducting research obtains (1) data through 
Intervention or 1nterac11on with the Individual, or (2) Identifiable priVate Information. Research 
lnvoMng the collection or study of existing data, documents, records, pathological specimens, 
diagnoatic specimens, or tissues which are Individually Identifiable also Is Included within the tenn 
•research Involving human particlpanls.n Studies placing human participants at risk wlU receive more 
extensive review. All Individual Is considered to be at risk If he/she may be exposed to the possibirity 
of hann - physical, psychological, aoclal or other. 

•R1s1t• includes, but Is not limited to, the posslblHty of embarrassment, Improper release of data, 
phyBical harm, physical discomfort, fatigue, boredom, loss of privacy, loaa of time, and monetary 
costs (e.g., for transportation, chlldcara, and time lost from work). The most obvious examples of 
placing participants at risk Include the experimental use of the folloWing procedures: surgical and 
biopsy procedins; the admlnlslratlon of drugs or rad~; the use of Indwelling catheters or 
electrodea; the requlnlment of IBlusual physical exertion; subjection to deoell. public: embanassment, 
and/or humiliation. Also consider as risks: topics of a aensltlve nature, discomfort. anxiety, 
harassment, Invasion of privacy, or emotional distress resulting from fear of self-disclosure, 
lntroapecllon, fear of the unknown, Interacting with strangers, fear of eventual repercu$SIOnS, and 
anger at the type of questlonl being asked. 

If an activity will expose an lndlvldual to risk, then the committee will wish to assure itself that (a) the 
rights and welfare of the Individuals are adequately protec:1ed; (b) the methods used to Obtain 
Informed consent are adequate and appropriate; (c) the risks to the ildlvldual are outweighed by the 
potential benefit to the Individual or society or by the Importance of the knowledge to be gained; and 
(d) the study personnel la quallfled to conduct the study, Including any speciallzed procedures or 
testing. 

(1) Students (Kindergarten-college) wiH be used as participants □ 181 
(2) Experimental drugs wm be used □ 181 
(3) Experimental devices will be used □ 181 
(4) Non-English speaking participants will be used □ 181 
(5) Minors will be used □ 181 
(6) Participants with mental disabilities will be used □ 181 
(7) Prisoners and/or Incarcerated participants will be used □ 181 
(8) Institutionalized participants will be used □ 181 
(9) Radiation wil be used □ 181 
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L8V812 and 3 8tudlN SECTION 8: lnfolmatlon 1boutl1udy 

Attach this pege as pege 3 d your HSRC epplication. You may type directly on this form or t9lype it, 
whichever Is best for .)OU. You may add Btddlion8I pages as 118088881)', but p/e88B try not to axosed 5 
pages (under 8ld8nu8ting ~ such as drug tri8l8, the page length may be waived). Be sure to 
answer all questions (made NIA if the question does not apply to your study). 

METHODOLOGY 

1. DNcrlbe the purpoae of atudy (Include the l"NNrch quntlona or hypolhelea).. 

The purpose of this study is to explore the oral histories of Dr. Margaret M. Griffin and Dr. Rose 
Spicola. two long-standing reading profussors at Texas Woman's University. An encompassing 
question guiding the oral histories will be to mscover the impact of their tenure on the evo1ution 
of the Reading Departmeut at the University. 

2. Describe the procedures rtla19d to recrullment of participants, Including any 
rewarda, remuneration, or other lncentivN that wlR be uNd. I a flyer or any other 
form of advartlNment la to be used, please attach a copy for review and approval 

According to Allan Nevins (1969), who many consider the "Father of Oral Hi,tory," an oral 
historical study should consist of interviewing "individuals of historical importance" (p. 39). Two 
women who fit this description are Dr. Margaret Griffin and Dr. Rose Spicola. They were 
profi:ssors of reading at Texas Woman's University fur twenty-five years each, and they have 
contributed to the mstoric:al evolution of the reading departmeut at T.W.U. Dr. Spicola was one 
of the founders of the Fall Forum in Readmg conducted amwally on the T.W. U. ~us, bringing 
in renown figures in literacy. In 1998, the FonJJD's name was of1icially changed to the Rose F. 
Spicola Forum in Reading. Both ~ named as Cornaro Professors befo~ their retirement from 
the University. These two women were chosen for this study because of their longevity at one 
university and their historical influence in the reading department and its graduates throughout the 
years. 

3. What II the time commllment for tlle participants Involved? 

Each interview will be limited to a duration of sixty or ninety minutes each. The investigator will 
conduct subsequent interviews, and the number is ~ to be determined. The investigator purports 
that the interview time for each participant will conclude with an approximate fifteen.to twenty
hour total. However, because the nature of an oral history ic; to interview until the participant's 
stories are told, it is difficuJt to propose a total time counnitment fur the participants. 

