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FOREWORD

Researchers and Teacher:.
A Specizl Case in Communication

teachers work in complex environments and face challenges on several fronts
Nou only saust teachers understand educational psychology, including motivation
and jeaming theory, they must also be hnowledgeable in the content arcas that make
up tae partiular curmculum they teach. In addition, teachers require training in
the shills ot pedagogy. how to plan and present lessons, how to assess progress
ot students, and how to meet the needs and strengths of the children they teach

Ot course. they do not face these formidable tasks unaided Curriculum, spe-
ctahsts, content supervisors, textbook publishers, and school administrators offer
specific help as teachers chart the course of learming to be undertaken Moreover
a veritable army of researchers in universities, educational laboratories, research
centers. and 1n schools themselves, study problems which affect teaching and
learning. Untortunately 1t 1s often the case that research findings have relatively
httle impact on the actual teaching and learning which oceur in our schools

At least two reasons may be advanced for this lack of rescarch influence on
teachers. First, the research community and the teaching community do not al-
ways communicate effectively. Not only do researchers tend to talk to other
researchers while teachers talk to other teachers, but the languages used by these
two groups are sufficiently different that translation is often required before teach-
ers and researchers <an understand one another.

Second, the work of the researcher is controlled in a way that is never true for
the classroom teacher. Because the researcher is studying a particular phenome-
non. he or she may interact with a very small number of children and may ignore
behaviors which do not relate to the research question. Classroom teachers. onthe
other hand, must respond to all children in their classes in a wide varjety of sit-
uations. Given these two different realities, then, itis often difficult to implement
findings from the one in the other.

Recogmzing these differences between teachers and researchers, the Research
and Development Interpretation Service (RDIS) was established with funds from
the National Institute of Education (NIE) of the Department of Education (DHEW,
prior to 1980) to review and present research findings along with their classroom
imphcations to teachers. Beginning with Research Within Reach. Reading in 1978,
and Research Wathmn Reach. Elementary Mathematics in 1979, the RDIS has de-

7
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- vised g niaitistep provess shich has cniphasized the needs of dasstoom teachers
L tor wurrent rescarch-based Snowledge  This process involves the tollowing steps
® SNolict uestions from teachers While these guestrons are collected mas eoety
ol ways dtelephone aintersiew s, workshop activities, cte ). the mportant point
is that the questrons are posed by real teachers They want the answers.
® Prosant g st 1o consudtant paned For cach RDIS project, a consultant pancl
ot experts i the tiehl s convened  The panel™ firsc task is to review the teach-
oy guestions to decide whether or not a research-base exasts which can be ased
i amswening the question Also, the panel prionitizes the guestions so that the
most importe Will be mcluded n the mterpretation reports.
® Revien the RED ltcranw . Once the questions are selected, RDIS statf begin
accumulating 1esearch reports, ournal articles, and others documents, These are
revicwed and torm the base for the response. The artiles are also abstracted
and catddogued in annotated bibliographies which are ancdlary products of cach
projeat ’
In the particular case ot vral and written communication, we were surprised at
how hitthe rescarch has been carried out. Donald Graves points out that for every
S3HH) spent on reading research, SLOO o8 spent on research on wnting. This
lack ot rescarch was compensated for, to adegree, by the rich “craft™ literature
which abounds i both oral and watten comnunication. Teachers and writers
have produced an impressive aray of theortes, wdeds, aid suggestions forteach
ing conmunication We used much ol thes araft lacrature in prepanng this beok
® Dratty of tterpradne 1eporty are prepared and reviened. The mterpretive re-
purts are prepared and mudude o review of the refevant research, a discussion
ot assroontimplications and recommendations to teachers for dassroom im
plenentation of the research The drafts are cureulated o a varniety of reviewers
dtschovls, i educational laboratories which make up the nationwide R&D Ex
Jhange (RDx), to researchers in universities, and to the consultant panel.
® Revistony based on the ravieners’ reactions are prepared und the final report
o primted and disenmnated. Revisions based on the review s are undertahen and
approved betore the tinal product is printed. Regronal Exchange (R programs
at the educational laboratories play « key role in the dissemination of the reports
ither through workshops or through state departments o education. Further,
the protessional associations Cnternational Reading Association and National
Counicil ot Teachers of Mathematios) have published and marketed the earlier
reports on reading and mathematies to their memberships
Thas report. Research Wathun Reach, Oral und Written Commuenic ation, has
andergone the saine process as did the other two publications with one significant
difterence The Regitnal Exchanges have played an important role in develop
ment ot this docament This mvolvement hds resulto o a shared sense of ownershup
of the publication and has enabled RDIS stofi to benctis from the expertise of 1n-
dividual statt members at the Regional Fxchanges, many of whom have been
teachers of oral and written communicativn and have conducted research in the
area
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Foreword

Development of This Book

}n 1979. the directors of the Regional Exchange projects, focated at the seven
regional educational laboratories, ashed RDIS to develop a major sy nthesis and
mterpretation ot the rescarch ad craft-knowledge of wrting and oral commu-
nication 1o underline the importance of thas task, the directors made commitments
of statt effort to turthering ths project. -

Consequently 1n February 1980, representatives of each Regronal Exchange
and RDIS met at Southwest Regronal Laboratory. the lab in Los Angeles, to par-
ticpate i @ two-day retreat, the two themes of which were the sharing of know ledge
abuut oral and wntten communication and plannuag tor the collaborative effort of
which this book 1s the result. ‘

While RDIS agreed to undertake the major work involved in the cftort. the
Exchanges agreed to help colleet questions from teachers, to participate in re-
views ol the drafts, and to dissenunate the book once it had been published

llo“\ Were Questions Generated? v

he first task ot the Regional Exchanges was the collecting of practitioner
queltions  Because cach Exchange works somewhat differently with the states they
serve. the mechanism was Ieft to indisidual Exchange preference, The approaches
were vanous. One Eachange secured names of teachers inseveral states who were
iterverwed by Exchange statt The interviews provided important background on
the mdividual and helped set questions into a context.

Another E hange conducted o two-day workshop on research in oral and written
communication After cach presentation o activity workshop participants were
ivated to record questions or comments in a journal which cach person kept: Also
in « workshop sctting. one Exchange mvited workshop participants to engage in
£ variety of wynergistic actvities which fed to questions.

In all. o¥er 300 questions were gathered from teachegs. curriculum special-
1sts. mstrgtetional supervisors. and other educators., ‘

How Were Questions Selected?

,
Clearly. wath that many guestions, some had to be selected over others The

bustness of choosing which questions to answer was the focus of the first con-

< ltant panel meeting Betore the meeting, all the questions were typed. exactly

as recetved  Then participants at the panel meeting reviewed the questions. sort-

g them by two eritera: .

® Wi the question of interest to several practitipners?

® Was the question answerable from a rescarchjor eraft basis?

Once the questions were sorted by these Srilernia. the panel reviewed them again,
plauing them into categonies. These categories were then cxamined and seventeen
questions were selected because they appeared to be of primary importance to
teachers. because they were answerable from the available research. and because,
taken together, they provided a coherent picture of oral and written communi
cation Fially. participants at the panel meceting suggested rescarch resources which
RDIS statt would need to study betore attempting to respond to the questions




Foreword .

Collecting the Research

The RDIS statf spent a large part ot I‘NU and 1981 in collecting resouree mu-
tenals  These were read and reviewdd with an eye toward responding o the
questons. In addition, the books, journals, and micro fiches were annotated and

v putinto « biblivgraphy, which became the tirst tangible result ot the oral and writ
ten vumnunication sypthesis: The mibliography currently includes more than 400
tems

Once the resvuree collection beg o, RDIS staft prepared dratt summaries ot
responses which were arculated to the consultant panel, Regional Lxschange and
Regional Laboratory statts and other educators. This initial attemipt at shetching .
an answer provided a toeus tor reviewers” couunents which subsequently resulted
in the tiest dratt of the present book .
The Writing Team

In November 1981 the wnting tean met for the first ime. An important out-
wine ot the team’s discussion was the dea that--wherever appropriate the Juestions
should be answered i terms ot both oral and wntten communication, rather than
oredating two - buoks withim a book.”™ The writers felt that this decision was jus-
ufied fov three reasons.,

o Muny st ents abuut vral communication are true for wnting and suce versa.
morcovet, the tvo modes are interrelated.

¢ Communteation- whether oral or written--necded to remain at the center of the
book.

® Oral communication has received less attention than has written communica
tion and the team wanted to ensure that both were given equal weight
Onee this nggor decision was tahen, the wnting team divided up the guestions
and began prepaning draft responses. These drafts reflected two uther decisions
which the team made.
® Wherever pussible, the drafts would reflect the needs of teachers of students
whose native language or dialect 15 not Stundard English.

¢ Classroom implications of the research would take precedence over speatic
classroom activities.

‘The Writing Process at YWork

Duning the five days of that hrst team meeting, the writers remarhed fre-
quently abuut how their work was parallchng the rescarch. Dunng the firt moming,
tor example, the four wnters tathed about each of the questions, citing research
and mentoning deas tor cach response. Then several ditferent organizational
patterns were discussed tor the book as ¢ whole. This was clearly a series of pre-
writing activities, |

After that first morning. the writers divaded up the questions and spent the
atternoon working individually. Gradually, fate in the day. people began sharing
drafts, One after another. each draft was read by ats author, while the other team
members listened. Then all four discussed the response. nuticing both strengths
and weaknesses of the draft. It should be mentioned that for cach of us this initial

reading was filled with anxiety. The support of the peer-revising group helped cach

ERIC iy ' I
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Foreword

ot us teel that the atternoon had been well spent. During the months that followed
this imitiai dratting session, eLensive revisions were made, Stten at the suggestion
ot members of the consultant panel, sometimes from others an the writing team
of troan other reviewers. Finally, an editar was engaged to read cach draft and of;
ter suggestions for formattng and improvement.

How the Answers Are Constructed’

Eack chapter begins with a guestion pused by a practinoner The relevagit re-
search s then deseribed Numbers in parentheses in the textrefer the reader to the
Reterences' at the end of cach chapter. The dassroom implications of that re-
search are provided m cach chapter. Each response ends with a summary which
Inghhights the hey tsidts :

Atter the te Xt each chapter, the reader will find a numbered hst of references
which were used i the text * In addition to appeaning after cach chapter, all ot
the reterences have been brought together i @ master bibliography at the end of
the book, wWhere they are presented in alphabetical order, by author, without
numbers.

The book s divided into eight sections. Sections | and 2 concern the *why ™
ad how ol communication Classroom activities are at the heart of Scetions
34,5, and 6 The tocus of Section 71s onevatuation. Finally, Section 8 describes
ways 1 which teachers can toster etfective communication. While the chapters
tahen together present a coherent, umfied view of research and practiee in oral and
whtten communication, the chapters ue wiitten i such a way that they can **stand
aone.”” so the reader may read the chapters in whatever order seems best to him
or her

*Those reterences which are preceded by an astersh (*) are considered to be of spectal
importance tor teachers

O
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WHY COMMUNICATION
SKILLS ARE TAUGHT

The classroom is an extremely busy
place. Not only must teachers present les-
sons on a wide range of subjects, but they
must also ensure that each child has the
opportunity to learn. Given this already
heavy responsibility, why should teachers
instruct their students in oral and written
communication?
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Why should I have students write?

Not too long ago « group of teachers was ashed the question **Why do people
write? There was a long pause, and the question was rephrased. " What do you
white " With this. a few tentative responses began with 1 write letters.”™ ™1
make Lists tor grocery shopping und things to do.™* and "1 keep a diary " These
tniggered turther examples. wnting thank-you notes, invitations, messages, rec-
ords. reports, filling out vanous necessary forms. logs. journals and. for pleas-
ure--writing prose and poetry. When ashed **Why do you w rite in your capacity
as teachers” she responses came quichly. ““to produce lesson plans.™ “reports
for the pnincipal,”” **making out tests and experience charts.™

These writing tashs answered o number of needs or purposes Some writing
tashs are undertahen tor pleasure, some to communicate information: Some of the
writing activities served as memory-jogs or ways of orgamZing apparently unre-
lated mformation into a coherent whole. There are. indeed. many reasons to
wnite--and to teach wnting--in and out of the classroom.

A Means to Expand Learning

Many have said that we fearnto write by writing. Students whow rite see more
readily the need for the improvement of skill in handwrnting, spelling. capitali-
zation, and punctuation. Lack of proficiency in these skills creates problems for
young writers who must solve them it they are to achieve their goals A positive
effect on the level of skills can result.

Graves has indieated that writing conteibutes to intelligence since., as a highly
complex act. it demands a high level of thought (9).

Writang requires the whiter to call upon memory and fact. organize thoughts
into some logical seguence., bring to bear upon the tash all available knowledge
of letters. sentenee :&ucturc. grammar, and form in order to communicate But,
apart trom this technical hnowledge. a sense of audience is needed for the writer
to select the appropniate style and language to achicve the desired goal

It used effectively, writing can be a tool for thinking. The process of struc-
turing a paper itself takes the students through several different levels of
cogmition. The bramstornung, evaluation, and selection of ideas. the formulation
of hypotheses and gathering of information to support the hypotheses, and the re-
frning of 1deas all serve to develop a student’s ability to think logically and
critically, )

Bimnbaum states. i her study of reading and writing behavior, **We learn to

bed
(911




Wiy leacds Commiuon, attom

ase wrien hanguage because it enlargos ot capacity o shape our experiences
o meamng ., o represent meaming o vursclves and others, and te represent our
selves toothers in our environment™ 12)

\ottett bsts thinking as number one an his summary of prinaples for a
student-centered language arts curniculume " Most profoundly consdered., o
course of language learmng s o course in thinking A wnting assignment. tor
example, v o thinking wsignment Coneeving and verbalizing must be tahen
together™ (13)

Tosight and discovery are encouraged, says Taley -James, when children be-
comg imvolved i and yetin asense are detached trom expenences that they record
on paper  Through seeing personal ideas and expeniences appedr on paper, e-
dratting what iv wnitten o mahe it more aceurate or complete. and receving
reader teedback on what has been wiitten, @ wiiter expands w hat s fearned irom
the ongmal experience™ (1)

Relationship to Skills in Other Curriculum Areas

Axone of several teols of communication, writing reintorces and 1s m turn
reintoreed by oral language. isteryng, and reading. The prewrniuing stage in the
process of witting entals extensive use of oral language. histemng. and. tre-
quently, reading By using language shalls both to recerve ideas and intormation
trom others and to express ther own, children will see the Cose relationship be-
tween reading, wrniting, histemng. and speaking in their receptive expressive
roles  An understanding of the worth ot language shill canin turn strengthen chil-
dren s taahity with reading, listeming. discussing, and wnting in other curricilum
ATCas

Liclping soung people 7o spond to literature i both oral and written fanguage
will provide & motivation tor turther discussion and wnting as well as helpig
<hildren to think through their understanding of the meamng ot hiterature. Chl
dren will see o variety ot styles vt writing and can try out these new patterns in
thed own whtings Reading and Listening to words in context inereases children™
ability to use vocabulary more precisely m their own wiiting and speaking Chil
dren who are provided tme and opportumity to read and discuss stories will
achieve a greater sense of story that they can draw upon when recording theirown
eyperiences or creating tiction (1, ).

Interrelatwonslups among the language shitls should notbe contined to the Lain
guage cJasses gione por should the mastery o these shills beconte more important
than the meaningtul wves of the shills, Writing can be the medium through which
stadents explore and come to understand ditticult concepts: Student wntig. for
cvample, should be assigned with cLzar purposes established in content areas
across the curniculum. because wiiting for o genuine purpose 1s more likely to re-
sult in honest communication. As King suggests, “"Chuldren will fearn to write
and continue ta write when they discover that it does something tor them. They
need to tind that woiting i~ & natural, meaningful part of classroom living and
fearming. that attention of the class and teacher 1son what s said, and that written
language 1> vaiued for its contribution to both the learnmg underway and the
learner” (1D
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T'he Need to (‘ummunicau"

Eaperts t the treld discussing the uses and advantages o writing as 4 medium
usually identity 1t as a practival means of conveying various types ot intornation
and personal messages to those not present. Because the pragmatie tunction of
wiiting has been the nugur thrust ob instruction for nuany yedrs, most adults would
agree with this pereeption. However, chuldren growang up with the electronic me-
dia of today may view woting yuite ditterently from their pareats Nevertheless.,
despite the relance on television and other non-print medha chitldren recognize
that tost personal messages and information sull require print when the recipients
of thetr messages are ot present and cannot be reached orally Children who have
evpenences with prnt as they grow up seem to tun cagerly o writimg as & means
ol Cypression ;

Britton spedaks of the unportance ot intentons and ot the need to encourage
<hldren to pin down memorable words and to write stores . He discusses the
wse of wiiting o develop relationships in the dassroom and encourages Journal
witimy ~o that teacher and student can develop a dialogue m a mode other than
speech The student  talhs™ to the teacher by entries i the ournal, including
wleas 101 stories 1o share The teacher responds with @ briet note i the jomral
and returns ot to the student This exchange opens the door for new woting
experences

We ali teel the urge to express our feehngs and to share information w ith uth
ers Chutdren need to be able to wiite so they, o, can use this means o share with
others rdeds and mormation that are important s ability toexpress hmselt o
herselt adequately and satistactonly can do much oamprove the cluld™ coneept
of selt-worth

In . recent article . Smth has opposed the view, however, that writing forcom-
munication s 1t only or magor value e suggents that the writer 1 always the
tirst reader and may otten be the only one when recording i duanes. journals, and
tahing notes He believes that the writer. not the act of writing itselt . is the tocal
pomt and thus that cresung expenences and exploring wleas are perhaps the major
tunctions of wnting -

A Satistying Experience

b yperences that dhaldren enjoy are olten imutations of adult behavior We find
vers young children playing house and playmg school. In tact, most nursery
«hool and hindergarten chuldren spend o portion of their day i the playhouse sec-
ton of therr classroom using language and behavior which they believe to be
adult In plasing school, the “student”” recites, reads. and wnites in intaton of
older students he has seen Childien who see thetr parents reading and writing de -
aire these experiences more than do culdrenin tamulies in which adults do not
read Many parents, sibhings, and grandparents encourage children m ther carly
writmg evperiences--seribbles and pietures that are undecipherable, but whowe in-
tent s cdear--ust as they encouraged the mtant™s first attempts to communicate
orally The pleasure derved by the child trom this encouragement pushes him ot
her to renewed attempts at communieation and further explorations of the world
of language A common sight m homes of young children 1s the pretare or story
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tastuited with 4 miagnet to the roingerator door - This shows the child that com-
murnication is valued

Durhin’s studies ventied that encouragement, responding to questions ashed.
cotiversations with parents and siblings, and shared expeniences were at least par-
tially responsible tor developoient of carly reading shill in children (8) - Clay
presents childeen's carly senbbles as thur attempt to represent meaning Gradual
changes i their “miessages’” more and more cosely approximate letters and
words (o) Brtton talks ot the “pretend wrting™ ot children and their desire to
produce books that conives their stories™ (3), Just as children draw, paint, use
Lrayorls, count, or say the alphabet both for their own pledsure and to recenve o
positive response from an adult, so do children produce senbbles that represent
their name, stories, and messages that to them have meamng.

Calhitrr, w providing & structure tor teaching the language arts, has suggested
that the first stage is one he calls “autistic™ at which the desire is o produce or
use Language only tor selt, not for others He recommends that teachers mvolve
students 1 sel-awateness expenienees. An awareness of ther own pereeptions
and expenienees n focusing attention, espectally on the many sensory expert-
ences. fead < haldren to become aware of their own feelings. No requests for
reporting the fechngs or thoughts are made or desired at this stage of develop-
ment Children are simply fearmng to ey a variety of expenences in hstening.,
fouking at pretures., touching, smelhing, pioducing sounds, and writing that may
later be drawn upon when a desire to communie gtz eeurs (5). Thus, children are.
i o sense, discovening the world about them in way s that will enable them to bet-
ter understand therr tole in that world. They must know themselves before they
can ‘Snite about the world beyond their personal fives and perceptions

Children who have opportumities o “play with words™ may later find that
these expeniences with the sound. rhytae fatterns, structure, and multiple mean-
imgs ot words produce pleasures that trans.er to oral and written form when they
wish to comvey ther messages to othees, Joming in repetitive phrases ot a story
being read aluud or trying out voice vanations i choral speaking are enjoyable
expeniences. Eyplonng the muluple meanings of words by drawing vartoons em
phasizes and reintorees thewr appropriate use Writing paradies of Mother Goose
thymes calls for an understanding of thyme as well as meaning

lhe Conmmutice on Stendards for Basie Skills Writing Programs of the Na-
tona Counuil of Teachers of Eaghsh condludes that wrting serves both public
and personal needs of students, and it warrants the tull, generous, and continuing
etfort of all teachers (7)

-

A Release from Tension

In this age when so much s wnitten aboat stress generated in various oceu-
pations and 1 our very hte-styles, a vabid expenience tor young people is learning
to deal with emotions and techngs Following the assassination of John F Ken-
nedy. hundreds of poens were published that disclosed the depth of feelings and
distress telt by old and young alike, Uwng language, both oral and written, has
provided release tor centuries in song. speech, and writing. The personal refle
trons that are attorded in producing prose and poetry, the exploration of tears by
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voung Inldren through wnitmg ghoststories. even the tantastes that envelop hud-
den values and strong messages about the human expenence are all means of
releasing, without abways directly reveahing, the deep-seated concerns that st
ulate the wrter Anonymous letters, stories and verse. paradies of nursery
rhymes. and even gratfitn reveal this very personal need to release mner tenstons
1 somew hat sate and certamnly more subtie ways than shouting i angeror wring
sigied letters to express displeasure, unhappiness. o vulnerability ’

I'his psychological value of wnting has long been documented and. as Haley-
James states, “tsuch wntings) have stressed the tension release and escape value
of getting teelings on paper and of retlecting through wnting on troublesome, vie-
tonous or otherwise personal expenences™ (10) Finaily. Mallett and"Newsome
contirm that “writing otters & means ot thinking through by oneself the compli-
cations of and justibication tor a porat of view, the subtleties and ntricacies of
states of feeling™ (12)

I he classroont teacher who views what students write as important and who
wees the oy entions of wntimg as secondary will be encouraging students notonly
to use writing but will be showng students that what they have to say is valued
When attempts at wiitten connnunicdtion are met with puosttive responses, su-
dents will be motivated to expand their wnting experiences Teachers who
establish time and places tor wnting ot all types to oceur and who develop op-
portumties tor vanieties of wnting expenences will be providing many students
with just the incentive they need to try their hand at this medium .

Arranging tor pen pals will encourage correspondence, and organizing a
Lassroom newspaper will provide a reason for many hinds of writing and editing
to take place  Expeniences outside the whool can provide content for stories and
poeiny that can m m be published 1 some form by the sehool or class The
whole process of witing, trom prew nting to publi, hing, can be an enoyable ex-
perience when students write and pubhish their own books for shelving in the
classroom or school hbrary. Young Authors Progranis frequently are an incentive
for submitting poems and stones. Visits from published authors to schools estab-
Ish the reahity of wrting as a profession. The encouraging. exciting climate
created by the teacher and the schoot will play a sigmficant role and be protoundly
persuastve evidence ot the value of wnting for studentssn our schools

Summary

Writing. then, meets a nuiber of goals, some directly related to school: oth-
ers related to the larger contextof the students” lives. Writing is a means 10 expand
learming W nitng helps students to externahze the formation which they are
fearmng and provides opportumtics for students to explore relatonships mnong
several diverse ideas.

Wntng remtorces shill in reading and other areas of the curriculum Addi-
tonally, other areas ot the curnculum offer opportunities for writing, often n
spectahzed formats

Children also tmd wniting to be pleasurable and psyehologically satisfying
When attention 1s pard to the communicative intent of children’s writing rather
than just to surtace features and mechamical errors, the young wrjter comes (o re-
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alize the value assigned to his or her attempts o communicate. This not only
provides rend reement for the childs selt-concept but it also encourages devel-
opment of communicative shill.
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What are the benefits to my students f instruction in oral
communication?

Like thinking. speaking and histening lie at the core of what it means to be a
human being, to be a member of a community that shares knowledge, retlects on
expenence, speculates about the unknown, and forms intangible bonds of emo-
tion as strong as any prumtive nstincts for physical survival Children engage in
thought independent of the direct eftects of schooling, but it would never oceur
to us to question whether we should deliberately promote thinking in vur class-
rooms. We know that 1t 1s our job to help students think in a focused manner, in
a more sustatned Tashion, and in more varied and creative ways than they would
without the benefits of our teaching. So 1t 1s with oral communication Speaking
and histemag kills hikewse need to be systematically nurtared it our students are
to enjoy the tull range of communication competence which is potentially avail-’
acke to thens.

Britton (3) renunds us that students need to practice communication as a doc-
tor practices medicine, as attomeys practice law, rather than as jugglers practice
new tricks before a performance. The oral communication acgivities in which we
ask our students to participate ought to invite leamers to use speaking and listen-
g n conung to gnps with authentic, substantive tasks or problems Many
educators harbor an inpression of ordl communication activities as contrived,
often amusing games like " Guess What I'm Describing.” or may recall a series
ot panfully artificial and stilted oral reports entitled, **The Natural Resources of
Alnea ™

Examples of meaningful oral communication activities include lessons which
use diseussion (o discover the physical prop:rties of substances ina science class
(22). exercises which provide students wi h an imaginative outlet for exploring
their changing emotions and values through creative dramatics, and sessions
which encourage leamers to think about the resuits of their classmates” thinking
by histening to and discussing prepared talks about matters of shared “oneern.
Through these and sumlar activities students practice communication skifis and
thereby develop the kind of fluency. effectiveness, and breadth of expression and
reception that would be denied them were they left to their own resources.

With this briel perspective on how classroom oral activities can shi pe a setof
developing skills, let us turn now to research and theory which put a more eritical
eye than usual on speaking and listening, Oral communication, it is clear, per-
vades all aspects of our lives. Listening, in particular, consumes a larger chunk
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ot our waking hours than ary other conscious activity (12) Even formal public
spesthing -presenting non-spontaneous talhs to non-intiiate grorps--1s o« surpris-
ingly common expertence for people from all sociveconomice strata (17).

Oral Communication in the Classroom

The value of eitective oral communicatron 1s nowhere more evident than in
_the dassroom: Suceess in school hinges on listening and speaking shills as much

s on nteliectual ability Speech 1s the primary medium of instruction. Teachers
transnit hnow ledge umll,\. and also regulate classtoom activity by means of
speech commumication Procedural instructions, rewards, punishpicnts, instruc-
twonal teedback--all are dehvered orally. The student with deficient hstemng skalis
i duadenueally disabled. Teachers, of course, evaluate student achievement on o
continuous basis by questiomng students about subject matter. Students” com-
munication sty les, extraneous as these may be to actual subject matter know ledge.
along with their willingness to communicate, substantially color teachers” eval-
tations of student achievement (24),

Sume researchers suggest o causal relationship bumzn students™ speech
styfes and student achievement. Certan speech styles appear to tngger stereo-
1y ped negative reactions in teachers. As aresult, teachers expect some students to
be poorer learners than others who speak i more acceptable styles. The teachers’
capectations become self-tultilling. That 1s, because the teachers project their ex-
pectations in someties very subtle and unconsciots ways, the students do
achieve at adepressed level (30).

Beyond the issue of teachers” perceptions or expectations of student achieve-
ment, students” shill at expressing their instructional needs certainly attects their
progress. Students whe can ash helpful questions or who can reguest assistance
achieve learming objectives at o faster pace than their fess communicatively com-
petent dassmates (27). Indeed. reticent children earn lower grades in school and
also obtan lower SAT scores, despite the fact that these students are no less in-
telligent than their more talkative peers (14).

In addition, many student-centered teaching methods presume that students
have mastered the communication shills needed to engage ininteractive activities.
For example, small and large group discassions are usetul way s of organizing stu-
dents i any subject matter class for purposes of inguiry or problem solving. Peer !
tutering and peer evaluation are effective learming situations for oli students in-
volved and have the added payoff of freeing teachers to devote individualized
attention to those who need it. It student interaction shills are poorly-developed,
teachers often tind themselves adntt in chaos rather than at the helm of a collub-
oratve learning environnent,

Speaking and Listening., then, are central to the organization and operation of
Jdadsrooms. Students who possess himited acal communication shalls sufter lim-
ited acadene saecess both because we expect them to do poorly and also becaase
they have restneted aceess to the fearmng resources of the classroom, Of course,
oral shills are critical also because they provide the foundation for acquiring the
related language arts of writing and reading (21).

Ot even more profound consequence to fearmng, however, is the close rela-
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tionship between verbalization and knowledge acquisition Preschool children
often engage n noncommunicative talk, speahing 1n ways which make httle con-
tact with the behaviors of others who may be within earshot. The bulk of research
studies now support the view that such “private speech’” is externalized thought
(1%) As children mature, they learn to suppress these vocalizations and engage
mstead 1n “tmner speech.”” But even adults revert to muttering to themselves
when contronted with intellectually taxing problems. Concepts are closely
tinked. 1f not equivalent, to verbal labels (6). Sunilarly, the syntax of language
enables us to join and transform coneepts (4). Numerous studies have pointed out
that verbahzation--oral performance--can reinforce leaming about concepts and
their relations (11 Oral interaction 1 the classroom, therefore, is not merely a
vehicle tor assessing what students hnow butis a fundamental tool which allows
Jtudents to discover and consohdate new knowledge (22, 28). In short, speaKing
and histemng 1n school settings permit intellectual activity.

Oral Communication in Life Roles

Speech commumeation proficiency promotes pragmatic goals outside of the
classroom as well In a number of respects, vocational success depends on work:
ers’ speahing and hstenmg abilities. Regardless of how well students train for
their chosen vocations, nadequate communication skills can hinder their very en-
try into the job market. Job nterviewers are strongly affected by applicants’
nonverbal and verbal commumication styles. In fact, personnel officers may dis-
tinguish between management trainees and custodial workers to a substantial
degree on the basts of candidates” oral communication (10). Employers, even in
techmcal fields which cali for httle contact with consumers, often prize interper-
sonal communication skitls as highly as any other job-related aptitude

In complex orgamzations especially. jobs which carry high status and high pay
demand proticiency n oral communication. individuals who are anxious about
their communication shills are hk.iy to select themselves out of career opportun-
ities tor which they may be otherwise qualified. Moreover, as our society turns
creasingly to a service and information-oriented economy, communication tasks
comprise the entirety of many workers” job requirements. In virtually all occu-
pations, moreover, job satisfaction 1y related to empioyees” ability to interact with
and ntluence dectsion nakers.

An additional pragmatic motivation for we.King with students’ oral commu-
nication shills pertains to participation in the tle of citizen. From its origins in
classical Greece, speech education has been regarded as making a vital contri-
bution to sustumng democracy, The First Amendment to the U'S Constitution
codifies that cherished principie in our society. With the increasing intrusion of
clectrome media nto the political process, evaluative listening skills take on
added importance as a foundation for citizenship. Recent history also illustrates
the power of a vocal citizenry n affecting comrnunity affairs through face-to-face
fobbying and through expression at public hearings and meetings of local gov-
erning bodies

Communication shills even aftect the quality of health care services which
consumers obtamn. Studies of doctor-patient communication indicate that the
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abysmally low rate ot patient comphance with medical orders s increased when .
doctors and patients share information more treely (19). Patients otten obtain such
intormation only by assertively questioning their physicians or by seching the wid
of intermediate-level health care providers like nurses and technicians.,

Sumewhat less tangible consequences of comnunication competence pertain
to the role of speaking and hsteming in promotipg children’s tand adults’) psy-
chological well-being and social adjustment. Communication provides the migror
by which we come to know ourselves. 1t 1s necessary tor the formatton of selt-
coneept Strong communication shills facilitate an accurate and positive sense of
selt Peer acceptance contnibutes to teelings of self-worth, especially during ad-
olescence Children with dystunctional communication patterns, however, are
not likely to torm satisfying peer refationships,

The impact of oral communication effectiveness extends beyond peer inter-
action into home and tamly. Parent-chuld bonds are imitially torged through
nonverbal communication (29). Later, parents teach children acceptable forms of
behavior through the medium of speech, In tact, the type of speech which parents
use to disaipline and regulate children constrains the range of communication
styles which those children ultimately wall have at their command throughout
their adult lives ¢4 Sibling relations are also largely negotiated through oral strat-
cgies. Finally. the very sunvival and cohesiveness of family units depend upon
famuly members” ability to express their needs and feelings to each other in con-
structive ways

The Status of Instruction in Oral Communication

Oral communication, then, 1s central to individual development, to learning.
and 1o essential life roles, it s curious, thekefore, that dire.t instiuction in oral
communication is su seldom undertaken i schools. Our sitiation today, however,
siands in sharp contrast to the educational systems of the classical ages in which
oral communication--the study of rhetoric--was the most advanced goal toward

* which students progressed. Modern British education also accords great impor-
tance to “oracy  (5). But in Amernican schools. speaking and Bistening are most
often regarded as less important objectives when compared to the **three Rs.™
Though some elementary curriculum guides include solated suggestions that stu-
dents present oral book reports or practice naking introductions, few provide
well-articulated programs of ssudy n this skill area, In most secondary schools.,
if speech classes are offered at dll. they are offered as fine arts electives tor ad-
vanced students or as English clectives for basie students (2).~There are, however,

wniticant exeeptions to these generalizations. Some school staffs committed to
the value of oryd communication education have created and implemented ex-
emplary curricula in speaking and hsteming. Also, recent federal and state policies
which define speaking and histeming as basic shills have spawned a great many
new programs and materials (1),

Children learn to speak and to hsten without the benefits of school-based in-
struction. Itis obviously true that children engage in oral communication and niay
possess constderable prowess betore ever coming to school. What students may
Jack however, are communication behaviors which are fTevble and which are ¢f
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N L
tecte In practice, students learn to communicate holistically, everything all at
onee For purposes of highlightng key learning objectives, however. we will ex-
anmune those two aspects of communication competence in turn
¥

Oral Activities for Flexible Communication

some students may function well in tanuliar contexts. Competent comiu-
nicators, however, possess fich repertotres of communication acts and strategies
trom which they can select the ones most effective for a given situation (32)
Competent communicators leam to adapt to different hsteners (gh authority, low
authonty, itimate, psychologically distant), to difterent purposes (storytelling,
persuading., reporting. selt-disclosing), to different setungs (home. church; play-
ground, business office, senvice station, classroom), to different topics (bascball,
current events, tllness, love, atomic physics, hterature), and t difterent types or
genres of discounse (an answer 0 g question, dn extended talk, small talk, von-
cluding a conversation) (7, 31). '

i et o adapt to these vanous aspects of communication situations, speak- ’

ers need st ot all o have « variety of styles at thew command. antimate. casual.
comsultative. tormal. gnd frozen styles, for example (15). Most will not acquire
this kind ot brogd commumeative repertoire it left to haphazard circumstance
some, tor example. will be limited to career opportunities within their ow n com-
mumities because their casual speech does not include a style appropriate for
tormal situations 1n the broader commercial commumity, Some students will be
misdiagiosed and mistreated i medical facilities because their repertoires lack
behaviors appropriate to health care interviews. Some students will be unwitting
victims of advertising claims or of propaganda campaigns because they do not dis-
unguish statements of fact from statements of opinion.

in addition to an extensive repertoire of communication acts. competent com-
municators need to develop sensttivity so that they can draw appropriately from
their stock of speech behaviors. Young children r+y exhibit considerable cgo-
centristn which hmuts their ability w judge the needs of listeners (200 Some
chuldren display antisocial behaviors sitpry decause they are insensitive to how
others will react (8). Even older speakers sometimes lack sensitivity to situations
and. as a result may give a long-winded answer when a short one may sutfice or
adopt 4 hight-hearted style when a more grave tone would be appropriiate Class-
room experiences 1n oral communication, experiences which are deliberately and
systematically constructed, wan promote sensitivity to communication contexts

Oral Activities for Effective Communication

Flexibility 1s necessary tor effective communication but itis not sufficient. In
order to beconie effective commumcators, students must learn how to implement
thetr communication acts. They must leam to speak intelligibly and to control
thetr volume  They must be able to call up examples and illustrations as these
are needed during the course of ¢ conversation. They must be able to organize a
talk--provide some background, relate varivus points to each other and to the
overall topic at hand, create closure. They mustfearn to listen for comprehension,
tor retentien, and to discern o speaker’s point of view, Learning to implement
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In addition, \(udgms need ludbdd\ converming the cttectiveness ot their
speahing or Iistening behaviors, Feedbadk enables students tp evaluate how they
might need to \.h.I"LL ome strategies and behaviors or to gauge which strategies
and behaviors will serve them well  Fhe most useful feedback is footed in the
communication context, which derives trom the nature of the audtence and the
purpose It tor examiple. o speaker s ashed to deseribe the Tayout of hus or her
bedroom., usetul teedback would call upon classmates to draw theur visuahzgtions
ol the desenbed room In this way, the speaker vap compare the audience’s un-
derstanding of the message with the intended meuning.

