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What is "Continuity” in English Teaching?
~T

i

by

Frank Wihitehead

In the teaching of any subjeci arez, the demanc for an ordered sequence
which is widely accepted arises‘naturally'from“our éxisting patterns of
school organisation. When the same children are tpught at successive stages
by different teachers, there is an undenisble need gor'co~ordination to.

avoid wasteful overlap and repetition, unintended gaps and omissions, con-

fusingly different approaches and terminplogy. (In British secondary schools,

_for examble, teachers can be heaxd complaining that thelr pu?ils have been
mis-taught English grammar in the primary school or have already "done" gtl
age nine booKs aud poems which are designated as paxt of the syllabus fdr
twelve or thirteen year olds.) Moreover, the increased geographical mo-
bility of employﬁent characteristic of a wmodern 1ndustriaiised economy

mgkes it increasingly desirable that the sequencesg prevailing in different

. parts of a country shodlﬂ be, if not identical, &t least cdmpatible.

Even so, ﬁost Baitish oﬁservers are surprised by the extent to which
discuésion of Engl%sh curriculum reform 1n'the U.8, in the past few yéarS‘
B';f;;en obéessed by the search for an agreed framework which-wouid bhe
“sequential,” "cumulative,” "incremental," “articul%ted,“ and &structured‘"

Thus in 1958 the Basic Issues Conference described as "crucial" the ques-

tion: "Can basic programmes be devised that are sequential and cumulative

from the kindergarten through the graduate'gchool?" This pre~occupation was

clearly intensified as a result of the Woods Hole Conference of 1959, even

though the latter was oriented primarily towards education in the sciencqs
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and included no Enélish specialist among its participants. The most
influential aspects of Brunér's (1960) report have been (é) the view that
“the curriculum 6f a subject should he determined by the most fundamental
understanding thg; can be achisved of the underlying principles that give
structure to that subject” and (b) the suggestion that welcan %nticipate
"readiness for learning" in our pupils by introéucing-to them at an early
ideas in ﬁfogressively fuller form as part of the-"spirgl curriculum. "

In the teaching‘of sci;Stific auﬁjects (vhere the "structuring
ideas" are thelgeneralising abséractioné which give order a:d meahing to
empiriéai obseérvations) this approach has proved highlg gffective; and it
is understandable if teachers of English hanker afte; the intellectual
préstigé wﬁich might acgrue from its application to-their own concerns.

Caﬁ the concept of structure, howevér;'be applied to the "subject":
of English in anything moré than a loosely metapﬁérfcél setuse? There is
already a good deal of elasticity in Bruner's use of his key te%p, since
the logico-dgductife structure of én “"artificial iaﬁguage"‘suchlaﬁ mathe:
matics is something very different indéed from the "structuring ideas" of

an empirical’ science. wﬁen-the term 1s extended to lanéuage learuning, the

“structure”" can only be that of the complexly:iuterwmvén patternings
* , discernible in the specch-habits of a given language-community ,patternings
which are tnormally operated quite unconsciously by a speaker of his mother-

. tongue, and which must indeed become unconscious in the learner of a

second language before he can begit to use it with anything approaching



effectiveness, Though Bruner id not himse! th;ow out any hints in this
direction, attempts have been made to develop a lingulstically-based
English curriculum in which the sequence derives either from the structur-
al patterns identifled by descriptive linguistics or from the so~called
"deep structure hypothesised by transformational-generative grammarians;
the fundamental objectioq to such athempts will emerge at & lster stage

in my argument.

Far more influential have been the numerous attempts to derive a
sequential cprriculum from fthe basic principles of structure in litera- 7
ture" (variously defined). A uséful survey by Walker (1966) brings out
a persisting lack of‘agreement as to the nature of these basié principles.
6n the one hand there aré those vhose search is- directed towards the dif-
ferent literary forms Op;genres and “he internal relationships character-
istic of these forms. On the other hand theré are those-who busf them-
selves in looking.far the "basie recurring themes,"” the "main archet&pgs"

or-the "major Tundamental awerenesses’ which constitute the experience

1 ' .
of literature. In regard to the former approach we can probably all

1.~ This quest has a history going well back. In 1942 for exemple,
Thomas Clark Pollock put forward as a guide for the teacher selecting
literary works for study "tbree major themes" which 'form the dominant
_pattern” in the Anglo-American cultural tradition. These were a belief
in the worth and diguity of the individual human being, a belief that the
highest development »f human personality is to be found in self-sacrifice
and service to others, and "'2 belief that life 1s essentially.good and
should be faced with lope and courage as a high adventure." Using this
¢riterion 1t might be a mildly entertaining parlour game to .draw up lists
of Ehe great writers who would be "out"” snd the Martin Tuppers who would
be "in."




agree that conscious avareness. of formal characteristics (e.g;lrhythm,
imagery, dramstic irony, narrative point-of-view) should play some part
in a student's literary education, at any rate at the older ages and more
- advanced levels of study. From the British standpo;nt what may well be
in dispute is the maguitude of the contribufion that can be made by such
éwareness to the ;eader's ability te respond fully and appropriatgly to
any specific literary work., Many British teachers certainly beliéve that
fpr younger and for less able puplls consclous direction towards such
1ssués can be 2 hindrance and a distraction because {t seemingly offers
them 2 reiatively palnless alternative to the task of reading the-novgl,
poem,‘or play as-such. In a rathey éimilar way, the great disadvant#ge
of the second approach (that via_"thémes") is that‘it leads our attention
away from the unique worik of lite%ature towardé those features which, whén
abstracted-from it, can be seen t; link 1t, in one way of another, with
other wsrks. This seems to me calculated to produce knowledge ";bout"
liferature (prohably spurious knowledge at that) rather than a capacity
Fo read wofks of literature and respond to them; and it is surely incom;

patible with our shared conviction that the valuz of literature as "a

—_

maturer of humanity” is "the sum of a contipuﬁus experiencing of books"
(Heilman, 1956), At its ﬁorst, this approach will foster fhe‘dispoéition
to éée, for examﬁlé, novels not as individual and self-contalned works
‘Of art (each with its own'féasonslfo¥ being so and not otherwlise) but

as variant anﬁ interchangeable treatments of "a rélativeiy'limitéd_number

of kuman piights" (Bruner, 1960), Nor can I see that anything vaiuable




has been achieved when the student has been taught tc perceive 1 re-
semblance between the plot structure of a Shakespeare vomedy gnd that of
a "battered ielevision movie,” or between the character of Annz in The

