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Preface -

As a teacher of English perhaps you share our concem with
language usage. Shall we frown at “hopefully”? Is “‘drapes” an
acceptable substitute  for “draperics™ What about “daylight

- savings time”'? Must “good English” be the same set of forms and
conventions for all occasions? Like us, you may have been asked
to help establish linguistic shibboleths of inclusion or exclusion,
and you may have felt the tension of negotiating between public
expectations and linguistic training.

Teaching at clementary, secondary, and university levels, we
have participated in many conversations about language. We have
heard recurrent pattems of questions and unresolved responses:
groups of teachers sharing their concerns about improving stu-
dents’ language, about searching for defensible language standards,
about the possible use of new linguistic knowledge, about feeling °
commumty pressures to maintain the precedents of old-fashioned
grammar.” Few of these conversations addressed attitudes about
language itself and fewer still have considered the relationship
between attitudes and usage.

We believe that examination of attitudes is part of our urgent
business as Enghsh teachers, that the route to better language
teaching lies in serious attention to attitudes. What do we and our
colleagues believe about language? How can we scrutinize these
attitudes?- Should we change any of our attitudes toward language?

——We cannot offer simple methods for approaching language
attitudes or for changing them. But if we English teachers begin to

- talk about feelings toward as well as knowledge of language, we
may find answers to some of our concems. Thu book suggests
ways of beginning the dialogue.




Characters: Sue Carlucci, Frank Burr, and Liz Schutz, English teachers
Joe Motz, history teacher
Ellen Brown, chemistry teacher
(These five have the same planning period and meet almost daily
in the lounge.)

Scene: A teachers’ lounge in mid-October. A sagging sofa and *hree wicker
chairs surround & cluttered work table. .

‘Burr (throwing his pen down in exasperation): 1 quit! I'm not going to circle
“it's” one more time. When will these kids learn the difference between a
ive and a contraction? I guess I'll have to get the grammar handbooks

- . out and have the kids work on some exercises.

Schutz: Do you really think that will make a difference in their writing?
Everything I've read says it von’t; they may even learn to hate English.
Recently I've tried to point out the good things in my kids’ papers and pay
attention to their ideas. -

Brown: But how can they express ideas if they can't use the English lan-
guage? Your students need a good dose of old fashioned English, the kind 1
studied. I remember doing lots of grammar exercises, learning rules—it really
taught me a lot. I had one teacher who memorized our grammar book and
wrote the page number of the rule beside each error in our writing; then we'd
have to look up the rule and copy it five times. '

Carlucci: Is that why you decided to major in chemistry? (Laughter) Se-
riously, though, I wonder what you did learn from all that. I'm not com-
fortable ignoring errors, but I know that my red marks don’t change student
writing a bit. In fact, . .. (bell rings)

Scene: Same place, same group, different day

Carlucci (Tooking up from the book she is reading): Liz, this book you gave
me is somcthing clse. Listen to this: Robert Hall says “good language  is
language which gets the desired effect with the least friction and difficulty for
its user. That means, of course, that ‘good’ language is going to vary with the
situation it is used in.” He gives the example that “he doesn’t” would get the
be“th results in one situation, but ‘“he don’t” would be more effective in
another. :

Burr: Does that mean we should say “I ain’t got none’ because some of our
students do?

Motz: Yeah, I thought you English teachers were supposed to uphold the
standsrds, not degrade language. :

Schutz: Wait a minute. I've studied English nearly ali my life, and I can’t tell
you what “correct language’ is. Look at the usage noiations in some of the
new dictionaries—48% of the usage panel dsapproves and 52% approves;
am I supposed to use the word or not? Who can say . . .? (bell rings)




1 Conflicts in Attitudes
toward Language

“What attitudes do you have toward language?” :

“Huh? Whadya mean, attitudes? Language 1s. It exists. What is
there to have an attitude about?”

“Well, how do you feel about peoplc who say ‘ain’t’ and ‘don’t
hardly?”

“Thcy re the salt of thc carthl They don’t talk fancy; they just
say what they mean.”

Most people don’t realize that they 'have attitudes toward lan-
guage until they are forced to confront or articulate them-in some
way. Chances for verbalizing these attitudes are rare, so the forces
influencing them are covert and powerful. Our professed attitudes
may appear cnhghtened but they often differ from the subcen-
scious attitudes which inevitably govern our judgments and
behavior. Several studies acknowledging this phenomenon have
begun to sort out the compléx relationships among race, dialec-
tical characteristics, and physical appearance.

In one study, 422 teachers from a nationwide sample responded
on a positive-negative scalc to a list of statements about non-
standard and Black English.' Statements fell into these categories:
structure of Black English, consequences of use and acceptance of
‘BE, philosophies concerning use of BE, and cognitive and intellec-
tual abilities of BE spcnkcn Teachers responded to such assertions
as, “‘Black English is an inferior language system” and “Widespread
acceptance of Blick English is imperative.” The overall conclusion
was that the majority of teachers hold pontxvc to neutral opinions,
suggesting that a considerable proportion of American teachers,
when asked directly, believe language variation is desirable.

Another study, however, which presented teachers and student
teachers with children’s speech samples and videotapes of the
speakers, reports a widespread tendency among teachers to rely on
stereotypes in cvaluating the speech of an cthnic group as cither
standard or nonstandard on the one hand and in judging the
speaker as confident or nonconfident on the other.? In other
words, when confronted by actual speech and speakers, teachers

3




4 . ' . Conflicts in Attitudes

may be more heavily influenced by stereotyped attitudes than
they realize. This conclusion is supported by a study of fifty
students in the Harvard Graduate School of Education.’ Subjects
listened to tape recordings of adult speakers from six dialect
groups (such as radio announcens, college-educated white south-
emers, and southern black students from a small all-black Missis-
sippi college), and rated each speaker on character traits (friendly,
ambitious, honest, and so forth). “Network speakers” ranked
highest an‘“ the Mississippi studenis lo'west. The study indicates
that the listeners’ ratings of character traits are affected by how
they perceive the race of the speaker. “The simple fact is that
people will judge differentially on the basis of certain cues—in this
case speech alone—because of their experience and certain, albeit
inaccurate, stereotypes.” '

Stereotypes often dominate our attitudes toward our own
speech, a3 well as that of others. Consider the linguistic self-hatred
evident in the New York City speakers studied by Labov.’ New

“Yorkers say of their own speech: “It’s terrible.” *Distorted.”
“Terribly careless.” “Sloppy.” “It’s horrible.” “Lou-say.” Refer-
ring to New York as “a great sink of negative prestige,” Labov
observed, “More than half of the respondents thought poorly of
their own speech, and two thirds had attempted to change their
speech in some way or another.” Yet children who move to the
city from other regions feel enormous pressure to adopt the local
speech pattem:

The pressure is greatest against those who would attempt to use
an acquired prestige pattem too early. A teacher who conducted
a class of gifted children told me: “I had s boy of Greek par-
entage, and oh! he spoke beautifully in class, and I happened to
hear him on the street one day. He sounded just like everybody
else in Chelsea, and when I mentioned it to him—the next day—he
said that he knew which was correct, but he said: ‘I couldn't live
here and talk like that.’” One of the reasons for the resistance of
children to middleclass norm is that their teachers advocate a
language, and an attitude towards lanfuage, which is quite remote
from everyday life.

On the premise that these attitudes often cause confusion, self-
delusion, and injustice, we scek in this book to examine the
nature of linguistic attitudes and the processes whereby they may
be changed. This is an audacious purpose because these attitudes
are enormously complex, differing in some respects for every
person, and also because the attitudes and the processes of change
involve not only intellect but emotion. While it may be foolish to

1]
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prescribe change in basic attitudes toward language, it is irrespon-
sible not to present reasonable altematives to fixed notions.

Typical Language Attitudes s

Many Americans believz there is a clear distinction between
correct English and substandard English, and they believe that
schoo! iz ihe proper place to teach and enforce that distinction.
But such a rigid attitude is difficult to maintain in schools because
teachers do not readily align themselves with so monolithic an
attitude. James Sledd has pinpoin:ed the seven most common
teacher attitudes toward usage:

The first denles all standards; it assumes that whatever a person
says is right for him. The second does not question either, but it
relies on an observance of rules. They are simply to be obeyed,
not to be reasoned about. The third is the stsndard of “unra-
tionalized taste.”” Let your feclings be your guide and cultivate
_those feelings in others. The fourth, which appeals to the “factual
.. minded,” turns to prestige dislect for its standard. ‘““Whatever is
in the language of the chosen people must be right.”’ The fifth
reveres the tradition of the past. It wants only to preserve useful
/ distinctions and to retard linguistic change. The sixth is commit.
ted to social mobility; it encourages the usage that will enable the
student to rise in the world. The last is the one that surmounts
these confusions and narrow loyalties. It can only commit itself
completely, from one paper to *he next, to the particular fitness
of means and end, the appropriateness of the language to the
writer’s specific purpose.®

If the range of language attitudes among teachers is greater than
that of the public, as Sledd suggests, we must conclude that many
teachers have at least begun the difficult process of detaching
themselves from prevailing views. Such detachment is difficult
because teachers, after all, share the preconceptions of the general
public, even though, as professionals, they are obliged to bring the
study and use of language to an analytical level.

Language Attitudes in Context

Attitudes toward language are part of the larger framework of
language which detcrmines our view of both the physical envir-
onment—objective reality—and the structure of our intemal
existence—subjective reality. The Sapir-Whorf hypothesis presents
the rather extreme view that language drastically and inevitably
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“shapes thought by categorizing the world—into coloms, plants,

precipitation, food, clothing, time, etc. We rely on these categories
to consider, communicate, and interpret our experiencer. There-
fore, according to Sapir-Wherf, our psychological bearings are
formed and regulated by our native language.” Our own fecling,
however, as students and teachers of English, is that there is not
enough empirical evidence to support so extreme a view. We see
language as a medium, not a legislator.

A more moderate version of the Sapir-Whorf hypothesis has

" .been formulated by several psychologists, among them Jeromc

Bruner, whose book, On Knowing: Essays for the Left Hand,
offers provocative insights into our ways of knowing the world.
Bruner suggests that instead of. “incluctably” shaping thought,

“Janguage predisposes a mind to certain modes of thought and

certain ways of arranging the shared subjective reality of a linguis-
tic community.”!® “Predisposing’ means creating probable shapes,
patterns, and networks without forcibly preventing others. Word
and sentence meanings are the products of reasoning, or, to use
Bruner's metaphor, “right-handed” meanings. (Readers who are
familiar with recent studies of brain function will recognize that
“right-handed” functioning corresponds to the left hemisphere of
the brain; “left-handed” functioning is controlled by the right
hemisphere of the brain.) ta -

Our “left-handed” way of knowing the world and sharing the
meanings we discover in it draws upon another part of our internal
existence. Rich in emotional content and created partly from the
nonrational dimensions of experience, these meanings take shape
as myths. “Myth” used in this sense may or may not be cxtemally
provable “truth.” The point is that myths contain a subjective
reality—feclings, beliefs, and values—that helps us comprekend the
external world and form a basis for behavigr. Their effect is |
circular because while the myths “instruct” the community in |
values, behavior, and goals, they alsocsupply the criteria forjudg-
ing our progress. Bruner sces cach of us as “multiple identities”
following a constantly rewrittén script with a constantly retating -
cast.!! The myths filter our external experiences, controlling and
synthesizing our intake of data to avcid internal chaos.!? These
myths cften have a strong central image. In America, the Horatio
Alger myth, the frontier myth, and the progress myth are influen-
tial and widespread examples. The Horatio ‘Alger stories draw

upon the desire to rise from obscurity to wealth and prominence -

through native wit and hard work. The notion that there are literal
and figurative frontiers in all the major fields of human achieve-

i1
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ment combmcs the need for challenge and excitement with a
definite goal And a belief that individually and collectively we are
engaged in the overall improvement of human life makes progress
scem real and provides a standard for measuring our éfforts.
Circularity is complete when the myths that’ we create becomc
shapers of Gur creative process.,

We are suggesting, then, that language and myth are vcry
powerful determiners of behavior and that the attitudes we hold
are shaped by both. The evolution of acculturating myths was not
a willed and wholly conscious process for any of us, but was the
result of our deep-scated needs and values. Obviously, trying to
ohange an attitude based on commonly accepted myths is quite
different from acquiring such an attitude. No one sets out to teach-
us most attitudes; we simply absorb them as part of our normal :
growth. If, at some time in our lives, we feel we must change an -
attitude, it is a’ conscious effort to modify our thinking and,
indirectly, thc premise of 2 deeply rooted myth. Our dcfcr\m ‘.

t.ch are strong because they are steeped not only in -
objective reality, which is apf roached by logic, but also in subjec-
tive reality, which is either inaccesible to logical reasoning or is
only indirectly affected by it. Sometimes even the most outra- |
geous myths, guch as those centering on the superiority of certain |
races, can be supported by reasoning which scems logical, given |
certain premiges. These myths are often the most deep-seated, |
and are therefore the most dlfﬁcult for ourselves or others to
change. Against a critical world, we must each create a fortress for
ourselves, a stronghold we wuh not to alter without strong reason
to do so.

Some Infiuential Language Myths

The origins of many myths about language are difficult to trace.

One exception; which became popular in the 1960s, is that chil-
dren who grow up in urban ghettos are verbally deprived when
thcy come to school. This myth developed as educational psychol-
ogists presented: evidence seeming to show that ghetto children,
usually black, produced markedly less fluent language in clinical
observation situations than did nonghetto children of the same
ages; that this language differed in several structural ways from the
language of the adult observers and of white, middle-class children;
and that ghetto children seemed to have illogical or distorted
concepts about objects and physical relationships. Furthermore,
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their scores on IQutests and other inessures of verbal performance
used by conventional schools were consistently lower than those
of white. middle-class children. Using verbal deprivation as a
premise, one investigator concluded that one race.must be genet-
ically inferior to the other—that the in‘elligence ol black people,
and therefore their skill with language, could never cqual that of
whites.!S. Berciter and Engelmann, on the other hand, decided
that claborate programs for teaching a first language could help
verbally deprived childrén to acquire what “normal” children
already possessed.! . ’ :

What these educational psychologists failed to.examine was the
actual. language “of these “verbally deprived” children. William
" Labov, a linguist,'did examine it and discovered that the very same
~ kinds of children whom other scientists pronounced deprived
actually have a Janguage every bit as complex, flexible, and power-
ful for communication us speakers of standard English. Labov
concludes: | : '

Negro children In the urban ghettos receive a great deal of verbal

stimulation, hear more well-formed sentences -than middleclass

children, and participate fully in a bighly verbal culture. They

have the same basic vocabulary, possess the wime capacity for.

conceptual leaming, and use the same logic as anyone else who
" learns to speak and understand English.**

Labov's observations lead to a myth of verbal parity, not one
of verbal deprivatior.. However, scientific evidence alone is usually
not persu ive enough to supplant a prevailing myth, and most of
us choose the version we want to believe by fitting the “scientific
facts” into an exist. 1g framework of attitades. ' ,

is same process of inyth-making and choice applies to Vstan-
dard English.” Because the word standard implies some fixed
critesia. for comparison, the phrase can be used only with certain, -
. assumed points of reference which may be cultural or linguistic.
We have formulated the following pairs of statements that suggest
contrasting premises about the usérs of English and sbout the
linguistic integrity of their choices. In each case, the premises and
conclusions which together constitute the myth exist wiihin a
larger context of values and beliefs. - ‘

‘Myth la: Sume people, such as blacks and hillbillies, speak a
‘version of English that is degenerate. Signs of this degeneracy can
be found in their sloppy pronunciation, their imprecise vocab-
ulary, and their violation of many grammautical rules. 211 of these
signs point to a form of language which it inadequate for accurate
communication. ,

Myth 1b: All natural languages and their incvitab,  aricties

' 3
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i.c., their dnlccts)\)ue legiiimate forms of human language and
llly valid instruments of human communication; none can be
shown to be a deczyed or dcgencnte version of another.
Myth 2a: “Standard -English” is thc kind of language which
. people should use for all oc . “Standard” means most
servicepble and negotiable and t.h;refow most correct.

k 2b: “Standard English,” particulary in its lpokcn version,
bends as much a3 any other dialect of English in serving com-
municationi- needs. The language typically spoket. by radio and
television announcers is not an adequate model for “standard
English.” A better mode} is the dialect .spoken by socially and
poh’tically promment people in various rcg:om of the “United

States.

Myth 3a: “Standatd Eng!nh" isa clearly dcfinablc set of correct
ronunoiations, gummaucal structures, and word choices. ‘It is
© “geandard” because it ‘represents the widest usage and because it
has been refined t2 be the most versatize and acceptable form of

English.
~ Myth 3b: “Standard Englnh” in its spoken form i is whatever
varicty of English is cyrrently associated with prestige in a given
community. There is much more variation in the acceptable and
pmugiom,tpoken forms within “staridard” than members of any

e community mighit acknowledge. “‘Standard English” in its

written form; however, lias a much marrower range of acceptable
- and prestigious choices.
Myth 4a: “Standard English” is ndccuary for success in school
.and therefore ‘in ,;mploymcnt "One of the principal reasons for
havmg schools is to equip, young people with the skills necessary
to improve their chances for social &nd financial rewards. Confor-
mity to certain ways of using language obviously underiies several
of those skills. ,

Myth 4b: Some apects of one's use of languagc are commonly
used to indicate one’s desire to fit the rcquxremcnts of a given
social situation. Whether or not this is fair is another issue, but
given this situation, a decision to use “standard English” should
be a voluntary choice of the individual and not a cntcnon of
intellectual or academic aptitude.

Myth 5a: “Standard English” is the best version of English fBr
the expression of logical and abstract thought. Because all of the
great English and American writers use this form of English and
because much of the business of our society is conducted w#th this
form, it must be the form best suited to the expression of precise
and sophisticated thought. ‘

Myth 5b: Logic is not a property of language but of thought,

i
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and all natural languages and variations, such as ‘“nonstandard”
dialects, have equal potential for expressing thought with clarity
and precision. P

" Myth and Metaphor

The five contrasting assumptions above represent one way of
defining our beliefs about language. Another way is by metaphaor.
As Susanne Langer points out: : .

One might say that, if ritual is the cradle of language, metaphor is
the law of its life. It is the force that makes it essentially rela-
tional, intellectual, forever showing up new, abstractable forms in
reality, forever laying down a deposit of old, abstracted concepts
in an increasing treasure of general words, !¢

Metaphors are our habitual way of conceptualizing the world and

.of talking about it to each other. As such, they are a necessary
and desirable medium for much of our thought. But metaphors
can constrain thought and even replace it. They can create a self-
contained system or context from which it is difficult to escape.
Once one metaphorical way of interpreting experiences becomes
habitual, adopting another is extraordinarily difficult, and without
conscious effort we may resist changing it. Certainly this resistance
can and does happen with respect to language itself. Our accu-
mulation of beliefs about language—its structure, its stability, its
uses—is often encapsulated in a metaphor which effectively guides
our judgments about language. If nothing comes along to challenge
that metaphor and if we do not become sufficiently conscious of
its constraints, we are not likely to realize its limitations and
distortions.

In the story that follows, we have created a character whose
reactions to imprisoning metaphors are immediate. Ad-libbing his
way through most linguistic situations, the central character is
delightfully sensitive to metaphor, and his playful attitude toward
language suggests a productive model, Perhaps his exaggerated
reactions to the metaphors that control aftitude can increase our
awareness of their presence and effect.

Restrung Metaphors .

‘Adli Bitum was a curious fellow—always stumbling over old
metaphors and wondering what congenies of circumstance had
spawned them. Not given to ordinary restraint and disinclined

-\
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!

! toward scholarship, he poked among the detritus of everyday

\ speech, asked naive-sounding questions. and generally upset the
people he met who would rather not have had to explain.

Yet he often came.up with some bit of information or a
question that revealed worlds of submerged meaning. Even if he
himself didn’t always realize the significance of his discoveries,
just being near him was often to experience an epiphany.

12ake the time when Adli, in his usual freestyle manner, took
on The Dike Metaphor. Dikes arc erected to keep some “hing out,
usually a sea or a river reaching floodstage. But dikes are also
‘metaphorically erected to protect a person or a group from
inundations of equally distressing bad language--usages such as
“like I say,” “finalize the plans,” and *‘a most unique expe-
rience.” Recognizing the engineer's impulse in efforts to protect
the public from such pernicious usages, Adli sought out a resident
engineer. He found one at the local newspaper office: the copy
editor, a green-eyeshaded curmudgeon whose fame with the blue
pencil was wide. Stan Dards was his name.

“Tell me, Stan,” said Adli, “is your job getting any easier these
days? Are young graduatel of joumalum schools better than they
used to be?”

“You'll be sorry you got me going on that subject, my boy.
Why, I tell you the world is going to hell in a handbasket. My ]ob
is fifty percent harder now, just correcting all their errors in
grammar. Can’t punctuate. Can't spell. Don't know the fine
points of noun and verb usage. Write fragments and use pronouns
that have unclear antecedents. It's as though they didn’t know
handbooks of correct usage exist.”

