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Infroduction

During recent years interest and concern for helping disadvantaged children
have gained momentum.The report of the NCTE Task Force, Language Programs
for the Disadvantaged, stressed the need to keep the teaching profession informed
of theoretical principles of language development and social dialectology along
with translations of these principles into practice. Studying the nature of lan-
guage and its acquisition must lead to analysis of classroom encounters with
language. Subsequently, the teaching techniques developed will assist disadvan-
taged children in achieving social and academic success commensurate with their
potential. This pamphlet serves as one poinf of departure toward meeting the
challenge of helping the disadvantaged find acceptance rd satisfaction through
greater range and flexibility in tlye use of language. It is hoped that scholarly and
applied research during the next decade will present many more avenues for
accepting this challenge.

This publication has its roots in the insight, visions, and research of school
administrators, teachers, and scholars. Most of these articles first appeared in
Elementary English, but two are published here for the first time. All articles
are pertinent to the problems in working effectively with the disadvantaged; each
author, however, presents a personal view of the problems and solutions.

The first article, "New Dimensions and New Demands," by Muriel Crosby,
focuses upon the issues involved in teaching the disadvantaged. The child's
image of himself, because of his nonstandard English dialect, and his difficulty
in communicating -,ith his teachers, stand out as keys to understanding the
situation.

The second article, while not attempting to be "definitive," presents clearly
and concisely significant features of language which are social in origin. "A
Checklist of Significant Features for Discriminating Social Dialects," by Raven
I. Mc David, Jr., includes for the first time the phonological aspects of subcultural
dialects for native speakers as well as structural features which are socially
diagnostic everywhere. Other features of language virtually indigenous to one
region of the country might seem objectionable to speakers from other regions
and would be objectionable in written expository prose anywhere. Here, however,
the concern is for features which are social in origin and which are regarded as
socially diagnostic everywhere. It is those social features which are structural in
nature and which, consequently, lend themselves best to "pattern" drills.

Other articles discuss basic knowledge for the teacher of the disadvantaged
and a program for the teacher's own language improvement, the manner in which
language deprivation can affect learning, ways of providing a well - planned
preschool program, and an attempt to change the language of the disadvantaged
child. Articles on vocabulary development and reading bring special attention
to the teacher and the teaching process. Elementary teachers, especially those
teaching the disadvantaged, will find the article "Dialect Barriers to Reading
Comprehension " helpful in curriculum planning.



A case study of how one teacher used poetry and choral reading to help
Mexican children achieve specific language objectives is included. The concluding
articles, by Lila Sheppard, Allison Davis, and Hildegard Thompson, discuss the
problems and techniques for teaching language, reading, and English to specific
groupsMaoris, Negroes, and Indians. Although these articles are concerned with
distinctive groups, many of the ideas have a wider application.

A bibliography of books for the elementary child which are written in English
and a foreign language concludes the pamphlet.

The articles in this pamphlet illustrate several dimensions of dialect: regional,
social, national, ethnic. How important, then, for the elementary teacher to go
beyond regarding language as merely a phenomenon of social cla.ss. The language
of the native speaker of English will reflect not only the cultural background
under which he acquired his first language, but also the region in which he lived.
To this must be added later experiences with language, such as travel, living in
various areas, the learning of another language, general interest in language
both its pronunciation patterns and vocabulary. Moreover, a person who has
learned English as a second language may demonstrate in his use of English
features of his native language. All individuals, consequently, speak a dialect,
and how delightful it is that language can be individual.

Certainly there need be no concentrated effort to demand that all persons
speak alike. Differences in language can be recognized and appreciated. It is not
derogatory that a person's idiolect reflects his personal background. When, how-
ever, a pupil uses a variety of language which places economic, social, or academic
limitations upon him, the teacher should help this pupil gain access to another
more generally accepted dialectwithout expecting him to abandon his former
patterns, as there will be times when these patterns will serve him well. Much
work remains to be done in dialect research, and as new studies are completed
there will also be new applications in the elementary classroom. This pamphlet
attempts to focus on some of the dimensions of dialect already investigated, with
implications already tested out as they have been applied in the schools.

Eldonna L. Evertts
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English: New Dimensions
and New Demands

In the beginning, there was the land,
stretching in majesty from ocean to ocean.
The land was rich in its diversityof moun-
taini and valleys, of deserts and grassy
plains, of singing brooks and rushing,
mighty rivers, of plant and animal life.

Beneath the surface of the land, greater
riches were hiddenlife-giving water, fuel
to fire man's industries, ore to build his
cities of steel in a far distant time.

And there were no people. The land was
virgin; prostitution of the land was in the
unknown future.

Eons of time passed and the people
came. Crossing the Bering Strait, the first
people kok possossion of the land. The land
remained in all its beauty, its riches un-
tapped, for these first people were not ex-
ploiters of the land. They used only what
was needed to sustain life and to create
their culture. Man and the land were one.

Other, eons of time passed, and other men
took possession of the land. These men
came from many countries, driven by many
purposiz There were the adventurer and
the despoiler, the marauder and the idealist,

Dr. Crosby is Assistant Superintendent of the
Wilmington, Delaware, Public Schools and was
President of the National Council of Teachers of
English in 1966. This address was presented at the
Fifty-Fifth Annual Convention in Boston, 1965 and
was published in Elementary English XLIII ( April
1966), 327-332.

MURIEL CROSBY

the desperate and the weary, the seeker of
the dream and the builder of empire. Only
the Negro came against his will. Yet all
men, whatever their reasons for being of
the land, were bound together by a single
qualityall possessed the will to survive in
an unknown, often hostile, environment.

In the brief period of recorded history, a
great nation has been created by those who
sought the land and made it theirs. In this
short span of time, a great political philos-
ophy has been established, rooted in the
Hebraic-Christian ethic of the brotherhood
of man. Implementing this philosophy has
been the greatest challenge faced by the
people of the United States, for from the
beginning, those who held the land rejected
the stranger. In Western Star, Benet takes
ui back to the establishment of the first
English colony in Virginia, in the seven-
teenth century. Describing the landing of
this first group of settlers, Benet writes:

They landed and explored.
It was the first flood of Virginia Spring,
White with new dogwood, smelling of wild

strawberries.

1Stephen Vincent Benet, Western Star. New York:
Farrar and Rinehart, 1943, pp. 50-51. Copyright,
1943, by Rosemary Carr Benet. Reprinted by per-
mission of Brandt and Brandt.

"PERMiSSION TO REPRODUCE THIS COPYRIGMED-
MATERIAL BY MICROFICHE BEEN GRANTED

BY CAUL. g.11Ati-vAd 4/241.-le i5A4mott
TO ERIC AND ORTANIZAWONS PERATING UNDER
[AGREEMENTS WITH THE U. S. OFFICE OF EDUCATION.
FURTHER REPRODUCTION OUTSIDE THE ERIC SYSTEM
REQUIRES PERMISSION OF THE COPYRIGHT OWNER."



2 DIMENSIONS OF DIALECT

Warm and soft-voiced, cornflower-skied and
kind.

And they were ravished with it, after the
sea.

And that very evening,
As they were going back to the anchored

ships,
The savages came down from the hills,
Creeping like bears through the grass, with

bows in their mouths,
And the sudden arrows flew in the goodly

wood,
The first ambush, the first taste of Indian

war.
The balmy night, the strange country, the

shot arrows,
And ft was not a dream.

As the rushing tide of men from the old
countries, who heard of the western star,
came to. take possession of the land, each in
turn was rebuffed and fought for his place
on the land.

Massachusetts begins, and Providence
Plantations,

Connecticut begins, Virginia spreads out.
There are Swedes by the Delaware, Scotch-

men after Dunbar,
They whip the first Quaker bloodily through

the street.2

Throughout the centuries of exploration
of the western continent, the establishment
of a nation, and the assimilation of endless
floods of immigrants, man's inhumanity to
man became the first great obstacle to over-
come.

And Benet reminds us that as we look to
the past to sight new directions for the
future, we must

Remember the name of the outcast and the
stranger,

Remember that when you say
"I will have none of this exile and this

stranger
For his face is not like my face and his

speech is strange."

2 Ibid., p. 180.

You have denied America with that word
Though your fathers were the first to settle

the land.2

Today, we are faced with a new chal-
lenge in the establishment of the Hebraic-
Christian ethic, a challenge not presented
by a new wave of immigrants, but by those
who have lived long on the land as strang-
ers in our midst. The minorities of our na-
tion are not strangers by their own choos-
ing. They have been kept outside the pale
of a white world by those who cherish the
American dream for themselves, but not for
others. This challenge was brought into
focus by the United States Suprerne Court's
Decision on the Desegregation of Public
Schools in 1954. The Decision, at one and
the same time, recognized the role of edu-
cation in bringing to fruition the American
dream, and placed upon the public schools
of the nation the responsibility for becom-
ing instruments of social change.

Teachers of English who would meet
their responsibility as participants in a
great social revolution have an exciting
adventure ahead.

Teachers of English as Participants in the
Social Revolution of the Twentieth Century

Never before in the history of education
in the United States has there been such
widespread recognition of the vital signifi-
cance of education as a force in the welfare
of our nation. Federal legislation support-
ing education through huge grants of
money, financial support of education by
numerous private foundations, are ample
evidence of interest and concern.

Leading all the educational problems
which must be met is the current effort to
educate America's millions of disadvan-
taged people. The National Council of
Teachers of English reflects its leadership

p. 180.

1



ENGLISH: NEW DIMENSIONS AND NEW DEMANDS

responsibility through its most recent con-
tribution, Language Programs for the Disad-
vantaged, totally supported through Coun-
cil funds. Recognizing the need to determine
the progress of English language teaching
and learning in the hundreds of special
projects in universities and public school
systems across the nation, the Executive
Committee created a National Task Force
of some 25 Council leaders to visit projects
for the disadvantaged on all educational
levels, to visit "inner cities" of the North
and "outer" rural areas of the West and
South to analyze findings and their implica-
tions for English language teaching, and to
prepare a report to the profession on prom-
ising practices and the needed leadership
role for NCTE.

Educators who have been engaged in
discovering the special educational prob-
lems of the disadvantaged have identified
major blocks to learning for those who are
called "the disadvantaged." These blocks to
learning are common among the disadvan-
taged, the Indian child on the reservation,
the Mexican-American child of the south-
west, the Negro child confined to the
blighting ghettos of the great cities, the
poor white child living on the fringes of a
"white world" no longer a reality, except
for those who look backward. And all of the
blocks to learning are centered in language,
directly or indirectly. Because they are,
teachers of English have a prime commit-
ment to help the disadvantaged grow in
command of their native language.

Self-Image. The child of deprivation
learns early in life that he is worth little
and will never become anything. What five
years of living have taught many of these
children is well expressed by a kindergart-
ner, who, in attempting to define a wish,
explained, "It is something you want very
bad and know you'll never get." Each year
of life simply confirms this hopelessness and

3

we find the teenager, sated with failure,
waiting hopefully for his sixteenth birthday,
to be released from school, which has be-
come unbearable. One drop-out spoke elo-
quently for his peers when, upon meeting a
former principal upon the street as he went
to pick up a date, he was chided gently on
his garish costume, with the comment, "I
wouldn't let you visit my daughter looking
like this." The lad then exclaimed "Why, I
could never visit your daughter; I'm low-
class Negro!" No child or youth in our
country, at the age of five or sixteen, should
be set in a bind in which his own inner con-
victions have been so shaped that there is
no hope for release.

If a child's out-of-school life has pro-
duced passivity and hopelessness, the only
answer is to be found in the schools. Studies
of the disadvantaged are in common agree-
ment that the most crucial factor in stimu-
lating the motivation of deprived children
for academic learning, in developing the
will to aspire, in discovering for themselves
the great adventure of learning, is the
attitude of the teacher. Teachers who look
at their changing school neighborhoods,
who look upon children and youth who
seem to be different from others they have
known, and condemn them with the com-
ment, "These children are changing our
schools," denigrate our profession, and fail
in moral commitment to all children.

For teachers of English, the first requisite
is a belief in the value of the children they
teach, as human beings, worthy of respect
and capable of learning.

Cause and Effect Relationships. Notable
among the inadequacies of the disadvan-
taged is the inability to generalize, to see
came and effect relationships. I first be-
came alerted to this when most of the chil-
dren in Wilmington's project' responded to

4Muriel Crosby, An Adventure in Human Relations.
Chicago: Follett Publishing Company, 1965.
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the question, "What would you like to
change about the adults you know?" with
some version of "The cranky guy next door
who yells at you." Children from middle-
income groups inevitably added a "but" to
their responses, e.g., "but he likes a nice
yard." Seldom did a disadvantaged child
reveal that he saw a reason for the adult's
behavior. Pursuing this matter further, we
found that social workers, ab empting to
help mothers plan the spendirug of a weekly
food budget so that the family would have
something to eat each day, discovered that
the small funds would be spent for a bit of
luxury during the early part of the week,
with nothing to eat during the remainder.
The mothers revealed inability to postpone
immediate satisfactions, to look ahead. And,
again, we found the same recurrence of
evidence of failure to see cause and effect
relationships when a young junior high
school principal, planning a tea in June for
mothers of incoming seventh graders the
following fall, reported that the mothers
had not attended. The elementary principal
explained that the mothers knew the chil-
dren were being promoted. Hence, there
were no problems. "If you have the meeting
six weeks after school has opened, the moth-
ers will attend. You see, my mothers do not
anticipate problems." And sure enough, the
mothers turned out en masse the following
October.

All of us accept the theory of involving
children in planning their curriculum. But
far too often we have created teaching situ-
ations in which the children are manipu-
lated and do no genuine planning with the
teacher. One good teacher caught herself
at this practice, when, in a session marked
by a real struggle to have her sixth graders
suggest problems to guide the development
of a literature unit, one lad asked, "Miss
Patterson, have we guessed what you want
us to say yet?"

Planning is not just a skill to learn. It is a

way of life. Through planning, an individ-
ual learns the value of defining a problem,
considering possible courses of action based
on probable outcomes, and living with the
results. The family pattern of life of the dis-
advantaged is notably lacking in planning
for the future.

For teachers of English, the second re-
quisite is an understanding of the need of
disadvantaged children to learn in school
the skills of planning and the art of practic-
ing them. As children are involved in plan-
ning in school, they are enabled to identify
with the purposes of growing in command
of their knguage and their lives.

Language Power. Inability to command
informal standard English is one of the
greatest handicaps to the disadvantaged.
Children from deprivation usually experi-
ence one of two family language patterns.
There is the inarticulate family, where little
language is used. Often, "umbrella" words
characterize the language of children from
these families. One word may have many
different meanings, e.g., "mess" in some
form has been discovered to have more
than 50 different meanings. "He messed
with me," means something negative, such
as, "He said something bad about my
mother"; "he pushed me around." On the
other hand, many families are quite articu-
late in their family dialect, which may be
dynamic in vocabulary, style, and structure.

In either case, the child with the non-
standard English dialect learns early that
he and the teacher are not communicating.
He senses disapproval and clams up. The
teacher is then apt to describe all disadvan-
taged children as inarticulate. When this
happens, the child is deprived of the use of
the only verbal means of communication he
has. At a period in life when interest in
language is keen, the means for exploring
language is cut off. Language not used is
language not learned. Interest in learning
informal standard English is thus retarded.
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For teachers of English, the third re-
quisite is an appreciation of the family dia-
lects of their children and an understanding
of the need of all people to possess several
dialects. The lob of the English teacher is to
help children develop an understanding of
the appropriateness of the dialect to the
situation. Family dialects are appropriate
to family situations; informal standard En-
glish is necessary to obtain and hold a job,
to advance academically and economically.
When children and youth find use value in
learning their language, motivation and
achievement are greater.

In other times, from the ranks of the dis-
advantaged have come those whose com-
mand of the English language has demon-
strated that language is power," over the
minds and hearts, as well as in the politics
of men. Abraham Lincoln best illustrates
the fact that command of language in all of
its beauty and power is not the attribute of
middle-class Americans, alone.

In a moving tribute to the late Ambassa-
dor Adlai Stevenson, James Reston, of The
New York Times, noted that: "The tragedy
of Adlai Stevenson is not that the United
States has lost an ambassador at the United
Nations, but that the Western world has
lost another of its few eloquent men. Lan-
guage is power and in the last few years the
West has lost most of the men who could
define its purposesChurchill and Gaitskell
in Britain, Kennedy in the United States,
Hammarskjöld at the United Nat' ans, Neh-
ru in India, not to mention those spokesmen
of the Western literary world, Frost, Faulk-
ner, and T. S. Eliot."

Reston's tribute to Stevenson clearly
points to the responsibility of teachers of
English to search for and develop, among
all of the children and youth they teach,
that potential for language power inherent
in all of the classes and cultures of our so-
ciety. The Hebraic-Christian ethic de-

mands it and national survival depends
upon it.

New Dimensions Make New Demands

New dimensions and new demands upon
teachers of English require teachers with
the "new look." They require teachers who
look upon children and youth with compas-
sion and understanding, who have devel-
oped the art of empathy for the children
they teach, whose own love of the English
language and what it can mean to young
people growing toward maturity, in an
often hostile world, is communicated in
such a way that learning to know and love
it become irresistible. They require teach-
ers who listen when the children speak:

We Co to School
We find our teachers friendly or unfriendly,
Friendly for the most part.

We accept ourselves as teachers accept us.
Worthy or unworthy,
Troublesome or happy,
Able or unable,
Conforming or creative,
We see ourselves as teachers see us.
We find many children in school.
Privileged or deprived,
Gay or moody,
Accepting or rejecting,
We see ourselves as other children see us.
We learn many things in school.
We learn that people are alike,
Yet different.
We learn to trust others.
Or to distrust them.
We learn that there is a world of the

imagination
And a world of reality
And that both are good.
We learn that we are the sons of our

fathers,
That the world they have created
May be cherished or changed.
We learn to like school
Or to hate it.5

6Ibid.
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We Are the Future
When you look at us
You see yourselves.

When you look at us
You see the heritage of many peoples,
Molded and melded into a common heritage.

When you look at us
You see the future you have shaped.

When you look at us
You see all children,
Everywhere.6

elbid.
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RAVEN I. MCDAVID, JR.

A Checklist of Significant Features
for Discriminating Social Dialects'

As an aid to the teacher who is interested
in a more efficient approach to the problem
of teaching a standard variety of English
for public rolesto those who use nonstan-
dard varieties at home, the following list of
features, all of which are both systematic
and significant, has been drawn up, partly
from the collections of the regional linguis-
tic atlases, partly from more intensive local
studies.

The emphasis is on those features of the
language that recur frequently and are
therefore most amenable to pattern drills.
It must not be inferred that other, less well-
patterned features of English are unimpor-
tant as social markers, but only that they do
not lend themselves to productive drill.
Discriminating the principal parts of irregu-
lar verbs, as past tense saw and past parti-
ciple seen, is a part of the linguistic be-
havior that constitutes standard English,
but the pattern see-saw-seen is duplicated
only by such compounds of see as foresee.
On the other hand, the discrimination be-
tween I see and he sees is a part of a pattern
of subject-verb concord that is faced every
time a subject is used with a present tense
verb.

The list is concerned with social dialects
of English and does not include all the
problems faced by the native speaker of
some other language. For each such situa-
tion one needs special contrastive studies

iThis list will be incorporated in a manual of social
dialects being prepared by Alva L. Davis of the
Illinois Institute of Technology under a grant from
the U. S. Office of Education.

like those currently being published by the
University of Chicago Press. Native speak-
ers of Spanish, for instance, have special
difficulties with the English' consonant
clusters /sp-, st-, sk-/ at the beginnings of
words; native speakers of Czech or Finnish
need to learn the accentual patterns of
English; native speakers of continental
European languages need to master the per-
fect phrase in such expressions of time as
I have been in Chicago for five years; native
speakers of almost every other language
need to learn a finer meshed set of vowel
distinctions, as between peach and pitch,
bait and bet and but, pool and pull, boat
and bought, hot and hut.

The origins of these features are of in-
direct concern here; that they are of social
significance is what concerns us. In general,
however, it is clear that most of them may
be traced back to the folk speech of En-
gland, and that in the United States none
of them is exclusively identified with any
racial group, though in any given com-
munity some of them may be relatively
more frequent among whites or among
Negroes.

This list is restricted to features that
occur in speech as well as in writing. It is
recognized that regional varieties of En-
glish differ in the distance between standard
informal speech and standard formal writ-
ing. They vary considerably in the kinds of
reductions of final consonant clusters, either
absolutely or when followed by a word
beginning with a consonant. The plural of
sixth may be /stIcs/, homonymous with the

7



8 DIKENSIONS OF DIALECT

cardiral numeral; burned a hole may be

pronounced /band a hol/ but burned my

pants /barn mai paents/. Similarly, the
copula may not appear in questions as They
ready? That your boy? We going now?
She been drinking? The auxiliary have may
not appear even as a reflex of /v/ in such
statements as I been thinking about it or
we been telling you this. In families where
the conventions of written and printed En-
glish are learned early as a separate subsys-
tem, differences of this kind cause little
trouble but for speakers of nonstandard
dialects who have little home exposure to
books, these features may provide addi-
tional problems in learning to write. It is
often difficult for the teacher to overcome
these problems in the students' writing
without fostering an unnatural pronuncia-
tion.

It should be recognized, of course, that
cultural situations may change in any com-
munity. To take the southern dialectal situa-
tion, with which I am most familiar. Forty
years ago there was a widespread social
distinction in the allophones of /ai/. The
monophthongal [a.] was used by all classes
finally, as in rye, or before voiced conso-
nants as in ride; before voiceless consonants,
however, educated speakers had a diph-
thong and any uneducated speakers used
the monophthong, so that nice white rice
became a well-known social shibboleth.2 In
recent years, however, the shibboleth has
ceased to operate, and many educated
southerners now have the monophthong in
all positions, and their numbers are increas-
ing. This observation was also made last
spring by James B. McMillan, of the Univer-
sity of Alabama, who added that in his ex-
perience the f alling together of /ai/ and

2 This observation was made, inter alia, in my
analyses of the pronunciation of English in the
Greenville, S. C., metropolitan area, at meetings
of the Linguistic Society in New York City (De-
cember 1938) and Chapel Hill, N. C. (July 1941).

/a/ before /-r/, so that fire and far, hired
and hard, become homonymous, was still
restricted to nonstandard speech. Yet last
August I noticed that this homonymy was
common on the Dallas radio, in the formal
speech of the editor of the women's hour.

It should not be assumed, furthermore,
that one will not find other systematic fea-
tures discriminating local dialects. Nor
should we be so naive as to expect the
speakers of any community to cease regard-
ing the speech of outsiders as ipso facto in-
ferior because it is differenteven though
these outsiders may be superior in educa-
tion and social standing.

We are all ethnocentric after our own
fashion; in our localities, we may consider
some differences important whether they
are or notand if enough people worry
about them some of these may become im-
portant. This is the traditional origin of
neuroses. Meanwhile, it is probably good
sense as well as good humor to recognize
that though the white middle class Chi-
cagoan often considers the loss of /r/ in
barn and the like a lower class feature, the
cultirated southerner associates the middle
wc5f,..cn /r/ in such words with the speech
of poor whitesand that the distinction be-
tween wails and whales is socially diagnos-
tic nowhere in the English speaking world.
The features here are diagnostic every-
where, though not all of them occur in every
situation where differences in social dialects
are important.

