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.. ABSTRACT

- In order to give students an appouunuy to reach, thetr

< R 5
< puxen:ill it s 1mportan£ (hac teachers be aware of the

power 'of language in Laa

ing.. They must. reall:e that o

promnﬂ.ng the deve,lopnent of childrén's langhage will help

the children’to become critical th\nken and,increase theix
capactty to’learn, In the (T S cegular
classroom Hlﬁl lll of its imlnedilte demlndl :eachur‘ ' e .
‘sometimes overlook the fact :hat 4t 1s through language that, . v
_students len:i)zx. For some teachers the word language’ 1o - L
strictly related to the surface lr.tuctuxe of langlagé; as
somecHing to be corrected rather thanas anatd to Lh=.< : T
construction of thought. ; N o

This study was undértaken to survey the literature’ -

related'to the nature of llngulge and to the promotion of
_ learning in the’students. The purpose was to develup :

8! vxew- of L‘nudsa_m_uut—

they would incorporate a gru:u variety of language uses—in—

“guidelines to broaden teach,

:hen‘unmn;. Another yurpefgue was to focus on methods of 3

telchlns (other than the h:t\lr: me(hnd) which™ would Blye ‘

greater consideration to lr.ud/enzl bacoming more- actively
involvel~tin thefr 1aun1ug. *
‘The set of guidel!;nan provided: for teachers include

y A . . N
relevant background material and genersl language statéments




guidelines for exploratory talk, ¥aall lt‘oup‘_'

key penple responsible fur i-pl ntln' the (nld:llnel

key fl tors rélated to LhI i-é_lnmlllt.llon of the ]uldelln'

_The need for more analysis of clnurany:‘uxuuon betw
fa'nehfil and wtudants B been -uiggu- 5 A seleéted
* bibliography 46 provided for teachers who wish'tq do*
-‘ddﬁu..n;n ding on the subject. :
2 Gk s %# B B
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'lc'unzn.. In order to actomplish this develnymen:, uf:hzrl

W CHAPTER 1 . o

-¢" xxraovcrios 1o The st - - o 5

| A magor atm-of qducation ts That children:develop their

; \ ’ oy

power to use 1.:.‘3..'." ina variety of ways to increase|

st broaden :n.n awareness and notions nf language n‘y ; I

clral‘ully e

ainiag -its relatiqnship to learning. “ta fa11
grades children must be involved in exploratory talk so that .

they can learn to formulate knowledge for themselves instead

9f Just repeacing the preforsulated knowledfe.of the :...;nu.

In a classroom environment r_nndn:ln to laagudge groytn, -

children should be encouraged to put their 1dnul into their

own languagé. This emphasis on z.nguue activities will help’

\not nnly by dqerease | the l:hlldran s learning bt also to make _

Problem . . v

The

. In spfte of the research that has been dome over the
ears on ‘the importance of language development to learning,
he result is stillnot as eyident as it should be in some -

It is true that teachers are becoming more

dcquainted with the fact that there is a relationship between

A,.nign-u and learning, ‘and these ideas are fu'dxn; their way

Cinte vere worklhopl and curriculun meetings. n..n i the past.

hnvavef. t a4t at the chool level muchhas yet to’

be donme for language to b_lco-.qtht'fl:llilitlng force that it




= nnful infon:ution which teachers can use to increa

N 1nd1c-tu that many du not include enoush questions vhich N

should be in our dayto-day téaching. Uz

(1930) suggests

“that “language,’and more sanenlly communication nbllmy,

becomes one.of the Hlya i which a'human being learns tor ',

funl:tian ln .the :oci.lma:vork 1nt0 which he or lha is bern™

(p. 40). . since lang\uge As luch a powerful means by which we

"

ghape: our experience, &t needs more cénsideration by the -

clissroon teacher: P e v
. Purp of the Study ‘. . v

’Ihe puroole af the itudﬁ' was to exlmlne the litetutute
pertgining to the: relationship oft ldnguage to learnings This

revgew of the literature was done with the purpose of gaining - *

leln\tng 1? their amd?ann. Thus, on the 'basis’ of the
review, a sét of glidelines was compiled to Help teacherss

promote learaing through language in the classroom..

i The d for th Stndl " .
It is the vtew of JOIIII (in Francis, 1977) that mo =

significant new learning is simply the rjeexpc nf"i.u . He

says that “it 1s rather, thé active projecticn of the self on

to what'is to he learned -~ :hough;ful and ‘'emotional

capstruction bound lne}u'h:ahly ich life experience® (p.
e A clgse examination of some of the »textboolﬂ and

zuld:buokl used in thu)cuxrlculuu of Newfnlmdllnd uchnou

!
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" each sentenge.” The é:.u\a 1s on the’teacher, ' then, - to relate

the nluion-hxp between what :hgalelrnsr alteady kno\u and

-require studenu to ,thlnk critically -and to ‘becnm: uuvaly
involved in the, muqerial baing stmﬂad. “An axample of,

. learning which :nnld be vi:wed as a mere r&eipc of facts was

found in. World Ku:nxy_ lextbonk used | 1n the junxex high

school. Out of the nevan qu:stim(s at the’end nf Clup:et

Ome, four are’ mnl(tpl: chplce, two are trye‘or fulle and“one

18 the nnzching ‘pype.

In' the studybooks to ncconplny Sle:glng Bags and leln&
Huhuu inusedn grnde nve, there seems t®beitoo many *
-nuunu of “the recewz of facts lype- ah- example.of this

type of lctiv!.:y n‘, Chooge thé correct word to complate

language to human purpoées and to provide -ccxvn'xu-w,m;ﬁ
would \givs meaping; and underltxndlng o, the student.
The need for a cate{ul cnnnlderutlon of the“Gae of’

language in the cu.s:nnm has heen ‘dtacussed by Rosen’ (in

Barnes &t nl., 1969). H¢ points: outi ) -
Curriculus reform 1bsel£ can only be strengthenad
1f {t inclgdes considerations of -language ‘and
* learning; that teacHers who embark on observation, -
exploratipn and nﬁnmn: concerned with the role
of language in learnlng vill maké a valuable . ;
contribution’ to educulnn. (pe . thhy, . P P

Pllget }(vclted' in nune-, 1915) dircctn our .::enuan to s

the new system being pregented to him when hestates:

*"There s l.m\mh ‘more prndnc!lve form of =%
instruction: "the sq-called 'active’ schboils . - i

endeavour to create pituations that while not'~ ' ° .

o




'iyontnneous' in chemuelvea, evoke apalu:aneoue £
“elaboratision the part of the child Lf one manages.
both to apark his interest and to présent the

problem in such a way that it &orresponds to thg -
structures he has already formed hihself. (- 51) B

Students. need to.play an-active role.in thé

Lof new knowledge on‘the basts of their @xistlng kiowlydge. |
They must be y.ven the opponunuy todo this through -
zumng, hteh;heips them to asamxiau the new ulth the

exunng. Barnes” (1975) believes that®

it 1§ morevllkely
that the: pupils have -leafnt frow: ;I\eix !l:huhl!ng that thet% .

knawledge 1

exaninations and scheu;,syuabue Sy 127).
N

& 5
The nekd for more =1nsroomac:1v1:1es to promotie v

farm}la:ion

rrelevan: in'a l:onl.'ext dgt;rml.ned ﬁ!e-chetl

“: ‘learning through language,was realized by BellAck Kliebard,

Hy)’.an, and satth (1966) when they mnde a uudy of the
Fesching process through ‘analysis of the u.nguxnuc behaviur
nf teachers and s:udentd 1n the cluuoam.- They summarized

:heue—:euultl in terms of Lhe rules of the clgssroom gane of

teaching. They found :hac pnplls unrl raal:heri follow a set

- ‘of implicit rules with £ devuuon. and that "ihe

loiiciztng-renpnnding pattern coupruea the dore of the

c1- sroom’ game and accounts fur slighcly more . thin “three-

E1fths of all moves madd™ (pr 24Q)s . f 2

The above study’ indicates the need for more exploratory

“For such talk :o flourish, the context mul[tbe as xniumal

and relnxed as, pouuu, and thig is more ukuy to oceur™in "

talk in the classroom. As the Bullock repor® (1975) n.u‘-”




0
£ 5 suall-grdups and in a well orginizéd and controlled
. ' classroom® (p. 189). «

> P O .

Methodology

"\1 . ! '

The purpose of this study vas .tu survey thé literature

perl’.ulning\ to’ the' use of 1ug\-age in lurnxng nmf to develop

. a set of gnueunes £o'help teachefs Wse language for p!onal’.e

% 1enrn1ng in sr.uden:s. The revie\l of the :zl(lc'ed li:e:uure
wprovided -the dire:t‘ion' Ve ren;nlrider of the thesis would

| taken A teview of the na:ure of « lnnguage. its functions, tes
relationship to thought lnd learning revealed the complexity
of language and vrovided a basts for developing the .
guidelines. The review.of lltera;ure on 'gtudeqt-hlche‘r
interaction showed that teachers are .s.?uetinus not ‘aware-of
Hhesvariety of ways;that Jearningican be increased through

language activities.” There vas T that. even though

suxe veachere: sye sdate 5E the 1mydr:unce of language in
#learning, this awaremess is not reflected in their teaching:,
In'the literature reviewed there were aleg indications that -
when lteachara vere fncluded 1a thé annlynln of, thetr own
tedching, they digchvered that they were mot promoting ey
Tearding through language as much as they had previously. \
thoyght. e T B
A® the JECEtiEe vas reviewed, 1-.p1xca:x6na'fnr
classicon téachers became clear. The research revéaled the
=iﬁen: to which children use language before they come £

school as well as the need £or this process to continue




P

* ' throughout 'theix years of lchoo!il(- The environment of the

child outside of achﬂol pravldea a‘natural setting for the
development of 1lngu|;e, whereas, in nchaol. situatioks have

to be created by unn,u sothat children can benefit from

pover o l-nguage to 1nm.

W prepartig the gu.\deunea i was; declded to include
“samples of the reviewed' uxeruuu to give teachers jome
bukgrnund lnk'utmltirm, -and to provide, those, who wish ‘to

\-pursue, the :oplcs Eurther 4 list of genéral statements on,

language dnd its role'in lenxu!mg. =

Stnce the'review of 1mrum revealed the power of ",

exploratory -talk to Help ltndenu formulate their [hanghn, a

" 14t of gemeral guxdgunu on ways'to help children explore

topLes through’ talk

s p:ovmeq. The ‘research alsofevealed
the need for lpeclfic guidelines on small and lage gréup
discisstons, teacher quedtioning, and ,nuu;. These

guidelines are general in mature so that they may be applied

ucru-- g:ld’es ahd' -subjects. s,:écuic examples, it.was

decided, would be included where Eeul,bll and, dslirlble.

.UIt was also dedided to provide auggestions for the

. & . A A £y P
implementation of the 'guidellnes. The specific roles.of key

_people ¥ho cculd help to*!planenl. the !uldallnen are

discussed snuuuqn, for the dcrual: tnplevnution of the '

. 8yldelines’ 1nclude ways .to determine thé extsting” llnznagg

puum- df the sehool as wp11 as a plan of sction;

.the Eindingu ‘ s ; o el




2 of three chapger:

"o and 'student-Teacher interaction. ~Chapter three contains'a:

This thesis is .“n-n;ed in tie parts. Part One consists

lh. first of vhieh pluvidll a general

inzrodnctlou to :h: luhjtct- II. .lu:llld

a -nn-en: of the

lln'ulll and le rn!nl 1l the, focuu of the

4 reported under :n. fnllnving I\snﬂngl ‘The Nature of . .. {

The P\lnc:ton

. of Langul;a, The Relation hip of |

Language  dnd Thought, The -Importance of Language to Léarsin

llllllly and r.colnhdl!lan

Pu: Two,” d!ll(nld to urve as a. bouklu tu :ueh-u

consists ‘of two

< hapters. ch_-pnu- o

Le ¥ set of guideita

. for the classroom teacher. The 1-1«11-:&- are related to

‘1-}.-.- e as it . ST . Chapter two

ons. for the 1




" CHAPTER 2 -

A REVIEW OF THE RELATED LITERATURE: |

Istroduction

"Man 1nzupo=u a network of words: betusen the world .and
himselfy and thereby huamu :\u master of the world." This
statement by Gusdorf (eltéd 1n Bullock, 1975) u.dxum. his
d&ep .ppueu:wh for the power and ponenuu of 1ungu“=,

s Althougl\ much interest and -ttuntion have been fouued
— \
on lungulge d\lrin“ the last century, u. impact is not heing

r

_uua to its maximum'in our schools and classrosms. It is
true :h.: some :uchu\- “are. becoming more aware of the \

P e of . langu.ge, but!-far-many, ‘their understanding|of
language and its implications for. learatng are mot evuan:\ in

their t_u:m{rg. This view was shared by Rosen (in Barmes et

. al.,’ 1969) as is levidént in the following statement:

For,all the dissemination of new ideas relatively
little has been done to work out in detail just
what needs t'o be-modified or'changed inour day-to-
day practices in order to achieve solid advances

We'st1ll have ahead of us that cruei .
depanding phase of reslizing in classroom.practice
+ the theories which seem so promising. (p. 161)

Dias (1978) shares a view simil

.to the above as he' |

The notions we hold lhnut what constitutes ‘growth
ical and +
.predictable and yet' we und that classroom practice
is directed by'a prevailing lllunptlon\hlz growth *
in language is simply a moving towafds efror-free
composition, a demonstration of a wider vocabulary,




" student

.and the direct influence it.can have on a r.'.hxld'ﬁ laarning-

.teacher awareness of languag

- an ncqu(ring of & m.tuu -tyle (vartously defined),
and fluent speech. . (p:

This type of criterion appears: to be demonstrable, and grades. -

obtained on these specifics usually sunafy both the pupils

.and their partents. It 16 unfnrtun tel that it leads £o ‘a type

-of :uchmg uhun treats ).-n;uage as a coé:en: ‘to be handed

overto the atud-n: rathéer than as & pru/cu. inwhiehthe 2

‘cl:lv:ly eng‘gad-

Why, thes; 1n spite of ‘the litest rescarch on hn.nuga.

have many teachers Aot bsen more da:lrmlned tq .

change in tenching atyle-? 1t 18 nkely thll: wos £ teachers

hlvt no: ralch(d the sta lh&ru they have a cl

™ gnough

understanding of the “mportance of language to learning.

" Most have not been subjected. to an xn‘-nép:h study of language

As & result there are too o ny misconceptions and’ vagus

notions prevalent among teacters.’ There is,. hoyever) an
1n£ralﬂ1n! nullblr of tell:hgrn becunlng more s&néitive to the

language their students us,

to learn, but what'is needed 1s a

whole school approach and more definite poiicies if students -

are going to be affelcted in any significant way. i

In view of the sbove comments concerning the amount of .

1t ‘seems logical to raview the

relsted literature undar the ‘headings of The Nature: of
L.ngu.ga. The Functions of Language, The Ré -:un-hxp of
Language add Thoight,. The Importance. of Language to Learning,

and Student-Teacher Interaction:' It should be; nutld thnt,'

-




- of language imstruction are to be resolved.

schdol. A defailed explanation of the phol‘iololy, lexi

these are ror-rigid cltegdrie! and that information or
reuuch contained under one heading could -1:» apply to some

degr:e to another heading: - The 1npn!‘:-n: thing to remember

1s that all mfomnuon in this;
one maif heiding - What Teachers Shpnld Know About Language.

This 1s a key consideration if some of the existing problems

. g ot . ; oy

The. huun _of L.n;u-.e

s ThA Nationmal Association for The Tuchxng of English

(1976) states that "l.nngnage, as.a word, has so; mnny

N lllecllt1nnl, thlt ve ought to dqflna it 'as we wish 1b to be
undu.:ood (p. e /In the same manner, the nu ment of © .
langunge in this section of the review should: beexplained.

Because of the complex nu:llre nl language” m'tny of its ’

@spects will not be considered in.this section.’ Instead,
comments will be confined to language as it ‘promotes

‘Learning.. The history of linguistics and the nonyarllun of

LdfEferent methods of linguiltlc analysis ot Tgehnnar theortes

will not be studied.’ ‘Information rc'.tdh\j the acquisition

of language will also be uuu‘ad‘n discissing éh- level of

llng\llge already attatned by :he children vhen they. enter

and-.

p.muu of the language are not considered|necessary for this
. . e 3

review- B

Nyl:l‘lnd (1977) states r.hl: "llngull » once .:quu.d to

raview [could be grouped under-..




any degree, is'an event which imposes order on world and

self, which’ ;xv

structure” (p. 1). He slso uses metaphors

to suggést new ways of viewing language when he refers to it

ke of our experience” or “a voyage of

dllqovcry and exploration” (p. 3)§ﬂ|ea- metaphors help us

£o view.language 1 relstion to.its power o help us know.