“A real flood of mistakes, ¢h?’’ said Adli, putting a finer point

~ on the metaphor that he sniffed.

“That’s right. And by damn it's time we put a stop to that
flood. What we need in schools is some no-nonsense discipline
with language—clearly and consistently enforced ‘standards,”
said Stan, becoming flushed about the ears. “We must hold the
line against further corruption of the language. If we don’t, I
foresee the demise of literacy and maybe even westem civilization
as we have known it.” '

Feeling the chill of apocalypse, Adli retreated to safer ground,
the large room where all the young reporters, lodged in cubicles,
committed the linguistic atrocities that Mr. Dards so forcefully
rejected. A cacaphony of words washed over him as he walked
among the intricate pattern of partitions, electrical cords, and
telephone gear. Telephone conversations, typewriter tappings,
and television and radio monologues blended into an incompre-
hensible blur.

Adli contemplated all of this with a momentary detachment
and suddenly blurted out, to no one in particular, “Lattice. Why
not a lattice instead of a dike? Old Stan as good as admits that
the dike Isn’t working. It crumbled long ago, if it ever really
stood, and what he sees is pollution seeping in everywhere. Well,

]
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maybe we do need some kind of protection from the unregulated
flood of language, but wouldn’t a lattice serve? It's made with
some kind of a design, like this reporters’ lair, and it regulates the
flow of air, or water, or any other medium to which it is suited.
There must be some kind of language lattice that could replace
the dike, something that won't let everything in, but something a
little more adjustable to occasion than Stan Dards.”
Adli had had an epiphany. ...

Changing Mctaphors and Myths

There ir something to be leamed from our unlikely Mr. Bitum.
Incapable of being imprisoned by a metaphor, he possesses a

~ remarkable ability to transform images. When we create met-
aphors, we demonstrate this ability. Our challenge is to cultivate
it, to become more sensitive to the metaphors that we use habit-
ually and that reflect the myths that dictate our attitudes. If we
can recognize these myths, we can examine, analyze, and broaden
our attitudes toward language. Through constant questioning, we

~ may discover that certain linguistic metaphors and the subtleties
of language are incompatible. A common example is the tool
metaphor. Language, and written language in particular, is often
viewed as a tool. But a tool is extemal to the user and usually has
limited use. To consider writing a tool is to oversimplify its
functions and to misrepresent the psychological processes which
produce it. ‘

Adli’s sudden insight and his ability to form new metaphors are
uncharacteristic of most people. Instead, we should expect new
metaphors to take shape slowly and to win acceptance gradually.
Myths influenced by nonrational forces are part of our'emotional
structure and are therefore protected from sudden assault. But by -
consciously seeking to merge our increasing knowledge of language
into new metaphors, we may accomplish over time what Adli™
accomplished in a moment. ‘
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Scene: Same place, same group, different day )

Carlucci: You know, I'm beginning to wonder if continuing education is such
a good idea. The thing I'm learning from my linguistics class is that I've been
doing everything wrong for years. For this I should spend money and time?

Motz: What are you doing wrong? Your classes seem f’me to me. Why, you
hardly ever yell at the kids.

Carlucci: It's not the way I.teach, it's what 1 teach that's the probler. ‘'ve
always thought it was important to give kids a good background in grami.a..
I've had them learn parts of speech, diagram sentences, and do grammar
exercises. Now they tell me that nond of this will help them write better,
that I've really been wasting my time.

Brown: Of course I don't agree with all these newfangled ideas about not
teaching grammar, but if 1 did, l\would just chmge Poof, new linguistics in
my classes.

Carlucci: You make it sound so easy. “Poof™ and everything changes. Do you

have some magic. potion in your lah that will turn me into a linguist? I think
it’s hard to change, it's scary. '

" Schutz: I've never thought about it, but I suppose vou're right. It is fright-

ening to change. That book Futun. Shock talked about the impact change
has on people. i

Motz: Well, of course, we historians view change in larger terms; history,
after all, records change.

Carlucci: Yes, change goes on all the time, butI have trouble keeping up with
it. I never took a course titled **Change 101.”

' Schutz: That's it, we need a course in how to change. Ellen's lab doesn’t
have any inagic potions, and anyway I think there is more to changing than
'oin' “Poof ”

"Brown: I suppose you're right. I remember reading somewhere that change
is a process.
Schutz: Well, it seems as if change is more of a process than a poof.

‘Burr: Ah, yes, the change process. My brother-in-law is in community devel-
opment, which means he tries to help people solve community problems,
and he is always talking about the chnnge process. If the process goes on as
long as he talks, it must be endless.

?chuu I don’t know very much about the change process, but I've heard
bell).




2 Language Attitudes
- and the Change Process

Conflict. Arthur Koestler calls it the intersection of two disparate
matrices. Thomas Kuhn calls it the awareness of anomaly. Con-
temporary psychologists label it psychological imbalance or
dissonance. Whatever the label, conflict is familiar to us as English
" teachers: knowing something about altemative approaches to
language, we still flinch at usages such as ‘“between you and I,”
.and “‘everyone has their pencils.” Misgivings and -uncertainties
prompt questions: What shall we teach our students about lan-
guage? Should we’ coneemn ourselves with “correctness™ or “ap-
propriateness” in language? Voices within the profession offer
_contradictory advice:

. endorse students’ right to their own language/insist that all stu-
dents use standard English ?

 basics are the ability to think, to use language effectively, to
understand and evaluate the language of others/basics are :pcllm(
tests, grammar drills, and weekly themes ‘

* the English language is fine and we ought to find mere important
" things to worry about/the English language is on its way to
destruction beceuse it is so badly used "

Changc agents can use this confusion and uncertainty zs a
positive force. Koestler, among others, sces confrontation as the
condition necessary for creative work.! Scientists such as Kuhn
feel that recognizing deviation is the first step toward new discov-
ery—and change.? But change makes people feel anxious, un-
natural, even fearful. It becomes a negative force. English teachers’
discomfort may stem from the suspicion that there is a conflict
between what we know about language and what we teach in our
classrooms. As students, our educational system equipped us to
leamn and assimilate information but not to develop new approach-
es. In fact, much of our educaiion seemed calculated to insulate us
from change. Textbooks usually offer a static view of the world,
and few schools or teachers have kept pace with the massive social
changes of the past fifty years. Teachers must remember that .
change is a process that requires creativity and a scientific ap-

17
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proach. Our objective and subjective realitics counterbzlance each
other. On' the one hand, objective reality provides us with empir-
ical evidence about language, allowing us to sce the differences
between current usage and textbook grammar. Scicntific detach-
ment cnables us to look beyond the familiar and to make new
discoveries. On the other hand, subjective rcality dictates our
affective responses to language. Our attitudes, be they conscious
or subconscious, cause us to accept or reject pcople because of
the way they speak. This constant tension can be transformed
into energy, energy that can be used to spur constructive change.
It is this change that clarifies our thinking and cnables us to

develop more continuity between what we know and what we
teach.

English Teachers and Change in the Past

Changing attitudes toward language may be less intimidating if we
put such change in context. William Barclay, writing twenty years
ago, offers one perspective on the study of language: ‘

In the ancient world no one was interested in foreign languages,
apart from Greek. There was no leaming and no studying of
foreign languages. The Greeks were the scholars, and tney would
never have deigned to study a barbarian tongue. The science of
language is a new science, and the desire to know other languages
a new desire. As Max Fuller wrote: “Not till that word barbarian
is struck out of the dictionary of mankind and replaced by
brother, not till the right of all nations of the world to be classed
as members of one genus or kind is recognized, can we look even
for the first beginnings of our science of language.””®

Although Barclay overlooks Panini and other Sanskrit scholars,
whose examination of sounds and structures led to articulation-of
rules for Sanskrit word formation, he is generally correct. From
Plato to Dionysius Thrax, Greek students of language focused on
their own language; European languages were not described
preciscly until the late nineteenth century. Barclay's statement on
the origins of linguistics reminds us of an important truth: modern
linguistic study derives from an attitude change.

Linguistic study has often included attention tb attitudes
toward language. Robert Lowth, for example, urged astitudes of
reform, purification, and standardization of language in his Intro-
duction to English Grammar (1762). Lowth lamented the loss of
older forms of language and saw literature rathér than common
speech as the source of “proper” English. Joseph Priestly, a

2l
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contemporary of Lowth’s, advocated a much different attitude , /
toward language. Rather than lamenting lost forms, Priestly’s
KRudiments of English Grarimar (1761) stressed that customary
speech rather than past writing should constitute the standard of
language. Although they differed in their views of language, both
men recognized the power of attitudes toward language and
* pointed to attitudes which they felt needed changing. Similarly,
Lowth’s followers—such as Alonzo Reed and Brainerd Kellogg,
authors of Work on English Grammar and Composition (1877),
who played a major role in establishing the school tradition of
language study—promoted prescriptive attitudes toward language.
During the same century historical views of language generated
more_ liberal attitudes toward usage. Works such as the several
volumes of Franz Bopp's Comparative Grammar (1833, 1856-61,
1868-70) and Jacob Grimm's Germanic Grammar {1822) delin-
eated language change, preparing the way for a school of late-
nineteenth century linguists known as Neogrammarians. Centered
in Leipzig, Ncogrammarians viewed language. change as a sign of
vitality rather than decadence and urged standards based upon
contemporary language rather than arbitrary rules. (Excerpts from |
these and other linguists are available in Diane D. Bomstein,
Readings in the Theory of Grammar from the 17th to the 20th
Century [Cambridse, Mass.: Winthrop, 1976].)

.Concem with changing attitudes toward language also char-
acterizes our more recent heritage as English teachers. Two years
‘before the National Council of Teachers of English was organized,
George Philip Krapp's Modemn English: Its Growth and Present
Use (1909) was published. Advocating social utility as the basis
for linguistic standards, Krapp’s views influenced 17any of the
early leaders of NCTE. In keeping with this heritage NCTE leaders
have consistently acknowledged attitude changes toward and
practices of teaching language. NCTE'’s first monograph, Sterling
Leonard’s Current English Usage published in 1932, detailed the
“‘questionable” usages accepted by prominent writcrs and editors.
In 1943 The English Journal offered this response to a question on
correct use of don’t and doesn’t:

The forms don’t and doesn’t in the third person singular are rival
forms, differing in connotation. Botl are very old, both wide-
spread among native English speakers, both immediately intel-
ligible, both *“pure” Fnglish (in sound, formation, meaning,
history). There is, however, in certain groups a prejudice against
don’t; the speaker will find this a handicap to him (exactly as
he will find “bad” table manners a handicap) in these groups.*
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In 1983 Robert Pooley lamented the reactionary attitudes of text-
books toward language and urged NCTE to use every means avail-
able to make the results of rescarch known to teachers.® In 1956
NCTE’s Commission on the English Curriculum made this state-
ment on. usage: 1) language changes constantly; 2) change in’
language is normal; 3) the spoken language is primary; 4) corrcct-
ness rests upon usage; 5) all usage is relative.® More recently
Lighther investigated English teaching and found much the same
situation as Pooley had twenty years earlicr. In 2 1965 publication
Lightner wrote: “I was disconcerted to find that such a thing as
formal grammar, which, as subjeci of much controversy, had been
judged inappropriate for high school study as much as twenty
years ago, is still very much a part of the curriculum. . . . English
teachers, it seems, could benefit from attention to their profes-
sional journals.”?

Pooley, Lightner, and many others within the profession have
thought about change, but they have viewed change narrowly,
focusing cn the product or desircd goal and looking to profes-
sional journals as the means of reorienting English tcachers. This
focus on product rather than process seems to have limited the
effectiveness of the effort, just as it has limited the teaching of
composition. Viewing writing as process rather than product
enables teachers to become more effective composition instruc-
tors. So too, thinking of change—epecifically the changing of

_ attitudes toward language—as process can produce more effective

language teaching. How can teachers, then, create a process for -
changing attitudes toward language? .

The Academic Approach to Change

One way to understand change is to look at its various forms. The
one used most frequently by NCTE leaders and others prominent
in the profession can be described as an academic strategy. Aca-
demic strategists assume that people are rational, that if enough
facts are presented people will change. Writing articles and books
is the usual deployment of thjs strategy, and the professional
stature of the author determines the effectiveness of the effort.
The theory is that if experts such as Marckwardt and Pooley offer
reasons for English teachers to change the way they teach, there
will undoubtedly be appropriate changes in classrooms across the
country. This is simply not the case. Formal grammar continues to
dominate many curricula. Detached and disinterested study, the

B
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hallmark of scholarly work, 'is also one of the downfalls of the
academic strategy. Dctachinent prohibits the researcher from
assuming an advocacy role. In 1956, Harold Allen, director of the
Linguistic Atlas of the Upper Midwest, reported data useful to
English teachers,® yet the academic stance of objectivity pre-
vented him from actively rallying support. '

Academic specialization offers another obstacle to change.
Researchers focus on one aspect of language, become expert in it,
and formulate language concepts. This research is either inacces-
sible to the classroom teacher, or requires more time and ene
than most English teachers have. How many of our colleagues
rush to rcad research documents issued by the Center for Applied
Linguistics? ‘

The time required to translate new information into action
constitutes , st another liability of the academic strategy. Many
- hours are needed to construct new language units but very few to
review familiar ones. Great efforts of will-the scrt engendered by
significant attitude change—are required for. teachers to resist
workbook drills on parts of speech and to devise language aware-
ness inventories or exercises on the referential and expressive
functions of language. |

- The mast compelling drawback of the academic approach to
change, however, is its lack of attention to the actual process of
change. Academic strategists are idealists, concentrating on the
desired end rather than on the intervening steps that lead to a
goal. In fact, “strategist’” may be an inaccurate term because few
practitioners of the academic approach give atteniion to the
details of practical application; few deal with how research results
should be implemented. William Labov provides invaluable infor-
mation about English dialects, and even delineates theoretical
cducational issues of the dialect controversy in- his Study of
Nonstandard English, but teachers are still left to decide for
themselves how best toimplement these theories.®

The academic strategy provides much valuable information, but
we nced more cffective strategies to change attitudes toward
language. When we ask people to change their view of language,
we are asking them to do more than accept new information; we
are asking them to shift their world-view. Significant relationships,
values, and, of course, cherished myths come into question. People
reveal strong feelings about language in conversation; sparkling
cyes and looks of delight may accompany discussions of someone
clse’s errors; a sermonic quality often characterizes proclamations
on the state of the English language, whether those statements

<
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t
lament or approve ¢urrent usage; and, as the media have proved,
discussions of language attract large and responsive audiences. Part
of the zealousness for particular positions may derive from the in-
security which most people feel about language. Speakers of
American English are usually categorized as anxious rather than
assured or indifferent, and Labov’s work documents the extent of
this insecurity.’® Language myths, which are grounded in both
subjective and objective reality and often appear in metaphors
which control patterns of thinking and perceiving, also contribute
to people’s strong feelings about language. Obviously, more than a
distant goal or theoretical construct is required to facilitate change
in attitudes toward language. Specific methods of intervention,
especially the delineation of the intervening steps between existing
and desired states, are required when we approach this mixture of
insecurity and myth.

~ Adaptive Change

Change strategists have developed a considerable body of knowl-
edge in the past few decades; indeed, the vast and complex mate-
rial on the change process poses a problem of distillation rather
than development for those interested in changing attitudes
toward language. (See books by Warren Bennis, Ronald Havelock,
and Ronald Lippit listed in the bibliography.) Although change
. has always been part of the human condition, induced change is
a relatively new phenomenon, and contemporary theorists are still
developing and refining strategies. In this book we have attempted
to distill change theory, especially attitude change, in order to
extract those features most useful to teacken.

The most generally accepted theory of induced change is
summarized in Kurt Lewin’s three-stage model: unfreezing or
developing the need for change, moving or working toward change,
and freezing or stabilization.!! Parts of this model are applicable
to changing attitudes toward language, but the third stage, freczing
or stabilization, implies a terminal state. It assumes that the adop-
tion of a particular mechanism or procedure is the desired goal and
signifies satisfactory completion of the change process. Adoptive
change is appropriate when the goal is the diffusion of technolog-
ical innovation, but it is not appropriate for refashioning myths
about language. To the extent that 'members of cur profession
have considered the change process at all, however, they have
tended to see it in adoptive terms.
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Because knowlcdge about the nature of language is continually
developing, it is important to maintain a flexible attitude. This
* calls for adaptive change, which stresses group participation and
. epcourages.group members to continue the change process them-
selves. We hope that English teachers and those thcy influence will
- become more open to change, for as Pooley puts it: “Indeed the
primary force behind nearly all efforts to correct and ‘purify’ the
English language has been the distrust of change.”'? The truth of
- Pooley’s assertion is evident in the following statement by one
such purist, Edwin Newman: “I believe that the decline in lan-

 great and rapid change this country went through in the 1960s.”**
Changing an attitude is obviously more comphratcd than
changing from one breakfast cereal to another or cultivating a new
habit, such as fastening car seat belts. Theoretical definitions of
attitude vary, but most agree that attitude consists of three dimen-
uonl\wgnmve, affective, and behavioral. When attempting to
change attitudes toward language, then, we must appeal to all
three levels. The importance—and dxfﬁculty-—-of this task becomes
evident as we outline the five essential steps in the change process:
awareness, interest, evaluation, trial, and adoption/adaptation.

Awareness ) .

The first and most ir.portant part of the change process is aware-
ness of an issue. Chapter One reviewed some of the conflicting
attitudes toward language; here we list eight staternents which
underlie an “cnhghtcncd" approach to language. These statements
- reflect a conscious apphcatnon of krowledge about langu ige rathcr
than the mindless repetition of patterned responses.

L. The English language changes continually, and if it should
. cease- to change it will no longer be a sufficient mediumn for
human commun:cation. This change is multidimensional, embrac-

ing lexical, syntactic and phonetic aspects of language. Indeed,

language change has psychological dimensions. Vygotsky explains:

“In the historical evolution of language the very siructure of
meaning and its psychological nature also change. . . . It is not
merely the conten? of a word: that changes, but the w.a,' in which
reality is generalized and reflected in a word.”™ Poirier offers a
. contemporary illustration of the psychological aspects of languagc
change in relating an incident involving MLA. After the chaos of
the 1968 Democratic Convention in Chicago, members of the
Modem Language Association were polled to decide if their own

guage stems in part from large causes. One of those causes is the . .~ —
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1969 convention <nould be moved to another city. Arguments
for and against such a move were presented. Critics of the ballot
suggested that it stressed the complication of rearranging hotel

" accommodations, biating the reader’ in favor of keeping the
convenffon in Chicago. : | '

The framers of the MLA ballot designed to poll the members
about a 1969 meeting n Chicago did not recognize the changed
context for words that a few months earlier would have been
neutral enough. They were sppalled at the evidence that their
language expreased intetitions they hadn't at all meant to express.
How did it happen that their wording confused hotel space with
political space and implied a primary concern with the former?
The critics of the ballot were astonished, perhaps in my own case

~ too seli-righteously so, that anyone committed to the stndy of
languige could think it posmible, in the fall ~f 1968, to ‘say or
write anything, especially on such a subject as Chicego, which
would not invite political readings. '

That's a small example of what's meant by saying that no one

speaks as he once did and means what he once did: the word
Chicago had been made a political word. It was no longer simply -
s geographical one. And it had been ch. that word, not by
an Academy, but by the Mayor of Chicago. s .

2. Language change does not equal language de-av. Change is
one indicadon of vitality, a natural and necessary expression of
lifc. Who would argue: that Chaucer'’s *Whan that Aprille with his
shoures sote” was more ¢ffective communication for the people
of his time than Adrienne Rich's line, “When they mow the
ficlds, 1 see the world reformed 2 if by snow, or fire or physical
desire” is today? Caried to its logical extreme, the “‘change equals
decay” argument assumes that effective communication will soon
cease. Indeed, Jean Stafford predicts the demise of the language:
“Besides the neologisms that are splashed all over the body of the
American language like the daubings of a chimpanzee tumed loose
with finger paints, the poor thing has had its parts of speech
broken o smithereens. . . . The prognosis for the ailing language-
is not goad. I predict that it will not die in my lifetime, but I fear
that it will be assailed by countiess cerebral accidents and massive
strokes and gross insults to the brain and finally will no longer be
able to sit up in bed and take nourishment by mouth,”'* Stafford
might well consider the words of Vygotsky: “A spontaneous
utterance, wrong from the point of view of grtinmar, may have
charm and aesthetic value: Absolute correctness s achieved only
beyond natural language, in mathematics”!? or Britton: ‘“The real
pedant seex change in everything that leads to the language as he
leamt it, but regards all subsequent changes as decay.”"" Hall goes

)
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so far as to arguc that the human nervous system has limited
capacity for rigorous adherence to fixed norms of behavicr and as- -
serts that “‘for the past million years, the human race has changed
linguistically mstead of biologically—culture and its changes,
rather than biologici change, are our mechanism of adaptation
to environment.”" -
8. Attitudes are central to language. Registers of speech—the -
difference 'between recounting an accident to a sympathetic
_spouse and to a judge and jury—are hut one reflection of the
complex intermingling of attitudes and language. Attitudes about
self and audience determine many of the lexical, phonetic, and
syntactic choices made by a speaker or writer. Labov’s study of
 linguistic. change on Martha’s Vineyard demonstrates the influence
of self-perception upon linguistic features. Centralization of
diphthong /ay/ and faw/ in words such as nght, nide, my, about,
and down was obvious in “those who laid claim to native status
as Vineyardens . . . while those who wer~ excluded from this status
.ot who abandoned their claims to pursue a career on the mainland,
would show no centnalization of these vowels.”?® At the same
tme attitudes toward others are shaped by language. As Fraser
puts it, ‘“There is general agreement that the way a person speaks
is often coupled—frequently with litde or no justification—with
a stereotypic level of education, social status,  degree of friend-
liness, and so forth.”?! Attitudes, then, play a major role-in both
production and reception of speech.