Pronunciation

1. The distinction between /0/ as in
thin and /t/ in tin, /f/ in fin, /s/ in
sin.

2. Failure to make the similar distinc-
tion between /a/ in then and /d/,
/v/, /z/.

3. Failure to make the distinction be-
tween the vowels of bird and Boyd,
curl and coil.
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A generation ago this contrast was most
significant among older speakers of the New
York metropolitan area. It has become less
important, since few younger speakers con-
fuse these pairs. But it still should be
noted, not only for New York City but for
New Orleans as well.3

At one time a monophthongal /ai/ in the
South was standard in final position and
before voiced consonants, as in rye and ride,
but substandard before voiceless consonants
as in right. This is no lo:nger true; many edu-
cated southerners have monophthongal /ai/
in all positions and the number is increasing.

4. The omission of a weak stressed syl-
lable preceding the primary stress,
so that in substandard speech pro-
fessor may become fessor, reporter
become porter, and insurance be-.
come shoo-ance or sho-unce.

5. A statistically disproportionate front-
shifting of the primary stress giving
such forms as po-lice, in-surance,
ee-ficiency and gui-tar, etc.

Front-shifting is characteristic of
English borrowings from other lan-
guages; in balcony it is completely
acceptable, in hotel and July, ac-
ceptability is conditioned by position
in the sentence.

6. Heavy stress on what is a weak
stressed final syllable in standard
English, giving accident, element,
president, evidence, etc.

Inflection
NOUN

7. Lack of the noun plural: Two boy
came to see me.

3The monophthongal southern /ai/ disturbs many
easterners and middle westerners. Some Philadel-
phians, for instance, allege that southerners con-
fuse ride and rod; some Detroiters, that they
confuse right and rat. They do not; the confusion
exists in the mind of the eastern and middle
western observer.
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8. Lack of the noun genitive: This is
Mr. Brown hat.

PRONOUN
9. Analogizing of the /-n/ of mine to

other absolute genitives, yielding
()urn, yourn, hisn, hern, theirn.

10. Analogizing of the compound re-
flexives, yielding hisself, theirselves.

DEMONSTRATIVES

11. Substitution of them for those, as
them books.

12. Compound demonstratives: these-
here dogs, them-(th)ere cats.

ADJECTIVES

13. Analogizing of inflected comparisons:
the wonderfullest time, a lovinger
child.

14. Double comparisons: a more prettier
dress, the most ugliest man.

VERB

15. Unorthodox person-number concord
of the present of to be. This may be
manifest in generalizing of am or is
or are, or in the use of be with all
persons.

16. Unorthodox person-number concord
of the past of be: I were or we was.

17. Failure to maintain person-number
concord of the present indicative of
other verbs: I does, he do. ( This is
perhaps the most clearly diagnostic
feature.)

Note that three third person singu-
lar forms of common verbs are ir-
regular: has, does M.% z/, says /sez/;
in the last two the spelling conceals
the irregularity, but many speakers
who are learning this inflection will
say /duz/ and /sez/.

18. Omission of /-n3/ of the present
participle: He was open a can of
beer.

Note that both /n3/ and /in/ may
be heard in standard speech, depend-
ing on region and styles.

19. Omission of /-t, -d, -ad/ of the past
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tense: I burn a hole in my pants yes-
terday.

Note that before a word beginning
with a consonant the /-d/ may be
omitted in speech in I burned my
pants. Those who have this contex-
tual loss of the sound need to learn
the special conventions of writing.

20. Omission of /4, -d, -ad/ of the past
participle.

21. Omission of the verb to be in state-
ments before a predicate nominative.
He a good boy.

Note that in questions this omis-
sion may occur in standard oral En-
glish, though it would never be writ-
ten in standard expository prose.

22. Omission of to be in statements be-
fore adjectives: They ready.

23. Omission of to be in statements be-
fore present participles: I going with
you.

OF DIALEcr

24. Omission of to be in statements be-
fore past participle: The window
broken.

25. Omission of the /-s, -z, -az/ reflex of
has before been in statements: He
been drinking.

Note that this omission may occur
in questions in standard oral En-
glish, and also that in standard oral
English many educated speakers may
omit the /-v/ reflex of have: I been
thinking about it; we been telling
you this, though it would not be
omitted in standard expository prose.

26. Substitution of been, done, or done
been for have, especially with a third
person singular subject: He done
been finished. In other situations the
/-v/ may be lost, as in #25 ( the pre-
ceding situation ).



F. ELIZABETH METZ

Poverty, Early Language Deprivation,
and Learning Ability

For objective consideration of children's
linguistic limitations, language should be
subdivided into at least three of its defin-
able aspects:

1. Lexicalrelating to words or the vo-
cabulary of a language as distin-
guished from its grammar or con-
struction.

2. Phonetic Structurerelating to spok-
en language or speech sounds pat-
terned within words.

a Syntactic Structurerelating to the
way in which words are put together
or patterned to form phrases, clauses,
or sentences in a connected or orderly
system or arrangeinenti.e., grammar.

Typical Limitations in the Lexical Aspects
of Language.

The acquisition of vocabulary is depen-
dent upon two mental processes, abstrac-
tion and symbolization. A child who calls
a ladder a get-up is demonstrating inability
in symbolization, or the knowledge of
names or signs to stand for objects, acts,
qualities, attitudes, and relationships.
When a child calls a horse a doggy, he is
failing in symbolization and also in ab-
straction, or the ability to generalize from
nonidentical experiences to form concepts
or classes such as cars, fruit, animals.

Children who have experienced early
language deprivation are often baffled by

Mrs. Metz is Head Speech and Hearing Clinician
with the Phoenix, Arizona, Public Elementary
School District
Elementary English XXXXIII (February 1966),
129-133.

a standarized measure of vocabulary such
as the Peabody Picture Vocabulary Test.

The Detroit Great Cities School Improve-
ment Program in Language Arts (7) used
a sound approach to planning vocabulary
growth by first assessing the actual spoken
language vocabularies of culturally de-
prived children who had just finished
kindergarten.

Shaw (6), in discussing the language
problems of culturally disadvantaged chil-
dren, states, "We have built our aptitude
and intelligence tests so that reading and
vocabulary count very heavily, and have
found them valid as predictors of academic
success.

It has long been the writer's opinion that
group tests of intelligence measure the
young child's language deprivation. Analy-
sis was made of the oral vocabulary re-
quired to complete successfully five differ-
ent group tests of intelligence. In one, the
child must understand fourteen geometric
terms to comprehend the teacher's oral
directions. Language-deprived children
often lack the concepts of such terms; for
example, pointed, oval-shaped, opening
(noun ), or partly curved. This same test
includes more than twenty directional
words and phrases, among which are
toward the left, opposite from, the next
after, and exactly under. How, when we
know such tests are valid as predictors of
academic success, can we fail to teach the
language-deprived child this vocabulary?

Most group tests of intelligence include

14
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tasks called nonverbal whiCh involve
ability in abstraction or classification. The
task may involve the selection of an object
or design from a series because it is differ-
ent or not like the others. It may require
the selection of two items from a series
because they are related as are no other
items in the series. Such tasks involve the
ability to relate or isolate items on the basis
of mutiple determinants. Choice must
sometimes be made on the basis of use; for
example, isolating an eraser from a series
of tools for writing. In other tasks the
choice might be determined by direction,
up or down or left and right. Spatial factors
such as symmetricasymmetric may be
involved. Examples of still other determi-
nants are: spatial-numerical; reality testing;
series-patterning. Are these tasks really
nonverbal? Let us compare the responses
of children from adequate language envi-
ronments with those of language-deprived
children. On a relatively simple task such
as selecting a tiger as different from a pig,
a horse, and a sheep, both children will
probably succeed. When the first child is
told, "Tell why," he can easily explain,
"Well, the pig and the sheep and the horse
are all farm animals, but the tiger is a
jungle animal." Many language-deprived
children, on the other hand, will be unable
to give a verbal explanation of their
thought processes. One child responded
by pointing to each farm animal saying,
"Him here," then pointing to the tiger and
saying, "Him not here!" Can we doubt
that some quality of inner-language is being
employed by a child when he performs
such so-called nonverbal tasks? On more
complicated items of a test, the language-
deprived child will probably fail the task
even without verbalization. Examine the
inner-language needed to solve such an
item as this:

Let's see, there are four squares here.
Each one is outlined by figures such as

triangles, circles, stars, and squares. Two
of the large squares use triangles and small
squaresthe other two use stars and circles
. . . . no, that won't help find the one that is
different. . . . Alia! Three of the large
squares have the same small figure in all
four corners, with two each of the second
kind of small figures filling in each side.
The different large square uses two differ-
ent small figures and has them arranged
first one kind and then the other kind, all
around the large square!

It might well be contended that language-
deprived children should have motivated
learning experiences with classification
tasks, with the teacher supplying the nec-
essary oral language to show the child how
one thinks through language. Children
enjoy these tasks when they are removed
from a test situation. Call the activity
"Look, Think, and Find Time," and they
will participate enthusiastically. Many of
Dr. Marianne Frostig's materials (4 ) for
improving visual perception could be used
for such activity.

Language-deprived children will need
continuing special consideration through-
out the elementary grades. For example, if
a fourth-grade teacher in a shim school
wishes to introduce a creative writing pro-
ject employing verse to express children's
reactions to colors, her work will be quite
different from that of a teacher in a school
with a middle-income populaden. She will
provide much more preparatory time, pos-
sibly sharing some of her own responses
and bringing examples from literature into
the classroom. Even then, the children may
not have in their own mental warehouses
the vocabulary needed to express their
ideas. It may be necessary for the teacher
to cover the chalkboards with words such
as sad, joyous, gloomy, cool, a rainy day,like
dying, etc., to give the children the tools
with which to create. Some children may
say they respond to no colors. The teacher
can then use her knowledge of the individ-
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ual child to ask such questions as, "Let's
see, Sam, you are dreaming of the day
when you will own a car. What color would
you like it to be? Oh! A red one. Why
don't you think about why the car's color
matters to you. Think of some words to tell
how you would feel at the wheel of a new
red car."

Teachers use many ingenious ways of
motivating vocabulary growth. Better ways
for distributing and sharing such methods
are needed.

Limitations in the Phonetic Structure of
Language.

Educators are becoming fully cognizant
of the importance of phonic skills in the
total language arts instructional program.
To be able to spell, for instance, a child
must think of written symbols ( letters ) for
the speech sounds he hears. To read, he
must think of the sounds of the letters he
sees.

It is questionable whether the profes-
sional training of elementary school teach-
ers provides sufficient work in the areas of
language development, speech improve-
ment, and individual differences in speech
and language. Teachers need to be skilled,
critical listeners. They should be able to
recognize the sound substitutions, omis-
sions, and distortions which children pro-
duce. Schools including speech clinicians
as part of special staff could provide such
information to teachers through an econom-
ical amount of inservice training. Speech
errors could be related to the particular
phonetic charts employed in the reading
program to improve teachers' skills. They
could then discriminate between speech
errors typical for particular dialects, for
nonstandard English, and for clinical
speech defects.

The goal for speech sound articulation
should not be absolute uniformity. Regional
expressions and dialect often enrich our

total language. Change should be a goal,
however, when differences lessen the in-
telligibility of speech or when they are
commonly identified as nonStandard En-
glish. The Norwegian's dis for this may
be enchanting, but the American Negro
high school graduate who oays dis, dem,
and dose may not get the jo;) he is seek-
ing! The nonstandard English of those
from the subculture of poverty might
almost be considered a second language.
Golden ( 5) advises, "Speech improvement
must be self-improvement. We cannot
change the student's patterns for him, but
we can bring about awareness of a need
for change, aid him in finding ways to make
the change, and encourage his efforts at
self-improvement."

Limitations in the Syntactic Structure of
Language.

The use of language is the conveyance
of meaning. Clarity of meaning depends
upon grammatical structure, which involves
inflection, word order, intonation, and word
variations which indicate number, time
action, and other functions. The best way
to learn English grammar is the Mother's
Method, through which the child with an
adequate early language environment gains
automatic grammatical responses through
audition of the language he hears in the
home. This automaticity of response is
essential. Concepts and symbols will not
give usable and meaningful speech and
language unless the language processes
become automatic. Consider, for example,
the ability to form plurals, which range
from simple addition of s(toytoys), to the
inflectional change demanded by the addi-
tion of es (churchchurches), to the forma-
tion of irregular plurals, manmen, mouse

mice, leafleaves, etc. Ervin's ( 3) study
of structure in children's language indicated
that most children had acquired the ability
to form plurals before the age of three.
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Through the writer's experience with lan-
guage-deprived children, it has become
obvious that tmany children lack this ability
at age six or even age eight! The Audi-
tory-Vocal Automatic Test, a subtest of
the Illinois Test of Psycholinguistic Abil-
ities, includes nine items of plural forma-
tion. Most slum children form no more than
three or four of the plurals correctly. Some
creative teacher could easily devise a card
game which would make repetition of
correct plurals fun for the children.

Another automatic language ability as-
sessed by the Illinois Test of Psycholin-
guistic Abilities is that of being able to
make comparisons by use of the compara-
tive and superlative degrees of adjectives
and adverbs. For example, the examiner
shows the child a picture of two cakes and
says, "This cake looks good. This cake looks
even ." Few young slum children
are able to supply the comparative form
better. Typical responses are good,
gooderer, gooder. One eight-year-old
Mexican-American child pointed to the
first cake, saying, "This one little good,"
then, pointing triumphantly to the other
cake, "This one yes goodl"

One group test of intelligence for second-
grade children requires the teacher to use
in the oral directions ten terms of superla-
tive degree; for example, largest, nearest,
and fewest.

Some language texts introduce this study
of degree as late as sixth grade, even
though the children need such oral skills
for the first years of formal learning.

Is anything more mercurial than the
English verb? All children experience
some difficulty with the structural shifts
and changes required for proper person,
tense, and number. The verbs to be and
have are customarily slaughtered by lan-
guage-deprived children, since they was
and we has sound right to them. One
typical distortion by Negro children from

Xrtf

language-deprived homes is, "She don't be
here today."

The writer made a study comparing
written language of three groups of ten-
year-old children last year. The groups
were: Negroes from low-income public
housing; Spanish-speaking from a low-
income area; profoundly deaf Caucasian
children in a special oral day class. The
Negro children made as many verb errors
of number and tense as diLd the deaf chil-
dren! Spanish-speaking children were
unable to employ clauses for better ex-
pression. Negro children did not use pro-
gressive verb forms. The writer's observa-
tions confirm this problem. When shown
action pictures and asked, "Mat is he
doing?" the Negro child will usually re-
spond, "He skatin'," omitting the auxiliary,
rather than "He is skating."

It seems evident that language-deprived
children need repetitive, structured oral
experiences with proper language usage
early in their school experience. When a
six-year-old girl asks, "I doing good a
littler or a seven-year-old boy says, "You
know that River Street? Him live Johnnie "
it is time for remecliation to achieve correct
word order and usage.

Some language-deprived :thildren may
have vocabularies just good enough to mask
their real language problems. Naming is
not of much use if a child is unable to tell
something about the object he has named.
Such children need oral experiences with
guidance in telling about things, so they
can ask themselves, What is it?, What color
is it?, What size?, What looks like it?, How
is it uwd?, What is it made of?

It is important to improve language
usage as early as possible in the child's
life. A recent study ( 2 ) indicates that high
school students' awareness of structural
relationships in English does not improve
significantly after three years of formal
study of English grammar! Other evi-



18 DIMENSIONS

dence supports the hypothesis that early
instruction is most effective in changing
language usage.

Since language skills and learning ability
are so interdependently related, surely our
schools have a responsibility to children
with limited language. This responsibility
involves adequate definition of the problem
and commitment to the development of
teaching methods that will meet the chil-
dren's special needs. If the slum child's
foundation of language skill can be
strengthened through preschool, kinder-
garten, and primary programs, he will then
be able to compete .more successfully dur-
ing the subsequent years of school. Atten-
tion to this one specific symptom of poverty
is not a total solution. However, as is stated
by I. M. Berlin (1), "Beginning to learn
academic material is one way of beginning
to deal with the real world. The succeises
in the mastery of subject matter mean a
great deal to a sick child's concept of
himself."

No special educational techniques can
succeed in the wrong attitudinal climate!
Progress in teaching slum children will
depend upon the feelings of the staff of
such schools. If children are viewed as

OF DIALECT

unteachable or hopeless from the start, both
teachers and children will find school a
place of frustration and discouragement.
Successful education of the children of
poverty must be viewed as an exciting
ptofessional challenge and as a social and
economic necessity.
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ROSE MIJICEIVI AND HELEN F. ROBISON

A Head Start in Language
"Git offa here!" "Dis ain't no big

enough," or "I don't got no milk," are ex-
amples of language structure frequently
heard in classrooms where disadvantaged
children predominate. They point up some
of the language deficits of these children
as reported by a number of recent research
studies. But teachers find considerable
difficulty in formulating programs to help
overcome language deficits of young chil-
dren. A recent study in a kindergarten in
a New York City "special service school"'
was undertaken by the writers to develop
guidelines and teaching strategies for lan-
guage growth of a class of five year olds?

Language was conceived in its dual role
as social communication as well as an indis-
pensable tool for conceptualization. Bruner
points out that children must be able to
translate their experiences into symbolic
form, that is, language, in order to deal with
those things which are remote in time or
space or somehow not physically present.3
Therefore, language emphasis became an
integral part and function of the total
curriculum, a considerable part of which
was newly conceived for the study.

1The New York City Board of Education designates
"special service schools" because of various factors
indicating cultural and economic disadvantage.
2This study was supported in part by a grant of
the U. S. Office of Education, Project 5-320.
8Jerome S. Bruner, "The Course of Cognitive
Growth," American Psychologist, 19 (January,
1964) 13.
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ment of Curriculum and Teaching, Columbia Uni-
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Education at Brooklyn College of the City Uni-
versity of New York.
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Language Deficits

The "nonverbal" label frequently ap-
plied to disadvantaged children has not
been supported by the data acquired from
frequent interviews, recordings, and obser-
vations of the children. One five year old,
whose interview was tape recorded, agreed
to tell a story, which follows:

Once upon a time there was a little
mommy. Mommy came right up to de little
girl 'n de little girl named Lette ber was
a bear, a little bear named Goldy. Goldi-
lock was sleepin"n de bed 'n so, uh, de bear
said, "Somebody been eatin' my porri
[porridge]" 'n the little mommy said,
"Somebody been eatin.' my porri." 'N
so they went upstairs 'n there was Goldilock.
Goldilocks sleepin' in de bed 'n so Goldilock
was sleep fast. In den, uh, her run 'cause it
was a bear. 'N de bear live inna ol' bear
house. 'N so her went her, 'n de de baby,
de baby bear come back 'n he was
cryin"cause Goldilocks, uh, broke his, her
chair, uh 'n so Goldilocks mudders came
her mudder was named Goldilocks, 'n her
turn de wheel 'n her wanna listen to de
voice of Goldilock boyfriend. 'N so there
wasn't no boyfriend, only was a bear. So
the mommas tor her her come 'right over 'n
so her speak to her.

Other children, from different ethnic
backgrounds, told stories which reflected
similar problems of enunciation, pronuncia-
tion, syntax, vocabulary, and standard En-
glish sentence structure. They generally
were quite limited in their knowledge and
use of classifying terms. For example, they
did not know that they, as individuals,
made up their kindergarten class or that
apples, bananas, and oranges are classified
as fruit. Most children, unlike their middle-

19
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class counterparts, had so little familiarity
with written symbols that they could
neither recognize nor write their own
names, failed to use picture clues in many
instances, and could not identify a map by
name or by its use, in addition to language
symbols, the children needed to become
aware of other nonverbal forms of sym-
bolic representation. They also needed to
gain awareness that maps and globes, signs,
pictures, numerals, tallies, and arbitrary
symbols are important ways of representing
real things and ideas so that their ability to
acquire and utilize important data could
be broadened.

Teaching Strategies for Language Growth

All teaching strategies developed in the
study to further language growth began
with stimulating experiences and intense
personal involvement of the children. Kar-
plus has said, "The function of education
is to guide children's development by pro-
viding them with particularly informative
and suggestive experiences as a base for
their abstractions. At the same time, chil-
dren must be provided with a conceptual
framework that permits them to perceive
the phenomena in a meaningful way and
to integrate their inferences into generali-
zations of lasting value.4

The study developed some experiences
centered on buying, cooking, and eating
food because young children are so respon-
sive to food-oriented episodes. A descrip-
tion of specific planning to encourage skills
of classification has been reported else-
where.5 Other experiences were selected to

4Robert Karp lus, "One Physicist Looks at Science
Education," in Harry A. Passow and Robert R.
Leeper (eds.), Intellectual Development: Another
Look. Washington, D. C.: Association for Super-
vision and Curriculum Development, 1964, p. 81.
5Helen F. Robison and Rose Mukerji, "Language
and Concept Development with Disadvantaged
Kindergarten Children," Educational Leadership
23 (November, 1965).

facilitate children's information gathering
by offering hitherto inaccessible sources of
first-hand information about contemporary
life such as those centering around air
transport. Vivid and novel experiences
were also expected to illumine and clarify
much of the child's world with which he
is in contact but about which he is either
ignorant or confused. The excitement and
interest of these experiences stimulated
rapid vocabulary growth as new objects
and elements had to be named, recalled,
referred to, and classified in play situations
and in class discussions.

Teaching strategies to foster language
growth provided for free play, structured
episodes, and individual teacher-child and
small group interaction. Play opportunities
were expanded, both in duration and in
the supply of props, costumes, and equip-
ment for children's spontaneous exploration
of roles and life-based activities or fantasied
events. During the sixty to ninety-minute
play period, the teacher used some time to
work individually with one or two children
or with small groups of children in struc-
tured language activities. Before and after
the play period, there were often total class
discussions, regular music and dance per-
iods, and other routine group activities.
Milk and cookie snacks sometimes closed
the play period, sometimes preceded it.
Within this very flexible format, experimen-
tation of many kinds went on.

Language Growth in Free Play

When the teacher was encouraging chil-
dren to develop airplane play through trips
and provision of appropriate props, she
wrote signs for children to use in their play,
to help them remember new words, and to
use them correctly. The airplane pilots' caps
had "pilot" written on the visor; the ticket
clerks had desk signs denoting "ticket
clerk" and "reservation clerk." The children
quickly associated the word with the cor-
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rect sign, referring to signs, asking for them,
trading them back and forth, getting them
out for play from a special shelf, and re-
turning them after play. Name recognition
and interest in writing names soared as
ticket play developed. Boxes of plywood
alphabet letters, upper and lower case,
were available to children who preferred
to assemble the letters of a name rather
than write them. Later, the teacher intro-
duced a set of alphabet letters on stamps,
with an ink pad, and name "printing" be-
came very popular. Charts with pictures
and names of objects such as baggage and
hand truck served to remind children of
oral words they knew because the picture
clues were very clear.

Children were stimulated to word and
language growth in their free play as they
drew upon interesting concrete experiences
for new ideas, fresh information, and satisfy-
ing content for their play. The teacher
helped to stabilize word meanings and new
vocabulary in her discussions with children,
in the distinctive props provided for play,
in her comments and evaluation after the
play period, and cin the structured experi-
ences which served to support and advance
language progress made in free play.