One view of language is thut/of Sapir (eited in

Wilkinson, 1971) who states :hlt Llllll\ll‘l is a purely human

and non-instinctive method. of cnumunin-nnl ide.

. of a ,-y.um of yo:un{.ruy produced - -,

; emotions

agd desires, by ‘mea

symbols® (p. 14). Language is primarily a systew of agreed

sounds because the words i

ed to symbolize objects ave-purely

ltbltrl!y. such as 'dog' in In‘lllh lnd ‘chien' in 'rcneh..

“AsiThe National Association for the Telnhlnl ot English
(1576): suggests, ‘hovavar; “languaga should not be.thought ‘of
only as communication” (p. 7).. Therd-are other key functionms
of langwsge which W11l be-diécassed-in s, lster:ssctfons

The view that langusge is a vehicle for expression #nd

cosmunication is also expressed by Fillion et al. (1976) #ho

€'t as different from {solated words or sequences of words

that are iotended simply fo exemplify language or langusge

rules. It is their contention that 'lndiviilul vords or

nnupl of words that have no context are: d"oid of m

(p.. 742). TMI view has far rulehtnl implications !or

student 1-lrnlnl- ;
'To continue the discussion of c)- upun-nu of meaning

to hngu-g , 1t 'is the view of snth (1932) that- language 1%

!
|
|
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g

‘nu the

leacives ot Ene danguage Bas €6 coustinot wreng ei xulls that -
will h}p\!o felate one’ level to the other. He raters to the
, tuo levels of language as surface structure and deep &1 °

structute, with syatax, or gra the

hE rulel that

s

A.-uou- 1.9 l-n.u.gl user to operate between the two. 1'th -

(1982) regards surface stricture gs “the parc of un;n-ge

that exllt- in th world, \hovnvtx !rn

iently, ‘outatda’ Eh

“ninds of llngulga ‘sers. Ve produce surf

e structure wh

e spesk or unu- ve interprec surface structure when we

Hukein of Fand® o MBI One’ malp difference between the’ two

levels is that surface: seructur urable but d

structufe is not. He says nu: lel‘nln. exists-in pu! nindl -

“dn the nonvetbll,-inleel.tlble Eheory. of the vorld

hnd - und:r]ylu; the language we produce and
the language -ve underscand:

We are ulnll]y not even lvlu of the Iutlle- structure

(1982) explaims, 'u..na.n; can be r-prlun:nd by more hian _one

‘ | surface structure ‘and,every.surface structure can he

|’ . than ome meaning® (p. 48). To'bridge the gap batweén the two

\ S 1-v-u of 1.n.u.g., Smith also proposes the view that

A languags is, understdod by n(un. seaning )ra\uh; to tti  He




ssys, that we do not wnderstand words by denvxng menning from
—

then, b\&: by hringil\l meaning tothem.

Thehabove. v!.ev of the nature of 1-:\;»«3: seems to

Twith that exprews:d hy Britton (x97o) whu-e he sees
1

_lamguuge as a wvay of repreuenting exp!l’lence-_ ‘He says. that
iwe construct. a representation of the world as we
exparience'it, and from this reprelenl’.aticn, this:
cumulative'record of our own past, We|.generate
expectations woncerning the futurej éxpectations
\which, ae momént by momeént the future becomes the:

‘. present; enablé ug to interpret the present. (p.
12y " Y E 3 5

Inlltght of this vieﬂ pesple's :Xifferen; repxuantatlunl of
b inflience the ...e...xng that they deriva from’the
_lurfuca structure. A Illlllar view is exprenad by Pllllon et
“_.v (I976) as they ‘state thgt\,lny concern: with language-

entail a' fundamental concern

. learning and develophent mus!

with what individuals know llteu%y and how they ke sehse of
" whit they are. expetcted to do" (ps 1'.3)’. e, Sessags for
teachers in that statement ig qui lear. .. :
.llldly (1973) :ell!,\rmv close. relationship "
i

between’ students' experiences and their. llng\uga development

That

1s evident., He states: g ‘

.nlnill\ul r!quir:nan 1or an tducl:lonllly teled.n:
approach to language is that it ‘takes account of
the child’s own linguistic experience, defining
this experience in terms of its irichest potential
and noting where there may bewdifferences of
~orientation which conld cause certlln difficulties
in school. (p. 12)

The teacher must be willing to bridge any possible gap

e




hetwaen the students’ :xi!ting expe(rier\:ea and their new

expelielnczs for them to cope with t e.learnlng si:ultlan.‘

1le reviewtng the 1literature|on the nature of,

langugge, an obyicua ‘question would be What '1s Iinguage? .
Halliday (19

this-queation, as he sayeii \

% Y Tl%{‘ghlld .kiiows what’ llngulge iinbecauue he knows *
: what language doe. The datalml.l 1ing alemequ in
the young child's experience.are.the succéssful ~..
demands on language that lie himself has md;, the
led by -

partlcullt needs ' that have -been pat
ladguage for'h

im, Cpe

nying that

He :om/ueu to rAspond to the queuziTu by "

1nngulge is, fot the chlld. a rich ln\d ldlptlhle instrument

£or the céaiisitionof ‘his intention ,”'n.ue 1s hardly any’

limit to what he can do with 1:"}(,,. 2.
1

othet authors ‘who matntaii ‘that language ts dependent on

He codgcurs with

~weaning.  He ballavua that "for the, child all language 1is

" . R
doing aon::hing; 1n 'éther words it -hag meaning™(p. 12).

. This notibn of 1!nguuge a8 doing 1s also expressed by nou,hcy

(1979) whep he reminds us that I-ngu-g‘r. in a free W

Ltuation, s never aw end iniitself, ‘but always a ‘meats by

which',’ Ioucthlng which causeg things :‘r happen” (ps 65).

In congidering the nature of. languhge;

1t 1s- lnpnrtlnt

"to understand the gedleral view. of language

a -:ractnul

system. The first major premise of D Fano (1978)

concerning the nature’ of‘language

_ln{l‘ntereltlng ,Td ‘medningful reply to i




[
i
/

" Winston Churchill® (p. 47):

“language learning.

3;“ ta (1974), However,

suggests that

‘lln;un;e is mot ledrned solely by imitation.” T

fnrll ruld generate new sententes rather than only 78

ipitating the ’.enunm used by ‘bthers”:(p, 53). Thi

ik aten expressed by ‘Britton (1970) who states. th-c it seems

“that it Honld ‘be nearer the tlu:h ln say that they lchﬂdr!n

-u.:. peopie 8, u:hod of golnl bouc uqug r.hinn than to,

y. that :hey imitate the :hu. 'Au'nhudun‘

14 (p. 42

Xl is true that moskt :hlldten by the age of llx have

mastered the basic syatax:and yhnmﬂn.y of their language.

It is the.view of Destefano (f978) that "when children reach

< school age, they have already developed quite a varfety of " .

Language akills. They ass producing compongd-Eony

, sentences -nd are proheun: in nung cnr!lln -o,cm.
ur";

distinctions in their language be! b 847): ¢

beliew

the teleh.r s task is to bulld on this basic

x.ngn.. and nn

ru“n (1971) agrees cthat =

4-year-olds have

stered the




. : .
of Chomsky- (Hlltt_on, 1970; “Marland, 1977; Wilkinson, 1971)

and Kis dsociates on- trassforastionalgenevatiye gramnare -

'rheu ‘theoxy sheds mlch 1ight on the PR orgln’.zl:lon of
_the language'system; mklng it possible to underltnnd tow
hlmnl\ heingswun f-produce I-nguue they hl.ve never heard
before., Some -ux:han, huueve:. caution lsulult ln‘

overemph“rs ot fq;.n Heu- (1981) elutinnl .g.xn-: ‘-n

nverenphnsis on a’b e: lnuuleﬂxg ui Mngull:lc form at l:he -

: expan: of an interest 1\1 the w-y peopx. -ctnnlly “tommunicate’

vnh ont ;another u nun.ugfux cencexu. ; He: nunks that,
underuuqdin' lnnguaga 1nvnlvel wore. thn. attendfng to m

Hordu and unwnce. :h.t are’ -poken or, w:g:nn. In hiq

\lv:d

Unless :we look beyond the forms to the intentions
‘that they realize, the'experiences that are s
- referred 'to, ‘the purposes . that give rise to them
“ +and the situtions in which they ogcur, we . shall
not ‘achieve a full understanding, either.of the
séntencés themselves or of llngua;e as & human.:
JPhenomenon. (p. 23)] . :

Eved though the view ekpre a4 by nein var

lgnlnlt an

[
ovlrlmph is on forn. 1o lﬁo: !n(il‘ely unltke Chonlky'l

vlew (cttgd 1in nmrn & nnun, 1974 ni»;n deep stucture qf

.1 guage vhich has s emph sis on ‘.uning. x; seems that

. both vould emphasize the importance ‘nE llnguun o

of m:uuuan. This vlew is also made clear by, Wilkiigon

(1975) when he Ilpllinl tl\tl nhlldren Acquiu"zhe rllle of
1nngu.n qui:a quickly. ua ucon\uu that ;hc leq\lilitinn

of grammar pretedes ihat of meantngs . ¥

o medium -




=pesk 2 langvage 1s- not«on,ly he! .mx:y to produl:e
€

“ving

' s
; grannatical senlencea. Be says that. "k anguage

'Mn. in the TR

2 4 ¢ o app!oprinte ﬁl:yle .; :ha ngh: :'Qijlt an,

1k o cgm,ux knouledge ot ho

. ,-L-ngnnge is not “a static :hu; L ‘changes

i+ deletes and moddfies conditins i time an . . i

] place demand. Interestingly, them,’ the child not | 2 ~
only acquites the language. of fils -of her. 'society - ’ 5 .

he orshe bécomes part of a potent force, that is !

..~ instrumental in _the evulutionuy process,’ of

_— : 'llnguwe change £ (p. 5)

matter. of, fact; ‘not

"' changed ‘ovér the. yeirs,

that is ‘evu.n:-fx‘nn 014 Engii
chn}m help to .nnnaiu nu eality ‘of

“whe:

Deiteflno says,

becine ' dead)" (y.,a) s




ke thisuuion willbe devnced toa dluussxnn of the various "

langudis iunenon- which r.hu.dren uplwy

skille spguking, liutaning, re.un. dnd uruxng. Eath Tof

zhu

und "(han npecill con!ideration. Pillion et_a ..11976) N «

" :
expréss the view Lha: lick ot Akill 1.. ore does mot’ - .

ne:funrily reilect- ,lack of 8kill’ J’J\ Aﬂother. it is thedr

con:ennon Lhnt eul‘.h nkiu. appgars to be deveioped th:ough
practice of R‘ £ nkill

will'inerease ths pucznthl

Yo aﬁhu‘, suiu"‘(p. uz)._ The fact chat these k11

,,ma Braun nlintlin, “the four’ un. once Tearned,. , ¢

are mm.:.ny adshed n pru:tl:e ():. 57)v B SO Tl 3 e
e,r"f . Functions of Language ' e 2T . 5

/ l\o:au to emphlsiu the pover and scopé:’ of ‘lang age

fancétonn of 1lngj59 Las they are. _seqn’ by vlrln\n authors.

Tlla major fll et 1.0n

inguqa. 1:- effact ofy thon ht nnd

its lnflu:ncajon learnidg, -will be auu With in's T A

sections.

: -Teacherslare sometin,

vdilcourln. Tough (1975)° has. pnintld out that, all children [0t T

iNave alreadylearned toise language £pr-a-nunberiof,




3 us It ‘allows usto r:Elect o]

complex ‘meaning,

: U she, vas poln\:ed o4 hnuever, ;hu: most tepchers on hearing. a’ a0 i

.shown, pre-c{on,l

each child progr:

unlindted. .

appear to demand apd

un.uc more complu mental ucclvi:y

thai others. 'In one short record of @ conversation betveen\ g

ruo, 3-year-old 'nays, Tough (1973) hn- shown that 1-ngu.ge'
f\mctloned for I.hé boyt in levex‘a]. of the follnwing ways:

maintaln a. workxng talltlnnnhip buueen them, toTexpress o

1nt=nuona about aczions r.n ench other,

oyérqz!on, to :n—ardlnlte u:ticn,» to defua each ahud' 2t

rights and stnzul, nnd Lo monltur the chlld's own nctivlty-

“sinitar converautlon between two children would Femark on'

oo pnver:y of exprension and 1Lé 1uk of conpl:xlty in' AP

]
K s:ru:zuu. n:h.r than on the compluxlty rxf the mauf..ll 3

activity which mikes it pusuible (pe 1700 27

i Tough (1975) has. s {0 atown that_perhaps the:mbst
mpu:u:fnncuon of language would pe in: -11nu1ng us. to
‘recall: things £rom the' fagt or tlll.nﬂs which are Temote from,

and ‘t:-&z.ulne

‘itultlons A

whichmdy never recur, bt i peraitsub to eantna the

postlbllity of an uvant before

t°happens. | 1f, as Tough hap

children begin t:n use llngulge to’ axpuu

then the pounuuxw fir lénguage ‘uoe 8

oo through sehool would.dgen ‘to be

It lhn\lld be renenh}red that there is nucl\..ln the

‘to_ secire’ co- ‘




11)¢

Chu

ﬂlll lunetlen o

exsom But Vo |

ay :h-: "we do




S217) -Levwis uvxa" nu < Vunizcgtlvg function of llnnu!"‘

santpilative .nd declarative 'fh\':cuu:. He sees the

vlnl of nu world, dnd »ruu ¥e sni:h et al. (197
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to be the cafrier of the world image” ‘(¢ 4. “They feel that
b i Lmportant bar: of' a new experience is haming and

. classifying 1f, which un destroys a certain fear of the |

unknown. Nystrand (1977), too, feels that langgyage

facilitates our entry into mew experience and therefore wh— }

develop mew language to cope with mew experience. Like |

both the private and |

Lewis, Gusdorf (‘3 Nystrand, 1977) s

en-munlcnnve

ects of language. He' states that the

fun\:[ion of language 18 "to haintain or re- -nbufh a e g o

3 bul-n:e, to -uun the Lnl:xtlnn of the perspn in L-he vurld.

xm achievé cnmmunlﬁlclon“ (pe 47).  Nystrand’ (1977) seems to_

osbraniis similar'viev as'he states that unxu-;e in usé, 1

|
“powerful in'so far as ve use it to dominate cur world, make i

‘! 1t ours and use it for our purposes” (g: 104). | He feels that _

B 1Qn.ug' plays a’vical part in bringing us in line with chose

around ws. : )

lt is the nplnlcn ni Halliday (1973) that children have = i

auii:uny vnn language in school because nny are ‘required

.. t0 accept a'stereotype of language which is not in kegpu; i
wich the insights’they have gained fros their own experieace.

Bttt o ks 5 y \
i He also sees the character of language as being shaped and \

detersined by what it is used for. Thus, his investigations

into language have led him to establish his models of
-

\ language use Which, 1f geriously comsidered, '.no‘u’ld_;‘xa the \‘ &

W H teacher in assessing the udlvldux learner's

40y consequently tn prnuug situations to &

of weskness” (pi a1y, i
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i

_another.

2 3
language is vary much s part of himself and the personal |

. . . . Iy

which should have

ry of Halliday's models,

crucial implications for teachers, follows.
instrumental model where language is used for the

: g I g
satisfaction of material needs. It is the model whereby

children become aware that language is used as a means of

gelting things donme: Next'fs the u;uxniuy model which

refers tothe use of language to manipulate thebehavior of

person in relation to others but mot in the sense of

demanding anything ‘of each other. The personal model is fhe

aodel through which the child discovers his or her own

individuality.

alliday hmaintains that "for the chilgd]
{

|

of this, and of the way 1p |

model 15 his intuftive awarene
* ’

The £irst 1s the

),
The interactional model dclonll;‘;e. a sepse of the

which'his individuality is identified and realized Lhroug.h \ %

:

llnglu;n' (pe 6). In contrast to the plxlonnl model is the

heuristic model Which 1s an aid to the child in dfscovering
about the external world.. It deals with the use of language

= &
to learn.” (This point will be expanded in a later sectionm of

the review.) The mext model, the imaginative, also relates
the child ;k\{;x. environment'but in a differeat way. In this
model the cliild uses language to u--;‘. his own -nvironi.n:
as he f/"ll anun.d.. It 1is :hg model Ill\.te l:‘lildr.n lose

themselves in a world of rhymes, songs and staries. Finally,
the representational model ‘describes thé use of language as a

carrier-of information, or a means of communicating about




&

e A

A

Sy

unnece:

: .uuu. the differsnce Vatwess two kinds ot

800d or 111, go.around” (p. 8). The gther-funition is. VEimg,

_the ptrlh:lylnt us

con-:i:n:u e:

something. Halliday waras teachers. against making this

become the dominant model to the extant that they are unaware
of what the other models mean ko children. By developing
these models, his aim is to- puln: out that, for the child,

a11%1anguage 1 dulng ouneihing, in other yords, all llngungu

hoe meaning. ' .t 4 g

Britcon (1970) also’p

sents. an 1||:cx|-n,ng ‘theorey uhich .

nguage-using

heh‘.viox.‘ Be lnkel a dll lnctlbn between Iucea ary and

ary, ulk, ‘thus lndl:ltlng “two di!,{:rent functions.