4. Dncrlbe In detal the procedUl'N that wlll be used. 

The Oral History Evaluabon Ouidelincs (1980) serve a., a basis for the procedures for this study. 
a. The primary investigator casually and unofficially met with both professors during the 

summer of 2000 to discuss their wiDiogoess to participate in a project of telling their stories of 
their tenure at T.W.U. 
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b. The primary investigator will submit application to the Institutional Review Board for 
approval to pursue research project. 

c. The primary investigator will submit prospectus to dissertation committee for defense and 
approval. 

d The primary investigator will send an official letter to each profesMtr, Dr. Margaret Griffin 
and Dr. Rose Spicola, informing them of her approval from the dissertation committee, and 
request a meeting with each of them ( or the two of them together, if convenient) to <liscuss the 
oral history process. A sample of such Jetter is included as Appendix A 

e. This pre-interview meeting will be a conference between the primary investigator and the 
participants, including the background, the rationale, and the reasons for selecting them as 
participants. Mutual expectations of rights connected to this project, including editing. mutual 
seal privileges, litenuy rights, rights to ddcnninc disposition of all fimns of the record, and the 
extent of divemina1ion and use will be included in the the Oral Histo.ry Agreemeut (Appendix B) 
and will be discus.1ed. Various stages of the interviewing, the general topics to be covered in the 
interview (see Appendix C). will be discussed, as well as the transcribing process and the expected 
participation of both the investigator and participaJU in that process. A final point ofthls meeting 
will be to set a date, time, and place for the first interview for each. The location of the interview 

determined by a location comfortable to each participant, probablf her home. 
follow-up Jetter will be sent to each professor, thanking them for their participation and 

the date, time and pJace of the first inaemew. 
g. The first interview for each participant will occur, with the Oral Histo.ry Agreement 

(Appendix B) being signed at the time. Physical materials will have been comidered, including the 
tape recorder and microphone for audiotaping the participants' stories. 

h. The topics that were discussed prior to the interview will then be explored. The purpose 
of the investigator during the interview will be active listening, attending to the participant's 
words, silences, and gestures. 

i. The investigator will then transcr:ihe each tape :recorded interview. 
j. The investigator will send a copy of the transcript to the perticipant to edit, from which the 

investigator will make a final transcript of the edited version. 
k. The investigator will then analy:ze the data collected and formuJate conclusions. 

5. WII you be videotaping••• part of this study? .......... _,_ ..................... - •• OYN B No 
6. Wil you be audlotaplng n a part of1111s atudy? ....... --... - ......................... l:83Y.. No 

If you ensweRJd ~ to question #5 or 6, describe the purpose of taping and explain who will ha11'8 
acceas to the tapM 

The oral histo.ry methodology rcquin:s audiotaping the interview between the investigator and the 
participant. The tapes will remain in the sole possession of the investigator for the duration of the 
writing of her dissertation and remain in her possession until she may deem at such fiatwe time to 
donate them to the Texas Woman's University. In that ewnt, an agreement for the cataloging of 
the tapes in the h"brary will be signed by each participant and will accompany the donation of the 
tapes. 

7. Participant Information: .. two 

b. AQ1J of patlclpants; approximately 6S 

Provide.,, N,-,.tJon foruaq,,.. group deat:tl»d abcM: 
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These are two professors with established longevity and credibility with the Departnx:nt of 
Reading at Texas Woman's University. 

c. Gender°' partlcipala. ...................... - ......................................... o .... ~ Female □ Both 

If you 818 using only male or female perticiptJnt8. provide your rationale for lnclusionlexduslon of 
perticipants belted on gender: 

Ors. Griffin and Spicola are retired professors from the reading department. who because 
of their oral histories arc being interviewed for this project. The purpose of this study is 
not to exclude or include a particular gender, but both participants happen to be female. 

cl Ethnicity ot partlclpa,ts:_: _ca~uca~sian~---------------
lf )'OU ant including or ucluding BflY participants baaed on ethnicity, provide your ralionBle for 
inclusion/exclusion: 

No reason for particular ethnicity 

e. Explain .,, ott.. lnclU9lont'elcclull atteria to be 1.119d In this study: 

•• ...... of tile study. 

No 
a. WIii participants be affiliated with a specific Institution, organization, or oths entity? t8I Y• □ 

If )'OU answered yes to Ba, addrsss the follawfng: 

What Is the name of lnst/lutlon, organization, or other entity that )'OUr participants are affiliated 
wtth? 

Texas Woman's University 

What is the association or affllietion of the principal investigator to this organization or Institution? 