Structured Experiences

Frequent total group discussions just be-
fore or a few days after a trip or new ex-
perience offered opportunities to use new
vocabulary and express understandings.
Often, after such discussions, the teacher
retold the story to the class, injecting
selected vocabulary. These stories were
typed on a primer typewriter and dupli-
cated. Some stories contained blank pages
for children's own pictures; others were
illustrated by the teacher foi use as story
clues. Finally, the teacher tape recorded
the story so that four children could listen
to it simultaneously through headsets while
following the little booklet with its picture

clues. Children enjoyed this activity, asking
to hear the story again and again, turning
the pages correctly, and often reliving the
experience with gestures and remarks. This
opportunity to relive an exciting experience
undoubtedly contributed to the popularity
and effectiveness of this strategy.

Each week, a few children were invited
to take home library bookswith their
standard language structure and good vo-
cabularyfrom the classroom collection, so
that older siblings or adults could read a
story several times to them. When a child
returned his book the following week, the
teacher requested him to "read" the story
to the whole class. The teacher helped by
supplying words freely or referring to
pictures clues as needed. Some children
seemed to remember stories completely and
used much of the author's phraseology and
language.

Teacher-Child Language Activities

The teacher's own language provided the
one regular, daily model of standard En-
glish speech to many of the children during
individually planned as well as class activ-
ities. The one-to-one relationship of teacher
to child was nowhere of greater value than
in assisting language growth through work
planned for language needs of specific
children.

Spontaneous dramatic play with a tele-
phone kit was gradually structured for
vocabulary and language practice for part
of the time. Using objects or pictures, two
children were encouraged to make requests
and answer them by using precise naming
and descriptive terms and to converse in
full sentences.

For those children who had no one at
home who read to them, the teacher pro-
vided tape-recorded stories which were
especially useful in approximating a one-to-
one relationship between teacher and child.
But such children also needed someone to
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respond to questions, to repeat some
especially delightful passage, or just to
react in human terms to a shared experi-
ence. Obviously, the important affective
stimulation implicit in close teacher-child
relationships cannot be duplicated mechan-
ically or in mass situations for young chil-
dren. Optimum work with these children re-
quires more than one teacher in each class.

Audio-Visual Activities

In addition to considerable use of the
tape recorder and telephone, other audio-
visual resources were provided to enhance
language growth. Colored slides and eight-
millimeter movies recorded scenes the chil-
dren had visited on trips as well as their
own play activities in the classroom. Ex-
tensive conversation was carried on be-
tween the teacher and small groups of
children as they examined slides in table
viewers and movies on a tiny rear view
screen projected by a small, cartridge-fed
projector. They delighted in naming and
labelling objects and activities, recapturing
forgotten details, putting impressions in
order, and gradually seeing relationships
and meanings emerge.

Since trips are too expensive to be dupli-
cated with any frequency, movies and
slides served to preserve the data for
leisurely and repetitive exploration in class.
Each time the children viewed these pic-
tures, they remembered or shared more
detail, acquired more information about
the pictures from the teacher and from
other children, and practiced using new
words and descriptive language. Translat-
ing their experiences and understandings,
that is their concepts, into language helps
children to carry forward their thinking
processes and to terminate the thought
sequence in a successful or rewarded overt

response, according to Carroll.6 When the
teacher can help children experience suc-
cess and mastery in school, she has forged
a powerful strategy for motivating chil-
dren's learning,

Specific Goals Lead to More Precise Tools

Analysis of changes in the children's
behavior support the effectiveness of cer-
tain teaching strategies in helping disad-
vantaged children make noticeable prog-
ress toward overcoming some of their
language deficits. Determining specific
goals of standard English for social com-
munication and conceptualization moved
the teacher to evolve new skills which were
sharply differentiated to meet clearly de-
fined needs. Because children's deficits
were frequently assessed by both observa-
tional data and simple, informal tests, the
teacher acquired precise diagnostic infor-
mation about the needs of specific children.
Thus, new teaching strategies developed
more precise and varied tools to assist chil-
dren in their efforts to conceptualize their
world and to encode their understandings
in language capable of communication,
storage, and higher levels of thinking.
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ED= G. PONDER

Understanding the Language of the
Culturally Disadvantaged Child
Introduction

The urban schools of our country are
faced with a sizeable number of school-age
children who are considered educationally
and culturally disadvantaged.1 This pre-
sents a challenge to the public schools
which try to provide an effective educa-
tional program for the boys and girls of
this segment of the population. There is
evidence, however, of a wealth of un-
tapped resources among disadvantaged
children. Because their self-images, motiva-
tions, and cultural horizons are very low,
they are prevented from achieving at a
level commensurate with their ages and
abilities.

Phenomena Regarding the Oral Language
of Disadvantaged Children

Lack of verbal symbols for common objects
and ideasSpeech patterns which cause fre-
quent misunderstandings in oral communi-
cation.
The above statements, extracted from

one of the first reports of the Milwaukee
Great Cities Study,2 are indicative of find-

"The terms culturally and educationally disadvan-
taged are used interchangeably with urban dis-
advantaged, socially disadvantaged, disadvantaged,
culturally deprived, experience poor, educationally
underprivileged, children with limited backgrounds,
and the disaffected.
'Milwaukee, Wisconsin Board of School Directors,
"Orientation Classes for In-MigrantTransient
Children, Report I, Part 1," October, 1961.
Mr. Ponder is a Research Associate in the Institute
for Developmental Studies, Deparbnent of Psychia-
try, New York Medical College. This paper was
originally presented during NCTE's Fifty-fourth
Annual Convention in Cleveland, November, 1964.

Elementary English XXXXII (November 1965),
769-774, 797.

ings and impressions of many school psy-
chologists relative to the oral language pro-
ductions of the majority of disadvantaged
children. One has to take into account,
however, that the standardized tests avail-
able and used are mostly standardized out-
side the experiences and language of these
children. Most standardized instruments
used to measure the language of the disad-
vantaged child do not tap the kind and
quality of language that he possesses.
His patterns of speech, usage, and pronun-
ciation do not, for the most part, approxi-
mate the standards of language expected
by the school ( commonly referred to as
school language ).

The oral language of the disadvantaged
child is usually on the "vulgar" level. The
"vulgar" level is used here to denote a lan-
guage category of the people or the crowd
(vulgus ). In addition, the "vulgar" level is
usually designated as the lowest level of
language. The common man without ade-
quate educational experiences speaks most-
ly on the "vulgar" level.

The oral language habits of disadvan-
taged Negro and white children coming
from the same region are similar. In work-
ing directly with children and parents from
the two racial groups, one can easily dis-
cover many similarities in language usage,
oral expression, and sentence sense. There
are, of course, some differences. The differ-
ences, however, are of degree, not kind.

Following are some samples of the oral
language( along with comments) of socially

23
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disadvantaged children. The first two
samples selected for use have been ex-
tracted from the final report of the Mil-
waukee study on Orientation Classes for
In-MigrantTransient Children.3 The third
and final sample was selected from an
actual classroom discussion in one of the
Milwaukee Orientation Classes for In-Mi-
grantTransient Children where a tape
recorder is familiar equipment and was
used to record this session"
Sample I

An Original Play
Students used the tape recorder in putting
this play together.
Boss: Hey you, boy, come here (inenac-

ingly). I thought I asked you for
two bales. You got a bale and a
half here.

Worker: Yes sir, you did and I'm trying to
pick the rest of it.

Boss: I hear you been playing and loaf-
ing out there in the field.

Worker: No sir, that ain't so. I been work-
ing hard.

Boss: Youyeah you, come here. You
the one who told me this boy was
playing and laughing stead o'doing
his work?

Worker Yas sir, and he keeps the rest of
#2 us from doing our work.

Boss: I reckon um have to give you a
beatin'. Kneel down. (Boss lashes
worker on back.) Now get up. You
got a woman?

Worker: Now sir, I ain't married.
Boss: Boy, go get yourself a woman.

Maybe you'll work better and get
them bales picked.

Worker: (Student goes off stage, selects a
girl.) E. says, "I don't want to be
in that old play, Mrs. Carter."

'Milwaukee, Wisconsin Board of School Directors,
"Orientation Classes for In-MigrantTransient
Children, Final Report," March, 1984.
'The comments following the language samples
are a result of staff conferences on selected children
enrolled in the high school orientation class. The
author wishes to acknowledge the professional
services of Mrs. Dorothy Carter, Teacher of the
class, Mrs. Lottie Porter, Project Social Worker,
and Mr. Hoyt Harper, Project Psychologist.

-
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Worker:
Boss:

Wife:
Boss:

Wife:

Other students urge E., "Aw go on,
E." E. and worker go to field.
Bossman, this is my wife.
You got any children old enough
to work in the field?
No sir, they're in school.
Send them out here to help this
good for nothin' man of yours.
(Resolutely) They're staying in
schod.
(as they leave the field) I don't
care whether he ever gets his cot-
ton picked. My children are gonna
stay in school, even if I have to
leave Mississippi and go to Mil-
waukee and live with my sister.
The children will have a chance
up there.

One can readily see how environment
helps to shape an individual's attitudes and
values. Fortunately, special personnel pro-
viding social and developmental histories
as well as psychological evaluations were
available to the teacher in her efforts to try
to understand her students through their
use of oral and written expression. In this
play, it is interesting to note the male ac-
ceptance of the Southern social system from
which they came. Too, the teacher ob-
served that the boys laughed as they played
these roles and expressed no resentment
toward the social system portrayed. ( They
didn't even react to the name, boy.) On the
other hand, the girls did not like the image
portrayed. Also, it appears that the female
values education. The play seems to suggest
that immorality, values, and attitudes often
thought of as being inherently associated
with lower-class status ( and sometimes
racial minority groups) can be avd are in-
fluenced or conditioned by authority figures
of a supposedly higher social order. In ad-
dition, this play seems to support the
notion that disadvantaged families are mi-
grating from rural impoverished circum-
stances to the urban zone to better them-
selves. The extended family is most often
crucial in this regard.
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Sample II
When mama and papa died, my brother
sent for us to come live with him. He can't
read and write and he's so ashamed. He
ain't never had no trouble on his job tho'.
He wants to give us a chance to finish high
school. My sister-law is nex' to the angels
she's so good to me and my little brothers.
There's a baby in the house that loves me
so muchI don't know why because I'm only
his aunt, but they all say he looks just like
me. I do love that little baby.

This sample seems to suggest strong
family ties which facilitate the social system
of the extended family. Moreover, one can
sense the value of education which the
family holds even though the male head of
the household appears to lack a positive
self-image because of his inability to read
and write. Nevertheless, there seems to be
a sense of pride in the work of the male as
well as love of family. Note also the poetic
quality of the line, "My sister-law is nex' to
the angels."

Sample III
William:

Scott:

Will you have seven years of bad
luck if you break a mirror?
I broke mine and that was bad
luck enough cause it was brand
new. But, I'm gonna buy me a
new one. Bad luck just comes
you don't have to break nothing
But you got to make good luck by
working hard and saving-getting
an education.

This dialogue between two students in-
dicates adequate langua e.,3 to express inter-
esting ideas, aspirations, I philosophy of
life.

The samples contained language of
Negro and white students. Was it possible
to determine racially one from the other?

The Cratis Williams' studies on Southern
Appalachian speech also indicate regional
characteristics which are interracial. Fur-
ther, Williams asserts that words, more par-
ticularly verb forms and even diction,

25

y, reveal little
achia.
of some of the
in mountain

by Williams:5

when examined comparativel
that is confined only to Appal

Following is a selected list
most common verbs used
speech which was developed

Present Past
(ask) ax axt
bring brung
burst busted
drive driv
fight fit
hear heared
reach rech
see seed
sneak snuck
take takened
teach teached

Past
Participle
axt
brung
busted
ciriv
fit
heared
rech
seed
snuck
takened
teached

Although the above list does not indicate
acceptable verb forms in our culture, it,
nevertheless, displays verb forms with cer-
tain systematic characteristics. While the
verbs in the past tense and past participle
are at the "vulgar" level, they are within the
framework of regional speech which is
fluent and meaningful. There are many
positive aspects of mountain speech. It is
colorful, metaphorical, lyrical, rhythmical.
Frazier° asserts that the great mass of chil-
dren we consider poorly languaged actu-
ally have quite a lot of language. Therefore,
Frazier argues, if we let them, they can
talk a blue streak about the things they
know how to talk about. Thus, it would
seem reasonable to suggest that we need to
understand and learn the language which
the disadvantaged child brings to the
school situation if we are to "take him
where he is."

°Cratis D. Williams, "Verbs in Mountain Speech,"
Mountain Life and Work. Berea, Ky. : Council of
the Southern Mountains, Inc., Spring, 1962, pp.
15-19.
°Alexander Frazier, "Helping Poorly Languaged
Children," Elementary English, February, 1964,
pp. 149-153.
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Some of the language of the disadvan-
taged child may be less fluent. For example,
these children often answer with a nod or
one-word reply for fear of not being able to
answer correctly in the school culture. On
the other hand, generally speaking, the
child is from a home where the parents are
educationally and culturally disadvantaged,
thereby affording little opportunity for the
development of his oral language. More-
over, the child is usually from a large family
living in a crowded, noisy apartment. The
noise, however, does not represent mean-
ingful stimuli.

The extended family is not uncommon in
the family structure of the disadvantaged
child. Uncles, aunts, grandparents, cousins,
and sometimes very close friends are a part
of the family structure. It would appear
that the disadvantaged child has only ad-
vantages regarding language development
with so many people around. The extended
family structure, however, may cause seri-
ous discontinuity in the language develop-
ment of the child. He learns language from
the many people around him, likely speak-
ing in varied pitches and accents. Lost in
the shuffle of so many people, often in a
crowded space, the child has limited op-
portunifies for help in learning to label the
objects in his environment. His opportuni-
ties for enrichment within and outside the
encapsulated, socially impoverished envi-
ronment are also limited.

Allison Davis7 stated that one night he
attended a movie on Chicago's Southside to
gain further insights into the language of
disadvantaged adults. He sat behind two
women who were engaged in a lengthy
discussion trying to label two animals
( rhinoceros h ipp op o t am us ) which had
been flashed on the screen in a zoo scene.

71n an address at the New York University spon-
sored conference, Integrating Diversity Through
the Curriculum, December 1, 1963.

Davis discovered (1) that these women
were born and reared in the South, (2) that
they had never been to a zoo or circus be-
cause being Negro in their previous locale
of the South prevented them from attend-
ing, and (3) that the women had not be-
come acquainted with these animals in
their sketchy educational or experiential
backgrounds. This illustration by Davis
would seem to support the notion that the
disadvantaged child is the product of a
disadvantaged family in which his opportu-
nities for learning to label, including feed-
back regarding labeling, are limited.

These boys and girls pass innumerable
resources and objects going from school
each day (also in their travels about the
community) without the slightest idea as to
how to label them. They label them as a
thing, do hickey, or somethin' out yonder.
These seemingly crude labels, however,
serve an important function in the commu-
nication system developed in the disadvan-
taged populace.

Many idiomatic expressions uttered by
the disadvantaged child and his parents
seem to baffle the more affluent speaker
and often obstruct communication. For ex-
ample, in some disadvantaged neighbor-
hoods, "I don't care to," can mean "yes, I'm
willing," according to the intonation of the
speaker. Whether the disadvantaged child
utters "twice out of sight" ( go around
two mountains ) in the ICentucky hills or
"gwine to tote this poke of laters' " (going
to carry this bag [sack?] of potatoes ) in
Mississippi, his oral language is highly
clear, understandable, and completely ac-
ceptable in his particular social milieu.

Should We Try to Change the Language of
the Disadvantaged Child?

It seems of paramount importance that
we accept the language of the disadvan-
taged child. To be "accepting," however,
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does not indicate a reluctance to "build on"
or improve the language habits and skills
of the disadvantaged child for fear of alien-
ating him from his family and/or peers in
the socially impoverished environment.

Disadvantaged parents want their chil-
dren to improve educationally. In fact, they
realize the necessity of a good education.
They are perplexed, usually, as to means
by which to attain educational ends. Yet, it
should be realized that many racial and
ethnic groups which presently enjoy high
cultural and social positions in the social
stratification of our society are descendants
of disadvantaged parents and depressed
neighborhoods.

There is also concern that it is futile to
try to teach the disadvantaged child "cor-
rect" language skills because he returns to
the impoverished environment only to re-
vert back to his "incorrect" usage of the
language. It should be stated that the intent
to improve the language skills of the dis-
advantaged child should not be to train him
only for a given higher level of language.
Rather, he should be made aware of other
levels of language, especially as they relate
to actual occupational situations in our so-
ciety. Thus, if the disadvantaged child sub-
sequently becomes verbally mobile, to what
degree is his reverting back of importance?
Is there a correctness to our language?
Tomlinson8 states that in helping children
achieve social standards of language, the
teacher should keep in mind that these
standards do not deny certain regional
characteristics of tone, accent, rhythm, and
idiom. Might we think of acceptable ways
of expressions for given situations as we
work with disadvantaged children ( and,
indeed, all children )?

'Loren R. Tomlinson, "Accepting Regional Lan-
guage Differences in School," Elementary English.
30 (November, 1953), 420-423.

Can We Change the Language of the Dis-
advantaged Child?

While it is important to try to assess the
amount and quality of the language pos-
sessed by disadvantaged children, it is
equally important to try to assess their lan-
guage deficiencies. This will facilitate
the establishment of a "communicative"
benchmark from which to build more ac-
ceptable language usage. Research indi-
cates some interesting findings relative to
the language of the disadvantaged child:
paucity of language, shorter sentences in
speech, poorly structured speech syntac-
tically, and language related to social class.

Cutts9 states that the utterances, huh
uh . . . huh . . . huttin . . . naw . . . wuh? . . .

cuz . . . unhunh . . .shot and other strange
noises [italics mine] that take the place of
standard American English reflect the im-
poverished language background of un-
derprivileged children.

John19 reports that several studies indi-
cate that children from lower-class back-
grounds rely on shorter sentences in their
speech than do their middle-class agemates.
She further reports from her summary of
studies that children from lower-class cir-
cumstances have a more limited vocabu-
lary and poorer articulation.

Deutsch,11 reporting on some of the basic
research at the Institute for Developmental
Studies, postulates that the lower-class
home is not a verbally orientated environ-
ment. Moreover, he reports that from ob-

'Warren G. Cutts, "Reading Unreadiness in the
Underprivileged," NEA Journal, 52 (April, 1963),
23-24.
"Vera P. John, "The Intellectual Development of
Slum Children: Some Preliminary Findings," The
American Journal of Orthopsychiatry, 33 (October,
1963) 813-822.
uMartin P. Deutsch, "The Disadvantaged Child
and the Learning Process," Education in Depressed
Areas, Edited by A. Harry Passow. New York:
Bureau of Publications, Teachers College, Colum-
bia University, 1963, pp. 163-179.
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servations of lower-class homes, speech se-
quences appear to be temporally very lim-
ited and poorly structured. Thus, Deutsch
argues, it is not surprising to find that a
major focus of deficit in the children's lan-
guage development is syntactical organiza-
tion and subject continuity.

Newtonn states that the opportunities
for language development are stretched on
a continuum and the economic "have nots"
are often the verbal "have nots" as well.

This brief look into research on language
development of disadvantaged children is
helpful in providing a frame in which to
understand the nature of their language
deficiencies. It facilitates the development
of an instructional program to more ade-
quately meet their needs. For example,
special tapes may be prepared to develop
attentional or listening skills. These skills
are important first steps with respect to
language development. Too, a sequential
program may need to be planned which be-
gins with attentional or listening skills and
moves to such higher levels as the labeling
of objects, and the labeling of similarities
and differences in objects and functions of
objects. While this example indicates how
language may be developed, it also has im-
plications for the development of other
skills.

Conclusion

In conclusion, it seems of paramount fin-
portance that the language spoken and writ-
ten by the disadvantaged child be under-
stood by the teacher in order to (1) facili-
tate meaningful communication and (2)
provide a starting point from which to
build on the language which he does
possess.

"Eunice Shaed Newton, "Planning for the Lan-
guage Development of Disadvantaged Children
and Youth," The Journal of Negro Education, 39
( Summer, 1964) 264-274.

OF DIALECT

The teacher will need to develop good
rapport with the children and provide a
positive classroom climate in order to free
them to express themselves orally. More-
over, good classroom climate will help the
teacher gain better opportunities to help
children develop "other ways" of speaking
and using the language. When good class-
room climate exists, children can often be
heard to say "I know better than that,"
or "That sounds like me."

Understanding the language of the disad-
vantaged child is not as difficult a task as is
often assumed; the teacher's attitude and
the understanding with which he approach-
es the task will determine to a large extent
the degree of difficulty. Moreover, the
teacher's awareness of the individual needs
of his children will determine the kinds of
activities and program to be provided in
the classroom. It is quite likely that the ap.
proach in helping the disadvantaged child
develop language facility is applicable for
use with advantaged children. The teacher
will in both cases plan his instruction
around the language strengths and the lan-
guage needs which the children bring to
the school situation.

1.

2.

3.

4.

5.

6.
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EDGAR DALE

Vocabulary Development of the
Underprivileged Child

Our concern as teachers is to see that our
students live a fulfilled life, that they de-
velop their potential. The job of the teacher
is to liberate them from the bonds of igno-
rance, ineptitude, prejudice, irrationality;
to develop the skills, attitudes, and infor-
mation necessary for the citizen in a de-
mocracy. Unless this philosophy actively
infuses programs for vocabulary develop-
ment ( or any kind of development of the
underprivileged child), we shall be wast-
ing our efforts. Further, nothing less than a
revolutionary effort will do much toward
the solving of this problem. The following
suggestions, then, should be seen in the
light of such a possibility.

When I speak of the underprivileged
child I mean the children usually of the
inner city, those farthest away from the
suburbs, the children of migrants. Often
we are talking about Negroes, Puerto
Ricans, Mexicans, white children from the
South. I know that when I use the term
"underprivileged" child and sometimes
"lower-class child" there is a genuine
hazard of stereotyping. It suggests that all
children who live in slums or in the inner
city are very much alike. Actually they are
quite different.

Let me point out first that nearly all
writers dealing with the underprivileged
child believe that environmental rather

Dr. Dale is a Professor of Education at the Ohio
State University, Columbus. This paper is based on
an address given at the Fifty-fourth Annual NCTE
Convention, Cleveland, Ohio, on November 27,
1964.

than genetic factors account for the general
differences that are found, and find no
evidence in the science of heredity to cause
them to think otherwise. We start, there-
fore, with the hypothesis that sharp
changes can be made in the background of
experience of these students, in their school
and out-of-school learning, and conse-
quently in their IQ's or other tests of men-
tal and educational development. The basis
for such a sweeping conclusion has been
presented by Benjamin Bloom of the Uni-
versity of Chicago in his volume Stability
and Change in Human Characteristics. He
says:

The absolute scale of vocabulary develop-
ment and the longitudinal studies of edu-
cational achievement indicate that approx-
imately 50 per cent of general achievement
at grade 12 (age 18) has been reached by
the end of grade 3 (age 9). This suggests
the great importance of the first few years
of school as well as the preschool period
in the developing of learning patterns and
general achievement. These are the years in
which general learning patterns develop
most rapidly, and failure to develop appro-
priate achievement and learning in these
years is likely to lead to continued failure or
near failure throughout the remainder of the
individual's school career. (p. 27)

Let's look first at some of the character-
istics of the underprivileged child. These
are findings of Martin Deutsch of New
York Medical College, Gertrude Whipple
of the Detroit Public Schools, Roger Brown
and Ursula Bellugi of Harvard, John B. Car-
rol of Harvard, and Basil Bernstein of the

Elementary English XXXXII (November 1965),
778-786.
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University of London. I do not mean that
this is a consensus of all of their writing, but
rather that these are the chief sources of
the following statements:
1 ) Models of excellence in use of vocabu-

lary or sentence structure are not
easily available to these deprived chil-
dren.