“one :uuuu ts using’ language to get things done 17 a more. .

active lenle, which

ngua;

for pleasuré in,a more passive sé se  which he calls

the spectator role. He

ys that

we use

s un.u-u to contcl}h:t vhat has n-"-n.d to us, or to_other

Peopll, or 'hl[ llxh! eoncaiv.bly happen” (p. B). This could

bela -uy of ustng 1--:..--.. to uu:n unrnld. Examples of

s of language are inforaing pecsle,

in-!ru:ung people

- persuading people o suing,” explaining,

and pu,nu.. “Gul gthe olhtt hand, =

bellava play, day
dnn-hfg lland, golllpln., dd-u, poetzy, and tietton,

mples of .t

uses of llnlulll in the -p-uner

alwo stress the co-plulgo! un.u.u .

role 'Thale éxampl

and 1t funnugn
s

It lc'abvlﬂul.thlt chlldr:n use language




o

i epeuuc vays tor make sense of their world.:
The division.of language into the roles of pn:scxpnnt
and specla(ox has been pa¥ticularly significant to thé

writing area.. Bullock (\975) explains that the three main

categories of Hxltlng which have:-been supaumpnud on thu

iy T

pticr division .are transactionmal, expren,ive, and poetic. . In

his desctlptlun of 'the categories, he describes: the

_ekpressive category as the central one because it is language

"close to' the ‘apeaker’ u\d‘provi‘dqu. the tentafive stage,

through which a pupll'u new thinking must pass on Lts way to

“the, ‘comparative certatity of kiowledge. Thus, the contimuun

Lt . from expre:

A5y to. transactional .covers language in the ) ”

participant~rolé, ‘whereas the continuum between expressive . %

and ‘poctic  covers language in the spectator rolg:’ He

conaiders it important, that the teacher first direct and

hildren will gradually move mu Ainto the othe! modes in

) i . - |
encourage writing in the expressive. irea. -From tilere % |
|

theiT own - virious vays and, ae vagious time

That chtldr!n cani ben,

ir from being lhovn the different A

ways in vhich ].lllglll!! Ya ulnd g “the Horld lrnund them is a

. |
strong belief of Dawson (in Punk. and rnplcu, 1972).  shé- |
saintaine ther chiliren should be ledoto obmerve how wich, '
! people as -dveruun and pouﬂcun- use language to their N
’ sdvantage: This kiovledge would help children:progiess to-an

. *analysis of how they :hu-uu. waEs AR DRCRANE) (G

o convince or to' repel. As a concl on to this section of the

-




!
!

. development.

E? 1nnm.u1y unnwtned,

far ced:uriq-

review, the following statement by Dawson will, again

empl\ull:: the power and potént¥gl that 1-““-;; has when its

functions are considered. She states:,
‘Language can be made truly interesting to children
when their ttention'is directed to ways in which
others try .to make their language more pleasing,
 more beautiful; learning what is or is mot
effective; what ig a desirable model of language or
one to be avoided willhelp to.add to.their -own
.)(wver tn speaking, writing, listening and reading.
p. 44). i ¢

Because f the ways inwhich thought and language are so

ln is perhlp;ﬂ»mora appropriate to. use,
the term interrelationship c}un 'relatlo;lahlp - Wiscussing
the two. Not'all theorists dgree about: the exact
':ehuon.mps h:tveen language .na thought; but there is a
xen-ul .consensys that :heu does exist an important and

iuninc.nc tlll!i.nnlhip which has vast xnplxcnuon- for the

claseroon teacher. .As Stabbs (1976) suggests, “the prer_lu

relationship between language and thinking.is co

plex and
lltue nndeutood and h.

provided phildsophical controversy
el :

Since Riager has bean a notadle :neoru: on ‘language

desitosasat, 1¢ s approfiiste to take.

‘brief look at

some .of his ‘main premis:

contributions s the outlining of the stages of cognitive
According to Piaget (cited in Thorn and -Braun,

1974)) "THe child progresses mentally from simple thought




"
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processes dependent upon the objective environment to a more ‘

cosplex mental organization that is ihcreagingly independent g '

of ‘concrete reality” (p. 30). -~ It is Plaget's premise also ' S

that the developing of thesp thought processes is aided hy<>—

. the forces of imilation and accommddation. Thus, -a child ' *

inter; ;n./ lnd lpplill new linguistic hl(orllllon in t.tll o(

'
what -he already knows. i3y <

Auoxun, to Marland (1977), Px.gu'- theory. of : '
cognxuve development has pruvtd:d povtr!ul new. insights; and

- because of this theory'a valuable conl:apz!.on of ' language

'uvuapne'nk is G-‘:uung. Thu “development, Marland hellevan,

p:o'eld | through, the huarlnr.lan of active experi

by ‘the chud énd’ the Tntetnatized eognluvl structud he !
iieneis Bt s ViR SEaet Gt 30 Seply etetuls :

Piaget's

major premise conterning the relationship of language and

S SO S
thought is -that thought pre 1 ige and that : )

Ll nnly one mode ol' sysbolizing’ lhoulh!- Church "(1965)
states that “"thought takes shape independent of language and

that -language is

ely the vehicle, the container of an,
already accomplished thought” ®p. 147). Thora and Braun

(1974) ‘point out that "Piaget stre

that the symbolic .~

structuring must come first and that this structuring occurs !

‘independently of thé dlvllnpnent of 1 nguage

!rucburel" (pe

y

tmultaneously, but he vievs them as

1). - Plaget does.‘aduit,  though, :hu the two structur

uently occur almost.

separjte op-rl:lqnl.r He sees.thought as a precursor of

5 \




1
i

X

langusge. |
3 . One point made by Piaget that tea .CN ed to consider |
i .

1 ¥ g fs the fact that sometimes they confuse children by ’ :

presenting in adult languige :u idea to be learned. Piaget

thinks that the teacher must bagl‘n with lhe chlld -

- . spontanecus structures;” othervise,

s.un et aL. (1970)
belleve, “he 1s Iikely to confuse the child's chinking of ..
[

i alloy hil to settle for a péPdalized statement of ai idu

" p. 113)., Plaget, then, would . s
)

without knowing what it mea;

place the gmphasis.on inveiring and discovering gnd would

ion againgt teacher language and textbook Jlanguage that =

can be assinilated at nothing other than a.verbal level.

In.contrast to Piaget's notion of

e structuring of . i

.

thought syabols prior to language, Vygotsky (1962) believes

that "the language of the environment, with its stable, . i

1§ permanent meanings, points the way that the child's = e
[ -

generelizations will take” (p. 68). Smith et al._(1970) say B 2

that "Vygotsky's emphasis is on the langui

of the childrea
- " and the adult teacher fn the creation of thought® (p. 114.

~ . Merlaad (1977) says cthat n—;v}iiut’, "1t is the Y. e iy |

_1nzerletlon of laaguage and situation in's soctal e
) which .uu the child th
(

. concern for dllla[nl bltll!ll children and ldul: 3

.p.cuy to orguue his $

. mental ll:livl.:l

¥ 3N Vy]o:'ky (1962) -shows great

chers.
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readily with 'because’ and 'although' thifking in sciencific

develnved spontaneously.

forss of intellectual capability in xhe:v:hl‘ldvren-

The vuu\of v"nz.ky (1962) regarding the nnuon-nxp
of language and zhouh; resulted froa his favestigatians
comy lrlng development of the scientific can:-pn lhl child '
learns in school with that ot hts tafor :

11y acquired or- - i
8 ]

spontancous concepts. He found that, children could, deal more

concepts developed in-school than in everjday :on;apn ;4§

Vygotlky (1962) inl: in- :h t Ln

anly later™ (p‘ 108). tnu

Saith et al.! (1970_) obsetve; .
“the development .of thiaking ii eshansed by the.prescataticn

of scientific canc!pl’c (colhelijt ldult stat

4 heco“ organized in Telation to the adult structure” (p.

1157. 3 .

Slllh u al. (1970) suggest that Ero- an ld\l:llhmll N

polnt of view it is not necalllr’ to decide on an

xtr

position taken by Plaget or Vygopgky. "Stnce both theorists

have postulated and described several sta, in the

2 g . —_
development of thinking, there are vl-y.l in which their

theories %

iTe not at great odds, thus permitting teachérs to
také s middle position.

A logical means: of bridging the gap

Pt
(¢

uts; P ;i ’__'_J

k-ovledlu) to children ag The chili'- spontaneous ‘concepts *




‘
| e e
l ’
J
; her_\n:q the two po-Luon is de crnnd by Saith et al. (1970)
1 1a the following statement:
i .
d i This middle position embraces a
r : 'dlalogue’ in which languige of children and the
] laaguage
2 2 interp. at
+ ©* language.and thiking, including o taitial
* 'discovery period'. ' The collective language of “the o
2 adults’in a society s as potent a factor .in the .
devélopment of- thioking se che -child! ~ ;
ormation of
'nx.non-nsp- ‘dravn from xpard.clu:
: "vhether—the educator gubscribe R
‘thought a cursor of 1d o Y g
" creator of thought',.there i
a & . 4 ; = . ' e . .
interact with and ¢ u: each oth at -least -{eu the I
child has passed the s0r{-motor’ stuge :of nnux 1 :
t development™ (p. 33). Sapir (u‘bu 1975) uzo(nlnm:!‘ng_
I .:complex process of the fateractfon of language and: thought . i
be statés that "the instriment makes possible ‘the produc !
G the .product refines the insfrumeat® (ps 7600 = . X X H
1. m The position: n;-d ‘above ""C'" a need, fnr adult ) i
i ; H
dlalogue with the children and-dialogue among :nxlgran ia ¢l !
Classroon as an é1d'to both lamgsage ‘and conceptual < | . 5
" development.  An important pulnt that ‘8] ould be seres
:hough, is the ne d tnr :lu adult
ik W this




' o

subject which has neces

an educational psychologist, has also been of gréat

importance to:our understanding of "the relationship of -

‘langusge apd mental. 'de‘ve).opmen:.' .\uo{-ung to ‘Marland

41y interésted more-leaders in.the

'.'na_i'd than Riaget ‘and .Vygotsky. ~Th& work of Jerome Bruner, '

s g

o
u977), 'nrun'u ces the. develupneut nf an-lync tMnking as

‘€1nas,

" one of n.g uljcr cen:rlb

i of lecondlry lnhooll.ng byt he

s) hx lnln!ﬂ rhuv.- the prlnupal ‘feature

fu xnulve. :he prcln ged DR 4

.)

of prnpng,icionn

engla to go

“en -au,

his'belief

e clbll-hlng of rellity-

id the’ vorld comes xm r.houxm:" (URTORES ‘g

on.ips

(P 71). ;

/% lg:l 1gu5q 26 :cnqplnytnp

ion.. Bis

ases that




ehild's yniverse and helps to determine:his future. Hesdys,

B r 8 . . . & .
“To name is tgvc@ll dnto existénce, to draw'ott from N WA
B . nothingness” (p. 47). 2 5
A " . .
N A éimilar view axm’uz _thought being nuuuud by words
- . el

is: exptalsed by Billock (1975)." He sees Langiage as :r\lchl

n making statements. about -the world Gai o nrglniztug gur
expenences.' ifwe put an expehanu 'u:n wordl. he lael‘

o which we may. returd 1n the light

this’as a npnlllng out

=

" of. further experience .and in search. of fur:hu poulﬂﬂlitlen-

"u s pEobably Erde- to say. th.: the Kigher & -

- thu\lzht y!oces!es heconn pnlsﬂ:le Ea r.ha :I\ild oF: Adhl.lcznl’.

vhn ln thil way le-rnu :to:. turn hin llnguil:!n activttieu hlck -

upon his ows formulstions” ('p. 497, U ot T

] B ¥ :
dargaage et of symbols by :

¢

Barrow (1982) also seé

" whiich.we file our experiences.of the outsids -‘n'ru and which -

-are thus ‘a necessity for thinking. m is m- cuntantlnn thut

if you db not have a 1.ngu.[;.-nf ‘some son

ou cannot think o ;

and, f\lx!hernore, :n-: how yo-\ lundle language {5 an 1ndar of % -

b . thougln:. He uuevec nu: “when -(w m.xgnn bout :hwvorld

N ) lre g-xned, qrey are perpgwne‘ in language “p; 26). Bc

recogni:el nht one 1-«:;-.-;- £o some -extent dxe:nu hov

< ’_on percetve nd cnncelvel thefworld.” ..Bu moat 1

diate K

concnrn, huwev:r, is I:he fact ﬂll:,

T, gen.rnl )nnyla s o Py g

a illty to l‘hink 1l reﬁlcnt. , in. thalr use of

iew ot 1.ngu-g= 1s shiated by ut1ithesn (1911

p o et lnngnlge we' use to upuu our, concept Was a

] . L




|

enlbling man’ td create "tie uobtd 33 Hhh:h he 11val.

(p.‘ 91, "

The

-ophu:u-ud :hinklng thiar they Hust, be eale’ wijh Eugetherm

(p. 109)«, nur-@ comcurs vuh :hi view when.té Prates, that

nd we' should nourish

(p. 32).

llnguuge 1n ordu to Heveup :hough:

uuum-rl:e the vxev ._ ovet., i sttt o

. e .
16 vhe, ihteilestasl. poupke-are to duuop :he child
must gain a.measure of control over his o g
. thinking‘and he cannot control it while ho timalie 4
* whawaré of it. The attaining of this_control means
=p££l1ng thought out of its primitive .unconscious.
beddedness in the immediacies of living n the. ' .
- ‘world and. 1ntgr-c!lng with other human beings. . (p.-s
123) . 5 ok B TE A,

5 .unmpu-n.a. x\:dua

than -just




It has slceady been mélitioned :lh.t one of the Key roles’ ol

of ‘Tanguige i

its ule for lelrning- Therefore, there is '

copsum need for teuchex! to recognize che 1wporcnnca ot

lung\laga no& Dnly ia ‘all facets of, the lunguagh ts program ‘-

4 the cufriculum: “Maney

5, to glearnig. The shortfall in-their

(EAEi‘i‘hg‘-l!‘A!n‘lnﬁ\v pro¢c

Vo ceuhgu

. ol
Ay 1e.u'n, :ha

B ¥ g e l‘n‘ulgq. nlunn (1919) -cupn the basic prellle-thn: oo b

intnn:lon, and use are necels.ry elenenl’.l in the © davelnpuen:

t. ‘_ : of 1-ngu.ge. Pa: this unun he . uy., '1: beeunet hpon.n: N t




language must be aided by a satisfaction vltl\ learning.