Ph.D. candidate in Reading 

AoenC'/ approv&I lettels 818 ~ ,eqund by the HSRC belor& app,oval can be gmnted. II )'OU 
answen,ct ys.9 to Ba. p/eas8 ettach the 8i{/8l1C'/ approval letlet(8) mim the agency(es) Nsted 
sbcwa. If thete 819 extenuating cmnnstanoe8 prfN8llling )'OU from obtaining egency approval 
prior lo submitting the application to the HSRC, axp/8in henl. 

b. o.crlbe'-Nllqd'-IIUl:ly: 

The setting of the interviews will occur in locatiom agreeable to the participants, probably 
in their homes. 
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9. List and dMcribe any Instrument(•) to be used lnckadlng penonality tnts, 
Inventories, ......,...ntB, or questionnaires. Attach •• an appendix a copy of the 
Instrument(•) and • transcript of any Instrument that II admlnll1ared verbally. 

Data collected wiD be interviews strictly recorded on audiotape and tramc:nlled. 

POTENTIAL RISKS AND PROTECTION OF PARTICIPANT RIGHTS 

10. Explain the potential risks to the human participants Involved In this research (refer 
to Section A). Even minor rilb should be atated. Then, addrua bow each Identified 
rllk wll be minimized. 

Confidentiality will be protected to the extent that 
Loss of confidentiality is allond by law and agreed upon by the 

'.'\~} :::.J ,"~p,\jfJt:>,·1~;~~:\;J~BD\.i;:~~'~-';;;,'.;:~,~'\ ~~~lf#ijf.'~}IINIM~~N,·-~-~::·'., 

(I.Ju continuation pages If neceesary) 

11. CONFIDENTWJTY 

In 80001dan0ewlh._allllgallorltopn:1111;t lhewalbeclaid mlrimaarillcl to~ ~a. 1119HSRCwlltwlto 
noew, retealCI•• of paNl1llal aapb1I ID 0011llde11llallly whldt may afse cbtng a nieacl'I pqect. A prlncipal 
ffillllllgm" In a ,-di lludy nut rapait c::11111 cl known or~ chti 11/buse 111111 oome 10 ta1hl8 altenli0n at a,y 
tmecuingtheauseallhe,-m s,rocas. 

The T- Fllllly Codi naidllal lhlt d pnona--, 118119 aua ID bellew 111111 a child's phylk:al or menlll Wllf;n Is 
beq alxad or _..,~~!'f pe11011 tlttJI m111e a Alp0l1 niganlnr, Iha blllf 111111._ ls 00IUlfng to: (1) ctild 
Pn:JlldM Sa1lka ~ ar (2) .,, loc:al or 1111118 ,_ alona,_. <Alce. lndlvlluals who malce IUCh a n!pOlt 
arw immlne lorn a1minal orc:M llablly • lcq • tllllV Id In good failh. lldvlcllllls who act In bad falh .. not lmrm.ne 
f!Om a1mlnal or c:M lablly. Tha 1allre to rapait a.. cl lcnoMI or IIJlpldad cttd ._ II a dw e mlademea'lor, 
fUlllllableby 1-1>toone,..1njal. Raports 1111111 lndude Iha rana n adct-.. ore.dlld, Iha rane and adlt9II cl the 
lncNduall ,lll)Cldlia for t.e child's on. n 011.- pa1lna1t lnl!onnallon ~ --~ ._ or 
neg1act. R1po1ts may be maa11J1¥1101111Y. 

Baausa al 1h11 ll1lnlalt, all ,__,d1111a 0Dl1Cb:ang a Lew.II 2 or 3 lludy mull lncble 1tla ~ 9llillllrnalt In 1har 
0lll1llrt form: ~-l»pratected (o the exf9lt,,.,,,.,,,,.,, by A!lw.. 

Outlne the ..,. to be taken to protact the rights and wdare of the parllclpan1s with 
rwgard to confidentiality of ldentlflable data by addressing the folowlng Hema: 

a. By what data wll the data be deslroyed (~dd/yy}? 
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Data will not be destroyed 

b. Where wilt the data be lforecl? (1pecHy preciP location, preferably In a locked fie 
cabinet with lrnllld accna bJ Olhen) 

In a locked file cabinet in my home, Eventually, the 
data nm:y be donated in the Women's collection at the May Evelyn B)ag Huey Library, Texas 
Woman's University. but only with the express written coment of the interviewees. 

d. ldentlry any other procedul"N that wll be Ul8d to pro1llct the confldentlally of 
participants. 

Because the study involves the tciliog of life histories, the participants will agree to non-protection 
of confidentiality. 