2) They come from broken rather than
intact homes. Often there is a non-
existent or weak father image.

3) Underprivileged children stay closer to
home, in their own neighborhood.
Their physical ranging is limited.

4) They have a negative self-image.
5) Their auditory span, their capacity for

sustained attention is less than middle-
or upper-class children.

6) They use a smaller number of less
varied words to express themselves.

7) Their sentences are shorter and more
categorical. There are more incom-
plete sentences.

8) These children meet limited variability
in the kinds of problems they face,
have no opportunity to be challenged
by the complexities faced by middle-
class children.

9) Home tasks tend to be motoric, not
motivated by distant goals. There is
emphasis on the immediate.

10) There is probably less listening to TV
or radio, but here the data are limited.

11 ) There is a lack of manipulable objects
in the home.

Given this background, let us see how it
relates to the development of vocabulary.
It is in the environing culture that we must
look for those factors which inhibit the
language development of underprivileged
childrenwith resultant meager vocabu-
lary and inadequate syntax. The underpri-
vileged are usually ghettoized, concentrated
in the inner city or its fringes, do not freely
associate with suburban children. There is

little communication, defined as "the shar-
ing of ideas and feelings in a mood of
mutuality."

The average Negro adult has approxi-
mately an eighth-grade education: the
white adult has almost a twelfth-grade
education. One is an eighth grader, the
other a twelfth grader. To be a parent
with a twelfth-grade education means that
you can usually read with relative ease and
understanding such magazines as Time,
Life, Newsweek, and others. Data regarding
the izaders of these magazines show that
those below the eighth grade represent only
a small proportion. Indeed, we know that
about 70 percent of the readers of "slick
paper" magazines are high school graduates.
The same point could be made about the
reading of serious political, economic, or
governmental articles in the daily press. The
average Negro parent cannot bring these
complicated ideas to his children.

Second, words name things and actions
with which we come into physical con-
tact, within our perceptual range. As I
noted earlier, the actual physical range of
the underprivileged child is restricted. He
doesn't move as far away from home base
as does the middle-class child. An example
is the learning of animal concepts. The
middle-class child tested on the names of
animals may do very well. One boy, when
questioned as to why he knew the names
of so many animals, said: "My parents al-
ways stop at animal farms so that we can
see them."

But who takes the lower-class child to
see the animals in the zoo? If he lives in
a broken home, there may be no father to
do this. Or even if he is in an intact home,
there may be no method of easy transpor-
tation, such as the middle-class child has.
How would the child of the inner city or
slum get farm experiences? It would have
to be a part of a planned school program.
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The effectiveness of such a program was
well illustrated by the experience of a
Cleveland teacher who sharply increased
the reading and vocabulary level of a group
of second graders by this approach. These
experiences were needed because the
downtown school in which she worked
was dominated by warehouses, produce
and grocery markets, and other business
establishments.

Forty pupils in her group were at a low
level of the second grade and could not
master simple reading books suited to their
age. The activities they engaged in in-
cluded planning and making a visit to a
farm, meeting the farmer and his family,
exploring the barn, operating a water
pump, riding on a tractor, looking at the
combine, seeing "real" cows and a baby
calf, playing in the straw.

Returning to the school, they recorded in
pictures and on tape what they liked best.
Willie said, "I liked the cows." Ronald
said, "I saw a apple tree. It was full of
blossoms, so pretty, and after while the
tree will have apples and I would like to
go back and eat them apples." Stanley de-
scribed a rake as "a thing that you make a
garden with. Cot a long handle, look like
a comb, and you put the points on the
ground, pull the dirt along when the
farmer makes a garden." Fanny Mae found
out that a duck is a "quack-quack who
swim in the water." She also learned
about a silo: "I know what that is now.
It's a big high thing out beside the barn,
and it's a big old round thing the fanner
cuts up corn stalks and puts them in and
save them all winter for the animals to
eat." All but three of the forty children
were brought up to the standard reading
level by the end of the year.

The deprived child, then, has actually
been physically restricted in the number
of things he has seen,heard, touched, and
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tasted. He lacks perceptual experience.
There is also a lack of sequencing, the
giving of order to these experiences. The
child does not have a satisfactory filing
system for storage or retrieval of experi-
ences. This, after all, is what is meant by
vocabulary and syntaxputting new and
old ideas into new and varying patterns.

But perceptual experience is not enough.
Furthermore, perceptual experience is not
guaranteed by the presence of things to be
perceived, or we would all be able to
name the trees, the flowers, the birds
around us. Martin Deutsch has pointed out
in Education in Depressed Areas that the
child not only lacks perceptual experience
but sustained attention as well, the perse-
verance necessary to master these expe-
riences.

Why do lower-class children often do
poorly cn the Metropolitan Reading Read-
iness Test? One Negro educator with
whom I discussed this question showed
me the test and reasoned this way: "Here
is a picture of a wagon with three wheels.
What is wrong with it? The child sees noth-
ing wrong with it He often plays with a
wagon with no wheels at all. Here is a ta-
ble with three legs. This is not uncommon in
his home. Why should he see anything
wrong with it?*

The answer may be more complicated
than this. Adults in primitive cultures who
are shown a photograph of themselves
may not know who it is. They learn this
by having someone note the congruence of
the various items in the photograph with
the individual himself. Certainly the de-
prived child would not choose an actual
wagon with three wheels if one with
four wheels was available. But he may
not be .able to perceive the line drawing of
a wagon as representing the same wagon
which he chose or failed to choose. This
must be learned, and the difficulty the
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typical pupil has in reading graphs and
charts indicates the problem faced. Can
you easily understand the symbols used on
a blueprint or in a wiring diagram?

We may be able to see differences in the
real things but not in their representation.
That persons of limited ability can make
complicated discriminations is illustrated
by an experience I had walking through
the woods in Ohio with a boy whose
IQ was about 60. He had left school in the
fourth or fifth grade. He named all the
trees as we went alongchestnut, iron-
wood, beech, pin oak, wild cherry, black
walnut, etc. Then I said, "I don't know
how to tell the difference between the
wild cherry tree and the black walnut.
How do you tell the difference?"

His answer was simple. "You look at
them." To him this was just as stupid a
question as it would be to ask a fourteen-
year-old boy, "How do you tell the dif-
ference between a Chevrolet and a Pon-
tiac?" He would reply, "You look at
them."

I am making the point that if we stay at
the concrete level, dullness or brightness
will not be the major conditioning factor
of growth in vocabulary. If we set up an
environment for children in which they
can taste ,and touch and smell, manipulate,
see, feel, work on materials, they will be
able to name and to label. The brighter
may learn faster than the duller, but all
will be able to learn.

This would suggest, of course, that a
program of nursery school education should
enable children to work with wood of
various kinds, to paint, to cut out things
with scissors, to eat varied foods or pre-
pare foods within the school, make visits,
go on study tripsand to discuss all these
activities. This is important because chil-
dren learn by active contact with things
that make a differenee to them.

The teacher's role, then, is one of aiding
the child to self discovery. He observes the
child's rate of development and moves the
child on to the next task when he is ready.
He listens to the child as the child discovers
writing and reading. He works with the
child to help him see the relationship be-
tween sound and symbol.

The early vocabulary of children shows
an emphasis on nouns. The relational terms,
the qualifying terms, the complex sentences
come later. So we may set up the basic
premise that a major factor in the early
development of language will be rich, con-
crete experience in which the child is in-
volved and in which there is an explicit
plan to name and to discuss.

Now we come to another critical factor
in concrete experience. We may thin's; for
example, that the word pqt is a concrete,
clear-cut name that all children would
easily learn. Not so. Many children in a
deprived area in Washington, D. C., did
not know the word pet, according to a
study made by the teachers. Further, even
when some teaching was done with this
term, it showed limited growth over a
period of time.

Why? We must realize that many words
which seem quite concrete to the middle-
class teacher or to the middle-class child
are indeed abstractions to the deprived
child. The child living in an overcrowded
apaitment does not usually have pets. A
dog requires a license, purchased foods,
medical attention, etc. The word pet is an
abstraction. It is an abstraction which ap-
plies not merely to a dog or a cat 'but it
might apply also to a lizard, a frog, to any
animal requiring constant care and given
a certain amount of affection.

I asked my four-year-old granddaughter
what a pet was. She looked at me with
an air of disbelief and curiosity which said,
"Is grandfather playing a trick on iner Of
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course she knew what a pet was, and
she knew it because she had had pets and
they had been so named. The idea of pet
was internalized, in her bones.

As we work with deprived children
we must realize that some terms which
we assume are concrete, are abstract and
unknown to them. At this point we may
ask whether the premise of providing rich
school experience is enough. Does this fur-
nish us with adequate guidelines for the
curriculum? I don't think it does. We must
have an alert teacher who is aware of the
out-of-school experiences of the child and
how these experiences can be enriched.

There must be close cooperation with
the home difficult as thil may sometimes
be. There must be enhanced opportunities
to make and hear increasingly complicated
sentences. This means listening to record-
ings, making recordings, doing role-play-
ing, putting on plays, viewing specially
designed films, filmstrips, and television
programs. It means more questions and
answers about things that matter, more
riddles, more jokes.

Usually when the issue of the vocab-
ulary of the deprived child is discussed I
am told that the Negro child knows cer-
tain words that the white child does not;
that he has a unique, concrete, expressive
language. Are there key areas where the
deprived child is likely to have vocabulary
not possessed by the middle-class child?
Does the deprived child have a skill in
creafing metaphors not possessed by the
middle-class child? John Brewer, of the
Miller Elementary School in Pittsburgh, has
listed a number of synonyms which pupils
use for common words:

cigarettebush, joint, weed, tips, butt, charge
teachermink job, moose, sad sack, Smokey the

RPM
a retarded personway out, goof, knuckle head,

lame, hole-in-head

gasolinesoup, thunder, lightning
suitcloth, the vine
teethivory, snags
mustachebrush
skinsoft stuff, velvet
clubmuscle, wood
happyhe's gone, reefer.head, he's groovy
cryingkleenex job
overcoatwinter heat
toothbrushpearl pusher
runtook off, and away we go, split, fade out
pencilstick
matchesfire
strongiron head, cement job
outwittedscooped, tank job, paying his dues
worksweat job
make-upbucket of paint
thiefglue, sticky, chicken-picker
hatlid, sky
waterwe stuff, rock on rye
popoil, sweet water, bubble
movieflip time, flicker
houseshack, pad, hole in the wall, crib
snowwhite stuff, rice
magistratefine peeler, the heat, the man
baldshine, sunny side up, Mr. Clean
mousetiny tim
coinsjingle, hopping Johns, dust
sleepcat eye, shut eye, knock myself out, red eye
ice creamsnow

Some other examples which I have
picked up include the following:

acea good friend, companion
everything's everythingeverything is wonderful or

good
grayswhite people
happy shopliquor store
pull his coatto bring to someone's attention
the manthe police or a policeman, also a nab
bread ain't donenot very smart
macimmaculate
walking on the wallnervous
juiced updrunk
finger poppingsnapping fingers to music
pounding bricklooking for a job

In Jamaica "big eye" means greed;
"strong eye," domineering. In Columbus, I
have heard "Sure knows his way to High
Street," and "keeps his shoe laces tied"
used to mean, "He's plenty smart."

It is possible, too, that the child living in
the inner city has a perceptive understand-
ing of emotion, not possessed by middle-
class children. Perhaps he can size up situ-
ations better. Certainly he has been sub-
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jected to much more vital experience about
the realities of life and death than has his
middle-class counterpart. This is worth ex-
ploring further. Has the underprivileged
child learned to read people, that is to
interpret skillfully the rejection and accept-
ance in the faces and behavior of those with
whom he comes in contact?

Basil Bernstein, an English sociologist,
has pointed out that at school the under-
privileged children must learn a second
languagethe middle-class language of the
school and textbook. Here logical modifi-

cafion is expressed in complex gram-
matical constructions. Symbolism of a high
order of generality and a large discrimi-
nating range of adjectives and adverbs are
now expected of him. This is a lanpage
that middle-class children have heard from
their first months, and they have fewer
problems with it than do the lower-class

children.
At school the teacher says, "John, would

you mind closing the window?" Whether
he minds or not is of little consequence.
Think of how often we say: "John, is your
desk clean?" meaning, "Clean up your
desk"; "Are we all paying attention?"
meaning, "Get with itl" Bernstein says
that the lower-class child must learn a
middle-class way of talking about things.
He is thus penalized much as is an immi-
grant child coming to this country from an
alien culture.

Bernstein states that the lower-class
parent may say to his child, "Don't sit
there." If the child says, "Why?" the parent
says, "Because I said so." He is merely
being told that he must obey. The middle-
class parent, however, may give a reason,
namely, "Because you will get too cold,"

or something else. In short, 'the middle-
class parent tries to state a cause-and-effect
relationship, whereas the lower-class par-
ent may merely say: "Because I told you

to do it." No new information is gained;
there is merely an extension of a command.
Thus the middle-class child learns to link
cause and effect.

Third, it is likely that the lower-class
child will not use the variety of tenses that
the middle-or upper-class child will use.
He may say, "Baby come" instead of "The
baby is coming." He may say, "I go" instead
of "I will go." He will also often omit
articles, as in the speech of very young
children, saying "I dig hole" instead of "I
dig the hole." And the deprived child may
carry this immature speech into the school.
Roger Brown and Ursula Bellugi point out
in the Harvard Educational Review,
Spring 1964, that sometimes children will
know the articles in a sentence but will
not repeat them after the adult because of
meager attention spa% As they learn to
keep more things in mind, the articles are
then put in.

Brown and Bellugi also point out that
adults tend to stress orally the words car-
rying the content and include articles and
auxiliary verbs and verb endings which
the child may omit. The difference then
between child language and adult lan-
guage is not necessarily a difference only in
word order. The adult, correcting some-
thing the child said, tends to supply needed
articles, auxiliary verbs, etc., thus provid-
ing a model of how it should be done.
How does the deprived child get this ex-
perience? Often he doesn't.

Where might we go from here in study-
ing the language of the deprived child?
First of all, we need adequate analyses of
this language not only in terms of words
and their level of generality but also in
terms of syntax. I mean the kind of study
that Ruth G. Strickland reported in "The
Language of Elementary School Children:
Its Relationship to the Language of Read-
ing Textbooks and the Quality of Reading
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of Selected Children," (see bibliography;
also Walter Loban, The Language of Ele-
mentary School Children).

Perhaps one of the reasons that dif-
ferences grow greater in the upper grades
is that the concrete vocabulary of the de-
prived child becomes increasingly inade-
quate in meeting language Problems faced
in school, especially those related to read-
ing. Somewhere around the fourth or fifth
gade the words learned by spealdng and
listening decrease in proportion to words
learned by reading. Some of this reading
vocabulary consists of synonyms of well-
lcnown spoken words, and the underpriv-
ileged child can learn them.

But a number of the critical new words
are conjunctions. As long as they are the
simple conjunctions such as and, there may'
be no problem. Difficulties arise, however,
when conjunctions indicating pairing or
casual relationship are developed. A time
lag occurs before the meaning can be
grasped, e.g., "He was not only a scholar
but also a gentleman.* The idea must be
held in mind to the end of the sentence.
There are conjunctions of alternates such
as neither ... nor, and there are the con-
junctions of inference. Some conjunctions
are confusingly abstract little words such
as for, or, and so. Some are not usually
heard in conversation, such as consequent-
ly, hence, therefore, as a result. The con-
junction often intro& ces a high level of
abstraction, someth: .14 for which the
limited reading and perhaps the limited
attention span of the deprived child is a
serious handicap.

Another area needing careful study is
that of inflectional suffixes used to indicate
tense. Berko, for example, in "The Child's
Learning of English Morphology," Word,
(AugustDecember 1958 ) has made such
a study of children's oral language. How-
ever, we cannot assume that a child able to

make oral inflectional changes in suffixes
can make these changes in writing. Ger-
hard Eichholz has carried on some studies
in this field, working with noun plurals,
past tense of verbs, comparatives_ and su-
perlatives, possessive singular and plural.
More critical, expanded studies are needed
in this area.

It is easy to say that too little is known
about the vocabulary development of
the deprived, that we need a great deal
of research, etc. Since only a few persons
are going to do this research, it seems to
absolve us of responsibility for doing
something about this problem. The term
"deprived," however, is a relative one.
There are deprived persons in our high
school and college classes, in wealthy
suburban schools, even in our graduate
schools. The dynamic potential of these
students has not been reached and may not
be reached unless we as individual teach-
ers are able to help them see what they
can do to remedy past weaknesses and
build new strengths.

It is possible that we are overvaluing
the verbal, the formal, the highly symbolic
language, as contrasted both with in-
formal, expressive, tangible, descriptive
language and with non'yerbal language.
"The oral tradition is still strong," notes
Richard Hoggart in The Uses of Literacy
as he discusses the British "working class."
Certainly formal language is good for
much, but it is not good for everything. I
think of the little Japanese boy f?.dscribed
in the book Crow Boy by Taro Yas)aa.
Chibi's playmates reject him and he spends
his time thinking, listening, watching. The
author writes:

Just the ceiling was interesting enough
for him to watch for hours. The wooden top
of his desk was another thing interesting to
watch. A patch of cloth on a boy's shoulder
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was something to study. Of course, the
window showed him many things all year
round. Even when it was raining the win-
dow had surprising things to show him. On
the playground, if he closed his eyes and
listened, Chibi could hear many different
sounds, near and far. And Chibi could hold
and watch insects and grubs that most of us
wouldn't touch or even look at.

When a new teacher came, however,
Chibi became important. "Mr. Asobe, the
teacher, often took his class to the hilltop
behind the school. He was pleased to learn
that Chibi knew all the places where the
wild grapes and wild potatoes grew. He
was amazed to find out how much Chibi
knew about all the flowers in our class
garden." But Chibi's great triumph came
when he imitated the crows:

First he imitated the voices of newly
hatched crows, then he made the mother
crow's voice, then he imitated the father
crow's voice. He showed how crows cry
early in the morning. He showed how
crows cry when the village people have
some unhappy accident. He showed how
crows call when they are happy and gay.
Everybody's mind was taken to the far
mountainside from which Chibi . . . came
to the school.

The story is a parable. It is the story of
those who take excessive pride in their
indirect knowledge of the world, its sym-
bols and signs, but ignore the rich expe-
rience all around them. Don't forget, too,
the growth and development that can
come from music, drama, the tenderness
and compassion of sensitive human rela-
tionships.

I suggested at the outset that we need
a revolutionary change in order to meet the
problems of underprivileged children,
youth and adults. We could get it if we
were all convinced that (1) there should
be universal access to excellence; (2) we

should place a high priority on funds for
compensatory education of underprivileged
children and their parents. If this means
delaying putting a man on the moon, let us
delay.

The place where you are born in the
United States should not dictate educa-
tional opportunity. We can move imme-
diately to the equalizing of all educational
instructional materials. We have made a
good beginning in doing this through pro-
viding NDEA funds, through language
laboratories, films, and the like. We should
proceed speedily to make equality a reality.

Finally, I counsel a tough-minded atti-
tude toward the problem and a tender-
minded attitude toward the child. Further,
the job of.the teacher is not to pick the win-
ners, and this is what we are often doing
both in the first grade and in the graduate
school. We honor "being on top" and con-
sider it almost immoral to be at the foot of
the class. To live a fulfilled life we must
share our fulfillment with others. The best
symbol for democracy is not a circle, but a
ladder:.

Finally, and this is the most difllcult of
all, we must be willing to develop rad-
ically new educational patterns to solve
these problems. It won't do to put frosting
on a stale cake. We must not do better the
things we should not be doing at ail., Our
society itself must be transformed. A friend
of mine, the late Bent Taylor (who had a
distinguished career in national social
work), told me that his high school prin-
cipal in Louisville, Kentucky, once said to
him about an important job that needed to
be done: "Bent, if you and I don't do this,
who will?"
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Dialect Barriers to
Reading Comprehension

A thoughtful discussion of the effects
which differences in dialect may have in
"Big City" classrooms. The author suggests
that knowing the range of dialect differ-
ences helps the teacher teach reading better.

The task of learning to read is not an easy
one. But it's a lot easier to learn to read
one's mother tongue than to learn to read a
foreign language, one which the learner
does not speak. Actually each of us speaks
a particular dialect of a language. Each
dialect is distinguished from all other
dialects by certain features as: some of its
sounds, some of its grammar, some of its
ve abulary. The dialect which the child
learns in the intimacy of his own home is
his mother tongue. All physically normal
children learn to speak a dialect. Whatever
happens to his language during his life,
however fluent and multilingual he may be-
come, this native dialect is his most deeply
and permanently rooted means of com-
munication.

Since it is true that learning to read a
foreign language is a more difficult task
than learning to read a native language, it
must follow that it is harder for a child to
learn to read a dialect which is not his own
than to learn to read his own dialect.

This leads to an important hypothesis:
The more divergence there is between the

Dr. Goodman is an Associate Professor of Educa-
tion at Wayne State University, Detroit. This paper
was presented at the meeting of the International
Reading Association, Detroit, Michigan, May 6,
1965 and will appear in the proceedings of that
meeting.
Elementary English XXXXII (December 1965),
853-860.

KENNETH S. GOODMAN

dialect of the learner and the dialect of
learning, the more difficult will be the task
of learning to read.

This is a general hypothesis. It applies to
all learners. If the language of the reading
materials or the language of the teacher
differs to any degree from the native speech
of the learners some reading difficulty will
result. To some extent also there is diver-
gence between the immature speech of the
young learner and adult language norms in
the speech community. Children have mas-
tered most but not all of the sounds and
syntax of adult speech. A further diver-
gence reflects the fact that older members
of any language community are less in-
fluenced by language change than are the
youth. Thus the teacher may cling to lan-
guage which is obsolescent in form or
meaning. Books particularly lag behind lan-
guage change since they freeze language at
the date of composition. Though this paper
is mainly concerned with gross dialect dif-
ferences it must be remembered, then, that
the reading problems discussed apply to
some extent to all learners because minor
dialect *differences are features of even
homogeneous speech communities.

The Divergent Speaker
For purposes of discussion we'll call the

child who speaks a dialect different from
that which the school, text, or teacher treats
as standard, the divergent speaker. Diver-
gence, of course, is relative and there is by
no means agreement on what standard
American English is. Divergent is a good

39
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term however, because it is neutral as a
value term and it is important, perhaps
critical, in considering the problems of the
divergent speaker to avoid labeling his lan-
guage as bad, sloppy, or substandard. We
need to keep clear that, though some dia-
lects may carry more social prestige than
others, they are not necessarily more ef-
fective in communication. Gleason has said,
"It is a safe generalization to say that all
languages are approximately equally ad-
equate for the needs of the culture of which
they are a part." Dialects represent sub-
cultures. Therefore it can similarly be said
that all dialects are equally adequate for
the needs of the subculture of which they
are a part.