4. Current attitudes about language and language instruction
cover a wide spectrum of opinion. Two statements represent this
- range: “Textbooks used in the study of the English language must
teach that traditional rules of grammar are a worthwhile subject
for academic pursuit and are essential for effective communica-
tion.”? “And intelligibility itself is not only a complex function

~~ of features of linguistic form (phonological, lexical, syntactic),

but also of norms of intcfaction and condust in ‘conversation,
and of attitudes toward differences in all these respects.””?® The
first statement reflects a functional attitude toward ianguage;
correct language s2rves as' 2 means for effective communication.
It assumes that correctnesy is essential to communication and
implies an authoritarian approach to hnguagedmfmction. The
‘second statement emphasizes the political aspects ‘of languaze—
sorting and Limiting lives, restricting entry into privileged groups.
It assumes that styles of communication serve as social markers.
The descriptive perspective here suggests a scientific rather than an
authoritarian view of language. ’

-
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5. English teachers transmit attitudes toward language. We are
all painfully familiar with the typical response to the introduction
of an English teacher, “Oh, I'd better watch my grammar.” Yet
that response has been eamed by many English teachers who have
emphasized certain forms of language and punished students who
used others. Vonnegut describes the linguistic insecurity engen-
dered by English teachers: “Most white people in Midland City
were insecure when they spoke, so they kept their sentences short
and their words simple, in order to keen embarrassing mistikes to
a minimum. . . . This was because th.ar English teachers would
wince and cover their ears and give them flunking grades and so on
whenever they failed to speak like English aristocrats before the .
First World War.”3* Whether they view themsclves as upholders
of sacred tradition or as libcraters of lingyistically based discrim-
tnation patterns, English teachers have:impact upon socicty’s
attitudes toward language. Their continuing presence on usage.
panels for dictionaries is but one example of their suasive power.

6. Pubdic opinion and attitude lag behind usage patterns. As in
other fields of human behavior, hypocrisy or inconsistency often
intervene between proclamation and practice. Labov’s New York
City study provides an index of the differences between what
people say and what they think they should say.?% Standard
English, then, contains a much wider array of usages than the
general public’s statements about language would indicate.

7. Teacher attitudes toward language have implications for all
aspects of teaching. Empirical evidence indicates that average
citizens make stereotypic assumptions based on speech patterns,
and - English teachers are not exempt from unexamined views.
Indeed, “A study of teachers’ attitudes in primary school has
shown. that the child’s ability to use the linguistic table-manners
his teacher expects is a key clement in determining not only the
teacher’s attitude to the child, but his assessment of his potential
as a leamer.”?® Research has demonstrated the power of self-
fulfilling prophecy or the Pygmalion phenomenon in education.?’

8. English teachers receive as well as transmit attitudes toward
language. Students, of course, are their most immediate audience,
but students also bring to the classroom a variety of usage pattemns
_and attitudes toward language. The English teacher’s responsc—
whether acceptance, correctior, or hostility~to these attitudes
and usages is an important part of the classroom setting. In addi-
tion, students, especially young children, bring their developmental
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processes to the classroom; tie close correlation between language

- growth and other forms of development has many implications.
For example, as Piaget’s work has shown, all children go through
an absolutist stage in their attitude toward rules and insist upon
“correct” answers for language along with everything else.?®
According to Hotopf, English teachers cannot be held responsible

* for normative attitudes toward language: “Even if teachers taught
differently, we should probably still have the ontogenetic recapit-
ulation of the 18th century’s attitude to language in everybody’s
lifs history.”?® : _

Colieagues within any educational system exert anoth.er sort of
pressure upon English teachers. All but the most enlightened
teachers in other disciplines assume that writing and general
language training are solely the responsibility of the English
teacher. Productt of prescriptive approaches to grammar, many
‘teachers of subjects other than Epglish retain the attendant
language myths and hold the English teacher responsible for
enforcing an absolute standard. English teachers are faced with

" tducating colleagues as well as students, showing that language
instruction is the responsibility of all who teach, and making
collcagues aware of alternatives to prescriptive approaches.

The general public also has unsuitable expectations of English
teachers, and the media often reinforce these expectations. Users
of Ultra Brite toothpaste, who spell “brite” for *“bright”; low
scorers on verbal sections of standardized tests; applicants unable
to fill out forms—these people exemplify a small number of the
“sins” for which: English teachers are held responsible. The now
legendary issue of Newsweek (December 5, 1975) that focused on
student writing ability generated a succession of articles lamenting
the inadequacies of English teachers. Teachers outside the dis-
tipline of English ‘and much of the general public are convinced
that there are “right” answens to all queitions of usage and that
English teachers are responsiblc for énsuring that students master /
the comrect forms. These people do not seem to recognize the '
teaching of effective or interesting expression as an important goal
¢! English curriculum, .

These eight statements suggest the breadth of awareness nec-
essary for anyone considering changing attitudes toward language.

At the same time, the complexity of each item sugg-'sts that more
than cognitive awareness is involved. Awareness, like attitudes, .
includes dimensions of knowing, feeling, and behaving,
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Interest

Being aware of NCTE’s statement on students’ right to their own
language is still a far cry from implementirig that statement in
class, Just as motivation is both the most important and the most
 elusive factor in education, so is interest in change both crucial
and difficult to inatill. Efforts to motivate students have had
limited success, and strategies for producing a desire to change are
likewise tenuous. However, teachers have continued to find ways
to interest students in leamning, and we have found it possible to
engage people in changing attitudes toward language.

Both internal and extemal forces provide impetus to change.
Two powerful examples that affect most English teachers are
dissatisfaction with the present system and outside pressure. One

ance at cufrent professional journals reveals one-source of

issatisfaction—an abundance of articles testifying to the impos-
sible tasks facing English teachers, and the lack of community
support for their work. We believe this view is held by a majority .
of competent profestionals who are receiving no positive reinforce-
m d are frequently confronted by claims from within and
outsidg! the profession that their teaching is misguided and/or
is not producing desired results. Sorie teachers reject sources
that qestion their competence, but guilt and anxiety; common
réactions to lack of reinforcement, plague others. This sense of
inadequacy and the fear that they are failing to live up to the
~ expectations of valued associates may actually condition some
English teachers to be open to change.

Outside pressure not only contributes to guilt and anxiety but
_ also operates forcefully on its own terms. Parents suing a school
system because a graduating child is functionally illiterate create
tremendous external pressure for change. Similarly, public de- .
mands for “literacy,” for the economy of larger classes, for the
reassurance of standardized tests, coupled with media attention
(largely negative) to the activities of the English class, exert
enormous pressure for change. But outside pressures can also work
in positive ways. A curriculum coordinator who shelves an existing
language program and invites teachers to construct a new onc
represents an external force that opens the way for change.

Evaluation

Ready for change, English teachers, or any other group, search for
and evaluate alternatives. Written material provides one source of
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new approaches, but that alone is not strong enough to effect
change. The most effective means of ensuring thoughtful evalua-
tion of new ideas and practices is through a change agent, someone
who can link needs with availaole resources. One function served
by change agents is to offer demonstrations of new approaches to
language. For instance, a linguistically based dxagnostxc approach
to spelling can be demonstrated by categorizing and defining
spelling errors on an actual student paper. This captures the
interest of teachers frustrated with filling margins with “sp,” and
gives them an opportunity to evaluate the merits of a new view of
- language. Change agents can aiso emphasize the practical benefits
of a hngmstlc approach that reduces the time required to grade
papers: hile it ir-nroves student writing. Of course, the reduction .
of and anxiety is a compelling practical benefit and plays an
important role in the evaluation process.

Ine\nubly, evaluation involves a recapitulation of thc awareness
step in the change process, but this time each factor is carefully
scrutinized; we read more thoroughly that which affects us direct-
ly. There are two methods for acqumng mformauon on new
approaches: identification and scanning.

Idmnﬁcaaon usually focuses on the change agent and can
produce positive or negative reactions. Negative identification
generally occurs when change agents emphasize their official role,
 when’ a group is captive and cannot avoid participation, when a
group feels helpless or threatened, or when change is mandated.
Response to negative identification is typically narrow and stilted,
often resulting in rote implementation of suggested approaches.
When a department chair, for example, insists that all department
members participate in an inservice program and submit documen-
tation of their use of the new approach to language, teachers will
tend to transport ideas directly into their classes without consid-
ering variations among teaching situations. University ‘“‘experts”
who appear for one-day presentations in secondary or elementary
schools are also likely to inspire negative identification.

Positive identification, on the other hand, occurs when the
target group is voluntary, can leave at any time, tructs the change
agent, and faces no enforcement of change. In this situation,
change a=nts do not emphasize formal positions and allow the
target ¢ p considerable autonomy. Change resulting from
positive entification is generally spontaneous, enlarging, differen-
tiated and supportive of further growth.
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Scanning, in contrast to identification, is an information-

*gathering process. In this case a change agent serves as a resource

person, making information available to group members. Although
a group can initiate its own survey, a knowledgeable change agent
can certainly facilitate the process. Scanning the positions ad-
vocated bu:'.dwin Newman, Harold Allen, and William Labov, for .
example, could give teachers a clear idea of the range of attitudes
toward language and enable them to formulate their own positions
more accurately. Similarly, a group wishing to explore new teach-
ing strategies might add to written resources by soliciting success-

. ful approaches from colleagues.

Trial .

The evaluation stage, if successful, leads to intention. Having
become aware of a problem, developed an interest in it, and
evaluated various approaches, a group needs direct experience with
new methods. Educational theory admonishes us to rely on
experiential leaming in class, but teachers often neglect this
dimension in their own leaming. How many times have we taken a
course in the teaching of composition and not done any writing
ourselves? What about language courses that discuss regional
dialects but never ask students to survey speakers in their own
ncighborhoods? Testing new skills is particularly important in the

"change process because without such testing people are very likely

to return to habitual routines and forget new ideas. The task of
changing attitudes toward language requires attention to behavior
and feelings as well as to intellectual comprehension. Thus trial is
crucial in the change process. English teachers who are considering
a descriptive’ rather than a prescriptive approach to grammar
should have opportunities to *try out” new approaches. Respond-
ing to a student’s “I ain’t got no pencil” in hypothetical situations,
evaluating student papers within the group, simulating the giving
of initructions to students embarking upon field study, doing ficld
study oneself, or teaching a mini-lesson on usage patterns are a few

-examples of the kinds of experimentation that can preparz English

teachers to continue the change process.

Adoption/Adaptation

The ultimate success of the change process rests in adoption/
adsptation. The change process is no more effective than authori-
tarian exhortation if it does not lead to the inclination for altering
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ideas and approaches. Chgrges in attitudes toward language
manifest themselves in new feelings and changed behaviors in and
‘outside the classroom. When we recall the enormous energy
required to make a very simple change in behavior—the exhaustion
which accompanies the beginning of a new term as we adapt to
different schedules and new rooms, for example—we sce the
- importance of adoption/adaptation in the change process.

It is at the adoption/adaptation stage. that sypport for change
becomes essential. Teachers can be aware of and interested in new
approacliss. They can evaluate alternatives and even subject some
to trial, but maintsining a positive disposition toward change and
adopting novel practices in the classroom assume support from
peers and superiors. It can be futile, even dangerous, to take a
flexible approach to language when one teaches in a school where
an authoritarian view of language prevails. Even if passive accept-
ance or active interest in new views exists, change is not guar-
anteed. First attempts are fraught with ‘difficulties, and a support
- group is often necessary to prevent an innovator from abandoning
the new in favor of the familiar. A support group can be as in-
formal as two other teachers who are trying similar things and are
willing to discuss their successes and failures, or as formal as a
class where evaluations occur systematically.

As we said earlicr, adaptive rather than adoptive change is the
goal. Adaptation as applied to language attitudes does not imply
initiating a particular program of study or buying a specific text—
although these and other adoptions might be part of the process.
Rather, we urge teachers to cultivate an increased wiliingness to
change. Just as change in language implies vitality, so an equally
* vital response is necessary to keep pace with changes in our
understanding of language. The nature of language and our grow- .
ing understanding of it demand that we adapt our perspectives
rather than insist upon adopting a single stance. Adoption of an
adaptive attitude toward language is, finally, the goal.

Facilitating Change in Language Attitudes

Although the stages of the change process from awareness to
adoption/adaptation follow one another log -ally, they do not
occur without conscious effort. Those who can encourage and
guide this effort are called change agents. A change agent must be
acquainted with the change process, aware of available resources
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(though not necessarily familiar with all of them), and able to help
a group to define and reach its goals. But this designation need not
be formal; agents’ official positions vary from curriculum coor-
dinator to college/university faculty member, to secondary school
faculty member, to interested citizen. |

Whatever their position, change agents need to Anow the local
environment. If, for example, a group has had little exposure to .
‘contemporary linguistic study and belicves in the merits of tradi-
_ tional grammar, it will be less receptive to changing attitudes than
" a group familiar with current linguistic work. Change agents who
know their audience will be sble to predict reactions before new
ideas and schemes are introduced and thus avoid alienating partic-
ipants.: Of course, the social structure of the target group is an

integral part of the local environment. Change agents working in

- an English department, for example, need to know which individ-
uals have power within the group and how they use that power.
A very cffective program for initiating attitude changes can be
useless if the department is dominated by an unreceptive chair
who intimidates other department members. Knowing the local
environment also enables change agents to build upon existing
. patterns and attitudes; new ways can be grafted onto old. Timing,
a-crucial element in any change process, can be vastly improved if
agents know the target group well. Needs of which the group is
aware serve as an cxcellent starting point for change, and change
agents are always more cffective when they know the expectations
the group brings to the change process. Change agents also need to
understand outside pressures upon and dissatisfactions, within the
group. ’ , :
. Involving group members is essential since investment derives
from involvement. In addition to providing further information
about the local environment, involving the target group accom-
plishes valuable linguistic tasks. One of the most pressing needs in
contemporary linguistics is to study existing usage patterns. Labov
and others have demonstrated the value of determining “how
people actually express themselves rather t' 'n surveying how they
think they should talk. Group members can conduct studies of
usage patterns, thereby increasing their active involvement and
. gaining first-hand knowledge of usage variation.

One of the real challenges for any change agent is to masntain a
distinction between role and person. We've all known lawyers who
can’t refrain from treating guests like clients, ministers who
preach at everyone they meet, even teachers who instruct every-
one within earshot—people so immersed in their professional roles
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that they have forgotten how to function as persons. It is tempting
for the change agent to fall into the same trap. Take a little
. expertise, add a little responsibility for others, and it is casy to*
produce a change agent who takes refuge in playing a role. Yet the

- personal characteristics of the change agent determine much of -

the success or failure in innovation. The change agent who has the
greatest success responds to group needs rather than imposing an
agenda upon the group, emphasizes personal qualities rather than
formal credentials, doesn’t insist upon adoption of a particular
idea but helps the group become comfortable with altematives to
present practice. Ideally change agents, aside from their knowl-
edgeability about language, should be more than amiable persons
who merely convene a group of teachers for a discussion of

gl::ﬁe Knowing how deeply held attitudes toward language
typically are, the most cffective agent will be one who carefully
and sensitively introduces new ideas. And, finally, it is the person,
not the role of change agent, that enables a group to develop

sufficient self-awareness to consider the implications of its own -

attitudes toward language.

One final but extremely unportant qualification for change/
agents is the ability go use a varicty of intervention strategies.’
These strategies, defined below, help the agent cope with attitudes
and behaviors .ikely to be found in a group situation, and help
ensure . .at the group is productive.

Discrepancy intervention calls attention to the contradictions
and discrepancies in an existing situation. It takes little imagiha-
tion to think of discrepancies between current linguistic knowl-
edge and dominant practices of language teaching, and the ongoing
work of linguistic rescarchers continues to expose others. Similar-
ly, even the most prescriptive English teachers must be aware of
the contradictions between grammar book pronouncements and
the language of educated and accomplished. people. More sophis-
ticated English teachers notice the contradiction between the
prevailing American myth of linguistic uniformity and ‘the sub-
stantial variety in American speech. Ducrcpmcy intervention
frequently draws upon = accompanies theory intervention which,
through rescarch and theoretical implications, provides empiricai
or rhetorical constructs for noting ducrcpanclcs in current prac-
tices. For our purposes, these two forms of intervention may be
considered a smgle form.

Discrepancy intervention can be used by academics and others
well removed from school language classes; however, procedural
intervention requires more direct contact between change agent

/
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and group participants and is therefore more productive. This
form of intervention examines existing programs to determine if
mE effective procedures can be employed. Secondary and
primary English teachens with some linguistic background and
willingness to search out resources can use procedural intervention
effectively. ' '

Relationship intervention is often necessary as a group becomes
involved in the change pljxeu and tensions develop between
members who hold different views about language. Any suggestion
of change arouses a certain' amount of hostility and anxiety, but
discussions of changing attitudes toward language often produce
great tensions. Courtney Cazden’s investigation of the attitudes of
black parents ir Boston toward language and language education
reveals the powerful emotions gencrated by discussions of lan-
guage.- A change agent who uses relationship intervention cannot
rely upon an authoritarian role but must be responsive to a varicty
of viewpoints. '

Later in the change process, after awareness and interest are
evident, dilemma intervention may occur. This involves examining
assumptions about language and identifying the significant alterna-
tives in language instruction, scarching for those that fall betweer
the extreme positions of theory and practice. Dilemma interven-
tion requires a wide-ranging view of linguistic issues, one which is
difficult to extrapolate from many of the single-issue approaches -
offered in linguistic research. The change agent must coordinate
such disparate factors as resezrch in teacher attitudes toward
various dialects, sentence combining as an alternative to traditional
grammar, and prohibitions against fitting students to the language
curriculum. ' .

Organization structure intervention involves identifying issues

‘of language controversy that derive from the educational or social

structures to which group members belong. A school may, for
example, require tests that measure a narrow spectrum of linguistic
usages. Organizational intervention is very effective when desired
change affects only one structure—decreasing factory workers’
dissatisfaction, for example—but attitudes toward language extend
beyond any one structure and into socicty as a whole. The com-
plex relationship between socicty and language makes structural
intervention difficult, but sociolinguistic studies such as William
Labov’s examination of relationships between language and social
status (cited in note 5 of Chapter One and note 20 of Chapter
Two) suggest models for organization.
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Perspective intervention provides historical understanding of the
language controversy, and can create healthy distance when
emotions about language run high. Thomas Lounsbury’s book,
The Standard of English Usage, argues that speakers of a language
must be dead—intellectually if not physically—before that lan-
guage will become fixed.?! Tracing usage controversies from the
seventeenth ceniury forward and citing influential authors from
many periods, Lounsbury illustrates the shifts in what is defined -
as good English. Lounsbury’s book offers a sweeping perspective
on usage controversies, and its publication seventy years ago
demonstrates that today’s disputes are not unique. A more con-
temporary text, Arthur Applebee’s Tradition and Reform in the
Teaching of English: A History, discusses the ~hanging attitudes of
_English teachers toward language.3? A change agent can draw
upon these and more general publications to remind a group that
many of today’s problems and controversies are not new. The
professional memory is surprisingly short and, as long-time readers
of professional journals can attest, the same ideas have a way of
reappearing every few years. Perspective intervention can encour-
age a historical view of language instruction.

Discussions about changing attitudes toward language are, in the
final analysis, circular. What we, as humans, know and believe—
our attitudes toward language<are based in languageé itself. We are -
verbal creatures, and our language about -language determines
many of our attitudes toward language; yet changing our language
about language requires a change in attitude toward language. The
problem we face is reflexive: its subject and object are identical.
Yet, as this chapter has illustrated, the change process—not instant
change—-has potential for changing attitudes toward language.
In this chapter, we have tried to establish a theoretical basis for
linking the change process with attitudes toward language; now we
shall illustrate practical applications of this theoretical construct.
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Scome: Sami phct. tame group, different day .

Schutr (bm&u( into room where others are already relaxing): 1t workcdl
1t worked! } tried it and it worked!

Ioll: What worled? Thecoffee machine?
Schuts: No, an, my language lzsson. 1 ‘ed something new and it worked.

?ulued Thats exciting! Most of the new thinp I «& falf Mat. Tzl me about
L.