: Conversely, 1 should be instr 1 in helping a

. child progre

from helple

ness to-independence. For this

e i A

process to continue throughout the years of schooling would
5 be both logical and necessary, and if it is ‘to continue,
Bullock (1975) maintains that “the teacher must create in the

‘classroom an environment whicl

ncourages a wide range of

language uses® (pi 188).

s The lnl

etween languake and learning, which is so \

obvious in the .qr.ly years of the child, is seen by Britton
(1970)-to be relavint throughout-the yeazs of schooling and
dven 1n .auu e It 'té Bs béltes that Ln, school :ea:hlrl'r

cannot .grua to ignore all ‘that has gome on before. In his

view "theé procs

s of school learning must merge into the

processes of learning that begin at-birth and are life-long"

3 (pe 129)." The stre -‘ must remain on languige through which

[ .+ -7 chbildren learn. | ‘
- A Lo
To, raalise’ the 4 portante of language to learming, it is

neges -:y to ndu—u-,d the lnnul role of language in the -
"3 proce

ul’uull is duuuad by luuoel (1975) as one of"

- the prime.me

s by Ehtdh wi bopstruse e -A,uxed

A . s "
Tepresentatiqns. It is -language, which enables the ‘gh\dlvldlul
2 nguage,

(! to classify his exper:

Vhen he learns the name of an

&3
sdundly dtore isuceésatve

DA SIS




Rave to generalize from partitcular representations of past

_experiences in order té apply them .to new ones, and language
N a3

helps us to do this by providinga ready means of classifying
- . : ~ .

these- experiences” (f

48).

s ‘an fndividial develops language to organize his.
experiences of the .\iorld, heai anabled €o) wake stajements
about the wqud- This inturnhelps to impose some order on
the experiences, which is why talking and writing are .ﬁq N
tnpaitant . in the learning process. ‘Bullock: (1575) seacey
thet “language used in that way is the language gl
hyFothesis, the. formulation bf possibilicies” (p. 49).
Formulating a hypothesis and putting it into words enables
the fndividual toreturnto 4t later and re-examine 1t in the
1{ght. of Eurther experience. / Francis (1977) emphasizes the
close and rectprocal ralulanah!p of languagé and leaFulng in
her view that langunge developnent is itself a ptoduc of
learning. It ll her view that k'l;om the immedidte here and

novw the child extends his involvement into the distant, the

" past and the future, building his knowledge of language ss he

builds his knowledge'of living" (p. 24) .
.1t .is important that students be given the opportunity
to-formulate thelr own hypotheses, for thig is the crux of

the. learning, proc

+ The National Associstion’ foi'the
Teaching of English (1976) states, "If a learner at any level
1s.able to make his own fornulations of what he is fearning,
thig 1s more viTuable to hin than taking over someone else's '

pru-turnulnted “language” (p, 8).

Smith et ‘al. (1970) share




this view as they say, "In edee to expand latiguage there
must be no artificial exercises in recitation or‘ copying
_sozeone else's language from the board but actual opportunity ~
for children to use thalr ova 1

anguage to communicate” (p.

166). = = |

) . . . Fe
The importance of the home eavironment to learning e

toa :nnl!dention of the relationship between social clas

-nq,un;u.ge,devuopun:. AlYen and Brown (‘19{6) ‘report lon
e |
research in this £ield by Bérnstein and his colleagues who

have developed the s misinterpréted concept of |

restricted and e dodes. According to Allen and

Brown (1976), when Berstein uses the word 'code', he is/ not s

it

/
referring to the formof language used, but rather to nn vay

the language 1s brought to bear on a pirticular context.

They, explain .that "a restricted code is one that a-plqyl

language in a relatively context-bound fashion, expressing -

particularistic meaning. The elaborated code facilitates the

expression of uniyersalistié¢ meaning in a fashion not tied to

a given context” 23

It is Bermst

pAnion that the lower class uses a

restricted code most of the ti while the middle class could 3

use hoth restricted and ellhorl:ud code’s. A:cudln[ to = &

Bullock, (1975), "Be

tein has emphasized that 1tnguistic iy f
-

*cods

* are not r.ll;ld to social :l

-uch, hlll to the

fanily organization and the 15!-“5:101‘1 bttvuln lh. J .

- individuals within 1!"(]7- 52).  He thinks that 1n lover
& (B 2

e e o
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class homes there will be less opportunity.to explore in a

verbal manner. The child there s not requiréd to express

& his :houghcs and feelings in words tothé same degree as in

zhs niddle class’home.’

L
It is commonly agréed that more résearch 1s needed fn

this flald and :hxt in the meantime caution’ should be taken

to avoid Jumpln; to the urong :onclu,inn regardidg’ the

'ululunshxp hetwecn lacial class -ml language development.

. Adcordlng to/ Stubbs (1976), "no criticof Bernstein has’ ever 5

dented that there are social class dxlfeunc

1\- language,
of that these differences are ‘somehow nlned to edunn:lm\pl

problems 'faced by working clads children" (pe so). He Gays

that it ’1 the nature of e relationship which istn "

dispute. . Even though there is controversy ovar the exact

details, it is cle-r that teucherl need to assess the widely

'« differing upeneueu lnd hng\nge which eacn child brings to

school and plan .:uvsue- on. the hual- f thetr oburvu:lon.

. " " Barrow. (1982) realizes ‘that ve must

cup: the language

which children bring to the uuu:nnu. but; hn also

sees some

| merit in bringing about a transition from thg :hu.d-
personal language to o more public langiage. " M Belteves

that there are different ‘iangua and ‘all

re not good for

any and every purpose. “He staces, "Théugh a1l m v

terms, some can nonccnele-

lnfarmlr.ivl rl!ionul thought” (p‘ 29).




“a logical role of the teacher would be toattempt to

gradually develop a capacity for analytic thinking. -This 5

should then ensure maximum learning..

In-developing & child's capacity \to think analytically

it 1s important for the child to see a purpose for learning.

rtance of meaning as the key to learning camnot be
overemphasized. If the writing the child is éngaged in has
no meaning for him, he will not Hun'l’. to write: If the
reading matérial his.no meaning for him, he will not want to
read, Meaning.and learning will méfe naturally. ann‘ne u/:fe

o
ir. on bol:h

child is permitted to bring his own language :o/b

processes. As Marland (1977) says, -L.ngu.ge helps uunmg-

and learningihelps language and ‘the.

sre closely the two are,

related, the more effective the total‘process” (p

"7).

tudent-Teacher Interaction -

Sinceit is in the classroom that £indings and

uggestions from research have to be implemented,this
“section s devoted largely to.research on what actually

occurs in classrooms: This reses

ch into teaching behavior

is important unce ail'the influence ‘which calcher- have over

students in the course of n\nr thxnaen years of schodling

must ba funnelled in the rlght. dt\'nc:inn.
It is the vie\l cfef‘llndcrl (1970) that 'lelch&ng

b;htvtor is the most potent, ungle nant:alhbla factor nut

‘can_alter lefirning opportunities in the cl roon” (p. 13).

—




et

W0 R

sctton® (i 5) . B,

He contends that for all except the most gifted teachers,

there is a gap between fairiy good intentions and the

teaching behavior which actually occurs. He thinks that in
many cdses teachers know what they ought to do but their

5 4 N . ‘
aspirations are not reached as consistently &s they wish.
3 D i
This .observation 1ud- hin to cnncl\ldé that, "the study of

¥oos LnteEackion. nsy Laprova’ tha auality. of teaching

|simply because it vould reduce the gap, Tbetween’thfent and : o

Explorstory Telk i s . . - ~4!

There seems to b: groving -udann 1n'the .research e

(Tough, 1973; Fllndarl, 1,.970;, snn:b-. 1976;" llrnel_, 19759

that student talk is of crugial importance to ‘their learning.

As Stratta et al, (1973) point out, talk per

es our very . X

lives. From a very early age we are saturated by it and.

— P .
continue to be for the most part as long as' we live. ‘Tough

119%3) ‘maintains that "the persistent exp,

ufe.to particular

uses of language as part of the'way of life in his home has

Iready budlt within the child a'dispos{tion to g¢ on using:

llng\llgs in the.same 'ly" (pe ly). She: thinks that childtnn T E

should be helpcd to ietrine detllll fron nrnu =xp=tiencas

a5 a ‘means . of adding sasniig to. the puun: :xperltncel-

Hlllin'on (1975)" concluded from the lallnn' \lhlch hb i §

Ib'nrved that the type of 1

rning must be suited.to the

task. . In onme of the lessons he was particularly impremsed by

thé. Fa,

the teacher had told the pupils mothing, but had
che -
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nicely prepared the way for the discusiion. 'The teacher had
huuuna';’y{‘nnnnl by bringing into sharp foeus the

probléas involved, so that the pupils, could attempt s 1udon-

of thea. He felt that the lessons he observed succeéded i
varying degrees and concluded that “it 1d pnuuy the case

that least 1a batng learat vhere the teacher

teaching most and having a bigger share of the words.spoken”

(p. 83). B ) g \

. . N
Stratta et al (1983) reported the .results of a worksho

orun,..offuo'x‘k L \

~

in which they consiered two tape i

/  English lessons. The first wi

of a 't

cher working u:h the.

whole class and the second of a small group of pupin wbxktpg

together who were asked to keep the tape Tecorder runmifge,

They unnclud‘d f!ol their observations that “talking thlnll

over is a fund

atal vay whereby ve ‘learn from each other,
providing there is a autual respect and a willingness to - ) 4
listen to others” (p. 162). They found that a proper social
relatio ship whs cructal to the learnisg situstion, .
plrttci'l‘hrly in small groups. There needed to be a climate

of :oxeumm. order and co-operstion for pupils to talk

about. personal’ experiences. ) B

Although the extracts exadined by Stratta et-al. (1973)

suggestad both possible adyantages and possible 1imitatioms
" of small group discussions, the authors repoit that "on.the

tape one hears a spontaneous flow aid enthis

that the’,
more formal lnd pubue address to thirty uhu people (and

—-——the-tendency to ti achlr dlrl:tlon) will qllo" alva; 8 qllelleh




{p. 169). . g

o .
Rosen (in Barnes et al., 1969) sharply critizes the

classroom where there is no Jilln'gsu. He contends that it 1s
. through the el\nr-on. variety of dialogue V‘lh Olhl!l that we
g-:hu together the linguistic resources to chiak through our,
prnble-l- iHe agys, "Restrict the nature and quality of -that

dillc;ue and ultisately you restrict :Muktng capacity” (p-

|
1
N ' 126). 1It.4is his belief lh.l 'll‘. il as :nlk:rl, questioners,
) Gch of

. Jasgusts, Ebesips; ShatEvORaN, tHAE ouE pupils da,

. \ 2% * i
“their important learning” (p: 127) and he continues, "when

©  pupils are free ‘to'talk, teache

afe free to observ

and to

and what kind of learning is going on” (p. 127). -~

undes

Itis the view of The Schools Council Working Paper 59

(1977) that teachers should create the content which is

conducive to falk. According to this paper, im.a large group
= 3 . )
oF class dvfeussibn, the time available for each student to

participate is strictly rationed so that most meabeis are

merely listening for 1-': pvltionl of the time. Thus, a

i ---11 group is more t:!hetln in that it provides a face to J H

face contact between'the members and makes it

ler for each

speaker to obtain feedback -from other members of the group.

_The paper states that "this enables the s

{ the effects of his language on the 'other', thus gathering ™

the edsential data for buildtn. up Bis language ‘and for

nl(hll

fez-lng some notions about ‘the

reaction to r

1iey" (p 138).




» ’appnr:uni ty and encour

N » .
The Schools Council Working Paper 59 (1977) also

contains a report of a geology le

on which app:

red to have

a serious educatiopal content but which was so one-sided in

S 3
favour of the t

cher in both thinking and speaking that
there was-little opportunity fnl’ the uudyu-- fo expand their

thinking or language capacity.~%f nu situation.the pupil

was "denied choice, taterest and cunauzy, as vell as

opportunities ‘to rehe,

his own lxplrlnnce and to get his

own language round this 'mew! kuowledge" (p. 146). | quite

" often the l:ndent vas hel/ng asked to understand -no:har..

- peraoa's, Language and no uu.p: vas made to mediate between

the teacher's language .and nu: of the student. The authors’

advocate that

the pupil should do more than remember parrot-§
,  fashion, he should be connecting mew experiences
g th past experience, be internalizing complicated
patterns for structuring new knowledge so that he
may approach mew situatioms with gr .
-(xndtrl‘:;-dlnl }nd moré comprehenst v
Pe 147

er
trategies.
! eﬁ!

5

In order for this to happen, students mus: be given the ~

ment .to talk ubou( what they already
kmow/iaanattempt to ul-u it tothe new knowledge betng

exanided. A- Britton (1970) !dlle!t
talk

"we n.u:n.uy use

a means. of Iod“’yin( each Bth-t L l‘lp!

experience” (ﬁa.n). . 3y

tichs of

Barnes (1975) contends that "to become meaningful, et

‘eurriculum has to be enacted by pupils as well as teachers, -

all of whom Mave their private liv outsi

of school” (p.




=

‘14)e.- One part of his research included a close look at four.

groups of 12-to-13-year-old childred talking, while they were

“engaged in tasks ‘set by their teachers. He sees talkinglas

something more than cod un'xuung 1deas ixu.dy formed. He
says, "It 1s as if the talking enabled ua to reutan;e the
problem so” that we-canm look at it tuﬂsruutly' [ §z). Fros
the observations of these lessons, Barnes (1975) elso

recognizes that there

re times when because what children

vut\;lm}n groups discu

may be superficial or inclusive, -.

the teacher has a tendency to rush right in and take over.

He cauticns ‘that “taking the initiative out of the pupilé’.
hua. nay. reduce their learning from an active m-nuug of"
lnovledge to s mere mimicry of the teacher’ (p- 77). He

b ‘

thinks' that teachers Ihunld avoid on lpmu hand a teschef

du.tn.uon that discourages pupils froa active h-rn!ng. and

on I:he othar the lblndon-l-t of pupils to their ova devices”

(s 783

Teachers still have a responsibility for w

their™

pupile learn in the classroom. Barpes(1975), classroom

an (n:} n bet

that n! thedr p\lpih so zhn what :h.y :.k- avay from :lu

learning

n the teachers’ nsginl lnd

1

on-is partly shared snd partly uaique to eaehof them.

hers know s

thing does mot mesn that they

‘rhn fact t
. can gi _to their pupils just by telling them. Children

have to find words to express their ideas and feelings to

otherd, thus rearranging their thoughts and reshsping the

S o

2 IR
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coqvu.‘(mon betveen two ll-year-olds: |They show thar 1t fa

teuhets‘ kqowledge in the ltght or eheti own expmence..
It cannot, be assumed, :nnugn, that,th{s reshaping will occur
automatically just because Thes pupils/ are put into small
groups. Careful ‘plnnning‘ and- close ‘gbservation by. teachérs
are required in ojder for students to obtain maximun leaining
from group discussions. ' )

A report cunducted by Kosen ll\d Bllléigss (in Davies; ' i
1982, e mediytde dibgusis and col .m.\uvg learning in

schools .shows that: pupils o

“give u segel \g.lppnrt to each
other's learning and that "in-talklng things ver the pupils' :

understandings may be refined by the (pressure of formulation

and reforsulation” (p. 13). They believe that in. ags
u

classrooms there are wiys to encourage pupils' Support for

Y
the learning of ch other which are not as yet being

i \
realized. In that paper they give a nl‘ort excerpt of a oy

through support that the chuaren' give t‘a\o each other in

coniersstions ‘sith a3 the ane ‘betbeen: these 11- ~yea-olde and,
as tapostantly, through the "habit.of :.131“ that -, .

“developmeit towards more precise concepts may be fostered” I

(p. 13). Bestefano (nvmn‘. o have had similar ideas
w

whet she states that e provide experiences, stulents can

anding|both their thinking
|5

thlnk and talk o about them, thus ex

and their langisge ‘abilities” (p 67).

' Cllhdln (1979) .in the introduction : her book nhle(v

a conmon message runnlng through all its ‘nh-pnrl' "
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The . fob of the :uch\tn the 1980% demands ap 3 E g
“ © application and a degree of ‘technical expertise
. . comsiderably in.advance of what has been required -’ ,

N in the past. (p. viii) = * o L

It isher opinionthat the teatherhss tomove awayfrom the
I & : fehe
role of classroon tyrans and controller tp a mode of 5 cmes

interaction that, Lallows puplll to make their own

undultandingl ~and lchl’!ve tbelr own’ learning. Shc sees thi

sroom :uchu

as adding considerably to thu work,of the cla
i S

who'gust plan, te ord and diagngae as, vell as knnw when' to

S atand back and’ whaii 25 dutervene. - )

Torbe jflted 7 Cnshdu\. 1979) [1ve. euuplu \of p\lplll

making: the first un:-nve uepn 1n:o understanding apd

1eun(ng iby making' P T e new ideas they
weremeeting and what they, already knew, fle also sees xt_‘n ‘
extresely HEfLcult” Eor the teachieg to wetii §eteuiion
Where pupils are able to talk f:eely ma purposefully vhile
v:h- teacher remains silent w’zhat lhey me y recugnlxa the ¥
tmportance of their own foraulations.. He :nnlu it s v
crucial that teachers encourage p,.:yu.eful talk.among pupils
for "pupils remembér and learn'what they themaelves fornulat
rather Ch'n vhat s pxenn:ed to them yrefonlululed (pe |
109):, Pupile indicated to tin that after discussion they
couxd nc.n vwhat !hey th.-udvu h-d said bce:-: t’n vhat
[ P

"!hg_\u:her had safd. In addfiton, they could .uo ri"-e-ber
Sthe

dlgcussion imm uuuy pnum[ 4nd £auovsng their u'n

con:ribuion-. Torbe seportgd :n.: rua.rch evuznea irun

: nl‘.udlnn im olha: jnhaoll alsg confh:led th




naidto u.e.buxs; -n vuy :fouxy relatedtothe

_opintnnl of Barnes’ (19)5) on-ei roo- u. rnlu. Ras i

ldvﬂellen that 1n order to lolve the p!obllll of . lelrnerl,
have to kuow Vhat! it s about cneu axlltln‘ lnovl:dle nuz
has to be ch-ngcd ‘n etdar gor thu to cop- vl.:h the new

knowledge being pnnnpd. 7 lurnu says that only :he 1nrn-x

himself knows this, bt né 1ght ot kuow he Frowss - B makes

"\_the verywaportant point: that “this 18 vhy it s fmportant
f-or lhe learner to talk br write or D[her\llle repuunt !he
problg- to himself, and v\\y his acuv. punup.uon s

“erucial® (p. 83).