King End I and Alice in Lewis Carroll's Wonderland {¥Frye, 1964, pp. 115

and 123-124), 1hat one has to ask is "Do these perceptions enable him
i .
to take anything more from his reading of Shakespeare or Carroll?"; and
the answer, on the wost charitable interpretation, can only be "Preciocts
little,"”
It should be added that various (not very logical) attempts have been:

made to combine the two apprcocaches I have just outlined (see for instance

Design for Learning, ed. Frye, 1962). Of these the one which comes

nearest to intellectusl coherence is the "four-layer description of the

_ | o
structure of literature" offered by Dwight Burton (1964); even this falls,

in my view, gome distance short of being either convincing or demonstrably

helpful to the teacher.

To the outside observer, then, the attempt to derive a rational

sequence for the teaching of English from the internal structure of the

2, The layers are: )
Layer 1. Themes which develop from four basic relationships:
man and deity; mon and other men; man and nature; man and
himself. .
Layer 2, Modes, of which there are four basic ones according
to the eminent critic Northrop Frye:; romantic, comic, tragic,
_and ironic. Romantic and comic wmodes, Frye maintains, are the
easier; tragic and ironic, the moyxe difficult.
Layer 3, Genres, of which the modern imaginative ones are .
. novel, short story, poem, and play, |
Layer 4, The individual selection.

ERIC

Aruitoxt provided by Eic:



subject 8s studied at its highest }evel seems open to three major ob-
Jjections. 1In the first place, the?e is no body of agreement as to the
nature of this structure, nor does uny such agreement seem attainable;
it is not even clear whether it should be looked for within the discipline
of literary criticism orlthat of linguistics.‘ Secondly, the search for

P "structure” as a guiding principle leacds to a retrogressive emphasis
upon "knowledge” (knowledge zbout the language, or sbout literature) as
opposed to "ability to use.” And thirdly, the desire for a step-by-step
articulafion of .sequence leads (as is made explicit in Hook, 1962) to a
demend that the English teacher's field of activity be restricted to that
which can be made incremental ~ and hence to the exclusion of many of
those vitsal but untidy bhumsn concerns which the good teacher of English
instinctively feels to he pert of his profesgional responsibility.

Perhaps then‘we'ﬁeed to look in a dj fferent direction. English

sfter all is unique as a school subject becsuse its role, essentislly,
is to foster, ‘improve and refiﬁe thé indivicdual’'s gbility-to use his
mother-tongue - ts use it fully, flexibly, effectively, sensitively, and
to use it for-all the varied purposes which one's nativo language must
serve in a modern civilised community. (Literature falls within this-
province because the creative and imaginative uses of language sre an
integral part of the life-experience of a civilised human being.) Given:
this, I suggest that we musf look for our source of order to the inhérant
and inescapable sequence in the acquisition'éf 8 mpn's mqther—tongue; a

developmental pattern whose origin and momentum come from outside the




school situation, and which is ;ntimately bound tp with the individual’s
whole intellectual, emotional, soclal, and spiritual growth. To lay
'the emphasis thus on the human-developmental sequence ig not, however,

to diminish the role o# those who "know the subject most deeply”: we
mist draw on thelr insigh? and expertise to interpret the potentialities
of the pupil's growth processes at any given stage, té perzelve whither
his abilities, interests and aceds are tending, and hoﬁ they can be rur-
tured mﬁét fruitfully.

There can be littlc dougt that, in broad temms, childrén's language
abtlities do develop in ; pre-determined order, one stage necessarily_'
preceding the next. A child must listen and hear languége used hy o#hers
before he can talk himsélf; he utters fingle vords before ﬁe produceé

.
the @ﬂltiple-word utterances we usunlly call sentences; under hormal
clrcumstances he requires a fair degree of facillity in talking before he
" ecah iearn to read; and so on. Moreover we expect him to enjoy nursery

rhymes, folk tales (and/or comic strips) before he enjoys Treasure Island

or Haﬁlet. -The fact that different child?en pass through the sequence

at very different rates is not a vital objection to our argument.. In all
physiologically normal humah bhelngs the order of the stages of iinguistic‘
de§olopment remains very much the same; and it is this orderliness that
gives point to our continued use of the_much-ahusediterms'"maturation"

'

and "readiness." At the same time, it must be remembered that language is

B social égt}gi;;; it is learned, essentially, through linguitic inter-
action with other human beings. There are almost certainly thrésholds of

sensory discrimimation or muscular co-ordination which form a'necessary




preregquisite for certazin stages of language growth, bui once the early
stages are passed these secem to play a relatively wminor part in deter-
mining the sequeﬁce. Far more decisiée are the amount and quality of the
linguistic expe;ience provided hy the ;hild‘s social environment, the
relationships hé forms with other people, and the pressures from withinl
ﬁhich mbve him to use language to satisfy his human needs. TFor this rea-
son it way ;ften he pebuliarly difficult to distinguish bhetween those
aspects of the observable sequence which are ticd to a particular-en-
vironment and those regularities which secem to be inescapable in all the
cultures and communities we know of. Despite this area of uncer?pinty,
it is surely gOOd‘sense fof educators to work with the discernibile pﬁt-
Itérns of linguistic de&élépmen£, séeking to expedite progréss where this
is practicablé, hut ia general utilising and exploiting the existing
growth rhythms rather than ignéring them or trying to ride rough-shod
over them.f-Relevqnt, moreover, to the soundness of this strategy is th;
accumulating'evidence for the occurrence in huﬁan, as in animal, growth
of "critical periods" when the organism is particularly susce;t{ble to
sﬁecific Linds of 5timulation.‘ N
What kinds of stfucture, then, might this approach provide for our