In short, it students are to learn more thaii just speahing and Iistening, if they
are to fearp the shalls of flewble and effective speaking and Istemng, we must de-
hiberately and systematically engage students inoral activities which promote rich
fepertonres of communicatien acts, senstize students to aeeurately recognize
teatures of communiation contexts, provide opportunities for trying out
communiation behaviors, and supply feedback with which students may eval-
udte their commumeative effectiveness,

Morcover. itis important to achnow lgdge that regardiess of the subject matter
fesson., 4 * hidden currieulum®™ in speaking and hstening feaves tts mark on stu-
dents From the modehing of wachers and other school officials, students leirn
what vounts as aceeptable adult speech. They learn this adult standard even when

wnmlunu.nluy(s primdanly a4 matter of practicing speaking and listening an var-

these models diverge considerably from the deabs which may <appear in

texthooks, :

One of the student’s primary tashs upon entering public school s to learn the
nature ot “teacher talk.” Students who function succusfulh n school come to
understand, tor example, that teachers’ questions (e.g.. *How many pennics
mahe a dime? ) are not to be interpreted as requests for mturmatmn Rather. such
yuast-guestions are demands for pcrlurmanu and theur function iSto allow teach-
ks 0 evaluate student achiesement of 4 continuing and informal basis (13). In
fearning the norths of teacher talk, students learn ho to cope with i communi-
vation style typical of institutional settings. In most clussrooms, students also
learn how to take turns and to withhold their spontancous comments when anothet
s spedhing, how 1o produce comments relevant to a subgect not of their choosing.
and (perhaps) how to attend to an extended distussion. Students also may acquire
ther teachers” attitudes toward communication. prumary grade &hlld[&.n often diy-
play ¢ marhed Tise 1n apprehension about communication, and an unusually lurge
pmpumun of tegehers in these grade levels are (thhtl\&g apprehensive about
speech (23)

There 1 one additional benefit of involving students in oral activities, a benefit
which 15 dlluded to throughout this book. Oral. communication skills support
fearming in other know ledge:shill domains. Speaking and Ilsh.nmb provide foun-
dations upon which other skalls are built. For example, there is some evidence of
umproved reading ability as aresult of instruction in hstening skills (21). The abil-
ity to sustan uninterrupted talk may necessanly prgudc the ability to compose
conneeted prose (26). Sensitivity to audiences which is first acquired through spo-
ken interaction appears to be critical for good writing (16).

4
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in additton. oral communication autivities enable teachers to use metheds of
classroom mstruction which are consistent with the goals of interactive, student-
centered learmng Oral communieation activities create acamfortable, accepting
hassroom chmate Oral communication activities allow students to teach and to
fearn trom each other Oral commumication activities instill a spirit of problem
solving by providing opportumitics for student collaboration Thus. the benefits
of oral activities extend beyond acquisipon af essential speaking and listening
skills  They can help to create ¢ pasitive learning environment

Summary

Oral communication classroom actisities can he systematic and purposetul
They cultivate abilities which are crucial for success in school and are intimately
hnked to inteliectual tunctiomng Job ntry, suceess, and satisfaetion also depend
upon ettective speaking and histening. Cinzen participation in our democratic
torm of gavernment demands speaking and listening proficiency In addition, stu-
dent self-coneept and soctal adjustment are contingent upon these skills While
Judents do learn to speak and to histen without direct teacher intervention, sys-
tematic oral compiuntedton mstruction is necessary to foster tlexible and
cttective commygnieation, Without the benetits of oral activities in the classroom,
Judents will not deselop rich epertorres of communication acts from which thty
may draw 1 diverse and untanuliar commumeation situations They will be lim-
tted n their sensitivity to the nature of those communicalion contexts as well
Practice 1 o variety of torms of speahing and hstening inproves c_onmlunicutiuh\
ettectiveness. Well-designed feedback enablgs students o evaluate and adjust
their communiegtion n order to further enhance their okiff€ Morcover, teachers
n all subject areas do teach students about oral communication. sometimes
unimtentionally and sometimes with,undesirable results - Finally., oral communi-
callon acurities support learming in other knowledge/shall domais They do so

by providing the toundanon upon which other shalls rest, and by cnabling-inter-

active. studen-ceptered instructional technigues
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HOW COMMUNICATION
SKILL IS DEVELOPED

Teaching is more than knowing the
subject matter. Teachers also need to un-
derstand principles of educational psy-
chology, of pedagogy, and of child
development. In this section, informa-
tion about the development of oral and
written communication competence in
children is presented.

34




How do infants acquire oral language? What are the implications
of research on oral language development for classroom teachers
of young children?

We should all be surprised and fascinated to learn of « five-year-old child who
mystertously displayed an uncanny ability to solve problems in advanced calcu-
lus. No doubt we would see banner headlines in the newspaper. “*BABY WHIZ
BAFFLES EXPERTS. SAYS GRAD SCHOOL MATH "JUST KID STUFF'.™
We would see the child, legs dangling from adult-sized over-stufted chairs, in-
terviewed on every late migh. television talk show. We would be both amazed and
humbied by the youngster’s remarkable achievement.

Though unheralded by headlines or talk show appearances. all children who
cross a public school threshold have achieved a feat of even greater magnitude
They have previously learned their native language. After all, the entirety of ad-
vanced calculus can be contained within a single textbook, but no single volume, -
not a shelf of scholarly treatises, can adequately capture all that each and every
kindergarten child knows about language. Our respect and admiration for the tal-
ents of young language leamers have profound implications for how we might
conduct our classrooms.

Research m language acquisttion and development is multifaceted. The ques-
tions which ditferent researchers consider to be important vary with the diftering
theoretical ortentations that inspire child language studies. The rescarch literature

. does not yield a neat list of age-normed competencics, nor a precise sequence of
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instruction that we might follow in a lock-step fashion. Neverthgless, we can dis-
ull from this tertile and exciting tield of inquiry some general propositions about
how children come to know language. These broad principles can sensitize us to
our students’ accomphishments in the realm of language so that we might build
upon them, even celebrate them, as we come to appreciate just how remarkable
these achievéments are.

Language Learning: Creative, not Imitative

The sentences you have just read have never been written before, and yet you
were able to comprehend them, puzzle over them, agree or disagree with them
When children learn language, they are not simply memorizing dictionary entries
for specific words or sentences they have heard. Rather, they are acquiring a sys-
tem tor actively composing or extracting meaning from a theoretically boundless

21
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reservorr of language  Lhis creative aspect of language learming is the most fun-
damental tact for which theories of language acqumisition must account

There are numerous ways of combimng and embedding sentences We cannot
even »av that there 1s any longest English sentence, because no matter how long
a sentence 15, another clause always can be tacked on:

Jucky appeared to be hard at work on the reading worksheet which she had

been trving to avoid all morning by offering to clean the cialkboard, sharp-

enng and resharpeming her pencils, and arranging and rearranging her
papers. but really she was i her mind’s eve skipping through the edge of the
surf and watching the foam bubbles burst in the sunlight and feeling the
wind which was blowing her bandanna that just last week she had found near
the
We find such seniences unacceptable, it 1s true. They are hard to understand be-
cause they tax the linuts of our memory. We seldom would produce such sentences
because they are awhward and unwieldly. Nevertheless. we are capable of un-
derstanding them though we surely have never encountered them before.

In describing what 1t 1s that speakers know which ¢nables them to utter and
comprehend novel sentences, linguists find it helptul to introduce the concept of
rules. The linguistic rules to which they refer are not prescriptive regulations
about how ane ought to use language (e.g., **Never say “ain't'"). Instead, lin-
guistic rules are generalizations about language structures, operations which can
be applied to any string of language, and applied repeatedly. For example, one
rule nught state that a sentence (S) is composed of a noun phrase (NP) and a verb
phrase (VP) and optionally another S. A second rule might state that a VP can be
composed of ¢ verb (V) plus a NP. Add one more rule--that a NP can be either a
noun (N). a pronoun (PRON) or an embedded S--and we can now use these three
rules to create an unlimited varicty of sentences:

Nathar's walk home passed the store that sold rock candy.
m /
S
Nathan’s walk home passed the store that sold rock candy.
s g

NP VP
Nathan walked home. passed the store The store (that) sold rock candy
R e
S VP S
Nathan walked home passed the store The store sold rock candy.
e N i Ve O 2
NP VP VP NP VP

Nathan walked home passed the store that sold rock candy
—— St ot Sttt gt et N, e’

N A4 N Vv NP PRONYV N

When children acquire language, 1t is codvenient to say that they learn these
rules of language. OF course they do not learn the linguist™s jargon or notation 1t
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15 MOLC dccurate to say that when culdren acquire language. they use their knowl-
edge of language as 101t were rule-governed in this manner. They do not need to
learn Iists of sentences. They can use a relatively small set of operations to pro-
duce. or generate, and understand an unlimited body of language.

There v a related sense 1n which children exercise creativity in learning lan-
guage While children do ultimately develop an adult-like set of language rules,
it 1s not accurate to say that their early language is a broken or error-ridden form
of adult speech. Rather, at every point duning the course of development, children
contorm to their own internahized grammar, The clearestillustration of this comes
from observations of how children inflect irregular verbs for tense and for number
(14). Imtially children may inflect irregular verbs in the adult manner- [ went to
the store. This torm s probably leamed by rote rather than by virtue of an inter-
nahized rule smee later. when children leam the general operation of forming past
wense by suffixing .-edr, they will say. I goed to the store. This example of ov-
crgencrahizmg a rule 1s clear evidence that the child is not imitating any
construction overheard in the speech of adults, but rather is seeking linguistic reg-
ularities. creating a first approximation of a grammar. Later yet, children will
overextend the rule in a new way. I wented to the store. Finally, they return to the

~adult torm ¢/ went) but this ime treating it as an irregularity within the system.

not ds an isolated torm to be imitated.

Other examples ot overgeneralizations similarly painta portrait of young chil-
dren actively creating hinguistic order--order which often ruas contrary to the
adult models around them. For example, many children produce sentences like:
1 gots lots more cravons, This apparently is an overgeneralization of the third-per-
son singular present tense /-s/ nflection (e.g.. “‘He walks,”™ **He falls™).
Children also undergeneralize. At one stage children produce yes/no questions in
the standard adult manner. Can’t Bobby play? They are also capable of formu-
lating wh-questions (where, why, when). Where can Bobby play” Both types of
questrons reguire that the subject **Bobby ™" change places with an auxiliary verb

“can’’ When attempting a wh-negative question, ¢hildren typically do not trans-
pose subject and auxihary. Where Bobby can’t play? (10), evidence, again, that
children’s language 1s gmded by pattern but it is no mere imitation of the adult
pattern.

Indeed. when we expressly ask children to repeat adult models, we generally
tind that umtated sentences reflect the child's own system of grammar as much as
the supphied sentences. For example, a child who has not yet developed a rule for
relative clauses will not be able to imitate these structures:

Adult Model: The man who [ saw yesterday got wel.

Child Imutation: | saw the man and he got wet. (27)

In asserting that language learning is creative and not imitative, we need to be
careful not to overstate the case. Clearly children learn the specific language pat-
terns to whieh they are exposed. They do not invent unique languages, nor does
a chiid brought up in an Enghsh speaking environment spontancously learn to
speak Portuguese. Moreover, individual children appear to differ in the degree
and manner 1n which they engage in language imitiation (27). But in the broadest
terms. the proposition that language learning is creative does serve to acknowls
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edge the contubution of the fearnet the Child’s own actve expioration of and
engagement in the world ot language .

Lhis realization encourages us. as teachers. o view our students as aghievers.
fov otten we adopt roles ke those of physicians, searching for signs of disease
instead vt health We are more sensttive to errors than to successtul manipulation
ot language It however, we appreciate the creativity of language learning, we
recogmze, that each time a chilid atters or understands a novel sentence. an ac-
comphishment ol wajor proportions has occurred. When a child does produce an

error’’, we are less Tihely 1o see this as a sign of ingurstic deficiency. Instead,
we might regard at least regular “errors™ ina more construetive light. They are
retletions ot g particular stage of competence through which the child is passing
1n the course ot developing an adult set of language rules.

More conerctely, we van begin to see the limited value of classroom activities
which place students in the role of passive mnttators. Repetiion. memorization.
and dnill in adult language forms results in rote learming at best unless these ac-
tivities are hinked to language creatico activities. As with the proverbial horse, we
an lead students fo language. but no amount of repetition and drill alone will get
them to learn new structures unless the chiidien themselves are actively seehing
to asstmlate new hinguistic knowledge.

The Drive to Learn Language: Part of the Human Endowment

When we vonside: whai dBifferentiates the hunan species tront other animals,
language tigures prosvnently. Language eaables culture and civilization. Bees
can communicate can furut social organization within their hives, but only in
ways that are genetically predecrmuned. It a source of nectar is placed vertically
over 4 huve, the bees cannot communucate its location and become disoriented.
They cannot use their commumeation « ode creatively to talk about new situations
i New ways. Inrecent years, siuch interest has centered around attempts to teach

chimpanzees to use symbaols. Some evidencgrsuggests that chimps can combine”

symbobs i oniginal ways. as when one experimental animal combined the sym-
bols tor “water™ and “*bird”" to deseribe a duch (24). These animals, however,
never aequire extended language shills, and they must be taught to use sym§<)lx
under very controlled conditions.

Humans, on the other hand, are not limited to inherited instincts We can use
our languages to talk about events never before experienced, to think about events
that exist only in the realm of possibility (**what if...""). We use language to ac-
cumulate and build upon knowledge created in past generations. Humans do not
need to rediscover the hnowledge of their forebears. Moreover, we learn our na-
tive language rather effortlessly. at an age when our other inteliectual abilitics are
not sophisticated. and sometimes we learn language in spite of severe obstacles

Indeed. there 1s o biological foundation for language Ieaming. The capaci-
ty--even the imperative--to learn language is hterally prewired into the human
brain Evidence tor this clam comes from several sources. Although children de-
velop language at ditferent rates. they do so in an invariant order. For example,
intants learn the charactenistic intonation contours., the musical tones, of their lan-
guage i their early months (30). Children learn possessives (**Ball mine™) before
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they learn articles « “1 got the ball™) (2). 1T« young child sufters a bran injury.
the process of relearmng language recapitulates this same order (17)

Other dramatic indications of the biological foundations of language learning
pertain to the notion ot *“cntical penod. ™ Preadolescents have an casy time learn-
ing their native language and even second languages. Adults generally find
language learming exceedingly fiustrating despite their intellectual maturity and
they rarely achieve the proficiency of youngsters only casually immersed in lan-
guage environments. Preadolescents who suffer brain damage are often able to
relearn language. while adult aphasics rarely recover language function beyond
that which retyrns wathin the first few months atter a stroke. All this suggests that
the penod betpre puberty constitutes a critical period of language learning during
which children naturally extract hngmistic regularities from the on-going stream
of talk about them. This entical period corresponds to the period during which
the human brain continues to mature, maintaimng plasticity in making new neural
connections.

Finally, we recogmze that children learn language structure { though probably
not vocabulary and broader rules for language use) more of less similarly despite
apprectable difterences in environment and inintelligence A child who is entirely
deprived of language wput will be nonverbal (8). but children of deat’ parents who
are expused to adult speech from other sources develop language in a relatively
pormal fashion. At intellectual levels above severe mental retardation, intelli-
gence has httle beanng on imual acquisition of language structures (17).

This brological “dnve’” to learn language has at least one major ramification
tor educators. Language learning ts a trait shared by all members of our species
All our students are compelied by inner forces to acquire language This transiates
to Monday morming pedagogy more as a matter of attitude than of technique We
may come o see our students--all of them--as endowed with the tools for attaining
proticiency n language. 1f we see them as active learners, seeking to extract
meaning and regulanty trom their worlds, then we see owr.own roles as, foremost
though not exclusively, providers of languajre-rich environments for children to
operate on and within.

Teachers have an important role to play in language development ~Although
most children have the capacity to acquire and to use language. intervention by
educators can enhance this capacity. First, there are signiticant individual ditfer-
ences 1n the rates at which children learn language. and teachers may need to
provide enniched input to students who appear to be lagging Also, important de-
velopments 1n language learning take place during school years. especially with
respect to how children learn to use their linguistic knowledge Finally, although
children will acquire language given even minimally adequate exposure, lan-
guage development is rooted in interactive environments.

The Emergence of Language Ability: Through Interaction, not Didactics

The behaviorist view of language acquisition dominated linguistics up until
the 1960s. In this view, a child learns to say *"botty™" because saying it resuits in
a remnforcing experience. hunger is satisfied. Presumably a child learns to say. *‘l
would Ttke a bottle, please,” because this is rewarded by further parental
approxal.
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It was assumed that children learn I.ngu.lgc much as they fearn other shills.
They are shown, or they imtate, smaller parts of a task. When they perform the ¢
tash successtully, they are rewarded. when they perfornt incorrectly, they are pun- -
whed The smaller chunks, once mastered, are combined into more complex
behavior for which the learners are further rewarded.

Research has aiready shown, however, that language learmng s fueled by
torces within the child more than by the external enviconment Children pioduce
language stnings they could not possibly be imtating. They are creative. In learn-
ing language children are satisfying an intemal, biologically dnven imperative,
Indeed. research indscates that language used simply for naming objects inthe en-
vironment emerges as carly, or even carher, than language used for requesting
objects to satisfy some need (9, 11). In addition, ¢arly single-word utterances are
more than just 1solated svunds. They have the intent and toree of complete expres-
ston (1, T,

Moreover abservations of how caretakers actually interact with children
show little e idence that anyone 1s paying much conscious attention to language
structure. Caildren are rewarded for the accuracy and insight of their expressions,
not for thd®r correct grammar (3, 18). If a two-year-old comes up with a stun-
ningly g.unnumal utterance likes

I poked my finger 1nto the cake which was suppuscd 10 be for us 1o edt with

our company tonight, .
her parent ts not likely to respond, ‘

Good, Lizzy. I'm so proud of your language.

On the other hand. 1t a child makes a wise observation, it will be applauded no
matter what the form in which it is expressed:
Chid. Dark. Night-mght. (Uniered by an etghteen-month-old looking at a
picture book.)
Parent. (exatedhj You' re night. You're absolutely right, Nan. It is night time
* and the bm‘ Is genting ready 1 slec ep.

During the school years, much of our language mstruction takes the form of
& direet assault on children’s Tanguage skills. We provide reams of worksheets to
dnill students on verb conyugations. We teach the parts of speech and setence dia-
grammung We correct ali the double negatives we can catch yet ignore how children
go about initially acquiring language.

Study upon study has examined the effects of direct instruction on the quality
of children’s language, mostly written. No other aspect of English/language arts
anstruction has been so intensively investigated. Experiments have involved tra-
dittonal grammar teaching, structural grammar teaching. transformational grammar
teaching. With only rare exceptions, this body of research supports three conclusions.
® Direct instruction in grammar does not improve expressive quality,
® Direct instruction 1n grammar does not *stick ™, the material is soon forgotten.
® Direct instruction in grammur has a negative effect on students” attitudes tow ard

English as a school subjeet (13, 29. 26). “
(Sec also pages 61-68 on the role of grammar instruction.)
It direct instruction and correction have hittle effect on students” language skills,
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how ought a teacher respond when a student violates conventional adult gram-
matical pattems? Let us consider three options.
Supposc you and your class are discussing manufacturing in America. Greg
comments, :
It ain’t no way.America can get back o making money on cars for a long
nime " cause the other countries, they gots more robots and computers than us.
[ saw that on the news.
One way of responding would be to focus completely on the form of Greg's language
No. Greg. There 1sn’ t any way America can get back the car market. The other
countries have mor¢ robols.
to which Greg 15 ikety to mutter undér his breath certain unpleasant remarks about
dense teachers. Moreover, he will probably leam to abstain from participating in
future ¢lass discussions. <
Another way of dealing with Greg's comment would be ‘to acknowledge his
weas but also to take this as an opportunity for language correction.
Thar'ssa good pownt about, the need for, modern technology, Greg. But you know,
the luss and I would have a mych easier time understanding you if you had
. said, “'There isn’t any¥ way'' instead of ‘It ain’t no way."’
Greg's probable_reaction in this case? He knows that everyone in the room under-
stood im perfectly-well. He knows, in some tacit sense, that what you are objecting
to 15 his informal style, a style which is actually quite appropriate to spontaneous
peer conversation. He probably thinks you are a well-meaning person but cannot
undenstand why you make a fuss about perfectly adequate, communication

Finally, you might respond directly to Greg’s observation. Instead of com-

menting on its linguistic form, you might provide a model of appropriate syntax:
¢ 1 see. You're saving that tethnology is the key to competing in car manufac-
turing and that America has fallen so far behind in technology that we’ll have

a hard time catching up. Still, [ have the feeling that good old American in-

- ) genurty will pull ws out of this jam before long. What do the rest of you think
about what Greg has just said?

In a language-nich classroom, the teacher has faith that continued modeling
and opportunities for practice will allow for ongoing language leaming. The teacher
in such a classroom recogmizes that language develops in a climate of interaction,
in which language structure is generally out-of-awareness, in which language is
used for authentic purposes.

Thus fact 1s supported by studies of caretaker-child interaction. Even the pre-
linguistic genesis of language acquisition involves mutual interaction. Bruner
describes the manner 10 which primitive symbolization is rooted in early non-
verbil routines. The first step in acquiring referential language takes place through
gaze. When caretakers direct their eyes at an object in the room, infants follow
suit and thus learn that humans use signs to pick objects out of the environment.
Later, this refernng function 1s achieved through pointing and, finally, by ver-
balization--by naming (4).

Further studies of caretaker-child interaction indicate that the speech directed
to infants and very young children 1s modified to conform to the needs of babies
as “conversational partners’* (21, 28). We have already noted that caretakers tend ,
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to attribute meaning to children’s utterances regardiess of their tormal correctness
Moreover. through tone of voice and even by tahing both parts ot the conversation
at times. caretahers demonstrate their expectationy of reciprocdl interaction.

Mother Does Juey want rice cereal for breakfast this morning.

Childiage ten months): Svah.

Mother. Okay, we do have time to cook catmeal 1f that’s what you want.

In addition, caretakers simplity sentence structure, use intonation and repetition
to clarify meamings. use nouns instead of pronovhs (**Here s daddy. Daddy 1s here
to get his httle Nomi.™"), and engage in the same sorts of language functions as
do their children at each stage of development. Parents respond topieally to their
children’s speech, extending its meaning rather than expanding incomplete sen-
tence structure (3) In these ways. carctahers encourage active participation in
linguistic interaction even with the youngest of ¢hildren, .

Nelson studied the early hinguistic and nonhinguistic environments of several
intants and dentitied « number of predictors of language proficiency (21). In ad-
ditton to those factors dlready mentioned, television watching was negatively related
to language development, while tiw aumber of excursions outside the home was
positively related, Furthermore, caretakers who engaged in less directive forms
ol communication--more questions, for example, than commands--seemed also to
be encoursging growth in language abilities. Some additional evidence at least
suggests that caretakers who control and disciphine their children with more per-
son-centered statements (**Don’t throw your trash on the tloor, it makes my job
o much harder to have to keep picking up after you®’) rather than position-cen-
tered ones " Children should pick up after themselves ™) promote greater tlexbility
1n later language use (7).

One type of interaction which children commonly experience both with care-
tahers and with peers 1s play, and there 1s an increasingly imipressive body of research
that suggests that certain kinds of play contribute enormously to language devel-
opment. Play by defimtion, 1s performed for its own sake. yet it is mstrumental
in bringing i)out positive side effects related to school achievement (15). Play.
like learming, 15 active. Successful play encousages concentration and persever-
ance, and 1t entatls abstraction from the here-and-now, as when a child must construct
in imagination some desolate setung or dramatic scenario in which to stage a bat-
tie of space creature dolls.

One type of play that fosters language development is play i which the focus
1» on language self (23). Children often engage in language play as an accom-
paniment to other activities such as coloring or preparing to fall asleep.
experimenting with speech and nonspeech sounds, expanding and composing
sentences. Truck. On the truck. Red apples on the red truck, Apple truck. Other
language play involves rhyming, punning. riddling. and purposctully distorting
language. I Anow what you had for breakfast today. You had rock crispies. The
value of speech play for lunguage develepment lies in the fact that through in-
dividual or joint activity, children have an opportunity to manipulate and explore
language. Moreover. this exploration heightens awareness of language form, as
do tew other naturally occurring types of interaction.

The other kind of play which exerts a particularly strong impact on language
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achievementis imaginative social dramatie play (25, 22). In social dramatic play,
veungsters take on pretend roles., jointly invent and elaborate a scenario, and often
use toys or everyday objects to represent other objects required for their imagined
setting Soctal dramatie play promotes language development because it depends
upon verbahization. It butlds interaction skills because the two or more players
must courdinate their pretend perspectives. Durning the course of this interaction,
players must make then meanings exphat for cach other and must construct coh-
esive ties trom one event to another--all through the medium of language:

Liz  Lets see. This can be the house and in this corner can be the kitchen.

I'm gong to wash the dishes now. You lefl the kitchen so riessy.

Beth And this can be the door that goes outside. Let’s say | hud to leave real

quick and stuff because 1 was gonna be late for work,

Liz. Dot slam the door when vou go!

The classroom implications of research on the role of interaction in language
development are strarghtforward. To foster and to sustain language learning, we
want to create dassroom climates in which talk is encouraged. We want to re-
spond to children’s talk topically, not evaluatively. We want to encourage playful,
cxploratory talk, imaginative talk. We want to model the kinds of language abil-
tties we hope students will acquire. We know that we cannot teach them through
drilisjdisoreed from purposeful communication. Most ol all, wg know that the
greatest threat to language development is silent, passive, and socially isolating
wor g

Language and Thought: Interdenendent Development

It s no small teat to be able to use a word meaningfuily. To use a noun, say

dfhggre,” a speaker must recogmze that objects have existence apart from the
setfings in which they oceur, they can re-oceur in different backgrounds. In ad-
ditfon, cach noun represents o class of obgects and within that class, certain variations
az¢ tolerable ¢ dogpie can have long hair or short hair and still be a doggie. Un-

ddrstanding ¢ verb or an adjective might require even more advanced thinking

A greatdeal of controversy persists over issues of developmental relativnships
tween language and thought, with various camps arguing that one is prior to
afid independent of the other. 1t does seem apparent now, however, that we cannot

derstand growth in one ot these atulities withcut taking into account growth in
the uther. For example, before a child’s first words emerge, a concept of object
srmanence”” must be acquired (12). At the same time, learning a new term often
nables us to think about the world in new ways, The word **vitamin,"" for ex-
ample, was comned in the first part of this century. It describes a rather diverse
category of chemwals--organie as well as inorganic--which we commonly lump
together 1n thought as a result of having a common label for them.

As mentioned earhier, children’s initial one word and two word utterances can
have d varicty of meamngs, We need to interpret them in light of the contexts in
which they arc spoken. As it turns out, it is not possible io characterize this eadly
language i terms ot underying structural characteristics. Some two-word sen-
tences. tor example, appear to be Noun + Verb combinations'like **doggie all
gone,”” while others look like Verb + Noun strings. *give some,"" for example.
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sull other ca:ly sentences have the structure of Noun + Noun, “Jacky baby ™
: Though structural regulanties are 'tticult to discern, this early language is well
described in terms of logical (or semantic) relations.

The three carliest logical relations to emerge are nanung (**see moo-moo™’),
recurrence (*'more moo-moo’ '), and nonexistence (7 no moo-moo’*) (). Arriv-
ing somewhat later are relations that can be charactenized as follows.

agent-action: **“Mommy go’

action-object: *'Eat nummy’’

agent-object: **Kai nummy"’

Later still we tind:
action-location; “Sut there™
entity-location “Joby school’™”
possessor-possession Kt shoe”’

entity-attribute “ear fust'”

demonstrative-entity “'This key"’

Relations between hngwistic and cogmtive development are also cvident in
children’s vocabulary learming. Significantly, many of the objects with which an
itant 1s most tanuliar--crib and floor, for example--are not named among the first
words to emerge. All of the carly words refer to objects which the child is able to
actupon or mantpulate--""key,"* **shoe,”* and of course **mommy"* and **daddy.™
2n .

By the tune children enter first grade, their vocabularies include about 2500
words (20). (It 1s no wonder, incidentally, that many children find the limited lan-
guage of basal readers puntully undentimulating.) On the path to this word mastery,
children’s meamings often diverge from adults’. In this respect, language learners
exhibit the same kind of creativity in word meanings as they cxhibit in their de-
veloping use ot verb iflections. ldiosyncratic word meanings gencraily display
overextension (6). It s common, for example, for “*dog"" to refer to all four-legged
creatures. As the concept of dog becomes refined, children learn new vocabulary
to differentiate canines from cats, cows, and porcupines. Similarly, children often

. take adjectives and relational terms to signify both their conventional adult mean-
ings and their exact opposite. ~Tall™* may be overextended to mean *big™. *'long™,
“hugh", and **wide"", but also may be confused with “'short.” “*Up” may be used
to express both “'up’* and **down"" and the relational term **more™" is often not
differentiated from *'less’" until age four or five, .

It 1s through expenence with the world that the cognitive foundation for lan-
guage 1s lad. For example, children acquire a sense of object permanence--and
consequently their first words--by playing games like peck-a-boo, by discovering
and rediscovenng objects, by experiencing regularity and predictability. They ac-
quire appropriately differentiated word meanings by coming in contact with objects
that require new names, and herain lies the significance of thoughvlanguage re-
lations tor language education. Language develops in the context of experience.
The nicher and more vancd the experience, the stronger the child’s language.
Classroom experiences which permut children to act upon and manipulate their
environment are especially effective in promoting language abilities.

4y
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Language and thinking ought not be divorced at any age level. Talk and writ-
ing are cniical tools for understanding our world (19). In secondary. schools, in
particular, we tend to compartmentalize and segregate language leaming t:Rm subject
matter learning. and n so doing, we handicap our students” capacity to assimilate
knowlcdge. We deprive them of a means of categorizing and relating experience
which can be just as helptul in mathematics or biology class as it is in English

Summary

Children learming language engage 1n a process which is essentially creative
rather than smitative. Through active exploration of their language cnvironment,
thel construct tor themselves systems of grammar and often produce forms which
do not directly reflect adult models. The drive to lean language is innate, man-
dated v the biology of the human species. All student:. therefore. should be
regarded us possessing a magmiicere aptitude for language learning C hildren do
not acquire linguistic knowledge as a result of direct instruction by their elders
Instead. language learmng takes place during the course of interaction in which
the goal 15 to communicate meaning, not to perfect sentence structures, Both par-
ent-child mteraction and various forms of play promote language development in
this manner  The development of language and of thought are intimately inter-
wined Children’s carliest language 1s best described in terms of the logical relations
expressed. Vocabulary development also reveals emerging abilities to categorize
and distinguish things and events. Just as language provides children with a pow-
ertul tool tor understanding the world, so does experience with the world provide
them with a basis for rich language. |

&
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How does oral language develop in children in grades K-12?

It 1s common for child language researchers to ciaim that children know their
language by the ime they enter school. Statements like these appropriately cm-
phasize that children are innately able to learn language and that they do so largely
without any formal instruction. But the claim is accurate only in the limited sense
that children do acquire a great deal of knowledge about language structure in
their first five years. \

_ Grammancal Structures. Still, some structures do develop much later (3) Ex-
amples of late. developing linguistic knowledge include cases in which actor/
object relations are not obvious in the surface grammar of sentences’

Bubba told Ali to mow the lawn.

Bubba promised Ali to mow the lawn. .

Bubba is eager to know:
Bubba is easy to know:

Some speakers never learn these structures, yet function well enough inevery-
day commumication (10). (In parts of the upper Midwest, incidentally, it remains
perfectly acceptable to say, **Would you borrow me a dollar?")

Speech Sounds. Other aspects of language do not develop until middle child-
hood. Occasionally parents and teachers are concemed, for example, that a first
or second grade child cannot pronounce all of the speech sounds. This is quite a
normal pattern of development, however (21). The most commonly misurticu-
lated speech sounds are /t/, /th/, /li, /sh/ along with several consonant blends.
There 15 little cause for concer if primary grade children omit or substitute for
these sounds. Indeed, there 1s some danger that if we call attention to what is, in
fact, within the normal range of development, we may bring about disorders of
speech fluency such as stuttering. )

Svntactic Complexity. Other important kinds of language developments that
take place in the context of school vears concern the manner in which children
make use of the resources of language structure available to them. The speech of
middle and high school students contains few structures that do not appear at least
occastonally in the speech of primary grade children (14, 135). However, older stu-
dents typically display greater syntactic complexity. Initially, young children may
speak primarily in simple sentences comprised of one unclaborated independent
clause. We rode in the car. It was a long way. Slightly later, the conjunctions
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and’ and Cthen’” become ubiquitous  Ideas are strung together hihe so many
beads on 4 string, obscuning a variety of logical relatiunships.

We rode tn the car and 1t was a long way.

We got (o the circus then we bought popcorn.

Muddie school children begin to use « great deal of subordination, resulting in
increased syntactic complexity For many children, the subordinating conjunction
w0’ appears often and expresses diverse logical relations. But different subor-
dinating conjunctions can be used to combine ideas 1 more revealing ways.

We rode in the car because if was such a long way.

When we arrived at the circus we bought popcorn.

Instead ot subordination, more mature spedkers combine ideas in more cco-
nomicdl subclausal vnits. Riding the long distance by car, we bought popcorn
immeduately upon arnval at the cireus.

The T-umit 1s an overall index of syntactic matunity which has been widely
used 1n much educational research. (T stands for *“ternunable.™) A T-unit 1s
& main clause plus dall associated dependent clauses and free modifiers (7). The
longer the T-unuts, the more complex the syntax. In the sample below, the double
slashes (//) indicate three T-units:

Yesterdus | went to the store the one on the corner with my mom/;and she told

me | could get e cream there. but | couldn’t get no gum “cause lust time 1

left it on the car seat!/

Since these three T-units contain a total of 40 words, the mean T-unit length is
10.33. This would be typreal of the syntax of seventh or eighth graders (14).

T-unit analysis 1s a helpful descniptive tool which teachers can use to keep
abreast of students” syntactic development. Some researchers have also suggested
using T-unit analysts us a measure for evaluating children’s oral language, but cau-
ton 15 1n order here. Longer T-units do not recessanly constitute befter syntax,
espectally in the case of narrative or descriptice discourse. Also the audience to
whom we address our speech affects syntactic complexity. Even young children
adapt therr language i this manner, for example, simphifying grammatical con-
structions for chuldren younger than themselves. In fact, this vanability in the use
of complex syntax s, itself, a benchmark of language proficiency.

Sentence combining 1s an mstructional techmque for enhancing syntactic
complesity that has been embraced by many Enghish/language arts educators (see
pages 61-68 on grammar instruction in wating). Sentence combining is attractive
for setgral reasons. Exereses can be conducted in speech or in writing, usually
in both.8Students find them motivating. The value of sentence-combining as a sort
of datly cWereise 1s well documented not orly as « means of increasing syntactic
complexity Rut also as a means for improving quahity of expression and perhaps
also reading {20). Sentence combiming 1s versatile, and teachers can casily con-
struet @xereises appropriate to their students (4). Perhaps of greatest importance,
sentence combining represents a conerete response to public and professional de-
mands to-*"do something ™ about children’s language proficiency. As discussed in
the chapter va carly language development, direct instruction in formal grammar
has hittle ef fect on students” language skills, but sentence combining does. In fact,
sentence combimng 1 apparently most successful when it is least encumbered by
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grammatical ternunology and presenptivencss (16) Sentence combrming 15 no
panaced. however Its goals are imuted, and it 1s not to be contused with instrue-
tion 1n rhetoric and commumcation.

Coheston in Language. Children leam not only to connect ideas within sen-
tences by means ot the resources of syntax, they also leamn to make Tinks between
sentences and thus create meamng across longer stretches of spoken or written
discourse  This quality of language--to carry and refine meamng along extended
umits of discourse--1s hnown as “cohesion.”” Early studies of cohesion that are
currently being conducted suggest that children make radical shitts in the ways
they muke whole talks and compositions meaningful, and that these shifts are es-
pecially important during the first few years of school as students are developing
the language of hteracy and of tormality (%),

Notiee the way o first grader, recounting to his parents a magic show he had
seen at school, creates coheston in his narrative aceount.

This gy came wn with two rabbuts, They were real ones too! He said that one

was good but the other was bad and always getting into trouble. He put them
both i hus hat Then ke took the good one owt but the bad one disappeared.

He wanted 1o play tootball and so he reappeared in this football helmet.

The story holds wgether and 1s interpretable because of a number of devices. In
the second sentence. tor example, *they™ clearly refers to the rabbits, and this
connection is further reintorced by the snbstitution of “*ones™ for **rabbits.”" In
buth Lases when the word “*but”* appears, it creates a contrasting hink that clarifics
meamng. There are someginadequacies in this passage, however. In the final sen-
tence the pronoun he™ 1s ambiguous. Sull, the typical word pattern **disappear™
tn the previous sentence) followed by *"reappear”” makes 1t pretty obyious that
the rabbit, not the magician, was found inside the tootball helmet.