DEBRIEFING 

12. Wll pa,tlclpanla belDldalNNltthe lntllntofthelludJ p,torto pa,tlclpalng? 181 Y• 0 No . 

U you answemd no lo #12, then provide the HSRC with the method }1XJ wit use lo fully lnfonn the 
participent d the study's Intent and an explanation d why deoeptlon 18 necessa,y. When, df!Jception 
is ulJlld as a part d the study. pertlclpanta must be debriflfed regarding the study vsrl8bles and BIi 
int&nt8 and pu(p(NIIN d the study. The participants should be given en explanation on how to 
obtain a final copy d the W'Ch report In the spacs bekNt, be apeciflc about what Information 
wll besha,ed wlh pe,tloipentB end h<:Nt. 

The participants are co-authors in csscncc in this study. After the tapes arc transcnllcd. they will 
have the right and authority to edit such transcriptions, and delete any or all parts which they wi<lh 
to be held confidential. 

11. Explain how._ partlc__,... wll be gtNn ._ opportunity to allc qUHtlon9. 

The participeuts will have the opportunity to ask questions prior to and subsequent to each 
interview. After the data has been completed, they will also have the opportunity to ask 
questions. The study will be very much a collaborative effort. 

14. Explain how th partlclpantl wll be provided with the mun. of ttNt atudy. 

The participants will be sent transcriptions of each interview. They then will also receive a copy 
of the data collection. analysis and conclusions submitted in my dissertation prior to my 
submiUmg such to my dissertation committee. 

BENEFn'S 
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15. Explain the potential b.,,.,,,. TO THE PARTICIPANT as a ,uult of their partlclpatlon 
In tlN study. .,,.,..,,,.. Include, but are not limited to, tlnancl• remuneration, frN 
arvices, access to lnfonnatlon, access to an lntewenflon, and an abstract of the 
flndlltp ol flle mldy. ff them are no direct benefits to the participant, then please state 
that there 819 no dit8ct benefits to the participant. 

These participants have a history to tell of their temft at Texas Woman's University. They have 
been leaders in literacy iostruction not only in Texas but also the nation. Their stories will be told 
through my dissertation and subsequent books, articles, or oral presentations. 

18. &plaln.,,,olherpoten..,btndlsol,,..,,,.. 

The oral histories of these two retired reading professors will lend a valuable piece to the history 
of the reading department at Texas Woman's University, as well as to the overall history of the 
University. I propose this study will be highly valuable to the institution, as well as to those who 
seek to deepen their Wldenaanding of the fiekl of literacy. 

INFORMED CONSENT PROCEDURES 

17. WII the study ... a written COll8eflt form? .... - ............... """'"."" .. "'""m•-.. 181 Y• 0 No 

H ,m. outline the method for obtaining informed con89flt from the participants and/or 
~ - Indicate how the perlicipe11ts em given the oppo,tun;ty to ..,,,.as their wi/lingn9ss 
to parlic/pflle or lo refuse without penalty. If pe,t;cipents 819 less then age of legal consent or 
mentally inc8ptlciteted, indicete how COll88nt for parents, guanlians, or other qualified 
~ will be obtained. (ff )OU have questJons regarrling the pollcy on minors. )'DU may 
oontaet the HSRC office.) Note tmt _,,.,, the c:onNnt fonn ,,_ bNn -,,,mwed by the HSRC, 
the HSRC _,,,.,.. ffNJ ~ bffl • appnwed llffd n,tu,n It., JOI' with your approval 
lettw. You ,,,.,. then copy Md ,,.. tlda .,.,,,,,_ COMMt fofflJ .,..,. obflllnlng M1tlM 
conNnthm your9Ub}ect;s. 

See Appendix B. Such agreement reflects that used with Oral History Methodology. In a 
verbal discussion with the General Counsel of Texas Woman's University, Mr. John Lawhon 
stated that if indeed be needed to review the agreement, be would do so after being sulmittcd 
to the Institutional Review Doud. 

If DSl, provide In detail the rattonele for nol using e written consent fonn. For anonymous 
qUflfJtionnslres the following slalement must be placed at the too of tt1t guestionnain, in lieu of an 
Informed consent fonn: '71le l8fum d your con"'9fed questionnaire constitutes your informed 
oonsent lo set es a pe,ticipent In this well.• 

- and of i..v.i Z & 3 1ppllcatlon fonn -
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May 21, 2001 

Dr. Margaret Griffin 

Dear Dr. Griffm: 

I have been officially approved to proceed with collecting the data for the writing of my 
dissertation. As you, Dr. Spicola, and I talked last summer, I am requesting to write your 
memoirs as my dissertation, particularly in relation to the time you served at Texas Woman's 
University. 