English curriculum? There aye several‘Qifferent levels on which a child's-
‘linguistic growth-sequence may be deseribed, but it will be convenient

to distlnguwish broadly bhetvieen those éqncerned with the recurring patterns

inherent in the language he uses and those concerned with the uses he

makes of this language in varying “contexis of situation.” There have




been numercus studies.of the internal characteristics of childr;n's
language at different ages, the pre-school age having been t;eaied
more extensively than any‘dther, though wuch of the. earlier work (re-
viewed at some length in McCarthy, 1954) was sé?iouslf weakened‘by_the
use of in#dequate or even améteurish linguistic categories. Unquestion-
able is the fac¥ foten commented on) that the child has learnt a re-
markably high ﬁrOportiﬁﬁ’of Phe structure of his native language bef&re_
hf enters schoql,_and has learnt it without any deliberat; educational
intervention, | | ,
Thus at the level of plonology, where the developmental sequence
has been rather fu;ly recorded by Templin (1957), threé~quarters of all '
children can produce more than 80 -percent of the phonemes of fhe ianéUage
with feasonably correct articulation by the agé of Six, and mastery of
the remalning (comparatively rare) conéonant spﬁnds is achieved by age
eight., (As Hockett, 1950, has put it, the child's early speech ekhibitsl
a phonemic system which, though functioﬁal, is pore imprecisSe and iess

fully developed than that of the adult, and which is progressively

differentiated and refined by splits and contrasts; it is perhaps worth
noting that therchild's ability to analyse words Eonscioﬁsly into their
-sound-components develops decidedly later than his ébi;ity to produce
them accurate;y.(Bruceyj1964).) -

At the twin leveis of morphology and syntax theré'is also good

agréément that'childfen-normaliy possess virfually'al} the structures Oﬁ'

their pative language by the time they entexr compulsory schooliné}
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as Smith (1956) put it, "the important fact is that-sbout 98 percent of

all oyr species are in full control of the structure of their group's

communication systems at about the same age (viz. about 54)." Befko
(1958) presented convinciﬁg evidence for thig in regard to morphology;
and more recently Menyuk (1963), using Chomsky's model for linguistic
analysis, reached a similar conclusion with regard to hoth the phrase-
structure level and the tran;formntibn level, 'At‘thege-levels all the
basic structures used by adults to generate thelr sentences were-also
found in acceﬁtable form in the speech both of mursery school ch;lﬁren
and of first-grade child¥en; anc although s;me forms restricted to a
children's gramm;r were also observed at hoth age;, the occurrence of these
unique forms was, relaiively, very infrequent. Menyuk did, ﬁowavef, find
1ndications-that ét the tgansforﬁation level further siéniticant changes
oCccur Beyond the age of seven years. Hunt (1964) has presented inter-~
esting evidence based on a study of pupils’ writing at the fourth grade
level;-;ighth grade legel, and tw%lttﬁ grade 1eve1.‘ He found. that al-
most all struétures were used by even the youngeét writers, but,thgf'the_
older stuaents used with significantly greater tredueqcy many of the
structﬁres produced by'sentence-combining ¥ransformatiqns. Does this
provide a lodphole_for thnsé who wish to argue in favour 9! teaching

i

generative grammar over these grade lovels as a means of helping pupils
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to write bet;.ter?3 I think not. Certainly, since the transformations
are all within the repertoire of all grades, there can be no justifi-
cation fron ths developmental sequence for locating the study of them at
any particular stage or for presenting them in any particular order.l And
there remains (as Hunt himself very properly points out) the even more
fundamental doubt as to whéther cotiscious awarenegs of such structures

(which ave ordinar11y used uncon501ously) plays any significant part in

one's ability to employ them to good effect at the right moment. Is it
not the case that we use more pomplex sentences as we grow older because
the thoughts and feelings within us which are clamouring for expression
have becowe more complex or more complexly intéf—related? Auj should
not our teaching start therfore_xrom'the cause rather than the symptou?

On the other hand at the next level, that of lexis, there is cer-

tainly evidence of contimiing dewvelopment throughout the school years.
Admittedly, the experimental studies in this field have been bedevil;ed.

by the difficulty of deciding what one meauns firstly by a word" and

7

3. Cf. Bateman and Zidonis (1965), who claim that a year's teaching
of generative grammar to ninth-graders produced a significant improvement
in students’ ability to produce in their writing "well-formed sentences
of greater structural complexity."” Apart from the notorious uncertainty
(poptlarly known as '"the Hawthorne effect”) which attends any comparison
of teaching wethods’ between an experimental group and & control group, it
must be pointed out that, eveun if mature writers use more well-formed com-
plex sentences, it does not necessarily follow that writing containing
more well-formed complex sentences is either more mature or more worth
reading. One would- nee? to see wider criteria used 1n comparing the
writing of the two groups.