With expenience and age. children become more adept at making their dis-
course cohesive. They are more careful to use pronouns with unambiguous
referents, tor example. But this skill does not emerge because they are taught
about coheston in any expheit way. Instead, children leam to construct cohesion
in texts when they are provided good models. well written stories for example,
which they can expenience 1n a variety of ways. Also important is a classroom
¢mphasis on meaning rather than on language form.

Language Functions. We have been discussing continued development in
knowledge of linguistic rules. 1n articulation of speech sounds. in syntactic coin-
plexity, and in cohesion. There 1s an additional aspect of language development
upon which schooling exerts the greatest impact. an aspect of language leaming
which continues long into aduithood and which indeed has no developmental end
pont We refer to this type of language leaming as **functional™ language de-
velopment (A siular term is *pragmatic development.™)

A voncern tor functional langusge development focuses attention on the pur-
poses speakers can accomphish by ligaistic means. To clarify this point. consider
what could happen if we 1gnore language functions in ordinary conversation.

A Canvou pass the salt?

B Ity not too heavy. It's within reach. Yes, I'm sure I can.

Although As utterance 15 phrased in the syntax of a question, it 1s surcly intended
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to function as 4 request. That 1s why B's answer--a proper response to a question
but NOt to & request--1s s0 jarring. A more appropriate response would relate to the
function rather than the form of the initial remark:

B. Sure. Just a second while | finish with these mashed potatoes. Here you

are.

Even at the single-word or holophrastic stage of language development, chil-
dren engage in many communication functions. An utterance like **Night-night™
can take on many meanings:

{ am going to sleep.

1 want you to put me 1o bed.

You are going 1o sleep.

Similarly, at the two-word stage ‘‘Mommy sock™” can function to mean,

This 1s mommy’s sock.

Give me mommy's sock.

Mommy. go get a sock for me.

In order to interpret the meanings/functions of this early language, we must
engage 1n what researchers call **rich interpretation™ (1). We take the social and
physical context 1nto account in assigning meanings to children’s utterances
Caretakers do this quite nafurally. Emmy, cighteen months old. stands in the bath-
room and grunts, ‘*Uhnn uhnn.”" Her father responds, **You want to b:ush your
teeth, do you?"” o

As part of functional language development, children also must learn to use
physical and social context cues as a means for interpreting language . A five-year-
old may have difficulty recognizing that **Do you know what time it is”"" can,
under certain conditions, function as an equivalent to ** You go to bed right this
minute!”" Conversely, pre-school children are apt to use deictic or **pointing™
pronouns even in the midst of a telephone conversation in which their listeners
could not possibly understand their references: **Danny, 1 got one of those things
just like that one you have but I dropped it back there.™

We can categorize the language functions which children must learn in any
number of ways. We <an, for example, list ali of the acts that can be accomplished
purely by means of speech (demanding, denying, pleading. promising, naming,
asking, requesting, and so on) (19). Stili another list of language functions that
was devised to aid teachers 10 generating activities for instruction in oral language
includes 1. informing, 2. controlling 3. expressing feelings, 4. imagining, and 5
ntuahzing--to whick. we might add 6. analyzing or problem solving. It is impor-
tant for us to become aware of these language functions and to examine our
teaching to ensure that we expose our students to a full range of language
experiences.

Functional language development 1s, again, a matter of life-long learning. We
can always become more adept at speaking with particular audiences, handling
ditficult situations. In communication tasks which require description, Kinder-
garten children may use language which would be functional only for someone
who shares their umique perspective: That one looks like mommy's hat she wore
that one time she 8ot all dressed up (11).

In persuasive communication tasks, fifth graders often resort to bribes, threats,
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and pleading ¢ven in addressing high authonity hsteners. By ninth grade. though,
students generally reserve threats and bribes tor use with peers They appropri-
ately direct elaborate histener-centered méssages to high authonty tigures: / know
vou' l want to buy this newspaper because it's done by kids who were in your class
last vear and so you’ll see how much vou really taught them (17).

High school seniors can begin to see the need to intersperse both specitic details
and abstract generahizations in their discourse. The world is getting to be u harder
and harder place to ive in. We can all help by doing some little things like saving
our used jars and botiles for recycling.

More practiced adults, to a greater extent than even twelfth graders, will use lan-
guage to dizect their histeners’ attention to points of particular significance (18)"
And there's one more reason why vou should recvele your glass, and this is the
most important reason of all....

Schooling can contribute sigmificantly to promoting children's functional lan-
guage development (2, 13). The teacher’s role in this regard is not so much to
teach children about language struct ze, for children have acquired much knowl-
edge about hingunstic rules prior to school. Rather, the teacher guides children in
applying their lingunstic knowledge to achieve various language functions, es-
pectally 1n untanbiar social situations. By providing opportunities for using
language 1n these ways, teachers assist children in developing language fluency.
range, precision, and effectiveness. Without this sort of exposure and guidance,
the child’s language will not become fully realized.

Oral and Written Language. Before leaving the subject of continued language
development, vne tinal point about relations between oral language and writing
18 1n order. Development in written language does not necessarily follow the same
course as development in spoken language. Children appear to be conscious at an
carly age that wnting 1s not simply transcribed speech (5) Many language fea-
tures which appear in children’s speech will never find their way into their writing
For example, there appears to be less interference in writing from nonstandard
spoken dialects than some educators presume (6). On the other hand, speech does
provide a functional basis for early writing: for example, the frequent use of the
second person pronoun “you' in young children’s compositions. In middie
school y2ars. some children begin to sharply differentiate writing from speaking.
+o much so that wnting takes on a stilted, hypercorrect toneMature writers find
some way of remntegrating spoken language into their writing, thus attaining a
quality of "vawee * (12) Teachers ought not expect that by working'with students’ |
oral language development they will necessarily reap benefits in written lan-~
guage In some cases, hke learning how to describe objects for an unknown
Istener. there may be carryover. In other areas, like correcting lack of agreement
between subjects and verbs. there may be no transfer.

Summary

Childrer acquire knowledge about virtually all patterns of sentence structure
betore ever entering school. But along with that small set of late developing lan-
guage structures and speech soundywhich are acquired during the school years,
children grow in their abihy to use their language resources. In particular, they
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attain greater syntactic complenaty by combiming ideas within sentences in more
cconomivdl and logically revealing ways. Syntactic complexity can be enhanced
through sentence combining exercises. though these should not be thought of as
4 complete progran in language for commumcation. Children also learn to make
connections between sentences. extending meaning throughout entire talks and
compositions. This shill in creating cohesive discourse 1s promoted by experience
with good language models and by o focus on meaning rather than form. The most
sigmficant language development duning the school years involves growth in us-
ing language to achieve vanous commumeative functions, Teachers play an
indispensable role in exposing students to a wide range of functions and guiding
therr continuing progress
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What are the stages and sequences in the development of writing
abilities K-12?

Learning to write has a number of distinct stages that are posited by research-
'\ ers. Hildreth (13) reports five stages from aimless scribbles to units closely
\approximating actual letters. She concludes that writing improves in this early pe-
tiod without direct teaching. Clay (6) notes that five-year-olds follow certain
prigciples in creating a message that may contain what she terms *’sign concepts’” -
or "\message concepts’” that combine known clements to create new elements.
Ford suggests that **a lincar description of development is impossible since
children may utilize a sentence or message format while exhibiting little control
of letters and words.™ She lists ten stages, from scribbling to forms of discourse,
suggesting\that while they are not sequential, they do indicate the growing so-
phisttication'of the writer as children’s strategies and concepts become refined and
reflect the conyentions of written language (7). Although a specific sequence of
development 15 reported in Walter Loban’s thirteen-year study of language de-
velopment, he suggests that **drawing up a valid chart of sequence and stages is
hazardous; at any one age children vary tremendously in language ability (17)."
He later comments that linguistic stages are no more discrete and sudden than
stages of physical growth.

Clearly these researchers are describing the developmental stages through
which children learning to write pass. For a discussion of the stages of the com-
posing process (pre-writing, drafting, revising, editing, and publishing) see pages
53-54,

Children develop at different rates and times, and both teachers and parents
are aware of this fact. Children’s growth patterns, physically, socially, mentally,
and emotionally, proceed unevenly, and this is normal and expected. It is hardly
surprising that the component skills of language develop in much the same way.
Because of the complexities of writing, it is as difficult to identify a fixed se-
quence of development in writing abilities as it is to formalize rigorously
children’s growth patterns.

There are known sequences in the development of writing--from gestures to
scribbls. to symbols, words, and finally stories (15)--but it is also known that
children move through these stages in other than linear ways. Many researchers
have discovered an unevenness in the development of writing according to chil-
dren’s age, their sex, their knowledge of words, the context, and their problem-
solving abilities.




How Skill Develops

Contexts for Learning to Write

It s the task of the teacher to discover what individual children know about
written language before instruction in wniting can begin. So it is important to
know that rescarchers generally acknowledge that children know much more
about written language than we have previously behieved. Through observation
of wrniting behavior, interviews, analysis of products (10), and looking at chil-
drens planming strategies and use of cohesive structures (16), as well as by
studying what children know and expect from print and what strategies they em-
ploy n controlling iheir written language (J2), we are now more aware of
childrens understanding of written language.

King and Rentel have suggested that a framework is needed tor understanding
how children intentions in learming interact with varying learming corfexts as
they make the transition from speech to writing. In particular, the framework
should focus on how children develop control over the written medium (16).

Dyson studied the ways children make the transition from speech to writing
and found that “"talk was an integral part of beginning to write, providing both
nicaning and, tor some children, the systematic means of getting that meaning on
paper’” (8). A crucial factor in the development of writing that hinks oral language
to wnitten language s sustained speech. Brtton (3) recogmzes children’ reliance |
on their ability to transfer their talk to the production of written objects. Moftett
(19) suggests that children who can sustain a conversation and keep on the topic
can more readily use what they wnite as cues to go on to the next line. Applebee
(1) found that children made usc of sustained speech in telling and retelling
stories.,

A number of rescarchers propose that the way in which we learn is reflected
in the way we use the knowledge we possess. Children tend to store information
from stories they have read or heard and then, selecting trom those memoris,
incorporate certain aspects in the content of their wnting. For example, Thorn-
dyke found that the degree of plot structure or organization in a story was a
significant factor 1n how much of that story was recalled (21). Applebee (2) ana-
lyzed stories of very young children for the extent to which they adopted the
narrative conventions of *‘once upon a time,”" **happily ever after,”” and the con-
ststent use of the past tense. He found two-year-olds used at least one convention
in 70 percent of their stories and five-year-olds used all three in nearly 50 percent.
Stortes also grew longer and more complex as children matured.

Children who hear many stories do indeed internalize a sense of story that they
in turn will draw upon in creating their own text (4). The value of exposure to
story 1s reflected in Favat’s analysis of fairy tales as well (9). He found that chil-
dren are attracted by the predictability of fairy tales.

Another factor that influences production of text is the context in which the .
story or experiences arise. When children write as the result of their own con-
versations or personal experiences they are not under the same kind of stress as
when they produce text using someone else’s framework or experiences (18).
Teachers and students who have explored a new environment together can more
ceadily discuss and build common understandings. The students can then organize
and select events that impressed or concerned them, and thus their text will be
shaped by the context in which those experiences occurred.

Q Y
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Wrting 1s & matter of solving problems How do children decide which events
are the sigmticant ones to write about? How will they decide to interprete and or-
ganize the.r experiences? Chate suggests three levels of decision making that he
labels “schematizing, propositionalizing, and categorizing™ (5) These include
how & interpret particular bits of knowledge, how to select **‘chunks'" to be ex-
pressed 1 sentences that provide essential details, and the task of sclecting
appropriate words and phrases within 4 sentence Graves has studied the ways in
which children solve problems of compusing. spelling, and handwriting as they
write (10)

Writing activities that present writing problems--for example, writing di-
rected to a new audience, n an unfamibar format, or with a different purpose--
encourage children to reach out for appropriate language with which to deliver
thewr message  The dentification of audience will help children to recognize the
need tor « difterent orgamzation of mformation and choice of words., and for se-
fection of a style appropriate to the reader.

In exanunimy the wnting processes of seven-year-olds and in particular a case
study ot one child. Graves reached the following conclusions' “Atany given point
m 4 wnting epode. many vanables, most of them unknown at the time of com-
posing, contribute to the winting process. Children write for unique reasons,
employ highly individual coping strategies., and view writing in ways peculiar to
their own person. In short, the writing process is as variable and unique as the
individudl’s personahty ™ (1. d

Writing does not mprove as o sumply upward-sioping line smoothly rising
trom “poor’” to “good’ but instead progresses urievenly with many periods of
regression as new sty les are attempted or the context demands a difterent form be
used 1171 Efrors are natural as students try out new ideas and present materials
to be read by ditterent and unfanmbar audiences. This develdpmental irregular-
ity 1s expertenced by child and adult writers alike.

Implications for Instruction

Classroom instruction n many subject arcas is often carried out in accordance
with some type of curriculum guide which designates the scope and sequence to
be tollowed 1n each content aad skill area. These charts are important to instruc-
tion and most try to reflect the developmental stages of children as weH as the
realities of the assroon. Great care must be taken, however, when creating such
charts. and. when using them, that their proper role in the total instructional pro-
gram be kept in perspective. Teachers need to be aware at the outset that some
scope and sequence charts seem to be developed more for the convenience of in-
struction than tor the development of abilities in children. Scope has been defined
by Oliver (20) as the ““what”" criterion. What is to be included? Sequence he de-
fines as the “when'" chiterion. When should a body of knowledge be offered;
when should it begin? He adds duration as a “*how long"* criterion: How much
time should be spent on a topic? Keith broadens Oliver’s definition in stating,
“The scope and sequence of curriculum organization is the cultural group’s
expression of its values, goals, and behavioral norms... It seems apparent, how-
ever. that the only real sequence is that which the learner himsell develops in his
handling of*coneepts dnd skills™™ (14).
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Summary

An important tool for classroom teachers 1s the **scope and sequence™ chait
These charts analyze large skill areas Iike reading or anthmetic. dnd break thc.m
down 1nto smaller units. Often these units are sequenced on a *"pre-fequisite”™
model. That 1. mastery of sub-skill A 1s required before sub-skill B can be

*learned. Usuaily, scope and sequence charts are reiated to the developmental stage
which the le” *ner 1s assumed to be at.

Such a coiaprehensive approach to the teaching of writing does not seem pos-
sible because of the wide range of normal development among children at any
given age,

<« Various researchers have suggested stages or essential elements in writing de- -
velopment, but none claims that his or her list 1s ot subject to ghdng. as further
findings are revealed and new avenues explored. Thcy all ubserve that many lev-
¢ls of writing ability are found in children at any given age or experiential level.

However. when planning instruction, teachers need to ascertain the facility -
with which their students use language and then design activitics and experiences
which will promote and foster writing skills for all children. Competency state-
ments developed by school districts or textbooks may provide a convenient way
to organize instructivp or to articulate goals, but these statements should not be
seen as reflecting either a statement about childrer's development nor even about
necessary relationships among language components.
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CLASSROOM CONCERNS
AND CONSIDERATIONS

In the last few years, many research-
ers have focused attention on the ‘‘proc-
ess’’ approach to writing. ‘‘Process
writing’® requires that we take a fresh
look at how we teach writing and other of
the language arts.




Exactly how does classroom instruction differ if we adopt a
process-oriented approach? *

&

.
’

. B 3

Most children begin their formal education in writing after they have learned
to Jecode printed language and to comprehend what they read at fairly simple lev-
¢ls Larly in the first grade, children leam to write their name, names of familiar
] people and objects, and simple, short sentences. By the end of the first grade, they
are able to put two or three simple sentences together. By the time children are in
the third grade, they have been introduced to the notion of paragraphs (if not the
actual term) and of counecting simple sentences with **and”” to make compound
sentences. From fourth grade on, the goals of writing instruction are to help stu-
dents become proficient writers of €ssays. €Xpressive, narrative, descriptive, and
pensuasive; to teach them the fine points of sentence structure, usage, grammar,
syntax, and organization, and to improve their vocabulary and spelling

These are not unworthy goals, but they are seldom attained. Too few students
graduate from high school with the ability to write a well-structured, interesting
essay of any kind. College instructors and employers alike find that some students
and employees must be re-educated (or, indeed, educated for the first time) if they
are to function 1n courses or jobs that require even elementary writing skills.

It 1s not that their teachers have not taught the skills necessary for students to
learn to write well. It 1s, rather, that the students have not been able to practice
those skills 1n a meamingful way as often as is necessary to internalize the skills
nor 1n an environment that encourages writing for enjoyment, for self-expression,
and for understanding.

In many classrooms, the mechanics of writing are taught separately from the
act of wniting. Children are asked to complete worksheets, to find mistakes in sen-
tences wntten by someone else, to wiite sentences using new vocabulary words
(or to meorporate all of the new words in a single paragraph), and to take tests
where their abihity to **wnite™” 1y judged by their ability to fill in the blank or to
pick the right answer from among four choices on a multiple-choice test. They
are asked to write stories, paragraphs, or essays perhaps only once a week. In one
study of three school systems, children in the second through fourth grades wrote
an average of one piece per month (7). The topic is usually assigned by the
teacher, or the children are allowed to choose from a list of topics. There is littie
interaction between the teacher and the student until the final product has been .
turned tn, and sfudents are seldom given an opportunity to revise their work.
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A recent study of writing done by secondary school students in six major sub-
jeet areas ¢ tound that students at the secondary fevel are generally not given
imcreased vpportumities to practice and refine ther wnting shills The study -
cluded a year-long obseryational study of mnth and eleventh grade classes intwo
whools and a national survey of secondary school teachers to determine their at-
ttudes toward wnting, the kinds of wrniting tasks they assigned, and the nature of
related instructional activities

In the ubseryational study, students observed spent only 3 percentof their class
time engaged in the woting of a paragraph or more. In the natonal survey. 754
teachers who had been nonunated by therr principals as “*good™ teachers re-
sponded to g guestonnatre. They taught i one of six subject arcas--English,
seienee., soutal studies, mathematies, toreign language, or business education

Thirty-two pereent of the teachers said they never assigned (writing of a
paragraph or longer) to the students 1 the class on which they were reporting
Only 31 percent reported freguently using such writing tasks™ (D).

[ ] . N . .

Such discouraging data lead to the development of three **points’ upon which
the advocates ot o process-oriented approach to teaching writing rely:

I Most chuldren learn to read because all people involved in their educa-
von--their patents, teachers, school administrators, and the community --believe
it 1s a shill which s essential to all subsequent learning. The same is true of math-
ematies. though the tocus here tends to be on computation rather than a more
cxpanded view of mathematies as problem solving. These shills are learned be-
cause large blocks ot time are devoted to them during each school day. The first
pownt, then, s that it children are to become proticient writers. time must be set
asde each day tor them to wiite. Children need to be encouraged to write fre-
quently and at vanous times dunng the school day. This 15 true regardless of the
structional approach used.

2 However. tme alone is not enough to msure that children will lear to value

wntng Although most children do learn to read, very few become avid read-

ers--readers who seeh out books, magazines, newspapers, who even read gratfiti,
because they view theni as mechamisms for expanding their understanding. for
broadening their experience. How many adults do you'know who are addicted li-
brary users ' Most children also become fairly efficient users of basie computation
ohills. but tew are so excted about mathematics that they sign up for higher-level
mathenmaties courses in the secondary grades. If children are to behieve that writ-
ing can be a htettme tool for learning, for self-expression. and tor com-
munication, they must, from the tme they begin to draw and to form letters, be
encouraged to use witing s 4 means of expressing.themselves. Writing must be
the result of their need or desire o communicdte some message [t must not result
trom « teehng that they have to try to please the teacher. The tacher’s role is to
provide opportumties for children to write, to help them learn that writing is a se-
ries of processes, and to guide their learning through responses that are accepting
and encouraging (H

3 This leads us to the tinal pont 1t children are to develop the attitude that
wrting can be an ct.ective means of expressing themselves., they must have fre-
quent opportumties to write tor audiences other than the teacher They must be
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encouraged to wnite for many difterent purpuses and to diverse audiences. such
as their peers, members of their famly, their local police department, the mayor
of the City, and so on. Most important, wnting for different audiences must grow
out of the individual child's own needs and desires.

The Process Approach to Writing Instruction

Over the past fiftecn years, a group of researchers and educators, including
Donald Graves, Donald Murray, Peter Elbow, James Britton, and Robert Gun-
diach (2, 3. 6. 7. 8. 9. 10, 11) have begun to talk about writing as a process and
to stress the importance of having children learn to write by creating a classroom
environment which encourages risk taking, lots of writing. and building on chil-
dren’s already extensive knowledge of language. Proponents of the process
approach to teaching wnting suggest that chilgren like most mature writers can
cffectively use several stages in the development of a piece of writing. Although
they may be given different names by different people, the stages generally in-
volve planming for wnting, writing. and rewriting. The following stages and their
descriptions represent o general overview of writing as a series of processes.

Prewrinng This involves conceptualizing--getting the idea. mulling it over,
expanding upon u1--and planning how you will approach the topic. Prewriting can
mean talking an idea over with peers or your teacher, reading about the topic and
thinking about how what you have read fits with your own ideas, actually doing
library rescarch on a topic, joting down ideas, and wntm;. an outline. Murrd)
(11) suggests that much of the prewnting stage is spent in rehearsal, a process in
which the expenenced writer begins to gain control of the subject in a way that
wil! help um or her produce a working first draft. Prewriting can tahe 10 minutes,
two hours, a month. or longer.

Drafting. This +tage involves making a first attempt at putting your thoughts

" on paper. It may be a fairly free-flowing prece of writing, or it may closely reflect

the orgamization you have in your head or the outline you have written. Your g.oal
in writing a tirst draft 1s to get your 1deas down on paper. You probably won’t
spend a great deal of ime making sure that every comma is in the proper place or
that there are no misplaced modifiers. but some wnters do pay attention to these
details at this stage.

Revistng. When you have put all your thoughts on paper and. ideally, have had
some tme to let your thoughts dnit elsewhere for a while. you can go back over
your writing to be sure that 1t cony cys the message you wanted to send. You might
find that you want to make only a few minor changes--perhaps an expanded be-
ginning or an additional sentence here and there--or you might decide that you
want to completely reorganize the picce. You might go through one, two, or sev-
cral revisions. Stimulated by the wnting you have aiready done. it is possible that
you will get an cntirely new 1dea and deaide to do some more thinking about the
subject or to start your draft over again.

Edining In the editing stage. you take a close look at the writing you have
done. You check tor nusspellings. correct errors in grammar. check your punc-
tuation. and pussibly rewnite or retype so that it will be as neat as possible.

Publication. This 1s usually the final step in the writing process and has a va-
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fety of scamngs, trom publication by a commercial publisher to creating a class
new spaper. to putting children’s papers in a bound volume to putting a letter in the
matl 1, i essence, the delivery of the product to the intended audience

Although the stages described above are the basie stages through which an ex-
perienced writer goes i developing a piece of writing, they are neither mandatory
steps nor hinear Some writers may go through a prewriting process, write a first
dratt. and consider it complete. Others may go through all the steps and be in the
editing stage when they suddenly have a new thought which needs to be explored
and ncorporated. Some writers never reach the final dralt stage.

In addition, all ot the stages involve sets of processes and subsets of those sets
which go on i the nund of the writer and which, as stressed in the reports of stud-
tes by Flower and Hayes (4) and Perd (13), are recursive. At any stage in the
process, o thought, a reaction to words on paper. a response to something some-
one says, @ sudden recalling of a distant prece of information, or some other
stumualus mught result in a change in the writer’s perception of the piece of writing

We can recopnize the stages in the writing process in many pieees of both in-
tormal and formal writing The following examples demonstiate how several. but
not necessantdy all, of the stages appear in typical hinds of situations.

Contributing to 4 Church Newsletter |

# [he editor of the church newsletter calls to ask you to write @ short article for

the next issue. The article wail focus on getting members to help solve the prob-
fem of keeping an adequate volunteer staff for teaching Sunday School The
editor tatks to vou briefly about some ideas for the article.

® Your article s due n five days. so you decide to spend the first two thinking
things over and talking with one or two other members of the church: You also
talk to a couple of trends and at one point you call the editor back for
clanitication

® You write « first draft which you think 1s fairly persuasive. A couple of your
triends at work and at home read 1t and offer comments. Their comments are
helptul, but you're shightly dissatisfied for vague reasons you can’t articulate

® You're up against the deadline now, but you don’t want to turn it in quite yet.
in one last concentrated sesston, you reorganize the draft. That’s it. You are
much more satistfed with the power of your points as they are now organized.

® You read the article a couple of tmes more, change a few words here and there,
type 1t up during a break at work the next day (stiil changing a few words and
punctuation marks), and drop it off at the editor’s house on the way home from
WOrk

® The editor suggests @ tew changes, only one of which you don’t agree with.
Atter hearing your logic, the editor Teaves it as you wrote it.

o The newsletter goes to press. 1s dehivered. and you and the editor wait for re-
actions from the congregation.

Steps m Writing an Intormal Letter

® You want to communicate with someone who ts a friend or relative, You think
about the message to be sent, usually while writing the letter,
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® As you compose the letter, you structure itn some way--perhaps bringing the
triend up to date through achronology of events, or telhng the relative of a se-
ries of conversations with « mutual fnend. Your goal s to make the messages
clear so that the reader will understand them fully simply by reading the letter

@ More often than not. you reread letters you have written, changing a word here
ot there Often. revision takes the torm of « PS. Children sometimes write ad-
dittonal notes on the envelope atter the letter has been sealed inside

® You probably tollow the conventions of letter writing. beginning **Dear.” end-
g with “*Smcerely.”” “"Love.” or some other standard close, and noting the
date

How mught such 4 process look in the classroom? The following situation has

Laura deciding that she wants to wnite about why cleven-year-old children should

not have to change schools 1 the mddie of the year,

® You are aware trom your last conference with Laura’s parents that they are
thinking about moving. When Laura mentions it to you one day. your response
1» that she mrght want to explore how she feels about it, first by thinking about
the bad things and the good things about moving.

® Laura does that by talking with her fniends, who give her suggestions, and with
her tanmly -her father 1s sympathetic. but he stresses the good points: her
brother and sister are also sympathetic, but they stress the bad points

® Laura writes ¢ hist using two columns and shows itto you  Youmentiona couple
of points that she has not consdered and suggest that she talk wath Carla, who
has just moved and 15 new to your classroom.

@ Laura and Carla come to you and ask if they can write a paper together Because
of her talks with Carla, Laura has changed her purpose for writing She now
wants (0 write o paper that will help children adjust to a sudden move You read-
fly agree and suggest a4 couple of resources that they might explore (they can
talk to the hbrarian to see 1t there are any books about children who have
moved. and they can call a local mover who nught have some brochures about
moving with suggestions for how to make the move casier for all members of
the fanuly).

e Laura and Carla proudly show you what they have written. You look it over and
ask them a couple of questions about specific points they have made You also
tell them what you hke about the work they have done, and you suggest that
they show the dratt to one or two classmates, ask for their comments, and then
revise 1t

o After you look at the rey ised draft and make one or two more suggestions, Carla
and Laura edit therr paper for ““publication.” You have suggested that they ask
the prinaipal if any other childrenan the school are moving or have just moved
You will make that many copies of the paper to be sure that each of these chil-
dren gets a copy.

® You nught also mahke a call to Laura’s father and Carla’s parents to give them
some bachground and fet them know you have made a copy of the paper for
them.

Even though the process descnibed above seems like a long one. 1t 1n fact
mught take only two or three nunutes each tume the children request a conference

n
n
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with the teacher. Much of the work has been done by others involved in the proc-
ess. famuly. peers. the school libranian. and, m this case, the principal. Laura and
Carla have had a satistying. relevant expenience, wnting to a specitic audience
for a specific purpose. They have also experienced all of the stages in the writing
process.

Classroom Activities Using the Process Approach

Prewriting. Most classrooms offer countless opportunities for prewriting ex-
periences. The important thing 1s to recogmze these opportumues and to verbahize
them Drawing, for example, can be an important prewriting actvity for very
young children. As they grow older, children move to writing before they draw.

All of the content areas should be taken advantage of. Before children are
taken on science or social studies field trips. for example, the teacher can let them
know that they will have an opportunity to write about the experience, either dur-
ing the trip or after they returm. During the return trip on the bus, they can talk to
the person they are sitting with about their 1deas for the writing task. Talk is an
important prewrting activity and can be encouraged in many ways. It can include
teacher-student, student-student, and group interactions.

Reading 15 also an important prewriting activity. Children <an use books,
newspapers, magazines, and even other children's writing to generate ideas for
their own writing.

Oral language activities such as reading aloud to children, playing records,
storytelhing. and talking in small groups can be used as stimuli for writing.

Prewriting should be, at least in part, a private experience. Children need time
1o explore their own thoughts and feelings, to organize and jot down ideas, and
to develop a strategy for how they will approach the writing.

At the secondary school level, brainstorming, discussion, reading, and pos-
s:bly doing library research can be important steps in the prewriting stage. Yet
~pplebee and his colieagues (1) report that prewrniting activities in the classrooms
abserved averaged 3 minutes in length and usually consisted of instructions re-
lated to the length and layout of the paper. Teachers occasionally gave hints about
the appropriate content (25 percent of the time), supplied outlines (10 percent of
the time), and occasionally discussed the topic or model responses. In the national
survey, Applebee found that the most popular technique used by teachers to help
students begin to write was to have them get started in class, they could then finish
their wniting as a homework assignment. Eighty percent of the teachers surveyed
preferred this technique (1).

Drafting Writing of the first draft can be done as a group activity but will
more often be an individual experience. The teacher should be available to the
students for short conterences during this stage and the following stages. For
young children, this can mean moving from child to child and making short com--
ments -- asking questions and showing interest. As children grow older, the
teacher might also be wniting a first draft in order to serve as a role model. Con-
ferences might be scheduled, or children might have a peer who serves as a
sounding board and. later, as 2 student editor. In the junior high and high school
grades, 1t1s also important that time be set aside each day for students to write and
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that adults around them serve as role models. During the drafting stage, the focus
<hould be on the content of the message, not the conventions of writing

Revisng  Duning the revision stage, children have an opportunity to go back
over their writing and make whatever changes they feel are necessary This might
mean changes m syntax, sentence structure, organization, and, in some cases,
starting over completely. For the teacher, this may also be the most difficult stage
to teach. Young children and older students alike resist the notion that their first
dratt 15 not final. National Assessment of Educational Progress (NAEP) results,
tor example, show that when given an opportunity to revise a picce of writing.
tew students at the thirteen-year-old and seventeen-year-old levels do much more
than change punctuation or a word here and there (I12). These findings are con-
tirmed by Applebee (1), who found that 29 percent of the secondary teachers
surseyed reported that they “regularly™ asked students to write more than one
draft, but few students reported making changes beyond spelling, mechanics,
usage, or vocabulary choice.

Calkins as guoted 1n Gentry (5) suggests that beginming writers are reluctant
o0 revise because they view wrIting as a one-step process. She has attempted to
describe the early stages of revision for third graders and to ofter suggest.ons for
how teachers can help children move on to the next stage:

Revision Stage Suggestions for Next Step

Children don't independently reread or
consider either thetr words or thew me-
chames Writing 1s final, and tor these
children, 1t 1s extremely hard to put
anything on paper at all.

Some chiidren reread and correct ther
papers They only make small editing
changes, and they erase rather than
cross out. They see each draft as a final
copy

Somie Jhldren independently recopy
their preces This 1s a step ahead of the
child who merely corrects the onginal
paper. Once there are two dratts, hand-
wniting and spelhing can be relegated to
a later stage i the process, and the
child can worry about contént and lan-
guage only Also, as the child recopies.
he or she otten changes the original.

These children can revise in other me-
dia (verbally, for cxample) They
should also be encouraged to rercad
what they write. Questions like ** What
is your favorute part?”* help them begin
to look back.

It the teacher listens carefully to what
this child writes and asks honest, real
questions, the writer can learn that the
reader needs more information. Con-
tent revision begins as “adding on.”
Usually children first add on to the end
of therr piece. and later they add on to
middie sections through inserts,

The next step is to learn to make the
first draft into a working manuscript
Write all over 1t. Starit Change it Use
it.
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Instead of viewing the second dratt as
4 copy. the child begins to see 1t as a
second try Usually the child will at
first disregard the first dratt and do the
second one ““trom seratch

Encourage the child to use the tirst
dratt. "*What did you learn trom 12"
What necds to be cut? saved?
changed?"* Look first to the larger is-
sues: content, sequence, focus. Later

look at language. word choice,
precision. . N

Graves +7) and other rescarchers stress the need for conferencing as a strategy
tor helping students revise their wniting. Conferencing can oceur at any stage of
the writing process as was demonstrated by Lauras teacher, but it1s essential to
the revining stage. It need not involve a great deal of time. In fact, an cxcellent
means of conferencing 1s through the use of peer groups. Students can be assigned
the task of reviewing one another’s papers and making comments, asking ques-
tiens, and offering suggestions. At this point, they are serving as content,editors,
later they nught work with the same student or group of students as cup)f cditors.

Editing. Durning the edinng stage, students take a final look at theif writing.
correet misspellings, check their grammar, perhaps still change a word or phrase
here and there They might alvo do this tor other students.

The degree to which the edited, final draft will be correct depends upon the
developmental matunity of the student. Very young children will proudly hand
their teacher o paper filled with invented spellings and mechanical crvors. Many
ot these ““nustakes ™ represent learning i progress and should not be of concern
to the teacher. For older students, this might still be the case., but crrors might also
be indications of a need tor guidaace for the teacher.

At the secondary level, there is a strong focus on the editing stage of writing
Applebee (1) makes this point, but calls attention to its weaknesses,

In current practice, this tediting) may be the stage of writing that 1s stressed most,
though the purpose gets distorted m the process. In natural wnting situations,
editing 1s totally motivated by the fact that the writing is to be shared. the edr-
tortal changes are in the service of a polished final manuscript. not private
criticisms tor the author to read and file away. Tea.tiers’ comments on student
papers dre in many ways parallel to those of an editor, and 1t 15 not unusual for
Laglish classes to be taught sume of the standard proofreading symbols But in
1he Jassroom, the edited writing is not ordinanly about to be revised. it sumply
evaluated tor the writer's benefit, to be filed away rather than shared with others
However detwled and constructive a teacher’s coniments may be, their effec-
uveness depends upon the extent to which the students read the conuments and
upun whether simply reading them 1y enough to teach a student how to correct

the crroi> Since students rarely dre ashed to write another draft they have few

<hanees to learn how 1o use an editor’s suggestions and revisions to produce a

better manuscript

Publwation. Publication of students” writing is the delivery of the writing to
the intended audience. This nught be, and in many classrooms usually is, the
teacher. but it might also be classmates, other students in the school, parents, the
President of the United States, a local business lewder, the Society for the Pre-
vention ot Cruelty to Amimals, or any of a numbe. of other audicnces. Writing
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can take the torm ol an essay, a lass newspaper, a bound volume of student pa-
pers. ¢ letter, o telegram, or a collage.

What s most important 1s that children write with an audience and a purpose
i mind. They will not learn to wnite for different audiences il they know that the
only person who wail read their wnting 1s the teacher More important, they will
not develop an understanding of writing as a means ol communicating with the
people and mstitutions which nfluence theit hves.

Summary

[eachers who decide to use the process approach to writing instruction in their
classroom will find several things happemng. Children will spend more time talk-
ing with vne another and with the teacher. The teacher’s ability to diagnose the
needs of individual children end to guide their development will be strengthened
because oithis increased level of communication. Children will also spend more
tme writing and will be more highly motivated to write, not just in the language
atts. but 1n alf ol the subject areas and duning the hours that they spend away from
the Ulasstoom Finally. the level of trust between the children and the teacher will
increase. bevause the teacher’s role as editor will take precedence over the teach-
er’s role as evaluator
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What is the role of grammar instruction in improving students’
compositions?

When grammar instruction springs from and links back to children’s own writ-
ing. children will see the connection and use the new structures in their work.
Rescarch does not support the notion that an ability to perform grammatical anal-
ysis leads to improvement of students’ oral or written communication. Indeed,
some researchers feel that children younger than age 13 cannot work with ab-
straction S0 1nstruction in tihe abstractness of grammar may be counterproductive
Grammar nstRiction as an end in itself is unlikely to translate into better com-
positions. In 1950 the Encyclopedia of Educational Research published
numerous statements about the teaching of grammar, among which were these:
® Grammar 15 difficult if not impossible to teach to the point of practical appli-
cation; and )

® Formal and traditional grammar contain many items which if learned to the
pont of application could not have any serious effecton the learner’s language
use (9). .

Very few questions, however, are(fils emotionally charged as the one posed
here. Much of the recent research on writing pays very slight attention to the
teaching of grammar in the composing process. Indeed, in a recent review of re-
search on writing, several experts are cited who recommend that grammar
instruction not be attempted before grade 7 (5). This recommendation is made be-
cause many children have difficulty with the abstract nature of grammar, or
because such study will retard the development of the child's own language.