In order to write your memoirs, I will need to interview you on several occasions. I will be 
calling you in about a week to schedule a time where we can discuss the details of this 
process and answer any questions you may have. 

Each interview will consist of approximately ninety minutes, and will be tape recorded. Each 
tape will then be transcribed, and you will have the opportunity to review and revise any 
portions of the transcripts. 

Your participation, of course, is completely voluntarily, and I will bring a form of consent 
and agreement to our meeting for your consideration. 

I look forward to hearing your stories, and will approach this task with the greatest sense of 
respect and responsibility. 

Sincerely, 

Cheryll Dennis 
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May 21, 2001 

Dr. Rose Spicola 

Dear Dr. Spicola: 

I have been officially approved to proceed with collecting the data for the writing of my 
dissertation. As you, Dr. Griffin, and I talked last summer, I am requesting to write your 
memoirs as my dissertation, particularly in relation to the time you served at Texas 
Woman's University. 

In order to write your memoirs, I will need to interview you on several occasions. I will 
be calling you in about a week to schedule a time where we can discuss the details of this 
process and answer any questions you may have. 

Each interview will consist of approximately ninety minutes, and will be tape recorded. 
Each tape will then be transcribed, and you will have the opportunity to review and revise 
any portions of the transcripts. 

Your participation, of course, is completely voluntarily, and I will bring a form of 
consent and agreement to our meeting for your consideration. 

I look forward to hearing your stories, and will approach this task with the greatest sense 
of respect and responsibility. 

Sincerely, 

Cheryll Dennis 
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TEXAS WOMAN•s UNIVERSITY 
ORAL HISTORY AGREEMENT 

nns AGREEMENT is made as of the 6th day ofJune, 2001. between .Qr,. 
Margaret M, Griffin. referred to herein as Interviewee, and Cheryl) Dennis. refeTTCd to 
herein as Interviewer, relating to an interview in transcript form entitled An Interview 
with Dr, Margaret OriffiIL dated June 6, 2001, and various subsequent dates, and the 
recording tape from which said trmicript was prepared (both of which arc collectively 
referred to herein as the Interview). 

In consideration of the following mutual promises and agreements of the parties 
hereto, it is agreed as follows: 

I. Jntervjcwee•s Grant. The Interviewee hereby grants, assigns, and transfers to 
the Interviewer all rights to said Interview. These rights include: (l) All legal 
title and literary property rights whlch the Interviewee has or may be deemed 
to have in said Interview, and (2) all right, title. and interest in copyright 
which the Interviewee bas or may be deemed to have in said Interview, and 
(3) more particularly, the exclusive rights of reproduction, distribution, 
preparation of derivative works, public performance, and display. 

2. Warranty. The Interviewee and Interviewer warrant that each is co-author of 
the Interview with full power and authority to make this assignment to the 
Interviewer and will do nothing that will in any way interfere with the full 
enjoyment by others of the rights conferred by this Agreement. 

3. Ew!ing. It is agreed between the parties hereto that both the Interviewer and 
Interviewee shall have the right and privilege of editing the Interview 
transcript. 

To the extent this provision is allowed by State law, the Interviewer will use these 
tapes and transcriptions solely for the purpose of including the Interviewee's oral memoir 
in Intcrvicwer•s doctoral dissertation, or any speeches or articles related thereto, for 
Texas Woman's University. 

t IN WITNESS WHEREOF, the parties hereto have executed this instrument the 
""- dayof P· . .2001. 

Interviewer 
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TEXAS WOMAN'S UNIVERSITY 
ORAL HISTORY AGREEMENT 

nus AGREEMENT is made as of the 29th day ofJune. 2001, between Dr. Rose 
~ referred to bcrcin as Interviewee, and Cheryll Demus, referred to herein as 
Interviewer, relating to an interview in transcript form entitled An lntervjcw with Dr, 
Rose Spjcola, dated June 29, 2001, and various subsequent dates. and the recording tape 
from which said transcript was prepared (both of which are collectively referred to herein 
as the Interview). 

In consideration of the following mutual promises and agreements of the parties 
hereto, it is agreed as follows: 

l . Interviewee's Oram. The Interviewee hereby grants, assigns, and tramfers to 
the Interviewer all rights to said Interview. These rights include: (I) All legal 
title and literary propeny rights which the Interviewee has or may be deemed 
to have in said Interview, and (2) all right, title, and interest in copyright 
which the Interviewee has or may be deemed to have in said Interview, and 
(3) more particularly, the exclusive rights of reproduction. distnlrution. 
preparation of derivative works, public performance, and display. 

2. Warranty. The Interviewee and Interviewer warrant that each is co-author of 
the Interview with full power and authority to make this assignment to the 
Interviewer and will do nothing that will in any way interfere with the full 
enjoyment by others of the rights conferred by this Agreement. 