Schuts: Well, I began the class by talking about lvmboh 1 pointed to the flag
and asked the kids what it meant. We talked about other concrete symbols
Like signe, wedding rings, and gestures; the kids were really sensitive to the
bmportance of context. They scemed to get the idea that a physical symbol
mesns spproximately the same thing to all of us but umuchorushuu
least slightly different amociations with the symbol. -

Burr: A heavy idea. I've gotten at it through indexing. ! tmmbmd reading
some stuff by semsnticists like Hayakawa and Johnson. They suggested that
" we can’svold over-generalizing and stereotyping by remembering that police.
mun; is not policeman;. The kids really dug 'hat. For a while they were
mbuhu!m about everything they talke:d about.

Schuts: Right. But that wasn't quite what | wanted 1o got across today. |
was more interested in trying out a few {deas about dialect. 1'd come across

s position statement from NCTE called “Students’ Right to Their Own
hnuu(e " and one sentence really caught my eye. I've just about memorized
it: “The claim thaiany one dialect ia unscceptable amounts to an atteropt of
mnodalponp to exert its dominmcc over another.”

* Busy: Yeah, That is heavier than lnduin;

* * Schuta: 8o, 1 gave ther some sets of sentences at differ :nt levels of accept.
abillty. For example, one set was "He ain'f got no bruins,” “He isn't very
soart,” “He lacks intelligence.”” They could recognize that each sentence
means almost the same thing but that deciding which to use depends on
cootext. Rach one is a diaject form, and one is not more absolutely correct
than the other two. The kids seemed to understand that and talked about it
90 easily that'] almost thought I wasn't teaching them anything new.

Carlucci: Well, it was new to hear an Englith teacher say that, I can tell you.

Schutz: Yes, | suppose you're right, ard until the last few months I don't
;Nnh | would bave dared admit to this way of explaining correct language.
bell)

‘Motx: Sic ramit gloria mundi, if | may ey s0. And furthermore, caveat
emptor. '




3 Changing Language Attitudes
- within the Profession :

.As Francis Bacon predicted in 1605, we have become a society
where, in matters of leaming, things “may be done by some
‘ §a¢ ns, though not by everyone.”! That is, we have' become a
ty of professionals. As English teachers we operate within the
boundaries of our profession, and our peers in other disciplines arc
likewise circumscribed. We may talk with the person who teaches
_ chemimy or rhathematics, but our real conversations, our explora-
tions qf significant issues, occur within our own profession. We
measuré our teaching successes and failui¢s against norms created
by other English teachers, not by history teachers, and we look to
others within our own profession for mformatxon that shapes our
approach to English studies.

Yet, we all know that within our profession thcrc arc few points
of consensus. Although: English teachers can count on their
profession for a sense of identity which sets them apart from
teachers in other disciplines, for some rewards and% punishments,
and for limited kinds of support in controversies such as censor-
ship, our profession does not offer an authoritative voice on the
language issue. No member of NCTE or any other professional
organization determines what we as English teachers should do or
believe about teaching the English language. Much as we might
wish it, no exalted figure is likcly to lean down and say, ‘Here are
the answers; all the controversics have ended. Simply take this box
to your classroom, and all your problems with language tcaching
will be solved.™

Instead, we arc lcft to muck about in the half-light of our own
wisdom, searching for our own answers and methods. Yet, precise-
ly because we are professionals, we. have resources that are not
available to the gencral public. We can accomplish things that
“may be done by some persons, though not by everyone.” We can
call upon our training in English language and literature and upon
available research, and, if we so choose, we can take an active role
in exploring language issucs with our colleagues, Attitudes toward
language will be as adaptive as the members of our profession
¢ 100s¢ to make them.

L]
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Forming a Group

The casiest way to cnsure large-scale participation in the change
process is for a group or individual with authority to rcquire
teacher cooperation, cither diroctly or indircctly. For example, a
school district may sponsor an inscrvice program or course and
require (or at least encourage) tcachers to attend; an administrative

_mandate such as a directivé from a department chair may bring

department members together; or-an “cxpert” from another
school may request participation in a'special project. Carrots such

" as free tuition or merit-increases and sticks such as peer ostracism

or threats from superiors often play a rolc in bringing such groups
together. At first glance, this scems an ideal way to convene 2
group. Reople who might be intimidated by or unintcrested in the
topic will participate; a change agent nced not waste time and .
energy trying to find willing participants; and many of the logis-
tical details will be simplificd. Certainly many classes fit this
description, and they are not neccssarily all bad, However, our
expericnce as ch: 1ge agents is that a group created this way effects

‘much less change than one formed as the result of internal need. .

The difference between self-convened and externally convened

" groups secems to be the degree of awarcness and investment. As

explained in Chapter Two, awarencss of an issue is the first essen-

. tial stage in the change process, and externally convened groups

rarely have that quality. The glazed eyes and sign-in-and-leave
behavior we've observed in externally convened groups convince

us .ﬂ)at even' the most modest goals may be impossible to attai. in
such a setting. However, wa've sometimes been surprised. A polite

.. and perfunctory department has nodded through our one-day.

workshop aid then, we are told later, made significant revisions in
its language curriculum. More often one or two members of a class
or an inservice group will pursue the topic of changing attitudes
toward language or start to look for other like-minded souls.

One group  we know formed around a single member of an
English department—not the chair—who seemed to be 'generally
trusted and liked. The instigator had taken a course that raised
linguistic questions for her. She began talking with her peers about
language teaching and quickly discovered that a number of people
in the department shared her concems. She proposed that they
begin meeting as a group, and the change process was begun. Other
successful change groups we’ve-known have evolved from profes-
sional associations or from groups with designated tasks such as
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curriculum design. Often these groups have included pcoplc from
several school systems.

If you find no one in your department who cares about at-
titudes . toward language, don’t despair; there may be several
interested people in the next district. Finding allies in neighboring
districts can be an overt or covert procéss, depending upon what
suits you. Advertisements in the NCTE affiliate newsletter, an

n letter to all members of nearby English departments, or

" flyers distributed at an area inservice program lare among the more

explicit methods of locating interested colleagues. The Conference

on Language Attitudes and Composition (CLAC) announcements

which have appeared in national journals offcr an example of the
types of issues that cah be raised:

1.If you're worried about the shoddy hngu tics used to con-
- ‘struct competency-based entry/exit tests f r colleges (Georgia
Regents’ Exam) or

2. puszled over the confused, hostile reacdon to the CCCC *Stu-
dents’ Right to Their Own Language” position paper, a rrac-
tion that perceives the NCTE as moholithic or anarchistic, or

3. wrestling with problems associatéd with language and the
teaching of composition, or

" 4, aware of any public policy an an;uage plmning which seems
suspect, write for the CLAC’ Newsletter, c/o Jim Nattinger,
Shelley Reece or Tony Wolk, Department of English, Portland
State Univensity, P.O. Box 751, Fortland, OR 92707. We hope
to be more on the side of u:ﬁon than suffering.

The number and quality of responses to the CLAC Advcmscmcnts,
confirm the «fficacy of overt methods. Of course individual per-
sonality, school politics, and other. variables may dictate more
subtle means. Our own pattern has been to inquire informally
about potential participants and then invite each one personally.
We've found that a group whose members represent several teach-
ing situations is often more cffective than a group from-a single
dcpartment. Teachers seem more comfortable raising sensitive
language issues with people they won’t see in the hall the next day.

If a group has no designated time limit for its existence—and
few self-convened groups do—one of your first tasks is to raise the -
question of the group’s duration. We have found that it is pref-
erable for a group to err on the short side—better to agree to meet
for one term and then renegotiate for a second term than to set a
longer commitment. Guilt and other negative feelings are almost
inevitable if a group sets no time limit; some members drift away
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feeling they haven’t accomplished anything, and the remaining
members harbor bitterness or a sense of failure because the group
didn’t stay together. We say “‘almost inevitable™ because we know
of one group where thereverse occurred. The group was composed
of several concerned teachers within a system who had agreed to
meet. bimonthly to share a meal and concerns about language
_teaching. Initially, the discussions were lively, resource people
were brought in frequently, and the group was optimistic about
changing attitudes within the whole school. However, as time went
on, group members became attached to one another, didn’t want
_ to deal with controversial issues which might offend someone, and
" ‘began to pay more attention to the menus. As far as we know; this
group is still sharing gourmet delights, but it has abandoned any .
thought of changing attitudes toward language.

If a group is self-convened, the variables of size and membership
will also need to be established. We have no magic numbers to
- offer, but our experience suggests that a group with fewer than 10
members is too small and one with more than 20 is too large. We
have found it effective to divide larger groups into smaller groups
to allow individual participation and the intimacy necessary for
exploring attitudes. Interest in and commitment to the group
should, of course, be the chief criterion for membership. If you
are in the position to choose some members and exclude others,
we advise selecting teachert vith three to five years of experience.
Teachers with a great deal of experience tend to have firmly
entrenched attitudes, and beginners are usually too insecure and
uncertain to consider new ideas. Our hunches on this were val-
idated by Taylor’s study of teacher attitudes toward black and
nonstandard English.? '

Assessing Environment Al
. . Y

Whether dealing with an cxtcma\lk)l'l or self-convened group, a
change agent needs to become familiar with the school environ-
ment. If you are working with colleagues within a single school,
this may seem a simple task, but initiating the change process
requires the reassessment of familiar situations. The obvious
markers of location—urban, suburban, rural—and socioeconomic
level of the community determine many of the differences be-
tween schools and contribute to variables such as degree of com-
" munity support and administrative structure. These forces take on
increased importance when the change agent considers changing
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attitudes toward language. Cazden’s report on the opposition
of Roxbury parepts to using anything but standard English to
teach their preschool children suggests that the disparate forces
operating in and around a school—forces which are related to
vocational aspirations, social standing, and scholastic ambition--
become crucial.? - :
" Although each school is unique, there are also. snmxlantxcs that
transcend place and class. Schools throughout the country face the
national disillusionment with education as a panacea; whether this
attitude is a legacy of the sixties or a consequence of continuing
ﬁscal'cﬁscs, citizens are gcnerally unwilling to invest more money
in schools. Tight budgets impose various forms of retrenchment,
and conservative attitudes toward language (with concomitant
policies' and materials) are just one manifestation of the public
schools’ difficultics. An accompanying and perhaps related na-
tional phenomenon is increased public support for standardized
tests as a means of determining college entry. According to a 1976
Gallup poll of public attitudes toward education, “A consensus
‘was found in favor of requiring hxgh school students to pass a
standardized exam in order to receive a diploma.”* And 84 per-
cent of the sample felt that standardized tests are reliable. The
. same high percentage may not endorse the linguistic values inher-
ent in standardized tests, but, endorsed or not, these values receive
implicit support as standardized tests become more popular. Tests
have a way of determining language curricula—even “attitudes
toward such curricula—and the narrow view of language embodied
in standardized tests suggests that the nation’s schools face pres-
sures to become more single-minded and less open to changing
attitudes toward language.

Another similarity among schools is the discrepancy between
- 'people of authority and people with power. If authority is defined
as holding a publicly recognized position which includes directive
and enforcing functions, and power is the ability to accomplish
things whether through publicly recognized means or not, it is
obvious that those with authority in schools may nnt be those
with power. Influential figure~ often advise department chairs
and other school officials; policy pronouncements that appear to
come from one source may actually be dictated by another.

Approaches for eliciting afﬁnnat.ivc-rcsponscs from these two
groups differ. The offi¢ial sanction of the administration is nearly
always necessary for any school committee and is normally readily
obtainable, especially if the committee is intent on clarifying its
own attitudes toward language rather than directly changing the

.10
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curriculum. A careful explanation to administrators can eliminate
many logistical problems as well as give credibility to the commit-
tee’s work. Influential English teachers may be more difficult to
deal with because their power is often covert and they may have
proprietary feelings about an English department’s program. The
change agent must find ways to enlist their support, usually by
induding them in the group, giving them responsibility, and
aking them feel part of the change process. Those involved in -
ecision making and change are less likely to find fault with the
results. e .
~ Two of the most effective strategies for creating positive at-
titudes toward change—the trouble and jealousy methods—are
often inherent in the school and community environments. The
media have already done much to foster the: trouble method.
Reports of barely literate students, declining scores on -stan-
dardized tests, and implicit and explicit questions about the
teaching of English serve to heighten the insecurity of nearly all
English teachers. The process begins: “If these things are true, ..
we must be in trouble, and if we’re in trouble we’d better do
something.” Administrators, and even influential English teachers
within the department, may be convinced that the current “trou-

~ ble” warrants consideration of change or at least a closer look at

the status quo. The jealousy method also plays upon the inherent
competitiveness of our society and lures people toward change
associated with higher status, improved benefits, or other symbols
of hierarchical relationships. For example, “X school district has
just redesigned its language program, If X is doing it, then it must
be good,” or “Look ‘at all the federal money Y school is getting’
for its new language program. Why don’t we try tq get a piece of

“the action?” Of course jealousy and trouble are not the only

ways to create positive attitudes toward change. Curiosity about

language, pride in one’s work, an interest in furthering knowledge

are also strong activating forces that chould not be-overlooked by

- the <hange agent.

. Determining the Level of Awareness

Once a group is convencd—whether for a one-day meeting required
by the department, an open-ended discussion, or a college course—
the change agent (teacher, visiting expeit, self-appointed convener) -
needs to determine the level of individual and group awareness
on language issues. General discussion of issues is one way of
determining awareness. After necessary introductions and the
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formulation of group expectations, the discussion might continue
something like this:

Change Agent: We're all here because we’re concerned about the -
teaching of language. 1 thought we might begin by focusing on a
few questions about language to détermine some of the assump-
tions we bring to this group. For example, how do you react to
the statement, “One should always avoid contncuom in written
English'?
Speaker 1: That's one of the things I remember being told by my

" own high school teacher, and I do try to avoid contractions in
my own writing. But I've never really théught about it. What's
wrong with contractions any\ny?
$2: Doesn’t it have something to do with the fact that they are a
sign of ‘informality? I guess written language is supposed to be
more formal than spoken language.
§3: But is it always supposed to be so very formal? I can think of
times—when I write my son for example—when I don’t want to
-be so formal, ‘

~ S4: Yes, and what about the fact that my current issue of The
New Yorker is full of contractions? 1 thought that was supposed
to be a pretty highbrow magazine. If it uses contractions so
freely, I'm going to have trouble telling my studenu that they
shouldn't.
85: Well, it seems to me that English teachers have to uphold
some standards. The world is full of delicate clearances—like an
airfield—and I value care and precision in language. I want my
doctor to know the difference between tonsils ‘and appendix
when he operates on me, and if English teachers say students
can use contractions and any other informal forms they choose,
what happens to the delicate ‘clearances of our language? We'll
soon:be crashing into one another.

As the discussion continues, the group =and the change agent
develop a clearer idea of individual attitudes toward language.
Other issues that are useful for stimulating opening discussion
include: A speaker should always avoid dialect; current changes in
our language signify ity degradation; when usage disputes present
us with two or more alternatives, there is always one “‘preferred”
choice; social acceptability in middle class society depends upon
correct use of language.

Discussions have the advantage of airing many attitudes in a
short time, but we don't think they are an ideal way to begin the
change process because they may create false impressions. Often
group participants withhold true feelings about language issues
because they fear arousing displeasure within the group. Also,
there is always the danger that a few people will dominate the

18
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discussion. Therefore, written and oral inventories are better.
“Written inventories can elicit thoughtful individual responses,
whilc"br\al\intcrvicm produce more spontancous views. As change

agents, \we have ‘used oral questionnaires, meeting with each
individual, if possible, or assigning pairs who alternate roles of
questioner-recorder and “responder. Taken together, oral and
written inventories provide a useful composite of the participants’
attitudes toward many aspects of language. ‘ h

Asking group members to respond to specific usages provides
one kind of inventory, and the Appendix contains several usage
scales which can be adapted. One of these is the ‘English Usage
Questionnaire.” This scale contains a few items of British usage
which may not be appropriate for American groups, but the scale’s
attention to context (informal/formal, spoken/written) is an
attribute which outweighs this slight limitation. Attention to the
language situation, as in the “English Usage Questionnaire,”
fosters less monolithic attitudes toward language, Also in the
Appendix is Leonard’s “Current Usage in Grammar as Ranked by
Linguists.” Although developed before 1932; this scale has items
which work well with contemporary groups. The three rankings—
established, disputable, and illiterate—represent the reactions of
professional writers and teachers surveyed some forty years ago.
Items from all three categories can be combined in a single list
-which respondents can rate according to the same three criteria. A -
more lighthearted but nonetheless valuable inventory is “Quinn’s -
Quiz,” which draws items from famous published works to il-
lustrate precedents for questionable contemporary usages. These
scales, or adaptations of them, provide an assessment of the
group’s stance on usage generally, and discussion of particular
items on the scales can lead to thoughtful exploration. Opinions
on each item usually vary widely, and when participanty explain
judginents and exchange views, they begin to recognize inherent
difficultics in absolute star dards of usage. S

To encourage group membeis to become more conscious of
their assumptions about language, we often ask them to state the .
linguistic assumption that underlies a given statement. F ormulat- -
ing such assumptions is not a simple task, and it takes considerable
probing to help participants articulate them. Often the initial
statement is a variation of one of the language myths discussed in
Chapter One. For example, a participant might respond negatively
to the item “The engine was hitting good this morning” and
defend that response by explaining that we shouldn’t allow people
to speak dialects, When pushed, the participant might go on to
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- state the underlying assumption that dialects are'undesirable forms
of speech. The texts in which the “English Usage Questionnaire”

" and Leonard’s “Current Usage in Grammar as ked by Lin-
guists” appear contain extensive considerations of each usage item.
We have found it effective to read excerpts from \them when
discussions become especially lively. '

Language attitude inyentories or opinionnaires offei another
~ means of assessing group attitudes; the Appendix contains inven-
tories by Frogner, Houston, and Taylor. Houston's * age -
. Attitudes and Information Study” investigates opinions about and
knowledge of language leamning; ‘“Taylor’s Language Attitude
Scale” pays particular attention to attitudes toward nonstanda
~ dialects. These and similar language attitude inventories hel
ps aerticulate their feelings about language and provide the:
asis for useful discussions. One liability of such scales is that they
may elicit inaccurate responses. Since theory and practice do not
slways coincide, participants may respond as they think they
should rather than with complete honesty..

* .- Inventories that seek responses to actual or simulated language
often elicit more genuine response and are therefore worth the
inconvenience of making or obtaining audio tapes. We have used
an sudio tape similar to those used in Fraser's study (see note 3 of
Chapter One). We use one tape of aspeaker whose dialect is close
to that of the audience and one of a speaker whose dialect suggests
another region. Lexical and syntactic features can also be varied
depending upon the group’s linguistic background. For example,
‘with an-urban group familiar with Black English you might use

. this passage: “I done gone to the store most time and then one

- day I be busy and send Nick boy. He brung me what I tell h.m but
he say scmebody hit him upside the head and it don't be all his
fault.” Earticipants then record responses to this taped passage on
forms such as this:

1. What is the race or ethnic origin of this speaker?

2.What is the highest educational level attained “by this
speaker?

3. What occupation might this speaker have?
4. Could this speaker be part of your social group?
5. Do you consider this speaker fluent?