Other educators feel, however, that grammar instruction is necessary to help
children learn to write well, to be able to use language correctly, or to be able to
express themselves clearly. Parents often reinforce this idea. Traditionally in
American education, the **grammar”* school has been seen as the institution cre-
ated by a nation of immigrants to homogenize the culture through language.

Before we can look at the role of grarfimar instruction in improving students’ *
compositions, we need to define clearly what is meant by the term »grammar.”’
From there, we can proceed to discuss effective instruction and ways to integrate
that instruction naturally in the student’s writing.

Most teachers mean a subject matter when they say **grammar.”* **Grammar”’
15 taught by English teachers and consists of a set of rules which can be learned
and which, when used, will allow the speaker or writer to duplicate the language
used by the social class whose dialect is the standard of the language. In this def-
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imtion, differences among dialect groups are usually viewed as deficiencies
which should be remediated. Thus., the view of ““grammar™” taken is a prescrip-
five one.

In this view, **grammar™” becomes a value-laden term. By speaking **gram-
matically,” the speaker 15 using the language conventions used by the socially
prestigious class or group. Deviation trom this standard indicates an imperfect use
of language. a less than complete understanding of how the langnage really
works. Because dialect, usage. and other conventions of Janguage are ali cultural
phenomena. the listener (or reader) very often can have stercotyped reactions to
the speaker (or writer).

1t 18 this prescriptive view of grammar that dominates most **grammar’” in-
struction, Children are taught to make subjects and verbs ““agree’” in number. to
begin sentences with capital letters and end them with periods, question marks or
exclamation points, to isure that **every sentence 1s a compléte thought.” Often,
this instruction takes the form of memonzing grammar ruic. . Unfortunately, the
knowledge of a rule does not necessarily lead to the employment of the rule (1 1).

A More Realistic View

It by grammar, bowever, we mean the rules underlying our use of lunguage,
then every child comes to school with a working knowledge of grammar. While
students may not be able to talk about how Ianguage worhks, they can use lan-
guage. The teacher does notteach grammar. then, in the same way that he or she
teaches reading. Rather, by allowing children to use language--to speak and to
write -the teacher can foster the development of language skills. By organizing
instruction so that d child’s growing ability to write is encouraged. several things
will happen:

[. Chuldren will develop fluency in the “*physical’” or *"mechanical™ aspects
of wnting. Wnting difficulty may stem from two different problems. what to say
and how to transfer the thought from the mind to the page. If this second area of
difficulty can be reduced, then the wrter’s attention will be focused primarily on
the first area. In order to reduce the difficulty of the physical act of writing, the

muscles of the hand and eyes must be developed to the point that writing is not .

the hiterally painful task that it 1s.for non-writers. Frequent opportumtlcs to tlex
these museles will reduce the physical dnﬁculty

[t 1s the same tor the ““mechamcal™ aspects of language. anugnt opportun-
iies for whnting will develop the child’s ability to use words. speiling. and
punctuation 'n an almost automatic way. Frequent stops to check spellir . to
erase, torevise on the mechanical level will not be required.

"2, Frequent opportumities to write will also underscore, for the child. the dit-
ferences between what can be said and what can be written (2). Not only will there
be a desire to extend the repertoire of written forms at the child’s commend. there
will be.a need for more grammatical features which will arise from the child’s de-
stre to commumicate. Thus, the *"teachable moment’” will be created.

3. Children wili learn trom cach other. While it is possible to describe the
atages of language development in children as a statistical group. it is clear that
vmldren develop language fluency and control different grammatical structures at
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tmes and rates which vary Sromindividual to individual Such individual ditter-
ences are espectally evident - cassrooms i which, children from various
s aoeconumie backgrounds come together (7) Thus, by encouraging children to
talk and fisten to one another and to work i writing editing groups, teachers will
mvite the flow ol grammatical information from child to child as writing picces
develop Children, then, will teach one another
4 By presenting “grammar’ m the context of the child’s own writing, ap-
plication of conventions will be made clear and practical - As carly as 1908,
George Carpenter and his colleagues questioned the abihity of children younger
| than age 13 to understand the abstract nature of syntax. Itis, of course, precisely
this abstractiess which 1s emphasized when we teach **grammar’” as a systemof”
rules of how language operates. I, however, syntax were taught tn relation to the
hild s own winiting and speahing, then the abstract nature would disappear and
the hild would be able to apply the syntactic feature for which aneed is exhibited
Moreover. by delaying the attention to **grammar until the editing stage of the
whtimg provess, the child has already wrestled with one of the major difficulties
rwhat 1o ~ay ) and cant now tune atteqtion to the second ditticulty (how to say it)
> By helping students develop a sense of audience and of appropriateness of
communieation, the teacher can help children understand that the eftectivencss of |
language use depends upon tactors vutstde the child. Depending upon the nature
of the communication, wnether oral or written, children may need to use varia-
tons of standard English. As the child's sense of the communication’s purpose
Jevetops. the need tor selecting from among several linguistic items will be per-
cenved The lanfuage used when wnung to a friend is different from the language
used when writing 10 the prinapal of the school. Similarly, language used o con-
vinee d weneral audience of the rightness of a given proposition is different from
the language used to waite o ghost story. By setting writing tasks which are. dif-
terent m purpose «nd dudienee. the teacher can establish different language
demand situations. thus creating o need to increase the number of language fea-
~ tures avarlable

Writing Mechanics

This 15 not to suggest that “grammar™ instruction should oceur only in an ac-
oidental or undirected way, with cach child decidmg when or even it he or she
ncedds to learn particular items of the language systen. However. teachersdoneed |
l to muahe « distinetion between teaching grammar™ and teaching mechanics of
use. and teaching writing. o

By mechanies, we mean o series of conventions which help writers express
extralmgustie features of language. Mechanics inciudes usc of punctuation,
handwriing. beginming sentences with capital letters, spelling conventionally,
and soon: This system of symbaols can be taught convemently in the revising stage
and within the context of the childezn’s writing.

Teachers probably should not be too quick to insist that children learr the con-
ventions <f grammat anlspelling Tt may hc\p to remember that before the advent
of meveable type (seventeenth century in Enghish), regularized spelling was not
¢ muatter of coneern to wrsters, Writers spelled words to look the way they sounded
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(Donne, Spenser. o af 1 Regulanzed spelling largely rose out of the needs of
typesetters

Muany children use invented spellings because learning the coneept of writing
dewn words--learning to be literate--is more important than being nght. i the
dictonary sense (1, 4, 5y Rather than helping chiidren to write, insistence on cos-
melte correctness may actually mhlblt the t.hlld s willingness to write

Invenred spellings aad grammar ‘errors” may dalso be viewed as important
mdications of the problem-solving process used by the child and can provide im-
portant data about the child™s progress in learmng to read and to deselop writing
fluency What 1s commonly seen as a problem (the child’s inability to include
pronouns, for cxample) might better be seen as an opportunity tor instfuction. If

_ the child’s wnting exhibits no need for pronouns, it ts unlikely that a worksheet

MY
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on pronoun reterence will have much impact. If, however, the child 1s using pron-
ouns n an awkward way, he or she may be very accepting of a teacher’s
demenstration of how pronouns can make the sentence more fluenf, Simularly,
shuwing a child how commas can help readers 10 understand the child’s sentence
will lead to more ettective use of commas than will work on worksheets.
Grammar can be taught, in the upper grades cspecially, as a subject as worthy
of study as uther systems (brology, algebra, or literature). Even then, however, it
should be taught to these older students m the context of thewr own wnting. At
any grade level, the teachers ability to hink grammar to the student’s own use of

. language will underseore the relationship between what iy learngd and what can

be used.

Combining Sentences {f

Muany teachers have found that teaching students to combing sentences leads
to more fluent use of language. By practicing the embedding of one sentence or
iiea within another sentence, students can lear to create sentences which are
more Interesting and can leamn to usé a variety of syntactic pattermns.

The underlying notion of sentence combining 1s that fluent writers use longer,
more complex sentences than do less fluent writers. Through 4 series of guided
exercises, students are shown how several short sentences may » combined into
longer ones  For example, a poor writer may write these sentenges.,

William Rardolph Hearst owneda newspaper, '

He wanted 1o increase sales. \

He wrote abow: war atrocities in Cuba. “

A more competent writer might combine e first two \Lnlgnu.(\

Newspaper owner Willam Kandolph Hearst wanted to inc reast, sales

He wrote about war atrocities in Cuba.,

A stll mpre competent writer nught get all three 1deas 1nte once \Lnltntt

Wishing 1o increase sales, newspaper owner William Rundolph H( arst wrote

about war atrocities in Cubu. \

Toncrease flueney and add varety to students’ writing, sentence sombining
can be verd eftective, Often, wnjum.tlun\ or relative pronouns can be, .xddul m
the cum\[n to gurde the combinations:
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The cur wus stolen. The car that
It was red f(that) was stolen was red. ~

Other signals might include underlining parts of one sentence to be embedded
in the main sentence or using the word SOMETHING in capitals:

Joanna ate SOMETHING. Joanna ate the
The fish was broled. broiled fish.
and
We thought SOMETHING. We thought that
We would pass the test. (that) we would pass the lest.

Sentence combiming exercises have been shown to improve the fluency of stu-
dents’ writing, 1f fluency 1s determuned by length. Hunt analyzed writing samples
ot 72 writers (draw n equally from Grades 4, 8. and 12 and a group of writers pub-
hshed 1n Hurper's and Atlanic). He found that, indeed, older writers write longer
sentences But he found that the major difference between student writers and
adult writers was that adults tended to increase clause length, not total number of
clauses used Whereas younger writers string clauses together, cither with co-
ordinating or subordinating conjunctions, adult writers used more nonclause
clements to pack meaning into clauses (6).

Mellon urges caution, however, when using sentence combining activities As
carly as 1969, Mellon conducted expenments which showed that merely giving
students practice 1n sentence combining could actually have an adverse affect on
student writing unless sentence combimng practice was linked to helping students
look at sentence effectiveness (8). Again, such an activity sets the stage for stu-
dents” wnting to vceur. It cannot replace students’ writing and thinking about
thewr writing. Practice on controlled exercises is only a first step It will be the
students’ ability to use the results of these exercises in their own writing which
will determine whether the grammar wstruction has contributed to students’
growth as writers. .

Sentence combining 1s a good example of grammar instruction which will ex-
tend the student’s repertoire of wnting skills and which can lead to better
composiion wnting. Other exercises in grammatical analysis can be undertaken
based on real wnting produced by the students,

Grammar-Based Activities for Better Writing

Christensen, 1 discussing how a new understanding of grammar can lead to
mproved writing, Mmakes the point that composition is a process of addition not
of subtraction 13). He suggests that the typical sentence of modem English is the
cumulative sentence. The main clause advances the idea, but the additions move
backwards to modify or explain the statement of the main clause. (The preceding
sentence 1s an example of « cumulative sentence.) Thus. the sentence imitates the
thought process rather than presenting a sentence which has been pondered and
shaped n draft before being presented in the final copy.
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Chnstensen  hen has denved the principles of additton and direction of move-
aent which can help students to understand how their wnting works, Two other
principles bring 1n the dimenston of meaning and of texture. Usually the main
clause 18 stated in gene-al or abstract terms. Onee this clause 1s stated, the forward
movement stops and the writer moves to o lower level of generality or into sin-
gular terms For example, a student imght winte  Good thiends are important. at
feast to me When 'moan trouble, my friend Bidly o there ™ In these sentences,
a generahty s stated i the tist main clause, which s “stopped™ by the spect-
ficaion © gt feast, to me ™7 The second sentence uses an adverbial dlause and o
specitic o add texture to the idea that s beng presented. good friends are
mmportant ™

Use ol adjectives, adverbs, prepositional phrases, subordinate clauses adds
texture o wnting by imereasing specifienty. Through understanding these princt-
ples and applying them to their wntings, students can gain new insight mto the
value of variety and control of writing will fead to more competent wnting,

The Teacher's Role in Grammar Instruction

Muany teachen feel that students. espectally those in the upper grades (7-12),
need to kpow the meamng of terms ftke ““noun,™ “adjective clause,” or ““com-
pound sentence 7 This terminology can be taught to students. However, when
grammar istruction is totally devoted to the learmng of terms, 1t4s difficultto see
how the woncepts dentified by those tenns will affect students” writing ability. It
15 the application ot these concepts which is the goal. Students need to be shown
how grammatical analysts can help them generate better wniting. Like art for its
own sake, grammatical analysis for its sake 15 an dea which will appeal to few.
Even the teaching of a grammiar system gs o system should be tied to student-gen-
erated wning

The teacher’s role. then, in teaching grammar s quite different from being the
guardian of correct usage and the arbiter of elegant standards. As a helper or
voach, the teacher responds to the communication of the child, suggesting ways
to strengthen the childs wnting. or offening information about how language can
be used to state the thought more precisely. As Weaver points out, the teacher’s
know ledge of grammar in a fonnal sense i far more important than the student’s
(111 As a woach or editor, the teacher who understands the grammatical rela-
tonships among words and ~entences will see many ways to strengthen students”
wnting These vartatons can be taught to students both directly--as 1n sentence
combining--and indireetly. through editorial conferences,

As g le model, the teacher has two hinds of responsibility. One is the mo-
delhing ot cttective language structures. If chaldren hear and see practiced the
hinds of language which they are expected to use, they will be more likely to do
so The second responsibihity s for the teacher to be accepting of the child’s lan-
guage  This acceptance 1s important for all children, but is especially so for
<hidren tor whom standard English ts not a first dialect or language or who may
be developmientally or physically disabled. By working with the language used
by the child. the teacher will not prescribe language change but will taailitate lan-
guage growth and communication sklls development. By avoiding judgments
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about the  correctness”” ot language use. the teacher wall provide a friendly en-
vironment i which children can explore and “try-on™ dittening language styles
and can decide which language structures are appropnate, given the communi-
cative purpose and the audience  Finally, by refusing to divorce grammar
instruction trom the reality of language use, the teacher will be able to help chil-
dren develop an enthusiasm tor the systematic nature of language and an
eagemess o use that system to enhance their own writing

Summary

How can grammar mstruction help make students better writers? If the -
struction 1s ntegrally related to students” own wnting, and it the nstruction 1s
geared toward application. grammar can mahe @ difference Sentence combining
atinities have been shown to relate to improvements in children’s wriing But
¢n these exercises must be presented so that the reasons tor the effectivencess of

he new view of grammar articulated by Francis Christensen suggests some
cotions tor teaching students to vary the texture and direction of therr writ-
perease interest

new

twon doesinot--and probably cannot--lead o improvement i wrting Indeed, th
approach may prove damaging to the wnters atiitudes tow ard writing and in any
case will take time away trom the real tash wnung.
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How can I teach students to organize their ideas effectively?

The selection of an orgamaing principle 1s recognized as an important element
" 1 successful commumcation, whether in wniting or speaking  If we want the lis-
tener reader to understand our message, we need to provide as much help as
possible. We need to select words which convey our meanings clearly and pre-
cisely, we may use examples or illustrations which make our communication
more entertaiming or forceful, and we use language which is familiar to the reader
Even it all these components are present, the audience still may not grasp the mes-
sage unless 1t is clearly organized.

Students may learn to organize effectively, and the need for organization may
be more readily understood. if orgamzation patterns can be presented more of less
simultancously by the teacher both 1n a direct instructional mode and in less direct
istruction based on needs demonstrated in the student’s own writing This two-
pronged approach will allow the teacher to introduce students to several organ-
1zing techmigues while leaving them free to select the one they find most useful

When planning to teach orgamzation of writing or speech, it will be helpful
to remember that orgamzation techmques reflect cultural values and traditions
Moreover, individuals think difterently, view the same problem differently, and
will find that some ways of organizing are more attractive than others (5). Thus,
instruction 1 orgamzing will need to reflect these cultural traditions as well as
individual preferences. There are several models for organizing an argument
which can be taught quickly. Each of these models, of course, reflects a particular
view of the world, a view passed to us through a rhetorical tradition

For example. Plato taught « particular way to develop an argument Using a
series of guestion-answer-guestion exchanges, he would start from a generali-
zation, break it 1nto its component parts, examine each of these, and then put the
components back together into a whole that was new. One of the organizational
strengths of this model 1s that each question springs from the preceding answer
so that a unitied flow of writing (or speech) is the result.

A second very easy way of organizing writing or speech is by chronology: first
this happened, then that happened, and finally, a third thing happened. We owe
this orgamzing scheme also to the Greeks, who developed an interesting variation
on orgamization by chronology by starting in medias res. “'in the middle of
things."” In Homer's poems and 1n most Greek tragedies, the story opens with the
histener right in the nuddle of the action. Bt sooner or later the story goes back
to the beginning to give us all the background information we need and then con-

1
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tnues from the point that it started  This only works, however, when the audicice
already knows the basic story. New intormation ts not presented  Rather, a new
view of known facts 1s given.

Sull uther ways ot orgamizing include comparing and contrasting two ideas or
cvents or objects, developing an argument inductively (going trom the particular
to the general) or deductively (gong trom the premises to the conclusion), or de-
veluping an argument along numerous models trom classical studies of logic

Teaching How to Organize Writing

The real point ot this chapter is not so much how to organize. Rather. itis how
t teach others o orgamze Here, we run a very real risk of imposing our personal
values or nottons of organization on the young writer.

One of the awesome responstblities of the writing teacher 1s to help « writer
say what he or she wants to say without intruding too much. The teacher. as ed-
itor, must enter into the wriung without supplanting the author Very often, U
requres the editor t role play the potential audience while attempting to under-
otand what the writer wants to do. One sure way to “take over™ the writer task
is by dictating changes ot organization which please the editor but may not be ap-
propriate tor the writer

Britton presents an dlustration of this pomt (2). While walking on 4 beach,
Brutton picks up seashells which he takes home to arrange. He could arrange them
according t one of two principles. One principle 1s the bologist's. the shells are
needed to complete a spectlic display, and the arrangement shows the relationship
ol spectes of manne hife. If 4 better biologist than Britton comes in and looks at
the display. he could say. " You've got that wrong.”” However, since Britton is not
a biologist « more bikely arrangement 1s one which pleases him aesthetically No
one., connng to view the display. could say. **You've got that wrong.”" because
with the aesthetic principle there 1s no night or wrong beyond the pleasure felt by
the arranger '

How. then. van we help student writers say what they want to say while, at the
same time., showing them how to present their thoughts in a way which will reach
the reader” It « wniter writes for self-expression, this is not a major issue But if
the whiter writes o yommunicate to others, to inform them or to perstade them,
it 1~ incumbent on the writer to represent his or her thoughts in such a way as to
help the reader understand them (3). Several methods tor teaching organization
are available to us. Some are relied upon. often to hittle effect. while others are
seldom tried

Some Effective Qrganizing Methods

Iraditionaliy. the topic vutline has been presented to students as the skeleton
of the essay of report. Ruman numerals are used tor major .opics, Arabic numbers
for subtopics reldted to the magor topie, and lower case Roman numerals are used
to distinguish the sub-subtopies. (Remember *"No A without B This 15 cer-

O
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tanly one way to organize o paper, but it s by no means a guarantee of
orgamizatien, nor s it the only way to go about orgamzing

A major ditficulty with the traditonal outline has always been seen as one of
its stengths ats lineantty. The outhine forees the wnter to develop the theme in
finear tashion, whether a chronology 18 used, or a comparison contrast. or an in-
Juctive model. Not all wrters think m hnear fashion, however Sometimes one
thought will generate another one whose relationship to the first 1s pot always
ctear and “hinear = This tree assoctation may be hailed by psychoanalysts, but at
1 anathema for the wnting teacher who 1nsists on an outline

Sequeneiny Ideas

It, however. you are willing to try some means other than the outline., ash
patrs of students to write down thoughts related to the ov erall topie and m no par-
tieular order on separate shps of paper. Then the pair can lay all the siips down
on the desk ot table and begin discussing them, trying to tind relationships among
the widividual wieas Not oaly wall this help the young writers move “ideas™
around betore beconing commutted to them, but it will also help students learn
that an 1ed «an be discarded from the essay but still be a good wlea (Perhaps it
vdn be saved tor another essay )

Gettng Ideas

Shaughnessy devotes o chapter o her book Errors and Expecations to the
problem ot teaching stwlents just learning how to write to organize their writing
(61 She shares several insights whish are of value to all teachers of writing

Shaughnessy suggests that students” wnting often seens disorganized be-
cause the writmg s really in @ prewnting stage of development The thesis
statenient., its supporting details, and logical transitions to secondary or related
thests statements are absent because the wniter is stll grappling with articulating
the thests statement. In this case, we are not presented with o finished product but
with an 1dea 1n the process of being developed  Because the wniter is developing
the 1dea, huw or her expression wall probably be very egocentric The writer as-
auntes. for instance. that the reader understands what is happening in the writer’s
mund and. theretore. needs no transitions or explanation. Shaughnessy N sugges-
tion. then, tor teaching organization is to help students see how writers get their
ideas and then begin to develop them.

Getting wdeas”” activities might mclade developing lists and lookmg for re-
lationships among the lists, or nught consist of usng & “thank-link™ activaty
Think-links provide a means for both the generation of ideas and a visible means
af finding connections among deas. For example, students might be shown a pic-
ture of a garl looking in her purse while standing front of a pet store in which
a dog can be seen
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Students nught use the think-hinks in this way (4): N

Observation

/ The girl is looking
in her purse.

3
Assumption
She is looking
o / for money.
Inference
The girl is looking to see if
she has enough money to buy the dog. \ . >
Observanion < | Observation
There 15 a sign There is a dog
which says “*Pet Store.*” in the window.

Students, then, have made three observations (statements based on evidence)
which led to an assumption and to an inference. The graphic charting of the re-
lationships among the elements wll help students organize the structure of a story
they write about the picture. Moreover, students will also develop skill in devel-
oping the 1dea which will be at the center of their writing. Finally, by explicitly
determining which items are observations, which are assumptions, and which are
inferences, young writers can recogmze the need for a blend of generality and
specificity, concreteness and abstraction, and proof and inference in their own

< wrting.

**Cut and Paste’’

It you have read Catcher in the Rye by J. D. Salinger, you may recall a class
which Holden Caulficld describes. The class was supposed to help students learn
to ""stick to the topic.”* Every ime a student strayed from the topic, everyone else
was to yell “*Digression! Digression!" Holden, like most people, did not enjoy
the activity. However, less vocal peer-editing groups can be helpful in getting a
paper urganized. 1f the group 15 paying particular attention to organization, they
may find the ""cut and paste"” techmique useful. This is a technique for organizing
which many writers use. Once a draft has been written, the writer can cut the page
apartand reorder the component parts of it. While this often results in @ need to
write new transitions, it 1s a very concrete demonstration of the need to pay at-
tention to orgamzatonal matters. If the peer editing group suggests
reorgamzation, this becomes a technique for preventing the young writer from
losing interest 1n his or her paper because of the need to *“'rewrite.™

Of course. these suggestions all proceed from the assumption that questions
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of orgamzation can be settled at the pre nung OF revision stages ol the devel-
opment of the prece (1) Thus, this te b ~¢ method-1s inductive by reorganizing
the specific wdeas 1 a students draft, a0 ersense of more effective organization
will be reahized by the writer This 15 an especially appropriate methodology for
working with very young children--up to age nine or ten--for three reasons First,
younyg writers tend to write less in each prece and so have less to organize See-
ond, the young writer 1s still very often wriung for self, with less consideration
given to audience needs, at least imally. Finally, the abstract nature of orgam-
zation 15 often difficult for young children o ¢rasp and therefore a coaching
technique. to borrow Mortimer Adleds werm, wll probably prove most useful
For students i the higher grades (6-12), two old deas far the teaching of or-
gantzation have emerged in new cdothes. The use of writing models and writing
frames have been used with good eftect in the last few years Before deseribing
these technigues, howeser, some diselaimers are in order:
® | se ot techmyues to teach organization of wriing must not be confused with
actual writing any more than practicing place-hicking a tootball should be con-
tused with playing tootball. The exereise is not anend m iselt
o Writers will gan tar more from actual wnung than they will from **practice”’
wriing Lherefore, a larger pereentage of ttme needs to be spent on actual writ-
g than on practice
o Student writers will readily aceept mstruction 1f 1t proceeds trom their need to
olv@peoblems 1n therr own writing ot it they wan see 1 connection between in-
strchon) and ther own wnting,

Schematic Modehag '

Such madeling allow s older students (grades 8-12) o exanune someone else’s
wnting and analyze 1t Usually the teacher presents a paragraph, section, essay,
or shortstory by a well-know nwriter and pornts out the thetorical organizational
devices which this particular wniter used to create the eftect desired Forexample.,
imtal attempts to use this techmque nught focus on the number of words per sen-
tence used by Henungway as opposed to Faulkner. What difterent effects do the
w0 witers schieve? Later, an analysts of the first paragraphs of Hemingway™s
stors,  The Big Two-Hearted River,”” nught reveal that a number of the verbs are
expressed in the passive vore What elues about the protagonist does this method
ane?

Once students understand how these writers have organized their work, a
schematie model of the passage can be created as a class activaty That is. the con-
tent ot the passage s removed and only the structure and relationships of the
rhetorical parts wie lett An example based on this passage from /984 by George
Orwellillustrates. -

For some time. he sat gazing stupidly at the paper. The telescreen had
changed over to strident military music. It was curious that he seemed
not merely tohave lost the power of exprepsing himself, but even to have
torgotten what 1t was that he had origin: ly intended to say. For weeks
past he had been making ready for this imon®nt. and 1t had never erossed

his mind that any thing would be aceded except courage The actual writ-
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ing would be easy. All he had to do was to transter to paper the
interminable restless monologue that had been running wmside his head,

. literally ior years. At this moment, however, even the monologue had
dried up Moreover, his varicose ulcer had begun itching unbearably. He
dared not scratch it, because if he dud so it always became inflamed. The
scponds were ticking by. He was conscious of nothing except the blank-
neds of the page in front of him, the itching of the skin above his ankle,
and the blaring of the music, and a slight booziness causcd by the gin.

uddenly, he began to write in sheer panic, only imperfectly aware
of what he was setting down.*

Students will notice that the passage begins in present time, moves into the

past {""For wecks past he had been making ready™” ... **literally for years™), and

back into present time (T'At this moment...). Further, the sensory distractions to

- which the ﬁyamctcr pays attention are all ways to avoid the task at hand. There is

<n ronic understatement in the sentence beginming **He was conscious of noth-
mg . Finally, much of the effect of the paragraph comes fom the description

of sensory redutions. “he sat gdzmg strident military music,”” “his varicose
ulcer had bq,up itching unbearably,”” *"a slight booziness.™ The Iong delay 15 re-
solved mum.dmtulv in the first tive words of the next paragraph. *'Suddenly, he
began to write.'

A model mlght take the following form:

Sentence i1 **For some time, he

‘ verb  adverb  complement
Sentence 2° Describe éxternal change.
Sentence 3© State the problem: **It was curious that
Sentence 4: Go back in time: **For some time past
Sentence 5. Restate the problem: “Allhe hadtodowas ™
Sentence 6 “At this moment, however,
Sentence 7: Sknsory digression: **Moreover, his
Sentence 81 Further comment on digression: **
Sentence 9: “*TFhe seconds ticked by.**

Sentence 10: "He was eonscious of nothing but {:he problem)
dnd\ and .
Sentence [1. “*Suddenly he began "

Students will select an experience of hesitation and, using the model. can
write a passage paraliel.to Orweli’s.

Sentence | For some time, he stood gazing down at the water.

Seatence 2. The breeze had stopped in the trees,

Sentence ;. 1t was curious that he couldn’t jump.

Sentence 4 For some time past, he and Joe had planned to dive out of the

bi 1g tree,
Sentence S: Al he had to do was step off the limb.

*From NINETEEN LIGHTY-FOUR by George Orwell, copynght 1949 by Harcourt Brace
Jovanavich, Ine L renewed 1977 by Sonia Brownell Orwell, Reprinted by perinission of the
publisher
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Semence 6. At this moment., .owever, the water scemed much farther

away.

Sentence 7. Moreover, his arm ached from his tetanus shot.

Sentence 8. He hadn't seen the nail sticking up through the board and

stepped right on it. Then he'd needed the shot.

Sentence 9:  The seconds ticked by:

Sentence 10.  He was conscious of rothing but the water below him, the

breeze playing in the leaves, and the ache in his arm.

Senitence 11.  Suddenly he began to step forward and was hurling through

space.

Atter wrting, students can compare their work with Orwell's and withone an-
other . For example, in this exercise, someone may suggest that Sentence 2 needs
to be changed because Sentence 10 calls for a sensory impression but Sentence 2
describes the Jack oi 1t. The wniter will be able to see how each of the parts of this
passage interacts with the totality.

Writing Frame

A second device for helping students leam to organize is the writing frame,
which 18 sinnlar to the schematic mode! in that the student writer is given very
spectfic instructions about how the sentence or passage must be completed This
1 especially useful when beginming a new kind of writing. The tollowing frame
was developed by Yatvin for use with children in grades 4 and 5 (7

Can you hear the wind as it sings through the trees?

Can you smell the

Can you taste the

Can you touch the

When you do, you will know the

By completing the last part of each line, the writer completes a piece based
on the trame. By talking about his or her poem later, a sense of the organizing
will come through. As Yatvin points out, not all writers need the frames and
should not be forced to work with them. But many students will readily accept the
frames as a means to solve their own writing problems. |

?
?
?
?

Summary

Teaching students to orgamee effectively, then, will be casiest if such instruc-
tion 15 based on their own writing. As the piece is developed as a result of a
conference between the writer and editor(s), organizational questions will be
hammered out. 1f, as the teacher, you feel a need to give supplementary instruc-
ton 1 orgamzing. the use of models, frames, and ovtlines may prove beneficial
1t shoutd be remembered, however, that organization is both a persenal and cul-
tural value rather than an absolute. Furthermore, it is well to remember that
fearming abaur wrnting will not take the place of learning to write by writing. Most
important, however, 1s the recognition that not all writers think alike nor do they
orgamze alike. By providing instruction in organizing techniques and then allow-
ing the writer to choose the ones that work best for him or her, the teacher can
focus attention on the importance of organization as a quality of good writing,
rather than expecting students to organize for the sake of organization
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CLASSROOM ACTIVITIES IN
COMMUNICATION

Some oral language and writing ac-
tivities seem to delight students and
teachers alike. Other activities are un-
dertaken, because they have always been
part of the teaching tradition. Chapters
in this section discuss the value of several
activities for fostering students’ facility
in oral and written communicatior.
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What classroom activities foster improved oral language?

.

Oral language 15 an essential medium of learning across the curriculum The
abihity to commupicate orally his always beena concern vt educators Instruction
has gradually been changing, however, tfrom a primary emphasis on such in-
whool communication activities as public speaking, debate, and parliamentary
procedure 1o communication as a more functional concem. The oral language
needs of students [reauently anse m out-of-school situations, and meeting these
needs 15 npw more often the primary instructional thrust. Certainly, educators
must consider the need for all types of activities, but the development of true com-
mumcation competence mu t encompass several things. knowing the variety of
sunctions open to communicators and how best to implement those functions they
deen important, as well as a knowledge of and practice in using the skills of
speaking and histemng. Mature cummunication competencies include fluency in
both verbal and nonverbal behavior and an awareness of the circumstances in
which the communication takes place.

Students ot all ages bing a degree of oral language facility with them to the
<lassroom, but they need qudance and practice to improve their competencies to
more effective levels. Children’s needs for communication instruction differ
greatly, and their tarmly environment 1s probably the most influential factor in de-
terrmmingf those needs. Children growing up in a rich language environment,
where adult models of speech are present anc  Fer~ the children are encour -l
to interact with these adults and older siblings, .+ .11 have a different language fa-
cility than those with ¢ more restricted family environment that limits the <hild’s
opportumties to nteract (2).

Children need an understanding adult in their quest to acquire the sKills they
need to become effective communicators, The teacher, therefore, can do much to
help children gradually meet the oral demands of the school setting Classroom
activities that center on student concerns and stimulate problem solving and crit-
wal thinking skills while enhancing interest in the effective us¢ of language will
do much to ncrease the skills and awareness of tne students invoived.

The purpos. of oral language has been to get one’s thoughts and feelings to a
listener. Oral communication is still our most prevelent means of communcation
Theretore. 1t 1s the school’s responsibility to help students use language appro-
priate to ¢ wide variety of situations, to match specific communication purposes,
to increase their poise and assurance in group situations while improving their
voice yuahity, and to understand common social techniques so that listeners are not
distracted by poor language choices.
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Oral communication skills are essential tor learming to read and write and tor
«ontinued learming throughout the schoul years In tact, these shalls are being re-
tined throughout our lives as we leam new vocabulary and new contexts within
which language 1s used 1t s a never-ending expenience. Teachers who listen to
what students have to say, use good specch patterns, and provide opportunitics for
discussion will serve as models of good communicators.

Most teachers are knowledgeable about the interrelationship of the language
shills. Loban's 1963 study concluded that children who are more proficient with
oral language are also more suceessful i writing (7). Durkan found that chidren
who read betore coming to schoul enjoyed o tanuly environment that included
parents and siblings who talked with them and answered their questions (5).

Brutton has indicated that young people talk to leamn in several phases. from
deseribing and explamag in small groups. they talk with the teacher to consider
alternative explanations and how to venfy them and finally they conduct an ex-
penment, talking through cach step (.

Latensive apportunities tor oral langeage oceur naturally duning the school
day Bxchanges of grectings, ntroductions, and both casual and purposetul con-
versations are 1y predl soctdl respenses. Students continually respond to guestions
and posc theu own within the context of acadenie studies. Verbal mteractions oc-
cur when smail group or whole (s discussions take place as various topics of
procedures are considered  Oral teports are presented spontancously and on o
planned basis These tew examples of the natural uses of oral language can be-
woinie cttective tools tor the ddassroom teachier i amproving conimunication
~kills

Teachers may devise ddassroom actividtes to accomplish their instructional
guals through planned experiences. but st fies have shown that the amount of
Structure 1s ot as important to leaming as the settng ot cear instructional pur-
poses €31 When chaldren are involved i activities and their contributions are
respected., the assrovin atmosphere s wholesome, pleasant, and more condu-
wive to the entire teaching-learming expertence. Care must be taken that children’s
needs are adentitied and activities appropriately selected for the particular group
ot children being taught It language s the medium tor learming, then language
shills should be integrated with other curmiculum arcas as needed and as naturally
as possible, as in a umt approachito a topic Specitic activities with a view toward
commumicanon competence should be constdered--activities e which the com-
MUNICALOT 1s i d sense o probiem sulver who responds to given situations with
appropriate behaviors that he or she alone controls.

Framework for Learning

Ancttective environment tor learmng is one in which students have many op-
portumitics te partiapate Student interactions as both speaker and listener must
play a stzmticant role Barbara Wood, among others, ha, compiled a framework
tor oral communication which teachiers may use in designing appropriate instrue-
tonal expericaces  The somponents ot this framework consist of the social
competencics of young chidren, the five communication functions and four as-
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pets of commumieation competence 8.9, 101 Students atall fevels should be
given opportumities W practice the five commumication tunctions of controfhing,
techng, mtornung. ntuahzing. and imagiming - The controlling tunctien 1s con-
werned with controlhng types of behavior such as suggesting, persuading, or
warmmny  Feeling consists of communivation acts i which participants respond to
teehings and atuitudes such as blanung or exclaming Informung functions are
communcation acts of seching ot ottenng intormation Questioning plays 4 vual
role, as does explaiming and denonstrating Rerualizing serves to mamtain soctal
relationships i the torm of greetings and tahing tumns Finally imagning. as the
nith communieation tunction, places participants in role-playing, dramatzing,
and storytethng situations

These tive tunctions each cover large areas ot activities For example, under
teehag would be tound such acts as challenge, taunt, approval, congratulation,
cach with appropriate examples For students using the communication tunction
approach tour aspects to ther tasks are. 1 to enlarge their repertore of acts and
to reanain tleuble, tor the people., setting, the conversation, and purpose of com-
muntettion wilh determmne their appropnate response, 2 to Judge etfectiveness of
the respomse they select given all the conditions above, 3. to carry out or imple-
ment shilltutiy the communication act selected n g variety of sttuations designed
to mprove thair competence, and 4 toevaluate the interpersoial effectiveness of
the total situation by giving students many opportunitics tor feedback trom their
peers so they can niahe judgment of their owid and the work ol others

Role laking

Rote-taking situations are abso recommended as anettective language activity
. b Students assume o role and then interpret their part according to a char-
acter s ape and personabity Verbal and nonverbal behavior can be obsenved. with
olass niembers deciding whether behavior appropnate tor the situation and person
was presented  Follow -up questions examine the range of responses., the selection
of specttic responses. and how well they were implemented.