3. fu!i!in&. It is agreed between the parties hereto that both the Interviewer and 
Interviewee shall have the right and privilege of editing the Interview 
transcript. 

To the extent this provision is allowed by State law, the Interviewer will lL'le these 
tapes and transcriptions solely for the purpose of including the Interviewee's oral memoir 
in Interviewer's doctoral dissertation. or any speeches or articles related thereto, for 
Texas Woman's University. 

~ WITNESS WHEREOF,nthe parties hereto have executed this instrument the 
J..7 day of (J:t&: ,/lL..- , 2001. 

(I 

;f"ef Apa& ~ ~ 

c_~✓ fJe11.J¼Y 
Interviewer 
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TEXAS WOMAN'S UNIVERSITY 
SUBJECT CONSENT TO PARTICIPATE IN RESEARCH 

Title: They Answered with Their Lives: The Oral Histories ofTwo Tenured Reading 
Professors 

Investigator: Mrs. Cheryll Dennis . . . •.... •... ...... . . . .. .. . ... .. . •....... •. . •• •. 
Advisor: Billie Askew, Ph.D .... . . .. ..... ...... .. .. .... .. . . ... . . . . .. . . . .. .. . 

You are bein& asked to participate iD a nisean:h study for Ox::ryll Dennis' dissertation at 
Texas Woman's University. The purpose of this research is to record your oral history, 
with a pertlcular fucus on your year., spent as a readina professor Ill Texas Woman's 
University. Thc researcher will interview you on 9e\l'Cr8l occasions, with each interview 
lasting approximately ninety minutes. Each iutt:rvicw will be c:onduc:tcd at a location 
mutually qrccd upon by you and the rcscan:ber and audiotaped fur transcription 
purposes.. Each transcript will then be submitted to you fur your review and revision. 

The investigation inYOlw:s the risks of release of confidential intormmon and loss of 
privacy. Confidentiality will be protected to the extent that is allowed by law. The 
interviews will tala: place in a private location aarecd upon by you and the reRarCber. 
The data. including the tapes and transcriptions. will be Jocked in a filing cabinet at the 
home of the investigator. After the publication of the investigator's dissertation, such 
data may be donated to tho Women's CoUection at the Mary Evelyn Blagg Huey Library, 
Texas Woman's University. but will only be so donated with your express written 
consent. 

Another risk is that ofpossi"ble discomfurt as a result of the questions being asked. lf 
discomfort is experienced durina the interviews, you may express that discomfort and 
refuse to answer any and all subsequent questions. You may discontinue your 
participation in the study at any time without penalty. You will also have the opportunity 
to ask questions regularly, as this study is anticipated to be a collaborative effort between 
you and the imcstigator. 

The only direct benefit of this study to you is that at the completion of the study. a copy 
of the investigator's dlssenation wiU be mailed to you. This study is also anticipated to 
benefit the Depertmeot ofReading at Texas Woman's Univcnity, as well as the 
University itsel£ The stories of your tenure at Texas Woman's University will lend a 
valuable piece to the history of such institution. 

If you have any questions about the research study you should ult the rcxarcher. Her 
tcJcpbonc number is at the top of this funn. If,ou have any questions about your rights 
as a participant in this raearch or the way this study bas been conducted. you may 
contact Ms. Tracy Lindsay in the Office ofRe-..ch & Grants Administration at 940-
898-3377 or e-mail liSRC@TWU EDU. 
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The researcher will try to prcM:nl any problem that could happen became of this 
re3CIIX'Cb. You should let the researcher or her advisor know at once if there is a problem, 
and they will bcJp you. Please know that TWU does not provide medical services or 
fmancial assistance for injuries that migbl happen because you are taking part in this 
research. 

Participation in this study is completely vohmtmy, and you may withdraw at any time 
without penalty. If you have any questions or concerns. please coutact the investigator at 
the above phone munber. You will be given a copy of this dated and signed consent form 
to keep. 

The above consent fonn was read, discussed, and signed in my prescuce. In my opinion. 
the person signing said consent fonn did so freely and with full knowledge of its 
content~ . 

C-ltt11,_llv ~ 
Signature olnvestigator 

~by-
T--'o~ ---March 29. 2001 
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TEXAS WOMAN'S UNIVERSITY 
SUBJECT CONSENT TO PARTICIPATE IN RESEARCH 

Title: They Answered with Their Lives: The Oral Histories of Two Tenured Reading 
Professors 

Investigator: Mrs. Cheryll Dennis ••. •••.••.•••••.•••..•.••.• •••. •. •.......•.. • 
Advisor: Billie Askew, Ph.D ...... . ................... . ... ... .. . .......... . 