Britton (L970) .&mdu to a similar cannpz of 1le:

as the .bov. when'he talks gbout plopla in their roles as

»p-:tltorl and plrtlc!plnt.;./ He uyu that "as puqup-nu
\ . we ;eneﬁn expectations from pug experience, put them Eo

Jthe t

t of actuslity, and modify ouf representation of the

world. . .in"the 1ight 'of what  happens~Ap. 118) - '

Gagne and Smith (1962) did a study on the effects of
- verbalization on'problem-solving which showed the daportance

.Of talk to léarning.- Significent differences were found:

between the scores ofythose groupaswho were required to

‘vérbalize and those who were not. Those who verbalized

- yduring pucuu nu able to think, more cl!-euvuy and. thus

‘80 1ve proble

q'r. ufuy.

i
i




" for Enx-uh(lnl exphna(ory hypotheses and ".1“:1

. year-old. children talking unue':hq vrxe(ngl ed in ftasks

set by :helr telchurl -As & relul( he

nbu,n_uuu-

gudirnTag. the fnportance.of talk as a yay. of
fco-;noxun. thinking. He on-u-u that “"the more a [learnet
cnnnol- his o\nhllnluaga nn:egie- and the’ more he is

nnn\:ldd to think \und, tbe more he can take respongibilicy

“re<

(p. 29). Ano:hn of .xu.. observations is that
") /
u:t:uh:ian nf :hnughc is nah likely ta fappen 1n

dl!euu!.n\n than 1o the silencd of individual thoughf, because

in’ dllc\ultunx 1 pupils havé'ag least s ‘of the

nud to frame ideas so Lh-r. others can undu.:.nd/:nn (Bs 2%

'_ss). v

"Hoéther.and Ahlbrand -(1969) presented-a eh:‘nonuul i

review of forshl and’ lpEo room: ehl-r'lunnul studies

from gﬁ'z !urq of the unux-y to. sbout uso. ‘l.‘hey found un:
: W

teachers h;u been quite reluctant to cha 4 Xn their
-

P " ;

the .last half cnntnry, d the

-fdct -that, each successive generation of uu ational

thinkers,” no matter how else they differed h

med the rapid-fire, question-an .
truction. (p. 163)

This

* language orfented teaching a aJnuu 18 not -L-y to.

s 1u1u'u-. g g gt 3 “ '
4 !uunn mns) aar viewing the qnllizy of ! xuu.n\

s very interesting -




. . . CN
:uchug in Ontario suggests that ﬁuutv; changes are
needed for any serious i punnuum\ in sehool of. the
1ugu.ge policy. that the situation c.llla for. In the 1977-9#%

school.year he was tavolved 1n thtee successive inquiries in

Toron:n schools where it was found [hl! CDO l\lth attention
was focused ‘on “direct instrudtion and tescher corrdetion
rather than on the larger problems of language functions,
‘lntcncianl and use. ‘He says that "uneil teachers examine

catefully the relationships of llngnnge to learning,

understanding, and fntellectual, developmenr, they are
unlikely to:take seriously cheu owd responsibilities rowu-d
.language develoyuen: nr to :eulize the po:entul of .lnngulgn
for 'all leiraing” (p. sr).
In C!zden"l (1977), view

u-pondxng to: real |or uigxmd Somnutity praasutes;
able and conscientious teachers alliover the

country are providing abundant practice in discrete
basic skills, while classrooms where.children are
‘intext-zlng thole skills in the service of exciting
‘speaking, tening, reading and writing activities
\bamling raxe excaptions. (g 41)

» + Even though there is uot enough student talk im our e

-c))@oh. mote t.u:lunvare becoming aware of its importance

a way of learning in'all aspects of the currfcalim. One

of the matn nnu}.g. of ‘this J.tnu:un review, however, 1s

that bein' avare s not endug! A:eord!n‘ to Lewis (1979),

"it.seems that -.ny classrooms are -uu 1-;.-1y places Hhara\ \

children are more or ‘less p

sive listeners; and that as a




.eplture we devalue talk in schodl” (p. 65). It is his

‘of the project waé to examine the

contention that talk is by its very nature meandering,
seemingly circulaf and rich in digression, Ill.d should
therefore be developed positively in children. He also
believes that the children will be more. likely to expand

conversations when they are responsible for initiating them.

In his opinion, " u warm, open approach seems best suited to
elicit such npeech, amd it lnvolveu the :eacher 1|| a;
A pATAERT S WEEGRE xugguge close to the child's home and
playground idfon" (p.‘ ‘72). G < en .
v !n'n; articld on lroui) talk, Barnes et al. (1971)
discuss -x:r-cts n-on"c.pe nnnaug. of sscondary school
pupils discussing a novel in smu_gnup.. pna;uf the aims
/Lind. of talk 'the pupils
&ngdged in. -n.a authors conuua/d :n.: 'tnlaxull talk in_

small groups 'can unler cebrain clx‘cnnl:nncel be a valuable

way to enabling pupile

.- of 11teutnn (pe 73).

gronpu can explore lnd

ation for a’more

to devalop their ‘responses to a Vork -
They found that pupils in small

.
give shape to initial u.pnnuu as a

axpli:(t and pnhllc discussion lu full

‘The .uthon point out that :hey were not by any means

arguing for the abdication of the te. cher. They argue that

Ln spife of what students can‘aanage on theifown, the
teacher's Walp 1 often required in lchlevtng greater

explicitne

and more attentiveness to the viewpoints.of

other people.

Hudl ‘and Wood (1950) upnr: a l:udy 1n which recordings l

p—




of a science lesson were used to examine the role of talk in
the learning process. In the opinion of the authors, “the

students used talk for a variety of learding purposes &s well

as to maintain their motivation and toprovidea focus onthe

_discussion. These re

vasks” (p. 212)..
‘A report by Watson (1980) on a otudy tovelving' the
observation of ninety secondary English lessons in New Soith
Wales .also reveals some interesting facts. He found that
teachers frequently deceived themselves about the nature of

their discussion lessons and about the proportion’ of pupils

" sctively involved. Several teachers who had said thac they

tried to ensure that almost every pupil iad'a charce to

speak, rltaly tovolved Bote’ than 507 of their students in the

.uhu. conclude that Although\

teachers are using more small group m?. than previously,

whole class discussions are still the ‘preferred teaching

mesm,d‘. +Therefore, they emphasize the need for teachérs to
be avare of the effects of different kinds of conversational

o o <7

control.

-Explo: ory Talk d Writing

It can bé readily seen ‘that there is a very\'close link
. L
between ekploratory talk lnd writing. Torbe (in Cash

1979) say

"J\llt as important as re:ognlling that we can

learning, as well

away of expresaing what has been

1euned\l(p. 113). - He continues his discussion of

~




“investigated, explored and organized first in talk.

".the ‘conferance ‘approach

lxplo".toty writdng by..llylng that- Sthe, tolerunse for
expressive talk needs to be extended to written language, so
that polished, neat, corfect public_sssays are mot seem as
the only kinds of writing. Of the three kinds of writing
discussed by Britton (1970), it is the expressive writing
that he refers to u"&n}':en down speech’. It is his view
that "we would hardly expect,a child to do othervise thad to
draw’ upon his -pnah resources when he wants to write" (p.

165). It is the expranxva writing that allows the pnpu to

think aloud on p.p.r'wunou: having to worry about-form ur
:u!ruunan-. r s
Ta-ayctasscoon: nkustion 1e 15 virtually impossible to
separate talk and writing while at the same time expecting
optimal learning to oceur. Britton (1970) poiats out that
every new f1eld of interest for the student is likely to be
Because

of this importance placed on talk, ths teachér should allow

52

tor this process to occur and to be naturally followed: by, \.

expressive vriting. In this vay students can put more of

thenselvee fate:their sriting rather- thel §ive Bick-to thé

teachers information which they have already given to them.

Torbe suggests that 1f studencts were allowed to bypass the

ive in :-u and "uxng. it is.possible that learning
would be byplllud too. ° '

In Aujlrllll ’anblll (1902) hy carried out research on

to the teaching and learning of |’

.
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sritten expréssion. 1In the 'conferenfe approach’ childrén
are given freedom in choosing their topic and are helped more"

individually by-discussions between teacher and child, mot

just at thle -ar‘dn;-:qe but at various stages of the

\
vriting process. Thg impressive results achieved by the s

twenty-seven teachers participating in her project werg due

>
/ in no small Iea.llre to their !eeo;nuion of I:he l-poxtlnce ﬂf

talk to the vri:ing process. - In ‘her.books Tulhlll (1982,

1983) lhowl how the chtldl‘en were given more l:onu'ol over

their writipg thap in the ‘wore traditional approach where the

teacher had a tighter control of :h‘; what, when and-how of .
writing. The concentration of her work 1s in the primesy

area but she maintains that

the child who has discovered 1a the
an fndividual writing process, as th
have done, is only'going to develop in degre:

thereatter, vhathak in srimary or decoudasy school,
gradually lifting quantity, conteat; style, and

control of .a variety of modes year by year.. (p. 6) - -

rly years
e :hlldren

i s . .

uestionin

Research on teacher talk in the cli

somewhat disturbing to some teachers.  As Barnes (1975)

suggests, they do not "perceive themselve

dostnating, as

unresponsive to their Pupile’ viewpoints, off as carrying hut

- _ritual patterns of commnataation® (g 172);. Flanders (1970);

. on the

is of his many analyses of clasgroom u Acuon,

determined that two-thirds of every lesson is; ..a. up of talk

and two-thirds: of the talk comes from the teacher. According .




s,

to this rule, during a forty-five minute lesstn each pupil in

a class of thilzy will have an ave l'l of !v.nty seconds of

talk at his disposal.

R p—————
"
-
P

“From his research on classroom behaviour, Bellack (1966)

- summarized the results in terms of the rul

of the language

game of teaching: Probably the most prevalent rule of the

game, according to Bellack (1966) and, Birn

(1975), 1s the

" the importance of teacher qui tions in the el codts. i

‘concluded that the type “of queruan- nhd by the teacher and

i . teacher soliciting - pupil responding - teacher reacting | i
1% pattern of instruction. This /g’w',uem;‘ suggests that the : /
E quality of teachers' utc-uqu/."'u-o needs investigating in’. i
? o ofder to furcher promote language learning imchildren.

‘ 3 Ad a re‘vilv of relevant research, Hargie (l\u) exanined - i
;g |

- the purpose of teacher questions are both crucial to the

-

raing proce

% Harrod (1977) reported on an attempt to explore
dlscourse in junior and middle school classrooms using
il . interaction snalysis and intuitive contextusl analysis to

LY examine interactions between teachers and children in a

‘variety of roing u;n'.mm.. In: these lessons he found a - l

g4 tendency towards a pndn-inlnea of factual over reasoning .

Qullllnnlo He-also observed that teachers tlnd to t‘ach a '

i though their tasks were more conurnnd with’ nlnuttung

i information that -u:n encouraging thinking. Dat. from one '

lesson ’nn-u that llvln:y percent of pupils made no verbal
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contribution at all. Another®of his findings was that only
Y 3 0
nine percent of the questions asked by the teachers in these
eleven formal lessons were of the open type. 5

A study. reported’by Blackie (1971) suggests another

problem associated with the questioning of students by

teachers. This study invoived the tape reéonung of lessons

in which lhe tnught poetryto 11and 12 year-olds in tutorial
groups: " Sha- utueu that "all the tapes show horrifying and
abundantily clenrly that T tedd, to pause for far too short a
time between question and answer; or statement and follow up”
(s 9255 . Thisitandency 5 Haversomeone talking snd e
elintnate uncoafortablé silence could decrease the amount of
time allowed for student replies lnd :huntou decrease. the

opportunity for exploratory thought and talk,

Asinlysts of Classrobs Teaching
A common element arising from the research on the use of
language in the classroon is the need for more study and

observation of teaching practices. - Teachers are for ‘the most

part unaware of their shortcomings in developing language in

their students. Barnes®(1975) states that what is clest from
his

tudy "is that teachers vould gain from'a more

sophisticated tnsight tato the i cations of their owh use

,of language, and m:o the part that 1-nghuga can at best plly

in ‘thelr pupils” (p. 75).'" Wade and Wood (1980) endorse this
2 . N
opinion when they state ““f "the recording, transcribing and -

analysing of classroom talk] although not without their

wa
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problems, do bring|rewards of incressed insight to the

teacher™ (p. 212). ' . /"
Teachers need to be brought toa point where they begin

assessing the language interaction in their own.classrooms

1f more of this ¥qre don, with a purpose of maintatning @

balance among " grorlp work, exploratory talk, and teacher talk,

then surely the n'r.ud!n( would benefit.
1

Ih Conclusion e i




CHAPTER 3

- SUMMARY AND RECOMMENDATIONS

_ Susmary

. T - 4
In spite of the research that has been dome over the
years on the importance of language development to lesrning,

H it seems that in some classrooms much has yet to be done for

language to become a facilitating force in’ our 4.y::a—d;y\ Tt

i ; teaching. . :

é "The purpose of this study was to review the literature -

! pertaining to the.rélationship of language, and 1antn1ng. o ¢
the basis of the review, a set of gutdelines was eolpll:d to

help teachers promote learning through language in the

classroom. .

s . r * .
The literature reviewed revealed the complexity of

language as well

its fmportance to learning. A study of

the nature of language showed that it is more than justa

i ! form of commugication.’ It 1s alsq a means by which people
" can nnu order on their world and clessify :uh

experiente by the time they reach school, cnuaun have a ~

command of the llu.uu- 1in varying degr. They h

gatned

insights into language from their own experience.. It is the

role of the school to merge the children's existing knowledge ~ = )

with their new experiences as a way of extending and

up.mun. their world!
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¥

e

complement each other. To explore new. ways of nourishing
radgusge #¥%o develop thought. -Since language has @ variety’

of fudctions, the o'nus in on the teacher to create an

—— . enviroment which encourages & wide range of languages uskes.
Talk was found to be a fundamentalelement &n the

expansion of language and- hence an aid to learning. There .

. 3 2 sooag
was evidence to suggest that talking helps children to

- .explore, lnulyse, and ‘reorganize their thoughts and formulate

aew heuudge. . 3

The résearch also tndtcated that aspects of student- .
+ |, ‘teacher interactica such 45 the ‘quancity. apd quality of b_nfp .
student’ and teacher talk liave.s sigaificant impact on the
amount of learning which takes pl;cg 1n the’'claséroom. »
Students uith L o U e nnguu:ic environment L
‘And provxdg ample oppor:un::y to pnn:x.e lnngunge are the’ |

i { students who are probably 1enrnln5 mos't. : 7

The guidelines were develnptd to broaden teschers'. wxe" . !

S T of llngulge 80 that they cm.u 1ncorpnrlte a’'greater variety

5 o8 Tasvage nsebinliNais, teaching. In these guidelin
. emphasis vas placed on allowing studéents to formulste their :
ovn language rather than just to repeat what someont. else has

sald. .

-3 The guidelines for teachers are mot,prescriptions for’

actualiclassroom practice. Teachers will have to adapt them

2 to their own situations.  In the final analysis, it is the

'@ teacher who knows the capabilities and limitations of the - o
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“ contains a summary of the study; together with |

. chapters.’ ‘Chapter one

impiementation of the guidélines. The booklet

s "59
$ .
students as well as any physical limitation. of svailable
facilities which would impede the-implementation of these

guldelines.