——




secondly by "knowing' a word. All the same, a child's active vocabular&
has heen shown to expand from seversl hundred words at age two and three
to several thousand at age five an. six, while Smith (1941) and Templin
(1957) have recorded ﬁlcontiuuing expansion of children's recognition
vocabulary from age six ouwwards, and, in the study by Smith, right up
to age. seventeen. At firvst sigh. this may appear to give warrant for
a plaunedzincremental programme oflvacabulary-building by the English
teacher over these years. Loolk, hbwever, at the wmagnitude of the increment
which accrues aﬁ-pa;t of the normal growth sefuence: if we ighnore derived
words and confine the count to "basic words” (i.e., dictionary items),
this améunts, according to Smith, to an aversge of more than 2,500 words
a year over the ten-year period. Clearly it will always be well-nigb
impossible for any ifeacher to decide beforehand which words need to be
learnt at a given stage by any particular pupil; nor can we conceive?of
any programme of vocabulary lessons which could make wmore than a marginesl
and negligible impact compared with the incidental learning which takes
place anyway as a result of conversation, television-watching, and read-
ing. Surely'what is needed here is not deliberate teaching, but rather'
a planned éffort to maximise the activities which give rise to this
incidental learning. -

One final level of structural Jesciription needs to be mentibned-
that relating to the larger structural organissation of the paragraph or

sequence of paragraphs. I have not come across any studies of develop-

mental sequence at this level; nor, I think, do we krow very much about



the effectiveness of ell the teaching :about Topie Scntences which has
played s0 large a partv in composition lessons in both countries ever
since the mid-nineteenth centuary. My own guess is that inductive ob-
servation of the paragraph organisation of good writers has a limited
usefulness from about age fifteen or sixteen onwards--bui not earlier,
In the asbsence of any solid evidence for this view, I will content my=-
self with quoting from Roberts (1960) a comment which seems to me
sensible:

Vhen we say that a paragraph ought to be unified and coherent

and meaty, we have sald asbout all there 1s to say. The means

of achleving unily, coherence and meatiness are infinite be-

yond description. It seems to me perfectly obvious that.nobody

ever pauses it the heat of writing to think about Toplc Sentences

or Methods of Paragraph Development. Nobody, unless he isg doing

an exercise for a composition class, ever asks himself, 'Now

what would be a good topic sentence for this one?" or ever re-

flects, "I orgahized the last paragraph inductively, so I think

. I hac better try a comparison-and-contrast this time."
In general it seems to me that, as far a5 the intcrnal characteristics
of children's langvage ave concerned, the developmental evidence polnts,
not to a pre-planned programme of instruction, but rather to a flexible
teaching strategy in which the {eacher uses his greater sensitivity and
wider perspectives to nudge his puPils along in the directions in which
they are already moving. The tiacher needs to have present in his own
mind 2 map of the cevelopmental sequences I have outlined, so that he
may know when t¢ nudge, and in what divection; but his main role is to

arrange plentiful and varied occasions for his puplls to use their

developing language in ways which are sppropriate to their level of




maturity, and for pufﬁoses whicﬁ involve thém deeply so that the con-
Isaﬂuent'incidental learning takes root and stays with them.
What kinds of use, though? Are some kinds of use appropriate only
for certaln stages? Here we move into an aspect of the developmental
sequenc: (the "context of situwation" level, to use J.R. Firth's termin-

ology) vhich has been little stud@ed. I shall try only to sketch three

maln dinensions of growth which I think most teach;rs will recognise as
meaningful to‘their own experlence.

In the first place,‘a young child's use of language, considered on
this levei, 1s of limited range and flexibility. He makes little attempt

to vary his discourse to suit the audlience, the situation, or the ﬁar- .

4 . : -
ticular purpose he has in hand; on the whole he has little need to,

gince his audience 1s for the mosi part the small family groups whose
muembers are ready and willing to make all the necessary allowances.
His spcech at this stage 1s perhaps best thought of as an undifferenti-

ated matrix out of which will eventually ewerge many iilghly Specfslised
1)

: , { -
language-functions. For once he begins to move outside the circle of

4, OCne aspect of tlils was first c¢alled to attention by Plaget
(1926). His exemplifications of his much-disputed teym ' egocentrism’
were confuszing, however, ang proved difficult to substantlate. More
recently Church (1961) has redefined egocentrism gs "embeddedness in
one’s own point of view without any awareness that one has a polint of
view pather than an instantaneous, unlimlted, exhaustive, and infallible
grasp of .reality as it actually is.” 1In so doing he makes it possible
to relate 1lluminatingly the linguistic manifestations to a more general
piéychological trailt which 1is particularly characteristic of immaturity,
though it persisio to some extent in adults as well.
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his famlly and imwmediate neighbourhood, he’will find himself obliged to
adapt hisg vocabulary, accent, syntax, and style to mrtch a whole range
of differing audiences and social contexts. He must learn the conventions
which distingulish the written from the spoken forms of language; and he
vust learn ultimately ts vary the mode or "'reglster” of hig writing to
suit many diverse purposes (expository, narrative, persuasive, poetic,
sclentific, and so forth). It 1s_certain1y 1ﬁportan£ that the teacher
shonld help along this increasing diversificﬁtion and diffefentiation;
but here again I believe the objective 1s best achievéd by ﬁroviding an
Increasingly wide range of highly specific situations, audiencéé and
purposeslwhjch will c&mpel the stﬁdent to shape hig writing to their
needs. The ''modes of discourse” andlthe "social registers' are not
something to be learnt as precépts and then applied; théy should be held,
rather, in the teacher's wind as a map parcelling out_the ground that
needs to be covered. | |

The second dimension of growth which we can surely trace in our
pupils 1s that represented by an increasing ablility to hanale abstrac-_
tions. Obviously in this respect linguistic growth is closeiy tiec up
with concept-formation, a.process which has been exténsively studied 1in
recent years_(sea the review of ¥esearch in WaIIaEe, 1965) df Eourse,
vhen & young child first acquires language, he is av the same timél
gorting oqﬁ his experience into categor;es, and this process may be said
in some sense to 1lmply an abstracting of the essential feqtures which

characterise a given class of objects: a toddler will recognise a
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greyhound as a dog even though preéiously he has seen only dachshunds
and terriers. But this seems to be accomplished purely at the perceptual
level of mental fuunctioning without any accompanying ability to name fhe
distinguishing features mad use of; and as Church (1961) has pointed out,
the same is true of the downward categérisation observable in the lan~
guage-learning of the preschool child, ﬁhereby pocrly defined categories
are céntinually subdividéd into more precise ones., What we are intez-
ested in at the moment is rather the upward categorisation of perceptu-
ally dissimilar'things which have never previously been considered the
same: the realisatioﬁ. for instance, that "although human beings and
cattle are in somé ways very-nifferent, they share traits that mark them
both as mammalian organisms” (Church, 1$61l). This appears ‘coasiderahly
later in development, 18 necessarily a symbolic operation, anc involves
the acquisition of new types of hierarchic mental organisation. Piaget
and others have presented gn impressive ambunf of evidence to suggest
that this kind of abstract thinking «evelops considerably later than
educators have tended to assume. According to Piaget, the stage of
"formal operations" (i.e., symbolic tniunking which ig no longer bound