Brown has discussed role-taking and the importance of the context i which
comnuncation tahes place He contends that to communicate well s to show
awareness of and sensitivaty to the situatton ** This sensttivaty 1s reflected skill
atrole-tahing. creating messages, responding to teedback, vary g speaking style
and using language to accomplish one’s purpose.™

Role-taking requires the ability to put oneseltin the position ot others and to
we things trom that perspective Creating messages involves such skalls as the
abthiry 1o talk about topies of interest to others and to onesell, to heep to the point,
to orgamze ideas and support them with examples. and to relate what is satd to
preceding remarks  Responding to teedback s the antictpation of other™s re-
sponses and o willingness to adapt to them: To allustrite sensitivity by adupting
one ~ style of speaking, Brown reters to the tive communication styles deseribed
by foon Toos used the terms “mtmate™. “easual” . “consultative™, " formal™
and  trozen o describe the vanety of styles an ettective comntunicator might
use 16y Browns hinal subshall ts "using language tor a purpose™
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{nterpersonal Interaction

Continuing interpe sondl interaction with indivadudls and i small and large
groups leads to communication competence. There are mnumerable opportunities
t experiment with activities usetul and important to students sed in e eryday sit-
uations A strong emphusts on interaction helps to ensure that the skalls practiced
are current and usetul. This currency will tend to link oral commumeation skills
more Josely to reading and wnting and the content areas for students and will
Jeal with real cotcemns about which they nught have read. discussed, or reported
on across the curniculum Ideas and feehings can flow more readily when students,
awng with lanuly and community members. have helped to formulate the direc-
non ot curricuium plans,

It interaction anmong children v sigmificant to learming thear roles as listener
and speaker, then whole class or sniall group discussion takes on major impor-
tance The teacher at times may serve as moderator or discussion leader and
theretore must be a shilltul leader of discussion. Childrer need direction to func-
twon ettectively during discusston, learmng to use the multiple skills involved
These include preparation shalls for the topic to be discussed, listening. speahing.
and thinkang shails as well as the social shills which play an important part in the
suecess of any group activity Standards for discussion must be set with students.
a ledr purpose established. e tor student preparation provided. and assistance
given in iproying questiomng shitls by oftening relevant responses and sharing
comversation Discussion tahes time. but issues across the curmeulum can be dealt
with while sudents receive direct practice in critieal thinking <kills and problem
solving all ot which demand interaction and use of effectise oral language shills

Interaction. whether one-to-une or on small or large group basis, usually -
volves questoming, and its importance s frequently cited by those imvolved 1
oral communmcation research A caretul sequence of guestions can lead to dis-
wussion, and open-ended  questions tend to be the best talk starters One
researcher. however, cautions against ashing too many unnecessary or irrelevant
questions and suggests instead that teachers make statements about the topic that
students may respond to, which serve to imvolve the student and clarify what was
wid 141 Students should be epeouraged to guestion each other to stimulate greater
participation in discussions - Fonnalating questions with more precasion, clarity,
and relevance will increase students” etfectiveness in oral commupication and
carry over to their written shills as well,

Finally. the pure tun of exploring ideas and words through word play. simu-
lating argument, and creating drama should add a zest for language to many
dasstaoms The use of word games., locating synonyms and antony ms for com-
mon words, explonng sensory words and multiple meanings of words, and
recognizing the impact of emotion-laden words will do much to enrich the stu-
dents voudbulary and help them to speak or write more eftectively Mini-debates
on subjects o coneern to the students can provide opportumity tor orgamzing
ideds. using propuganda techmgues, and developing precision of language Cre
ative dramatics can provide tor interac tion and development of both speaking and
histening shills
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Summary

{ncloding language arts activitios in dlassroon instruc tion does nat ensure the
learmng of communication shills. Tty essential that direct teaching of eftective
coinmuttication prinviples and opportunities for interaction be implemented in the
pl’(N.L"\\

An activaties approach to the teaching of oral language shalls uses the activatics
previously mentioned as the focal pomnt of instruction: Lessons and umits are or-
damized around practical experiences sucl as discussion, tormal conversation,
atid debate as well as more artistic siuations such as storytelling creative dea.
matics, and choral speaking e

Others recommend having students master the skills of speaking and listening
such as organizing ideas. using appropriate language, and speaking clearly. St
uthers would recommend o functional approach and would select activities to in-
vrease the students” repertoire of communicgtion strategies as suggested 1n
Woodss matenials (9, 10).

An approach which centers instruction upon the student seems more effective
than isolated socal interactions Common communicatton functions that are re-
sputises to evenvday life situations are best selected from suggestions of students,
tanuly, or commumty members. A sensitivity to student communication needs is
essential )

Nrticipation of all students in the classroom should be encouraged, and they
should be responsible tor their own ebservations and evaluation of «tivities. Op-
portunities to practice both verbal and non-verbal strategies should be arranged
tor children, as adults frequently fal to develop these skills effectively. The
chanee to discuss real issues and concerns i planned discussion sessions, along
with time tor role playing and creative dramia, will provide students with incen-
uves tor developing preciston and vaniety i their oral language. Finally, the
exploration of the language through word play and multiple meaniags ot words

will bring enjoy ment and an added awareness of language itselt,
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T what extent do activities such as the following facilitate
achievement ip speaking and writing: dictation, copying
paragraphs from textbooks, teaching reading to students, and
students reading *‘good’’ literature?

Chuldren tend to be motivated to try harder when they are engaged in plea-
wrable expeniences They frequently sustain their attempts for longer periods
when they see meaning in what they do. Of the four acuvities noted in the guestion
above. the most meaningful and plzastrable to childeen are the teaching of read-
g to students and student reading of literature. These two activities, unlike
dictation or capying exercises, require that the learner interact 1 a mea Tagtul
way with text 1ty the passive nature of copying and dictation which undercut
their possible value

There 15 httle evidence that copying paragraphs from textbooks is a viable
fearmng expenence. This type of copying might be used to increase older stu-
dents' recogmtion of, the sense of wholeness™ found in the structure of a
paragraph f the sentences copied are then reviewed in order to sce the “sense of
the whole™” that results from relating all sentences to a sigle topic or subject, then
perhaps the tme spent copying will be somewhat meaningful to students Using
paragraph structure (o show sequence and organization for writing might also ben-
efit the students” own wriang. Yet, the major difficulty with copying and dictation
exercises 1s that they are meaningless to students--they cannot see any direct re-
lation to a real-lite experience. '

Children'. desire to fearn to read is well documented. and, of all the school
subjects, parental expectations in this regard are mostclear They believe all chil-
dren should leam to read. and therefore activities that enhance their children’s
opportumities to leamn and increase their chanees of leaming to read are supported

Callitrt’s strategy for teaching the language arts consists of four stages: *au-
fstic. commuricative, analvtic, and aesthetic' (4). He suggests that at any of
these stages. those experiences which are pleasng to the learner will tend_to, be
repeated. In other words, children tend to return to and repeat experiences from
which they denve satisfaction. Heanng prose and poetry, as well as other forms
of wnting read aloud. and reading of good literature are just such activities

The Teaching of Reading
The interrelationshup of reading, wnting, and oral language is « solicvone. and
certanly shills ganed for one wall heavily influence the othera. Graves speaks of
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writing as the  making ot teading”™ and ot the young writer s need for knowing
the sound symbol relationships ot reading 6y In addition, he sees the auditory,
visual, and hinesthetic systems reguired in reading as also being used as the child
whites  The childs wnting 1n turn contnbutes to greater reading capabilities.

The teaching ot word attack shalls includes making phonetic and structural
generalizations, understanding sy llabi ation, using words in coniext, and using
the dictionary. These ofter help to children who are encountering unfamihiar
words i thewr reading and 10 turn become tools when children encode their own
spuken or wnitten messages for others, The auvral nature ol the sound: symbal re-
latonship also draws heavily upon the listemiag and speaking capabilities ot
children and thus retnforees skills in these areas.

There s much to be sad tor histening to stories and poetry read aloud within
the process of teaching children to read, Tor the acguisttion of vocabulary becomes
more meaningful when heard in context and thus more useful when recalled tor
compuosing purposes. Research has speetfically nedincreased vocabulary and im-
proved comprehension with programs of reading aloud. Cohen found that a
planned program ot activities following the reading ol stories increased second
praders vocabulary and abihity to comprehend. She concluded that oral language
correlates with reading, and both can be improved by regular exposure to stories
read aloud 5y

Applebee’s research on children’s dc.w,lupml. perceptions of stories included
Jtudy ot the intluence that l.lullt) with a story s language has on the reader’s abil-
ity to predict, o gan meaning, and to enjoy reading (). Teachers who wish to
enhance their reading programs with opportunities for children to acquire greater
sense ob story, and thus greater Tacthty in reading, can read aloud, tell stones, and
tollow stories with activities in which meaning, questions, and yocabuldry are ex-
plored and extended  As g redult, children who have strong story coneepts are
better able to getell, discuss, and create both oral and wnitten stories,

The sense of audience that is aequired as students read a variety of forms of

wliling istories, reports, essays, and letters) can be transferred to thewr oral and
written compositions as they produce for self, teachers, peers, family, or a larger
reating and hstemng audience (3). The objectivity reguired to transimit thoughts
to uthers certunly can be strengthened by encountering this same objectivity in
the wniings of others

The mere tash of reading, which involves making meaning trom print, utthzes
the chulds knowledge of punctuation, capitalization, spelling and grammar. and
syntax When reproducing their ownideas, young writers can draw heavily upon
their reading cxperiences twmore adequately use this knowledge. Studies are un-
Jerway that are finking children’s faality with sentence combining to reading
comprehension ) Certanly o reader, when attempting to write or communicate
ardlly, has a (istinet advantage over those whe do not read. This leads us o a
kiow fedge of Literature as one souree for tmproving reading, speaking, and wnt-
ing ebihties .
The Role of Literature in Speaking and Writing Achievement

The prece ling section on reading has indiced that sense of story, vocabulary,
and comp; chension shlls are enhanced by hearimg stories read aivu b or by reading

"i
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wdependently  The unportance of using hterature across the carriculum has long
been advocated by Huek and other experts in the tiekld of children™s Iiterature (7)

Children Tearn from Iteratuie as well as abot hterature. Listening to and or
teading prose and poetry can give children deas and information that may serve
4~ wontent tor buth speaking and writing experiences Readers find that stories can .
abse be exating and enjoyable expertences which can motivate them to make an
attempt to entertain others through the talk or wnting Intormation gained from
stories can answer questions and broaden perspectives of readers and listeners in
4 way that will ephance their ability to discass a topie or approach their writing
wiiht greater nsight Best of all, it nsprres them to share this information with
others Children and adults may become interested in o story and want to share
their excitenient with others by either retelling or writing about the story. This
need to communicate their delight encourages them to orgamze the story into
sone logical sequence of thought, usually follow ing the plot structure. so that the
Itstener or reader can tully appreciate the tale that is being shared

Stewig advocares the use of good chaldren’s hiterature as € base for developing
better student wiiting (81 He also urges teachers to read aloud and students to read
independently as ways o immerse students an hterature. Those students and
teachers who hpow hterature can then talk about 1it, reflect upon it, argue about
it and raise questions about it Stewag suggests that childrer may become better
wters by using the hiterature they hear and read as models upon which to build.
He urges caution, however not all stories should be tollowed with language ex-
periences of an ordl or written nature. Many should be enjoyed for theirown sihe,
pondered, puzzied over, and stored away 1in memory for later recall at the ot .14

"iesure There must be abalance between use and abuse of literature, and teachers

must be sensttive to childrens capabilitees in this regard.

The publication «* works by student writers helps children to view writing as
a tsk that not just adults but they, too, can perform well. Young Author Confer-
emves and workshops that have been conducted around the country inrecent years
otter proot of the motivaiing power of children seeing their own works *in
print * Young people who write, design, and actually bind their own books are
stimulated by the recognition they receve to mahe additional attempts at produc-
g and improving their stories Many of these conferences use literature as a
mode] tor student witing and include published authors and iltustrators in their
programs v

Today. when many chaldren sprnd hours passisély »u front of a television set,
perhaps one of the exciting contributions of literature is the response that arises
at the close of most stortes. Response tahes many forms, but the two major ones
are talk and wrting Botton talks of chaldren taking the role of spectators--spee-
tators who connect their experiences with those of someone in the story and who
can re-enoy thetr own experience each tme they hear the story (2) Many chil-
dren ask questions through a story to clanfy their own thinking or to comment on
someth ¢ they personally can relate to. Discussions of stories help children to
probe turther into the authors itentions and provide an opportunity for them to
share thetr enjoyment and uader sanding. Teachers can pich up many clues to the
huldren s depth ot compiehension during discussions that tollow a story. Listen-
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ing toJhuldren explan or retedl astory provides sgmificant intormation about ther
oral language tacthty as well as about their understanding ot the content.

Childrens wnitten responses to books show that they adapt patterns from the
sturtes thenselves and pick up vocabulany and literary devices. Children who
have not yetmastered the mechanies required to wite can dictate their own stories
o their responsessto stories written by others, Seeing the teacher encode therr
words on paper helps strengthes ther understanding of sound symbol relation-
ships and ot the tormation of letters Storres or labels dictated o accompany
Juldren's pretures also reinforee thewr understanding of tath-to-print coneepts.

1t 1s common tor chuldren to dramatize stories they have read or heard read
doud  Fhis active response provides an outlet for children’s desire to become
physically mvolved and also helps them sort out the sequence of events and ap-
propriate beginmungs and endingd, which turther strengthens their coneept of
sory

One additional advantage of the use of literature 10 the schools mugzht be that
atdeveloping vriticdd thinking <kills, Discussion of stories, their characters, their
plot structure. their torms, and the literary deviees employed provides quantities
ot material tor thought. The developinent of enteria upon which to base judg-
.ients about the quality of o particular story form or the use of a hiterary device
v fead children to mahe inteligent decisions about the books they read Com-
paring and contrasting stortes of like theme or plot help young people become
more haow ledgeable abouat literary clements and their approprate use This im-
proved understanding ot literature van then be used when students produce their
own stories

Summary

to gan control v.aor the use of any form of communication eatails knowledge
of the torm We have looked at activities with reading and literature “hat enhange
voung people s knowledge of torm and contert. The sharing of hiteraiure through
dramg, listemir 1o discussion, and wniing provides a vehicle by which both teach-
ers and studenes are drawn into the processes that produce language. The literature
the v share will provide excellent models from which students can gain a sense of
story and ¢ more complete understanding of hiterary forms and devices, The stu-
dents can, in turn, recall these understandings when they have o need or desire to
use them

The interrelationships that abound within the language arts components are
mutudlly beneticial For example, reading ofters a model of correct spetling and
witence tormation as well as word meanyng in o context that will help students
become more eltective speahers and wnters. Improvement in one shill such as
listemng will remntoree both speghing and wnting. There s a constant interaction
ansong the skills associated with speahing, listening, reading, and writing as they
are apphied across the school curnieulum.
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COMMUNICATION ACROSS
THE CURRICULUM

The twa chaplers‘in this section laok
at oral and written communication from
a cross-curricular perspective. Since all
teachers ,bsk students to speak, ta listen,
and to yrite, regardless of the subject
matter! these skills can be taught and
practiced across the curriculum.
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Is listening a matter of skill or motivation?

. ! '
:

"Phulosophers of language who are nterested in the probln\v_m of how words re-
fer to objects cite an interesting case from the history of astronomy. Early
astronomers were particularly drawu to two bright stars. One was the first visible
atter sunset and was named the Evening Star. Another appeared just before sun-
ris¢ and was auq’ordmg!y jalled the Morning Star. Later astronomers, however,
discovered that the Evemigg Star and the Moming Star were, in fact, the same
heavenly body. Tt simply Lppcars at different times in different parts of the sky.
The astrogoniers discoveged, in addition, that this heavenly body was not a star
at ail but rather the pluht Venus. The philosophical issue. Do the expressions
“Evening Star’” and **Morming Star*” have the same meaning since they, in fact,
reter to the same celestial object? Are they meaningful expressions at all since
their reférent, Venus, 1s not a star? Did **Evening Star’* and **Mormning Star*" ex-
press different meanings before the discovery of Venus? ‘

When we discuss skill and motivation in listening we are, in some ways. like
early astronomers unknowingly observing the planet Venus Surcly skill and mo-
tvation are properly regarded as different but congruent aspects of the
phenomenon of listening. - e

We are all aware of histening in one respect or another, but it is important that
we make our understanding of the listening process explicit. We do not want to
mistake a planet for a star. For example, in our occasionat frustrations with class-
room behaviors that distract from learing, we are often prone to complain. *My
students just don't histen.”* In these cases, listening™ is a buzzword that trans-
lates as courtesy, disclphine, respect for authority. Listening instruction can
certamly be a powerful tool that contributés to a positive learning environment
In tact, our destre to build a classroom climate which encourages respectful par-
ticspations-interaction 1n which students build on the teacher's and each other’s
ideas--1s a major motivation for working on listening skills. But it is not helpful
o=+ grate student histemng skills with silest, obedient classrooms. There are many
reasons why students may call out, distupt, or stray away from the task at hand
Often students with classroom behavior problems are ones for whom material is
pitched too high or too low. Or it may be that teachers with disruptive classes are
giving unclear or contradictory instructions so that students have a hard time,
knowing what 15 expected of them. Sometimes, too, disruptive students arc ex-
periencing emotional turmotl which is beyond the teacher’s legitimate control.
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Some types of histemng demand quiet, 1t 1s true. But other kinds of listening
demand free questioming. discussion, interaction. The test of whether students in
any particular classroom are effective listeners is not whether those students can
remain silent. Rather, the test1is whether students speak and act in a manner which
1s responsive to preceding talk. Listening as responsivencss, of course, presumes
that things which invite response are said in classrooms. If the classroom climate
15 not rich with alk that respects the intellogt and point ofyyiew of the students.
no amount or techmque of listening instruction can bear fniit.

Purposes for Listening .

People can have a variety of responses to listening experiences:
® [ was listeming. | just didn't hear what you were saying.
® 1 don't understand what she said, but [ sure enjoyed listening to her say it.
® [ can’t remember what she said exactly. but if we foJlowed her kind of thinking

we'd really be n trouble. )

We can approach cven identical spokén messages in several ways. depending on
our purposes tor hstening. One purpose for listening may simply be to discrim-
inate sounds. We might listen above the din of the classroom to hear if the
teacher’s footsteps are approaching, or we might listen to a child' speech to count
the number of tmes he says ““an't™" instead of **isn’t.”" Another purposc is in-
tegrating information, usually in the context of following instructions. 16 this case
we may be trying to get the gist of a message, transforming it almost immediately
into usable concepts and discarding any specifics which are not of value (e.g..
Tl just take Highway 162 1nto town and then stop at a gas station to find Womack
Road.™). 4

Literal comprehension 1s quite a distinct purpose. Here the listener intention
15 to absorb and retain as much information as possible. This is the Kind of lis-
tening most often demanded when teachers lecture students about material which
18 hikely to appear on a test. Empathic listening demands that we suspend our own
feclings and reactions iis order to sense those of another with whont we are speak-
ing. To histen empathically we must withhold our automatic tendency to judge
others and must be particularly attentive to the speaker’s nonverbal cues. it is the
kind of histening crucial to the development of human refations skills.

On the other hand, evaluation may be our deliberate purpose in listening. Crit-
wcal listemng allows us to distinguish fact from opinion, to weigh the relevance
and credibility ot information. Political messages, advertisements. arguments
among friends all are opportunities for critical listening. Yet another distinct pur-
pose tor hstening, often a precursor to critical listening. is inference making. In
inferential hstening, we go beyond the literal meaning of a message to discern a
speaker’s point of view. We form hypotheses about what that speaker might think
about a difterent question or topic, or what that speaker might feel in a different
sttuation. Finally, our purpose in listening may be purely aesthetic. Joby's father
tells him a story and Joby listens, not because he wants to recall the story at some
time 1n the future. not even because he wants to abstract from the story some les-
son or moral, but.simply for pleasure.
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Active Listening ; . .

Sound waves impinge on us regardiess of our express desires. Indeed, noise
pollution can be a sigmificant hazard to physical and mental health. But listening
for any purpose demands an expenditure of cognitive effort. Listeners must ac-
tively screen out unwanted aural stimuli and selectively attend to their chosen
stimulus. Morcover. the hstener’s mind can take in information at a faster rate
than the speaker’s mouth can broadcast words. Speakers typically produce about
150 words per minute. Listeners can effectively take in information at more'than
twice that speed (20). Therefore, even an attentive listener has a good deal of
*spare time."* Unless histeners use this time to keep themselves on task, they will
inevitably be distracted. Effective listeners avoid-distraction by reviewing what
has been said. by anticipating upcoming material, or by synthesizing the message
with background knowledge they already hold. Notetaking is sometimes also an
aspect of active histening. Moreover, most listening takes place in the context of
spontaneous interaction. That is, the roles of listener and speaker shift fluidly. In
the context of interaction, an active listener frames and poses questions which will
enhance information intake.

Another active listening behavior which takes place in all face-to-face com-
munication situations 1s nonverbal feedback. Speakers are powerfully affected by
their histeners® silent but visible responses. Yawns, frowns, shifting in seats, and
slecping are negative messages which listeners often project to speakers. Just as
negative. and often quite unintentional, are neutral responses. It is really not pos-
sible to withhold communication; a blank ecxpression_is an expression
nonetheless. Neutral messages are among the most devastating since {l ey can en-
gender uncertainty and defensiveness among speakers (8).

A listener has a résponsibility toward a speaker just as surely as a spcaker has
a responsibility to the histener to be cogent, intelligible, and relevant. The listen-
er’s responsibility 1s to encourage (or at least to not discourage) effective
commumication. Nonverbal feedback behaviors such as nodding, smiling when
appropriate, maintaining eye contact with the speaker, and perhaps assuming an
cager posture (leaning forward and the like) do encourage effective communi-
cation 1n most interactions--including classroom interactions in which teachers
are listening to students. 1t is useful to bear in mind that questioning skill and non-
verbal feedback are essential components of listening skill, and that interactive
hstening 1s very often neglected in typical listening instruction and evaluation.

Listening in Muitiple Modes

Specch is more than language. Nonverbal channels of communication-- pos-
ture. movement. touch, distance between participants, eye behavior, facial
expression. voice quality, volume, tone of voice--contribute meaning to speech.
Nonverbal cues may reinforce. contradict, modify, or even Substitute for linguistic
symbols. Read the following sentence:

I will try some new communication behaviors.
Now read it several more times. each time placing stress on a different word. Each
recitation 1s essentially a different statement since changing word stress changes
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meaning. When stress 1s placed on the word **try,”" for example, the statement
communicates an expectation of failure. Some researchers believe that well over
haif of the meaning of a message is carried through nonverbal channels (2). In-
formation about relationships between people is especially well suited to
nonverbal transmission. i

Listeners use nonverbal signals to check on how to interpret language. A con-
stant diet of conflicting linguistic and nonverbal messages can be detrimental to
mental health. For example, if Morgan runs to his mother flush with the excite-

.. ment of completing a work.of art, and Morgan's mother responds, ‘‘“That’s
wonderful, dear,”” Morgan's enthusiasm for doing art is reinforced. But if Mor-
gan's mother makes that same comment in a flat tone of voice while turning away
16 attend to some other task, Morgan is caught in a doublebind. He wants to be-
Tlieve the linguistically encoded message so as to receive positive reinforcement. -
On the other hand, his sense of reality tells him that the nonverbal message of
noninterest is a more accurate indicator of reality. If he accepts the positive
"stroke,”" he rejects reality. If he accepts reality, he denies himself positive affect.

A constant environment of such crossed linguistic and nonverbal messages may
be a leading cause of childhood schizophrenia 3). _ _

Nonverbal cues come from many sources. Environmental context can be crit-
ical to interpreting a message. For example, Emily's demand, *‘l want the cooky,”’
can be ambiguous or informative depending on how many different kinds of cook-
ies are present. Joby's comment, *'l like the picture of the ocean and 1 like the
picture of the city, but I like that one best of all,” is perfectly meaningful when
only three pictures are visible to his listener. Even the physical layout of a class-
room conveys a message to students. When students enter a room with desks
neatly arranged in rows and the teacher’s desk dominating the front of the room,
their expectations of that class are quite different than when they enter a room
with chairs arranged in a circle, teacher’s desk off to one corner.

Television plays an ever increasing role in students’ lives. It is easy to watch
television in large measure because its rich nonverbal cues reduce the amount of
imaginative effort which listeners need to expend. Television lures us because it
requires less cognitive activity than other message sources (6). Educators.are con-
cerned about the effects of television conte 1t on children’s values and behavior.
Although there continues to be considerable dispute on this point, evidence does
point to the fact that children who are exposed to a heavy diet of television viol-
ence seem to more readily accept violence as a means of resolving conflicts (11). -
Concern is also warranted because of the effects television watching behavior

. may exert on other aspects of children's lives. While children are viewing the
screen, they are clearly not reading (at least not wholeheartedly), not relating to
their peers, not exercising their bodies.

More subtle, but perhaps more profound, is the effect of television codes on
children’s style of information processing (19). Some primary grade teachers have
noted that while the Sesame Street generation may know its alphabet better than
their pre-Sesame predecessors, today’s kindergarteners seem to have a much
shorter attention span. The ‘‘grammar’’ that television uses to encode messages
(cuts, fadeouts, framing, pace, etc.) can affect children’s habitual modes of cog-
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nition. It 1s worth noting, with_ reference to television viewing, that positive
outcomes are most likely to accrue from this type of listening experience when
children share it and discuss it with adults (6, 18).

In discussing nonverbal decoding, it is important to remember that just as lan-
guage differs from specch community to speech community, so do the nature and
meanings of nonverbal signs. Cultures differ, for example, in the meanings they
assign to direct eye-to-eye contact. Middle class Anglos usually consider eye con-
tact to be a sign of sincerity. Puerto Rican children, on the other hand, may learn
that direct gaze is a sign of disrespect. This cross-cultural difference in inter-
preting the nonverbal code has resulted in more than one instance of undeserved
punishment at school (9). Similarly, Native American children in the Pacific
Northwest are used to communications environmeats which feature a good deal
of physical proximity and tactile communication. They are typically reticent in
formal classroom settings simply because the nonverbal cues tell them that this is
not the situation 1n which talk is appropriate (15). Even the perceptually salient
difference -between the speech of black English speaking youngsters and their
standard English speaking peers may be more due to nonverbal factors (rate and
intonation) than to differences in language structure per se.

Finally. 1t 1s important that teachers. in particular, be keenly aware of non-
verbal decoding. Students are sharply attuned. though not always. consciously
aware, of their teachers’ nonverbal feedback. In fact. students sometimes react to
nonverbal messages of such subtlety that we are unaware of the signals we are
giving of f--the side of the classroom on which we prefer to stand, the slight ten-
sion that compresses our lips when it is Mike's turn to read aloud, the number of
times we touch Geraldo as compared to Nan. Teachers have expectations con-
cerning students. who will be a strong student, who will just get by. There is strong
reason to believe that we communicate those expectations to students via non-
verbal cues. Students. listening to our nonverbal messages, come to fulfill those
expectations. at imes tragically undershooting their true aptitudes (16).

A Complex of Cognitive Operations

Recent research in reading skills has demonstrated that a grasp of the nature
of reading requires an understanding of all aspects of human thought and even of
the structure of knowledge 1n memory (1). Reading also clearly entails the whole
of linguistic competence. and involves sensory processes as well. Although the-
oristy have devoted far less attention to listening than to reading, listening skills
are no less complex (12, 20).

One major component of listening 1s comprised of physiological activity. Hearing
requires acuity. auditory discrimination, analysis of speech sounds, and sequenc-
ing of Speech sounds. Sounds which are heard do not necessarily enter into
consciousness. and they must be held in short termn memory awaiting the brain's
“*decision” to attend or not attend to them. Even this most fundamental level of
listening is an impressive operation. Rescarch on speech perception suggests that
the brain itself contributes as much to recognizing a speech sound as do the sound
waves emanating from a speaker’s mouth. The brain supplies missing informa-
tion. provides expectations against which only fragments of incoming sound need
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be checked for venticatioi, and can claswify greatly divergent acoustic signals into .
the significant phonetic categones of a language (10). S
Attending to a message 1s somewhat more of a deliberate process than merely
hearing. It entals selecting relevant portions of the sound environmént and
““tracking'" the message source. Once a message does enter attention, it is trany- |
formed into some kind of mental representation. The listener searches past .
experiences and ideas to find a match for the incoming message, some way o ca-
tegonze or pigeonhole it. If a match can be%ound, then the listener understands
the message 1n terms of those. past experiences and preformed categories. This is
simular to the operation Praget terms *“assimilation.’” Sometimes we need to dis-
tort a message 1n order to make igfit our system of concepts, our mental filing
system. From tume to tme, we have so much difficulty making messages fit that
we must revise the filing system. We have learned a new concept (*"accommo-
dation” in Puagetian nomenclature). Each of our concepts is interrelated and
consequently each incoming message enters into a matrix of associations and re-
lations wath other information. We make inferences beyond the information given.
An llustration 1s 1n order at this paint. Phillipe and Jacky are engaged in im-
aginative play. Phillipe says, **[t's an alien from space.™ and Jacky both hears and
attends to the message. Jacky observes th- physical context and understands. first
of all, that the subject of Phillipes statement is a twisted wad of aluminum-foil
retrieved from the trash. Jacky mentally represents *'it™* as a piece of shiny trash.
Jacky has a preconception of **alien from space.” A space alien, according to Jacky.

s a huge green or purple creature. hairy or scaly, which shoots laser beams and
wants to destrd® the earth. She has trouble fitting Phillipes *'it” into this cate-
gory. Perhaps Jacky will dismiss Phillipe’s comment, or even distort it to mean,

“*It belongs to an alten from space.”* Perhaps Jacky will decide that Phillipe is an

ignoramus when it comes to space creatures. °
Meanings. then, are constructed by listeners. They do not come prepackaged

as part of the baggage of a word. The search for meaning, the drive to impose

meaning on what others say, ts part and parcel of the listening process.

Stimulus »  Received Attended

. Remémbered Meaning
Acted Upon Assigned
Evaluated (including !
references)

\\' Feedback

Sent

A Model of the Listening Process
Adapted from Wolvin and Coakley (22)
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Beyond this construction of meaning, the listening process continues, branching
out 1n diverse directions depending on the listening purpose. For example, if Jacky
was listening to integrate information (follow directions). she would remember o
ask tor the space alien when she needed it in her play. If she was listening for cm-
pathy she might continue in a more affective flavor and conclude that Phillipe was
very much involved in this imaginary drama.

Listening Motivation Inseparabie from Listening Skill

The application of any skill depends on motivation. One might reasonably ob-
werve. *"Hiram could be a good listener, but he never tries.”” It would be nonsensical
10 assert, -~ Hiram 15 a good listener, he just never tries.”” In other words, listening
‘behavior has an.internal locus of control. While teachers can provide the optimal
climate for listening, students ultimately must learn to discover or create theirown
motivation.’ .

Motivation 1s critical in all of the aspects of listening which we have dis-
cussed. Since listening 15 purposeful, an individual’s motive for.listening will
determine the manner in which he or she listens. If | anra rabid football enthu-
siast, | will be motivated to listen in a critical way to a conversation touting soccer
as the most exciting spectator sport. If, on the other hand, 1 am a soccer enthu-
stast, my motivation for listening might become acsthetic; how well the speaker
captures the thrilling nature-of-soccer.

Since listening 1s active, motivation determines how effectively one listens.
Listeners must work to select important stimuli and screen out extrancous ones.
They must work to avoid distraction. They must concentrate on framing questions
and on supplying feedback to the speaker. If listeners do not have an interest in
hstening effectively, surely they will not work very hard at the task.

The multimodal nature of listening likewise points to the importance of mo-
tvation. An cffective listener must draw in and integrate information linguistic
channels as well as from a host of nonverbal channels. In listening c’;i‘t)i‘ylly to the
message of some candidate for political office, for examiple, this wejghing of one
mode of communication against the other heips ensure a valid decision.. It is casy
for many voters to be taken in by a confidence-inspiring visage and a dynamic
style of delivery. But a responsible citizen simultancously attends to and evaluztes
the ideas that are encoded in the candidate’s message.

Motivation influences many of the cognitive operations comprising listening
behavior. It 1s interesting that the brain is connected to the inner car by both af-
ferent and efferent nerves -- signals travel in both directions (7). Thus, listeners
can quite literally *tune in'* a particular stimulus by conscious intention. Proc-
csses of attending, retrieving from memory, and creating new concepts all require
somé cognitive effort and thus are affected by motivation.

Listening Is Teachable

Much of the Iiterature concerning listening is pedagogical literature (INn. It
describes how istening.may be taught. In addition, research on listening warrants
at least some degree of optimism about the outcomes of classroom intervention.
Despite the short-term nature of many experimental listening programs, despite
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unsophisticated measurement tmstruments which often fail to capture the uniqué-
ness of decoding by ear, and despite rather arbitrary choices of what is to be included
n listening lessons. the majority of stugies in this area report detectable improve-
» ment hstcmng skills (20, 5). Typical units designed to improve listening skills
provide exercises which lghlight tire various points we have discussed: listening
is purposeful, active, requires information from both linguistic and nonverbal
channels, includes several cogmuive subskills, and is to a large extent a matter of ~~
motivation. A histeming unit may singie out particular barriers to effective listen-
ing such as stereotyping or jumping to premature conclusions. It may offer specific
. hints 0 gimmicks such as notetaking, making mental summaries. or guessing the
speaker’s powt of view. Atthe elementary level, listening instruction often ia-
cludes traiming, 1 sound discrimination. At the secondary level. some lessons may
help students recogmize various propaganda strategies. Much of the efficacy of
listening instruction. we suspect. may simply be a matter of sensitizing students
to the ymportance of listenjng, more so than |mpamng particular listening techniques.
Teacher behavion play a vital role in cnuouragmg effective listening, even when
there 15 no ime set aside for deliberate instruction in listening. Teachers can model
what it means to be an effective listener as they respond to student talk. Active °
.. listening can be demonstrated through appropriate nonverbal behaviors and through
questioming which builds upon student talk. Teachers can rcspond in a variety of
ways which indicate to students **I'm listening,”* and they can insist thai other
students do the same. One |mponant kind o.f‘rgpomc reflects or paaphrases what .
the student has said: for cxamplc "l can see you're really excited about the baby .. .
guppies you have at homc or ''So you think that Othello wa. ncnhcr good or
sbad. but kind of amoral.’

In addition to modeling. teachers can enhance students’ listening by «om-
mumcating with their classes in a manner that has high *listenability.” Listenable
messages. most obvigusly, treat their subjects in ways which the audience is likely
to find interesting. Anecdotes, examples, pcrsonahzcd details contribute to hs-
tenability. Also, structurai eiements of talk like previewing, internal summaries.
; and explicit transitions from point to point help listeners. Adjustmg the pacing.

the amount of redundancy. and the amount of detail requires ongoing sensitivity
td listener feedback. Effective tedchers incorporate these aspects of listenability
into their speech. As a resuit, their students listen well,
1t 1s unfortunate that histening instruction is not more widespread. Listening
_1s a basic skill that is instrumental for pragmatic reasons and for psychological
weli-being. It consumes an enormous amount of our day. it is amenabie to class-
room teaching. Most important, pcrhaps, deliberate instruction in listening is
justified because people often listen rather poorly. One estimate based on a recall
test places our histening efficiency at only 25 percent (4). In another study. only
28 percent of high school students could respond sensibly when a teacher stopped
in the middle of a lecture and asked, **What was | talking about?"* (Happily or
unhappily. depending on your perspective. that figure was 90 percent amohg first-
graders.) (13)
Listening instruction can have considerable payoff in other domains of in-
struction. With respect to writing instruction. for example. smail group peer
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interaction can be an effective method of organizing students for leaming. An-
other composition teaching technique which involves considerable listening behavior
is called **Talk/Write."" (21) In Talk/Write 4 writer works in close collaboration
with a hstener who provides feedback, asks questions which arise from the com-
position-in-progress, and suggests immediate revisions. Finally, one of the most
meaningful ways to provide feedback to student writers is to allow theni to hear
their own writing, Students are very often extremely sensitive to their own word
choice, arrangement. and even to mechgmcal errors when they hear themselves
or their classmates read their work aloud. The soLnd of one’s own writing seems
to vividly supplement the impact of its sight.

Since motivation s inextricably bound up witn listening skill. teachers need
to find ways of helping stidents discover motivation for listening. Certainly. the
aesthetic motive 1s a strong one. Students of all ages enjoy oral interpretation of
literature . Sometimes dramatization on audio recordings can be more compelling
than film portrayals, since listening invites a greater investment of imagination™~
Teachers can help promote listening motivation by choosing materials of interest
any challenge to students (14). In addition, teachers can allow students the free-
dom to choose their own purposes in listening to a variety of materials. .