A variation is to use rating scales based on two polar terms with

three intermediate points: || 1 |l Other
fast slow
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terms that may be used include clear/unclear, fluent/not fluent, -
relaxed/tense, high social status/low social status. Still another
variation is to tape voices of children and ask group members
(assuming they are all teachers) to rate the speaker’s potential as a
student. This can be done with narrative questions similar to 1-5
above or with polar terms such as confident/unsure, cager/reticent,
intelligent/slow learner, precocious/retarded.
~ In a one-day workshop where the group will not have time to
anilyze responses fully, it may be desirable for participants to
list the most pressing problems in student grammar, pronuncia-
tion, and' vocabulary. Asis true with open-ended discussion, this
technique can lead to over-concentrztion on a few items or on one
or two individuals in the group, making it difficult to direct the
tide of teacher self-rightcousness to more -productive topics of
discussion. '

-
~

Investigating Curriculum Models

If the group is t~ meet for more than one day, a second, related
set of attitudes should be investigated carly in the discussion. In a
general way these attitudes center on the nature of knowledge, but
for purposes of teachers’ groups they gel as curriculum models.
Eggleston labels the ends of the curriculum continuum as received
and’ reflexive perspectives. In his words, the’ received view of
* curriculum “is one in which the curriculum knowledge, like other
components of the knowledge syctem in the social order, is
, ted as a received body of understanding that is ‘given,’ even
‘ascribed, and is predominantly non-negotiable.”® A reflexive
pective, on the ‘other hand, *“is one in which curriculum
knowledge, like the components of the knowledge system, is seen
to be negotiable; in which content may be legitimately criticized
and argued or new curricula devised. Essentially it is dialectic and
manifestly subject to political and other influence; a construction
of those who participate in its determination.”® As an alternative
to thege two extremes Eggleston offers the restructuring perspec-
tive characterized by the following question: “How may the
curriculum not only assist a wider range of students to enhance
their expectations of power and their capacity to exercise it but
also play its part in bringing about a social situation in which these
expectations and capacitics may be used?”?
If you consider the close relationship between language and
power¢in society, the value of the restructuring perspective is
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evident. But our group discussions do not begin with the active
consideration of this question. Rather, we try to engage teachers
in discussions which reveal their preferred curriculum perspective
and allow them to distinguish between their own attitudes and the
structures or objective realities in which they work. For example,
teachens may make narrative responses to statements such as:
1) Teachers are responsible for preserving the heritage of the past
and handing it on to the next generation. 2) Students should have
an active role in deciding what and how they will learn. 3) School
curriculum should empower students by presenting them with
situations which allow them to exercise power. Or their responses
may be polar. For example, the language curriculum should:
. constantly change/never change, draw upon student dialects/
instruct students in approved forms of standard English, draw
upon comu:unity resources/avoid contamination of corrupt public
utterance. '

Fucilitating Group Awareness and Interest

As is true with discussion related to language attitude inventories,
curriculum questions may clicit heated responses. Change agents
should find these lively exchanges hopeful, even when they are
difficult to facilitate, because they signal group involvement, and
- involvement leads to interest. It is important to acknowledge
strong feelings about language and language teaching as they
emerge; otherwise; group members tend to stop responding. Try
to avoid taking stands, but encourage group members to criticize
the statements of others. Take a nondirective approach, listening
carefully to what is being said so' that you can repeat it to the
group, asking the speakers if this is an accurate reflection of what
they’ve said. Open communication is essential in the awareness
and interest stages of the change process, and an accepting atmo-
sphere where all sprakers get respectful recognition seems to foster
such communication. . '

Of course there are times when smiling, nodding, and making
accepting noises are not enough, since participants may need to
vent their hostility; As attitudes emerge in more emotional terms,
use more active means of restating them, perhaps through role
playing, For example, an individual may begin by recounting the
‘“‘unpleasant language” used by his/her students. With rapidly
rising voice she or he exclaims, “I can’t stand it when students say
‘yeah’ when I speak to them or when they say things like ‘I ain’t

¢
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got no nencil.’” Suggest then that the speaker take the role of
teacher while another group member plays the student. We suggest
a variety of scenarios—teacher ignores student, teacher rebukes
student, teacher offers altemative usage, teacher responds matter-
~ of-factly to student statement. Ask both participants to explore
their feelings about each altemative. As a follow-up we ask the
two to reverse roles and replay the scenarios to leam how the
other side feels. S

Often, however, group members talk only in general terms
about what bothers them; then the change agent’s job is to steer
conversation to a more specific level. Typical comments, especially
at the beginning of group work, are generalities—students use
terrible grammar, students can’t write, students have limited
vocabularies. Keep asking for examples until you begin to hear
statements such as: “This one kid in my class keeps saying ‘he
gots’ instead of ‘he has’”’; “When they are assigned a two-page
composition, my students tum in one paragraph’; *‘Students
keep inserting ‘you know”’ after every third word.”

When the group has begun to talk in more specific terms,
encourage attitude statements or at least first-person statements.
Offer examples and urge members to take responsibility for their
own observations rather than to project them onto somecne else.
When members speak in the third person, ask them to restate in
the first person and to add affective content whenever it is appro-
priate. Thus, “Students keep using ‘anymore’ the wroiag way”
becomes “I find it confusing when students say ‘We eat ush here
anymore,’” and “Students in this school have the most atrocious
pronunciation” becomes “I don’t like the flat 4 that many of my
students use; they pronounce ‘Ann’ like ‘fan.’” .

Bccause 1 messages” are often difficult for teachers—and other
people—to articulate, give group members opportunities to prac-
tice with one another. Working in pairs, participants express their
three greatest concerns about langaage to their partners. The
partner’s job is to ensure that the statement is in the first person
and to offer a restatement so that she or he can eport it later to
the group. After each partner has taken both roles, the first-person
concems are reported to the group.

These same strategies—listening carefully, remaining sensitive to .
group feelings, reiterating individual statements, using role playing
for constructive expression of strong feeling, reducing global
declarations to specific statements, encouraging first-person
expression, and acknowledging individual feclings—are important

U
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throughout the entire change process, not just during the first

couple of meetings. Our greatest failures have resulted when we
truncated the process. Interactive skills, or relationship interven-
tion as we called it in Chapter Two, are essential throughout the
change process. Now let us move on to discuss other aspects of
the process of change.

One of the advantages of asking group members to state con-
cerns tpeaﬁcally is that change agents begin to discover the
group’s real needs. The ability of peoplé to disclose themselves and
their needs variee, but the typical pattem is for them to begin with
generalities or peripheral concermns and work gradually to central

". needs. -Asking for specifics leads to disclosure and makes group

tasks clearer. We have leamned, through painful experience, that
group needs rather than the change agent’s needs must determine
much of the agenda, particylarly at the outset. Our léast successful
encounters have resu/ted when we tried to work from an agenda
and gave little attention to what the group was looking for. -
. Typically, group needs take very pragmatic form: teachers want to
know what to do, if not on Monday, then Tuesday. As change
agents we try to strike a balance between this pressure for class-
room strategies and our conviction that theory must underlie
practice.
Although they are expressed in different ways, group concerns
Cmally center on the need for answers; if the profession can’t
ffer authoritative answers, teachers szy, what can it glvc us? What
can we tell our students and ourselves? Discrepancy intervention,
or enlarging upon differences between group members and ‘‘ex-
perts” in the profession, is effective %t:’m stage. Usagé inventorie-
provide ready examples of diffe within the group, and
perusal of the usage ¢commentary in contemporary dictionaries

" reveals the differences in authoritative opinion. The 1976 edition

of The American Hentage Dictionary of the English Language,
for example, boasts of ‘“‘exposing the lexical opinions ¢f a larger
‘group of recognized leaders than has heretofdre been consulted
so that the ordinary user, loolung up an expression whose social
status is uncertain, can discover just how and to what extent his
presumed betters agree on what he ought to say or write.””® This
larger group of leaders is divided on many issues of usage. Contact
(noun) denoting a person as a source of assistance is “acceptable

to 61 percent of the Panel in formal usage.”® What about the
opinion >f the other 39 percent? Are we to ignore them? What
shall we do about “I felt bad” (regretful) which 55 percent of the

[y
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panci “will accept in speezh? A brief examination of the history of -

the English language (another source {or perspective intervention)

adds to group awareness of shifting usages. .

We urge group members to broaden their awareness of discrep-
ancies in uscge by reading W, H. Mittins, et 2!, Attitudes to
English Usage, Comelia aud Bergen Evans's A Dictionary of
Contemporary American Usage, Albert Marckwardt and Fred
‘Walcott's Facts About Cyrrext English Usage, Charles C. Fries’s

~ Americen E":glish Grammar, Kobert Pooley's The Teaching of

E~glish Usage, Margaret Bryant's Current American Usage, and

‘Ray Copperyd’s Amsrican Usage: The Consensus, These sources

refiect both descriptive surveys and the compilers® attitudes. The:
group serves a3 a sounding board for individual reactions to these
readings. * o

o™
N .

Group Projecis

‘Keeping in nund the group's need for action as well as theory,
encourage ¢ari member to undertake a project which will piovide
empirical information about language. Project designs vary de-
pending upon interests and resources, but the aim is to make group
members mare copscious of  usage in their immediate worlds.
‘Tvpical projects suggest the range of possibilities: ) focus upon
the occursence of selected “questionable™ usages such as “final-
ize,” “not about t." (determination not to do), “real” (as in
“real cold”), and others suggested by the group, noting the fre-
quency and context of each term; 2) monitor selected speakcrs—
in the media and in person--for a week and note “'questionable™
usages ini th-ir speech; 3) momtor selecied pages uf a locul news-

.paper—c¢ditonals, letters, advice columns, features, sports, and

ger ol aews--and note linguistic choices of various. kinds of
wnicrs; 4) survey community attitudes toward language by
administering oral or written versions of the initial inve itories
1o a sample of typical community members; 5} survey student
attitudes with these same inventories, assuring students thag their
responses will not be used to evaluate them in class; 6) tape a
typical convenation in a specialized work place such as an auto
mechanic shop or attomey's. office and play it to several listeners
withot revealing the setting; 7) tape several sentences by a sprak-
er of noniocal dialect, play it to speakers of local dialect, and
record their mactions. A more extensive and highly satisfying
project, 3 time 2lows, i for each group member to stucdy the
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language of one child. Extensive conversation and tape recordings
are essential for successful study, but the increased understanding
of language justifies the effort. Projects which involve taping
can start from & number of specific questions, such as: How
does Speaker X's conversational language differ from “standard

English”’? Does Speaker X secem able to vary his or her dialect
- according to the communijcation situation? What particular
characteristics of Speaker X's language make it effective/ineffec-
tive for particular communicative purposes? '

Projects such as the ones listed above inevitably lead to in-
creased awarcness of the sociological dimensions of language and
then to organizational/cultural structure intervention as described
in Chapter Two. Sociviinguistics has, of course, add=d much to
our understanding of the rélationship between socicty and lan-
guag~, but assimilation of this knowledge is more likely to occur in
comhination with direct observation of language in society.

Developing group awareness of the impact of attitudes upon
- language and fostering interest in the topic is ongoing, Group
members repeatedly confront theit owri and others’ responses to
language and bryin to understand the impac', cheir attitudes have
upon their nwn classroom béhavior and that of their students. As
is tiue with relationship intervention, the growth of awareness and
interest continues throughout the change process.

Ny

Evaluation : ,
Evaluation begins as socn as altematives appear. It may not be
immediately apparent, but group members ave usually making

judgments, weighing altematives, and considering their stances
~ even as they sespond to usage inventories. As they recognize that
hitorical contr.uity rather than empirical validity accounts for
many of their assumptions, they react in a variety 'of ways, some
testifying to the ‘difficulty amd pain of change. As change agents
we ‘try to acknowledge this piin and at the eqme time encourage
the group to consider altematives to present practices. An equally
pessible reaction is relief—even delight—at not having to carry
around the loagof linguistic: guijt and the fear of being wrong;”
change is a compliqated proces, but it is not always painful. Even
if the gro dccx%cs to -aaintain current practices, conscious
examinatigh assud; more judicious practice. Try to sustain
the group's aw r¢ of altematives through scanning rather
than identification strategies: reading descriptions of programs,
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examining curriculum materials, and, if possible, visiting class-
rooms where new approaches are being implemented.

Extensive scanning and evaluation of altematives to current
language teaching leads to experimentation with new approaches.
Once agair,, the group can serve as an effective testing ground.
If the group has been meeting for some time, there may be a high
‘enough level of trust so that members feel comfortable in taking
risks with oue another. We encourage them to develop and try
mini-lessons which reflect changing attitudes toward language.
A teacher may, for example, demonstrate a lesson on contextual
meaning and solicit group response to the content and methodol-

ogy.
Adoption/Adaptation -

The final stage in the process is the adoption/adaptation of new
procedures; however, in keeping with an adaptive rather than
adoptive view of change, avoid thinking of this as a final stage.
Change agents should encourage group members to try new
approaches in their classes, especially when their efforts have been
strengthened by experimentation within the group. These innova-
tions might include -teaching a unit on dialectology; banning the
words “right” and “wrong” in reference to .pecific language
choices except where each word is qualified by a situational
reference; initiating frequent class discussions about assumptions
.that teacher and students reveal in their reactions to language;
inviting other faculty members into their classes for participation
in discussions about “correct” English; developing new criteria for
the selection of language and composition textbooks; revising style
‘sheets (or whatever criteria a department or school has agreed to
use for writing); creating composition assignments that call for
experimentation with several dialects; inviting teachers at other
. levels (senior high to elementary) tp cooperate in revising expecta-
tions for student language. In any  nt, try to prevent the group
- from assumning that its task is over when the group ceases to meet
regularly or after members have tried something new in their
classes. If our methods are successful, group members will con-
tinue *o challenge assumptions about language and language
instruction, to examine new ideas, and to change.
We should emphasize, too, that the adoption/adaptation stage
is often the most precarious time for participating teachers. They
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are taking risks in an often hostile environment (few schools are
openly reccptive to change) and may be asked to offer extensive
explanations or defenses for their actions. Further, it is at this
time that teachers experience the full psychological complexity
involved in changing attitudes toward language because all three
dimensions—affective, cognitive, and behavioral—converge. This
convergence forces acknowledgement that their myths have
changed. ‘
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Scene: Same place, same group, different day

Burr: Whew. I'm glad we have Open House only once a year. I thought I
was going to be eaten alive by some of the parents last night.

.lotz: What do you mean? What happened?

Burr: You probably didn’t get any of it because you teach history, but

parents were on my neck about the “illiteracy” of kids in this school.

‘Carlucci: 1 guess w2 have the press to thank for that. Remember that series
of articles in the News about changes in the English curriculum? Several
parents asked me if that meant we don't teach writing anymore.

Schuts: Yes, and then there was the article on the standardized tests given by
the state. According to the News, kids in this state can barely talk.

Brown: Am I ever glad I teach chemistry. None of the parents seem to know
" much about it, 3o they assume I know what I'm doing. You poor English

teachers are always getting attacked. Why don’t you start doing something '

about it?.

Schutz: What do you have in mind? Reducing English to formulas and
equations? .

Carlucci: That’s what transformational grammar does, I hear.

Brown: Don't be ridiculous. I wasn’t thinking of drastic curriculum change
80 much as trying to establish a different relationship to the community,
helping groups in the community explore their attitudes toward language.
You seem to want to avoid getting cynical and defensive. Why don't you try
coming up with some ways to be a positive influence on the commumty s
attmldes -as well as on *he kids’? :

Motz You're implying change of a pretty fundamental kind. That NCTE
statement that Liz quoted a few days ago has haunted me. I know enough
history to realize that when you start consciously trying to mess around with
a community's beliefs, you're playjgg with fire. “‘An attempt of one social
group to exert its dominance over another”: that's political, ladies and
gentlemen, and I counsel caution.

Brown: Yes, I s'ppose I am suggesting something that’s potentially dan-
gerous, but I think we've got some teachers here who can handle it. They
certainly know you can’t go on a rampage with hobby-horse ideas and expect
to win converts.

Schutz: Ellen, Joe, I think you’re both right. We English teachers have
reached the point where we understand enough about language and attitudes
and change processes te try to go beyond:the school walls. We've never really
done it before, but I'm coming to think it's really a part of our jobs. Some-
how, we’ve_got to talk to the community about the ways that language
affects them, but we can’t sound like 2ealots. Sue, Frank, what do you say?
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4 Changing Language Attitudes
in the Community

English ., a subject which nearly everyone agrees is vital for
. effectively functioning citizens in a democracy: everyone needs to
be able to communicate with fluency, prerision, 'and as much
grace as possible, and English teachers are supposed to develop
- that ability. But teaching students to communicate effectively

with language is only a vague statement of purpose and content
~ for English teachers. The real question for teachers is how to do it,
and there is professional disagreement about procedures. While it
may be unfortunate that the public persists in its conviction that
English teachers are the authorities on how language should be
used, at least that belicf gives English teachers a leverage that
belongs to no other group in the community. When English
teachers speak. to the community about language, a large portion
of the community will listen. .

Thoughtful and imaginative English teachers maintain a delicate
balance between “practical” instruction in language use and those -
dimensions of language that give aesthetic delight and suggest
. explorations of values. These teachers are more thoroughly knowl-
cdgeable about language from descriptive, rhetorical, and literary
standpoints and, as Arthur Applebee has shown in Tradition and
Reform in the Teaching of English, they have drawn from several
literary traditions and from ‘‘scientific” schools of thought.!
They have become synthesizers and explorers in their attempts to
make English enriching beyond, but not excluding, the more
'immediate and perhaps mundane uses of language in daily life.
Such teachers have truly been educators of the larger community.
. Their students do not perpetuate the stultifying and rigid attitudes
toward language that their parents inherited. Rather, their stu-
dents demonstrate that an enlightened understanding of language
contributes to fluency and comfort with language in everyday
affairs,

As English teachers, we like to think that we are making an
- important differcnce in people’s lives if we are successful in help-
ing cur students to be more thovghtful and more sensitive. Such
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“a goal is, however, as general as it is important and thus impels us

LY

to take a closer look at more specific and direct influences that
English teachers can have on their communities. Obvious targets
for change are those belicfs about language that are called myths
in Chapter One. English teachers might try working more directly
in the community, finding ways to disseminate their knowledge
about language through existing avenues of community instruc-
tion. A community does instruct itself through its available

means of communication, from conversation to television and

advertising. Since an expanded concept. of English instruction
includes all these media, we must stop just teaching these concepts
and start employing them. This doesn’t mean anything so conspic-
uous or shocking as having a zealous teacher lecture on linguistic
relativism right after the six o’clock news. That approach is both
too direct and too likely to alienate the community. Indeed, in
whatever we say and in whatever mcans we use, we will need to
seck community support. As politics ‘makes clear, the leader
cannot be too far ahead of those who would follow. But we can
redefine our roles as teachers of language and as teachers of the

communities in which we live. ‘ '

¢

An Active Community Role

This new role for English teachers is characterized more by its
active than its reactive nature. Recent questioning and accusations
about the imputed weaknesses in students’ reading and writing
skills have elicited defensive reactions from English teachers and
other school personnel. English teachers, asserting that they have
been teaching basic skills all along, have even resurrected and
revised sentence diagramming. Another kind of reaction occurred
in the 1960s when elettive programs proliferated; often in re-
sponse to the students’ complaints that English had become too
rigid and irrelevant. One conclusion might be that we English
teachers are intensely-political in our statements about our field,
if not in our public behavior. We can adjust our purpose and our
methods to whatever breeze is strongest. Another conclusion,
perhaps more valid and certainly more damaging, is that too many
of us have not clearly and thorou_ ly established our sustaining
beliefs and assumptions. We often do not articulate our beliefs in
a departmental philosophy or network of assumptions about

language. Instead, we disagree and bicker, choking on gnats of

usage, defending idiosyncratic style preferences. Such divisiveness

-
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and the absence of a coherent statement of beliefs about language
leave us vulnerable and- force us to take a reactive stance when the
community becomes upset.

An active stance with respect to language and the community
can arise from allowing our own attitudes to undergo change,
radically (in the sense of going to the roots) rethinking the roi=s
of schools and teachers in the communities they scrve. This is not
the place for a thorough analysis of the historical and philosoph-
ical development of American schools, but we can look to John
Dewey as a thinker whom many of us will agree did perform such
an analysis. In Democracy and Education, Dcwey , describes
American education as preeminently a social function; the school
provides 4 special environment created to perform a major part of
- that function. This special environment is “framed with express
reference to influencing the mental and moral disposition’ of the
members of a given community.? Carrying out that influcnce,
aqain according to Dewey, entails three characteristic functions:

1. The school breaks up the complex interrclationships of a
society .and orders them in simplified and progressive ways. “It
sclects the features which are ‘fairly fundamental and capablc of
being responded to by the young.” This selection and ordering of
clements becomes a “means of gaining insight into what is more

complicated.” . :

2. In addition to simplifying, selection of features of the exist-
ing env ronment aims “at weeding out what is undesirable . . . it
strives o reenforce the power of ... only such [achicvements] as
make for a better future society.” This is the principle of offering
to the young the best that a society has produced.

8. The school also acts as an intcgrating and ‘baléneingfécnt
.. within a society of many centrifugal forces. If modern society is
“many, societies more or less loosely connected,” then some
institution is needed which *shall provide something like a homo-
geneous and balanced environment for the young.” This influence
counteracts the antagonistic pulls of the diverse social groups
which affect the child—a danger according to Dewey—and the
* school performs “a steadying and integrating office.”

This description of function obviously places schools at the core
of any community, both as responsible preservers of a heritage and
as agents for improvement. The difficulty of keeping these two
purposes in flexible harmony is apparent to any careful observer
of twentieth-century American schools. Tension between the two
functions seems clearly desirable, but a productive tension is
difficult to sustain and often the temptation is to settle for an casy
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resolution. It is casier to opt for the familiar, the continuit; of old
ways and ideas, regardless of whether they can be shown to be
““the best” or the most productively integrative, Without clear-
eyed and continual internal reassessment by school personnel, the "
deadening influence of precedent can be strongest, and the school
becomes a captive of the community rather than a leader in it.
With captivity comes timidity; with timidity, sameness and little
genuine innovation. : _

Doubtless, examples exist here and there of schools that have
'sought an energetic and innovative balance between prescrvation
and change, between reaction and action. One of them is described
in lively detail by Polly Greenberg in The Devil ‘Has Slippery
Shoes.* This “biased biography of the Child Development Gfoup
of Mississippi” traces the development of a preschool program
created with federal funds and the genuine participation of blacks
in spite of the intense opposition of many local whites. The author
sums up the purpose of the program with these words:

It was hoped that at least a small group of Negro children, wh
had already had the tremendous advantage of having parents wh.
were engaged in changing things, could get a psychologically
strengthening, thought provoking, reality oriented education,
rather than the paychologically crushing, thought controlled,
mythically oriented education’ currently available to them in
. public schools.’ .

.