_—The study is arranged in two parts. Part One consists

of three chapters, the first of which provides a general b

introduction to the subject. It includeg a statement of the

problem, the purpose of the study, the meed, the

and the organization. A revi

of the literature related to

language and: learning is the focus of the second chapter. It

. ;) y ) ;
18 reported under fhe following headings: The Nature of
Language, The.Functions of Language, The Relationship of
Lafigiage and Thought, The Importance of Language to Learning,

and Student-Teacher Interaction. ‘The présent chapter|

1

e -I;.lunl' based on the findings.

Part Two, a booklet -for teachers, somists of. two

of guidelines for the

of language. to imer

classroon teacherdn the u learning

"in students. . 'THeré are guidelines for. exploratory ‘talk,.

1o

11 groups, teacher questioning, large group discu

and writing. Chapter two Consists of sug

tions [for the

160 providi

a selected bibliography.

]
i
i
i




b, “ih an .n.xyu. of ;n. qu-u:y nf ttlchlnl. .

Based on the findings of this study, the writer

’ the following recomméndations.

It is recommended that:

1. teachers familiarize themselves-with studies on the

room interaction.

in.ly-i:_ of cla

2. schools, through subscriptions to pxounxun'.I i

fournsls and the purchase of books, provide teucherl ‘with

& material on'la duasy and its pover to promote lolrnlng.

A
. 3.; inservice sessions be ptovidcd 8o :hu teachers can s,

viaH vtdeotlpal of cla

room fateraction .na become !nvelved

N i e “idvolved in the anidysis 5t ELs 2
own ledsonsi This .could be dome with the help of ‘othefs

professional personnel with expertise in the Etgld,'toi

. <example, r,u\q.uu.;{ ts and en-xy childhood d.lexnp-en:

coordinators. e 2. Q¢
s s
5+ - courses in un.u-.e and its rell:lonlntp to. 1

.be incorporated’ hltn the aducltlo( of teachers oi lll gnd

Ve

receive peration ua né it from

. r.he .dllnll!rlttou when they lunn[

rooms oOr 'hln};huy uun;- to:take :huu ltndenu

to have 8p 'ku- visit

lllel! cla

on £1e1d trips. ar
% /
7. teachers receive hel.p “and

the physical co\!dl;tonl of !he cla, ltﬂal‘ orr school to -

flnilitl:g all lronp work.or. o:hlr lcllv ties which prnlnll
~= v




N ‘Portions of -the anaual schobl budger be used
53

annually . to pnrchgl.-ludlo-vl-unl equipaent to. ‘help uu«nn

1 nu\uu;uue in'a vux.:y of vays zo‘lncfalle 1eun1n..

B
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il CHAPTER'I * )
GUIDELINES :
- 5 /’. N ,
Introduction

Over the years a great deal has béen written abouk
language and its influence on learning. Studies have shown
both the importance of language, for éxample, talk, 1a J
promoting learning and the nzgativ: sfhu:l of the paucity. of
1ts use in clapsroous. It seems that fa spite of such
nuucQ many teachers, and therefore many ltudtntlt remain

_ untouched’by the research findings. .It

ns 'that att ':h‘e
-chur level and, more u“n.nuy,fu the :1.-.:;0. level,
Inu:h has yet to be done ¥n ordnr for language to'become the
facill:aunl force, that it should bs-1in our day-to-day
teaching. This booklet, 'Gu%dgl{n?l for T.lchgrl » 1. an
attempt to reemphasize the importance of language in learning
and to provlde- suggestions for its promotion-in the

cl,

roo

One aim of these guidelines’fs to help teachers develop

a_broader understanding of language which is necessary for

«
their helping students imcr

seatheir learning. Suph aspects

of language as exploratory talk,

11 and large group

discussions, ‘as vell as the" type- snd quality of teachers’

1gned for

questions are dtlell d. The ;uld.linl re.,not d

any pltticular .nd' ‘1f ‘their implementation is ongoing

: :hnu.hou: :n\u pu--ry and -uuen:uy years, it will continue

more n.tuuuy {n :nu high -=hool ge.dl-. At ‘any
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children can share their personal interests and learning

discoveries with other:

The guidelines are not designed for any pargicular
subject because languagé is a part of.all subjects. Nor are

the guidelines complete as prescriptions for actual cl.

Toom
practice. Teachers will have to adapt them to their own

situations.

In the final analysis, it fs the teacher who
knowsnige ‘capabilities and limitations of the.pupils as well

ag any physical limitations of available facilities which

would prevent the implementation of these' guidelines.— Tt fs 4
i .vtmpo!tan€~ to remember that all suggestions will not apply to
all situstions: “Some may be impossible to implement im a

particular situation, while others

already be in .
practice. If, however, there is ome guideline which fosters

‘greater learning in a child, then the-cosmpiling of the

" guidelines has beeq worthwhile. It.should be remegbered that
these guidelines have been prepared by.s teacher who is aware b

“ofallther

ons why they

y not work but who is willing
to admit that there is a meed to improve students' learning

: through language and there are ways to work toward it.

: kground Material

of the related literature is’

provided as background material for the guidelin o

The London Association for the Teaching of English has

beén influential in focuging attention on the importsnce of




o » v
language to learning. Such educators as Douglas Barnes,

James Britton and Harold Rosen have made significant

‘ contributions to our unde¥sténding and, improvement of

language learning. The Bullock Report, published in 1975,
also gave many schools the direction required to begin a

language for learning policy. .Since many studies in : &
classroom behavior and learning have been completed over the

years, however, the backgtound material for "Gyidelines for

Teachers” has %ot been'linited to the work of these -

g

‘ educators._ i

classroom interaction, determi

‘lesson is

‘Jntl‘vltlel “té promote

‘The ‘need for more ul.n;lm'
learning through 1ln5uag- was/evident 1n Bellack's (1966)
study of the teaching prncen/ through .nuy\u. of ‘the
Lingitarte behavior . of FanaaE; At L R
cllll!oom. The sumnary “of his results lhowad that pupils andl

3

chlru fnlluw a let of ilplitit :ulal with few devlution-.

They found, for .umpu, that:"the -oucxun.-u.gaunn!

pattern comprises thc core 6f the clasaroom game and accounts

'f?p-u;huy more than three-fifths of all.moves.made™ (p..

260), Flanders (1970); on the basis of fis “many analyses of -

¢d that two-thirds of everyd .

. " Ao

ade up of talk and two=thirds of the talk comes
f£ron the teacher. Bullock (1975); i referring’to his "two-
thirds” rule, concluded that during a forty-five minute

lesson cach pupil in a class of thirty willhave du average

ondl of talk at his dllpo‘ll. lllltdly (1973)

says, that "language 1-, fo"tlin CBITA, w ich il sdnptadis

oy SRR SRSV 8 [N . .3




there is

fastrument for the realization of h)/tnnnllon
hardly any 1imdt.té Wkat he can do viEl L6 Cp-2). 'x\f
above studies shov that the limits are imposed mot-by ehe -
pupils, but by the teacher. The studies show a definmite need:.
for more exploratory talk in the classroom. As the Bullock

Report states, “For such talkyto floirish, the context must

,be'as informal and relsxed abpossible, and'this {s more '

\

* He maintains that this would

llk-ly to occur in lll,ll groups and in a vell: orllnlled and

controlled cli

sroom™ (p._189).
Stidies of language suggest that students .need o play

an active role in'the farmulation of new knowledge on the

.basis of (nelr .x(l:i,n[ }nnvlldge- They ntst be .ivln thg-

opporgunity to do this through falking, which helps. them to

iailate the mew with the existing. Barnes (1975)°

maintains thlt_'il is more likely that the pup.ﬂvlr have learnt
from their schooling that their knowledge is irreievant in a
context determined by  teachers, examinations and school
lylll’bule.' (pe 127). C 2 238 -

Barrow (1981) expresses a concern for t

ching

procedures related to language development when he ‘says: -

.What we'have to dois get people into uu'fuu: ok
substituting fhought for rhetoric, of articulating’
nd arguments rather ‘than -ouuun;

eritical ‘thinkers.




In order for onr)(uden:s to achieve a level'of thoyght’

/ as profourd u‘nn—nu requfres (and indeed as all teachers
should require), the thought processes of students will have .
to !ecelve much attention: Blrruv Put the onus on teachers

" 'to take responsibilfy for this development of language as an

aidto learning whenhe says that-"to some extent the path

would be'easier if from the beginning we succeeded in

cultivating a better control of language, as I have argued
it ; x eontrol. .

» . 'schools should:seék to do” (p..135). . ¢ \

Gagn' and Smith (1962) conducted-a u'ud’y on_the effects
uof venuuz ation-on probun lolving which shoved the

importance of talk to 1eun:n; Significant differenceés yere -7

found between the scores af chau groupawho were required to’
verbalife and those who were mot.’ THose ‘who vermuzed'
“ durtag, prlctice vere lble tn enif more effullvclyylnd thus

solve problems more o

11y, g

Accnrdtn; to Hoether snd Ahlbrand (1969), :e.cheu have

¢ been quite reluctant to change. They concLuded: :

3 - ' "
. The dtudies that have been revieved show a * 2
A . remarkable stability of classroom verbal behavior
"I ‘. ‘patternsover’ the last half century, despite-the F
E £act, that each.successive generation of educational .° -,
3 g thiskers, no ‘matter how ®lse they-differed, has -
condemned the. rapid-fire, question-answer pattern
‘of instruction. (p. 163) <

. * " ey to diitdate.”




_understanding, ‘snd unuumi a.vuxq,pm:. my aze

In & classroom nble:vl:ion ltudy lll‘nel (1975) 1ooked
:lnsely it fodf groups of (7€ o-l3-yea:-uld children talking
pul)\ile they we.r.e engaged- in tasks set by their teachers. As a
result he madeisome very ’iﬂ:'et':ljnng observations concerning

"fhe inporcance of talk as a way 'of controlling thisking: He
obse rved that ‘ené more s ledrner éontrols “his own langusge

-ltnlegiel dnd the mote he is enAbLed to think aloud, the

_more’ he can tnke‘e pnns!.bil!.l’.y for fnmulating explanatory

'hypa:hnu and zvaluh:lng then (pe 19),

obnuvusuns was, th

. llkely to Wappen in dfsc

indivld\ul 'thnugl\t. n.‘-uu 18, ducussm a1l pupile have at

1.npuge pqlicy thawlhe um:m calls for. In m 1977 78

schosl. year. he 'wa uuuud 1n thue successive 1nqu£rie|v in

Toronto area sehools vn", it was found thae’ téo uuch \

-:un:xon vas “focused on’ direct -do

zunnan lnd tescher

eotu:tlun rather tHan on. the: lurgu prub ms, oi lln]\lls. /

“£unctions, :.ncenmm- ‘and u uu cj-: untll teacheis

expnine clxeiully the !elltibnlhipl of llnz\ll to hltnin.,

unm?zy to take nerxnuuy zhu.r ovn ‘¢

pnna{bui:hl tovard

L-nmg« develop\len :




for all learning® (p. 57). . : e g

= Cazden‘(1977) expresses & view siajlar to that of

g Fillion when she points out that: 5 T <
MRS N . - i = <. >

Responding to 1 or imagined community pre
. able and.conscientious teachers all over the" A
country lr. providing .abundant practice in discréte
basic skills, while classrooms where children are
* integrating thule skills in ti rvice of ekciting
speaking, listening, reading and writingactivities
are becoming rare exceptioms. (p. 41) S

«
"Rare exctptldn

y my presgnt too pessimistic a vi:u

today. Thu wnint n.' howuu. :hu in u;h: of th

The follnvin[ are general statemshts mum.. from  the

tevlev of literature.” They are intended to’ pruude 8

ftl-uurk for the guidelines, 35 vell'a

‘think sbout:the

role ‘of languige in lea

uuy of 1-“ ... skills. ' One way to




-.look so much brighter;” rather than "Yds,”the sun'is ',

* question with ana!her or by repeutng in a more H

- linguistic experience. Before they reached school, . .

raid to regulating and prganizing eveits. At all

+as well as in the prinlty and elementary grades,

af’ thlnklng shd reasonting, teachers should

i

shining." The teacher's building ‘on' the basic

language of children in this way should continue 2
p o0 .

throughout the eleméntary and junior high school

grades. * At each level the teacher 8K%ald encourage . i

m.dems to expand their lang\uge ‘by following each

elaborated form what the studencs have said.

Teachers must take into accouat the children's

children used language & a way of exploring their
“world. As. they vent -bon: ‘their pla¥, ”‘V p/ovided

& Tunning commentaey, on whatthey vere doing as an.

levels of school, children should continue to make
sense of their world through, lnnguage- . They should
b4 encouraged to talk n&u: What they are doing

{nstead of _being kep; quiet. In the higher grades,

Ongll group workgyould help to accomplish this .

lungulge develofWent in students.
i

- I

Stnce langhage 1a the main ‘huu for the tnlc‘)ing

nnlwtantly try ro improve the -:hudhn'- command of

the language. One vay to Accompli‘lh this is by




encouraging childrea to ask queuions. about what.

-they are =xp=riencing-' In,the primary grndas this

S o Neanhens & nore Taterally, Bee 1o the higher gnden N

aore encoursgement Lo needed. to gt the more’
reticent students to speak: Care must also be taken
to eiisure that children arénot ignored when :,\{ey.ﬂo
ask queéstions. . '

Some of the children's difficulties wich language
arige hecause they are required to A:cept a e

steretype of language which s contrary to what 5

theyMhave been expertencing in the home. Teachers,’

especially in the primary aréa, should try to bridge

5.

these differences between the language of the school
and that of the home by talking informally with
, students as much li“posllble- Reading to' children

could also help to aMeviate this problem. . s

At all levels there must be an atvempt to encourage
children to connect new experiences with past .
'axpauencu. All children perceive things
diinnn:ly"h’nm one another in the Light of thetr |

past experiences, so it. s important that they. be
permftted to talk about those expeffences. This

sharing of experiences shows children that what they ° f/
know is important. 'nu sxpuum- which the f
siuients at any Level ralits provide the teacher

With valuable and useful information. w e




o 5
+ 6. Students must ercounter situations where théy have

to'explore,, recall, predict, plan, explain and
ranalyse. In this way they will learn aBout language
. by experiencing it and experimenting with its use.

b id .1f children do‘not come to school with the ability

to use language in these ways, 1t does not mean that

they do nofy possess the necessary capabilities.
Tese usés of language become more refined as ' o g
" hildren progréss through the elementary and junior

high school grades.

is T;l:hegu thould be avare of the changing quality of

language. Some words that at ome tiae wete mot:

. .. acceptablé become gradually incorporated into the
| language whna other words become archatc. This =~ *°

adds a Vl(llir.y to the lnngll ge which should be of

interest to students, especi ily those at the I\ighet

. levels. ' i
i . . = ) -
‘ 8. Teachers should b! nwu—n of th n;ed‘o lntls!‘ll’..
i

the four llngnlge skills - reading, writing, <

listening, and speaking. Each skill has Lts own

‘distinctive .quality that’must be recognized, but

. 5 the children for development in the other skill

development in ome skill increases the potential of - i
|
i

1 The ‘close relationship among.the four¥skills is

perhaps more evident in the primary and elementary




¥ -

rades. TIn the/higher grades care must be taken to
‘ensure that eich of the skills is not treated as a
sepgmefte subject. It is'necessary.to plan o
activities which require that the skills be -
intérrélated. ) )

In the primary and elementary grades the
:I\emnnc approach to teaching language arts provides
& thorough integzation Of the four: language )

cumpanentu. If & class is studying whales, for

example, the t@acher could gnher logeth\e{ -11\\\
available material on ;he subject. Children could
also be encouraged to bring relevnn[ mltzrill Irom
home. Th: ta’u:her and children would then lllk L
about whales Qud an opportunity would be provlded
for-all the chlldren to tell what they knou. 7
Vl&ading material on the children's reading level

should be obtained, taking into consideration the

various reading levels in the class. Films
strips as veil.ab pictures should also 16 provided.
Various types of writing could be done and, along
“with otherointéresting material pertaining to the °
theme, displayed on a bullactn board. »
In the hxghu ;ude- also an lnta.grltion of the
language skills is possible.. During the prewriting \
/aug{whxch 16 as 1mporcnnt at :hu level as in the
1lofer grades discusaions could be held and readtng

d film

Sy

1
H




. ¥ - < v
‘Teachers should-ensure that new

~,

done on the luhjecf. of interest. While the nudenu‘

ake prnguuin; zhrough thl H!itlng process, they

hould talk uuh sthe teacher and other studeats -
‘about’ thglt i.dna and hbw :u pruen: them: After
they have finished’ the final draft, there are ‘,

various ways of upurng the ‘writing uuh an

audience: - It can be read &ilently by one or more |

classmates or it can be presented orally tnagronp 1

‘or the whole class. A collection of ‘urit ng ,can T

also be prepared for other classes or for the school! \
o »

newspaper. x

te introd

gradually with plenty of axplo:utory :H.lcultion- e

{s iaportant thiat. udw! tiras be rebtcd to llngu

with which‘they, are Alrendy faniltar; T




Guidelines for Exploratory Talk ; .

fihes Beitton (1970) believes that “anyone who succeeded *

. in outlawing talk in the classroom would-have outlawed life
for the .adolescent:, the web of human relations must be spun

in school as well-as out” (p. 223); This statement shows: the .

importance which he places on eéxploratory talk by students.

|The following are other general statements pertaining to the

- ' . e :

" “/tmpostance of exploratory talk among students. Host of the
statements apply to-all grades but specific references to

; . 8tade levels are made throughout: s
i “1. For exploratory talk to flourish the environment’
. : must- be informal ‘and relaxed.” In order to share

their ide

the children must have a sense of
freedom and they must not sense that what'they say
.'1;‘ bllng‘evllunted. This relaxed atmosphere’seems
to oceur SK ey T aaae primary classes, but

¥ teachers beyond,that level often find this type of

environmént more difficult to maintainm, perhaps

_ because older students tend to sit in/rows of seats
facing the teacher. Such a seating arrangement

shoild not be permanent but should be changed to

sulg the activity. - :

o 2, Students should develop control over their own
thinking, but this type of control is-harder to.

e . accomplish 1f they

remain silent. Control is

¢ o T




e e

attained through aarticulating thought in the

n bedngs.

process of interacting with other hu:

This guideline would pertaim especially to older \

students who are discussing proble

They will
find that their thoughts become clearer 25 they

articulate: the:

Exploratory talk helps students to go back over
events and interpret them, thus making sense out of

then 1n a way Bat theywere unable to dowhenthe

events were takind place.” This could especially be

applied to reading a“story, a'poem, or any other

plece of literature. The interpretation of the /

iterial becomes clearer during a discussion.