to tue concrefe here and now) begins on the averaze at about eleven

or twelve Years of ape; and although massive experienée evidently plays
a large part, there is doubt whether celiberate teaching ean signdfi-~
cantly accelerate the transitions to it. Research currently ia progress
in this field may have important implications for the kKind of topic we
expect our pupils to talk and write about at given ages. One caveat

should be entered, however. Piaget himself often writes a3 though the
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attainment of logical'abstract thought jis the gole oﬁjectivé towards
which all human development tends. Perhaps as Englishkﬁeachers we
need to re-aséert that, for all its importance, this is only one of the
dimensions of human growth; even after they have developed the ability
to think abstractly, our adoléscents and our young adults will still
need continuing experience of using their language concretely in the
mode of the poet or the story-teller or the autobiographer.

The third dimension of growth which seems relevant relates to the
'yodﬁg person’s eapacity for critical assessment, both of what he reads
gna of his own writing. Tq‘gome degree a child's response to.what he
feads contains from fhe beginning a rea;tion for or against, a decision
to accept or reject; but until well on jnto adolescence these reacti&ns
are intuitive, impérmanent, and intensely personal. that I have in mind
here is the gradual development of a gtable core of more sustained
d;scriminations around which new judgments come to be organised, to-
getﬁer with 8 readiness to examine in a msre distanced. and thoughtful
way the grounds on which it may be possible to justify such judgments -
to others. On this view the essential element in critical reading 1s
its evaluative aspect; the acéuisition-of a critical-terminolcgy, a
vocabulary fbr analysis, has importance not as an end in itself, Qut as
a means towards the objectively shared comparison of responses which
uust always 1ﬁ the last analysis be persotal if they are to be any-
thing at all. The stage at which c¢ritical assessment Qah enter ex=

plicitly into the practice of the classroom will need careful discussion;
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there 1s mucﬁ dl sagreement here, and, pernaps, a certain amount of
muddied thinking.

The three dimensions of growth .just mentlioned ¢an be traced in
both the spoken and the written English of our pupils. They apply,
moreover, to the productive uses of language (talking and writing)
as well as to the receptive (listening and resding). It 1s perhaps
worth recqlling that for sdme time now all good teaching of reading has
been articulated by a sequence of "stages" first elaborated some forty
years ago (N.S.S.E,, 1925; N,S.S.E,, 1837; Gray, 1956). This sequence
was described somewhat unsystema@ically, mixing together levels which
we now find it preferahle to keép distinct; it is not always easy to
determine whether its detalls belong to a particular set of teaching
methods or to an inherent and universal developmental pattern; and it
‘needs to be integrated more closely with the overall lingulstic develop-
metit of which it forms only a part. Nevertheless, it haslplayed a valu-
able roie, and it should now be 1mpro;ed and fitted into a wider
perspective rather than discarded. . o

Finally I must refer, briefly and 1nadeqﬁately, to those speclalised
yet centrally important uses of language which we refer to as literature,
In our déalings ﬁith }itérature, I helieve ¥haf we instinctively do, in
fact; all work on the aéggmption that there exists in our students a

t )
developmental sequence in this area of language-use just as much as

in any other. Along what dJdimensions might it be possible to describe

this sequence? The formal levels of lingulsti¢ growth already dlscussed

H
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must, of course, enter in here too; in assigning books or poeuns to
particular grades or age-levels, we naturally take into account the
complexity of their vocabulary and of their syntactic gtructures. Are
there in add;tion barticular literar§ levices or stylistic features
which cannot be appreciated below a particular age or stage? I am in-
clined to doubt this. From a very early age children respond to verbal
rhythm and to incremental repetition, while even the youﬁgest listener
will take delight in the dramatic irony of the wolf's replies to Red
Riding Hood. It is true that figurative language car sften Prove an
obstacle, but this seems to phe the result, not of an inberent inca-
pacity for metaphor, but rather of the limited store of a;sociations
which the young reader has availabie to draw upon. Certainly we

should exvect our pupils, as they grow older, to respond more sensitively
to the literature they read and to recreate for themselves with greater
accuracy and subtléty the preeise patterning of experience which the
writer has embodied in the verbgl orgapisation of his novel or poem;
the discovery of how rewarding it may be to look again at an image, a
sentence, a verss, or a paragraph to correct and amplify an inadequate
or mistaken firs' impression ig perhaps the most important lesson any
student can take from our literature teaching. And to some degree, no
doubt, this kndreasingly fine and delicate responsiéeness may be helped
along in its lator stages by explicit Jdiscussion of what is contributed
to the total meaning of a given work by some specific technidue. pBut

as I have argued elsewhere, "knowing how the writer has gained his ef-
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fects" is not the same thing as "being able to experience these effects
as fully as po;sible”; and I suspect that there are all the world over
too mésy teachers who are ready to concentrate on teaching a2bout
litergry forms and techniques aé if this were a form of knowledge worth
having for its own sake.