CDGM was funded for about a year, intermittently, and man-
aged to develop alternative educational scrvices forseveral hundred
black children. But it did not confine itsclf to youngsters. Staff
and involved black citizens worked with other community action
programs, such as adult literacy and economic opportunities, to
combat the poverty and degradation in which most blacks lived,
“Surely one of the most important things CDGM did for Mis-
sissippi, for the South, was to provide an arena for emerging new-
style Souther white leaders.”® One of them, the Reverend Jimmy
_]ot‘\lcs, born and raised in the Delta town of Leland, Mississippi,
said:

In the last analysis, no individual has to be a victim of anything.
Each of us makes a decision. . . . History doesn't just make itself.
Somebody gets an idea from the mesh he’s in, and he moves out
alone with his idea and he educates himself and others and forms
a model that’s back down in the mesh; but it’s new. The perpet-
ual revolution is what I sce as the essence of life. The job will
never be done bty people who do something and then sit back
down and never do anything else—or people who never do any-
thing at all. I call them the living dead. An idea is like any living
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thing: the minufe it’s birthed, it's on its way to death. We have to
keep on with the_ birthing process—creating, creating. learning,
experimenting. . . . '

But one of the most significant comments about the whole effort,

‘and the one that best suggests the author/participant’s view of its

nature and cffects, was from *“a large lady from Lauderdale
County”: ' T :

'Course CDGM’s good. 'Cept the things about it that’s bad.
There’s a lotta good folks come here to help us. 'Course, there’s a
lot just come to cause a fuss too. And the federal government’s
finally recognized us down here—'course sometimes that ain't so
good, ’cause for every smile it gives us, it gives us a kick too. Well,
at least it's got us colored peoples workin’ for oursel’s. 'Cept the
ones that won’t. One thing, though, it’s great for the kids. On'y
thing, it’s kinda hard on 'em when they get to real school and it
ain’t like our school. God’s helpin’ us, ain’t no doubt. It’s just
that thc Devil keeps skippin’ in and outa things s0°s we won’t get .
spoilt. He really keeps you guessin’! Each thing, you gotta study
it to see if it's God in the disguise of difficulty, or the Devil in

the disguise of somebody good. This whole thing really keep us

workin’ our mind.® . o '

CDGM is not a literal model for change in a community, but it )
does demonstrate”the possibility of significant attitude change in /

- the face of massive resistance, and-it beckons the Jimmy Joneses

who happen to be English teachers to help with the birthing of
new attitudes. It is a specific example of the Dewey principle in
action: a school weeding out the undesirable and moving actively
toward the creation of a better society.

We English teachers who aspire to be Jimmy Joneses need to
reevaluate our capacities and community roles. A good way to

~ begin is to imagine a career change. We've come to a point in our

careers where we realize that we must inventory our skills, desires,
and experiences in order to find a new job or to make our present
job more satisfying. Sometimes this stock-taking-is forced upon
us by reversals in ‘the supply and demand market for teachers;
sometimes we do it simply to avoid stagnation. If that reassess-
ment is done probingly and imaginatively, as Richard Bolles
explains in What Color Is Your Parachute?,® it can turn up a
variety of talents and skills that have surprisingly wide application.
It can also reinforce a spirit of confidence about our potential
effectiveness outside our classrooms, and that spirit can be very
helpful when *“the Devil keeps skippin’ in and outa things.”

Many good English teachers have superior communicative
ability, an ability to write in several forms (expository, fiction,
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- verse) and for a varicty of audiences. Like Jimmy Jones, they can
look at misccllancous cvents, find the patterns that underlie them,
and succinctly express their significance. This is the ability to deal
comfortably with an idea without being so bewitched by it that it

becomes dogma. English teachers are accustomed to helping

groups solve problems, explore opinions, and propose courses of
action. Our own efforts as organizers and facilitators of student
work have helped us develop a remarkable range of group dynam-

ics skills. In addition ‘o working with people, we have organized -

and directed the use of communications equipment: projectors,
tape recorders, typewriters, duplicating machines. We have helped
to publish newspapers and magazines, which even entailed coping
' with budgets and the whims of advertisers. If we have had to
explain and defend the choice of books whose suitability was in
‘question or if we have had to argue for an English department’s
priorities in the face of administrative opposition, we have em-
ployed persuasive tactics. In other words, many English teachers
have multicolored parachutes which could be more fully deployed
if we learned to manipulate the cords in different ways.

Access to the Community

" And what of the “mesh” we’re in, the community? What un-
suspected or only partially tapped resources is it likely to contain?
Perhaps 2n informal survey (with the Yellow Pages and Chamber
of Commerce matcrials as starting points) will produce a list
similar to this:

e at least one local radio station which reaches a laréc propor- '

. tion of the community or, if there are several radio stations, one
which has a targeted audience (youth, blacks, i tellectuals, middle-

class adults). Each of these audiences has a different perception of

“normal” language, which will suggest to a change agent different
approaches to affecting language attitudes

@ at least one television station in or serving the community,
which by the terms of its FCC license is committed to some public
service programming .

e at least one daily or weekly newspaper to which access is
possible through letters to the editor and through editorials and
feature stories ‘

e busincsses and industries that regularly advertise their prod-
ucts or services, whose ad language might be influenced or whose
advertising departments might be convinced to include messages
about language in the ads
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® house organs of businesses and industries which communicate
all sorts of messages to employees o

® in-house workshops and seminars conducted by businesses
and industries, sometimes in connection with problems of commu-
nication :

~® advertising agencics that create and market messages to the

public in such places as newspapers, magazines, TV, radio, bill-
‘boards, product packaging =~ :

¢ governmental offices and agencies whose regular function is
to provide services to the public and which have many commu-
nication tools for that purpose 7

® churches whose pastoral care includes attention to the
influences of language on behavior _

® a public library, which is-the natural repository for cognitive
information '

® service and social clubs whose members may have narrow
criteria for membership but who may also want to expand their
interests and understanding.

These are the means by which a community instructs itself, and
.English teachers cither are or could be a part of all of them,
influencing some of the instruction they provide. And, of course,
tapping their devices of communication is the way to do that. Into
the mesh that is these organizations’ habitual way of thinking and
behaving must be inserted the new ideas Jimmy: Jones spoke of,
the new ideas that will only momentarily scem new and then will
be absorbed in the continual growth progess. The stages of change
that we have cited in the previous chapters will apply here too,
with the major emphasis on creating awareness of different at-
titudes toward language.

Activities for Change Agents

Individually, and sometimes collectively, English teachers have
already acted as change agents in some communities. Marge
Huntley is a good example of the solitary change agent. An
English teacher with fifteen years of experience, she lives and
teaches in a community of 25,000, a fairly typical community
whose residents include industrial workers, professional people,
and clerical and service personnel. Marge teaches in a senior high
. school where she has served as English department chairperson
but is now a classroom teacher. She iook part in an NDEA In-
stitute in the mid-1960s, as an NCTE member, and has helped
with various activities of the state affiliate of NCTE. These kinds
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of participation, supplemented, of course, by reading in profes-
sional books and periodicals, have made her somewhat more alert
to the many points of growthin a teacher of English than some of
her colleagues. :

Marge likes to write, and she is not hesitant to use this ability
in public ways. Readers of .the editorial page in the local news-
paper are accustomed to secing her name there. She writes about
many aspects-of education, but usually she tries in some way to
include teicrences to the functions of language. One letter about
standardized testing, for example, pointed out that such tests
make some possibly unwarranted assumptions about dialects. She
drew an analogy with clothing, asking, “Would you wear the same
suit of clothes for all occasions? Of course not. Then, why must
we assume that certain language forms are suitable for all occa-
sions? If standardized tests are going to be important measures of

our students’ language facility, shouldn’t we acknowledge that -

they assess only asmall part of ‘their and our range of ¢hoices?”
Because Marge regularly writes letters and because her views are
always provocative and thoughtfully prepared, the editor of the
newspaper asked her whether she would like to write a guest
editorial. {(Furthermore, he offered her $25 for 600 words!)
Within a week she had written and sent off an essay which was
printed the following weck. The editor chosc to highlight one
passage by printing it in large type: “To try to defend certain
choices of verb and pronoun forms by invoking a grammatical rule
is to assume some inherent rightness for that rule, Grammar has no

such rightness.” In the last paragraph she summarized her argu-

ment thus: “English is a flexible instrument. All of us need to

know more about how that instrument works, how it can be-used

to find and express meanings, how it can add satisfaction to our

efforts to communicate. Changing our beliefs and attitudes about

what is ungrammatical is a first, important step toward greater
mastery of éur language.” .

Marge continues to write, even though some of her colléggues :

regard her views and her techniques of expression -as eccentric.’ ;
Most of her students, however, speak glowingly of her. They refer |.

to their enthusiastic discussions about language, and most of them

seem to have emerged from her classes with a new appreciation of
the flexibility inherent in language. It also scems that it is mainly
her students’ reactions that keep Marge going. So far as her col-
leagues and other adults are concerned, she is indeed a solitary

change agent. One wonders how long she can sustain the energy-

for contributing to changed attitudes.
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In com‘nunitics where there are colleges or universities, the
Department of English is sometimes the home of solitary change
- "agents whose medium is the telephome. One such depattment
known to us averages three calls a' week from people inquiring
about the “correctness” of some item of usage. A typical question
is, “Which word should I use in this sentence: *You asked that the
regional director and (I, me, myself) determine the relative prior-
ities.”” This question was answered by one of the secretaries in the
English office, a woman who had been a public sch:90l English
teacher; she could explain not only the *right"” choice—/—but also
the fact that formal, written English has different criteria for
choice than informal, spoken English. That secretary, another
solitary change agent, may have made a sml! contribution to
changing att'*udes toward language. ‘

Roy Johnson, Jim Stevens, and Jeff jones are the Three Mus-

keteers of language attitude change in a large city. All three are
secondary school English teachers whose loose but durable affilia-
tion includes frequent thank-God-it's-Friday sessions at convenient
tavemns. They have worked with the state and local NCTE affil- -
iates, but several of their activities are self-sponsored. That way
they avoid some of the hassles and delays that accompany “offi- * -
cial” positions by organizations with images to protect.
* - Almost every year, Roy, Jim, and Jeff have their classes do an
interviewing project. With- their. kids, they devise questions for
telephone 'interviews. They have found that political campaign
managers have helpful suggestions about how to do interviewing—
designing the questions, sele: ting a sample, conducting the inter-
view--and, of course, they involve as many kids as possible in
seeing the project through. The kids tabulate the answers, interpret
the results, and try to pull them together with reading about
dialects and stv'~ But besides the obvious pedagogical value of
this project, thi ). ¢ men. discuss the myths about language that
the interviews uncover and try to discerm ways in which they can
change those myths.

One myth that they worked on recently involves spelling. The
interviews had shown a predominant belief that correct spelling
is an indispensable criterion of effective written composition;
furthermore, one of the lccal newspapers persisted in sponsoring
city-wide spelling bees, which seemed to contribute substantially
to exaggerated attention to spelling. Having spent several Friday
‘afternoons in planning a strategy, Roy, Jim, and Jeff arranged a
confecrence with the newspaper publisher and some of his staff.
A result of that conference and subsequent correspondence and
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telephone calls waz a shift in the newspaper’s sponsorship. They
decided to sponsor a young writers' fair instead, an annual sharing

time on a college campus where elementary and secopdary stu- .
dents from many schools could come together to réad each other's -

work and to Jisten 1o adult writers talk about how they write.

It's too carly 1o say that the community’s belief in the spelling
myth has been shaken, and the thice young men know they will
have to use additional strategies. One of -them is directed at service
and sccial clubs. Roy and jim have {riends who belong to Rotary,
Kiwanis, and Lions; jefl's wife knows people who are members of
Soroptimist and. University Women's Club. All of them have been
informally urging their {riends to suggest a program featuring
language. One program idea s a forum about language. The plan
Is to invi  a spotts. niter, a newspaper editor, a businessperson,
and & teacher. ln moditied debatc form, they will compare their
beliefs about language standards. They will use lots of examples
and will refer to such benchmarks of judgment as Strunk and
White, Chicago Manual of Style, custom, and the recent Supreme

‘Court judgment about “ditty words” in the media. As Jeff, Roy,
and Jur descnbe it this appears to be the kind of program that
can be extremely suimulating, and, if onc of them can be the
teacher participant in cach dehate, they hope to make the point
that the myth of absolute cntena in language needs revision.
“Anoth=r a hoc group of teachers has built its activity largely
around-pubhications frum NCTE, especially those produced by
- SLATE (Stippurt for the Leoming and Teaching of English, an arn
of NCTE that is esprciadly aned at political acuun). They have
duplicated some of the “Starter Sheets” (such as *Buck to Basics:
Language and Dialect,” “Buck to Basits: Grarmmar and Usage')
anid have distnbuted them. at PTA and schorl board meetings.
L hiey included thew names, addresses, and telephone numbers with
¢ sse handouts ami aow get inquines from interested ciuzens;
« e just want 1o chat others suggest slightly more formal con-
- psatons with gtouns of patents of preschoolers, scout troop

wcaders, and the bke. Tor seachiers whe particp e in these discuse

sions have u chanee o 1oor questions shout what s “basic™
language bearang, and, biecr e tie prople who attend are usul!s
Ve y anterested e Yo gu;nplc’i e"rﬁrwi(upmcm, the teachers find
atlontive Usteners.

These same weschiors have adss nudged then scheol district and

the local Enghsh teabers’ organizaton vito sponsonng publ
meenting nn the sabyeet of testing They nitooned themyelves both
by stimdy g o Tanguags potions o weldely wsed standardized
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tests and the NCTE document, Reviews of Selected Published
Tests-in English. For use at the meetings they duplicated portions
of another NCTE publication, fommon Sense and Festing in
English: *“*Checklist for Evaluating English Tests and Test Uses”
and “Citizen’s Edition: Common Sense and Testing in English.”
Among the questions that the “Citizen’s Editjon” encourages is

the following: “Do the tests discriminate against children because -

they- do not speak a particular type of English or because th»-
come from a particular part of the United States?” Because theie
ar: numerous migrant workers whosé¢ children attend schools in
‘this particular community, teachers. have found this: question
almost. explosive in its effect. Despite some ugly expressions of
prejudice any ethnic hostility, the discussions can usually be
brought aroun¥} to focus on the arbitrariness of many school and
test criteria. It now begins to appear that other forms of evalua-
tionn wili replace the once-dominant standardized tests and that
more tolerance for linguistic diversity may be growing among
school personnel and some ‘parents. '

~ In still another medium-sized community, Sally Maclellan, a
fourth-grade teacher, and Marie Steele, librarian in charge of the
leamning resource center, discovered that they had been similarly
affected by Robert Pooley’s Teaching English Usage (firsg,pub-
lished in 1946 by NCTE; a second ciiﬂon, 1974, has alsd*been
published by NCTE). They recalled how. fresh and sensible Pool-
. ey's reassurances about “‘errors” were when they first read them,
though twenty-five years later some of his statements, they had to
admit, secemed quaint. (“Unfortunate is the child who develops
within the influence of substan lurd English. He not only forms
bad habits of  speech in the most impressionable years of his
childhood, but he also reinforces these bad habits by countless

repetitions prior to the influerice of school.”) Sally and Marie’

recognized that for a large portion of the adults in their commu-
nity Pooley's 1946 attitudes werc still operative. This gave them
the idea of working out an arrangement with the public library
for displays of special collections of books and articles. Some of
the owners of local stores—including the book store—allowed the
use of their windows for occasional displays. One display featured
the word ain’t; it showed that she word is “in the dictionary”—
the venerable Oxford English Dictionary, as well as most modemn
ones—and that the word is unacceptable to some pecple only for
social reasons, nob-because of matters of clarity or grammar. The

display alu directed the viewer's attention to materials at the

public library that turther clarily miatters of usage.
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~ Sally and Maric’s method for changing language attitudes
capitalizes on curiosity and does not require meetings or an
initiating impulse from the commuriity to be effective. Its advan-
tages are simplicity and surprise. And with the cooperation of the
public librarian, follow-up information, while it does not reach
as many people as the display, is less likely to stay buried and
relatively inaccessible. e , _

For English teachers to expand their roles and to become
educators of the community obviously requires time, which most
English teachers lack. It is clearly not possible to teach four or five
classes a day and also meeggwith community groups. Therefore, we
propose that teachers begin helping administrators and school
boards to rcthink the English teacher’s role.

" One argument might go as follows: A frequent target of com-
muuity criticism is the reading and writing skills of students. This
criticism is often spurred by media accounts of widespread illit-
‘éracy, declining standardized test scores, and employer dissatisfac-

" tion with employee language skills. Since this criticism is usually
based on slender evidence and misunderstandings about the nature
of language learning processes, the schools will be better able to
reply convincingly -and develop conditions for more effective
language learning if- the community is better informed about
language. Furthenmor«, informing peopls about so complex a
subject is not simply a mz4.er of handing out a frat sheet or
holding one er twagpubiic rmeetings; better community under-
standing-will come c~is; from a prolonged and carefully designed
series of educatiye_e..orts. Therefore, English teachers, as the best
qualified spokespersons-for language leaming, need to be released
from some of their current tea.hing duties in classrooms to work
with segments of the community. Such use of teacher time is
much more than public relations work; it binds school and com-

'munity in a way that is at least as important as athletic, dramatic,
and musical performances. ’

* If this argument is persuasive to the school board, funds may be
assigned specifically for several English teachers to work part-time
with the community throughout the year. It may also be possible
for the administration and school board to make a financial

arrangement with local businesses or industries to support this .
work. To win the support of private executives, English teachers
will need both long-range arguments and immediate, specific plans.
The former can center on the widely accepted principle that a
healthy democratic community needs highly literate people and
that literacy is not acquired once and for all in public schools.

~a




Changing Attitudes in the Community B 18

The argument can also develop the idea that several Arerican
corporations have begun to see their public service role in a much
‘more comprf‘"nsive and integrated way; not only do they provide
products and services, make profits for stockholders, and pay
taxes, but they also ally themselves directly with community
agencies that help to make the community culturally and ecolog- .
ically healthy. Language, it can be shown, plays a significant part
in preserving and improving this network of relationships.

At this point, we speculate about one access to the community
that English teachers have seldom if ever used. Could we use the
techniques and media of advertisers? Could we put a message
about language attitudes into the advertiser’s mode? We might
begin by thinking along these lines: “I know what my message is.
How can I convey it simply, with appeals to the emotions or the
self-interest of the consumer, and with maximum memorabilitv?”
The resulting idea might be sketched out like this:

A prevailing myth has it that standard English is a clearly defin-

" able set of correct pronunciations, grammatical structures, and
word choices. We want’ to refashion this myth into one that
acknowledges the variety within standard English, particularly in

, its spoken forms. We wili use the sixty-second television spot
announcement. Our central image, the equivalent of *“‘standard,”
will be a suit of armor, an inflexible spine, a ruler, or a chest of
drawers with labels for its contents. A voice-over will equate that
image with “proper English.” This image will then be super- -
imposed on snatches of conversation spoken by several attractive
people, each of whom uses different “‘accents,” grammatical
structures, and vocabulary levels. As each speaker appears and
speaks, the superimposed image explodes or blurs. If needed, the
voice-over concludes the sequence with a statement like, ““‘Proper
English has many forms.”

Strange as such a technique may seem to English teachers, it
does acknowledge the affective, nonrational elements of myth. If
we limit our educational procedures to appeals of “fact” and
“logic,” we are likely to ignore some of the most powerful shaping
forces and modes  of community instruction. This exercise in
thinking visually about ideas related to language can acquaint us
with the notion that there are new ways to gain access to the
public consciousness. With a few such ideas, teachers can go to a
local television station with the proposal that some public service
time be devfted to language. Details of scripting and production
would of course have to be left to the television specialists, but
teachers could offer advice on transforming the ideas into trans-
mittable images and words.
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Advertisers and advertising agencies might also respond pos- .
itively to ideas about incorporating certain language themes in _
their copy. For example, perhaps the idea that spelling and pro-
nunciation are supposed to correspond closely (e.g., gonna = going
to? hafta = have to?) could be explored in a series of game-like
ingerts in product advertising. (Breakfast cereal boxes would seem
one obvious place.) Using some of the variants of phoneme-

heme relationships that have emerged from recent computer
analyses of English, the games could establish both the lack of
close fit and the idea that variation in spelling need not be a reason
for extreme discomfort or pejorative judgment. English teachers
could supply the appropriate linguistic information and sugges-
tions for the games to the advertisers and could urge them to place
the games on packaging materials or even billboards.

In a similar vein, some companies, especially public utilities,
might agree to print brochures to include with their bills. “We all
speak dialects” is one possible theme for such an insert. The same
message, phrased with different vocabulary and syntactical choices,
could be presented with the overall reminder that each version is
acceptable for a particular occasion and that no way is best for
all occasions.

Approaching a company with this surt of suggestion could be a
good way to arouse the curiosity of the company staff. Surprised
that these English teachers don’t conform to a stercotyped role,
staff members may want to sit down and discuss with the English
teacher-change agent these new ideas. Such a discussion might
lead to an exploration of policies about language that are current
within that company. What role do certain standards of language
have in the world of business? Are possibly archaic usages de-
marnded in correspondence and reports? If the discussion reveals
that certain beliefs need reassessment in the light of recent lin-
guistic information, the English teacher could suggest a workshop
for company personnel. The company may be willing to pay for
the released time of the teachicr to conduct the workshop, or the

" teacher may be able to reccommend someone to perform that

service. Though workshops would probably not be aimed at
immediate change in company policies regarding language, they
can raise significant questions. Again, role playing is one of the
best ways to introduce situations where judgments about language
choices are brought into play and where the purpose is to examine
the basis for judgment.