Children are likely to maintain conversations which

they initiste and which they feel responsible.

_ discussion, the children 1ves will iniciite

stat.

nt.

)
Students in all grades should be encouraged to

elaborate on their stat nts. If in refily to a *

teacher's question "What causes rain?” a student

replies, "Clouds", then the teacher should encour
) - .

o
i
F
i\
g
b
i
1.
: n'.c b d

If the atmosphere in t room is conducive to L




1
i
is

"6

* thought. This level of discussion will take time to

7.

R

. develop’and proficiency in it should not be expected

82

the student to elaborate on the statement. If the
student ‘knows more-about the water cycle, then the |
teacher should accept the reply \m.d. but lead

the nud-n: to elaborafe. . . -

Students, especially those in-elementary end- jinior

high school, shoyld begin to make demands on each

other fo:

things like audibility, provision of
i

- adequate pxamples, relevance, and clarity of .

_ofall in tie early years. - « -

Teachers should not always' ipsist on the correct
terminology during a discussion. ‘This could
d

Phasize ‘the content of the contribution” and
attach more value to appropriste 1--.-;-.:.-1" <
example, 1f a child familiar with the woods in his

-area made an intelligent statement about the amount

of rainfall in Africa contributing té the heavy

woods, the t

cher should praise his observation : *

rather than say, “You should have.said Jungle ?.
v L

instead of woods." - 3 ) .

Exploratory talk prnvu'a a way for students to

modify each othe

) s representations of lxp!rilnec.

but 1: is firet and. foren ota’ -uy of vnrkxu things

out lor the

lves. Junior. high school studen




o

o e
could find discussion helpful in coming to terms
with concepts such as death and God. While -

discussing these subjects with others ‘they might

achieve a clearer understanding of the concepts

Students should be encouraged to use language in

geaningful vays nsé a vartety, of purposes; They

-_honfd use talk_t “solve puct(_c_u_wohlnc as un

vl:h more.complicated ide

For example, in prl-n:y school, ¢hildren can be

- >
., shovn the use of language in learning Row to answer

the telephone properly as well fn learning

nt

have day and night. In ele

déteraining how much carpet is needed for a room, as

“well as in deternining what ca *

«

83




Guidelines for 11 Grou

B Thue is no intention in these gnxdeuna to suggest -

that the wide'spread use of small groups is the anly vay that:
. students can learn. . Even though the benefits of exploratory
.‘talkhave been pointed out; it 1 not recommended that all a

“tTacher has to do 1s put students in small groups and leave

thea to 1--€§x. Small groups can ‘be valuable aid to

“« learning 1f cArefuLly planned and’ ia’ded by the !ﬂl:har.

fonoung are guid’ellnes for uung m-u groups:

: s.-u,—.ucuu,go_:k should. begin mq'y» in-the year 80

that students will see it as a natural part of the

. 14

Tning’ pr

2. 'Because 1t takes time for students-to'learn the

L appropriate behavier for .n114,:uup work, ‘teachers.:

.should use - géoupxng on a n.uu: basgs. If the '° -

+~'7 “students are put 1n groups only s few times during
.the school yaar, each time-they will see the group

work a

novelty and may not settle down to,

1ving ‘the possibie benefits from the group. .’

b 1 “ fa s
«3: The size of :he/yhup s important. If the group ).

exceeds four or £ive, som

mbers are confined to s
s listening role.for considerable stretches of time

 and, thereford, ‘camnot lears by talking, In a s

group tha hu-:o-nu contact provided .n-nu




4o

"into comsideration.  Primary children would need”,

‘attempt to'give students tim

“time. Goals -ﬂ—auu{n- have to be’

"85

. students to see the effects of their language on
s 3 i’

other

Teachers should try to maimtain & balance between
uuug'ihg students too much,. for exsmple, writing
notes on the board for them to-copy and memorize,
and lenvlng then conpletely on their opms Of coutse

the qltqrily of the l:ndantg would-have to be taken’

more aupe:v'zuan than older ‘students: At any 'level, °

S we lntutfute too mueh,.wa interpole ourselves
4
between'the children and vhnc we want :hun o

dipcover. If 'we intervene eoo little; :ney .xgh:'
.

tend to stray too far from their Yurpo

It is often beneficial for the teacher to join in;
ask for conclusions or clarificatidn snd attempt to

take the dz-cuulan a ligcle fur:liu. g

CIn ‘the time alioted for g:oupa(ork teachers lhould

; ; /
of their :houghil,:g occurs’ Students should be
encouraged to consiFer thelr original statements.

They. must have time to ponder, but not unlimited

¥, . . .
Sq-l@ work 3}4.. the ‘opportunity for teachers

. 3/ - 7 ‘
to. butld yp the' students’ contidynce by mhowing that

they value:the /Gontributions of their atudent

! fox the no:gnnu-:iuu

|
|
i
1
'
i
1




~contributions. s

‘spontaneous flow J ideas, which might not be

_come to terms with their 1d

able to parficipat

Student's- should also be taught to Value each other's

It {s'tmportant to make the kask ot the group.- -
discusston relevant to rle lesson as a wholé. It is

sometimes helpful to have something concrete, such

as plotures, pgesi,. filas or.the_stdtements—of—
others for the students :o discugs. .Describing the

likuﬂenneu and differen:el cuuld be a group | k

which vould stimulaté language at any age. n n\

“ primary clsas thie children could have to polnt out . .

the, likenlllul and differencal of a group of I:Iveu w

“or plants whereas with older stujehts the same. type

k' could. be used with tWo poems.’
‘ . . '. ) kS =,
There should be an attempt to allow for a

easy to accomplish in a large class. ‘Small groups
provide an excellent opportuntty Bt students to

and for a reshaping

of their knowledge to occur ‘ &

Small-group work is a good preparation for a more .
public discuseion of the same topic. By the time -

they retdrn to the large class, the students are

more readily bécause they

already have opganized the information in their’

minds. Reporting back to |a large? group also gives '
4 A S 3




o ‘the discussion. Care must be taken, -
to restritt the freedom-of explordiion..

howaver;: n




s

“and since teacher qual:loning

“opportynities” or the student,

/ L 1.7 While queitioning the gtudents, thefe 'is a’danger of

fostering a gotion of; classraom langusge "-hzcivx's : />
hnuld not depend :ouuy on ;

“ . i :no’n-rnv. Teachers
:hc louci:-xalponle panun of quel:lnning, :h‘u
qunnon, the pupu )

. S s vhere: the ¢ n\z
B SRRl P gives a reply And) té char reacts’ ko ‘the’reply. <

n thil typa nf dtlcll

Too much’ enphasts

A O .
The writer 18 ~ ',

srather than.as“an’ a1 to learning..

I\mrld ot b-

ting that the ‘pupils

not gugg
ehnulnpd, bul that th-y lho\-ld no: bu




. \ :euhu a qunuun, the ul:hlr could reply, "What

.3 The_technique of respondifg to inttial/pupil

responses with further clarifying questions is a

useful atd in developing the language of a student

L. et any grade level. For example, @ teacher wh¢ has

jnlt colp.l-(ed a uni on Holland Fi.hl k, "Hh -do

you ra-l/:her about Hollan az” m- pupil replies

that it has a good climate the lel:har lhould not

stop there bh. should ask, "What do you _mean by a,

| good cltlu:a‘ " rnxs use of prfobing by tlm zuchu

~is an important feltllre of questioning. Sometimel

teachers can move students along by-a question about

Kt

" the validity of tHeir argument, thus challenging

them to_ find 'I'.lev evidence.

4. In order to reduce teacher talk, ¥t is sometimes

effective to Fedirect questions from one student to

lno:.her- This rqdirecllnn rdcolnlltl the fact thlt
.undnnt- also pnyuu relevant information and
kn"lhd;. which can make an lnvortln: gvntrtbnllcn

to the dllullllon. For example, when Billy asks the

\
o you think of tha, Susan?® or "Would anyone else .

like to answer uny'. question?”
. 4 o y i
¢Increasing the 'wait time', both before and after

¢an also incr

e the length.of the




rnponu-. If th¥ pace of :‘R‘e

K ki
18 too tlpitl, the- ltudan:n ate not uncourlgad to

search, to .elaborate, ‘nr to cluuy. . |

80 a major

an xrr.i“_clal tone because the students uau_llly tell

the teachers what the teachers aiready Know. For
12 : ‘

this reason, students ge lha 1dea that th

knbw e\lerythlng and, tl\e!efcre, as students they\

have nothing new’ or signiffcant to offu. To -

improve this situation, teachers could lnnlude mol‘e

qunumu Bt the type, .“tht do you chink?' or éh-lt
+ 1s your!opinion?” LN T

e
‘Teachers should'increase their use of thought-

provoking -questions. ‘If there are too magy factusl

% and recall questions, students will get the 1de.-

. .that infonutlon 1- more uparnnt than uttglml

thuunht- For exlnple,\\! achers should reduce the

) )nunhu of questions such asy. "What A8 the c.puu of
Newfoundland?”:or "Who were the members of the

group?™ in favor'of more questions 11k

*Will you
.~ . describe for the-tlass what you saw in the treett,

"Com|

e the climate of Norway with the climate of;
Navfoundhnd, or "How does the setting affect the
atmosphere in this .to:y?“ The t!rulﬂnlﬂg’y in the

quenr_iol\l would be dstu‘llnld by the m-turuy of the

“coneern: Sum:tlmé’s the student- t:lcher dillogue has:
o =

eacherl, "




students. 'Primary teachers, for lexample,’ would ask -

o - their pupils how ome thing is like another rather

- than ask:.them to discuss tle relationship betweer-

th! two. At all levelb the teachers have to easure
th.t the vocabulary used im the quuuon. 1 pot .

confusing for the tudent-

Tuchen should try to aunluna 2 cal-nn pfactice

nz rep: =onnnuuo\u to tRe Y

tiig the student

, ,/“ ducu-uan. Thig repeuuon may gm ltudentl che

ldul that !I\:y do nnt I\lve to J.‘Xltcn the first t.l.wl.

9. Since l!llll‘ch lhovl that in a r.].lla dllculllon, a

\
litgé percentage of students make o eonuuuuon.

E should 1y seek to fease this

pefcentage by including morg students in their

o questionin; i

10. -Teachers should sttempt to decrease the number of

- closed questions during a discussion. These are

questions which require only one answer. For

example, teachers should ask more questions such as®
_'Hnu_vx- another way to .approach this problem?™, .
"Would you give me more examples of what you mean?”,
“What do you think might have happened i‘fll’cnx‘. had

or "Write amother




11.

12,

" disagree

Students should be encouraged to react to stal

-ld.'by te. l:hirl. Often student

vhen the :uchu questions theps ,I( the teacher,

during a 1

ori, casvally resarks that a,charmcter t

in'a story1s a mean pauon d the students

* vant to Koooay; they should feel that

they can quultlun :l. t-u:hnh .Teachers_should .

ftempt tg build this feeling of confidence in '
children by creating an atmosphere of acceptance

rather than one of rejection and criticism.

Teachers should be uuunuy nu, of an ltlo.phﬂ'e
in the elg-ﬂoo- which is condneiv‘:o “dlscusgion.

St\ldantl will not respond unduy to queltionl or

-nn nts in an environ nt that they find
threatening. ' ° '_ \ . )
= 5 s

o, el ) feir
: ¢ .




Since 'whole-¢lass discussion seems to femain tre’ ! ’
i geneuuy preferred teachipg method, leacherl should gtve .
vede onghe to the effects of dufuen:\suq.ot 35 i 0¥ N
gt cnnversutionzl coatrol., The following L a“ifse of ¢ .
< gutdelines for more glhcuva elais duchaunnx N

not jlst because it id‘a glﬁndfn\ipg to dos A good “

discussion would be assesged on the. basis .of whether

o i "
it ,promoud students! learning.

w!n ordur for dllcunlivnl to bl more efEe:tiva, the

x:eu:her must Att-mpt to cn-tn a eunua uf o

v
. tuleruion. order aad nutn.l Tes pact.

Cour t.oul and

co—ope:-tlvq behdvior is very annnrm:, elpel:lllly

.
"1f'the more reticent members in the Poup are i 47

s 7»,ﬁ‘ﬂpected to get—involveds <

3. 'Teachers should ‘prepare the way for discussion by’ ;

.bringing the problems involved .into sharp focus.so

.that studepts can attempt solutions' to them.
\

4+ Developing competence in group disci 1nn 1s a slow

process. It might take -on(h- to emsure an i .

2 ‘atmosphere in which all contributions, whether by __ o] |

student or teacher, are-treated with equal Tespect.




|
i

to-stadents’ qug

e tluu. u-chnn should reply by cnuuuu.ns. g
s

er dévelopment’ of an idea t tough a qu.ltlpn

thinking in-the studenmt. als »

| Teachers should take the -physical organization of -

room into consideration. tf a class -u-

‘the <l
A

aroudd ina'circle there 1s more oppou-:n;zy for’

Thll s e

f.n across the circle in all ‘directions.

Lne-:o-hu situation is more beneéficial II\ln

student talk at thl back of someone's h d- =

ru pos sivle, it 18 |ood practice far‘ the uud-nn

to kaow the zoytc of dueu-uon Ta advance: ln that

wayy they cen bring materials or do previous research.

_for the discussion.

theme on whal

studeats .\hou\ld know.a few days in -
Jadvance 30 that they could begin collecting

pie:nrel and azine articles on wh They §: 1 e

should noty however, feel pressured into bringing - -

materials. 2 i .

To devélop the students' competence 1p discussion,

1f a_teacher is dtarting s 4




behelpful't

otnt ot Btr




" Thgse wrdting gutdelin

are;concerned nxniy'w{:’h the

relntlon,of \lti!ing to tllk lnd che role 95 v!ibing inthe

ex:enuon

d d:ve).opnn: of xungn-ge to. pronn:e leAtning- i
The aim ot this.section'is dot to provide a de:nlled

ducnpnun of he- nuing proce

It 18 méces jaty;

however, for uanheu to understard that ‘the ll!'lt1n; p:ac

'!nVolve

! eaung zhe stud. u through'stages lhich !.nclude

pu-w:nmg qxpgrleﬂ/&,— dr

_and’the post, wried

g ot publishilng stage.- The succesg of "the]

Hti:lng process -as a logical and meaningful lpptnlch Yo the. <

H t.l:hlng of Hllllnz could very wnll"depand‘on QNE or all Of

the follsuing patntes - 3 g -
e

i. Since :tlk'il one nf thl hlqt, means lvlillblt for 5

" the generl!ing 9f dde

uaad as :he blsil Eot

w5, discussion of ideas, vhether in

group: -nnblu writu-

‘the -tudmw lhould vn.w Lo

23 Htlting, ‘Fevis ug, eruuug, ol




¥ HMnh h.“ ctes ok i aiseds

5 ¥ %
lexperience

of r.l\e world. |-

T
B s 2, L.