You are being asked to participate in a research study for Cheryll Dennis' dmertation at 
Texas Woman's University. The pWJJOllC of this rcsean:h is to record )'Our oral history, 
with a particular fucus on your years spent as a reading professor at Texas Woman's 
University. The researcher will interview you on several occasions, with each interview 
lasting approximately ninety minutes. Each burview will be conducted at a location 
mutually agreed upon by you and the researcher and audiotaped for tninsaiplion 
pwpo,es.. Each tramcripl. will then be submitted to you for your review and revision. 

The investiption involves the risks of release of confidential infurmation and loss of 
privacy. Confidentiality will be protected to the extent that is allowed by law. The 
interviews will take plm:e in a private loc:a1ion agreed upon by you and the resean:her. 
The data, including the tapes and transc:riptiom, will be locked in a filing cabinet at the 
home of the investigator. After the publication of the investigator's dissertation, such 
data may be donated to the Women's Collection at the Mary Evelyn Blau Huey Library, 
Texas Woman's University, but will only be so donated with your express written 
consent. 

Another risk is that of possible discomfort as a result of the questions being asked. If 
discomfort is experienced durins the irurviews. you may express that discomfort and 
refuse to answer any and all subsequent questions. You may discontinue your 
participation in the study at any time without penalty. You will also have the opportunity 
to ask questions regularly, as this study is anticipated to be a collaborative effort between 
you and the in\'eSligator. 

The only direct benefit oflhis study to )'OU is that at tbe completion oftbe study, a copy 
of the investigator's dissertation will be mailed to you. This study is also anticipated to 
benefit the Department of Reading at Texas Woman's University, as well m the 
University itself. The stories of)'Our tenure at Texas Woman's University will lend a 
valuable piece to the history of such institution. 

If you have any questions about the research study you should ask the researcher. Her 
telephone number is at the top of this form. If )'Ou have any questions about )'Our rights 
as a participant in this research or the way this study has been conducted, you may 
contact Ms. Tracy Lindsay in the Office of Research & Grants Administration at 940-
898-33TI ore-mail li!IBC@__TW./.&PJl. 

App,r,od..., ... 
T ... Woman-. U.W.ttay -----211. 2001 
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The researcher will try to prevent any problem that could happen because of this 
research. You should let the researcher or her advisor know at once if there is a problem, 
and they will help you. Please know that TWU does not provide medical services or 
financial msistance for injuries that might happen because you arc taking part in this 
research. 

Participation in this study is completely voluntary, and you may withdraw at any time 
without penalty. If you have any questions or concerns, please contact the investigator at :~k=~~ phone number~., You will be given a copy of this dated and signed consent form 

4.a, Vi-~l!. t /2- q I tJ r 
s;gnanm;;;fPartic~ Date 1 7 

The above consent form was read, discussed, and signed in my presence. In my opinion, 
the person signing said consent form did so freely and with full knowledge of its 
contents. 

(1ut(!6 f!J ~~ 
Signature o~stigator Date , I 
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Allen, James E. 

Ames, Bill 

Artley, Sterl, A. 

Askew, Billie 

Glossary of Names 

U.S. Commissioner ofEducation, 1970-1971, began the Right

to-Read Program 

Professor, University of Missouri-Columbia 

Major professor for doctoral program, University ofMissouri

Columbia; protege of William S. Gray 

Director, Reading Recovery Program, Texas Woman's 

University 

Bailey, Mildred Hart Major professor for master's program at Northwestern State 

Banks, Ann 

Barbour, Jo Ann 

Bardwell, Wilma 

Berry, Wilkes 

Blanton, Bill 

Booker, Ted 

University, Natchitoches, Louisiana 

Master's student, Texas Woman's University 

Professor, College ofEducation, Texas Woman's University 

Doctoral student, Texas Woman's University, and co-author 

with Rose Spicola 

Vice President of Academic Affairs, Texas Woman's 

University 

Colleague at Indiana University and person who gave her 

Marie Clay's book as well as the job notice for Texas Woman's 

University 

Dean, College of Education, Texas Woman's University when 

Dr. Spicola came in 1966 
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Braune, Veriena 