Every child brings to school, when he
comes, five or six years of language and of
experience. His language is closely inter-
twined with the culture of his community;
it embodies the cultural values and
structures the way in which he may per-
ceive his world and communicate his re-
actions to others.

His language is so well learned and so
deeply embossed on his subconscious that
little conscious effort is involved for him in
its use. It is as much a part of him as his
skin. Ironically, well-meaning adults, in-
cluding teachers who would never inten-
tionally reject a child or any important
characteristic of a child, such as the clothes
he wears or the color of his skin, will im-
mediately and emphatically reject his lan-
guage. This hurts him far more than other
kinds of rejection because it endangers the
means which he depends on for communi-
cation and self-expression.

Things that other people say sound right
or funny to a child depending on whether
they fit within the language norms of his
dialect. He has become exceedingly pro-
ficient in detecting slight, subtle differences
in speech sounds which are significant in

his dialect and he's learned to ignore other
differences in speech sounds that are not
significant. He uses rhythm and pitch pat-
terns of his language with great subtlety.
He enjoys puns on language which employ
very slight variations in relative pitch and
stress. By the time divergent speakers are in
the middle grades they have learned to get
pleasure from the fact that an in-group pun
based on their common divergent dialect is
unfunny to an outsider like their teacher
who doesn't share the dialect.

All children develop vocabulary which
falls generally within the vocabulary pool
of their speech community. Through re-
peated experience common for their culture
they have begun to develop complex con-
cepts and express them in their mother
tongue.

In every respect the process of language
development of the divergent speaker is ex-
actly the same as that of the standard
speaker. His language when he enters
school is just as systematic, just as gram-
matical within the norms of his dialect, just
as much a part of him as any other child's
is. Most important it is a vital link with
those important to him and to the world of
men.

There are some differences between the
problems of the divergent speaker in an
isolated rural community where a single
dialect is the common speech and has been
for several generations and the problems of
the divergent speaker in the center of one
of our great cities. This latter child may
live in a virtual ghetto, but his friends and
neighbors represent a variety of language
backgrounds. Transplanted regional dialects
become social class dialects. As the city-
dweller grows older he comes into increas-
ing contact with the general culture and its
language. In the home community the idio-
lects, the personal languages of individuals,
will cluster closely around a dialect proio-
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type. But the dialects of urban divergent
speakers are much more varied and shade
off from distinct divergent dialects to stan-
dard speech. Variables such as family origin,
recency of migration, degree of isolation
from influences outside the subculture, at-
titudes toward self, personal and parental
goals are some of the factors which may
determine idiolect.

Divergent Languages or Dialects

Language diversity among divergent
speakers complicates the task of under-
standing the literacy problems which they
have. The basic problems will be the same
but the specific form and degree will vary
among individuals.

Teachers need to give careful considera-
tion to the separate characteristics of sev-
eral kinds of language divergence. They
need to first differentiate immature lan-
guage from dialect-based divergence. Lan-
guage which is immature is always in transi-
tion toward adult norms. Teachers need not
worry foo much about immaturity in lan-
guage since desired change is virtually in-
evitable. On the other hand whatever the
teacher does to speed this change is in the
direction the child is moving. He can con-
firm the teacher's advice in the speech of
his parents. But if the teacher "corrects" the
dialect-based divergent language, this is at
cross purposes with the direction of growth
of the child. All his past and present lan-
guage experience contradicts what the
teacher tells him. School becomes a place
where people talk funny and teachers tell
you things about your language that aren't
true.

Another point that needs to be clarified
is the difference between standard regional
speech and some imaginary national stan-
dard which is correct everywhere and al-
ways. No dialect of American English ever
has achieved this status; instead we have a
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series of standard regional dialects, the
speech of the cultured people in each area.

It's obvious that a teacher in Atlanta,
Georgia, is foolish to try to get her children
to speak like cultured people in Detroit or
Chicago, just as it's foolish for any teacher
to impose universal standard pronunciations
which are not even present in the teacher's
own speech. I'm referring to such hypoc-
ricies as insisting that u before e must al-
ways say its own name and therefore Tues-
day is /Tyuzdey/. Cultured speech, socially
preferred, is not the same in Boston, New
York, Philadelphia, Miami, Baltimore, At-
lanta, or Chicago. The problem, if any,
comes when the Bostonian moves to Chi-
cago, the New Yorker to Los Angeles, the
Atlantan to Detroit. Americans are ethno-
centric in regard to most cultural traits but
they are doubly so with regard to language.
Anybody who doesn't speak the way I do
is wrong. A green onion is not a scalron. I
live in Detroit not Detroit. I can carry my
books to work but not my friends. Fear ends
with an r and Cuba does not. Such ethno-
centrisms are unfortunate among the gen-
eral public. They may be tragic among edu-
cators. Too often we send children off to
speech correction classes not because their
speech needs correction but because it
isn't like ours. Pity the poor child who finds
himself transplanted to a new and strange
environment and then must handle the ad-
ditional complication of learning to talk all
over again. And, of course, if the child is a
migrant from the rural South to the urban
North, his speech marks him not only as
different but socially inferior. He is told not
just that he is wrong but sloppy, careless,
vulgar, crude. His best defense is to be
silent.

In his classroom the divergent speaker
finds several kinds of language being used.
First is the language or bundle of idiolects
within dialects which he and his classmates
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bring with them as individuals. Represented
in their language or dialect is the language
or dialect of their parents and their speech
community. Next there is the language of
the teacher which will exist in at least two
forms. There will be the teacher's informal,
unguarded idioleot and his version of cor-
rect standard speech; the way he says
things off guard; the way he strives to speak
as a cultivated person. Another version of
the standard language will be the literary
form or forms the child encounters in
books. To this we must add the artificial
language of the basal reader. Artificial lan-
guage is not used by anyone in any com-
municative situation. Some primerese is
artificial to the point of being nonlanguage,
not even a divergent one.

The Consensus of Language and the Uni-
formity of Print

Two things are in the divergent child's
favor. First, all speakers have a range of
comprehension which extends beyond the
limits of their own dialect. All of us can
understand speech which differs from our
own, particularly if we are in frequent con-
tact with such speech. As they grow older,
urban children are in increasing contact
with a number of dialects other than their
own. Secondly, the English orthography has
one great virtue in its uniformity across
dialects. No matter how words are pro-
nounced printers across the the country
usually spell them the same. Though we get
some mavericks like gui/ty and judgment
we spell pumpkin the same whether we say
pagkin or pomplcon and something the same
whether we say sompthin or sompm. This
standardization of print for a multidialectal
speech suggests that part of the problem of
learning to read for divergent speakers
could be eliminated if teachers let children
read in their own dialects and if teachers
got rid of the misconception that spelling
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determines pronunciation. One child asked
his teacher how to spell /net/. "R-a-t" she
said. "No, ma'am" he responded. "I don't
mean rat mouse, I mean right now."

Points of Divergence Among Dialects

Now if we examine the areas in which
dialects differ we can perhaps shed some
light on the barriers divergent readers face.
Let us start with sound.

Sound Divergence

Intonation

Dialects differ in intonation. Perhaps
what makes an unfamiliar dialect most dif-
ficult to understand is its unexpected pitch,
stress, and rhythm. Teachers often com-
plain when they first begin to work with
divergent speakers that they can't under-
stand a word. But after a short time they
seem to tune in on the right frequency.
They catch on to the melody of the dialect.
Since intonation is essential in understand-
ing oral language, it is logical to assume that
it must be supplied mentally by readers as
they read in order for comprehension to take
place. How much comprehension is inter-
fered with if the teacher insists on intonation
patterns in oral reading which are unnatural
to the divergent reader can only be con-
jectured at this time. But there is no doubt
that this is a source of difficulty to some
extent.

Phonemes

Phonemes are the significant units of
speech sounds which are the symbols of
oral language. All American dialects share
more or less a common pool of phonemes.
But not all dialects use all these phonemes
in all the same ways. They pattern different-
ly in different dialects. Since phonemes are
really bundles of related sounds rather than
single sounds, it is likely that the range of
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sounds that compose a particular phoneme
will vary among dialects. Vowel phonemes
are particularly likely to vary. Even within
dialects there are some variations.
Good examples are words ending in -og,
such as /dog/, /fog/, /frog/, /log/; or
are they /dog/, /fog,/, /frog/, /bg/? In my
own idiolect I find I say /frag/, /fog/,
/dog/, /bg/, but I also say /cag/, /bag/,
/smag/.

Obviously phonics programs which at-
tempt to teach a relationship between let-
ters and sounds cannot be universally appli-
cable to all dialects. The basic premise of
phonics instruction is that by teaching a
child to associate the sounds which he hears
in oral language with the letters in written
language he will be able to sound out
words. But a divergent speaker can't hear
the sounds of standard speech in his non-
standard dialect because he does not have
them or because they occur in different
places in his dialect than other dialects. The
instruction may be not only inappropriate
but confusing. When he reads the lesson he
may then be forced to sound out words
which are not words in his dialect. To il-
lustrate: Take a child who normally says
/da/ rather than /tha/ and /nafin/ rather
than /naein/. Teaching him that the
digraph <th> represents the first sound
in the and the medial consonant in nothing
makes him pronounce words not in his
dialect and throws a barrier across his
progress in associating sound and print.

New Reading Materials and Sound Diver-
gence Among Dialects

Recent attempts at producing beginning
reading materials which have regular one-
to-one correspondence between letters and
phonemes will not solve this problem and
may actually compound it since there will
be a tendency for teachers to assume that
the matched correspondence of sound and
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letter is to be uniform throughout the read-
ing materials. For example, they might as-
sume frog and log to have the same vowel
sound and so teach the sounds to be the
same when a student might well use /a/
as in father in one and /a/ as in caught in
the other. The matched phonemic-graphe-
mic books assume that there is a uniform
spoken set of sounds that can by ingenuity
and counting of data be inscribed with a
uniform written alphabet. This is not true,
when the spoken language is viewed as a
national-international phenomenon or when
it is viewed as a local phenomenon in a
heterogeneous cultural country as one of
our urban centers.

Transcription of the sound language in
ITA faces the same problems. It has a wider
alphabet and can therefore transcribe more
literary and sensible English than the
limited lexicon of the American linguistic
readers. The British ITA materials, how-
ever, cannot be read literally except with
the "received pronunciation" of the BBC.
When as an American I read about "levers"
in an ITA book I must say /liyverz/. The
principle that spelling is the same across
dialects is sacrificed and ITA spelling re-
quires pronunciation narrowed to one spe-
cial class dialect. Teachers using these
materials need to make some adjustments
for the dialects used by themselves and
their students. There may be, no doubt is,
a spoken language in common but it is
not so uniform as is the common spelling
system.

Another place where sound divergence
among dialects affects the handling of read-
ing materials is the traditional sets of
homophones. Homophones, words that
sound alike, will vary from dialect to dia-
lect. Been and bin are homophones in
my speech. In another dialect been would
sound the same as bean and in still another
Ben and been would be sounded alike.
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Bidialectal students may bring up new sets
of homophones. One teacher asked her
class to use so in a sentence. "I don't mean
sew a dress," she said. "I mean the other so."
"I got a so on my leg," responded one of
her pupils.

Grammar Divergence

The Suffix

Inflectional changes in words involve
using suffixes or internal changes in words
to change case or tense. In certain dialects
of American English speakers say He see
me rather than He sees me. They are not
leaving off an s. There isn't any in their
dialect. Similarly, plurals may not use an s
form. I got three brother is common in Ap-
palachian speech. One teacher reported 'co

me that her pupils could differentiate be-
tween crayon and crayons as written words
and respond to the difference by selecting
plural and singular illustrations, but they
read the words the same, one crayon, two
/krk.eyan/. The problem is not an inability
to see or say the s. It doesn't seem to be-
long in the pronunciation of crayons. The
inflectional ending s to indicate plural is
not in the grammar of this dialect.

Most Americans will add /az/ to form
plurals of words ending in /s/ /z/ /I/
N as in busses, mazes, washes, colleges,
churches, but in the Blue Ridge Mountains

. this ending also goes with words ending in
/sp/, /st/, /s1c/ as in /waspaz/ /pohstaz/
/tteskaz/ (H. A. Gleason, An Introduction
to Descriptive Linguistics, New York: Holt,
Rinehart and Winston, p. 62). This kind of
difference will be reflected in the child's
reading. The eifferences are systematic
within the child's dialect. In terms of the
school and teacher they may be divergent,
or as we say, incorrect, but in terms of the
reader and his speech community they are
convergent, that is, correct.
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Not only suffixes vary, but also verb
forms and verb auxiliaries. When a child
says, "I here teacher," as the teacher
calls the roll he is not being incomplete. No
linking verb is needed in this type of ut-
terance in his dialect. There is a difference
in the syntax of his dialect and other Amer-
ican English dialects. Fortunately such dif-
ferences are minor in American English.
One area of difference seems to be the use
of verb forms and verb makers. We was
going, They done it, We come home all
are examples of this phenomenon.

Vocabulary Divergence

An area of dialect divergence that people
are most aware of is vocabulary. Most peo-
ple are aware that gym shoes in Detroit are
sneakers in New York, that in Chicago you
may throw but in Little Rock you chunk,
that a Minnesota lake would be a pond in
New Hampshire. Perhaps there is less
awareness .of words which have similar but
not identical meanings in different dialects.
All words have a range of meaning rather
than a single meaning. This range may shift
from place to place. The meaning of carry
may be basically the same in two dialects
but some uses will be correct in one dialect
but Lot in the other.

Vocabulary differences among dialects
may cause reading difficulty and must be
compensated for by the teacher who uses
texts printed for a national market.

I've dealt primarily here with the bar-
riers to learning how to read that result
when the readers have divergent lane-
guages. There are of course other important
problems which grow out of the differences
in experience, values, and general sub-
culture of the divergent learners. Readers
can't comprehend materials which are based
on experience and concepts outside their
background and beyond their present de-
velopment.
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The Reading Program for Divergent
Speakers

Let's address ourselves to a final question.
What is currently happening as the diver-
gent speaker learns to read? I've found that
divergent speakers have a surprising tend-
ency to read in book dialect. In their oral
reading they tend to use phonemes that
are not the ones they use in oral language.
Their reading often sounds even more
wooden and unnatural than most beginners.
There is some tendency to read their own
dialect as they gain proficiency, but in gen-
eral it appears that teachers are more suc-
cessful in teaching preferred pronunciations
than reading. What is lacking is the vital
link between written and oral language that
will make it possible for children to bring
their power over the oral language to bear
on comprehending written language.

There seem to be three basic alternatives
that schools may take in literacy programs
for divergent speakers. First is to write ma-
terials for them that are based on their own
dialect, or rewrite standard materials in
their dialect. A second alternative is to
teach the children to sneak the standard
dialect before teaching them to read in the
standard dialect. The third alternative is to
let the children read the standard materials
in their own dialect, that is to accept the
language of the learners and make it their
medium of learning. The first alternative
seems to be impractical on several counts.
Primarily the opposition of the parents and
the leaders in the speech community must
be reckoned with. They would reject the
use of special materials which are based on
a nonprestigious dialect. They usually
share the view of the general culture that
their speech is not the speech of cultivation
and literature. They want their children to
move into the general culture though they
are not sure how this can 'ue brought about.
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The second alternative is impractical on
pedagogical grounds in that the time re-
quired to teach children who are not aca-
demically oriented to another dialect of the
language, which they feel no need to learn,
would postpone the teaching of reading too
long. Many would never be ready to learn
to read if readiness depended on losing
their speech divergence in the classroom.
The problem is not simply one of teaching
children a new dialect. Children, the diver-
gent among them, certainly have facility in
language learning. The problem involves
the extinction of their existing dialect; one
which receives continuous reinforcement in
basic communications outside of the class-
room. Labov's research in New York in-
dicates that divergent speakers do not seem
to make a conscious effort to use language
forms which they recognize as socially pre-
ferred until adolescence. Younger children
may hear differences but lack the insight to
realize which forms are socially preferred.
Of course, teenagers may deliberately avoid
preferred forms, too, as they reject adult
ways and adult values.

In essence the child who is made to ac-
cept another dialect for learning must ac-
cept the view that his own language is in-
ferior. In a very real sense, since this is the
language of his parents, his family, his
community, he must reject his own culture
and himself, as he is, in order to become
something else. This is perhaps too much
to ask of any child. Even those who suc-
ceed may carry permanent scars. The
school may force many to make the choice
between self respect and school acceptance.
And all this must be accomplished on the
faith of the learner that by changing his
language he will do himself some good. As
one teenager remarked to me, "Ya man, alls
I gotta do is walk right and talk right and
they gonna make me president of the
United States."
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The only practical alternative I feel is the
third one. It depends on acceptance by the
school and particularly by the teacher of
the language which the learner brings to
school. Here are some key aspects of this
approach:

I. Literacy is built on the base of the
child's existing language.

2. This base must be a solid one. Chil-
dren must be helped to develop a
pride in their language and confidence
in their ability to use their language
to communicate their ideas and ex-
press themselves.

3. In reading instruction the focus must
be on learning to read. No attempt to
change the child's language must be
permitted to enter into this process
or interfere with it.

4. No special materials need to be con-
structed but children must be per-
mitted, actually encouraged, to read
the way they speak. Experience
stories must basically be in their lan-

guage.

5. Any skill instruction must be based
on a careful analysis of their lan-
guage.

6. Reading materials and reading in-
struction should draw as much as pos-
sible on experiences and settings ap-
propriate to the children. While spe-
cial dialect based materials are im-
practical, we may nonetheless need to
abandon our notion of universally
usable reading texts and use a variety
of materials selected for suitability for
the particular group of learners.

7. The teacher will &peak in her own

natural manner and present by ex-
ample the general language com-
munity, but the teacher must learn
to understand and accept the chil-
dren's language. He must study it
carefully and become aware of the
key elements of divergence that are
likely to cause difficulty. Langston
Hughes has suggested an apt motto
for the teacher of divergent speakers:
"My motto as I live and learn, is dig,
and be dug in return."

My own conviction is that even after
literacy has been achieved future language
change cannot come about through the ex-
tinction of the native dialect and the sub-
stitution of another. I believe that language
growth must be a growth outward from the
native dialect, an expansion which eventu-
ally will encompass the socially preferred
forms but retain its roots. The child can
expand his language as he expands his out-
look, not rejecting his own subculture but
coming to see it in its broader setting. Even-
tually he can achieve the flexibility of
language which makes it possible for him
to communicate easily in many diverse set-
tings and cri many levels.

I'd like to close with a plea. You don't
have to accept what I've said. I don't ask
that you believe or that you agree with my
point of view. My plea is that you listen to
the language of the divergent. Listen care-
fully and objectively. Push your precon-
ceptions and your own ethnocentrisms
aside and listen. I think that you'll find
beauty and form and a solid base for un-
derstanding and communication. And as
you dig you'll find that you are indeed dug
in return.



JUNE BYEM

Using Poetry to Help Educationally
Deprived Children Learn
Inductively

If, as Gretchen Wulfing (13) says, there
is no child who does not respond to poetry,
and if, as Helen M. Robinson (10: 14) says,
the so called "culturally different" child
tends to learn more readily by inductive
than by deductive approaches, then is it
possible for a teacher to take advantage of
children's natural liking for poetry to help
children who are deficient in the language
skills necessary for success in school to
learn inductively to be better readers,
speakers, and writers through daily par-
ticipation in choral verse work?

I think the answer may be yes. On the
basis of admittedly limited experimenta-
tion, I have observed that such practice
has a tendency to help children to: (1)
increase their feeling for and knowledge of
the intonation of our language, (2) expand
their vocabularies, (3) use context clues,
(4) read for meaning, and (5) become
more sldllful in using oral and written
language.

I base these assertions on the following
experience. For some time I have been
using poetry in a very short and on the
whole enjoyable reading lesson with my
fifth- and sixth-grade remedial reading pu-
pils. I keep the lesson short because my
children are restless and have a short at-
tention span. Even though May Hill Ar-
buthnot (1: 166) warns against using
poetry for the teaching of reading, I justify
my action on the grounds that my method

Mrs. Byers is a teacher in the Compensatory
Education Project of the Oakland, Calif., schools.
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279.
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is not that of the traditionally oriented
reading lesson wherein new vocabulary is
introduced, children read silently, and then
answer questions from the teacher or other-
wise interpret what they have read. In-
stead, I provide each child with what the
children have come to call "our poem of
the day" and then I read it to them, asking
only that they try to follow the lines and
phrases with their eyes. After that we read
the poem together. At times my pupils read
in parts, asking and answering questions
as in "Pictures" (4: 103). At other times
they read solo lines as in "Old Roger" (4:
52). Sometimes, however, they want to read
the entire poem. Thus, for example "Poor
Old Lady" (11: 231) was one poem all fif-
teen pupils insisted on doing en mane.
Though fully aware that May Hill Arbuth-
not (1: 191) has pointed out that this is
the hardest type of choral reading, the
children were so carried away that I did
not even try to stop them.

Sometimes this is all we do with a poem.
It's just for fun. But whether the children
realize it or not, they have had a reading
lesson. They have heard, seen, and for the
most part have spoken the sentences cor-
rectly phrased. I feel I have achieved aim
number one of the above goals. I find val-
idation for this claim in the words of
Donald Lloyd (5: 51): "It (reading in-
struction) should Lest heavily on intonation
and the students should be provided with
intonation contours rather than be per-
mitted to puzzle out their own."
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On certain occasions, after we read, there
might be a short and seemingly off-hand
lesson in vocabulary development. Here is
an illustration: Following the reading of
"Buffalo Dusk" (2: 57), I wrote on the
board the word pawed. I covered the ed
and asked the class to read the root word
which they all lcnew. Then we had a very
short discussion about what had happened
to the meaning of a word which the chil-
dren usually thought of as the foot of a
cat or dog. We discovered more words
could be changed in meaning by the addi-
tion of ed. They offered knife, curtain,
needle, bottle, eye and many others.

An excellent example of this type of les-
son is offered in Children and Books (1:
170), wherein May Hill Arbuthnot gives a
detailed description of how to develop
vocabulary with the poem "Dogs and
Weather" (2: 86).

Another example of vocabulary building
was our use of the poem "I Like Noise"
(4: 161). There was an enthusiastic re-
sponse to the reading of the poem and the
children quickly located all the words de-
picting noise. Later I wrote the vocabulary
words on a chart for the bulletin board. I
expect to be able to repeat this type of ex-
perience many times, for poetry abounds
in sensory images and we should be able
to collect words that tell of taste, smell,
color, etc.

In summary, I am led to believe that
poetry will help my children expand their
vocabularies, which is my aim number two.

On some days my aim is the third one
listed in my introduction. I want to help
my children use context clues, to become
the good readers Constance McCullough
(7: 225) describes when she says: "We
recognize that the good reader not only
observes words carefully if necessary, but
also thinks of the relationship of these
words to each other and to the sense of the
whole." Here is an example of how I pro-

ceed. When I read to the children "The
Camel's Lament" (11: 37) I omitted the
word bestraddle.

People would laugh if you rode a giraffe
Or mounted the back of an ox;

It's nobody's habit to ride on a rabbit
Or try to bestraddle a fox.

But as for a camel, he's
Ridden by families

Any load does for me.