Summary

Listening 15 @ matter of both skill and motivation. Listening is purposeful.. We
wne 1nto messages differently if we are simply listening to discriminate sounds,
as opposed to listening to ubsorb information or listening {0 identify a speaker’s
point of view. Listening 1s active. It requires an expenditure of effort. The skills
of active listening include questioning and providing feedback. Listening is mul-
umodal. Listeners decode verbal and nonverbal signals simultancously. Part of the
attraction of television 1s the richness of its nonverbal cues. But the effects of tel-
evision viewing may extend beyond obvious behavior and attitude pattems to include
our very habits of processing information. Nonverbal codes are sometimes cul-
ture-specific. and teachers need to exercise care in interpreting them. Teachers also
need to be aware that they nonverbally communicate their expectations about stu-
dents' aptitudes and that these messages may exerta profound influence on actual
student achievement. Listening is a complex of cognitive operations. Even hear-
ing at the primitive levels of sensation and attention is partially a matter of active
engagement. Other cogmtive operations which comprise listening inVolve cate-
gorizing and integrating information, and even creating new concepts. Motivation
plays a role 1n each of these aspects of listening. Moreover, listening is teachable.
Teachers can help students improve their listening skills by sensitizing them to the
nature of hstening and motivating them with regard to the importance of listening.
In addition, teachers can model effective listening behaviors and themselves en-
sure that their talk 1s **listenabie.** Opportunities to practice and to improve listening
skills occur throughout the day and can significantly enrich instruction in all areas.
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across the school curriculum? How can vriting be emphasized and
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* In a very fundamental sense, the business of schools is communication, both
in the aural/oral modes and in the reading/writing modes. Regardless of whether
the teacher teaches science, music, math, or geography, he or she makes use of
these communication modes to transmit knowledge to students and to receive in-
formation from students about how well or in what way that knowledge is being
le and applicd. Since, therefore, all teachers use communication to educate
children, all teachers need to be concerned about how children develop com-
munication skills (5).

In clementary schools, which are organized around self-contained classrooms.
and in which on: person is responsible for delivery of instruction, it is easier to
implement cross-curricular programs which develop these communication skills.
tn middle schools and secondary schools where students study with several teach-
ers every day, the implementation’ will require more coordirfatior;, but it can be
done to good effect. Recent research into school processes suggests that suc-
cessful schools are those in which all members of the school *‘community”
(administrators, teachers, and parents) have agreed-upon goals and in which
everyone is committed to furthering those goals (8). If schools.are to foster the
development of effective communication skills in children, then everyone with
whom the child comes in contact will work to further this goal.

Before considering specific strategies for integrating oral and written com-

munication across the curriculum, it will be useful to consider oral and written-

communication as a way for developing thinking skills and in relation to the
teaching and leamning process.

Just as writing is not speech written down, so internal speech--thinking--is not
the internal aspect of exteinal speech (4, 15). But it is still speech: thought con-
nected with words. Piagethas noted that a child's perceptions and learning before
he or she has learned to talk are based on sensory and motor data. After the child
begins to talk, however, a new way of interacting with the environment opens up.
As the child’s language ability develops, so does the thinking process, so that an
important step towards mature thinking is the child's ability to see things from an-_
other point of view (4). v o
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Language. then, 1s nextricably tied to the thinkingiprocess. By providing an

environment which is rich in language, the teacher can htlp the child develop

. thinking skills. Writing can be an important activity for helping children inter-

nalize information, orgamze experiences, and reflect on familiar objects-from a’

new perspective. Moreover, writing can<provide a useful means of helping chil-

. dren to externalize the often inchoate thoughts which form belj nd attitudes.

as well as providing opportunities for the child to demonstratg’ hypothesize, test,

« orreview amass of information. This ability to use writing is dgpecially important

in solving problems where a way of schematizing. diagran.ming, or listing may
help present a number of ‘parts of a problem when relationships are not easily .

discerned.
Because of the intimate relationshipbetween thought and communication. ed-
ucation 15 &t ene and the same time about lhough!_ {someone else’s) and is delivered

through language. When this language aspect is interactive among teachers, stu- .
dents, and text, learning is niore complete. For exampld, the value of listening and
L wriing--as when-tajggg notes--has long been recognized by teachers and sty- . P

dents. Simlarly, teachers know that the use of visual aids, whether blackboard
nulcs. pictures. or realia, helps students grasp difficult or complex ideas.
« Moreover, oral and-written communication provide important opportunities
¢ * - furthe child to externalize thought. This externalizing has three fundamental val-
ues. It provides a method for evaluation of leaming which can help teachers
understand what and how the.child leams; it allows the child t¢ concretize and to
synthesize his or her own understanding: and .it allows the teacher and cbild to
extend the learned matenal beyond the teacher’s presentation. Many educators
have realized that interactive communication permits both remediation and en-
richment opportumtics which are not.possible in situations marked by one-way
communication. ‘

Oral and writte commumcation. wHen linked to systematic approaches for
extending thinking. can result in academic gains for all children (5). In earlier parts
of this publication, sgveral reasons for teaching cral and written communication have
been presented (see pages 3-8, and 9-17). Most instruction is delivered orally, and
children who are able to seek help do better both in school and in other aspects of
their lives. By adopting a systematic approach to instructioir and by developing
higher level thinking skills through oral and written commuaication, we can pro- -

,, vide children with tools for use now and later in their lives. .
Bloom has created a taxonomy-of learning objectives with which most edu-
cators are familiar (3). The levels of cognitive objectives include:
*Knowledge '
Comprehension . ~.°
Application * K
Analysis v
Synthesis
Evaluation > .
By destgning writing and speaking tasks to ercourage use of all six of these
levels. teachers of all subjects in the school curriculum can ¢nsure that matefial
~ts leamed, understood, and applied by students.
k4
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Emphasizing Communication Skills

Organizing Across the Elementary School Curriculum -

Because most elementary schools feature self-contained classrooms, it is rel-
atively easy to implement instruction in oral and written communication across
all parts of the curriculum. Especially in the carly years. however, it is important
that writing focus on the child’s own experiences (4). Moffett feels that the first
writing children do should be expressive (12). That is, it should center around the
child’s feelings. At this point. writing will be about experiences marked by im-
mediacy. Initially. children will write about and for themselves. The addience and

_ the writer will often be the same until. in Piaget's term, the child gradually be-
*  comes socialized and adapts to other people. \

In.these carly stages. as later. children need opportunities fof prewriting,
dratung. revismig. and final writing. From the very first days of school. oral lan-
guage development can be based on ant activities: drawing. painting, modeling
with clay. For many children. these are exciting experiences that require com- \ ‘
ment. Encouraging children to talk about color, form, texture. and size will lead N
10 discussions of interpretation of the art work and the relationship of the child’s
experiences in the art class to other experiences i and out of school. Morcover.
as children develop fluency in writing, these art aclivities themselves may become
prewriting or may provide nonliterate extensions of their writings.

Graves has pointed out that children are capable of writing much carlier than

. we had previously thought. Given as few as six consonants, children can be
heiped to write as early as first grade and even younger (2, 9, 10). These positive
carly experiences in writing wili enable children to look forward to learning more
about writing and about the conventions needed 10 let other people enjoy what has
beéen written.

As children's skill 1n writing increases. and as other curriculum areas are in-
troduced. writing can serve as another learning mode. When a child has learncd
that letters on a page have a relationship to sounds, then he or she will have made

-important progress in reading. A language experience approach to instruction cap-
italizes on the intertwining of the child’s ability to speak and understand and the
natural desire to read and write. Children come to school with between 2.500 and
4.000 wotds 1n their vocabulary (1) and control of most syntactic features of the
language (7). If we accept the fundgmental notion of **accepting the child wher-
ever he or she is,”” then il segms foolish to operate reading classes dnly in the
context of a basai reader which may have as few as 200 words (I, 6). This is not
to suggest that basal readers ould be abandoned. It is to suggest, however, that
we have a responsibility to go beyond the basal and to encourage children to pro-
« duce their own texts either by dictating them to- teachers and aides, or by using
tape recorders. or by giving children instruction in formation of letters when they

g want-such instruction.

R In short, the carly clementary classroom can provide a language-rich envi-
ronment. Children should have many opportunities each day to wrile. to draw, to
speak, and to histen. Such time-honored practices as show and tell, storytelling,
and raising one's hand before talking all teach children sensitivity to audience and
communication situations. Frequent opportunities to practice communication
skills--beth as sender and receiver--will lead to communicative competence.

1
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Across the Curriculum .

As children develop competence in writing. and as other subjects--arithmetic,
social studies, science. and health--are added to the curriculum, communication
skills can be used to expand the teaching and ieaming repertoires. Slavin and his
colleagues at Johns Hopkins have developed a number of leamning activities which
are based on small group interactions (14). Their work has shown that children
who are heterogencously grouped (either by ability or race) participate eagerly in
peer-tutoring . small group discussion, and intergroup competitions. The results
show academic gans for all children as well as improved atttudes towards seif
and others. These activities have been used for instruction in arithmetic, social
studies. and foreign languages. as well as spelling and reading. It is important to «
remember. however. that children require instruction in the communication skills

.and conventions which underhe these small group activities.

. The “craft’” hterature is filled with other ideas for cross-curricular integration
by means of oral and written communication. It is imperative. however. to re-
member that learning to write and to communicate orally 1s different from
learming through writing and oral communication.

On the one hand. writing and oral communication skills should be taught and
lea ned as important parts. in and of themselves. of the ¢hild’s education. When
the target of instruction is oral and written skill. students and teachers will be very
conscious of the meamng of experience and the recording of that experience.
When. however. oral communication or writing is being used for learning about
other subjects. less direct attention will be paid to the vehicle. This will. of
course. lead to an appreciation of the value of writing and oral language in nu-
merous different situations. Taking notes, organizing lists of science facts. writing
word problems 1n anthmetic. and writing stories all have difterent purposes, dif-
terent audiences. and make different demands on the writer. Calling children’s
attention to these various kinds of writing will heighten children’s awareness of

. purpose. audience, and will provide valuable insights into matters of style.

a L4)

Teaching Writing and Oral Communication Across the Middle and Second-
ary School Cur. iculum. %3

» As children grow. their control of language, of thought, of different kinds of
writing. and their sensitivity to various communicative situations, mature (5,
11). The opportunity to foster a wide range of writing and oral language skills
arises at the niddle and secondary school level. If all teachers welcome this op-
portunity and accept the challenge of teaching language skills which are
appropriate to the different subject areas. then the student’s communicative de-
velopment will continue. Many teachers, however, perceive themselves as |
ineffective writers and are. 1n consequence. reluctant to teach students to write.
despite the fact that they give students writing assignments ranging in complexity
from copying board notes lggé«iging rescarch reports or syntheses. .

Therefore, before commiiftation can be integrated across the curriculum,
two things are required. First. teachers need to be-convinced of the value of im-
proving the students’ communication skills. Second, teachers need to be
confident of their own ability to teach writing and oral language skills. These *
goals can be accomphshed in several ways. For a start. this book can be shared
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Emphasizing Communication Skills

with faculty colleagues who teach chemistry. history, P.E., and the other subjects.
An organized inservice program. perhaps beginning as a series of informal con-
versations among various facuity members. can explore both the need for
communications skills and activities for developing those skills.

A faculty study group might research the Bay Area Writing Project and the
numerous programs that have been modeled on it. Essentially, the Bay Area Writ-
ing Project was founded on the belief that teachers themselves need to be taught
how to write before they can teach others to write. A summér workshop 1S or-
gamzed which sets up an environment in which teachers from all disciplines have
the opportumty to explore their own writing and their attitudes towards writing.

Once faculty members have committed themsclves to teaching in a way which
encourages writing, they will be ready to analyze writing which is appropriate (o
their discipline. Most subjects have their own vocabulary or terminology which
students are expected to learn and most texts present this vocabulary in two ways.
Finst, the words appear in isolation--either at the beginning of a chapter or at the
end. Then. the words are placed in context. This context may include a definition
of the word, but does not always do so. However, these two presentations often
are not sufficient. While some students witl memorize the **dictionary’” defini-
tion of the new words, many will not. In either case, however, the student very
often does not “own'" the word. 1t has not been internalized by the student.

One way in which teachers can reinforce the leaming of new vocabulary is by
asking studerts to use the new vocabulary orally in class. By using a model such
as Bloom's taxonomy, questions can be posed for individual response or for dis-
cussion 1n small groups or whole class settings. These questions will naturally
elicit the new vocabulary from students in such a way that the students will prac-
tice using these words 1n the context of other language already **owned." by the

M student. '

Further, the use of questions from several levels of the taxonomy will cnsure
that students will begin to think about new applications of the words and concepts.

To show how this sequence of questions might work, consider this example:

A history class has been studying the colonization of America in the seven-
teenth century. The following series of questions might be asked.

Teacher. Can anvbody remember one reason why people left England
to come to America? Monica.
: Monica. They came to America because the King of England wouldn’t

let them have freedom of religion.

(The first question was on the **knowledge™ level. To answer correctly, the
student is asked to remember a fact and state it.)

Teacher. Good answer, Monica. They came for religious freedom.
Mark, can you give us an example of religious freedom?
Mark: Well, in England evervbody had to worship in the same
. church, even if that'’s not what you believed. Nobody could
choose.

(Here. the teacher has moved to ‘*comprehension.’” Can students state in
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their own words or give an example of the abstraction under discussion?)

Teacher. That's right. In countries where people don’t have freedom of
religion, everyone has to worship in the same religion, re-
gurdless of personal belief. Good explanation, Mark. Does
evervone understand this idea? Okay. Let's write it on the
blackboard. Now, Karen, do you think we have freedom of re-
ligion in this country now?

Karen: Yes.
Teacher. Can you explain why you think so? ‘
Karen: Sure. There are lots of churches of all kinds right here in our

town. Nobody has to go to any certain one.
Richard: Nobody even has 10 go to any church at all!
Teacher. Okay, good point, Richard, but hold on. Karen, who used to

. make people gv.to church?
_Karen. The police, I guess. But now people have freedom of choice.
Teacher: Excellent. So, do you agree with Richard? Does freedom of

‘IIO

religion include freedom to choose no religion?

(Now the discussion has moved to *‘application’’: earlier knowledge is ap-
plied to a new situation. Notice that the teacher js doing several things in this
exchange: he meves from specific placement of questions to a more general
*Does everyone understand?’* question. Then, in a few words, he writes the
idea on the board as a reminder of the basic point of the discussion.

Then he moves back to assigning questions to specific students. First the stu-
dent is asked to agrec or disagree with the proposition. Then, the student is
asked to apply the proposition in a new way.

Notice that the teacher accepts the interruption but doesn 't reinforce too po- -
sitively. Instead, he tums back to the original student to finish the discussion,
although he brings the interruption in.)

Teacher: . If we think about this freedom of religion issue, we see that the
King was assuming that he controlled every aspect of pegple’s
lives, right? How does.the government feel about people to-
day? How is our government different from the King? Sandy?

Sandy: 1 guess that our government doesn't tell people what.to do.
Teacher: Our government doesn't tell people what to do. Yes, Richard?
Richard: Sure it does. We have 1o obey laws. The government tells us
" how fast to drive.
Sandy. Yes, but the government doesn't tell us what to believe about
religion. That's not anyone else’s business.
Teacher: Good discussion. So our government gets to make laws for the

public good, but not in matters of conscience. Let's put those
terms on the board.

(Here we have moved to *‘analysis.’’ The general principle of freedom of re-
ligion has come to stand for individual conscience, which our government
does not regulate, as opposed to public good.)
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Teacher. Now, using what you've read about the laws of the King and
from our discussion today, can anybody tell me how the col-
onists felt the government should be? Liz?

Liz: The colonists didn’t want government or the King to tell peo-
ple what to believe. That's not what laws are abous. Laws are
10 help people g*t along with each other, but not to make us
robots.

Teacher: That's very gooa, Liz! Did everybody hear that? Government
is supposed 10 help us get along with each other, but cannot
impose morality on us.

(Here the student has *synthesized™" specific applications and principles to
form a gencral rule--a pattern--which has not specifically been taught.)

Teacher: Okay now, everybody think. Which do you prefer? A govern-
ment that m: tes laws about morality or a government that
gives individual responsibility for moral decisions? One at a
time. Go ahead, Bill.

(Finally, = lively discussion can'be expected, with everyone thinking in
“‘evaluative’’ terms about these very complex ideas.)

While this systematic use of the taxonomy will provide a foundation for rich
and varied oral language development activities, it will also enable the teacher to
do a quick assessment of students’ comprehension of the new material and may

- provide a prewriting experience which can be developed into written activities
cither as part of the in-class work or homework. Indeed, in the discussion which
follows in the classroom, the relationship between oral language development and
writing will often be tacit, but it remains an important pedagogical strategy which
can bridge the gap between the teacher’s (or text’s) introduction of a concept and
the student’s ownership of it, as expressed in writing or thought. .

One consequence of not providing practice opportunities with new vocabulary.
is that student’s language often seems impoverished and their ideas seem com-"
partmentalized (13). If we can overcome this compartmentalization, a student may
learn the word **photosynthesis” in a science class, and he or she may find anew
understanding of the effect of light on photographs in art class, and-may use the
word **photogenic’’ in an English class. Similarly, the concept of cycles has ap-
plication in history, biology, botany, and sociology classes, although the examples
of cycles will be as various as cycles of civilization, of ariimal life, of the nitrogen
cycle, or the cycle of social development. The important point is that owning the
vocabulary of a particular discipline often presents new ways of thinking about
other disciplines. - 4 .

Individual disciplines also have special conventions of writing, both in terts
of what is written and how it is written. The scientific report differs greatly from
the business letter, the literary essay, of the formal mathematical proof. Yef, all
of these are examples of writing which can only be taught in the context of the
discipline. If these styles and conventions are to be learned, they should be taught
in the context which establishes the need. Rather than being willing to dismiss
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'

writing as the special province (and problem) of the English department staff,

every teacher needs to recognize the appropriateness of teaching that writing

which is needed in his or her specialty area and which is part of its intellectual
’ tradition. :

. As mentioned carlier, across-curricular writing emphasis may grow out of the
fadujty discussion and groups who were involved in planning for the inservice dis-
cussed above. A faculty committee may be charged with identifying congruences
and divergences in writing needs from an interdisciplinary study of the general
cufriculum. But in whatever way such coordination is accomplished, it is the cor-
nerstone on  which the cross-curricular emphasis on writing and oral
communication will rest. f

>

Summary .

Because writing and oral com aunication skills are required for all areas of the
curriculum, and because communication can help integrate-apparently unrelated
aspects of the total curriculum, it is important to emphasize the special commu-
nication conventions of each discipline. These conventions can be taught within
the subject matter context. But teachers may require help in improving their own
writing skills and in becoming aware of, ways for integrating writing, speaking,
and listening into their teaching. A possible model for this exists in the Bay Area
Writing Project and related regional projects. This cross-curricular approach to
communication will not only improve students’ writing and speaking but will also
help them to integrate and transfer learning from one context to another.
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LANGUAGE DIVERSITY

Language use is as individual as a set
of fingerprints. Teachers can help chil-
dren understand the effects of individual
language differences on tommunica-
tion. They can also provide help to chil-
dren for whom Standard English is not
the native language or dialect.




v

What can teachers do with non-English-speaking children in the
classroom? ‘ '

<

Because so much of what happens in the classroom depends upon the com-
municative ability and skill of children, the child who is learning English as a
second language needs special help to take part in classroom activities The
teacher 1 whose class the child is placed-is in a good position to help the child
maintain cogmitive growth while acquiring skill in English. While the teacher rec-
ognizes that such a child needs extra help, he or she is often at aloss to know how
to provide that help, especially in view of the fact that the teacher is simultane-
ously responsible for helping twenty-nine other children learn. What, then, can
the teacher reasonably be expected to de and what can he or she do without de-
priving other children of the instruction they need? ‘

Many school districts offer bilingual instruction to children for whom English
s a second language. Individual school districts differ in their goals for and or-
gamzauon of bilingual nstruction. Yet one goal common to all such programs is
that normal cognitive development of children is not subordinated to a need to
learn Enghish. Bilingual inst action makes it possible, for example, for a six-year-
old to begin learming to read in his or her own language. Simultaneously, he or she
1s learmng Enghish. Ulumately, the student will be able to read in both languages
While conflicting evidence as to the superiority of bilingual education has been
‘reported, there 15 no evidence to support the well-intentioned fear that children
educated bilingually will be confused by the experience or will exist in a linguistic
“-no-man’s land. " Indeed, 1t appears that many children in bilingual education en-
joy enhanced self-concept and develop bilingual learning skills Of course, many
commumities that do not have bilingual education in their schools do have children
with lmited Enghish or no Enghsh language facility at all. How can teachers help
these children learr? "

Several factors will have a bearing on the choices open to the teacher Is the
classroom self-contained, or do students move to different places for instruction
from different teachers? How old is the non-English-speaking child? Doces the
child know how to read in his or her first language? What are the additional per-
sonnel resources availablé to the teacher? Is there an ESL (English as a Sccond
Language) specialist a~atlable? A classroom aide? Can a bilingual tutor be located

___and hired? :

Simply because someone is immersed in a foreign language environment does

not mcan\that he or she will develop competence in that language (10) Language
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Language Diversity

study needs to be orgamzed, directed, and purposeful. However, having many op-
portunities--both formal and informal--to hear and use language will promote
faster acquisition of the language than will fewer and exclusively academic oc-
casions (3).

Because language operates in so many contexts, the leamer needs a chance to
be exposed to several opportumities, The child of limited English speaking ability
should be encouraged to work in small groups, to listen and partipate in peer-
tutoring environments, to play team games, and to be as much a purt of the class

as possible (3). Indeed, language required and acquired in informal school activ-

ities 15 likely to be more important to the child--and thus more quickly leamed--
than 1s the language ganed through direc tinstruction. Moreover, teacher-initiated
inclusion of the hngwmistically different child wall preclude segregation based on
language difference.
When placing Limited Enghsh Proficiency (LEP) students, some administrd-
tors assign them to classes two or three years below age level on the well-
intentioned but false assumption that it will be casier for a twelve-year-old LEP
child to learn the language used by nine-year-old Native English Speakers (NES)
This is unfortunate for several reasons:
® The linguistie differences between the LEP and NES student are intensified by
the physical and emotional developmental differences.

® The language of nine-year-olds is not markedly different from that of older chil-
dren when measured as a total of language to be acquired. (9)

® The cogmitive chalienge of the third grade curriculum will not be stimulating to
« twelve-year-old, who may become bored, frustrated, or develop 4 negative
self-concept. (14) -

Moreover, placement of LEP children with speech pathologists or reading
specalists 15 nappropriate. The child’s inability to speak English is in no way evi-
dence of pathology or need for remédiation. Therefore, these specialists are no
better equipped to help an LEP student learn English than is « regular classroom
teacher. In fact, it can be reasonably argued that increasing the case load of a read-
ing spectahist or speech therapist with an inappropriate placement takes tinie and
energy awdy from those hildren who could benefit from the work of these spe-
c1alists. For all these reasons, most specialists in second-language education
recommend that LEP students be placed in regular classroom environments with
their age peers.

Creating a Supportive Environment for LEP Students

Several environmental factors can help LEP children acquire fluency in Eng-
hsh. Many of these factors are directly controlled by the teacher These include’
¢ Creating an environment rich in language and language-use opportunities It

has been pointed out elsewhere in this publication that all children will develop
language shills better 1n school environments which provide daily practice in
oral and written commuaication. This is especially true for LEP students Not
the least of the factors of this language-rich environment are the support and
acceptance of individuals by the teacher, who should take whatever the child
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brings to school. hus or her talents, goals, ambitions, experniences. Work these
into the Juld's waily round of activity, Rather than seetng an LEP child as a
problem, welcome the opportunity to help all children learn abouthow different
language systems operate to achieve effective communication (8, 13, 14).
® Lncourage the LEP child to interact wath other children. Assign peer tutors to
the LEP chuld, Include him or her in small group activities. Encourage the LEP
<hild to play games with other boys and girls. This is especially important for
two reasons. First, children teach other children remarkably well. While you
canteach your students of himited Enghish proficiency the language of the clags-
roum, only another child can teach him cr her “*child*® talk. Morcover the
destre to communicate with age peers 1s a powerful motivator for learning a sec-
ond language (3, 8, 13). Second, LEP children very often develop sclf:
segregation as a coping behavior. They hope that if they do not call attention
to themselves then ao one else will. Too often they are right. This self-segre-
gation not only linmts their linguistic growth, but it limits social and cognitive
growth as well. .
® Build success mte the LEP student’s school experience, as you do for every
Jhild. These suceesses will include active and supportive reinforcement_ for
commumcation gans, but look beyond that. Is the child especially good at art
projects or in some other subject arca which is less linguistically dependent?
When large numbers of Vietnamese children were enrolled in American
schools, many teachers remarkea the fact that they did very weil in mathematics
classes. Emphuasize publicly those things which LEP stadents in your class are
especially good at.
® Be sensitive to differences of behavior which are culturaily founded. Remem-
ber that dif ferent cultures tolerate different behaviors. Navajo children are often
considered passive or unmvolved in schools., This is a carrying out of a Navajo
ultural norm which dictates that aggressive or assertive behavior is inappro-
pridte for Navajo cmidren. (6) Sex role differences in many cultures are much
greater than they are among middie class Americans, Teachers need to be aware
of these culturally dictated norms which are different from ones they expect (3)
A major area in which many cultures differ from ours is in the relationship of
parents to schools and the related notion of the **good™” school. In many coun-
tries education ts the job of schools, and parents play a minor role--although
generally a supportiv ¢ one--in the education of their children. If teachers want
the active cooperation of these parents, it will be incumuent on the teacher to
explain fairly precisely how the parent should interact with the school.
Many cultural groups expect schools to be orderly, silent places in which teach-
ers are the purveyors of knowledge. These expectations or ideals clash with
more mteractive, child-centered schools which are commoniin the U S. Pareats
of LEP children need to be acquainted with the very different view of schools
which is common in the U.S. ~ :
These. then, are four environmental factors which teachers ontrol which will
«- hulp LEP students to adjust to hfe in their new schools. Now, fet’s consider some
pedagogical factors which will influgnee the way in which teachers can interdct
with LEP students. ‘
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The first ot these factors concerns textbooks and ““native speaher compe-
tence ' Native spedher competence means that every speaher of o language hay
aninternal granimar which alfows him or hier to convey meaning fhrough the lan-
guage (8). This 1s o set pf iternal rules which the speaker l\l%i&\ are invivlate.
Second language leamncers are at the very beginmng of developing this internal
grammiar in the new language. although they ubviously possess one for their first
fanguage. In fact, many language “errors” are directly attributable to a clash
walled | interference™ by Tinguists) between the first .md second language. For
examiple, o French speaker Iu.lmm& Englhish nught say. ~This 15 my book. He iy
anvsel,”” The apparently erroneous use of ““he™ as the pronoun to refer to “the
buok ™™ stems tromi the fact that t French {nre tmeaning “*book™ ) 15 @ masculine
noun which requires the masculine pronoun o, Therefore, the French speaker gen

hizes « French rule of grammdr (nouns and pronouns agree with respect to
gender) to an Eaglish context which does not share this rule. However, interfer-
enee seents o be a problem especially for children who are learning a second
language which is not the language of their larger social milicu. Politizer and R
nurcz found that interference was « problem for Children who learned and used
English chietly i school, but not i their own communities (1.

Interterence should not be confused with a phenomenon which linguists reter
W« code switching.™ Sometimes speahers will bq,m < sentence inope lan-
guage and fimish ' m another. Often. code switching iy viewed by teachers as
cvidence of the spedher’s deficiency in the second language. The switch is made,
they think, because the speaier does not know the words in the second language
needed to complete the thought, However, Gumperz and Hernandez-Chavez have
luoked at code switching i sev L[-Il different ways (4). They explain that the mi-
nority language speaker often switches codes to sigmify group solidarity or for
cmwtional impact i much the same way that people choose speaific words be-
vause of the styhistic weight they have. Therefore, for Gumperz and Hernandez-
Chavez, vode switchig indicates extreme sensitivity to the relationship between
language and context.

Poplach undertook « study of code switching among Puerto Ricans living in
New York and tound that it oceurs frequently in the speech of bilinguals and that
itmay represent & discourse mode ¢12), More importantly, perhaps, Poplack found
that ¢ven among nonfluent bilinguals, the grammatieality of both Languages is
maintained in the switches, Code switching. then, is a mark of language knowl-
edge. not « coping behavior designed to help get around a deficiency.

Related to the issue of native speaker competence is the issue ofclassroom
materials. Teatbooks, no matter how simply written, always assume native
speaher competence. In choosing materialy for the LEP child, then, the teacher
will need to remeniber that while the regular textbooks will present a new learning
statation to the LEP child, thie Yook may require adaptation or glossing to ensure
understanding. Piscussing the text wath the child will help him or her to associate
the sounds of the words with their appearance and will help convey the cognitive
wontent in another mode, Moreover, use of the texts which his or her classmates
are using will help the child feel a part of the group.

Emcn;(; ' ‘
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Over the last twenty-live years, language educators'and linguists have gen-

crally accepted anteractive  language-learning strategies as opposed to the
- grammar-translation methodologies which were popular carlier (5) Grammar

translation attempted. by memorization of rules and the translation of **good™ lit-
crature woften the Bible). t teach language by a kind of osmosis approach While
this methodology may have beea uscful for scholars who needed translation
shalls, 1t did not result in comnueators who could speak and understand the oral’
aural forms of the language they were learning.

Generally speaking. the vrder of presentation of language shills is fistening.
speaking., reading, and wnung. Before a student can speak English, he or she
must fiest hear 1t (2). By establishing a classroom rich in oral language--small
group discussions, tape recorders, use of manipulatives and pictures, and story-
telhng activitics--you will enable your LEP students to gain familiarity with the
sounds of Enghsh. Mastery of these sounds (phonemes) is generally casier for
young children tages five to mne) than for older children (1). However, all chil-
dren can be helped to learn to understand and produce the sounds of English
Remeniber that the goal 15 not to produce flawless pronunciation, but compre-
henstble pronunciation. Too much attention to phonology can be intimidating to
ESL students. especially those older than age twelvé who may find it very dif-
ficult indeed fo master the English sound system.

More important than phonology is syntactic control of English Understand-

- mg ol and ability to use the structures of English is crucial if students are to l¢arn
t0 communieate, Despite its many syntactic irregularities, essential English syn-
tax can be leamed fairly quickly, espedially given frequént opportunitics to
practice and to use the language i meaningful situations The ESL text will also
provide assistance 1n developing pattern practice exercises These are exercises
which focus on a particular pattern of language (forming negatives, sentenees
with Subject + “*BE™ + Complement) which speakers use trequently. While
pattern practice alone will notdead to language acquisition, it is a gopd way 10
provide a basts which the non Zaghish- speaking child will be able to use ina va-y
ricty of communication situations (7). 3 .

If your school does not have ESL texts, it is still possible to help the LEP child
fearn Enghsh as a second language by relying on an adaptation of the language-
expertence process. Let the child,write his or her own texts, or you take dictation
trom the child, This wall allow you to introduce language structures and vocah-
ulary as he or she feels a need for them. If, in addition, you want guidance for
language lessons which are more focused. you might obtain a basic ESL text and
use the vrgamzational model which it provides for determining which features of

. the language to introduce in what order.

If your school has an ESL or bilingual education specialist, a mutually rein-
torcing relationship between the two,of you will result in gains for the LEP child
Notonly will the ESL specialist be able to recommend texts and strategics for yeu
1 use. but he or she will be able t create ESL lessons which will reinforce the
learning n science, math, history, apd other subjects you are teaching

This 15 smportant since the child'’s cognitive development should continue as
nurmally as pussible while English is being leamed (15) For example, a six-year-

.
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i Spamsh speaker will hate a very difficult ne’learning o read from an Eng-

Aish language basal rgader. But the Jhld wunts to learn to read  What should you
do! You will have difficulty teaching sound. synibol correspondences to this child
suiee the correspondences are differens in English from Spanish. Do you refuse
tu altow the Jhild tu read, even though you recognize the child’s motivation?
Agan, o language expenence approach to reading mdy proide a solution to this
problem, as can a concerted, coorthinated eftort by you and the ESL specialist

Ot wourse, the problent ol continied cognitivg growth is especially important
tqr older students. Not only 15 language learning more difficult for them, but they
teel extra pressure to get through school and on to college or into a job. Tn these
cases, the retatoreement of cogmtive learning which the ESL specialist can pro-
vide in language activities is very important,

Another way i which you can help ESL students is by modeling fanguage.
Repetition of words and structures used in 4 natural way and accompanied by ap-
propriate gestures or with visual stmuli can be very helptul for ESL students
Avoud sentenees like *"Hand me that thing.'* Say the thing’s name and point to it.
Such language wse shuulu be natura! and spoken in a normal tone of voice Re-
member that the ESL student 1s not hard of hearing. Shouting will not increase
the speed of language acquisition, nor will exaggerated. pronunciation. If any-
thing, this will demean thé student in his or her own eyes and in the cyes of

classmates, . e
F'wo final fictors can be added to our inventory of ways to help LEP students.
These are attitudinal, ’ .

@ Remember that convaunication competence is more:important than good gram-
mar 1n the k aibook sense. Respond enthusiastically and appropriately to the
chulds uses of language. Be careful-tu respond without judging the **gram-

mar.”” When you do worrect, fovus on vne area of sgicture at atime and provide

appropriate models. ¢
® Respedt the chulds pative language. Do not tahe it upon yoursclf to **re-name’’
the chuld wath an English noun, do not laugh at his native language nor permit
other students to do sv. and do not force a child to choose between a first and
,seeond language. Language awquisition, especially of a second language, is
* " hard work, but-it nced not be painful for you or for the studlents.

Summary

Children whose native language is not English need direct help to acquire
competence n the language of public school instruction. Although they will not
fearn English solely by immersion, their. best opportunities for learning both lan-
guage and subject matter oceur when they communicate with English-speaking
pecrs. Peer jutoning and group interygtion are also important for ancffective learn-
ing situation. Textbooks, even at the basal level, which are designed for native
Enghish-speaking children require modification and careful' use. Teachers should
seeh out texts expressly tatlured to the needs of these studrnts and may allow them
to generate thewr own reading material through an adaptation of language expe-
nience approaches m which children engage in dictition. Teachers of LEP students
will need to be sensitive to both interference from the student’s native language
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as well as to ditterng cultural expectations about appropriate school demeanor
In workmg with second language learning, teachers can be most helpiul whén
they provide good models and rich English language environments, and when
they recognize that instilling communicative competence is more important than
amung tor error-free speech in o grammar book sense. Finally, teachers should
capttalize on the talents and abihities of LEP student§ and should at all times dem-
onstrate respect for the child’s native language and culture
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How can teachers help students to understand the language
differences of various audiences?

Learming to commumichte effectively, whether in writing or in speech, is very
much like learming to be a good cook. No matter how little I, us a novice cook,
know about the art of cooking itself, I do know about food; I've been cating all
my lite. 1 have defimte likes and dislikes as regards food. I prefer broccoli to
string beans. [ have a sense that the same food can be prepared in a varicty of
ways; that 18, chicken can be fried, baked, broiled, or boiled. I know that <ome
toods can be combined (spinach with cream sauces) but others cannot (raspberries
with beets). I also know that sometimes | want a light meal and at other times |
want something heavy. All of this knowledge I bring to the cooking class with me

But [ am still i a class. So another thing | know is that the instructor knows
some things that [ do not know but will teach me, and that the instructor’ ex-
pericnce zad skills will broaden my own. I also know,, of course, that the
mstructor will respect the knowledge and attitude 1 bring to the class* If ail the
istructor 1s willing to teach me is how to cook string beans, and I hate string
beans. | will quickly lose interest in the class. ’

Sinnlarly, children of all ages know quite a lot about effective means of com-
municating. Children do, after all, teach themselves to talk rather independently
of adult interference. But in order to help children improve their communicative
effectiveness. which ncludes framing messages which reflect purpose. situa-**
tional appropriateness, and awareness of audience, we will need to understand
two aspects of language: dialect and style. ’

Dialect

In a general sense, dialect refers to any variety b€ language shared by a group
of speakers. Usually these varicties of language correspond to other differences:
geography. race. or social class, for example. In this sense, dialect is not a judg-
mental term, since hinguists reject the notion that one dialect is more logical, more
clegant. or more correct than another. Everyone speaks some dialect of a language
(13).

For every language there 15 a standard dialect which is the form commonly
used by the socially prestigious class or group. Sometimes this standard is referred
to as the speech and writing of the best-educated users of the language Since ed-
ucatron and social prestige are generally correlated, these two definitions are
probably synonymous (10). The important points to note, however, are that the
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standurd form 1s o dialect and that, objectively, it has no more claim te
ness”" than does any related dialect.

Didlects, of course, do not exist i 1solation from one another ., nor is language
static. When dialects exist side by side, interchange can occur ift members of the
two dialect groups interact (5). Of course. sinee vne group is generally scen by
both groups s using the "more correct” form of the language, itis likely that the
low prestige group will resist the “approved”™ dulect as being “*snooty ™ or

stufty " and that the hugh prestige group will reject the other dialect as “'lazy ™
or ““sloppy.”