Bridges, Phyllis 

Doctoral student, Texas Woman's University 

Vice President of Academic Affairs, Texas Woman's 

University 

Bruster, Benita Director, Reading Clinic, Texas Woman's University 

Bullion-Mears, Anne Doctoral student, Texas Woman's University 

Burke, Carolyn Professor at Indiana University and instrumental in Goodman's 

Miscue Analysis 

Byers-Pevitts, Beverley Interim President, Texas Woman's University, 1999 

Carter, Betty Professor, Library of Science, Texas Woman's University 

Caswell, Ruth Reading faculty member, Texas Woman's University 

Chater, Shirley President, Texas Woman's University, 1986-1993 

Clark, David 

Clay, Marie 

Davis, Celestia 

Day, Kaaren 

DeFord, Diane 

Dickel, Timothy 

DiNello, Mario 

Dr. Swearingen 

Farr, Roger 

Dean, Indiana University 

Founder of the Reading Recovery Program 

Director, Right-to-Read, State of Texas 

Doctoral student, Texas Woman's University 

Professor, The Ohio State University 

Colleague of Margaret Griffin's, Indiana University 

Director, Center for Learning, Texas Woman's University 

Major professor for Rose Spicola, Florida State University 

Co-Director of Trainers of Teacher Trainers, Indiana 

University 
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Fay,Leo 

Fearing, Joe 

Fountas, Irene 

Frasier, Dianne 

Goodman, Kenneth 

Goodman, Yetta 

Gray, William S. 

Griffin, Aileen 

Guba, Egon 

Guinn, John 

Haag, Claudia 

Haggard, Geraldine 

Hall, Mary Anne 

Halliday, Michael 

Harste, Jerry 

Holdaway, Don 

Horvat, John 

Colleague of Margaret Griffin's, Indiana University 

Professor, Texas Woman's University 

Professor, Lesley College, Massachusetts 

Assistant Director, Reading Recovery, Texas Woman's 

University 

"Father of Whole Language" and miscue analysis 

Worked with Kenneth Goodman and Carolyn Burke in miscue 

analysis 

"Father of Reading Instruction" and author of Dick and Jane 

Basal Series 

Faculty member prior to Margaret Griffin's coming, Texas 

Woman's University 

Colleague, Indiana University 

President, Texas Woman's University, 1950-1976 

Doctoral student, Texas Woman's University 

Reading Recovery teacher leader, Plano, Texas 

Guest for TWU summer workshop 

Reading expert, Australia 

Professor, Indiana University 

Reading expert, Australia 

Associate Dean, Indiana University 
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Huey, Mary Evelyn Blagg President, Texas Woman's University, 1976-1986 

Jongsma, Kathleen 

King, Martha 

Lyons, Carol 

Martin, Bill 

McFarland, John 

Pinnell, Gay Su 

Praytor, Juanita 

Robinson, Helen 

Rodriguez, Rudy 

Rodriguez, Yvonne 

Roebuck, Flora 

Rubin, Joe 

Shannon, Darla 

Smith, Carl 

Sparks, Clifton 

Sparks, Mary 

Professor, Texas Woman's University 

Professor, The Ohio State University 

Professor, The Ohio State University 

Reading expert and author of children's basal series 

Dean, College of Education, Texas Woman's University when 

Margaret Griffin crune in 197 4 

Professor, The Ohio State University 

Principal, Lab School, Texas Woman's University 

Reading expert 

Chairman, Department of Reading and Bilingual Education, 

Texas Woman's University 

Reading faculty member, Texas Woman's University 

Author of Right-to-Read Modules, Professor of Education, 

Texas Woman's University 

Director of Language Arts, Fort Worth Independent School 

District 

Reading Recovery teacher leader, San Antonio, Texas 

Editor of a book of readings 

Dean, College of Education, Texas Woman's University 

Journalism professor, Texas Woman's University 
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Stephens, Carolyn 

Stone, Howard 

Strickland, Ruth 

Stuart, Ann 

Sullivan, Patricia 

Surles, Carol 

Swigger, Keith 

Teddlie Jan 

Watson, Barbara 

Weintraub, Sam 

Wiebe, Michael 

Wilborn, Bobbie 

Williamson, Ann 

Wood, Martha 

Woodward, Virginia 

Zeek, Cathy 

Professor, Texas Woman's University 

Chairman, Department of Curriculum and Instruction, Texas 

Woman's University 

Faculty member in language arts at Indiana University and first 

speaker, Fall Forum in Reading at TWU 

President, Texas Woman's University, 1999-present 

Vice President of Academic Affairs, Interim President, Texas 

Woman's University, 1993-1994 

President, Texas Woman's University, 1994-1999 

Dean, College of Education, Texas Woman's University 

Doctoral student, Texas Woman's University 

Colleague ofMarie Clay's 

Editor,Reading Research Quarterly 

Dean, College of Education at Texas Woman's University 

Classmate of Margaret Griffin's at University ofMissouri

Columbia and later professor at University ofNorth Texas 

Director of Pupil Appraisal Center, University of North Texas 

Doctoral student, Texas Woman's University 

Professor, at Indiana University 

Chairman, Department of Reading, Texas Woman's University 
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