I asked the children if anybody could
read the word bestraddle as I wrote it on
the board, but no one could. I asked if
they could guess what it meant and they
were able to do that. We talked of what
there was in the poem making it possible
for them to know the meaning of this
word. Then for the first time I pronounced
the new word, they repeated it after me,
and we read the poem straight through. I
think the children relished their new word
as they rolled it over their tongues. All this
took less time for us to do than for me to
write about it, but I claim the children had
had a lessoir in using one type of context
clue. Constance McCullough defines other
types in Elementary English Review (8
and 9).

In addition to my pointing out how to
use context clues, there is probably more
of this process taking place with each in-
dividual child thinIcing inductively as we
read.

To help children read for meaning, aim
number four, I used "Crazy Horse" (3: 74)
and "Clipper Ships and Captains" (3: 73).
The sentences are simple and straightfor-
ward with few obscure words or meanings.
Through hearing a poem and reading it
aloud in unison, the meaning emerges for
we have read in thought units, not simply
naming word after word as my children are
in the habit of doing. For example, during
the short discussion following the reading
of "Crazy Horse" it was clear that the chil-
dren knew who won the fight between the
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Indians and the soldiers and why, though
it was not explicitly stated in the poem. I
am saying that the proper phrasing,
rhythm, and intonation with which we read
brought the children to understand induc-
lively what they had read. This they have
not been able to do for themselVes.

And now I come to point number five,
that is, poetry helps children talk and write
better than they do without such a back-
ground. If, after reading a poem, there
seems to be no interest in what the poem
has to say or how the children feel about
it, we drop it and go on to the next ac-
tivity. I never try to force any discussion.
On the other hand, if the pupils seem to
want to talk about their reactions, then we
talk and sometimes we write.

Each child has a loose-leaf notebook
made of bright construction paper in which
he collects the stories I have typed for
him, either from handwritten work or from
stories dictated into the tape recorder.
Here are some examples: After reading
"Indian Children" (2: 52), we talked briefly
about how .strange it was to ponder the
fact that at the very spot where our class-
room is, there may have been an Indian
village. How different now! Our school is
located on a very busy avenue, so we
walked down to the end of our playground
to take a look at what may have been an
Indian trail in years gone by. Upon our
return to the room, they wrote:

Today Mrs. Byers took us to look at San
Pablo Avenue. And I saw a 55 Chevy. It
had mag rims* and moons* on it. And
I saw a car wash and a parking lot.

Instead of Indians and prowling bears
today on San Pabh Avenue, there is a
Mobile Statlon, a Mayflower truck and an
auto wash and a school and a ball house
and policemen. And there is the sun and
the moon and stars and skates and apples
and umbrellas and flowers and kites and

*Special terms used by teenagers to define ornate
hub caps.

fighting dogs and butterflies and trees and
cats and the library lady.

In 1763 on San Pablo, there were no cars
or buses or houses or streets. People had to
walk on trails and pastures. There were
Indians living there. They would wash in
dirty water. They did not like to take a bath.

In 1963 there are streets and buses and
stores. And there are houses. We go to
school on San Pablo Averme and teachers
teach us. There is a car wash and a Mobile
Station.
This admittedly is below fifth- or sixth-

grade level writing, but it shows more
thought and organization than previous
writings.

On the Monday following President
Kennedy's death, I read Walt Whitman's
"0 Captain! My Captain!" (12: 271), and
then we talked and talked and talked. I
made no assignment to write, but in the
free choice period my pupils wrote:

President Kennedy was a very good men.
He was killed on November 22, 1963. He
was a very good President to all of us. We
have a new President now and his name is
President Johnson.

I am very sorry that President Kennedy
is dead. He was our youngest President.
And he was our 35th President. We all
loved him. I'm sure of that. Mrs. Kennedy
is sad and so are we.
Dear Mrs. Kennedy,

I am sorry that President Kennedy was
shot in the head. And I am sorry that be
was buried on his son's birthday. And I im
sorry that he did not live to see Thanks-
giving. But I hope you and Caroline and
John John have a nice Thanksgiving. My
name is Shirley Ardds.
Dear Mrs. Kennedy,

I feel the same way you do. Look up to
Heaven and smile for God is near and do
not fear. That is all for now.

Your friend,
Gus Glass

Lee Oswald was accused of killing John
F. Kennedy, our President. And Jack Ruby
killed Lee Oswald. Ruby was the judge
and jury and executioner.
Again, this writing is much below the



50 DIMENSIONS OF DIALECT

expected grade level, but for children of
this choronological age, it is writing which
is coherent and honest.

On the day before Thanksgiving we read
"Thanksgiving Day" ( II: 278). We had
much to talk about for the minds of these
boys and girls were naturally filled with
thoughts of what the next day would bring.
So we used the tape recorder. Here are a
few lines which my children dictated:

On Thanksgiving all my cousins and un-
cles and aunties are coming over and we're
going to have turkey, dressing, salad, and
hot peppers. And after that my cousins and
I are going outside to play and we might
go riding.

My name is Nasario Martinez. Today is
November 27, 1963. Tomorrow is Thanks-
giving and my mother is going to the store
and buy us some corn. And then we're
going to go to the meat market and buy
some pig head so we can make some tama-
les. And we're going to have a twelve
pound turkey and we're going to have some
pokato chips and we're going to have bar-
becue. My mother says we might eat out-
side. That's all.

On Thanksgiving we're going to have a
big turkey and after we get through having
our turkey we're going to go to Palo Alto.
We're going to see our cousins and go ride
on horses. And when we get back, we're
going to see my grandmother. We're going
to, have a big old Thanksgiving.

The ramblings and false starts and back-
trackings which formerly appeared when
the children used the tape recorder are
on the wane. These pupils are beginning to
be able to use oral language more effec-
tively. Dr. Walter Loban (6) says, "Com-
petence in the spoken language appears to
be basic for competence in reading and
writing." I think my pupils are gaining a
little in acquiring such competence.

I recently heard remarks made by sev-
eral speakers that strengthen my conviction

that choral verse work may be one of the
paths to literacy for my children. I heard
Frank Rice say, as he explained the Ne-
braska Curriculum for English, that con-
tinued exposure to the best in children's
literature would refine a child's sensitivity
to language. I heard Lawrence Carrillo of
San Francisco State College say that teach-
ing language and reading are inseparable
and that such learning takes place when a
child has sustained, continuing contact
with literary works of merit. And I heard
Madeleine L' Engle say that as a child she
had learned many new words from her
wide reading experience.

It must be conceded that there is no con-
clusive evidence to substantiate my claim
that choral verse work helps children learn
inductively. I merely point out that such
practice may be effective in helping those
children whose language patterns differ
from the ones used in our schools. Further
experimentation is needed before making
any conclusions.
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Talk Written Down
When I went to New Zealand on a Ful-

bright Exchange I was given a class of 41
five-year-olds and told, "We teach them to
read at five." I managed to look unruffled
while the headmaster explained that each
child is exposed to reading as soon as he
enters school on his fifth birthday, on the
assumption that naturally he'll learn to read
as soon as he writes.

Under the extremely able guidance of
the infant mistress I managed to come up
to expectations. And after six months I
came away feeling slightly dazed at the
ease with which 33 of my 41 youngsters
were readingat 33 levels, of course.

I've used the writing method of teaching
reading in remedial work as described by
Grace Fernald in "Techniques in Remedial
Reading," and I have my fourth graders
write a great deal. Now I keep asking,
since we know that self-education is the
best education, and that reading is talk
written down, why do we impose reading
processes on children rather than drawing
out from their own resources? As one sec-
ond grader put it, "Teaching is when you
want me to know something; learning is
when / want to know something."

How to Start Beginners

With the Class

1. Morning visiting time is ideal for
dramatizing talk written down. Have the

Mrs. Sheppard teaches fourth grade in the West
Hill School, Ithaca, New York. She is author of a
monograph, Classroom Climate, and a book for
teachers, Dancing on the Desk Tops, both pub-
lished by Row, Peterson, and Company. This paper
is based on her experiences as an exchange teacher
in New Zealand in 1962. About twenty percent
of her class of forty-one students were Maoris.
Elementary English XXXXI ( January 1964), 40-
43, 61.
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easel ready with a sheet of 18x24 paper.
Select one story told by a child that all
were interested in, and say, "Let's write
Jimmy's story. Jimmy, please tell us again."

As Jimmy tells, you print, saying each
word as you print. Then say, "There! We
have Jimmy's talk written down. Let's read
it." And you move your hand along under
the writing as the children read.

2. Integrate Activities. A free activity
hour is essential for individual develop-
ment. The materials are those of any well-
stocked kindergartenplayhouse, blocks,
puzzles, sand and water play, cuisinaire,
paint, clay, etc.

You set up centers of interest with such
signs as, NUMBER TABLE, READING
TABLE, NATURE TABLE, CUTTING
AND PASTING TABLE, WRITING AND
DRAWING TABLE. The children gravi-
tate toward their interests, and you can
keep track of what each one does from
day to day.

With free use of these materials, each
child develops skills. He develops his
personality. He uses all mediums of com-
munication with other children. He learns
the social limits of behavior in order to get
along with the others. He has plenty to
think about, talk about, write about, and
read about.

Excursions, science, social studies, num-
ber workall activities enrich his reading
as new experiences build and expand his
vocabulary.

3. Make Your Own Books. You can give
your classwork unity by having a theme of
the weeknot rigid, but a track to run on if
ideas are scarce. A theme helps children
follow a line of thought, and develop new
ideas and new vocabulary. Some sugges-
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tions: my family, my pets, our house, things
that go, or a class trip to the grocery store.

Each day you write a story on the theme,
with the class, using 12x18 paper. One
child illustrates the story and you hang
it up to be saved for the Weekly Book. At
the end of the week or theme, tie the pages
together, make a cover and title. Read it to-
gether, as you underline with your hand.
Hang the books on low pegs so the chil-
dren can help themselves as they wish to
read. Some possible titles: Days of The
Week, Zoo Animals, Trees on Our Play-
ground, Songs We Sing, Numbers We
Know.

4. Read-Aloud Books and Charts. Of
course you will read and read and read to
your children. Sometimes you read picture
books just for looking and listening. Nur-
sery rhymes, poems, and finger plays are
learned by rote, then played, dramatized,
or pantomimed.

Familiar rhymes printed on wall charts
make wonderful reading for beginners. So
do the verses of songs they sing. Even
though they are memorized, the children
get a powerful feeling of reading when
they see them in print.

You may use large print reading books to
demonstrate left-to-right eye movement
and smooth phrase reading. Hold the book
against your chest, move your hand along
as you read, then let the children read back
to you. They love this rote reading.

5. Library Books. The library rack in
your room is prominent from the first day
of school. The range should be from pic-
ture books, through easy-to-reads, primers,
and up to second or third level. The chil-
dren should have free choice of books, to
look at, ask questions about, perhaps ask
you to read. If time doesn't permit your
reading at the moment, promise to do so at
library time. This can be a period set aside
for book browsing if the children don't
have ample book time during free activity.

Sometimes you might suggest that a
youngster take home a book he especially
likes. Many fast learners need no more
encouragement than this to be able to read
books with little assistance. Mom and Dad
should know your aim and method so that
they understand they are not to put on
any pressure.

6. First DictionaryRoom Signs and
Labels. The familiar technique of labelling
should be done while the children watch.
You might say, "Watch me write my talk.
'You may paint here." Then hang the sign
on the easel and let the children read it
aloud. Whatever you write, emphasize that
you are writing your talk.

In this way the room literally becomes
the children's first dictionary. As they be-
gin to copy and write their own stories,
help them see that they can find the words
they need by going around the room. You'll
be surprised at how quickly the faster
learners will do this. And they are eager
to show the others how.

Very soon a few children will begin to
comment on the letters of the alphabet.
William says, "Window has the same be-
ginning as my name." So now it's time to
display the alphabet. Present a letter or
two each day, using one large card for
each letter. A single line and picture will

do: a is for airplane. Or you and the
A

youngsters can make up a rhyme:
A

a is for airplane
See it fly!
My jet plane
Can go very high.

You start phonics when some children
observe that two words sound alike at the
beginning. You simply follow their ob-
servation, saying, "Yes, toy and train start
the same. They say T. That letter is called
t in the alphabet. This is big T and this is



[1"

111

7

II

1;

54 DIMENSIONS OF DIALECT

little t. Can you find any other words
around the room that start with t?" Match-
ing sounds quickly becomes a fascinating
game with a few children, and the others
will catch their interest.

How to Do It

With the Individual
1. The Art Lesson. Before the children

draw or paint fold up a two-inch strip
along the bottom of the paper. "This is a
fence. You musn't paint over the fence."
When the pictures are finished you let
each child tell you about his picture. You
print with black crayon exactly what the
child says. You read it to him saying, "This
is your talk." Then he reads it back to you.

You remark casually, "You may take a
black crayon and trace your story if you'd
like to." Show him what trace means but
don't pressure him to do it.

2. Blackboard Writing. Divide the black-
board into sections. Write the children's
first names in the sections. They may go to
their places and write their names if they
wish. Agab, no pressure. The last name
may be added when the individual is
ready. If the child uses his section for draw-
ing, you label his story for him; then en-
courage him to read, trace, and copy.

3. Individual Newsbooks. Each child
has a newsbook. This should be about
9x12 unlined paper, and may be pur-
chased or made from drawing paper, news-
print, or wrapping paper. Each day the
child draws his personal news. This may be
the same as he told at morning news time,
or anything else he wishes to draw.

You write his story exactly as he tells it,
then help him read it back. Show him how
to trace. Very soon many children wilI not
only trace, but try copying below your
printing.

Slower starters may have only one word

stories"house" being a favorite. Accept it
for a few days, then try a leading question.
"Is it your house? Tell me more about your
house," or "What happened at your house?"
Some children remain in the word and
phra:'e stage for quite some time.

After you've read to the children from
books they will usually begin to form sen-
tences. If not, you may need to give some
help. But be sure to get it from the child
not impose your sentence on him.

Each day the youngster rereads his
former stories. He may read to you, to him-
self, or to a friend. Two or three youngsters,
off in a corner swapping news, are ex-
periencing real communication.

Perhaps once a week the newsbooks
could go home to be read to Mom and
Dad.

4. Individual Vocabulary Books. These
are optional and may be started if you
wish to supplement your program with a
basic reader. Wait until you can form a
group of children who have progressed to
a point of legibly copying their own stories,
and of khowing some of their own vo-
cabulary.

T he vocabulary books may be clime store
notebooks, 6x9 or 8x10, or made from
primer paper. The idea is that you print
the word to be developed for the day, then
print a sentence using that word. Or you
may print the word and let each child tell
you his sentence. Leave a space on the
page so the child can illustrate. Then he
traces and copies.

As you develop this reader vocabulary,
print the words on a large chart and display
it on the wall. It becomes part of your
room dictionary.

Caution! Proceed with Care

You will need to be as sensitive as a
Geiger counter in detecting the hidden
treasure in your youngsters. And you'll
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need to guard against using pickaxe meth-
ods of drawing out the wealth.

I believe that I had the advantage of
acute awareness because I was working in
an unfamiliar situation with an unfamiliar
age group. At any rate, when I made mis-
takes, the reactions of the children showed
me my errors at once.

I found myself making inane statements
such as, "Oh, that's good, Mary!" or "How
lovely!" or "Isn't that nice?" Such remarks
are quite meaningless, and they tend to put
your stamp of approval on some children's
work to the exclusion of others. Much
better to comment, "I enjoyed reading your
story, Anne," or "Your swim in the lake
sounds like fun. Are your going again this
Sunday?"

Show your interest and enthusiasm, but
don't kill a story for a child by belaboring
it with questions. If he wants to talk about
it, he'll approach you. If you approach him
and he doesn't respond, drop it. He has
either gone on to something else, or has
exhausted Lis ideas on the subject.

Accept what the child says as he says it.
Too soon you will notice a discouraging
tendency on the part of children to hold
back their own spontaneous stories in
favor of the stilted sentences of some books.
One little boy told such stories as, "That's
Cod watching my Daddy in his truck." But
after he had read a primer he said, "This
is a truck."

Should you correct errors in grammar?
It dependson the child, the error, and on
the way you do it. Better to let a mistake
go by than to discourage a child who is
slow to express himself. Usually you can
say, 'I don't got' doesn't sound quite
right. Could you say, 'I don't have?' " Then
be sure he says it before you print it.

I was fascinated to see how the little
ones put their whole bodies into the act of
reading. They would sit on the floor with
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their newsbooks and nod their heads, or
rock back and forth as they crooned out the
words. Verbalizing, I thoughtshouldn't
I stop it?

So one day I stopped them and said,
"Watch me read silently," and I put on a
demonstration of moving eyes and motion-
less lips.

They obliged with a good imitation.
When they finished reading I asked, "What
was the story about, Eric?"

Eric answered in surprise, "I don't know.
I couldn't hear myself read it." Discovery
for mebeginners need to verbalize.

Most of the children pointed as they
read. My first thought was, "they
shouldn't." But as I watched their body
action I thought, "why not?" If it .was
natural to read with their whole being,
then it must be extremely meaningful and
satisfyingand that's what we want read-
ing to be. Pointing would stop along with
early manifestations of motor learning like
rocking, nodding, and verbalizingwhen
the right time came.

Tracing and copying is motor learning,
directly related to the satisfying sense of
touch. "Don't touch!" we say. Instead we
should be saying, "Do touch. Feel this.
Pinch, caress, tap, squeeze, cuddle, push
learn through your hands!"

'Don't count on your fingers," we say.
In heaven's name, why not? Why are we
bent on trying to deprive children of their
natural, personal ways of learning?

Progress Through the Grades
As the child progresses through the

grades he should do original writing every
day. In checking reading skills and com-
prehension, his own writing should take
precedence over prepared materials such
as workbooks and work sheets. How much
more valuable are his own thoughts and

0 $
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reactions to the writing of others, than the
routine of filling in blanks and answering
true-fal s el

Many teachers find a diary invaluable.
It can be secret or shared, and it provides
a constant medium of self-expression.

Valuable Concepts Gained

With the talk written down method of
reading, the child does not develop an
early fear that he can't read. If he writes,
he knows that the words he reads will be
the same that he uses himself, so naturally
he can read them.

Because this method permits the in-
dividual free use of his innate ability, the
slow learner, the fast learner, the immature,
and the emotionally disturbed can start
and proceed at their own pace, without
pressure.

Each step taken in language develop-

[;!
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ment is a natural onespelling, punctua-
tion, phonics, dictionary use, various forms
of writingeach is learned as a need for
self-expression.

The self-confidence that is acquired is a
tremendous factor in fluency of communi-
cation. Children grasp the concept that
what they think about they can write,
what they write they can read or let others
read. In turn they can listen to the thoughts
of others, or read them.

Children grasp the concept of the unity
of all language skills. One day I wrote on
the board for my fourth graders:

j talk 3 write
1 listen 1 read.

I pointed ont that these are language twins,
and that they can't be separated. After a
little discussion, one boy bested me. He
said, "Why, they aren't twinsthe four of

them are quadripplesl"
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Teaching Language and Reading to
Disadvantaged Negro Children

A hopeful young teacher, trained in the
theory and methods taught in our best
colleges and universities, often has to begin
her teaching in a school where the majority
of the pupils come from disadvantaged
Negro families. This is normal central-office
procedure in rnost cities. New teachers are
assigned to the schools in the lower socio-
economic neighborhoods because most of

the experienced teachers "transfer out" of
these lower-class schools as soon as they
may. Most of them have found it impossible
to understand the pupils of the masses.
They have been puzzled by the language of
these pupils, by their attitudes toward
school work and toward the teacher; by
their indifference to the curriculumand in
the later grades, by the pupils' sullen resent-
ful behavior. If the experienced teacher
flees from these nhools, it is a mystery
what the central offices expect to happen to
the beginning teacher, who is given her first
assignment in a school in a lower socioeco-
nomic area. We know what actually hap-
pens to most such new teachers. Going from
her college classes on theory and from her
sheltered practice teaching into these
schools of the masses, the new teacher ex-
periences a cultural shock, a trauma of fear,
disillusionment, and frustration from which
she only slowly, if ever, recovers. This initi-
ation trauma of the inexperienced, middle-
class teacher has been studied at the Uni-
versity of Chicago. The new teacher, who

Dr. Davis LI a Professor of Education at the Uni-
versity of Chicago.
Elementary English XXXXII (November 1965),
791-797.

finds most of her college preparation useless
in a classroom where her pupils appear to
come from a different language world and
a world of different values and goals, does
actually suffer a period of deep anxiety,
resulting from both moral and emotional
shock.

In spite of his emotional spontaneity and
expressiveness, the Negro child from the
low socideconomic groups is likely to lack
confidence in his ability and in his future.
His parents usually do not encourage him
to compete in school, so that he usually
lacks the drive to achievement, the prime
incentive which middle-class parents seek
to teach ,,their children.

Moreer, the school program itself, in-
cluding the so-called (but incorrectly
Lermed) reading-readiness tests, the educa-
tional-aptitude tests, the primers, readers,
and the curriculum as a whole soon damage
severely the confidence and the basic self-
esteem of the Negro or white child from low
socioeconomic groups. Finally, his low
place in society and that of his parents,
friends, and neighbors tends to weaken his
self-estccm. This self-depreciition is typical
of all .Aatus groups, and is the result of
their ha lig been severely stigmatized in
most relationships with dominant groups. It
results in a poor self-image for the Negro
child and adolescent and in hidden self-
contempt beneath the facade of stupidity
and resentment.

These children need, most of all, teachers
who will encourage them to try, to hope, to

57
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believe in their futures, and to believe in
themselves against the dead weight of the
social and economic pressures which drive
them down to self-depreciation and sullen
resentment.

The chief obstacle to school achievement
by the Negro disadvantaged child is his
first-learned culture, that language and way
of life which he already has learned in his
family. In school, the child is expected to
change the behavior which his own father,
mother, and peer group have taught him.
He has to learn to speak and understand a
new language, "standard" English, and to
learn increasingly complex middle-class be-
havior, with respect to study habits, control
of aggression, and sexual values.

For both white and Negro low status
groups, the school is one of the most power-
ful factors in changing their culture. But the
schools and our whole educational system
are operating at the level of only a half of
their potential effectiveness in training these
children.

We know, for instance, that a third of the
white children of unskilled and semiskilled
families in a midwestern city already are
retarded in grade placement by the time
they are nine and ten years old.1 By the time
white children from these lowest occupa-
tional groups are in their tenth year, they
are about one year behind the children from
the top occupational families in reading,
and ten points lower in LQ. ratings. Negro
children of the lowest economic group are
about a year behind the white lowest eco-
nomic group in reading, and six points
lower in LQ. at age ten?

'Kenneth Eells, Allison Davis, Robert J. Havig-
hurst, Virgil E. Herrick, and Ralph W. Tyler, under
the chairmanship of Allison Davis, Intelligence and
Cultural Differences. Chicago: University of Chica-
go Press, 1951, P. 112.
'Robert D. Hess, An Experimental Culture-Fair
Test of Mental Ability, Unpublished doctoral dis-
sertation, Committee on Human Development, the
University of Chicago, 1950, p. 97.

But both groups have improved markedly
in the last generation. The average I.Q. of
white children of unskilled and semiskilled
parents in Chicago is 102.3, actually above
the national average for all children.3 The
average I.Q. of Negro children born in
Philadelphia, New York, or Chicago is 97.4
Klineberg and Lee have shown, moreover,
that the I.Q.'s of Negro children born in the
South improve steadily with length of resi-
dence in New York or Philadelphia.3 This
trend is statistically significant and continu-
ous. Such improvement, in an overall
measure of educational aptitude, indicates
the great power of acculturation, both in
the school and in the community, in chang-
ing language and cognitive skills.