A more fruitful line of approach is to look at the kinds of ex~
perience which young readers can take, with henefit to themselves, from
their reading of literature at different stages. There have been numerous
'studie; in both our countries of the types of book which children of
different agés choose to read.of their own free will. Adwittedly, few of
tuese studies are really up-to-date, so that we sti;l have far too little
objoctive knowledge abcut the impact of the television era upon children's
reading; mworeover, their findings need to be treated with some feserve,.-
partly because of certain methodological defécts and partly because it
has repeatedly been shown that what children read depends more Upon
what is readily available to them than upon any other single factor.
When their limitations have been allowed for, fhese studieﬁ can never-
theless prvide useful guidance ag to the thémes and gxperiences whigh .
make a strong Qppeal to chiidreq at diffgrgﬁt stages in their develop-
ment. One conclusiop'énforced:by-a number of différént studiqg'is-that
the younger children-arg, the ﬁOre fhey are 1nc11nedlto s;ek in their
reading vicarious safistactions of a rélatively undisguiséd‘wish-ful-
filment kind, obtained by & ﬁrocgs; ofuiaentificafion with a ﬂero or

“heroine not too unlike themselves. Related to this is Friedlaender's




(1942) opinion that children turn particularly to books which mirror

the phantasies and emotional conflicts which belong to thelr own stage
_of development, and that the instinctual gratification which such books
. supply:haé the function of helping the child to deal with these inner
conflicts and achleve a resolution of them. It may be suggested, then,
that progress towards maturity in literary experience is partly a matter
of changes in the dominant themes that can be approached (there are

certain ages below which we do not expect young people to appreciate

Donne’ s Songs and Sonnets, Wordsworth's nature-poetry, or King Lear),
and partly a mafter_of growth in the capaclty for objgctive and ce-
personalised response.

1f, however, we try to base our iiterature curriculum on a develop~-
mental seduenca of this kind, can the attempt be }econciled with our

vholly proper concern for Suality and literary standards? There 1ls a

fundamental’ division here between. two points of view: on the one hand ... _.

those for whom the teacher's role 1s to present and make attractive

1

"zood literatu;a,’ selecting, condensing; diluting or adapting it in
whatever ways are necessary to make 1t acceptable to ﬁis pupils; on the
other hand those who sae_ﬁis task as that of gulding his puplls' reading
in such a way that their immature likes and dislikes are gradually
changed for the better. The dilemma 1s a real one. More than ana study
(e.g., Shuttleworth, 1932; Whitehead, 1956) has revealed that in their

judgment of books children are rather little influenced by literary

merit and aéstha;ic values. Apparently, it is not so wuch that they




are actively hostile to the qualities which cultivated adults value in
literature; rather it is that they are relatively indifferent as to
whether or not these qualities are present, since what they look for in
their reading is the gatisfaction Of their own pressing emotional and
instinctual needs. On the other hand, it should be remembered that
these 1nve§tigations of children’s preferwnces and judgments were concerned
with groups and could therefore (isclose only average trends. There is
a neced for extended longitudinal stucdies of the changing tastes of
individual ciildren to establish the specific circumstances which favour
improvement in the quality of young people's reading preferences. Sug-
gestive in this conteft is Squire's (1964) finding that readers who

have become extensively involved in stéries are more inclined to make
comméents which evaluate their liteirary qualities. Whichever conception
of the teacher's role is sdopted, it is certainly essential that his
guidance should be disciplined by a sound and firm sense of values.; Fie
cannot pilot his puplls' taste towards "the good” in litersture unless
he has succeeded in arranging all the litergry works be knows, both past
and present, in a hierarchiczl order of value--a hierarchy, moreover,

which caunnot be taken on tiust from any "amuthority,” and which needs to
be continually reconstiructed and modified in the light of fresh personal
experience. This is all the wore important in an age when so many
agencies outside the classroom combine to mislead {he young by lending

a specious prestige to inferior writers merely because they are ' new"

or in vogue. ;



This reference to literature of the pazt leads me to one furfher
dimension of growth which we should expect to find in our pupils'
dealipgs with literature. When a young child encounters a story or a
poem, he reads it as something which stands on its own, a thing apart;
he cannot place it in any context of social or literary history, because
his total experience of stories and poems is still slender and he is too
young to have any real sense of his:ory. As our students grow older,
we shall certainly want them incressingly to undertalte their reading of
literature "in qontextf--the contexi being that provided by knowledge
about the author and his other works, about the conditions of the time
fn which he wrote, and about his relationship to other writers. The
total amount which can ever he contributed by such background knowledge
to our understanding and enjoyment of a work of literature is, I believe,
-relatively small; nor is it such as to Justify the kind of historical
survey course which in Great Britain is increasingly being discarded,
even at college and university level, in favour of courses which coa-
centrate on particrlar periods, authors, or genres. Nevertheless, 1t
does form part of that full understanding of literature towards which we
should be moving at the highest ievels of study; and there is a need for
careful consideration of the stages at which it gecomes poésible and the
procedures by which it may bhe most effectively introduced.

In this paper all I have tried to do is to provide a conceptual
framework for our thinking about "conmtimuity" ny outlining those dimen~

sions of the humun developmental seQuence which seem particularly



relevant to English teaching. In wmany of the areas I have touched on
it may seem that what has been disclosed above all is the extent of our
ignorance, However, 1f wmy general thesis should be accépted, it may he
that one of the important tasks for our seminar will be to identify

those lssues on which further research is most urgently needed.
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‘ Arthu; Eastman: I originally thought that I would‘briefly gurmarize Mr.

Whitehead's paper and do it outrageously mistaking his pointa, but doing iE
firmly and confidently. Then I would ask Mrs. Christenson as Discussant to
pick up Whitehead as I had corrupted him and she would continue, assuming
that what I had said was true and wildly disagree. Yesterday's discussion
made it perfectly evident that we necd not go to these artificial lengths
to atimu;ate discussion here. 1 suspect that.nat often hap 8o ﬁuch been
8aid 35 well by so many. It seems to me that the éhairmen 8it in lonely
eminence in their incompetence at these meetinés. I was given heart by
watching Mr, Barnea; he allowed himse1£ exactly two minutes and thirty
seconds to make his introduction. {(I'm following ihat model cldaely.)

Then he gave the discussant a full thirty minutes. And Miss Christenson,

I shall give you at least thirty minutes. Then he aﬁoke briefly, but
authoritively, quieting the dissentious wﬁen it was necessary.