Nevertheless, languages and dialects are in a constant state of chang.2. The ul-
tmate desenption of a language van only be wntten when no one uses the
language tor conuuunication, wien it has become an historical oddity. Until that
point 15 reached, language remams dynamic, often “elevating™ formerly “un-
grammucal™ forms 0« level of wide acceptance. A recent example of such
change i standard Amerean English is the loss of the «(:Tmmst of meaning be-
tween 1 shall™ and 1 will.™ -

Dudlects difter on several hnguistic levels (12). The most obvious of these is
pronunciation, which 15 usually « characteristic of region. Other levels on which
dittercnces oceur include the lexical and the syntactic. In Appalachia, people
otten. use the noun “poke’ to sigmfy what Southerners and Midlanders use

sach’' to mean. Structurally, “be’™ is meaningful in Black English when de-_
senibing o customary state. "My father be sich(7)." While this utterance may be
trowned upon by many people as exhibiting *bad grammar,™ itis a characteristic
structure of o particular diddect of English. To notice this statement when « child
mdahes it and thed to infer that.the child is not intelligent is, at best. to make an
euneuus illerence and, at worst, may result in a communication breakdown be- '
tween speaker (the child) and audicnee (the teacher).

The ditferences among varwus dualects of English are relatively minor and
attect relatively tew language features (12). Generally, the differences do not im-
pair the abiliies of people from different dialect backhgrounds to understand one
another.

But didlectal differences do lead to pereeption of, and often judgments about,
the group which uses « particular dialect, Whether you pereeive the dialeet as

nght ot wrong™ largely depends upon whether you perceive the user group
as right or wrgng (9). In wnting, dudlectal variations are often inuppropriate since
so much of wnting as outside of 4 context wherein dialect becomes an important
sue. However. n creaive writing, dialect may be important for helping estab-
fish gh.xr.ulcr’ setting, and context. Think. for example, of the usc of diulect by
Flannery O'(lonnur, Willtam Faulkner, Joel Chandler Harris, Bret Harte, and
other **regional™ writers. ‘

One way |n which teachiers can help children to develop sensitivity towards
ditferent audignees and dualects is o involve the class in a study of didlects and
dialect diftercnees (3). Sucha study might involve tape recording n;gtﬁ(rul speech’
samples from i vanety. of speahers in a variety of situations. Each saniple should
be catalogued mith information about the speaker (age, gender, race, level of ed-
w.ation, prochnon). about the communicative situation or act {giving directions,

right-
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ashing and answering information guestions, social interaction of peers); and
about the audience (age, gender, race, profession). Comparison of language use
ditferences m a vanety of these interviews, especially if one person provides sev-
cral samples, will dlearly demonstrate implementations of choices of language.

For young children, the activity of tape recording one another in class, on the
playground, at lunch, and at home will yield exciting personal information which
«an later be the basis tor winting activities and instruction in social studies as well
as the language arts.

Style

Many of the chuiees of language use people make are dependent upon the sit-
uation in which communication vceurs. Joos, in his classic work, The Five Clocks
16). discusses five styles of language use which are rooted in the communication
situation:
® Intunate Style. This requires no inclusion of bachground information and uses

jargon, a “special™ language, meaningful only to the intimate group.
® Casual Style. This 1s for friends, insiders. It is marked by the use of slang and
cllipsis. On the one hand, slang indicates that the insiders will understand the
speciahuse of language, while elipsis (the absence of certain words) supposcs
that users_of casual style are well-enough acquainted to understand **without
words.”
® Consultative Style. In this style, the speaker supplies background information,
and the addressee participates continuously. This is a very comnfon classroom
style. . .
® Furmal Style. Ths style informs. The addressee does not participate. Conver-
sations among strangers begin n formal style, and classroom lectures are
delivered in formal style.
® Frozen Style. This 15 the style most often seen in print. The language is acces-
stbie, but the addressee cannot ask questions and is not known, in a rcal way,
- 1o the sender.

Most classroom interactions use either the casual, consultative, or, to a lesser
degree, the formal style, Lloyd-Jones (9 has pointed out that Joos's styles of lan-
guage are based un indicators of social interaction. Intimate style is almost always
oral but 15 rare n frequency sine few of us maintain a large number of contacts
of appropriate intensity with others, Casual style in writing occurs only in letters
t close friends. Formal style indicates a reduced interaction between speaker-lis-

. tener (as I lectures) or in most written forms. Joos's analysis has been included

here, though, since it offers another way to look at linguistic interaction and pro-
vides a model for student analysis of language. -

Helping children realize that they almost instinctively usc different styles of
language 1n different environments will help them become aware of the fact that
they van chaose among several pussible language strategies to find oncs appro-
priate to a specifiv audience and interaction. Pointing out differcnces between
playground talk and classroum talk. between talk with parents and falk with sib-
hings. talk with the principal and talk to the teacher will assist this growing
sensitivity to options.
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Related to Joos's description of style 1s the distinction made by Basil Bernstein
between *elaborated code”” and “‘restricted code’ (1). Bemstein's concept of
codes rests on the ea that the closer the identification of speakers and the greater
the range of shared interest, the more probable it is that specch will take a specific
form. Thus, fewer words and structures need to be spoken (or written) if the
speaker and listener know each other.and the communication context well, while
interchanges between strangers 0 a context relatively unknown {9 them will re-
quire more elaborated verbal activity, Forexample, a mother and child might have
the following exchange when the child sets a glass full of milk on the edge of the
table: '

Mother: Margaret! (Spoken emphatically, with chin raised.)

Child: (Looks toward Mother.) 4

Mother: Your glass.

Child: Oh. (Moves glass away from the edge.)

If the child knocks the glass over, the mother might add:

Mother: I told you what would happen.

Cl.arly, the code used 15 restricted, but the meaning of the exchange is clear
both to Margaret and to her mother. (It is clear to us too, largely because we have
found ourselves i similar situations, cither in the Margaret role or the Mother
role.)

It Margaret or her mother were to retell the incident to another person, a much
more claborated code might be used:

Margaret (10 a friend): Mommy got mad at me this morning.

Friend: Why? What happened? .

Margaret. | was drinking a glass of milk and 1 set it down right on the edge

of the table. But I had 1o, the table was covered with the newspa-
per. etc. “

In this exchange, the speech is not tied to the reported context but to a new
context which requires that meanings become explicit, elaborated, and indivi-
duahzed. Elaboration involves the speakers in particular role relationships and (to
use Bernstein’s words) **if you cannot manage the role, you cannot produce the
appropnate speech.” In claborated code contexts, it is the difference between the
speaker and audience that is essential, while consensus lies at the base of the re-
lationship where restricted codes are appropriate.

This concept has interesting application in classrooms. Children who have
been reared in environments where they have little opportunity for interaction
with many different people may have difficulty in managing roles requiring elab-
orated speech. An important contribution of the preschool experience to child
development 15 precisely this help in leamning to interact with nthers so that role
claboration becomes easier. Similarly, games and activities requiring role playing
or “‘make beheve' stimulate children's ability to use elaborated code.

The decision to elaborate, of course, is an indication of the child’s growing
sensitivity to the need of the audience for a great deal more information about the
topic under discussion. The neéd for more claborated code grows in direct pro-
portion to the audience’s distance from knowledge of the cvent (2, 3) Brittonand
hus colleagues point out that young children write largely in an expressive way
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(31, By expressive, Britton nicans language which is reflective of the speaker or
whiter and of shared wontexts of meaning between writer and reader Expressive
writing, then, 15 not lnghly explanatory, the writer (if he or she is aware of au-
dience) assumes shared undenstanding by the reader. Children will find it helpful,
as they develop glaboratmg shill, to work with and speak with people who are
removed from the immediate situation. Class visitors need more information
about a lassroum activity than will the classroom teachet When developing chil-
dren’s discusston shills i small groups, it wil! be useful to aliow childrento report
o summary of the small group’s conversation to the whole class. Writing to pen
pals, sending letters to parents, interacting with children from other classrooms,
and reporting classroom occurrences to children who have been absent are all
ways 1 which the teacher can help students acquire skill at manuging roles which
require differing degrees of elaboration.

It 15 tmportant for the classroom teacher to remember that children who have
ditficulty i using elaborated code are neither nonverbal, “linguistically de-
prived,” nor less intelligent than other children (7). Skill at elaboration is
dependent upon communication experience, experience in assuming various
roles. In the language-rich, highly interactive, meaning-based environment which
current pedagogieal rescarch advocates, children will be given many opportuni-
ties to practice taking roles which will help them to leam when or to what degree
restricted codes or more claborated codes will be appropriate.

One final 1ssue needs to be considered when discussing.the development of
sensitivity to vanous audiences. This issuc is the use of pejorative, racist, or sexist
language. This 1s espectally important because the model provided by the teacher
will very often determine the attitudes -- good or bad -- developed by the child
towards language. towards other people, and towards school. . Brophy and Good
report a number of vbservational studies of teacher-student interactions which
show that the quality of instruction provided students correlates with teachers’
perceptions of student ability. Often these perceptions are influenced by race and
gender. Not only dues the quality of instruction decline for students of race and
gender different from the teacher’s, but the amount of leamning by these students
decreases (4). The difficulty of discussing these issues is corapounded by indi-
vidual disagreements as to the relative degrees of importance of avoiding
pejorative, racist, and sexist language and as to their definitions.

The vast mayority of educators will not tolerate the use of scatological lan-
guage in schools, We may use such language oursclves outside of school, and we
may know that some students use such language. We may accept the fact that
swear words (or *dirty " words or cursing) are more or less acceptable among dif-
ferent language groups. But, by and large, we consider such language
inappropriate and unacceptable in classrooms. ’

Racist and pejorative language are often not as easily recognized or agreed
upon. We do not permit students to hurl racial epithets at one another, but we may
smile tolerantly when a Polish (or Jewish, or Mexican, or whatever) joke is told
This acceptance sends a very clear message to children: this language is okay, and
the individuals ridiculed by it arc less valuable than arc other people.

Probubly because our attitudes toward the two sgums arc being re-examined by
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many of us, a defuntion ot sexist language is at the same time less clear-cut and
less generally shared (b, It 1s beconung, for example, much more common to
hear people using the extended ““him or her™ or "*he or she™ when using pron-
ouns. But other instances of sexist language (use of **fireman™ in licu of
firehghter’” or the generalized *the doctor.. he, the teacher. .she™) still occur
with regulanty in many people’s language. Research has shown that use of sexist
language affects the ways in which we think about others and ourselves ( 1)
Controverstes of this nature arc apprépriate for study by children in the middle
and upper grades (4-12) and will increasc their sensitivity to language usc by oth-
ers. While young children will have difficulty with the abstract nature of such
discussion, they will pick up attitudes and values from classmates and teachers
and will exhibit these through their use of language and communication inter
action. Moreover, some researchers have identified language patterns which they
clatm rewntoree masculine or fenmunine stereoty pes (11). For example, the tag ques-
tion  ‘The Russtans ought to stop influencing Poland, shouldn’t they™) is
considered “temale language'™” sinwe it 1s ess assertive than a flat statement (8).

Summary

Very young writers usually employ “*expressive’ writing, that is, writing
which s more reflective of the spedher’s need to communicate than of the reader’s
need tor mtormation. As young writers mature, they become more sensitive to the
stituational and functional aspects of w riting and to audience. Britton and others
point out that most schovl-based writing 15 addressed to the teachers, but as writ-
ers mature, they fcarn to consder the audience. It requires some imagination on
the part of teachers to vonstruct wniting activities which establish communication
with unknown readers,

The problem of developing sensitivity to language differences among audi-
ences ts compounded by the fact that student writers themselves have varying
degrees of language sophistication, Work by Loban, Bernstein, Wolfram, and oth-
ers suggests that language use and socioeconomic status are closely linked One
imphication of this for classroom teachers is the need to provide a variety of ac-
tivities to help all children become more conscious of their own language and to
become more fluent users of language.
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' EVALUATING
COMMUNICATION
INSTRUCTION AND

" LEARNING

Y .

Feedback is critical in effective commu-
nication, Teachgr, self-, and peer-evalu-
ation of oral and written communication
are all essential if skills will continue to
develop. Moreover, evaluation can help
the teacher understand which instruc-
tional events were especially helpful and
can hl%in the planning of instruction.

S,




How can teachers evaluate speaking and listening skills?

v

”

Face-to-face communication is risky. When you. speak, you are aware that
your audience 1s not only weighing your message but also judging you as a person
If you say something foolish, there is no way to call it back after it leaves your

o hps. Though you may try to mitigate the effects of your words, communication
s not reversible. A formidable consideration, especially in formal speaking sit-
uations, 1s that your physical being is exposed during face-to-face interaction, and
all of us share msecunties about that kind of vulnerability. Even listening also en-

. tals nsks under many circumstances. We seek to avoid hearing messages which
are likely to gontradict our deeply held beliefs, our life-style commitments To lis-
ten is also to risk, misunderstanding. _ '

: In order to surmount these risks, in order to plunge into an act of communi-
cation, we must perceive possible rewards. the opportunity for self-expression,
the opportumity to strengthen a bond, the opportunity to influence another, the op-
portunity to assert one's identity. In spite of the risks, humans are communicating
animals. Community is at the heart of the human condition. ¥

A communicator may engage in interaction for a variety of purposes A com-
municator does not, however, ordinarily assume the risk of interaction so that he
or she may be evaluated. (At least we cannot expect normal communication under
those circumstances.) Communication does not thrive in a climate of evaluation.
which frequently engenders defensive reactions in speakers and listeners--with-
drawal, belligerence, or distortion (11). Many communication tasks bring forth
high levels of situation-specific anxiety. On top of that, a large minority of indi-
viduals cxperience gencralized anxiety about speaking and listening as a
personality trait that operates in all or most situations (18, 8). Therefore teachers
must be extremely cautious in subjecting students to oral communication
assessment.

On the other hand, evaluation can serve some distinctly positive functions
Some of these pertain to evaluation on the level of scheol-wide or district-wide
instructional programs. Although it is not ideal to impose educational innovation
by testing, one of the benefits of large scale assessmént of oral communication
skills 15 that assessment programs of this type can legitimize speaking and listen-
ing nstruction. Loban observes that ‘‘the language arts curriculum inevitably
shrinks or expands to the boundaries of what is evaluated™” (14). Skills which are
tested tend to get taught. Indeed, one reason for the neglect of oral communication
mnstruction 1n American public schools is the lack of appropriate measurement
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technology. In Great Britain, thuugh, wistruction in speaking and listening was

buosted by the introduction in the nud-1960s of an oral communication compo
nent of the Certificate of Secondary Education examination (28). -

Large scale assessment of speaking and listening skills, however, is best hept
distinct from less formal, 1ess standardized evaluations of students’ spe.hing and
listemag in assroom situations, Thar methods ditfer, as do theit”aims. For dis-
cussions of large scale measurement in this shill domgin, sce Mead (19), Brown

et al. (3), Plattor et al. (21, Stiggins (27), and Rubin, et al. (24). The discussion

in this chapter will be restricted to the concemns of Cassroom teachers interested
in ¢valuating the on-going progress of individual students in vral communication
proficiency.

’

Purposes for Oral Communication Evaluation

One function of classroom evaluation 1 oral communication is to provide
feadback to teachers. . If a teacher is concerned with students’ abilities to relate
weas logically in speech or to discern a point of view in listening, then some form
of systematic observation can inform the «cacher about the effectiveness of prior
instruction. It the resulits suggest that students have not yet integrated this instruc-
tiun, then the teacher can alter subsequent lesson plans. Without this sort of
feedback, teachers are shackled to sequencing and time allocation plans which
they most uften develop in the weehs before Classes have esen begun, before the
umque chenmstry amonyg students and between teacher and students can be
anticipated.

Another benefit of evaluating speaking and listening skills alsu aids the
teacher 1 imstructional management, By evaluating students’ communication
shalls, teachers can diagnose individual student’s strengthsrand weahnesses to bet-
ter place them n instructional sequences. For example, if one student
demuonstrages proficiency in providing background and sequencing ia a talk about
how seeds germinate, that student may be ready to advance to dwlmb with more
abstract thetorical protlems such as urg,dmung a discussion about how computers
may affect daily hife n ten )Lclﬂ'b If anothier student, on the other hand, has dif-
ficulty describing the sequence “of sded germination, then he or she might profit
from additional experiences in stéryteiling which cultivate a sense of sequence
and setting. Similarly, if 4 student has a hard time in answering qugstlons about
a speaker’s point of view, that student is probably not yet ready for extensive work
in empathic or critical hstening. Such a student should be provided with addi-
tiondl practice in hstcnmé to speahers who share a bau.kz,round more similar to the
student’s own perspective,

Using evaluation for purposes of diagnosts and placement in instructional se-
quences cames with it the flavor of mastery Jearning and criterion-referenced
testing. The teacher assumes that all students are capable of progressing in oral
communication wmpctcnu) and that students will progress if they are exposed to
the proper learning experiences in the proper order. This assumption demands
from teachers o fine sense of the learner’s mpdbllltlcs and needs 1t does not de-
mand, however, that communication shills be taught in isolated bits for example,
with students practicing enunciation drills before they are permitted to give a talk

a .
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to the class, Communication emerges hohstically, as the simultancou” and sym-,
biotic interplay of many subshills. In virtually all cases, enunciation driile can be
dispensed with n favor of activities which invite: students to carefully enuneiaie
in the context of’ purposeful talk. '

Furthermore, using evaluation for diagnosis and placement requires a direct
match between testing and mstruction. Evaluation criteria should be determined
by the skills m which studgnts actually receive instructional practice If empathic
Iistemng 15 tested, then empathic listening must appear in the curriculum and in
the classroom.

. Most important to students” continued development of communication com-
petence 1s feedback  which enables them to expand their repertoires of
communication aets, to refine theirériteria for selvcting situationally appropriate
strategies, and to consohdate their skills in impleienting communication ‘strat-
egies, Speech 1s a fast-fading medium, it leaves no physical trace which can be

, reviewed. o speakers and listeners experience difficulty in accurately monitor-

g thewr own behaviors. Viewed in this light, evaluation is no less than an
cssentral component in the process of becoming an effective communicatof”
j-cedback which best contributes to development of communication compe-
tence 15 feedback which provides students with concrete information about the
effects of thewr speahing and histening behaviors. Spme important cofollaries fol-
jow trom this principle. Fiist, teachers need to respond as audience members,
albent as andience members with special tiaining in critical observation 1t is not
contradictory to recoramend that evaluation be cast in descriptive lahguage In-
stead of comments Iike **vague language,™ a teacher might comment, *I-didn’t
know what you meant when you kept mentioning “that thing on the top * 1 suspect
that your other histeners also had problems with these kinds of expressions ™ O,
instead of saying, ** You spoke too softly,” a teacher might respond, **I'had trou-
ble hearing your comments in our discussion. 1 really had to strain 1 must admit
that with ali the other discussion going on, it made it hard for me to give your

_suggestions us much weight as 1 had wanted."”

The teacher. of course. 15 not the only member of the audience: perhaps not
the most important, either. Peer cvaluation should be fully exploited -Often peer
comments will be more meaningful to a student than the teacher’s Note, hov ~ver,
that students require a vocabulary for talking about communication, and this lan-
guage about language wili only be cultivated though deliberate classroom
mstruction. Videotape also provides a resource for seif-evaluation Particularly in
thie context of group discussion, reviewing a videotape with other participants can
supply students with insight into their communication behaviors that isolated
teacher and peer comments cannot approximate.

Feedback which concretely conveys the results of a student’s communication
1s the most helpful of all. Such feedback can come in a variety of forms. For ex-
ample, 1f a child tells a story, useful feedback could come in the form of pictures
drawn by other classmates which visually retell the story. Or if a student is de-
scribing an object or explaining a procedure, he or she can see if the listeners were
able to identify the proper object or perform the proper procedure (4) In the case
of listening assessment, teachers can employ similar tactics Can the student ac-
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curately follow the spuken directions for drawing a cartoon figure? Can he or she
pass the message on to the next student without distorting it? Especially in the
vase of young children, however, teachers should not assume that students will
neeessarily comprehend the implications of this kind of conerete feedback. Young
huldren cannot percerve that thesr communication has not always been success-
ful. and message sources have a tendency to blanm recervers exclusively for
communication failures (2, 22).

Contexts for Oral Communication Evaluation

it 15 immediately apparent that not all of children’s communication should be
cvaluated 1n a formal manner. Nor would it be possible to do so, even if it were
desirable, 1f teachers embrace a mode of istruction which offers frequent op-
portumticy for student interaction. Although students learn from appropriate
¢valuation, evaluated performances should not be their only opportunities for
practiving communication, skills. The common high school speech-a-week
muwdel, wherein students are given a single experience in, say, delivering a speech
to vonvinee arfid wherein that speech also serves as a “test,” places unduc em-
phasis on evaluation.

Since communication involves risk, it is not wise to engage in deliberate eval-
uation until the Jlass has created o climate of trust. Indeed, oral communication
activities are an excellent means of **breaking the ice™ and establishing that sense
ot community and mutual support. A teacher would not want students to equate
speaking and hstening expenences with evaluation. In the course of developing
of any classroom community, early oral communication activitics provide the
teacher with occasions to model active listening behaviors. The opportunity for
learming norms of active histening iy so great on these occasions that it should not
be diluted by imposing the additional burdens of evaluation.

When evaluation i appropriate, however, the teacher’s greatest challenge lies
in creating g context for communication in which being evaluated is not the sole,
or cven the donnnant, purpose for speaking or listening. Since communication
behaviors are situation-specific, tasks which reflect students” true communication
shills must incorporate elements of authentic communication contexts. Contrast
the following two assignments:

Prepare a persuasive speech of no more than three nunutes in fength in which
you present an issue of current importance in international affairs. What
should the forewgn, policy position of the United States be with regard to this
issue! You will be graded on content, organization, and delivery. Be sure to
tuqin outline and bibliography.

We have been talking quite a bit lately about what the world will be like by
the ime some of you have teenage children. We have been discussing how
American forergn policy today will have an impact on the world of tomorrow.
Remember that we also dectded that we would send, as a class, a position
paper to the Secretary of State. So we need to come to some agreement about
what our forugn policy should be with respect to currently important inter-
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national affaies. To help us do this, each of us wilkghoose a foreign policy
1ssue and try to persuade the class of the validity of dyr position Since we
have about two days for this phase of our project,.each of us will have about
three minutes to speak. Any more time would throw us off schedule. Also,
be sure to bring 1n an outline and a bibliography so that we can refer to these
when we are writing our position paper. Remember, also, that you will be
most effective 1 convincing us of your point of view if you pay attention to

 thuse aspects of speech making which we discussed in class: adapting con-

tent, orgamzation, and dehvery to your audience and purpose You may elect
to include this presentation as one of the five graded assignments for this
project. '

The first assignment offers no pretense for communication other than to pro-
vide the teacher with performance which can be evaluated. The second
assignment, conducted in a student-centered classroom does seek to supply a
sense of authentic purpose and audience. The first assignment is likely to result
in matenal students have regurgitated from a popular newsweekly The second is
more likely to engender a thoughtful and well-crafted responsc. .

Simulation exercises play an important role in creating contexts which will
support efforts .t evaluating oral communication. It is difficult to justify formal
communication behaviors when students are addressing an audience of well-
known peers. To insist on formal diction, for example, would belic the foundzation
of Instruction 1n commumication competerice. insistence on contextually appro-
priate adaptation. Teachers can, however, ask the class to role play a different
audience. Thus, a student can practice addressing a persuasive talk te the’County
Commussion or describing a clock assembly to an astronaut in,a space. capsule
Students can practice buttonholing strangers for donations to a school improve-
ment project. Note, however, that role-playing assignments can resuit in dismally
disappointing performances unless the class has been properly prepared and di-
rected (26). , ‘

Other resources 10. the school should also be exploited. Sixth grade students
can descend upon a second grade classroom for a session of storytelling or tu-
toring. Students can take turns offering survival ins.ructions to a newcomer in the
class.

In evaluating students, teachers should devise criteria that are specifically tai-
lored to the assessment contexts. Standards for quality of expression are not
absolute. Like communication behaviors, standards for communication evalua-
tion are situation-specific. Thus, a criterion like *‘anticipates and refutes counter
arguments " 15 an important evaluative criterion to be used in judging persuasive
talk but obviously has no bearing on storytelling performance In a like vein, a
student who uses popular idioms like *‘neat’* and ‘‘cool”” might receive an ic-
«eptable rating along a dimension of **appropriate language use'’ in a peer group
discussion. But the student would receive a poor rating in a simulated interview
in which he or she was applying for a loan. If a teacher were intercsted in eval-
uating students’ skill in empathic listening, the communication context must be
one 1n which speakers are encouraged to express their emotions. A conversation
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abut tanuly relationships would be more appropriate histening material in this re-

gard than would a talk about techniques for bandaging broken limbs

In most cornmumecation situations, speaking and histening are virtually si-
multancous activities. For the sake of convenience, however, the two are
scparated in the sections below in order to describe methods of evaluation, Be-
cause oral communication performance 1s so interwoven with communication
attitudes, one additional section which pertains to the affective domain is
provided. . .

" Methods for Evaluting Speaking Proficiency

We have claimed that assessment techniques, in accordance with the very na-

ture of communication competence, must take sitwational factors into account.

One way of categorizing communication contexts is to array them along a con-
unuum from formal, extended, uninterrupted, and planned on the one hand to
informal. reciprocal, spontancous, and nondirecte J-on the other (29). The more
tufinal sptehesigations afford greater control for the teacher and are easier to
evaluate because thewieit more connected discourse. Opportunities for evalu-
ating more mteractive talk Sight not be neglected, however, lest students harbor
the 1mpression that these are less important, less worthy of cultivation.

Oral Reading. The most constrained, least interactive apcc«.h situation is read-
mg. aloud. In this situation, the evaluators attention is drawn t¢ matters of
delivery - ‘ntonation, enungtation, volume, and pronunciation. While these eval-
uation criteria are .lpproprmtc to the task of reading aloud, oral reading is
nevertheless an act of commuancation. The primary consideration in evaluating
students” oral reading 15 reflected in the criterion of “intcrprcta’tion“ Does the
student recogmze and convey the meaning and tone of a written text?

Extended Monolugue. Clustering also at the formal end of the spectrum of
speech situations are talks, speeches, and oral reports--all speuca of extended
monologue. For many educators, extended monologues constitute the entirety of
oral classroom assigments. Unfortunately, extended monologues are cspcually
Liable to ehicat artificial communication behaviors unless they are rooted in a sense
of purpose and audience. For many youngsters, especially members of minority
cultures the extended, uninterrupted monologue represents a particularly unfa-
nuiiar communication context (20, 10). This doesn’t mean that children should
be deprived of istruction 1n connected oral discourse. However, some authorities
recommend defernng experiences i formal public speaking until after the cle-
mentary grades (1), But. most fa.nary grade children are capable of producing
oral nar ... .es, cxtended monologues that can be evaluated along criteria like

goes bc)ond the wiformation in the stimulus picture™ or ““differentiatzs among

« characters.””

ERIC
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Group Discusston. Small group dmumon can span a wide range of formality.
Panel discussions, for example, can incorporate many aspects of extended mon-
oldgue, while probiem solving in a leaderiess group approximates conversation
more closely. Whatever thc type of group drs«.umon. however, the criteria of

covperative thinking,”” *'integration into the group,™ and **appropriate degree
of participation”” are suntable ones-for evaluation. Often, teachers chovse to eval-
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uate the entire group as ¢ whole, rather than mdividual performances In this way.
evaluation procedures emphasize the holistic nature of group behavior
Conversanon. Of course. casual convenation between two people--dyadic
conversation--weeupies the end of the communication continuum most marked by
spontaneity and free interaction, As interaction increascs, it becomes more dif-
ficult to separate the role of .peaker from that of listener Since interviewing is
goal-oriented and maintains different degrees of control among the participants,
this form of conversation fends stself to evaluation. Interviews have frequently
been used 10 second language learming assessment, but most often criteria are not

«ommunicative but lingwstic in nature (e.g., “'sentence structure,”” **morphol-

ogy’s Some crterta for evaluating  the communicative proficiency of
interviewees include “responsiveness’ (elaborates beyond minimally informa-
fve answers), imitiative’ (ashs or rephrases questions when appropriate), and
“social rituals™ (greets interviewer and closes conversation) (23)

Speech Rating Scales. Most often, teachers evaluate student performances by
means of ratimg scales. The scales enumerate appropriate criteria, and the teacher
either assigns ¢ numerical seore to each criterion (¢.g., | through 5) orelse checks
olf that the speaker has displayed the desired skill (e.g.. **speaks loudly
enough ). The tollowing set of rating scales illustrate how evaluation eriteria can
be tatlored fo the speuific *rhetorical traits’ of a speaking assignment In this
case.students were ashed to role play a meeting of the County Commission Each
student dehvered a persuasive talk to a board of three Commissioners, attempting
to sway them concernimg an item that appeared on a previously distributed agenda
(23).

Public Hearing Feedback Form

1. INTRODUCTION: .
(1) none
(2) just names proposal
(3) names proposal and attempts to caplure interest
(4) names proposal and provides novel or elaborated approach

2. PURPOSE: - ‘
(1) no point of view
(2) vague point of view
(3) unambiguously states position on proposal
(4) states position with emphasis or situational qualifier

3. REASONS:
(1) unsupported assertion
(2) unelaborated reasons given
(3) at least one reason supported ’
(4) several reasons supported or especially apt support

. A -
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. ORGANIZATION:

(I) ideas wholly unrelated

(2) ideas only implicitly related

(3) logical sequence or simple transitions

(4) proper emphasis and explicit connections between ideas

. OBJECTIONS:

(1) does not ackmowledge reservations .
(2) acknowledges-biit does not refute reservations e
(3) refutes at least one reservation

{4) refutes several reservations or especially apt refutatici

. CONCLUSION:

(1) no conclusion or merely states that remarks are finished
(2) just thanks Commission or just restates position

(3) restates position and offers thanks

) summarizes or concluc‘i’es memorably and offers thanks

. LANGUAGE STYLE:

(1) slang.or mcomprehen.;xble on several occasions
(2) very vague or distracting ‘‘fillers’’ or written language
(3) 'minimally fluent, appropridte formality

"* (4) vivid phrasing, highly comprehensible
. ORAL EXPRESSION: '

(1) monotone

(2) inappropriate or distracting inflection on several occasions
or memorized

(3) conversational variation in inflection

(4) tone of voice expresses conviction.or emphasis

. SPEECH RATE AND VOLUME:

(1) inaudible

(2) rate too fast or too slow. - distracting

(3) speeck rate and volume do not strain listeners

(4) variation in rate or volume used for added expressiveness
GESTURES:

(1) distracting mannerisms or posture

(2) no eye contact with Commissioners

(3).eye contact established, comfortable posture

(4) facial, body, or hand gestures for emphasis or illustration
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A simpler type of rating scale which is applicable across a broad range of com-
munication tashs, and which provides students with less specific feedback, asks
wachers to make holistic judgements on four dimensions of speech (16)y

1. CONTENT: 3. LANGUAGE:
(1) inadequate (1) inadequate
(2) minimal (2) minimal
(3) adequate . (3) adequate
(4) superior (4) superior
2. ORGANIZATION: 4. DELIVERY: .
(1) inadequate (1) inadequate
() minimal ,  (2)minimal
(3) adequate (3) adequate
(4) superior (4) superior

It 15 best, of course, if rating scales are accompanied by the teacher’s written
andror oral conunents explaining in more detail the reasons for each rating

In rating speech performances, teachers need to beware of the numerous sources
of bias and 1nconsistency that can intrude into this sort f subjective evaluation
(27). Teacher fatigue, we kngw, can result in dif ferent standards of stringency ap-
plied to the first speakers compared to the last, The materials' which are used to
stimulate speech can be familiar to children of one group but not another The
evaluation critena can be biased toward one group or another For example, a cri-
terion which demands standard English pronunication will obviously work against
speakers of non-standard dialects and students whose dominant language is not
Enghish (although most students can display considerable code switching toward
the standard 1f the context for speaking is appropriate and sufficiently rich). In
constructing rating scales, teachers need to consider whether a criterion of stan-
dard English 1s proper at ail, and if it is, whether it should be given so much
prominence that it outweighs all other communication skills.

Finally, teachers must be on guard against the influence of student character-
istics which are really extraneous to how well they communicate. We are all
susceptible to being led astray by our expectations. Teachers tend to give more
positive ratings to physically attractive students (25). Dialect itself triggers ster-
eotyped reactions which are sometimes hard fo overcome in evaluating actual
abilities (30).

‘Other Techmques for Evaluating Speech. Although rating scales--because of
their convemence and flexibility--will always be the mainstay of classroom eval-
uation of speech proficiency, other techniques are available. For example, groups
mvolved in problem solving discussions tan be evaluated with respect to their ef-
ficiency. thatas, the ime elapsed and the accuracy of their solution. Pairs of students
engaged 1n referential or descriptive communication can also be evaluated in terms
of communication accuracy (4). A storytelier might be evaluated according to rel-
atively conerete criteria which indicate consistency between an original story and
a subsequent retelling (6).
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/ Evaluating Listening Proficiency.

Suurces of Listening Test Materils. Techmyuey for evaluating hstening per-
tomnances are tied to the several purposes of histening (see pages 94-97 on histening)
and therefore are no less varied than methods of assessing spedhing proficiency.
Most often, teacher-made histening tests are tests of hteral comprehension. The
teacher recites or reads aloud sonie factual niaterial, and the students recall the
information. One techmigque which can be o goud deal nore motivating for stu-
dents 15 to arrange for student speakers to construct fstening comprehension tests
based on their own presentations. Broadeast media, especially comnierical mes-
sages. provide useful matenals for evaluating students” skills at discerning the point
of view conveyed by a message. Sound discrimination «an be tested by tape-re-

. ording environmental sounds (trash can clanging, car starting) and interspersing
these with speech sounds. Teachers can also make use of pantominic activities in
which the class 1s ashed to decode the emotional state acted out by a classmate or
a <haracter on film, Several commercially produced tests of listening skill, some
ot which are heyed to Iistening instruction pachages, are also available (15).

Muodes of Respunse un Listerung Tests. Most often, listening proficiency is
measured in terms of accuracy. How many details about steel production did the
student revali vorrectly ) Did the student aceurately identfy what point the speaker
wds supporting i emphasizing the safety record of nuclear reactons? Multiple choice .
questions are often a convenient response mode for indicating listening aceuracy.
Howgver, free open-ended responses van be useful in evaluating inferential lis-
tening {c.g., “After histeming to Waahm;,tona Farewell Address, what do you think,
he would say about American membership in the United Nations?™"). Open-ended
responses van also help to capture students” aesthetic responses to oral literature.
Aesthetic responses van be identified by ashing students to draw, to write about
thewr fLLllan to tell or make up a story which might make others feel the same
feelings.

Another response mode which is appropriate for integrative listening, (listen-
ing tor nstructions) asks students to respond behaviorally. Thus, students may be
asked to perform the commands encoded in 4 listening passage (* ‘First cross the
right hand string over the left hand one, than pull it through the loop from be-
hind ™). Orthcy nught be asked to visually represent or to dentify an object which
a classmate is deseribing (4).

An interesting listening tash which taps children’s abilities to follow directions
together with their ability to listen critically was developed by Flavell and his as-
.+ suctates, In this test, children are read a set of telephone instructions and are provided

with an accompanying map. Their job is to list all of the inadequacics in the mes-
. sage: (See accompanying chart on page 143.)

Empathic listening can also be measured. An adaptation of the Dymond Em-
pathy test (5) first gives students an opportunity for free conversation. They then
mark a set of attitude scales not only to reflect their self-perceptions during the
course of the nteraction, but also to predict their partner’ perceptions. Empathic
listening shull is judged by the degree of match between the students”™ perceptions
and the corresponding perceptions of the partner. |
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STUDENT LISTENING ACTIVITY

Teacher (or student who reads well) reads a set of instructions for reaching the
Jdestination. The instructions contain several inadequacies. Students are told to listen
to the instructions carefully and list (tell) all the things which are wrong with them,
how they might be confusing. E.g. (for the attached map) — Teacher reads,

L]

Student Hears

**Suppose there was a man in
his car out in the country who was
lost. He didn't know how to get
home. He has the same map you
have in front of you, except his
map doesn’t show where he is
now or where his home is located.
Now he calls me up and I can
figure out where he is now. I also
know where his home is, just as
it’s marked on your map. I'm go-
ing to talk to him on the phone

and tell him how to get home. [ -
want you to listen very carefully -

and tell (list) all the things that are
wrong with my directions, all the
reasons why he would have trou-
ble getting to the right house.
Okay, here is what I tell him.

If you look at the map you'll
find an X. That’s where you are
right now. You go down the road
until you see a house on your left.
Tum right there and keep going
until you pass a pond on your left.
Then you make a left tum and the
house you want is the second one
on the street.”’ (Based on Flavell,
et al., The Development of Role-
taking and Communication Skills
in Children, 1968.)