We need, however, to accelerate the pace
of acculturation of these groups in our
schools. In presenting a tentative plan for
such acceleration, I wish first to consider the
relationship between the teacher and the
disadvantaged Negro or white child.

It seems clear that the first thing we have
to do, if we are to help students improve
their attitudes toward themselves and to-
ward the school work, is to vhange our
attitudes toward them. If they are to de-
velop hope for their futures and faith in
their ability to achieve a useful life, we
must have faith in them. No one does any-
thing well in life unless he feels that some-
one has faith in him and in his ability to
achieve.

But it is difficult for teachers to believe
in culturally disadvantaged students who
are loud and aggressive. These pupils, the
teacher learns, are uninterested in the silly
and dull primers, in social studies texts

91.
'Exerett S. Lee, "Negro Intelligence and Selective
Migration," American Sociological Review, 16
(1951 ), 231; also Hess, op. cit.
'Otto Klineberg, Negro Intelligence and Selective
Migration. New York: Columbia University Press,
1935, p. 59. Also E. S. Lee, op. cit., pp. 231-232.
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or in arithmetic problems unrelated to their
lives.

To stimulate new learning in these pupils,
we need first a new relationship between
the teacher and the student. The teacher
will have to initiate this new relationship
by trying to understand the student and his
strange, stigmatized culture. The teacher
must also remember that the processes by
which human beings change their behavior
(learn) ate extremely complex, and are
usually slow.

The major principles involved in the stu-
dent's learning what the teacher has to
teach may be stated as follows:

1. All learning is stimulated or hindered
by the teacher's feelings toward the
student. They must trust and have
faith in each other.

2. All school learning is influenced by
the cultural attitudes which the
teacher has toward the student, and
which the student experiences toward
the teacher. Often in rejecting the
student's cultural background, the
teacher appears to reject the student
himself, as a human being. In return,
and as early as the first grade, the
student may reject the culture of the
school, and of the teacher. Both
teacher and pupil must learn to re-
spect the ability and position of the
other.

3. All school learning is influenced by
the degree of interest and drive with
respect to schoolwork which the stu-
dent has learned in his family and
peer group.

4. All school learning is influenced by
the presence, or absence, of intrinsic
motivation in the curriculum itself.
Neither the teacher nor the student
can create interest in dull, unrealistic
texts in reading, social studies, or
arithmetic.

Suggestions for Improving the Teaching
of Language and Other Cognitive Processes
to Disadvantaged Negro Children

These proposals are designed both (1)
to increase the familiarity of the child with
cultural objects and symbols and, at the
same time, ( 2 ) to increase the child's desire
to learn in school.
( A) All authorities on this subject have
agreed that the school behavior of children
from the Negro or white lower economic
groups is characterized by:

1. Their relative lack of attention to the
problem as a whole, and its details. In re-
search on an individual test of problem-
solving ability conducted by RobPrt D.
Hess and myself, we were struck by the
fact that, in the test situation, the average
six-year-old child from the Negro low eco-
nomic groups looked out of the window or
at the pictures on the wall, or sat passively,
while the average middle-class child asked
questions about what was expected of him,
handled the toys and other test materials,
and repeatedly asked whether he had made
the correct response. The "lack of attention"
by low economic groups is a cultural factor,
and is related to their lack of identification
with the school, its activities, and its
teachers.

2. Their lack of apparent interest in and
desire to learn the school activities and
tasks.

3. Their lack of competitive drive and
confidence with respect to achieving in
the classroom, and

4. Their relatively poor work habits.
As stated in my reports of research in

testing both low and middle socioeconomic
groups of white and Negro children, the
lacloof attention and of desire to learn and
to compete in school, on the part of the low-
income groups, result in part from their
cultural handicap. They discover at the very
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beginning of their school life that they do
not know many objects, words, pictures,
and concepts which many of the other
(middle class ) children know.

An equally powerful deterrent to achieve-
ment, however, is their fear and distrust of
the school and the teachei., which constitute
an alien environment, and their failure to
identify with the stranger (the teacher ) and
her behavior. The so-called lack" of atten-
tion, lack" .of desire to learn, and "lack" of
competitive drive in school are expressions
of urgent realities: of fear and feelings of in-
adequacy, and the consequent resentment
toward the teacher and the school tasks.

The primary emphasis in the kinder-
garten and the primary grades, therefore,
shouid be placed upon the establishment of
a strong relationship of trust and mutual
acceptance between the teacher and pupil.
The first step in education is to train the
pupil to like the teacher. If he likes the
teacher, he will later learn to respect the
teacher and will want to win her approval.
It is generally true that middle-class chil-
dren have this positive feeling for the
teacher (in spite of frequent parental
criticism of their teachers ). The feeling of
liking for the teacher develops into respect
and the desire to win her approval. It is just
this step which is missing in the early school
life of most Negro children from low socio-
economic groups, and which must be built-
in at the preschool and primary level. En-
joyable informal activities, such as story-
reading and games; the child's freedom to
tell his own stories about his own life or
fantasies, in whatever words he knows, to-
gether with songs, dances, and little plays
can establish a bridge between the culture
of the teacher and that of the low-status
child.

Across this bridge the teacher can lead
the child into new learning and new be-
havior, into a new world of letters, numbers,

and writing which now become invested
with the importance and the feeling which
the child attaches to the teacher, and to
whatever she values. From the good rela-
tionship with the teacher comes interest in
the school, in the materials, and even in the
workbooks. It is this spark, struck by the
relationships with the teacher, which illumi-
nates and enlivens the world of the mind
even in the first grade. Therefore we need
to bring the Negro and white chilti from
low economic groups into a relationship
with such a teacher as early as possible, and
to structure this relationship as rewarding
to both pupil and teacher.

( B ) The courageous and effective teacher
will shift from the so-called "basic reader"
program. In this rigid program, the goals
are simply (1) decoding these materials,
and (2 ) doing so at a certain pace. The ma-
terials in these primers and readers, how-
ever, exert little or no intrinsic stimulation
upon Negro or white children from cultur-
ally disadvantaged groups. These stories
arouse neither imaginative nor dramatic
interest. As we know, the pupils come to the
first grade unprepared for the language en-
vironment of the classroom, and for most of
the other cultural demands and activities of
the school.

As a result, we find in the low-income
schools and in the central cAy schools a
conflict between the culturally alienated
pupils, who can find nothing appealing,
meaningful or exciting in the primers and
readers, and the teacher who finds it im-
possible to succeed, or to maintain the re-
quired pace, using materials which inher-
ently are lacking in fantasy, exciting action,
emotional appeal, and the other qualities
which children enjoy.

The problem, however, is not merely to
replace one set of primers and readers with
another, which merely change minor
aspects of the pictures, and use the same
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uninteresting situations with the postman
( who seldom has any letters for the slum
family ) or with the milkman ( who never
delivers milk to these homes since it costs
three to four cents more a quart, when de-
livered ).

The problem is, first, to help these chil-
dren learn to speak and understand oral
English in the kindergarten and the pri-
mary, so as to learn to understand the lan-
guage of the teacher. To be effective, the
teaching of reading must begin with the
teaching J English vocabulary and usage,
both in the kindergarten and primary.
Teachers of reading and of kindergarten
must learn to become teachers of speech.
They should specialize in the field of chil-
dren's speech, and have had some training
in the use of the phonetic techniques and
equipment familiar to teachers of speech,
and of a foreign language.

The time is here when the obsession with
reading in the first three gradesthe reading
of nonsense in the primers and readersan
obsession which has contributed to the re-
tardation of Negro and other disadvantaged
children by two whole years when they
have been in school less than six yearshas
been recognized as a waste of time and
money in vast amounts. Speaking and un-
derstanding spoken language come first.
The basic language is the spoken language,
as linguists agree. Kindergarten through
third grade will increasingly emphasize the
teaching of speech, which results in a much
more rapid learning of both vocabulary and
syntax.

Secondly, in addition to shifting the em-
phasis from the visual to the oral and audi-
tory language in the first three grades, the
kindergarten and primary must devote far
more time to helping children learn to
think, that is to guide cognitive ( intellec-
tual) development. Learning to think, as
the great student of language, Edward

Sapir, wrote, is a more basic process than
learning to use language. Thinking pre-
cedes expression. Language is only the
clothing of thought. Learning to think, as I
pointed out in Social-Class Influences upon
Learning, many years ago at Harvard, is
the prime goal of early education. The child
is in school, first of all, to learn how to
think; that is to learn to observe, to per-
ceive; to recognize relationships, differenc-
es and similarities between his observations;
and to make inferences which we regard as
reasonable.

The basic changes in the education of the
disadvantaged Negro or white child, there-
fore, will be the same as those in good
education generally. First, children have to
learn to understand and to speak language
before they can read it well or intelligently.
Speech training and learning to understand
speech will come before reading. Secondly,
much more time will be given to learning to
observe, to classify, to discriminate between
observations, to reason, and to engage in
expressive verbal activities than will be
given to the rigid, outmoded textbook
method. Elsewhere, the writer is publishing
cognitive, emotional, and social criteria for
the development of sequences, and mate-
rials in the field of speech and reading.
(C ) With regard to methods for teaching
language:

(a) Pictures, objects, stories, and tele-
vision shows are to be used to develop in-
terest on the part of the child in learning to
identify and name objects, animals, groups,
etc., and to raise and explore problems. The
teacher approves his interests and efforts,
and supplies words to name objects or
describes experiences, but she does not
show him how to solve a problem unless he
has exhausted his own approaches.

(b ) With regard to the learning of lan-
guage, objects, slides, and pictures should
be used just as they are by good foreign-
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language teachers to make clear the mean-
ing of a .new word. The child's slum dialect
word may be incomprehensible to the
teacher. This makes no difference, for the
child will learn the teacher's ( standard
English ) word for it, when she gives him
practice in naming the object as she does.
This method will apply only to nouns and
to those verbs, adverbs, and prepositions
which may be illustrated by moving objects.
The use of pictures and of slides also will
help arouse the child's interest in identify-
ing and naming objects, animals, and cate-
gories of people and of actions.

( c) After the child has a basic group of
words and concepts, he is ready for narra-
tive. By far the most powerful stimulus
to his desire to learn concepts, experiences,
and words is the story. The story enables
him to extend his experience of nature and
people vicariously, and gives him the lan-
guage of action which is far more interest-
ing to him at this age than the language of
categories, description, or exposition.

Stories may be presented (1) through
the teacher's telling (or reading) those
appropriate to this development stage, (2)
through the acting, singing, or dancing out
of nursery rhymes and simple stories like
"The Three Bears " or "The King and the
Dairy Maid" by tne cnildren themselves,
and (3) through "children's programs" on
television, records, tapes, or radio. The use
made of the stories, like that made of the
identification of objects, models, and pic-
tures, is in encouraging and stimulating the
child to talk, to extend his vocabulary and
his concepts, and to increase the complexity
of his thinking and verbalization of relation-
ships.

For the inservice education of teachers, I
should suggest, in addition, the following
steps:

(1) Study of the school's community.
The young teacher, just out of college,

usually knows nothing about the actual
values, motives, and feelings of the lower
socioeconomic community. Teachers may
learn these facts by individual case studies
or by informal talks with the pupils in their
classes. Or the faculty, as a whole, may co-
operate in a study, using census data on the
community, and questionnaires and inter-
views with parents and students.

(2) Inservice training of teachers. All
success in improving schools depends upon
the willingness of teachers to learn from
each other. To improve any aspect of
teaching or learning in the school, the
administration must provide for serious in-
service training of teachers. Groups of
teachers should analyze their own class-
room experiences, the problems which they
have met in their daily work. For any of
the problems I have mentioned, there is no
effective start toward a solution without the
participation of the majority of the most
influential teachers in prolonged in-service
training programs.

(3) Reading. Here is an exciting oppor-
tunity for the sensitive, alert, and construc-
tive teacher: ( a ) In learning the real in-
terests and experiences of children and
adolescents, and (b ) in selecting stories
and reading materials in the social studies
and in psychology which will meet these
interests. New reading materials of this
realistic, exciting kind will not come usually
from college and university professors. They
will come chiefly from classroom teachers
who are in daily contact with children and
adolescents. Any alert teacher can find such
stories or materials and test their value by
use with her classes.

(4) The curriculum. What I have said of
reading applies to the content of the rest of
the curriculum. New materials in literature,
the social studies, home economics, and
even mathematics, which deal with both
life and fantasy, as the pupils know it, are



TEACHING LANGUAGE AND READING TO DISADVANTAGED NEGRO CHILDREN 63

greatly needed, but I have seen few texts
which have interest for students. Only
school staffs who know children and adoles-
cents, their interests and communities, can
select these new curricular materials. Let us
have the eyes to observe our students, the
interest to use our observations in finding
pertinent materials, and the courage to use
them in experimental dittoed form, as a
part of classroom work. We have had
thirty years of talk about a new curriculum.
Where is the new curriculum? We want to
develop it, and write itnot talk about it.

(5) Teaching method. Discussion and
participation: this is another field in which
much has been said and little done. We
need a method by which the students of all
groups, and all socioeconomic levels will
be drawn into classroom discussions in each
subject. At present, the teacher usually fears
allowing the low-status students to talk
freely; she is afraid of their English, or of
the subjects they raise out of real life, or of
her own reactions. But the best classes I
have seen in the hundreds of schools I have
visited have been those in which there was
free discussion.

The process of cultural learning which is
raising the hopes and lifting the aspirations
of the Negro masses in America cannot be
stopped, although it is being impeded. Its
working is inevitable. It is only in these
terms of cultural change that one can begin
to understand the tremendous efforts of
Negro Americans, after nearly fourteen gen-

erations in America, for full participation in
the educational, economic, political, and
cultural life of the United States.

In this highly complex process of accul-
turation, which operates over decades and
generations, some teachers and schools have
labored hard, though at times blindly.
Teachers have made sacrifices, have given
their heatts to their work, but often have
been discouraged. Looking at the results of
their hard, nerve-wracking work in one
class period, or one semester, or one year,
they sometimes have felt that their lives
have been wasted.

But the sacrifices have not been in vain.
Time and work are telling. In just one gen-
eration, the I.Q. of Negro children in Phila-
delphia, New York, and Chicago has in-
creased about ten points. Furthermore, as
revealed by Special Monograph, No. 10,
Volume 1, on Special Groups, by the Selec-
tive Service System ( 1953, Washington,
D. C., Government Printing Office, p. 147 )
the Negroes drafted in Illinois and New
York had a far lower rate of failure on the
educational test used by Selective Services
than did the whites in fifteen southern
states.

What we, as teachers, must always re-
member is that man is a learner. No matter
how handicapped he may be, he still pos-
sesses the highest of human capacities, the
ability to improve himself by learning.
Given the opportunity, he will learn his way
up.
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Teaching English to Indian Children
The 1965 meeting of the National Coun-

cil of Teachers of English held in this par-
ticular locale, on a Thanksgiving holiday
weekend, provides an unusually appropriate
setting for a discussion of the subject,
"Teaching English to Indian Children."
Here, we are meeting only a short distance
from the very spot where in 1620 a group
of American Indians was exposed for the
first time to the English language; yet to-
day, almost three and one half centuries
later, several thousand American Indians
speak English only as their second language.
Some do not speak it at all. Many of the
more than 500,000 Americans who identify
themselves as Indians on census rolls are
strangers to most other Americans. They
are strangers in the very land that was first
theirs. If American Indians today are
strangers to you, I hope that this discussion
on teaching English to Indians will accom-
plish a second and, perhaps, a more signifi-
cant purpose; namely, to introduce you to
Indians because truly you should know your
fellow citizens, the American Indians.

I hope, too, if this is your first introduc-
tion to today's Indians, you will not make it
a casual acquaintanceship but that you will
learn more about Indian life as it is today.
This Thanksgiving holiday, elementary-
grade children all over America will re-
enact the First Thanksgiving in which
Indians played a prominent partwhich is
well and goodbut unfortunately for too
many of these school children, their ex-

Mrs. Thompson was Chief, Branch of Education,
Bureau of Indian affairs, U. S. Deparbnent of the
Interior prior to her retirement in 1985. This paper
was presented at the Fifty-Fifth Annual NCTE
Convention in Boston, November, 1985.
Elementary English XLIII (April 1966), 333-340.

posure to Indians stops with the Thanks-
giving story. This leaves them with a "Pil-
grim view" of Indians which is seldom ap-
propriately brought up to date in their study
of history later on in the grades. Usually
their notion of Indians is further warped by
the Westerns they read or see, picturing
Indians as wild and bloodthirsty savages.
Indians today live no more like the corn-
planting Squanto than we live like the Pil-
grims of Plymouth days. They are no more
like the Indians seen in most Westerns than
we are like the stagecoach drivers or the
villains who robbed the mails.

FRANCIS M. MCKINLEY
Getting ready to enter school in the fall.

Scattered throughout this land, living in
towns and cities in every state, thousands
upon thousands of American Indians live
and work like their non-Indian neighbors.
Many of them have long since severed their
tribal ties; others have not. They can be
found in the professions; in business; in
trades and industry; in public service; and
in the arts. Many have attained distinction
in their field: Congressman Reifel, the con-
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gressman from South Dakota, is a Sioux;
Maria Tallchief, the ballerina, is an Osage;
William Keeler, vice-president of Phillips
Petroleum Company, is a Cherokee; Dr.
Edward Dozier, professor of anthropology,
is a Pueblo Indian; Annie Wauneka, who re-
ceived the President's Freedom Medal, is a
Navajo. The catalog of famous Indians
could go on and on. Others are just ordi-
nary citizens like you and me.

Many of the Indians living and working
side by side with the rest of us learned the
English language as their second language
after they started school. Congressman
Reifel's first language, for example, was
Sioux which he learned from his Sioux-
speaking mother. Last year when we
appeared before the Subcommittee on Ap-
propriations of which he is a member, he
paid tribute to the teachers in the Bureau
of Indian Affairs for the start and encour-
agement they gave him. Congressman
Reifel's command of English would make
any teacher proud. Certainly teachers who
taught him English as his second language
should be doubly proud because he speaks
English with distinction.

DONALD J. MORROW
Librarian helping sixth-grade Sioux students select
books in the Bookmobile.

Although many of the individuals I've
been describing had their first exposure to
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English in Bureau of Indian Affairs schools,
the Bureau as a rule does not provide edu-
cational services for their descendants.
Their children and grandchildren attend
public and private schools just as do the
children of other citizens. Today over two
thirds of the Indian school population
attend public or church-operated schools.
The Bureau does, however, provide educa-
tional services for a certain segment of the
Indian populationa segment cf the reser-
vations' population whose members in the
past have lived culturally and geographi-
cally isolated from other Americanswho
have had limited exposure to modern living
who have been overlooked when educa-
tional opportunities were passed out or who
refused the opportunities when offered

who have limited, if any, knowledge of
Englishwho lack skills or jobswho have
experienced extreme frustration and failure.
It is their children, numbering over 50,000,
representing about one third of the Indian
school age population, who attend Bureau
schools. Not only do these children have
English language learning problems, but
they have many other learning problems as
well. Consequently, all education in Bureau
of Indian Affairs schools comes under the
category of special education; that is, edu-
cation specially tailored to the needs of
children who must be taught a second
language; who must be helped to overcome
the scars of poverty and failure; who must
be helped to find their way between two
ctiltures. Ours is a compensatory type edu-
cationcompensatory for the childrenbut
more so for the teachersbecause nowhere,
yes, I repeat nowhere, can teachers find the
challenges and satisfactions to compensate
for their hard work that can be found in
working with Indian children and youth.
What greater satisfaction could any teacher
have than to have a student express his
feelings and thoughts in words like these:
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Pima Land

Out in the sunlit West is the land of the
Pima.

It lies beneath the purple arches
of the sunset sky.

The singing of the wild birds,
the crying of the wild animals
ring through the air in this desert land.

The voices of the people,
the sound of the drums and the rattles,
the tunes of the native songs
are heard around the camp fire
in the dark stillness of the night.

The mountains glow in the sunlight.

The lazy Gila River creeps slyly by
on this ancient war ground of the Apache
where the Aw-aw-tam now live in peace.

,K`q.

DONALD J. MORROW
In anticipation of their return to the Navajo Res-
ervation, ninth graders of Intermountain School,
Brigham City, Utah, examine artifacts wed during
"The Long Walk."

That poetry was written by an Indian stu-
dent who learned English as his second
language. When a teacher has succeeded to
this degree with a student who is express-
ing his feelings in his second language, she
has every right to be proud of her
achievement.

Certain aspects of reservation life, espe-
cially in the economic sector, no longer
adequately serve Indians. Consequently,
like the rest of us, except to a far greater
degree, Indians must make rapid adjust-
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mentscomplex adjustmentsadjustments
often confusing to them. They are faced

with learning different ways of living, and
different ways of making a living, so that
they can catch up and keep up with the de-

mands of the twentieth century. A good
command of English, more so than ever
before, is a key tool to their successful tran-

sition to twentieth-century living. Educa-

tional programs in Bureau of Indian Affairs
schools at all grade levels place heavy em-
phasis on both English language teaching
and curriculum content related to newer
ways of living. This paper deals with En-
glish language teaching.

Indian children who come from Indian
homes where the English language is spoken
have language problems very much like the
problems of other American children. An
Indian child who grows up learning and
speaking English at home enters school at
six years of age with six years of exposure to
English. Some experts say the average six
year old has acquired 50 percent of his
language development by the time he
enters school. At any rate, regardless of his

level, the school can begin at whatever
point his language development happens to
be when he starts his school career and de-
velop it to higher levels year by year. For

rie
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Second graders at jemez Day School, Jemex,
New Mexico.
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Engtsh-speaking Indian children, English
development at school, in turn, is supported
and strengthened by English usage at home.

The child who comes from an Indian
home where no English is spoken is in quite
a different situation. He sheds his six years
of language development in his native
tongue at the school door, and begins his
school career deaf and mute to the lan-
guage of the classroom. His ears, although
physically receptive to sound, cannot asso-
ciate English sounds meaningfully with any
thing in his Indian language background.
He possesses a sound code for his native
language, but his language code unlocks no
meaning when applied to English. Until he
can learn the English code, he is unable to
comprehend the message the code carries.
He is faced not only with learning a new
language, English, but also a new culturz,
the culture of the classroom. This is an ex-
tremely heavy learning load for a six-year-
old child. By comparison with English-
speaking children, he starts his school career
six years behind in English language de-
velopment His home gives hbn no support
in learaing English since English is never
spoken in his home. This describes for you
the nature of our problems in teaching En-
glish because relatively few of the Indian

U.
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HILDEGARD THOMPSON
Sixth grade Wahpeton Indian students use a
listening center in Brigham City, Utah.
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children in the Bureau's school system speak
any English at all when they enter school.

The Bureau of Indian Affairs, in its 100
years of working with the English language
problem, has evolved methods on the basis
of what will work and what will not work,
but the Bureau does not claim to have all of
the answers. There is a continual search for
new and better methods, and in this search
the Bureau encourages experimentation,
However, experimentation so far has af-
firmed, rather than negated, the basic prin-
ciples and premises on which the Bureau's
English language program for the early ele-
mentary grades has evolved. These funda-
mentals are:

1. The development of spoken English
precedes the development of English read-
ing and writing skills. The Bureau sets
aside the first year of school for the develop-
ment of oral English, and oral English is
emphasized throughout the grades. Teach-
ers who implement this principle with un-
derstanding have better success when later
they teach the reading and writing of
English.