- Several of the awarer ess stratcgies we have suggested, since they
put English teachers into direct contact with the commurity, can

‘3
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lead to advanced stages in the change process—developing more
intense interest, trial and evaluation, and adoptive/adaptive
change. Steve Bolton, 2 high school English teacher, found that his
church was a suitable place to achieve such focus. Working with
the staff person for adult activities, he was able to schedule a
series of consciousness-raising meetings. The invitations to church
members noted that many instances of social injustice are per-
petrated through language; bias based on sex or age, racial slurs,
and vocational exclusion stem from archaic beliefs about language.
Steve had collected numerous specific examples, which he shared
with the group during six sessions and to which he encouraged
group members to react. The group included vocational coun-
selors, businesspeople, and others who worked with people from
many segments -of society. As they scanned the various atitudes
implicit in these samples of linguistic behavior, they were able to
asscss the effects of alternate behavior. Steve believed that several
of them were well on their way to adaptive change and would
probably »:ccome positive influences on attitude in parts of that
community. :

Steve’s approach involved a pre-existing organizational structure
—the church congregation—but ad hoc groups are also possible,
especially if they seem to offer something a little bit special. Sally

~Maclellan and Marie Steele followed up their bond with the public -

library by helping to organize a noncredit class, “Victims of
Language,” with the cooperation of the continuing education
division of a local college. Publicity for the class asserted that
- most of us are unknowing victims of our own and others’ lan-
guage, that we create unnecessary traps for ourselves, and that one
route to a happier and more productive life is to stop being a
victim of language. The class attracted twelve people who met
weekly with a library staff member who acted as coordinator and
discussion leader. Because of the tie with the college, the class had
the services of a college professor, one who knew that lectures
were not called for in that setting and who served as resource
person. With background in modem linguistics and psychology,
she was able to provide the group with examples of language
behavior and to encourage scanining. She =nd the discussion leader
were careful not to make dogmatic assertions about the need. to
change attitudes; instead, they persistently encouraged examina-
tion of apparent victimization of people in their jobs and other
social relationships. Negative examples relatcd to responses like
“poor grammar,” “lazy speech,” and ‘“‘sloppy use of the English
language™ were interspersed with positive examples, many of
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which featured the ways we can and do play with language. (A
recent book by Don and Alleen Pace Nilsen, Language Play: An
Introduction to Linguistics, Newbury House, 1978, contains many
such examples in the form of activities for individuals and groups.)
These excursions into play helped to show that poetry and much
literature are ways of pushing out the frontiers of language, that
" dialects reflect healthy diversity in language rather than decay,
and that cach one of us, with our own idiolect, can contribute
something new and interesting. If the members of the class entered
as victims of language, they emerged as active appreciators-of the
unexpectedly broad limits of language.

The preceding examples depict English teachers as agents of
change in communities—not the kind of agents who make head-
lines or are conspicuous leaders, but rather agents who are alert to
possible sources of influence. These sources often include existing
organizations and resources, used in new and imaginative ways.
As such teachers increase their own alertness to the changing
attitudes toward language, they become active-participants in the
changing of those attitudes that do so much to shape our culture.
“We have to keep on with the birthing process”: the birthing of
healthier attitudes. '
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Scene: Teachers’ lounge in mid-May

Motz: I'm finishing off the year with a unit on myths—having the kids look at
some of the relationships between my th and history.

Carlucci: Greek myths? I do them in my tenth grade literature class. Why are
- you doing them too? Aren't history teachers supposed to be more interested
in facts? : -

Motz: It’s not a quest!on of either/or—facts or imagination. I'm trying to have
the kids examine differing accounts of how our cultural beliefs and traditions
developed. It seems like a good way to round off a year of world hutory—
a synthesizer.

Schutz: That sounds very interesting to me. What are some of t.he myths .
you've used?

Motz: Well, we started with some Greek creation myths—Hesiod mostly-and
of course the Genesis story.

Burr: Wow, that soundl risky. Will this community stand for calling Genesis
amyth? .

Motz: If anyone asks, T can explain that well enough. You see, I'm carefully
developing the idea that myths are not necessarily untrue. They don’t have to
have empirical scientific Hacking to make them ‘cither credible or persuasive.

Brown: Oh? Tell me more. I believe science is the route to truth about the
physical world at least. I'm skeptical about claiming that a scientifically
validated cosmology theory is no better than a fanciful story about the
origins of the universe.

. Motz: Precisely. You point to the main reason that the concept of myth is so

_ complicated and fascinating. Science presents its findings—its measurements,

" its verified hypotheses, and so on—as truth. But it is an “objective truth,”
something separate from emotions, not obviously relevant to people’s every-
day lives. Myth, though, goes beyond science and points out how natural
phenomena have a bearing on the people who hear the myth. Take the
Genesis myth: the notion that God created the world in six days has been
reassuring to millions of people throughout the ages. It made an often fright.
ening and hostile environment seem more comprehensible. It presented
a benevolent and omnipotent deity who created a habitat etpecially for
humans. Do you see how belief in that myth can be more reassuring and
satisfying than a “factual” lcxentxﬁc explanation, at least at some stages of
human evolution? .

Schutz: Sure. That's “subjective truth.” Very much a part of the literary
experience. Feelings and intuitions are another level of understanding beyond
the merely literal or factual. Joe, I'm delighted you're trying to get at that
through history.

Motz: Well, you know how hard I try to help the kids see that history is not
just a series of dates and dry accounts of battles ard politics. I plan to end
this unit with a look at John F. Kennedy and Martin Luther King. I hope
they'll see that recent historical facts have already become elements of myth
and that myth is more than fact.

Bun: My God, Joe, you're flipping all kinds of switches in my mind. I'm
beginning to realize how compar’ . my thinking has been. I've put




factual history into one slot, imaginative literature in another, everyday
language skills in another, and so on. The way you talk about myth suggests
connections among all these things.

Brown: I'm seeing that too, Frank. I'm afr.iid I've assumed that science is the

bedrock of truth about the world and that all other knowledge somehow hus -

to be grounded in it.
Motz: Don't mistake me, now. I'm not saying that science is antagonistic to

myth. As 1 said before, it’s not either/or. But I do see science and history as .
helping to build and modify myths. It's a constant but usually slow process of

revising myths so that they incorporate whatever scem to be facts with the.

human need for a system of values and beliefs.

Schutz: So all this talk we've been having about language attitudes fits into
what you're saying about myth, doesn't it, Joe? We've been asking cach other
what we believe about language standards and why we teach certain language
forms in our classes. And every time we've come up against the lack of any
absolute standard, We've been forced to see langusge as embedded in social
values. '

Carlucci: Yes, I'll have to admit that even I can’t be quite so sure as I was last
September that I always know what is “‘right” in language. Now that I've
tried to tell the rest of you some of my assumptions, I see how endless the
process is. Every assumption seems to be tied to another one. Unless I'm
just'going to forget all this, I'll have to keep on questioning.

Motz: Isn't that one of the healthiest things we can do? The more immersed
in history I've become and the more I recognize people’s need through the
ages for myths that both explain and satisfy, the more respect I have for
questioning. It coustantly challenges the myths and helps us to modify them
so that they bettzr <uit our needs. -

Brown: That remi:ds me of what Gertrude Stein said near the end of her
life. She was summing up all she had learned about living. First she said,
“What are the answers?” No one could tell her. Then she said, “What are the
questions?” And she left it at that. We've got to try to figure out the right
questions to ask.

Schutz: It scems to me we've got a good start on asking the right questions
about language. Let's all try to get the same planning period next year. We've
got a lot more talking to do.
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English Usage Questionnaire
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38, Between you and I, she drinks
heavily.

(Originally published in W, H, Mittins, Mary Salu, Mary Edminson, and Sheila
Coyne, Attitudes to English Usage. London: Oxford University Press, 1970.)
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Appendix

Current Usage in Grammar
(as ranked by linguists)

Sterling A. Leonard

Established Usages
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17.
18.
19.
20.
21,
22.
23,
24.
25,
26.
27.
28.
29,
80.
31,
82.
33.
34.
35,

36.
87.

A Tale of Two Cities is an historical novel.

It was 7 *h=t broke the vase, father.

Why pursue a vain hope?

One~ ' :rjoysone’s luncheon when one is tired,
The invalid was able partially to raise his body.

It behooves them o take action at once.
Tl deathergoatrnce
.4m ¥nis connection, 1 should add . ..

This is aman . . . I used to know. (Omitted relative.)

You had better stop that foolishness,

Each person should of cour! . bear Ais or her share of the expense.
Galileo discovered that the earth moved.

This hat is not so large as mine.

My position in the company was satisfactory from every point of view.
He toils to the end that he may amass wealth.

In the case of students who elect an extra subject, an additional fee is
charged.

The defendant’s case was Aurt by this admission.

1 for one hope he will be there.

This is the chapter whose contents cause most discussion.
Under these circumstances 1 will concede the point.

I have no prejudices, and that is the cause of my unpopularity.
You may ask whomsoever you please.

The honest person is to be applauded.

He stood in front of the class to speak.

This much is certain.

He did not do as well as we expected.

We got home at three o’clock.

He has no fear; nothing can confuse him.

There is a large works near the bridge.

As regards the League, let me say . ..

“You just had a telephone call.” “Did they lcave any message?”’
I was attacked by one of those huge police dogs.

The women were all dressed up.

TL:is was the reason why he went home.

122 Lok is valueless, that one has more to recommend it. (Comma
splice.)

Take two cups of flour.

None of them are here.




47.

49.
50.
51.
52.

Appmdix'

38,
39.
40.
41.
42.
43.
44,
45,
46.

48,

53,
54,
55,
56.
57.
58.
59.
60.
61.
62.
6.
64.
65.
. 66.
67.
68.
69.
70.
71.
q2.
78.
74,
78,
76.
77.
78.
79.

1 drove the car around the block.

He doesn’t do it the way 1 do.

The New York climate is healthiest in fall.

I felt I could walk no further.

One is not fit to vote at the age of eighteen.
Our catch was pretiy good.

We have made some progress along these lines.
The catcher stands back of the home plate.
My colleagues and I sAqll be glad to help you.

I went immediately into the banquet room, whach was, | found later, a
technical error.

. _That will be all right, you may be sure.

We will try and get it.

We cannot discover from whence this mmor emanates,

I can hardly stand him.

Jane was Aome all last week.

I'd like to make a correction.

I've absolutely got to go.

We can expect the commission to at least protect our interests.

That's a dangerous curve; you'd better go slow.

There are some nice people here,

Will you be at the Browns' this evening? !
Have you fixed the fire for the night? /
Idon’t know if I can. ~ /
In hopes of seeing you, I asked . . . /
It saysi the book that... K
If it was. 't for foott all, school life would be dull. /
His attack on my motives made me peevish. '

We taxied to the station to catch the train.

We only had one left..

My viewpoint on this is that we ought to make concessions.
Factories were mostly closed on election day.

He moves mighty quick on a tennis court.

He stopped to price some flowers.

He worked with much snap.

This room is awfully cold.

It is me.

Who are you looking for?

A treaty was concluded between the four powers.

You had to have property to vote, in the eighteenth century.

The kind of apples you mean are large and sour.

I have a heap of work to do.

1 felt badly about his death.
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80. The real reason he failed was because he tricd to do too much,
81. Invite whoever you like to the party.
82. Drive slow down that hill!
83. Harry was a little shaver about this tali.
84. 1didn’t speak to my uncle by long distance; I couldn’t get through.
85. They had numerous strikes in England.
86. I will go, providing-yqu keep away.
87.. I have got my own opinion on that.
88. He made a date for next week.
89. My father walked very slow down the street.
90. There was a bed, a dresser, and two chairs in the réom.
91. They invited my friend: and myself.
9%, T{'is now plain and evident-why-heleft. - -
93, I wish I was wonderfui.
94. I've no doubt but what he will come,
95. What was the reason for Bennett making that disturbance?
96. Can I be excused from this class? B
97. Haven't you got through yet? _
98. Everyone was here, but they all went home early.
99. He loaned me his skates. '
100. My folks sent me a check. .
101. He came around four o'clock. )
102. If it had been us, we would admit it.
103. They went wa)} around by the orchard road.
104. The banker loaned me $200 at 6%.
105, Pikes Peak is in Colorado.
106. The sailors laid out along the yards.
' 107. Is your insurance sufficient coverage for your_house?

Disputable Usages

108. That clock must be fixed.

109. My contention has been proven many times,

110. Sam, whp was then in town, was with me the three or four first days.
111. One rarely likes to do as he is told.

112. He never works evenings or Sundays.

118. They have gotten a new car this year.

114. The Rock Island depot burned down last nigit.

115. Sitiing in back of john, he said, **Now gucss what I have.”
116. 1 took itto be they.

117. ¥ guess I'll go to lunch.

118. He¢ went right home and told his father.

119. He could write as wefl or better than I

120, ¥ expect he knows his subject.
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120§ can’t seem 1o get this problem aghe
122, 1 was purity mad about St
123, Euther of tivese iRvee tuads ir goud
124, You are oldcr than me-
125, What ase the chancrs ul them boing Yuand vat !
126, There s o big woods b hind the housr ‘
127. Lknow it iobe Ae.
128 Do you wish for some icr cecym?
129, Intoxication it wAen vhee brawm o abfectes: by cettan stemol ety
130, Nrather of your tensons are ¢80y s abid
131 Hedoor off the prer.
132, Trollope's novels have ai;q By tgats b P
133 will you go? Sars
134, He o hinid of ssity, I ihink.
13%. b wdl prabably come a tigte fate.
‘136, That was the tenson (o1 me feobing v hio st
132, They vat e} dirner at twedve o c!urk
1B, 11l wwear 1o 4 was laen
139, Well, thav's g.1mg same
440 Leqve mic alons G oelye ged gut,
1. Of two dispwiants th - warme? iy aear 1ably oo the wum.;
42, ' 1t wad goud sad o0l whes feame an
43, Weboven't aqafoaiels :
144, In the FOUMIUn w b 3 Yechard, our g coerurally got the wene of ot
144 1 wo 't b.e saail thap af 1 hagd teought o noaeld Roer sho hed beg
146 yourtelf and yout guesis ait anvited
147 The man way Gy o e
148, Suchnwf actigng seem o oo suvd
1497 L seemy 10 e them
158G Eserylandy bought 25 ¢ poonn ronen
159 Say, do you 8now whoy flien 1a
VAT, Y suppore that's b,
P8 Vrans Arip bist cat iy
Pt doenm's Lad or ot} ) naglars
1% Thicrr aaasinvww aaf Lz wmabiis o ongohguion Fondo o ien vy o g
156 10 8 aske Phaoy, e wi ol Drberdy aelone
137, Jobhn dadn'e do o bed ths 1inr
o8B Coatsen and walfes- s are Beang widospr ¢ o8 a8 by and g e mls | Ao
whtrn wf thea wi iy inhigitaneg
AT BeasyBody's elie ailaes age gy o1 ogn
162 B dant make sny ditfetesion whst yon
16T Tseambanorhe papre wobeer o platie wope Lisd

0! Flan oo s v hugsdnrs BreBaviot ogwsarals o toe
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163. That stock r arket collapse 'zft me busted.
164. Neither author nor publisher are subject to censor p.
165. Yes, our plan worked just fine.
B 166. The fire captain with his loya! men were cheered.
‘- 167. Don't get these kind of gloves.
168. The British look ot this differeatly than we Ju.
169. Most anybody can do that. ‘
170. 1t is liable to snow tonignt.
171. They went in search for thg missing cnild.
172. 1 suppose I'm wrong, ain’t 1? ‘
173. John was raised by his aunt.
. " 174. Martha'don't sew as well as st uzed to.
' 175. He most always does what his wife tells him..
176. It sure was good to uee Uncle Charles.
177. My experience on the farm helped me-some, of course. .
1178, IP'sreal cold today. -
179. His presence wah valucicss not only, buta hindrance as well.
180. We don’t of:ien see sunscts like they have in the tropics.
181. § am older than sim. _ /
182.:She leaped off of the moving car. '
185. She sung very well.
_ 184, Itisonly alittle ways farther.
185. It looked like they meant business.
186. Do it like he tells you.
187, The child was weak,due io improper feeding.

Uncultivated or illiterate Usages

'188. John had awoken much earlicr than usvai.

189, 1§ haven’t hardly any moricy.

190. The engine was hjtting gond this momn  g.

191. The dessert was made w:th whip cream.

192. Now just where are we at?

199, The kitten mews whenever it wants in. -
194. A womar whiom | know was my friend poke next.
195. He druni too much icc watrr,

196. Reverend Jones will preach. \\
197. All came except she,

198. Th. 2arly who wrote that was a suaslar.

199, My Uncle Jobn, ke told me a story.

200. #le begr~ ‘0 make excuses.

203, I calculate to go soon.

202. This Is all the further I can read.

203. Thatain't 8. ——
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+204. The data is often inaccurate. B
<ud. Helooked at me and says. ..
206. I must go and lay down.
207. Ain’t that just like a man?
208. Both leaves of the drawbridge raise at once.
209. The people which were here have all qone.
210. I Aave drank all my milk.
211. TRhat there rooster is a fighter.
212. The old poodle was to no sense agreeable. :
213. One of my brothe.. were helping me.
214. I enjoy wandering among a library.
215. A light complected girl passed.
216. I want for you to come at once.
217. He won't leave me come in.
- 218. There was a orange in the dish.
219. It was dark when he come in.
220. You wa- mistaken about that, John.
221. I wish he hadn't of come. ,
222. Hadn't you ought to ask ycur mnther?
223. My cold wa'nt any better next day. ,
224. If John had of come, I nerZn't have. -
225. I had hardly laid down agam when the phone rang.
226. He did noble.
227. Somebody run past |ust asl opened the door
28. Justset down and rest awhile.
229. The neighbors took turns setting up with hxm
250\ They swang their partners in the reel.

{Originally published in Albert H. Marckwardt and Fred G. Walcott, Facts
About Current English Usage. New York: # pleton-Century, 1938.)




(Originally published in Jim Quinn’s “‘Plain English,” Waskington Post Mag-
“wiine (December 11, 1977), pp. 14-16, 34-36.)
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Language Inquiry -
+ Ellen A. Frogner

Part ]

Directions
Check the column that most nearly represents your response to each of the
statements that follow. Wherever the question concerns usage, congsider the
statement in relation t¢ American English unless otherwise specified.

1 = Agrec—dcfinite agreement (complete or nearly s0)

2 = Moderately agrec—agreement with reservaticrs

$ = No opinion—no opinion either way and therefore the response might

be described as neutral :

4 = Disagree—definite disagreement (complete or nearly s0)

Be sure to circle only one of the choices for each statement.

Statm}ce\nts

1. Techers should insist on formal English in the classroom, both in_
spéaking and writing. (1 2 3 4)

2, '(I‘he signs uyir)lg Drive Slow should be corrected to read Drive Slowly.

1283 4

3. A native speaker of English has an operational knowledge of his lan-
guage without instruction init. ( 1 2 3 -4 )

4. Linguists now know the characteristics that the English language should
have. {1 2 3 4)

'5. A college student made the following comment to his friend: If the
time was longer between quarters, I'd go down to Florida or some-
wherei He should have used were instead of was in the if clause. ( 1 2
s 4 P .

6. Verbless )u':ntences are frequently effective in descriptive writing. (1
2 3 4

7. ‘The speakers of Chinese and English use' some of the same methodsto-- - ™ °
signal meaning. ( 1 2 3-4)

¢ 8. An outline written according to a standard form i3 a prerequisite to the
successful writingof anessay. (1 2 3 4)
9. One looks in vain for order in English spelling. (1 2 3 4)

v 10. The illogical sequence in a sentenge like She drove back and forth every
day is confusing even to mamy r.tive users of English. (1 2 8 4)
11. People who speak differently from the majority follow some pattern of
regularity in the English language. ( 1 2 3 4 ) '
12. 1t is only within the last ten years that there has been any questioning
s of the classifications found in traditional grammar. ( 1 2 3 4 )
~ 13. A student who thinks independently would be skeptical about the
common textbook Jefinitior: A noun is @ word that names. ( 1 273
4)
14. Even though [t's me is accepted in informal English, the expression Jt is-
Tisveallysight. (1 2 3 4)
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15,
16.

17.
18.

19,
20.

21.
22.

238.

24.

25.
26.
. 27.
28.

29,
30.

31,
32,

33.
34.

35.
36.

37.

38.