Care must be taken to enable the students'to become
iavolved ih the three types of k‘uritln'g during the -

tuul prngrlA from prum-y to high schools

xxnuuve uriting 1s clos -: o :the' everyday. .peeck\

‘of the nudenu ud, therafﬂre‘ \mnld be Lhe uu:”

type, of writing vhich they e pe:unce. Expressive .

vuung 1s ulubl.ly ‘intended Eor the children's own

uu because it uuaun thea to ‘iteely express their
thoughtn. 'tunucumul vuu,\g s writisg to gu B}

chﬂ.gs done. It

!

[
gh schiool ;una... Pl,:i: ariting 1 used

fo'rm which plel &8 0r . .:’1‘: s the

It 15 more. !orn 11 Jn erned than -
YRt 2
n10’f= u-‘;tn-uv’a than

he 30 1at hlgh lchool

9uld’choose. their. own Lqph:l‘h Then, with the
\

nclndu wrlmng to 1nfom, ldvhay. -~

\




s‘; In writing, especially in' the,codfit ar

|

|. copying and'paraphrasing to tho

e du-lupnn:. 0f course, as A\ud-nu aove 7
N

through the g lde!. the 'ritlnl assigna nL- \lill he‘

B
| sueh -un.u- . loetnl unun. science and I

u:en:ure. in. the h‘igher g

cxpnnlva and /.

pn_l:lc vr}ittn( wul b:coullu;ny the

fespohsibility of the lapguage arts teacher. /

W

employing -upu[- f

| ‘students need to go beyond t

tasks Tequiring

'1-‘
allows students'to 'nuﬂe

critical ’nunktng and zhnn,nuu upo-uton._

| Writing of this nater

covered {n

\vuh their ehoughf and vork on reformulativns of'

eir knowledge.

|
\

Ko expository writing should be expected before cn.

 students have engaged 1u prelimtnary uplonnnu 1n.

talk and vrt:in‘-

: !tudnnu in'alls gudel m.m be' unu the 3
E .u“p‘youqnny to. tnlun “in journal, writing, This trpe
Vet Vriting, which 18 usuelly dond for a .hnn period
e aiy

restrictions because it is not corrected or

evaluat

It is only read by the tlachers when the

alXows -:ud-nnj_v;iu_1&;hqu__',.







) vnnh by nn

_Different
_.c--chan in unu-n: u.muuon-. but- the'common g

3 be xo pluce ;hc -pl\nin om;

‘collective

-the way it

: und-xl andi ug. of

L for.Learning in the Whole School

v

To improve the studeatd

ponsibility of allrte

‘aBility to use
pproache vxix'pe .pynsp_uu- for d

nguage s ediim ot

'~ INPLEMENTAYION. OF GUIDELINES "~ |

. 2 .'.

1.n.u- e could’ b. at

 ‘students.  Por eXample, ‘all teachers,

lcleherl in ]\lntn! hl‘h Ichnol

luch as lolullon' l:ould be \l-ed d!!flrnn:ly Jn science f!o

1

“relief-could have a specfal

onl.y thsoukh - .na :\u use m-: b

but ‘especially aubject:

aniog yhen used in the *

such '"’E l:ml)d h' 1nh1b1t1n[ :h el udcll
e Iltlri 1 b,eing ltud de !Il lll. Iuhjec:-

oriunon. Thly WAL 1

d'ta -Ach.--:x;-,o:;nx_qugun, The word -




.. si:un:fion

Inlall lub_]ect !
%

s
| to:resl sll’.uatib.ns vhxch employ a,

»For eximple, i:uden:s lllould havn the npportnni y 8 .d

":hg.resu}:a ‘of their science ex luenCv- They onautd

in:erviéw people. in their family

T cammunuy to, an

p:ovokéd hy 4 -uniu Itudles 1euon. ln‘

qunstlon

lhnuld he fion * Xilt.nl.

o Ing udu to ennuu that nudan u:e -nd pl’odnce a

variety of inngiage attiiities Lo zpc:e--= ‘thedr” lllrnlng

telel[erl cquld Allo ask themselves thn fol_luv!.h; qu
L p ’
Do I mlke Anough dse ol small !rmlpl':u help X

+8tudents lhlpe and reformulate thegr 1d=..1 .

2. Do l talk’ to individual Btuddnt- Eft-n cnmlgh fol'

ithen to fae\'auur-e and relaxed efiough to for -




RS |

help? -

Do I supply sditional materisl to supplement the
te'xt‘lookli @ SV g .

Do I ‘1vl lludenlt an oppu“tnnlty to lllve cEiectlve'

use of “the uhnry1 -

5]

. “potnt i

B J

= 3.; Iuses wide vlri;:y of mediato helr childsen -

learat. ;-

£ 0o uy students’ use tape recorders?:

= Do I use the overheul proji!n:nr to um’unu a

ore clanrlyT '

-Do1 uu:n for ;nuu-uu; £1186 1n order to
spark .nn....u a for a certain subject?

< DT Videotwpe relevant television prigrams.snd

play thes for students to view and anal

-Do I allow students to videotape things
themselves, for exdmple, a story which they have.

dramatized? ' 2

d 1 1avolve thé students fn preparing s1idé tape p

preseatations on topics being studied? ) 3

= Do Lattempt'tobring in resource people from the
community to talk with the studerts’ about specific
topies? )

~ Do I take students nu;t into phe commundity on field

trips and allow them to 1

rn from experiences in

Nt
the real world? W A

. . . '




nullber of teachers ta-pnnl!.blu fu: tllching\:he same group of

Do Ip -:nmp: to enrich the studenu' exparlenceu by

reatung to then,’ Whethet thej jare S-years-old or 13‘

By u!ing the above queuio nake -n'y'n‘ecusuy

-
ch-n.ea in'thetr teaching. me:hads, teachera_could tacrease

the power of their sstudents over language and ‘thie 1ncun=
" /ety 1earning powers” . .. v i -

o oo ® b, g

/
" eople in 1 nting the Guidelines -~
e . 2,

< Although all ‘teachers are ult!uqtuly responsible: for the

language lelrniqx “fn their own classroo e, ic i e!peclllly

beneﬁciu for .them to have t‘he backing lnd wppon of other
teachers in the school.

A‘policy’on h leaining through
llnglllge (in sf!eculn che school or at least .nong a grnup

of zeucher-) would gr. .uy fueuu.n ehe taplementation of
e guidelin,

" ‘ P ey o
L | :

The exact ‘details about how each school promotes

language thirough learning wili. vary secording'to the nature

.and size of the uchéolu In

punu} school, for grample, .
the .uu 1

waualiy, smaller and one telehex 1s regpons ble
tor -11 subjects 1-. the régullr

urriculum. In:a juniof high. |

A g
-:hoal .the subjecty:are lore specialized lnd therﬂ cemld be 8 E

l:udenz

¥, 'rhau cauld ba .J number of departments npentxng
nnder diffesent deynr;mant heads.

Regudleu of I'.he size nr




policy would be banicllly the sames \Snme of the. fallaulng E
2 mlteri‘l apply. to lll lcvela\uf schﬂuls\aq\unlly, Hhile other
commcht. refer upeci(!cllly to one type of um The.

duixad nuu:nne far students 1

Slnce principl s, of nou lehonll hlve very hu.y

he,dnle-, !h:y mlght ‘ot ‘f{nd the. time to cnouu:e the

'-ml::n-. After *

:iel

laldet of th

“prigeipal must: uhooqs a

‘who is beut lllit d Eor the tasdks

all chools 1a' the ‘aame - an.




* language poliey.

3 2 y S
of ‘classroom teachers with the po

sible 'lddlllon of l

remedtel of specialist tedchar.- T €he-Jundon high -chool '

all llJor areas of the :urrl:\llul should be rlp!elentzd on
the :olliz(ee-

Members of this comsittee do not have to be
. department heads but they should have a keen intereit in

promoting ‘language developwent. They must also have a good

_rapport with'other membérs of the staff dnd a desire-to share

\
1 ofiinn‘cwld also ba helpful
"The 1..§gu.ge 3
Ty uhool, the eunrdinlg\ur for

2 l'ly nhlldheod dlvl\oplent could provl.d- valuable
1gtgnc

Caze must -be taken, however,

that teachers \do

A \
not perceive coordinators as pushing something mew at :h“a

- Wore success might he attained if the impetus for increaged

language learning |

from the school level while the help

of outside personnel, .dncivding that of coordi

tors, were

scquired later. It i mot the intention of the writer to

minimize the roh of the district coordinatoks. They would

etings, provide information

d work closely with

of their special knowle

téachers. - Berau , they could add

valusble insight-amd-direction to the fnitiation of the ¢




secmingly more important meetings or activities

. the teaching diy whén everyo

lsnehqr. are, ulundy utng Tangusge us ‘sn a1d to”

is in place, a series of regular meetings should-be-planned.

If these meetings are mot previously scheduled, other

ay take

priority. The meetings /should mot always occur at: the end of

Half-day or full-

; )
day sessions could possibly B arranged Lf they arevdecmed

neeuuuy and’ bagefictal by the ‘commttte

One of the firet duties of n.. vnrkln( committee would |

_be to exln!n- the elxisting .muuun in the lelwal- -nm

lp to determine the exte tto vh1 n

exlnilutlon would

rnlng. :

The follovlng are varioys ny- to Ju-ntn. the qu-nttty ‘and
N
quality of language “activities currln(l) being used by

teachers:

1. Teacher visits to’other classrooms should be
" encouraged so that each teacher can observe and:

share the techniques used by others.- 'Before visits

committee members could agree on aspects

to be observed. Such aspects could imclude the

amount of pupil talk compared ta the amount of

teacher talk, the use of small group work and the -

< types of, questions being dsked by teachers

h . Teachers should be involved in:the planning

for these vuu. o that :h-y do, no=4 get _:’

rn.: they are being uvnl.lutod- iy i

“Some m lbcn of chu_‘:e

\ 3 . i A =




w

cooperation of Jthe cl ssroom teacherd

lessons. . The listening to and analysing of these.
tapes could then provide a topic £or discussion in
later maetingl._ R ) : o

‘\ * .
Stakunay, piasipaise progran caordxn.:or tould

observe the lctivil:iel af\y- Elcullr ltudentl ‘for a . .
¥

day to determine thelr lnvolvenent in 1ungulga

.’,lctivitiel. This callld ol\].y be don| with' ‘the full. *

nd the

sr.u,den:n. 3

Placéd on short answeis:or ansvers requiring the

organization of the students' thougbts. -'It:is et

. important that. teachers understand the purpose of

this activity and become involved voluntarily.

_The -xn@.‘:uns'vlu'ci:’:uehu. give to students- ..

could:be n';u'dx.'a. This study could provide viluable

ljlnforu-tion unu the type of uxunlnuttnn given

| ‘It phould not’ be-difficult o .dedaraine l(ha:lmr

‘uu-uy reflects the type of ".JM“ hein? done. '

;determining’the kinds of talk ? classroon

teachers are nnphl.izlng ch recall of fa

-buuy of studénts to think -:u[uc-uy.‘ o

“Binpla q\lll:ionl\lirll could alsp be, blnlflcill in




. B R e ; .
use of ojg, decailed queationnaires adninistered

and unulysed hy outlld: gatlonnel ds not being

advocated here. »'nze eonuhcu

eabérs: could prepare
e

a que-uunnun 8 e bbnplet | by‘thenselves and

Iing teachers. 3, ome, teacher: could be

X .
reluctant toireturn the fompleted questionnaire.

" Héwever, just the

nsue‘jﬁng of the qu'e-nons' would

help these teachers to focus thietr ateention on the
X

kinda of language expeuenu. they: are providing for

A4
t‘hlir student Th- dellgl\ of the'q allionnull’e

ifou'l'd 1w tenchen to; lndiente tht pnuon “of

5 ":heu class tigeis hslng alloted to W thinge as.

; .:mm,zua meabers and coipleted by students.

qua-nonnun students could be’given: a 1ist of tekéhing -

and l:l\ey would have to 1ndlc e which'of the.. 4

. techniques they £ind most helpful in learning. The list of

! tanhniqual cullld lnclllde tllkin[ with the cher, tllk!n;’ in

groups; ¢ kug ques ions, nnlvu—tng qullttnnn, copying ‘notes

from: the boua, writing in !heir own words, a

xlninlti ons.

seudenu' viau- of 'the’ tllchlnx-l’lrnlnx process can

80 u:ilu bu anlightonlng :o chu lclcher.

The! length of $ime. for the 1.nguua conun« ko el




eatablish the existing\language practices would very'from
school to schoold® Varjous types of interruptions, such as

;. |
- other meetings,

vellas the heavy :e'-chi..; dutiés of the

conaittee _menthrs could affect’ the progress of the comnittee.
Once ‘the nxlsting pr ctlcu were u:abu-hea. regullr !

maetingl uguld center around a diucu

ton of thess practices '

wheh, poss bilities for change.

Hark. nf :hg conmintae could

~ then expand ‘to a stage: 1nvu1v1ng all :ucheu on (he r

aff

Vurlnun lctlvltien vh!.:h the” comni:tee could nrg-nlze to

present: !hajl‘ flnﬂ!ngs lnd nllu luggultlonl for 1ncrelled

learning include:

I 1. A series of whole staff me@gtings where the committee
i, P % ’ P
b e ", members could discuss their findings  about the
wr & . existing usé of langua,

e-activities.in. the schools
By ! B . ' L .

' . 2. -Smaller department meetings involving department
i N

" heads. and coordidators. ‘In' these meetings language’
——————pertatniug to Fpectere lub’j?;

. 3. oppo 3

ona vnuaty of top ce; und a xncrnun; clu ®
nloun! of

learning lh:ou!h 1nn5un;| .

i

|

| T, . ;
1: ¢ 4 Arrangements to )uve coordinlton add con-i::u
foe /

emb-n voﬂ. ui:h indlvidnll lllchu A1I'A ¢ldasrooms. .

.




5. The ion of a vrll:cu

membera. This documest. vould tacluda lyeci.fle

. mi.nun-.:u increasing language use in. the
classroom.

atation to parents by the committee member

- in conjunction with the primcipal. In|this way

" parent¥ could be informed of the proposed atfempts ’

by the school to imcrease ‘students' le

parents' role :euld lllo be dlll:llll‘d-

T 7.7 A pr

awareness of the various ways tHey use language to

dearn. This dctivity would pertain mainly €5

students beyond the prisary level.

8.. K plan to, involve the teachers in an\analysis of

classroom intefaction. | As Ede and Willtsmson

t; "More .access 1{n eded to examples of

children ‘talking both with nun peers and teu:h:rl.

8o that readers can th -children

are capable.of, end explore the lingutstic .
faplications of different kinde of interaction” (p.
206). ’ 37

At le lt I'D pellibllltl

to analyse .cli oom inuncuon.‘ Mn:, there 1a

"the Viewing of a tape of another te

chiei Intaracting

with a cla ﬂ:u'vzuu\n"\nd the subsequent

n!llion to ltudlntl Allmd ll: lncrnallng thair v




extent of this analysis would: bu\dln:llned by the . .
d tedchers in-consultation with ¢ ﬂ‘pr_ﬁnelpul and/or |

P ¢ ’

discussion could be included in the inservice

F >
sessions mentioned uruu.nl would introduce

\
to the whole idea of L‘l.lurno- analysts pud A

de a means:of making thes Lnlfﬂunhle stenche |
idea without at Eirst funun. bn their teaching: i\

S _The

involve

cond stige of elabaiobm -anilyats would

chers listenting to ‘n&-

. program uuordinuor-. .1t could begin with the |

Vg 7 (etaple recording “of che eu;hu-'h ona, Wt |l

!hly eould listen t

%1vi§uly. As they '\

blcolo more comfortable 'lth th

Jla-.; they could |

share ‘thetr recording’ with others ‘and begln a’mors

detailed trascription and analysis of the lesson.
Recordings of actual classroom interaction are

¢ - . 5 |
better than coding by a Tesearcher because codting is

not actually the teacher's language| but the - , . °

researcher’s coding of it. 'The -o-i‘ effective
method of classroom snalysis is a videotapimg of .the
dessons. * In this way teachers could listen to

. themselves and becode more sensitive to the vays in

uugu.;. tn thetr

e
‘This. 1ist of ons for 1




8ful lctlvﬂlt.h

T -cudy -ud n:nlpud

vould contiade thi

ey

10:1
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