I suppose in the light of yesterday'’s discussion the topic for today
ought tolbe re£it1ed, "What is Continuity in the Teaching of Whatt" I am
asgsuming that yesterday's question stays with us as, we.cope with today's.

The only thing I know about continuity in teaching is what a friend of mine

used to say, which is, 'teach, test, and reteach”; and I assume that that does
provide a pattern that a good many of us inlfact practicé. Macbeth is taught
early and taught late and I underatand atill is being taught. Miss Christenson,

why don’t you get me ff the hook and come up and be a discussant?




Misg Christenson:

First of all, let me say that as I read Dr. Whitehead's paper, I can't
tell you how pleased I was to have a paper of this nature ref}ect my thinking
too. I sm delighted to be able to try to thinlkt it through with you today and
then perhaps pose some problems thot I feel we need to tﬁink about during the
Seminar. o -

I'd like to review briefly some of Mr, Whitehead's major points. First
of all, he tskes into account the apparent demand for an order of sequence
in the teaching of English ae it is arising or as it is existing in school
organization. He notes th:t-because children must progress from pne teacher
to the next, there tends té“be a graat deal of overlapping as well as unin-
tended gaps.and omissions. It is important that we think through these kinds
of gaps and the kinds of overlapping that there are in our schools. I haﬁe
heard it repeatedly said that children study verbs, adjectives, nouns at
the second grade, at the third grade, and at every succeeding grade level,

Is this what we want in an Eﬁglish_program? I don't thipk 1t is. So, we
have hope that this type of overlapping can be aiscontinued and we can look
at other areas of greater importance when we think about English.

But, what about English? Is it at all possible to have the type of
organizationa} atricture suggésted by Bruner? Two points of view were noted
in Mr, Whitehead's paper concerning tﬁe lsck of agreement of a sequential
curriculum from the basic principles of atructure in literafure. The first
was directed toward literary forms, the internal relationship characterizing
these forms and the formal characteristics ¢f rhythm, imagery, dramatic iromy
and the narrative point of view, The second point of view involved the basic

reoccurring themes which compriae experiences in literature. Mr. Whitehead




notes that-the disadvantage here is that attention is drawn away from the
piéce of literature to the featdrea which, when extracted ﬁrum the work,

can be linked with other words, We need to think about whether- this is

the way we want to bring literature into the curriculum. The concern here

is that one might not learn to read literature and respond .to it, but rather .
that children might just learn about the work.

Three objections were made on establishing a sequence for teaching
English from an jinternal structure. The fira; one was that there is no body
of agreement as to the nature of this structure, Nor does one geem to be in
the offing. It is not even sure Wwhether one should look to literary criticism
or to linguistics for it, The Second objection--the search f;r gtructure as
a guiding principle--leads to knowledge about the language or about literature
rather than of usage, 1 think-uaage 15 absolutely essential in every phase
of the English curriculum. This is one area that we have nteglected far too
iong. The third objection is that a closely knit sequence could be very
limiting to the teacher. This is a poing that I think could probably rﬁise
a great deal of discussion 1n‘boards of education. We know‘what we want our
te8chers to do, We.knbw how we want our childreﬁ to learn{ we know how we
want teacher# to work with childrén, but ofteﬁ aﬁcﬁ profesaional knowledge
is in conflict with the thinking of boards of education.

The problem suggesats that a gpew direction needs to be taken. The role
of English is to fo;ter, improve, and refine the individual's ability to
uge his native language. The physical, social, intellectual and emotional growth
of each 1ndividua1 muat‘be-very cérgfully involved and considered as one
thinks through an overall program. "Thus, there should actually be an inter<

disciplinary approach to the teaching of English cowbining knowiedge of the

*a
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human growth and development with the understanding of the use of the Erglish
language. And, I think as we look at our children ne realize that there érg
certain stages in language that are more essential than others. If we can-
be very thorough, 1f we can be vexry helpful in helping children to acquire
the skills to become independent, I think we will have a much better group
of children towork with in the secondary school. ‘

When you think of nhildren in deprived areas,'you realize that when they
are go far behind they can't possibly catch up. What kind of program are we
going to provide'these children? Are we going to be thinking about a program
for them at all? Qr will we think only about the average child? On the other
-hand, are we going to'do something 8peciai for them? All of these problems
must be thonght abouf_when we discuss sequence of instruction.

In thinking of a sequence, are we going to consider only & vertical
kind of arfangement in the program? Or will we alno consider an enriching
horizontal kind of organization? I would surely hope that-the-horizontal
would be the area with which we would pay closest gttention.

As we look at this new direction ann as we think aboutbthelphysical,
social, emotional, and intellectual characteristics‘nf children, it 15 neces=
sary to think carefully about hon we can pull these characseristics together
in terms of tﬁe various levels of the ‘curriculum. Where, for example, should
we have some overlapping 1f we need 1t? A review of the development of
children'n language abilities reveals an orderly arrangement with listening
prnceding spcaking, with the use of single words preceding those in'nentences
or into phrases, and with experiences in listening and npeaking preceding.
reading and writing. Here 18 an instance wnere 1 ;hink that we not only are
golng to étrengthen language abilities throughout the grades, bnt also we

must think in terms of overlapping.