The use of words like terrific and O.K. for approval is sometimes in
goodtaste.(1 2 3 4)

Meanings of words are based on consent (acceptance) within a speech
community.{ 1 2 3 4)

A redundant expression cannot be standard usage.{ 1 2 8 4 )

The structure of German is more like that of English than thc structure
ofLatinis. (1 2 8 4)

The words linguistics and grammar are synonyms. (1 2 3 4 )

Since silly once had the more elevated meaning of happy, it has degen-
eratedasaword. (1 2 8 4)

Standard English allows for no choicgs in language furms. (1 2 3 4 )
The child’s development in the use of language during the preschool

years provides clues for methods to be used in the English classroom.
(123 4)

As soon as we take present-day usage for a guide in determining what is
acceptable English, we break down all standards. (1 2 8 4 )

Linguists look upon their work as that of controlling the language, of
keeping it withinbounds. ( 1 2 8 4 )

If twentieth-century standards in language were higher, there would be

no instances of divided usage in pronunciation. (1 2 8 4 )

Adherence to the conventiois of spelling can easily be overestimated as -
a characteristic of a good composition. (1 2 3 4 ) \
The usual composmon textbook is a sound guide to facts about English ¢
usage.( 1 2 4) "

The use of word order as a way to show meaning has developed in
English grammar mainly since Shakespeare’s time. ( 1 2 3 4 )

The English language is more a product of historical accident than it is
of the efforts of the grammarians, lexicographers, or critics who have
wanted to shapeit. ( 1 2 8 4 )

Students should be taught that they must place a comma after every
introductory clause or phrase coming before the subject of a sentence.
(123 4)

To most people He's not going nowhzre means that the person spoken
about is going somewhere. (1 2 3 3 )

The English language is limited mainly to shall and will for expressing
future time. (1 2 3 4 )

Modemn dictionary editors base definitions on context. ( 1 2 8 4 )

The spelling aesthetic should be used because it reflects the origin of
the word better than does the spelling esthetic. (1 2 3 4 )

Good writing is recorded speaking. (1 2 8§ 4 )

Students should be discouraged from using the inductive method in the
developmentof anessay. (1 2 3 4)

What happened in the English languagc in the past has little relationship
to what is happening now. ( 1 2 4)

Drill in conjugating English verbs is of little consequence to the native
speaker. (1 2 3 4)

8
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39,

40,
41,

42.

Appendix

In giving a talk on tennis, a high school student in southern Illinois used
the pronunciation tinnis. He was told that regional pronunciations
would not be accepted in the English class. More teachers shiould use
the samemethod. ( 1 2 8 ¢4)

Whoever learns a language learns an alphabet. ( 1 2 3 4 )

Uiage, not redurdancy, makes this here a nonstandard (substandard)
expression in English. (1 2 3 4 )

Because of the preposition at the end, the following sentence is not

" accepted as standard English: The young man now had something to

43.

44.

45,

46.

47.

48,

49,

50,
51.

52.
58.

54,

55.
56.
57.

58.

workfor. (1 278 4) A
A drama group in the Middle West used the spelling theater in the name

. of their organization. They should have used theatre because it is a

better spelling. (1 2. 3 4) :

The more rules of language an individual can state, the better speaker or -

writerhewillbe. (1 2 3 4 ) '

Since the k in know!ledge is not pronounced, we should promote reform

in spelling by omitting this letter in our own writing. (1 2 8 4)

Today we make constant use of words derived from the native stock

brought to England from the continent at the beginning of the oud

English period. (1 2 3 4 )

In English classes, a study of pronouns in the objective case should be

preceded by a study of nouns in the objective case. (1 2 8 4)

A college senior made the statemert: “I am going to student icach next

quarter.” The expression to student-teach represents a process made use

of mainly in college campus English. ( 1 2 3 4)

Standards in English are relative, not absolute. ( 1 2 3 4 )

English that is free of idiom is English wellused. (1 2 3 4 )

It is normal for people to have a strong attachment for the language

theyuse. (1 2 3 4)

Th)e bigger the words used, the more effective the expression. ( 1 2 8

4

The rule Two or more singular subjects connected by “and” require a

plural verb does not always apply in standard English. (123 4)

Because there is already so little grammatical inflection left in English,

teachers should support the use of the inflected form rather than the

phrase to state the genitive (possessive). The expression the course’s

value would then be preferable to the value of the course. (1 2 3

4)

Twentieth-century standards of scholarship in dictionary compiling and

c(:diting age “:o;v as compared with those of the eighteenth century.
1 2

It is up to English teachers to see that our language does not change.

(123 4)

To say that an exprcnibn is colloquial is to .ay that it is not entirely
acceptable. ( 1 2 3 4 )

Every speaker of English uses at least one dialect, often more than one.
(128 4)

8
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59,

60.

61.

62,

63.

64.

. 65,

66.

67.

68.

69.

70.
71.
72,
78,
74,

75,

76,

77.

78.

79,

hy
Written English is the foundation on which spoken English rests.
(123 4)
The following sentence represents standard English usage: A financial
arrangement was worked out between the chorus, band, and orchestra.
(123 4) -
Standard American English is a group of dialects within American
English.(1 2 3 4) ‘
A study of English grammar should be concerned with relationships
between sentences as well as within sentences. (1 2 8 4 )

. The title “It Makes a Difference” needs to be re-stated because the

pronoun has no antecedent. ( 1 2 3 4 )

Change in language is normal, but so also is continuity. ( 1 2 3 4 )
Grammatical rules stated in textbooks and handbooks determine what
is accepted English and what is not accepted. (1 2 8 4 )

Splitting the infinitive may sometimes enable the writer to express his
ideas with greater clarity and force than otherwise. { 1 2 8 4 )
In teaching students how to write a letter of application, a teacher said,
“Don’t talk down to the person who will read your letter, Don't, then,
usc many one-syllable words.” This was sound advice. ( 1 2 3 4 )
Students in American high schools should be informed that the pronun.
ciation pro-cess is preferable to process. (1 2 8 4 )

A person should be criticized for the use of if instead of whether in a
lcr;tcncc like.I'll see if there is a tape recorder in the room. (1 2 3
4 . X »

Punctuation may conform to the customary rules and yet be stylis-
tically poor. (1 2 3 4)

A teacher told his students that Latin is a better ianguage than English,
He was accurate in his statement. (1 2 3 4 )

“An individual may acquire an intuitive mastery of the form and order

of English. (1 2 3 4)

Current activity in the area of grammatical theory and method reflects
a confidence that the right answers have now been found. ( 1 2 3 4 )

For most people, the patierns of the native language are largely estab-
lished during the preschool years. ( 1 2 3 4)

In directing a Shakespearean play, a college dramatics coach in the
Kentucky foothills insisted that the studeits substitute twentieth-
century-platform English pronur.ciation for their regional dialect forms.
He should be compliment«d for taking thisstand. ( 1. 2 8 4 )
Contractions are inappropriate in any form of written English, ( 1 2
3 4) .

The following sentence is being analyzed: John will look up the current
value of the English pound. It seems sensible to consider will look up
as the verb; however it is not correct to do so, since up has to be either
an adverb or a preposition. ( 1 2 8 4 ) :

Comma-splice sentences (independent clauses or main statements with
just a comma between) have justifiableuses. (1 2 3 4 )

We should have an American Academy to regulate our language. ( 1 2
3 4)

N)
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88.
~ person objective point of view. (1 2 3 4) - :

89.

90.
91.
92.
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-A child who asks permis.sion by saying Can I go too? should not have

his English corrected by being told to say May Igotoo? (1 2 3 4)

Pr‘c;ﬁciency in speaking depends on proficiency in writing. ( 1 28

4

The pronunciation used in the Middle West is not as good as that used

intheEast. (1 2 3 4)

The forms used in nonstandard English are a degeneration of the formus

used in standard English. (1 2 3 4) '

:,anguzages that) aims to arouse emotion should be distrusted per se.
1 4

Statements (a) and (b) are at different levels of abstraction; (a) I gave .

her the book this morning. (b) Her is the indirect object, and book is

the direct object. (1 2 3 4)

Metaphors are used mainly in literary English. (123 4)

There is more than one variety of accepted English usage. (1 2 3 4)

Any essays except the most informal must be written from the third

Finding the clements of which a sentence is composed—primary,
secondary, and tertiary—is a method that has appeared within the last
decade. (1 2 3 4)

"A person cannot use sentences until he can describe (talk about)

subjects and predicates. ( 1 2 3 4 )
The word number is singular in form but may be either singular or
pluralin thought.( 1 2 3 4)

A teacher should drill strenuously on Whom do you mean as the
correct form. (1 2 3 4)

In using language, we are abstracting experience. (1 2 3 4)

A description of a grammatical system must nc be identified as being
the systemiitself. (1 2 3 4) .

A truly cultivated person will pronounce the word either as i-ther
(noté-ther). (1 2 3 4)

In writing a summary of a story, a student has just finished explaining
what the life of the main character has been like. The student then
goes on: “But now there is nothing for Larry to look forward to
except a nice-paying office job and invitations to the right parties.”
The writer was wrong in beginning a sentence with but. ( 1 2 3 4)
The following sentence is quoted from a book review written in an
English class: “Pauia doesn’t want Smithy to join the crowd of com-
promisers and money makers.” The sentence should be corrected for
the use of a contraction. (1 2 3 '4) '
Change in language is inevitable. (1 2 8 4))

The etymology of a word determines whether or not it is accepted as
standard English. (1 2 8 4)

The process of learning a language differs from the process of learning
historical facts. (1 2 3 4) '

(Originally published in Ellen A. Frogner's Using the Language Inquiry s a
Teaching Device, Washington, D.C.: Bureau of Research, Office of Education,
U.S. Department of Health, Fducation and Welfare, 1969.)
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1

Language Attitudes and Information Study

by Susan H. Houston

For each sentence check A if you agree with the sentence and D if you

disagree with it,

—_A
—A
—A
—A

—A

> o> > > > >

D
—D
D
D

D

1.
2.
8.

4.

5.

6.

7.

9.

‘10.

11,

i2.

18.

14,

15.

It would be good to have an international language,
All languages are similar in some important ways. ;
English is morc closely related to German than to French.

megcs in Africa, and Americcn Indian languages, cre
often primitive and simple in structure.

You can frequently tell if someone is an American, a
Frenchman, an Italian, ctc., just by the way he gestures
when ullung

The pronunciation of educated Blacks wually cannot be
distinguished from that of educated Whites,

It is better for alanguage (such as English) to make up new
words when they are nieded than to borrow words from
other languages.

Adults have difficulty; learniiig foreign languages because
their vocal mechanisms become frozen into the positions of
their native languagc.

Few people from lower-class houes can . speak correct
English without slang. 5 .
Children who are three or four years old can learn two lan-
guages at a time without confusion.

Many different kinds of animals (for instance birds, wolves,
monkeys) have languages of their own similar in structure,
grammar, and function to human languages.

it your pronuncnatnon of a word is different from the one
the dictionary gives, this may be because the dictionary
fails to reflect modern popular usage.

The only effective way to teach American Indian children
the English langnage is te prevent them from speaking
their native language while in school.

Having learned Latin will not necessarily help you in learn-
ing another language,

Black speech is not Black persons’ main handicap in getting
good jobs or achieving social acceptance.

. Someone can learn how to :peak correctly w:thout ever

studying grammar-in school. - - - .

. The words picce and peace are spclled dirferently because

they are proncunced 4 little differently.

. The best way to teach foreign languages is to start when

children first come to school.

. Computers have not been successful in translating books or

articles from Russian to English,

“-g )
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_ D 20. One of the main problems of Spanish-Americans trying to
learn English is that they tend to run their words together
instead of pronouncing eh word distinctly.

D 21. People from the South and West should try to talk like

people from the Midwest and the East, instead of with an

accent. ‘ .

D 22. Many stutterers can be helped if someone will remind them

, frequently v spcak more slowly.

__D 28. Children who are punished for talking in aduit company

‘ will nevertheless be able to learn language without dif-

ficulty, .

__D 24 Most bilinguals (people who grow up learning two lan-

guages) cannot speak cither language really well, and so_

are often not as intelligent as people who speak only one
language.

D 25. Even as children, Americans are less gifted at learning

fore’'gn languages than people in other countries.

__D 26. The language of Blacks in America is very similar to that of

" Whites, and therefore Black children do not need to be

taught English as though it were a foreign language.

D 27. If a German baby is raised by an American family in the

United States, he will speak English without any trace of a

German accent. ’

D 28. Some languages are so primitive that they cannot express
every concept they need, so that their speakers are force
to fill in with grunts and gestures. .

29. To learn a foreign language, you nezd only have a good
complete dictionary.

30. Somc African languages can be “spoken’ by drum signals.

31. Most Blacks speak ,!,'anlish poorly because it is too complex

~alanguige for them to master fully.

82, Children who speak a foreign language at home with their
parents may still leam to speak English without a foreign
accent.

D 33. English is no easier to learn than other languages and so
would have no particular advantage as an international
language. o

34, Modern popular songs, espacially rock songs, reflect the
decay of the English language. ‘

5. No dog, cat or other house pet can urdcrstand everything
that is said to it.

86. The speech of Blacks sounds different from that of Whites
because Black speech has a higher percent of slang in it.

87. Forcing a left-handed child to become right-handed will not
make him stutter. .

88. English spelling bears almost no relationship to the spoke
language and so should be simplified.

__D 39. In some languages a noun may not be best defined as “the

name of a person, place, or thing.”
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A British or New York accent is generally a sign of snob-
bishness or arrogance.

Disadvantaged or culturally deprived children usually do
not speak English well enough to succeed at school or to
form abstract thoughts,

Foreigners who live for many years in the United States
without learning English are showing that they do not
really like this country. '

Both Blacks and Whites use slang for the same reasons:
sometimes for fun, and sometimes to prevent others from
understanding what they are saying. '
Most well-educated people usually speak in complete
sentences.

The English language has hardly changed at ali, except
perhaps for spelling, since it began.

Carrying on conversations with infants who. have not yet
begun to speak, and talking to them a lot, o“ten confuses
them and is bad for their language development.

Leaming a foreign language, especially Latin, improves and
disciplines the mind.

American children can leam to speak English well without
ever studying it in school.

The fact thi. some Black people’s lips are shaged somewhat
differently from those of White people has no effect upon
differences between the sounds of Black and White speech.
Adults can rarely learn to speak a foreign language like
native speakers.

People who put long pauses between their words when they
speak are trying to hide some of their true t‘hox/;ghts.

Some animals occasionzlly communicate by mental telep-
athy.

There ar¢ many unwritten janguages in the world.

American Indians have jreat difficulty learning English

berav-r their own langusge and culture are so much less
complicuted.

*» Black children should be taught Standard English (for

fstance, the kind spoksn on the radio or TV) instesd of
weing allowed %0 go on x;.eaking Black English.

1'a¢ reason that many imwmigrants cannot seem to lose their
foreign accents is that i heir verbal abilities are not equal to
.52 of most Americins

-

“uhhien's language ms - be permanently harmed if they
read cemic hooks or chean popular novels,

favects winally do not wused to seek help for children who
are slow in learmiug to talk or who mispronounce many
words, since chbildres often behave in these ways just
to gain attenton and will outgrow such behavior if it is
gnored,

")y
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Studying grammar in school is of great practical value.

It takes children no longer to learn to speak lu#ges such
as Russian or Chinese than it takes them to leafn English.
Everyone should study a foreign language, a "least for a
short while.

The main reason Blacks sometithes do not pronounce all
the sounds in a word is that they lack the initiative or drive
to leamn correct English¢ -

Children are abte to begin learning to read when they are
very young, even as young as two or three, and this will -
benefit their language development.

People who say “uh” or “mm” a lot ar2 probably nervous
or upset.

It is better to learn a foreign language from someone who is
a native speaker of the language (that is, grew up in the
country where it is spoken and spoke the language all his
life) than from an American.

The language of Black children shows that they have such
important concepts as past tense, plural, future, and how to
ask questions properly.

People who prefer using slang may be able to use correct
English equally as weil when the occasion demands it.
An adult for~iner V.aming English, or an adult American
leaming a foreign language, will probably always have a
foreign accent in the new language unless he spends many
years in the country where it is apoken,

The words often and coffin really rhyme, even though
often has a “‘t" in it. -
Porpoises (dolphins) can tunderstand human speech.

All Americans should leam general standard Enelish in
school, instead of speaking some dialect of English.

If a Black baby is raised by a White family in a White
neighborhood, his speech will nevertheless sound very
different from the speech of Whites.

It is a good practice to try to write the way you speak.
It is not essential for Americans to learn foreign languages,
since by now most people in other countries have learned
to speak and understand English.

Babies have their own language before they learn to speak a
regular language, and they can all communicate with each
other.

English does not come from Latin.

It is possible for a child to learn language and understand it
perfectly even though he never seems to talk at all.
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The more highly organized and civilized a culture is, the
more likely it is to have simplified its language to make it
more efficient.

Spanish-Americans have difficulty 'earning English because
they speak their own language so rapidly.

The rhythm of Black language reflects Black people’s
natural love of and ability in music.

If a Chinese baby is raised by an American family, he will
still tend to speak Chinese,

. School integration has not been a bad influe : on the

language of White middle-class children in America,

‘The Chinese have good reasons which are not political for
refusing to adopt the English alphabet in writing their
language. :

In some languages, men and women speak so differently
that they cannot understand each other or communicate
at all, '

It is incorrect or substandard English to pronounce the
word says as though it were written “‘sez.”

If Blacks would pronounce their words morc clearly, *hey
would have far less difficulty getting along with Whites.
The speezh of people in isolated mountain areas of America
is actually the English of Shakespeare’s time.

Adults whose language has been impaired through brain
injury have much more difficulty relearning language than
young children with similar injuries.

People who speak with a foreign accent can never be con-
sidered truly American.

Babies can usually understand speech even before they can
speak themselves. y

The kind of English spoken by Black children does not in
itselffandicap them in learning to read.

People who use a great many long words when talking are
generally trying to show everyone how intelligent they
think they are.

There is no evidenc: that television has a bad effect on
chiidren’s language. .

The harsh, guttural sounds of German provide an insight
into the German character.

Children do not need formal instruction in foreign lan-
guages or in English, since they leamn to speak just by
listening to other people talking.

Black language and White language are both about equally
creative and expressive.
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—A D 97. A large number of American children and adults can hardly

- read atall.
—A __D 98, Children who speak a foreign language at home and English

- at school become confused and do poorly at their studies.
—A D 99, Deaf children should not be permitted to learn a sign
language, since this prevents their thoughts from developing
ully and impairs abstract communication.
—A _.D 100. Children who start to speak somewhat late may be just as’
intelligent as those who start to speak carlier.
—.A __D 101. American children learn English, French children learn
. French, and so 'on, because they are born with a tendency
to learn their own particular langusge. .

102. Many parrots and parakeets can speak and understand

English, and carry on conversations. ‘

.108. Any foreigner who lives more than ten years in the United
States without learning English should be sent back to his
m}lve country.

104. Most Ilack children can casily understand the language of
White teachers in school. ‘

108. Since all American Indians speak closely related languages,

. they can always communicate with each other.
‘106, “The El?mo’hn(uue has hundreds of different words for
“mw.' . .

107. More schools should have bilingual education programs for
Spanish-speaking children.

108. Most people with heavy Southern accents are relatively
uneducated and often quite prejudiced.

109, Some chimpanzees (apes) have been taught sign language or
other forms of communication which they have learned
with the same ease and fluency as a human child does.

110. A child who seems unable to learn to read is probably

' either somewhat retarded or in need of firmer discipline.
__A _D 111, A hearing child who.is raised by deaf parents will usually
pick up'spoken language easily from his friends and teach-
ers. \ .
__A __D 112, A child who is spoiled by his parents and has all Lis needs
: met without having to ask for things will probably not le\am
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" language until late in his development. y
—A __D 113. A Japanese baby raised by an American family in the
United States will learn English, but somewhat more slowly
than an American infant would.
__A .__D 114, Language delay in children is most often caused by factors
other than mental retardation. - '
—-——A=.D 115, Working-class and uneducated persons speak differently in
. Jifferent social settings, whereas the educated middle-class
person tends to speak in about the same way all the time.
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—A _D 116 Very few utterances mde ,by children sre imitations of
. sentences they have heard adults speak.

—A —D 117. Minority dialects in America jenerally show a lack of logic
and poor organization of thoughts on the part of their
speakers, as demonstrated by ‘their frequent grammatical

. errors.

*——A —D 118, The sign language used by many deaf children and adults

'has no grammar, and is just a series of gestures standing for
* concrete objects. .

—~—A —_D 119, Children who stutter or have rsading difficulties need to be
taught better coordination, through such riet.ds as
instruction in crawling and walking, and use of the nght
hand in eating.

—A D 120. A child with a language or heu'lng problem can benefit
from language therapy even before he is of school age. )

(Originally pu.;.lishe:. \.. English Journal 67 (March 1978): 33-38.)
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Taylor's Language Attitude Scale
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Appendix

\ P . p
\\MATERIAL RofOVED DT T0 COPYRIGHT RESTRICTIO. :

with Standard English,

!

(Originally published in Orlando Taylor, “Teachers’ Attitudes toward Black
and Nonstandard English as Measured by the Language Attitude Scale,” in
Language Attitudes: Current Trends and Prospects, edited by Roger W. Shuy
and Ralph W, Fasold. Washington, D.C.: Georgetown University Press, 1973.)
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