Student Sees

1}

This is ~
the man’s

1
O

. ﬁﬁ home
/

)

X Man is herc now.
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Assessing Attitudes Toward Communication

Self-expression unavoidably (and desireably) accompanies all other com-
mumeation functions. We involuntanly **give of f information about our feelings
even as we ‘give’” other message content in a.more controlled and deliberate
fashion. Moreover, our attitudes toward ourselves as communicators exert an im-
pact un the quality of our expression. A person who 15 uncomfortable, say, interacting
at a cocktail party 1s often perceived as an incompentent cocktail party commu-
nicator. Teachers require information about their students™ attitudes toward
communsication i order to adequately evaluate and work with those students’
communication skills. N

Teachers generally form inchoate impressions of their students attitudes to-
ward communication 1n general and classroom communication specifically.
Sometimes, however, those in:pre,stons can be mistaken. A quict child may be
percenved as “"well-behaved,” even rewarded for his or her good conduct. In real-
ity, however, thus quiet child may be fearful about speaking up before a group.
Another student nay be perceived as a class clown, always free with light-hearted
repartee. This child, too, may be disguising a dezp-scated insecurity about his or
her communication skills. Deliberate assessment of students’ communication at
titudes is a wise course to pursue.

Communicution Apprehension. The most frequently investigated attitude to-
ward communication 1s known as *‘communication apprehension™ (CA) (8, 17).
CA differs from situation-specific anxiety, like stage fright, because it is an en-

. dunng personality trait, whereas stage fright 1s a normal reaction to particularly
threateming circumstances. About one in five students experience CA to a degree
that will sigmificantly affect their lives (18). For example, high CA individuals
avord classes which require active participation, marry or go steady carly, may cven
select wolaged places to hive. High CA students, though of all ranges of ability,
often do poorly 1n school, frequently suffer from negative expectations of teach-
ers, and often choose low profile jobs which prevent them from fulfilling their
potential in the workplace. Students who experience high CA ought not to be asked
to recite aloud. They should not be called apon and put on the spot before the en-
tire class, which will only exacerbate the degree to which they find oral
communication to be punishing. A number of instruments have been devéloped
to help wdentify reticent students. Among the most often utilized questionnaires
are the **Personal Report of Communication Apprehension” for adults and **Per-

~ sonal Report of Communication Fear™ for middle school through high school
students (18). The *“Measure of Elementary Communication Apprehension’ (9)
1> appropriate for younger children, including those who are not yet reading

Selp-Disclosure. Another important set of attitudes toward communication
pertains to self-disclosure or willingness to reveal personal information to others.
In general, appropnate self-disclosure is an attribute of communication compe-
tence (12). Individuals with positive attitudc s toward self-disclosure are perceived
as friendly and trustworthy. Attitudes toward scif-disclosure can be assessed by a
number of informal means. One communication activity which oftenelicits strong
rzactions 1s to ask students to tell about a time when they were in great danger,
perhaps about a ime when they were in danger of dying. Teachers can observe
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how freely students make reference to their emotional states in those anecdotes

Alternatively, teachers can compose surveys which include items like- *“These are
,  thmgs about myself which I would only teli to my best friend,”” **These are things

about mysell, [ would tell to a student in this class whom 1 don’tknow very well

Ot course, students should only be asked to voluntarily share items on the lists

with teachers. Whether or not they choose to share constitutes data about attitudes
© toward self-disclosure.

Lunguage Attitudes. One final category of attitudes toward communication
focuses on students’ atutudes toward language varieties. In our society, as in all
sucicties, some dralects are valued more than others. Speakers of less valued di-
alacts frequently share, or even exaggerate, societal norms in their attitudes toward
their own speech (13, 30). Speakers with particularly negative attitudes toward
their own speech vaneties are liable to exhibit linguistic hypercorrection. They
will try so hard to attain prestigious speech forms that they overcompensate for
ther native non-standard forms, Sumetimes linguistically insccure individuals in-
sert consonants where they do not belong, or produce malapropisms Teachers can
readily devise questionnaires which include prestige language forms along with
paraliel non-standard variants. Students can indicate their attitudes toward these
forms 10 « number of ways. For example, they might list next to each language
feature a job description which comes from a scale of occupations of varying pres-
tige (13).

Commuucation Journals. Besides contrived questionnaires and communi
wation activities, student journals are another useful source of information about
attitudes toward communication. If teachers encourage students to use the journal
s a torum for discussing their daily interactions, comments which reveal affec-
uve dimenstons of communication will emerge with great frequency Any technique
which engenders seif-awareness about communication is likely to be of thera-
peutic value for students, and at the same time will illuminate for teachers some
of the roots of their students’ communication behaviors.

Summary

Because oral communication assessment involves particular risks, it is justi-
f1able only 1f the information which 1s gathered through evaluation will be put to
pusitive uses. Evaluating students' speaking and listening skills can help teachers
adyust planning, provide for individual differences, and supply needed feedback
to tacilitate development in communication competence. Not all communication
experiences should be evaluated, and those which teachers do choose to grade re-
quire an authentic context for communicating--a purpose and an audience
Evaluation criteria can be tailored to the specific demands appropriate to each
communication situtation. In evaluating speaking skills, therefore, criteria for formal
communication tasks will differ from those appropriate for informal communi-
cation. The criterion of standard English speech patterns reed not dominate
evaluation. In addition, teachers need to be aware of numerous sources of incon-
sistency and bias in rating speech performances. Methods for evaluating listening
skills are also yuite varied, and are likewise designed to capture the particular de-
mands of the different purposes and settings for communication Other useful
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information pertans 1o students’ attitudes toward communication Communica-
tion apprehension, willingness 10 disclose oneself, and attitudes toward language
varieties can be readily ascertained.
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What are the best ways to evaluate writing?

As they plan the educational program for the students in their classrooms cach
year, teachers must consider three major elements. First, they must develop goals
and objectives for the program. They then must design an instructional program
that will effectively meet those goals. Planning for instruction involves major de-
cisions, What, for exampie will be the mix of instruction--will reading,
mathematics, and writing be taught every day, with science, social studies, and
art being worked 1nto the week two or three times? Will the basic skills and the
content areas be integrated, with some focus on each subject every day? How will
the classroom be organized and managed? How will time be allocated to the'va-
riety of activities that have to occur each day or cach week or each quarter” How
will children with special needs be helped? These and many more questions must
be addressed in the planning process.

Finally, teachers must develop procedures for determining whether the in-
struction has been successful and the goals have been met. This is done by
assessing the performance of the students. Did the students icarn what the teacher
hoped they would? As they develop their plans for asse<sment, it is important that
teachers look beyond the convenience of paper-and-pencil tests to the fact that
there are many educational goals that cangot be mcasgrcd through the use of fill-
in-the-blank and multiple-choice questions. In writing instruction, for example,
such tests will not give the teacher a sense of whether '

@ students are able to take an idea, create a plan for developing that idea, and im-
plement the plan on paper, thus creating ashort story, an essay, a paragraph, or
a pocm;
@ students understand that effective communication must be purposeful and must
be directed at a specific audience;
® students are motivated to write because they view writing as an effective means
for communicating with and in some sense for controlling the world around
them; ) .
@ students who are able to accurately answer the questions on the test will be able
. to apply the same principles and rules in their own writing as they are needed
When we think about evaluation of students’ performance, we must consider
not only how the performance is assessed but also how the results of the assess-
ment of assessments are reported to the students, to the district, to parents, and
to the community. Typical methods of reporting range from grades on papers and
tests, to report cards, parent/teacher conferences, and to announcement of results
of standardized tests in local media, :

¢ -
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These a2 some of the guestions that o teacher must answer as he or she
chooses a method for cvuluatiqg and reporting student progress.

® What method of assessnient matches the goals 1 have set for my educational
program?

® What do [ want to hnow about the progress my students have made?

® Which methud of assessmient will tell me whether my instructional program has
been effective?

® Do | want to hnow only what has been learncd during a given period, with no
cye toward future mstruction (summative evaluation), or do I want an assess-
ment method that will give me information about how to adjusy instruction to
best meet the needs of the children (formative evaluation)?

® How do | want to communicate with my students and their parents about the
progeess the students are making and about the instructional program®

® What can | do effectively, given the liniitations on my time”? What adjustments
will I have to make if I adopt a particular method? .

® What do [ fave to do, that 1, what are the constraints placed on me by forces
outside the classroom? (The principal, superintendent, and state education
agency niay have set goals which narrow the range of choices the teacher has
as he or she designs « program and a plan for assessment; textbook publishers
also 1nf; sence the teacher’s planning, if the school has adopted or mandated par-
ticular texts or seriey.) Given those demands, what alterntives and choices do
I have?

Such considerations set the context for the following description. of assess-
ment procedures that can be used to ey aluate children’s writing performance. Four
last puints, however. First, it s criical that teachers view themselves as having
real choiwes. If the school district or the state has mandated that children must be
tested using o paper-and-pencil, muluple-choice procedure, the teacher will have
to comply with that mandate. But instruction and the classroom environment can
be structured 1n such a way that several additional approaches-to assessment can -’
be. instituted--approaches which will give the teacher far more valuable infor-
muation than the results of the paper-and-pencil procedures alone, approaches that
will not be so time consuming that they take valuable hours away from
instruction. . '

Second. i 1s not absolutely.essential that every piece of each child’s writing
be assessed. Children, especially younger children (2), need to have feedback on
all of the writing they do, but that feedback does not always have to come from

. theteacher, it can also come from their peers and their families. As children grow
older. they. can be allowed to pick out their best picces of writing for the teacher
to comment on formally, The important thing here is that children must be given
many opportumtics to write--opportunitics that arise out of their own need or de-
SIFC to commumcate a particular niessage to a particular audience, opportunities
that vecur naturally and reinforce the leamning process. Opportunities for peer in-
teraction, particularly, give teachers valuable chances for indirect assessment of

. children’s growth.
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Evaluating Writing Skills

Third.. teachers evaluate writng to discover whether a purpose has been
achieved. Therefore, how best to evaluate writing may vty as the purposes of
writing vary. In addition, teachers may want to assess the progress children are
making at various stages as they move through the writing process.

Fuaally, a mayor role the teacher plays in the lassroom is as a respondent to
children, whether they are witing, talking with the teacher og another child, solv-
mg 4 problem, participating 1 a small group discuysion, taking 2 test, or engaging
1n & variety of other activities. This role goes hand'in hand with the teacher’ role
as evaluator. The way in which the teachier responds to and interacts with a child
will have a direct influence on how that child learns.

The teacher must busld a trusting relationship with the children in his or her
classroont su the children will leam that it is all right to take risks and to express
themselves freely. If children view the teacher only ay an evaluator of their at-
tempts at communication, they will quickly fearn to sperid their time trying to find
out what it is that the teacher wants. -

Evaluation Strategies

Evaluating writing 1s vften seen as a process of grading **final products, " with
red ik or penail indicating each error in grammar, usage. or mechanical conven-
tions of standard English. This method is appropriate when the purpose of
instruction 1s learning mechames. when the child is at a point in his or her de-
velopment where attention to such matters is appropriate, when the relationship

_between the student and the teacher 1s characterized by trust and cooperation, and

when the teacher ubserves that the student makes fewer of the kinds of errors
marked 1n subsequent preces, of writing. The disadvantage of the method is that
it tends to make the childs errors more visible. visually and intelicctually, than
yre the childs ashievements. Typieally. such evaluation does not offer specific
feedbach on the content or orgamization of what is written, and it offers no feed-
back on what 1s #or there. The effect is often to discourage children without
improving thur wnting. they learn that the ‘purpose’” of writing is to please the
teacher.

The paper-and-pencil test has been the most familiar way of testing the writing
ability of groups ot children. Usually consisting of fill-in-the-blank or muitiple
chotce questions, these tests, which can be teacher-made or commercially pub-
lished. measure students’ writing ability indirectly. They evaluate sfiidents’
ability to write by testing their knowledge of grammar, vocabulary, mechanics,
sentence structure, and syntax. Children are asked to complete sentences by fill-
g 1n the blank, to identfy which sentence among four has a mistake in it. to
choose whicluof four answers would correct an identified mistake in a sentence,
and s0 on. The results of tests which aré developed by the teacher and which re-
flect the 1nstruction the children have received can provide useful information to
the teacher. When the test 1s developed by a commercial publisher, however,
there s too often pressure to teach to the test. Results of the test may not reflect
the actual abilidy levels or needs of the children tested.

154 153




O

ERIC

Aruitoxt provided by Eic:

Evaluation

154

A Comparison’of Scering Methods for

Direct Writing Assessmient

‘Descriptor Holistic Analyrical \\
General Comprehensive, general  Thorough, trait by t\'\aix
Capabilities picturc.of student perform  analysis of writing: pro:
ance; writing viewed as o vides comprehensive pictu
unificd coherent whole. of performance if cnough
Applicable 10 any writing  traits are analyzed: traits are
task, those important to any piece
of writing in any situation
(2.2., organization, word-
ing, mechanics).
Rciabibiy High reliability il standards  High refiability if eriteria and Y
are careiully established and  standards are well defiged.
raters are carefully trained.  and careful training is
conducted.
Prepacanon Up to one day per item to  One fall day toidentify trsits:
Tine identify range finder (model)  one day per trait to develop
papers: up to one-half day  scoring criteria (uuless traits
to train readers using 4-point  and criteria are borrowed
scale; full day to train with  from another source): onc to
8-point scale. two days to review results
of pilot test and réfine traits
Of Criteria 3% neCessary; one-
half day to train raters.
Readens Qualificd language ans per-  Quialified language ants per-

sonnel recommetided: high
reliabibity car be achieved
with non-language arts
readers given sufficient
training.

sonne! recommended.

Scormg ume

One io two miinutes per paper
(experienced- feaders may
read faster).

One to tw o minulcs per papet
Pt trait, '

Classzoom
Use

May be adapted for usg in
class.

May be adapied for usc in
class.

” Reporting

Allows reporuing on Mt
dents” overall writing skill.

Allows reporting of student
performance on wide range
of generalizable traits (i.¢..
the qualitics considered im-
petant to all good writing).

Group!Sample Size*

Primarily usable with‘a
targer sample; with a small
sample. responses may be
difficult to scale.

Best with smaller samples;
extensive scoring time may
make costs prohibitive with
larger groups.

*These are very generat gutdelines. Due to the rature of the scoring-costamount-of-in-
futiation trade-off across scoring methkxds, readers ane urged to seck the technical assistance
of 2 qualified wrsting assessment specialist of there is a question regarding the appropriate
use of available scoring resources,
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Primary Trait '

>

Writisg - ‘
Mechanics -

:

T-Unit
Analysis

Highly focused analysis of
situation-specific primary
trant (and possibly second-
ary traits); provides specific
information on a narrowly
defincd weiting task (¢.g..
ability*to recount details in
chroeological order).

Can provide cither a gencral
or a specific profile of the
student’s ability to ise me-
chanics properly. /
/

/

J .

Provides a nicasure of syn
tactical sophistication

High retiability if critenaand
standards are well C.fined,
and careful tramning 1s
conducted.

High rehability fl’gncn suf-
ficient tramning time and
authoritative, dompletc, ac-
ceptable guidelinds (€., an
“English handpook).

High rchability provided
trained and expericnced
raters are us¢d

One full day 1o identify traits,
one da) per trait to dcvclop
sctmng criteria (unless traits
and critena are borrowed
" ronm afother source); one o
two days tosreview rewulis
of pilot test and refine traits
oF criteria as pecesdary; one
half day to train raters

One to lwoiays 1o sctupa
sconng system (unless bor-
rowad from/another source)
Minimum pf onc day to in-
ternalize lpc SCOTING system
and pmucc SCOFINg.

'
i

‘

Ha|f day to full day, de-
pending on raters” previous
experience,

Qualficd languaye arts per-
sonnel recommended: non-
language ans staff may be
able to score some trants.

Quahificd language arts per-
sonnel recommended.

Raters nfizst be experienced
language arts personncls
preferably these  already
familiar with the concept
of T-unit analysis.

One 10 WO MINULes PeF pa-
Pt per trait.

Five minutes or more per
paper, depending on num-
ber of eritena,

Varics greatly, depending on
raters” skill.

May be adapted for use in
class

May be adapted for use in
Cjass,

May be adapted for usc
class.

Allows reporting of student
performance on one OF Mmore
situation-specific traits wm-
portant 10 3 particular task.

Allows reporting of group
or mdwidual data on stu-
t}cms gencral strengths or
praknesses in mechanics.

Allows group or individual
reporting on syntactical
sophistication

Generally more cost-cffecs
tive with smaller samples,
depending on the number of

* traits to be scored (with one
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trait, sample s1ze 1s not an
nsue)

Pcsl with small samples,
FX(CHSIVC sconng time may
imake costs prohibitive with
larger grovps,

/

f

Best with smaller samples,
cxlensive scoring time ma
make costs prohibitive with
larger groups.

from Direct Measures of Writietg Skill. /:sm and Applicanons by Vicki Spandel and Richand

J. Suggins, ¥ WREL, Ponlx

od, OR. 1980.
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Direet micasurey ot wnting ability mvolve the assessment of actual student writing

samples. Four will be briefly descnibed here. References following this chapter

can be consulted by teachers who would like to have additional information about
particular assesyment procedures. In addition, we have included a table developed
by Spandel andknggms {13) to compare these procedures on several dimensions

Holistic Scoring

in the ho'istic scuring provedure, raters bring the judgmént criteria with them
These critenia auy include spectfic factors such as style, usage, grammar, and tone,
but the uriteria are not directly defined or discussed. Rather, each paper is given
4 rating baszd on the judgment of the rater about the'overall merit of the paper
Each paper 1s read by atleast two raters, and then the two ratifigs can be combined
or averaged, ’

Before the raters begin to work, traming to help establish consistency among
the raters «nd within cach individual is provided. Then benchmark papers, or **range-
tinders. * are wenutied. These are papers which are representative of those to be
tated «nd which the raters can agree are representative of relatively bad papers and
relatively goud papers. The other papers are then rated. using the benchmark pa-
pens as guides. Despite the ruters” personal preferences and criteria, holistic scoring
quichly produces consistency among raters, probably because trained teachers of
whiting can agree on what constitutes a relatively good or a relatively bad paper
(3, 11).

Cooper (31 descrbes several different kinds of scales that can be used for hol-
istic seoring. Among these are
@ The essay suale, a series of complete pieces arranged according to quality and

ranging trom exemplary to inadequate. The wsh of the rater is to determine where
a picee of writing fits along the scale.

@ The dichotomous scale. a series of statements that can be answered *“yes™ or

‘no' (for example. " The ideas are creative or original.™ *"The thesis, is ade-

quanely developed.”” “The details that are included are well ordered.’’)

@ Elbows center of gravity”” responses, intended for fomative response and
teedbac k on an nformal level (4). The reader goes through four steps after read-
ing 4 prece of writing. 1. first tell very quichly what were found to be the main
puints, main feelmgs. or centers of gravity, 2. then summarize i into a single
sentence. 3. then chovse one word from the writing which best sammarizes it,
and 4. then chovse o word that isn’t in the writing that best summurjzes it

Elbow's response technigue can be used successfully by students 10 respond
to one mother’s writing. N

Holistie scorng 1s tapid and efficient. Depending on the length of student pa-
pers, eapenienced faters can rate thirty to forty papers in an hour. Scoring is intensiye
worh. short periods of work with frequent breaks yield.the greatest degree of
consistency.
_Analytical Scoring .

To assess the student’s ability to work with one or more specific conventions
ol wnting tlur example. syntax, punctuation, organization. usage. sense of au-
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dicnee, o sentence structurey, teachers niay find the analytical method is useful
The factors are isolated and scored ndividually by raters This method is espe-
crably usctul tor determining mastery of specific writing competencies, for student
placement, and for tormative and summative evaluation of writing programs

The drawback to analytical scoring is that it is extremely time consuming, It
may take two or three imes longer to score a pieee of writing analytically than it
would hohstically. However, analytical sconng does yield more specitic infor-
Matiun about the writer’s abihty to demonstrate specific competencies in writing.
usually on the surface fevel.

Primary-Trait Scoring

Primary-trait scuring 1s sumilar to analytical scoring in that it focuses on a spe-
atic characterstic of the wnting. 1t is different in that it is situationally speci-

_ fie-the student 15 gaven o speific aysignment, such as playing a role, and is as-
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sessed on his or her ability to fulfill the assignment, in this case adopting and
usuntamng the role. The suceess of the picee of writing is determined by the ef-
fect the prece has on the reader. A ghost story is primarily effective if it excites
tear 1n the reader, This 1y a different tiait from what we would expect to find in
a fetter to a prospective employer. Primary-trait scoring, therefore, judges the li-
kehhouod that the wiiting will produce the desired effect in the reader

When assessing a paper, the reader is looking for the primary trait It is also
possible to evaluate a paper for specitic secondary traits, traits which may be im-
portant to the etfectiveness of the writmg but which are not as critical as the primary
trait.

The first step 1n developing an assignment which will be scored using the pri-
mary-trait system i tu identify the primary trait to be assessed The nextstep, and
the nost trme consunung one, 1s to develop a scoring guide to be used to rate the
wrteng that results from the assignment. The National Assessment of Educiitional
Progress s used the pnmary-trait scoring system in assessing the writing of nine,
thirteen, and seventeen year-olds. They used the following guide for scoring *let-
ters to a principal on solving a problem in school™":

A paper receives i
a score of: N
1 Respondents do not identify a problem or give no evidence

that the problem can be solved or is worth solving.

2 Respondents identify a problem and ¢ither tell h ow to solve
1t or tell how the school would be improved if it were solved.
3 Respondents identify a problem, explain how tosolve the
problem, and tell how the school would be improved if the
problem were soived.
L4 Respondents include the elements of a **3™ paper. In ad-

dition, the clements are expanded and presented in a
systematic structure that reflects the steps necessary to solve
- the problem. (10)

.

N

[
<




Evaluation

After raters have agreed on the definition of the primary trait, sometimes using
benchmark papers, the rating will move smoothly and quickly (7, 8, 9).

I-Unit Analysis -

A T umt s an independent clause and whatever subordinate clauses or phrases
accompany it (T means ““ternunable. ") The following sentence has only one ter-
minal mark of punctuation, but 1t divides into.three T-units.

4 Nick ate the apple and the vrange and he gave me the banana, which was turn-
ing brown. but [ ate it.
The T-units are:

I. Nick ate the appie and the orange.

2. and he gave me the banana, which was turning brown,

3. but Late it.

It has been demonstrated that the length of the Tumt tends to increase with
the age and shill of the wniter (6). Also, shilled writers can incorporate more and
more distinet coneepts i g single T-unit. T-unit 2, above, is an example of this
phenomenon. In many ways. the coneept of T-units resembles the classic fan-
guage arts techmigue for helping students learn to use subvrdination in their work.

T-umts can be used 1n two ways to assess wnting, First, the student’s writing
«an be divided into T units. which can then be analy zed for length, compiexity of
coneept, and sv un. The second method 1s to present the student with a group of
related T-umts and ash him or her to combine them into une or more sentences
{12). The maturity of the wniter van be judged by examining the ways in which
the student is able to produce fluent sentences from the T-units.

One cauton, however. many shilled writers use extremely short sentences for
particular hiterary effects. T-umit analysis performed on the work of Hemingway
or Stephen Crane would render a large number of very short, simple T-units. The
teacher who decides to use ths assessment technigque must heep this in nund. Con-
versely, many people can wnite on and on, using extremely long sentences, which,
when divided into T-units, seen: to indicate fluency. However lung they are, sen-
tences that are ineffective do not represent good writing.

Other Assessment Techniques

Intormal diagnosts 1s an important and ongoing responsibility of the teacher.
Teachiers can observe children’s progress during their own interactions with them,
while watching them interact with their peers -- both individually and in small
groups. and by holding conferences with children at all stages of the writing process.

Sclf-evaluation, where students assume responsibility for ussessing their own
writing and for deciding which pieces of writing they will share with their peers
and teacher, can promote orgamzation skills, self-reliance, independence, and
oreattvity (1), Students evaluate the various drafts as well as the final product,
using teacher- and student-developed questions as a guide.
~ Peer evaluation can involve just two students who read each others writing or
small groups of students who meet penodically to make suggestions, to one an-
other, uffer suggestions and support and, finally, edit one another’s wolI\ AEam

teacher- or student-developed forms can aid in this process. Peer evaluation gives

A
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Evaluating Writing Skills

students an vpportumty to fucus their attention away from the tezacher and to see
how therr wnting affects others in their peer group. Beaven notes that research
studies dealing with peer groups and evaluation generally indicate that “*improve-
ment m theme-wniting ability and grammar usage, when small groups of students
engage 1n peer evaluation, may equal or even exceed the improvement that occurs
under evaluation procedures carricd out by the teacher™ (1)

Summary

The assessment techniques selected by the teacher to evaluate the writing per-
formance of his or her students must reflect the goals the teacher has set and must
be directly related to the instructional procedures the teacher is using in the class-
room. Different assessiment techmgques will be used as the purposes for evaluating
wnting change. Whether T-umt analysis, holistic. analytical, or primary-trait
sconing, or informal evaluation techi.ues are used. assessment of actual student
wniung samples at all stages of the writing process can best inform the instruc-
tional process.
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THE TEACHER AND
COMMUNICATION

The roles of the teacher--as editor, eval-
uator, model, and instructor--in the de-
velopment. of students’ communicative
skill are discussed in this final section. In
a very real sense,-this section is a sum-
mary of the themes and ideas which have
been presented throughout all the other
chapters.
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What teacher behaviors improve oral and written commuhication?

o

In the other chapters in this book, we have offered suggestions for how teach-
ers can help children come to view communication as a process and develop the
ability to use that process as a tool for learming, for self-expression, and for having

—an effect on the world around them--their families, their peers, their teachers, and
others. Here, we want to suggest some teacher characteristics that are essential to
the success of that venture. Most important, of course, is that the tsacher who
wants children to view communication as a process must create a classroom at-
mosphere in which oral communication and written communication are integral
parts of the school day: )

Effective oral interaction cannot be thought of as being the same thing as reading
of a report; nor does learning 10 *‘take turns"* constitute any vital understanding
of the art of group discussion. The teacher who has students play little elocution
games probably teaches them very little that is positive or helpful about com-
munication. One surc way to teach students how to avoid breaking any of the
rules 15 to insist that they speak from memory. One sure way to teach that speech
communication 1s not a very important skill is to have a lot of little impromptu
talks 1n class on silly or trivial subjects. One sure way to teach that communi-
cation 1s not a process is 0 have students *write a speech’” on such-and-such,
which may or may not ever be given. The result of such approaches is not com-
munication at all, but a game in which the byword is *wake me up when it’s my
wm.” (3)

Children come to school with an intuitive knowledge that communication can
be used as an effective tool for expressing their feelings, for accomplishing goals,
for controtling other people, and for many other purposes. The teacher’s respon-

_sibility 15 to build upon and expand that knowledge. If otal communication and
written communication are compartmentalized, dissected, relegated to 10 or 20
minutes per day, the children will very quickly realize that these activities are not
very important to the teacher.

Building Trust. Perhaps the most important thing a teacher can do to expand
upon the aral and written communication capabilities of children is t~ create a
classroom environment that builds trust--an environment where the meaning of
what the child 1s communicating takes precedence over how accurate or polished
the delivery of the message is, an environment that has as a major goal the build-
ing or strengthening of the child’s self-concept; an environment in which there are
frequent opportunities for sustained interaction among students and between stu-
dent(s) and teacher.

H
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This 15 a good place to bring up the controversy between proponents of direct
instruction (instruction that s teacher-directed, academically focused, and cen-
tered on sequenced and structured materials) and proponents of an open
classroom, which fucuses on creating a warm, accepting environment that is stu-
dent centered. Gouod (4), Peterson and Walberg (11), Medley (9), and others have
Juoked at the rescarch that has studied one or the other of these instructional ap-
proaches or that has tried to compare the-two. The final word-is notin, although,
as Peterson points out, 1t appears that each approach may be necessary at different
umes and for different purposes in all classrooms and that the important criterion
will continue to be the needs of the individual child: -

. although 4 more direct or haditional teaching approach may be shghtly bet-

ter, un the average, than an open approach for ncreasing studénts” achievement,

an upen approach appears to be better than a more direct approach for snceeasing

students’ creativity, independence, curiosity, and favorable attitudes toward

school and learning. In addition, the research suggests that some hinds of stu

Jents may do better in an open approach and others m..y do better i a more direct

approach The implication 1s that, if educauns wan to achieve a wide range of

educational objectives and-if they want to meet the needs of all students, then
neather direet instruction alone nor open-classtoom teaching alone s sufficient

110).

Obvivusly, the guals and objectives of the sheool district and the teacher will,
to a large extent, deternune the nature of the classroom environment. It seems
clear, however, that the growth of children’s capabihities in both oral and written
communication depends un the opporturities they are given for sustained inter-
action with their peers and wath aduits. Classroom time must be given to such
activitics.

Enyuying Lunguage. Teachers should enjoy language and should expect their
students to enjoy language. If the teacher places a high value on the use of lan-
guage, both spoken and wnitten, the students in his or her classroom will learn to
value language. Language play. such as riddies, thymes, puns, and jokes, is one
wdy that teachers can express their enjoyment of language. Expressing Jolight in
<huldren’s use of new word or in particularly effective uses of language by children
will reinforce their usé of language and their scif-esteem.

Onc very important aspect of increasing children’s enjoyment of language in-
volves.building respect for language vanation. Both the teacher and the students
«an learn from students who use a language or a dialect different from that of the
other members of the Class. Having bilingual or bidialectal children in the ¢lass-
room represents an-opportumty to-help-students acquire-an-understanding-of the
richness of language and an appreciation of the incredible flexibility and capa-
pacity for lcarning that human beings have.

Talking Abvut Language. Teachers should talk about language, calling chil-
dren’s attention to special features of language and to particularly effective uses
of language by children and adults at the time they occur. This can include helping
children to become aware of the language structures they already know, making
them aware of alternative structures, and comparing structurcs used by different
chuldren. For example, a teacher might draw attention to the fact that two chil-
dren, using the same dialect or two different dialects, have said or written the

oy .
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same thing in two ditferent ways but with the same effect In this way, children
will leamn abont language at the same time that they leam through language

Teaching by Example. The teacher should serve as a positive role model, dem-
onstrating for children the charactenstivs of communication that e or she wants
the Jmildren to exhibit. If the teacher wants students to believe that writing can be
an etfective form of self-expression and a means for controlling their world, the
teacher must demonstrate that she or he values writing. As often as possible, the
teacher should write with the children--not lesson plans or entries in the grade
book., but preces or writing that fuifill the teacher’s need to express his or her ideas
to a specife audience for a specific purpose. Asking children to read and comment
on the teacher wnting might tumn out to be a valuable experience fur both Per-
haps must important, the cldren will be able to see that adults also experience
writing as a senies of stages. When writing, adults, including professional writers,
nught spend much time 1n thought before they begin to write. They too toss sev-
cral sheets of paper in the wastebashet before they begin writing in eamest. Adults
alsu express dissatisfaction with their writing and sometimes need to rewrite or
revrganize, veeasionally several times. Adult writers usually go over their writing

. one more time to make sure that it is clear and correct.

Teachers should alsv serve as role models for listening behavior. Much of this
behavior is assured 1f the teacher has respect for the child. For example, not in- .
terrupting a child who 1s speaking, giving the child time to answer or speak, and
making eye contact demonstrate the teacher’s respect for the child. Itis important
to acknowledge a child who has given an answer or made a contributjon to a con-
versation. The teacher can give feedback--show that he or she has been listening-
-by paraphrasing what the student has said, by responding honestly, or by com-
menting brietly and asking the class to comment on what the student ha. said For
young children the teacher can serve as discussion lcader, modeling the behavior
Necessary to encourage mvolvement of all participants, as children leam these be-
haviors, their small group discussions can be led by one of their peers

Bulding Appropriate Espectations. The teacher should develop positive but
appropriate expedtations for individual students. This is particularly important in
a multihngual or multicultural classroom. Brophy and Good offer this advice

Teachers van avord many problems by adopting appropriate general expectations
about teaching, by larning to recognize their specific attitudes and expectations
about mdividual students, and by learming to nionitor their treatmient of individ-

ual students. In particular, it is essential that teachers remember that their

primary responsibility 1s to teach, to help cach student reach his potential as a

jearner. 1t 1s natutal that teachéfs form differential attitides and expectations -

about different students because cach student is an indwvidual. To the extent that

these are aveurate and appropriate, they are helpful for planning ways to meet

cach student’s needs. However. they must constantly be monitored and evatuated

to msure that they change appropriately in response to changes in the students

().

Focusing on Indiidual Progress. The teacher should focus on individual
progress rather than comparing students to one another. For example, children
should be encouraged to look at their own progress over a period of time instead
of tryig to figure vut whether they are better or worse than their peers. Samples
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of a student’s writing can be kept it a folder, the child can then compare picces
of writing done throughout the year, perhaps a piece written in December or
March with a piece written the previous September. This will give the child an
opportunity to sec how his or her writing has changed during that time and to talk
about language with other chnldrcn‘ and with the teacher,

Similarly, the teacher might tape-record a conversation with each child in the
class at the beginning of the year and perhaga a second time three or four monthy
later. The teacher can play the rewrdmga for each child toward the end of the
year The child will be interested In[hlb or her growth, and this affords the teacher
another opportunity to talk with the child about language. Children who spoke a
language or dialect other than the primary language or dialect of the classroom at
the beginning of the year might especially benefit from such a scries of tapes, and
the teacher will gain invaluable information about their progress. Again, from
Brophy and Good (1) \

Students should be taught to focus on their own progress over time . . ., so that
the classroom norm becomes “"doibetter than yesterday ™ rather than *‘outper-
form George ** ‘This is a difficult task to accomplish, because students (and
teachers) are uscd to measuring thclr worth on a comparative basis with others,
Nevertheless, if students are truly to grow in the classroom, they must gain in-
terest and skills in self growth and self-evaluation. Obviously, teachers who
allow for individual assignments (students draw one of thirty objects, not the
same ofie), will have an casier time inculcating interest 1n mastery rather than
competition ...It 1s important for tcachers to becomne concerned about the prox-
¢ss of leaming. not just about learning products (1),
Another aspect of individualizaton is tailoring the sequence of assignments. for
specific students. Students can then use their own work as a springboard for their
next.writing experience. In order for this strategy to work well, the teacher must
be skilled at observation--watching children (focusing not only on the child speak-
ing but also on the child or children who are listening), looking for changes and
indications of progress or need for hélp, and making adjustments as necessary.

Using All Subject Areas. The teacher should use all available upportunities in
all of the subject areas to expand children’s knowledge and use of language. Math-
ematics, social studies, science, music, art all provide opportunities to talk and
write about uses and purposes of language distinct from those in any of the other
aubjects.

In addition, the teacher can use the world outside of the classroom to develop
children’s understanding of language. This can involve following the develop-
ment of community events relevant to the children’s lives, thinking, reading,
talking, and writing about matters of national interest, watching and responding
to television programs and listening to and responding to radio programs, reading
a series of newspaper stories, and so on. At the beginning, the teacher can control
these. activities, but the children can gradually assume a ntajor part of the re-
sponsibility for generating and expanding them.

Building Teacher Professionalism. Finally, teachers should view themselves
as part of a professional community of educators,.a community to which they can
and should contribute as well as from which they can leam. Teachers with positive
self-concepts can see the importance of and will devote the time and energy that
is required to build the self-concepts of the children in their classroom.

»
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Within the school commumnty, teachers can consult with one another, offering
suggestions, feedback, and support.” A group of teachers might, for example,
wlentity a4 problem they seem to have in common and devise a strategy for, taking
a ctoser look at the problem and trying out some techniques they think might help
alleviate 1t. They can also form a writing group and act as peer editors for one
another, . : .

Teachers can and should contribute to-the inservice education that is offered
by their school district. Research and observation make 1t clear that teachers have’
not been adequately traned to help children become effective communicators
Thus has led in recent years t. a movement to change the curricula of colleges and
umversities--both 1n their standard courses of study and in their continuing edu-
cation programs--and 1o an inservice education focus on filling the gap left by the
inadequacy of such training for teachers (2, 5, 8).

Ot particular interest to teachers who want to contribute to inservice training
m their own school district might be the work of the National Writing Project The
developers of this project agreed *that most teachers do not know how to teach
writing because they have not been trained as teachers of writing; that inservice
programs 0 improve witing instruction should bridge the gap between research
and practice mvolving both umversities and school districts; and that, given the
prospect of fewer new teachers coming into the schools, curriculum improvement
should be aceomphished through continuous inservice programs’’ (6) The project
was based on the fundamental premise that teachers who teach writing should be-
@in by beconung knowledgeable about and comfortable With their own writing
abilitics.

Begun as the Bay Area Writing Project in 1974, this project has drawn in-
creasing attention from educators throughout the country as an alternative in the:
nservice education, of teachers, The original small group of San Francisco edu-
cators has grown to a nanonwide network of university campus writing centers
Each center 1s the site of a program modeled after the Bay Areu Writing Project,
and cach develops a cadre of teacher-consultants through invitational summer in-
stitutes. The teacher-consultants are then responsible for conducting inservice
programs in schools. ‘

Summary

Huck (7) has pointed out that teachers **need to make sense of their own teach-
ing. to know why they teach as they do in order to be informed teachers. They
need to question principles underlying certain practices.”” Understanding their
own attitudes about commumcation and their own behaviors with respect to the
children 1 their classrooms is a crincal first step in this learning process Viewing
themselves as part of a professional community, working collaboratively with
other teachers n their schools, and becoming actively involved in the work of
professional educational associations are also important steps in the process
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