2. Spoken English in the early elementary
grades should be developed in association
with classroom, home, and community ex-
periences. This practice recognizes that
language learning accrues from experience,
and in the beginning from concrete ex-
periences.

3. Experiences provide the meaning con-
tent of language. Oral English expression
should be welded to meaning since ex-
pression and meaning are inseparable in
the communication of thought. Drill is im-
portant to establish English patterns of
expression, but pattern drill is introduced
in close association with meaning.

Oral language development requires that
the inlividual learn to recognize and to
produce the complete sound system of
English, to make the correct association be-
tween meaning and expression, and to make
English patterns of expression a matter of
habit. The learner acquires ability to speak

,tl- --A
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English by imitating English-speaking mod-
els. His ear must be taught to hear and dis-
tinguish English sounds ( aural training ); his
speech muscles must be trained to produce
the sounds in proper patterns of expressions
( oral training), in terms of the meaning he
wishes to express ( cultural content).

f '
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Studying dormitory room, Flagstaff Dormitory,
Arizona.

We bring into our system over 200 teach-
ers each year. Few have had any training
or experience in dealing with the type of
language teaching problems we face. In our
teacher orientation programs we try to give
teachers entering the system some degree
of undertsanding of the problems of a non-
English-speaking child through role playing
in a simulated beginners' classroom. The
new teachers take the role of children and
an Indian-speaking teacher conducts the
class activities in one of the more than 150
Indian languages or dialects spoken today.
Naturally the new employees understand
nothing. As they try to guess at the instruc-
tions the native-speaking teacher gives, and
fail, she repeats the instructions in louder
and louder tonesa common error made by
teachers when children fail to comprehend
their instructions in the new language.
About 30 minutes of this type of experience
puts the teachers in an understanding mood
for observation in demonstration classes
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conducted by experienced teachers working
with little children in actual classroom
situations.

We try to provide teachers with the
space, equipment, and teaching tools to
work with beginners. All of the classrooms
in our new schools for beginners are spac-
ious, contain movable tables and chairs,
bulletin boards, a record player or a
piano, or both, a slide projector, And mov-
able charts. Each beginner's room has a
small washroom with facilities scaled to
child size.

Mrs. Frances Longwood, teacher, assisting boy
with his selection from library table at Cheyenne
Eagle Butte School, South Dakota.

We also expect our teachers to create an
active classroom environment through the
use of a great variety of materials of interest
to primary-grade children such as toys,
blocks, art materials, and natural science
materials. Songs and games are an impor-
tant part of the daily activities. Activities
developed with these teaching materials
provide interesting experiences that give
meaningful content to the oral English that
is being learned.

The experienced demonstration teacher
shows the new recruits how to use these
materials to develop English. After teachers
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are assigned to their own classrooms for
regular teaching duties we ask them to eval-
uate their own performance by keeping be-
fore themselves questions such as these:

Am I relating my oral English teaching to
firsthand experiences?

Do I make use of the everyday things chil-
dren do at school?

Do I provide children with a wealth of
experiences to enrich their background?

Do I use these experiences as the basis of
my English language development?

Do I help children hear English sounds
correctly? (This calls for many listening
activities.)

Do I show them how English sounds are
produced?

Do I provide the practice they need to
produce English thought patterns cor-
rectly?

We provide one whole year of this type
of oral English instruction to give Indian
children in our system a start for the first-
grade work. This places them, in age, one
whole year behind their English counter-
parts in first grade, but their achievement
parallels that of English-speaking children
until English becomes the primary tool for
further learning, usually about fourth grade.
At this point they begin to fall behind, and
the gap becomes progressively wider until
by the time they reach the upper elemen-
tary and high school grades they are two to
four grades behind national norms.

Inability to achieve at adequate levels in
upper grades and high school is a serious
problem, and one which seems to be
generally true of all groups that do not
speak English as their first language. Why
does it happen? What can be done about
it? We are asking ourselves:

Have we failed to build a solid oral English
base for upper-grade English?

Have we introduced abstract learning too
fast?

Have we expected the oral English language
development adequate for grades 1-4 to
serve upper elementary and high school
levels?

Are we using teaching methods that are
inadequate at these upper-grade levels?

Do we provide sufficient opportunities at
each grade level for oral English practice?

Have we presented upper-grade and high
school English in a hit or miss fashion, thus
neglecting proper control and sequence?

Have we tried to teach English at upper-
grade and high school levels in the same
way we teach English to native English
speakers?

What are we doing about achievement gap
at upper-grade levels?

First, two years ago, we analyzed the
principles upon which our English lan-
guage program is based in comparison with
linguistic approac.:es. This analysis indi-
cated to us that the basic principles in our
approach are sound in accordance with
present day thinking of linguists on the
subject.

Second, we are working toward the devel-
opment of an English language program
laid out in sequential increments beginning
with the primary grades on through high
school grades. This is a monumental task
which will take time, but we are convinced
that it must be done. It is unfair to teachers
to expect them to develop the level of
English language capability required today
without guides that indicate the oral lan-
guage to be taught at each grade level.

Third, we have several groups experi-
menting with newer materials and experi-
mental methods, but we are not abandoning
our own approaches until we find better
and more successful methods to replace
them.
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Fourth, we are developing drill materials
to use at upper-grade levels and experi-
menting with them in a language laboratory
at our largest boarding school. We have
postponed putting language laboratories
in other schools until we have first devel-
oped programs to use in them. We believe
it is wise to invest our efforts first in the
development of programswith the invest-
ment in hardware to come later. We do,
however, emphasize the use of tape
recorders in every classroom.

Fifth, we are building libraries and
material centers in all of our larger schools.
These are to be learning centers equipped
and stocked with all kinds of visual aids, as
well as books and other reading materials.
We expect these centers to be the heart of
our schools.

Sixth, we are extending contacts of our
students with non-Indians through field
trips, excursions, exchange visits, and
MN_
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HILDEGARD THOMPSON
Second-grade Taos Indian children arranging the
bulletin board.

summer programs. These expanded experi-
ences are providing at the upper-grade
level the firsthand experiences that bring
meaning to formal classroom work. If prop-
erly planned and used for their educational
value, trips to museums, to concerts, to art
galleries, to offices, to factories, and to

governmental agencies broaden the cultural
and educational horizons of upper-grade
and high school students.

One learns to meet people by meeting
them. In many of our schools, students serve
as guides to explain their school to visitors,
and attend public meetings to tell about
their school activities. Banking comes alive
when students have seen the inside work-
ings of a bank. In our schools the students
operate a school bank as a safe place
to keep their funds, as well as to provide
experiences to develop the habit of sav-
ing. We use experiences such as these to
provide content for English language
learning.

DONALD 3. MORROW
Fourth-grade Navajo students having a reading
lesson.

We are coming face to face with the
problem of English language teaching to a
degree that we have never faced it before,
for the simple reason that we are getting
more students in high school, more students
finishing high school, and more students
going on to college and post high school
training. As a matter of fact, by 1970 we
hope to have 90 percent of Indian students
in our schools finish high school, with all of
them going on to training beyond the high
school in colleges and universities, or tech-



Ii

TEACHING ENGLISH TO INDIAN CHILDREN

nical and vocational schools. When we set
this goal, only 52 percent of those who
entered the 9th grade remained to graduate;
thus, our most serious English failures were
in the 48 percent who left us. In 1985, five
years later, the holding power has been
increased to 77 percent completing high
school. Fifty percent of our high school
graduates are continuing their education.
These statistics indicate progress.

But we are not satisfied. We have much
further to go. We hope to add experts to
our staff to speed up the preparation of

curriculum guides and English language
materials of all kinds. We hope to employ a

corps of specially prepared teachers, hope-

fully teachers with experience in teaching
English as a second language, to work with
students at all levels, to try out materials,

and experiment with various approaches.
Perhaps what I've said will challenge

teachers interested in this problem to seek
employment with the Bureau of Indian
Affairs.

In closing, may I again urge you to get
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better acquainted with your fellow citizens,

the American Indians. Historically, Indians
have contributed greatly to our way of life,

but their contributions have lost much of
their Indian identity. How many people in

the corn belt, for example, know that In-
dians of the Americas gave us corn? How
many of our statesmen and politicians
know that the Six Nations of Iroquois had
a highly organized form of government
from which our Founding Fathers bor-
rowed some of their ideas in developing
the structure of our own government?

Indians have much to give America today.

Indian cultureanii only Indian culture
is indigenous to Ailerica. As such it can
add a quality to the fobric of American life
that is distinctive. We should not lose that
distinctiveness; instead we should enhance

it by helping each individual Indian de-
velop his innate capacities to the fullest. By

so doing, not only will American life be
strengthened but we will demonstrate to
the world how much we value the individ-
ual and his right to be himself.
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Annotated Bibliography of Books
for Elementary Children in English

and Foreign Language Editions
The following bibliography is divided into three sections; books that have

both an English and a foreign language edition; single volumes that are written
in both English and a foreign language; picture dictionaries or books that are
wrliten in English with selected words, phrases, or passages written in a foreign
language.

Teachers may use these books to help pupils maintain or improve an ability
to read a foreign language or to acquaint pupils with the fact that many stories
enjoyed in English-speaking countries bring equal pleasure to children in foreign
countries. A pupil who is learning English as a second language can move from
a story he can understand in his own language to seeing, hearing, and'understand-
ing the story in English. Many teachers may wish to use these books to illustrate'
variations between the syntax or the structure of one language and that of
another.

Anglund, Joan Walsh. A Friend Is Someone Who Likes You. New York: Harcourt, Brace
& World, Inr 1958.
The original English version of a reflection on the world of reality, as viewed
through the eyes of a child.

Un Ami, C'est Quelqu'un Qui T'aime. New York: Harcourt, Brace &
World, Inc., 1965.
The French translation of A Friend Is Someone Who Likes You; literal translation
of text, with identical layout and illustrations.

Brown, Marcia. Stone Soup: An Old Tale. New York: Charles Scribner's Sons, 1947.
An English version of the Old French tale, retold and illustrated by Marcia Brown.

Une Drole de Un Vieux Conte. New York: Charles Scribner's
Sons, 1960.
The French translation of Stone Soup, with identical format and illustrations.

Lionni, Leo. Swimmy. New York: Random House, 1963.
The original English version of the adventures of a little black fish whose friends
are all swallowed by a hungry tuna.

. Nageot. French translation by Catherine David. New York: Random
House, 1963.
The French translation of Swimmy, with identical format and illustrations.

Suimi. Spanish translation by Teresa A. de la Haba. New York:
Random House, 1963.
The Spanish translation of Swimmy, with identical format and illustrations.

Dr. Evertts is Associate Professor of Education, University of Illinois, and Assistant Executive
Secretary, National Council of Teachers of English.
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Plenn, Doris Troutman. The Green Song. Illustrated by Paul Galdone. New York: David
McKay Company, 1965.
The original English version of a fantasy story about a little Puerto Rican tree frog
who takes a plane to New York City in his effort to see the world.

La Canción Verde. Illustrated by Paul Galdone. Sharon, Connecticut:
The Troutman Press, 1956.
The Spanish edition of The Green Song, arranged in different format and pagina-
tion but with identical illustrations.

Po liti, Leo. Pedro, the Angel of Olvera Street. New York: Charles Scribner's Sons, 1946.
The English version of a Christmas story for children, telling about a small boy
who lives in the Spanish sector of Los Angeles.

. Pedro, el Angel de la Calle Olvera. New York: Charles Scribner's
Sons, 1961.
The Spanish translation of Pedro, the Angel of Olvero Street, arranged in similar
format and with identical illustrations. A Spanish-English glossary is appended.

Rey, H. A. Curious George. Boston: Houghton Mifflin Company, 1961.
The original English version of the antics of a small African monkey when he first
arrived in the United States.

Jorge el Curioso. Translated by Pedro Villa Fernandez. Boston:
Houghton Mifflin Company, 1961.
The Spanish translation of Curious George, with Spanish-English vocabulary
printed at the bottom of each page and a Spanish-English glossary appended..

Robbins, Ruth. The Emperor and the Drummer Boy. Illustrated by Nicolas Sidjakov.
Berkeley, California: Parnassus Press, 1962.
The English edition of a story describing a young drummer boy and his encounter
with Napoleon.

L'empereur et le Tambour. Illustrated by Nicolas Sidjakov. Trans-
lated by Marie Byrne. Berkeley, California: Parnassus Press, 1962.
A translation of The Emperor and the Drummer Boy, written in French with
format and illustrations identical to the English edition.

Saint-Exupery, Antoine de. The Little Prince. English translation by Katherine Woods.
New York: Harcourt, Brace & World, Inc., 1943.
The English translation of the original French fantasy describing a visitor from
another planet. This edition is identical in format to that of the original French
edition.

Le Petit Prince. New York: Harcourt, Brace & World, Inc., 1943.
The original French story of The Little Prince.

Vacheron, Edith, and Virginia Kahl. Here Is Henri! New York: Charles Scribner's Sons,
1959.
Three short stories, written in English, about Henri, a French boy, and his cat
friend, Michel.

Voici Henri! New York: Charles Scribner's Sons, 1959.
The French edition of Here Is Henry! The format and illustrations are identical
with a French-English glossary.

Vacheron, Edith, and Virginia Kahl. More about Henri! New York: Charles Scribner's
Sons, 1961.
An English sequel to Here Is Henri! Four additional stories about kienri are in-
cluded in this one volume.

Encore Henri! New York: Charles Scribner's Sons, 1961.
The French edition of More about Henri!, with identical format and illustrations.
A French-English glossary is appended.

0 0 0 * 0 0 0 *

Baldner, Gaby. Joba and the Wild Boar [Joba und das Wildschweird. Illustrations by
Gerhard Oberlander. New York: Hastings House, 1961.

44.
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A story about a little German girl and a baby wild boar that becomes her pet.
The text includes both English and German side-by-side on the page.

Barenbaum, Simon and Ruth. Le Secret du Grand Hangar [The Secret of the Grand
Hangar]. Photographs by Edward Freeman. New York: Harcourt, Brace & World,
Inc., 1966.
Large, black-and-white photographs illustrate the story of preparation for the
French Carnival and the excitement of the festival itself. Captions are written in
French, with the English translations given as an appendix.

Francois, André. Crocodile Tears [Larmes de Crocodile]. New York: Universe Books,
1963.
A nonsense story for young children, written in English with the French translation
printed under the English.

Frasconi, Antoaio. The House that Jack Built [La Maison que Jacques Abatie]. New
York: Harcourt, Brace & World, Inc., 1958.
A traditional nursery rhyme printed in both English and French, with the French
text appearing directly below the English on each page. English questions about
the poem, with the answers in French, are included at the end of the book.

Frasconi, Antonio. The Snow and the Sun [La Nieve y el Sol]. New York: Harcourt,
Brace & World, Inc., 1961.
An old South American folk rhyme with colored woodcut illustrations, printed
side-by-side in English and Spanish.

Klein, Leonore. Huit Enfants et un Bébé [Eight Children and One Baby]. Illustrations
by Michael Foreman. New York: Abelard-Schuman, Lt'd,1966.
A story of a large family and the events that tal,e place when they try to solve the
problem of over-crowded living quarters. The text is written in simple French
with an English translation at the end of the book.

Pullet, Roger A. Andre Francois Villeneuve. Chicago: Follett Publishing Company, 1965.
A story in informal French using expressions appropriate to everyday conversation.
The English translation is available in the back of the book.

Prieto, Marianna. Ah Ucu and Itzo. Illustrations by Lee Smith. ,New York: The John
Day Company,, 1964.
The story of a small Mayan Indian boy in eastern Mexico and the trouble thatresults when his pet mouse eats the food that has been left for the "Little People,"
who determine whether or not there will be a good harvest. The story is written
in English, with the Spanish translation written at the bottom of each page. An
English and Spanish vocabulary, with phonetic pronunciations, is included.

Prieto, Marianna. A Kite for Carlos. Illustrations by Lee Smith. New York: The JohnDay Company, 1966.
The story of a Spanish-American boy and the kite that his grandfather makes him
for his birthday. The story is printed in English on the left- and in Spanish on the
right-hand pages. Spanish and English phonetic pronunciation vocabularies areappended, as well as informational notes concerning Spanish culture.

Prieto, Marianna. The Wise Rooster [El Gallo Sabio]. Illustrated by Lee Smith. New
York: The John Day Company, 1962.
The story of the night the animals talked is told in English and in Spanish, with theEnglish version on the left-hand pages and the Spanish translation on the right.

Priolo, Pauline. Bravo Marco! Illustrated by Betty F. Peterson. Italian translation by
Arnolfo B. Ferruolo. Berkeley, California: Parnassus Press, 1963.
A story about a little Italian boy and how he persuades a stubborn donkey to pull
his new cart. The story is written in English, followed by an Italian translation on
each page; an English-Italian vocabulary of useful expressions is appended.

Rider, Alex. A la Ferme / At the Farm. Illustrated by Paul Davis. New York: Doubleday
& Company, Inc., 1962.
A story of two children who spend the summer on a farm. The story is given in
English on one page, with the French translation printed on the facing page.
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An alphabetical English-French vocabulary and a pronunciation guide are
appended.

Rider, Alex. Chez Nous / At Our House. Illustrated by Isadore Seltzer. New York:
Doubleday & Company, Inc., 1962.
A story about everyday happenings familiar to any little American or French child.
The story is printed first in English and then, on the facing pages, in French. An
English-French vocabulary and a guide to pronunciation are appended.

Ritchie, Barbara. Ramon Makes a Trade. Illustrated by Earl Thollander. Spanish trans-
lation by Kenneth Edwards. Berkeley, California: Parnassus Press, 1959.
The story of how Ramon, a Mexican boy, manages to buy a parakeet and cage
through some skillful bargaining and trading. The English version is given at the
top of each page, with the Spanish translation printed at the bottom. A glossary
of useful expressions in English and Spanish is appended.

Ritchie, Barbara. To Catch a Mongoose. Illustrated by Earl Thollander. French trans-
lation by Marie Byrne. Berkeley, California: Parnassus Press, 1963.
A story of two Caribbean children who caught and tamed a mongoose and then
tried to sell him. The story is written in English, with the French translation given
at the bottom of each page.

Sokol, Camille. La Pluche. Illustrated by Bill Sokol. New York: Holt, R:nehart &
Winston, Inc., 1963.
Impressions about the everyday life of La Pluche, a lackadaie,cal father, is told
in French, with the English translation given at the bottom of each page.

Steegmuller, Francis. Le Hibou et la Poussiquette [The Owl and the Pussy-Cat].
Illustrated by Barbara Cooney. Boston: Little, Brown and Company, 1961.
A free translation in French of Edward Lear's poem, "The Owl and the Pussy-Cat."
A French-English glossary is appended, as well as the original English version of
the poem.

Steegmuller, Francis, and Norbert Guterman. Papillot, Clignot et Dodo [Wynken,
Blynken and Nod]. Illustrated by Barbara Cooney. New York: Ariel Books, 1964.
A free French translation of Eugene Field's "Wynken, Blynken and Nod"; an
English text is included at the end of the book.

Trez, Denise and Alain. Le Petit Chien [The Little Dog]. Illustrated by Alain Trez.
Cleveland: The World Publishing Company, 1961.
A French story about a little dog that was robbed of his bones by his nine brothers,
yet who heroically saves his brothers. The English version begins with the back
cover; thus both versions end in the middle of the book. The illustrations are
identical for both versions.

Trez, Denise and Alain. Le Vilain Cat [The MischievouS Cat]. Illustrated by Alain
Trez. Cleveland: The World Publishing Company, 1965.
A French story of a cat who played naughty tricks on the other animals. The
French text is presented at the beginning of the book with the English version
under the back cover and reading toward the middle of the bnok. The illustrations
are identical for both versions.

Brunhoff, Laurent de. Babar's French Lessons. New York: Random House, Inc., 1963.
A story of an elephant teaching French to children. The story is to7id in English,
with important or useful phrases given in French immediately following the English
word or phrase.

Brunhoff, Laurent de. Babar's Spanish Lessons. Spanish words by Roberto Eyzaguirre.
New York: Random House, Inc., 1965.
A story of an elephant teaching Spanish to children. The story is told in English,
with important or useful phrases given in Spanish immediately following the
English word or phrase.
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Frasconi, Antonio. See and Say: A Picture Book in Four Languages. New York: Harcourt,
Brace & World, Inc., 1955.
A selection of familiar words, given in four languages: English, Italian, French,
and Spanish. The words are illustrated with large, colorful woodcuts.

Frasconi, Antonio. See Again, Say Again: A Picture Book in Four Languages. New York:
Harcourt, Brace & World, Inc., 1964.
A sequel to See and Say, with familiar words listed in four languages and illustrated
with large, colorful woodcuts.

Joslin, Sesyle. Spaghetti for Breakfast. Illustrated by Katharina Barry. New York: Har-
court, Brace & World, Inc., 1965.
An Italian vocabulary guide for children, with a common Italian phrase given on
each page, followed by a pronunciation guide and the English translation. A picture
is used on each page to demonstrate the time and place in which the phrase
would be used.

Joslin, Sesyle. There Is a Bull on My Balcony. Illustrated by Katharina Barry. New York:
Harcourt, Brace & World, Inc., 1966.
A Spanish vocabulary guide for children, with familiar phrases given in Spanish,
accompanied on each page by a pronunciation guide, the English translation, and
a picture to demonstrate the use of the word.

Joslin, Sesyle. There Is a Dragon in My Bed. Illustrated by Irene Haas. New York:
Harcourt, Brace & World, Inc., 1961.
A French vocabulary guide for children. A common French phrase is given on
each page, with pronunciation and the. English translation given directly below.
A picture demonstrates the Hme and place in which the phrase would be used.

Filloux, Odette, translator. The Cat in the Hat Beginner Book Dictionary in French.
New York: Random House, Inc., 1965.
A dictionary for children learning French idiom, with large illustrations for English
entry words. English and corresponding French sentences illustrate the use of
each word. This book is based on the original Beginner Book Dictionary.

Shannon, Terry. A Trip to Mexico. Illustrated by Charles Payzant. Chicago: Childrens
Press, 1961.
Two American children describe their recent trip to Mexico. Spanish vocabulary
and useful phrases are given above the English text, along with punctuation guide
and English translation for each word.

Shannon, Terry. A Trip to Paris. Illustrated by Charles Payzant. Chicago: Childrens
Press, 1959.
A story about American children taking a trip to Paris. French phrases are given
above the English text, along with a pronunciation guide and English translation
of each phrase.

Shannon, Terry. A Trip to Quebec. Illustrated by Charles Payzant. Chicago: Childrens
Press, 1963.
A story about American children taking a trip to Que,Jec. French phrases are
given above the English text, along with a pronunciation guide and English trans-
lation of each phrase.

Steiner, Charlotte. A Friend Is "Ainie." New York: Alfred A. Knopf, Inc., 1956.
A story about two little girls who became friends in spite of the fact that they
spoke different languages. The story is written in English, with the French girl's
vocabulary included and indicated by a color key. French words with English
equivalents are shown with large illustrations in the front and back of the book.
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