Q
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The rate aﬁ'uhich a child progresses through a sequence, any sequance,
Iis different. We simply can't stereotype children. We need to look at the
individual. We need to look at the kind of program we are providing in the
claaaroomqﬁo that we ‘do take care ;f each child. TIf we do this, I think that
we will find in the long run we are going to have many more successful young
people at the secondary level and so I think that_considération should be
given to the kinds of patterns in lgnguage development as they work in
through the different grade levels. |
-Df. Whitehead has idgntified gseveral different levels of linguistic
growth and has distinguished these as they are concerned with recurr}pg
) patte?ns inh;rent iﬁ the individual's language usage._-He identifies the
levels in the following ways: The first leﬁel le that of ﬁhonology and in
this it 1is indiéated that according to Templin, three-fourth's of -the children .
can produce mofe'ehan 80 percedt of the phohemés of the langﬁage correctly
by thé-age of six. Hg notes that the child's speech at an early age reflects
a function, though not yet précise in terms of the phonemic system yet he
'has some mastery of it as he works along. He also notes that the child's
~ ability to analyze usfds in éﬁali components follows a8 rather long time after
' his ability to produce them accurately.
The sécond'lé;ellis the dual levéla of morphélogy-and syntax. It is -
noted-that 98 percent 6f all chilaren are in full control of the structure
of group commqnicaéion by the time thef are five and one-half years old.
This tells us then that the child learns these patterns at home or within
his community, and suggests to the school that its responsfbility isg not‘to
teach basic sentence patterns. Rather the problem is to'help the child to

enrich and to enlarge what he already knows.
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The third area is-che-phrase-structure lével and transformational level.
And it was indicated he¥e that most children used all structures beginning at
grade four and that the difference wasin the sentence combining transforma~-
tions. This has been carefully elaborated in Mr. wh?tehead's paper.

The next area conzerns the child's language deveippmenf throughout thé
scﬁool vears. And, heve studies indicate that one learns first to identify
the meaning of the word and secondly tie knowing of the word and that this
necessarily follows in this sequenca. The importance of experiences is
indicated and I would hope that as we think about language programs that we
give considerable thought to first-hand experiénqes, with many kinds of
materials in many kinds of situaticns. 1T can't help but think of many of
the pre-schools that I have observed recently where children wili come into
a class sitﬁation and simply stand and look. They are awed by many of the
things that-they see, but they use nb language. They simply look. They
don't know what they éant to do. They don't know where they want to go. And
so we have to be very careful that we don‘t push them into a situation, but
give them time to look it over. Give them lots of time if they need it.

Then, as they get intc the experience, we can help thcu with the language.

The importance of the method of teaching receives emphasis in Mr.
Whitehead's paper. The teacher's scnesitivity and understanding is, of course,
basic to the guidance of young children. We mentioned in-service training
yesterday; I think it is crucial and that it is especially so now. Very often
we are finding--and this is true in California--that we have to take people
who are less quolified in the teaching situations, becs 8¢ we simply do not
have enough teachers.l We have more classrooms than teachers. For example,
our district as of about three weeks ago, still needed to fill 900 classrooms,

and because of this we needed to take persons who were lecs qualified. This,



I'think is very unfortunate because to establish an effective in-service
‘training program for this number of teachers is very difficult. As a resclt
of this problem, children in kindergarten, the fi;sé grade and in sowe of the
pre-schgols, are going to come into a situation with a less experienced
teacher., We are very unhappy about it but there isn't mach we can-do about
it right at this time. '

I would hope that the ‘experiences that our teachers provide can be in
a gituation that will cause children to think rather than simply listen.

This 1s one cof the fhings that we have found with young teachers. They aré
very anxious to tell children everything without bothering to ssk a question.
We need to help teachers learn how to ask questions. We need to help the
teochers learn now to help children ask questiona. I think this is very
important. I would hope that we could give this problem some thought later
on in the Seminar.

Three main dimensions of growth were described very briefly in Mr,
Whitehead's paper. The first one concerned a young child's language usage
with its limit in range and flexibility. At this stage, we notice that the
child has limited concern for others. For example, at the kindergarten level
we might find that some of these children come and play all by themselves
and may even just talk to themselves. Then as they go along, they may be
playing together with other people but they will be tslking either te them-
selves or to these other people and so we have thig parallel kind of language
going on. Then eventually tney get to where they can talk with others, although
they may not necessarily agree., Finally they get to where they can agree and
work together. And, I think of that as I think of the kinds of materials you

need to provide them. There should be opportunities for children not only
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when they ﬁofﬁ independently, but there ahould be kinds of experiences that
involve three or four people. In this instance, I can think of a rocking
tof large gnough to hold four little girls or -boys. As the children come
into the playschool or the pre-school, you will find that this is the one
toy. many of them want to play with but they are not very successful with
it because they want c°_play alone and it is a toy that you don't play alone
with., It is amazing to watch these children as they work with this because
one will get in alone then the next one eventually will come in. You will
find-chat they are chanting little things together, they ;;e talking things
over together and they are finding other activities to work with once they
have first been able to work in something successfully. Thislis tne Kind of
thing we like to see them doing.

The second dimension involves the development of the child's ability to
cope with abstraccioné. Concept development ig of concern here for the
greater the stock of concept, the broader the use of vocabulary, It is
amaziné the lack of concept that children at the elementar§ school level can
have, 1In a disadvantaged area, for example, you will find that mapy children
have ao few concepts that their vocabulary is limited in talking about
something that they are working with in class. I think of the children in
one of our kindergartens and also in one of the pre-schools who wefe working
with rabbits. The very first time they saw a rabbit all they could say was
that .it was soft. There wasn't another word they could use until they had
experiences with kinds of thinga and they could know that it was soft, that
it was warm, that it was silky, and that it sniffled. There were some very

fine things that came out after they had a chance to work with the animals

for a while. Then I think also of another gituatvion where, after they got
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experience with many kinds of rébbits, they learned to know that there was
a white rabbit, there was a brown rabbit, there was a black and white rabbit.
This is the way. in which the concept can enlarge and-suddenly a turkey was
brought into the situation and the question asked, "What is it?" No one
seemed to know what this aniﬁal was and the; looked at it for a long time.
The teacher just had it in the play yard and it was really quite a handsome
bird. There was a ittle fence around it and the children looked at it for
a long time-~-didn't say anything at all. Finally the teacher thought, we must
do something. We've got to find out what kind of animal thig is, so she
gathered a litlle group and they went over to look at the animal. She said,
"Well, what do you think it ig?" They really didn't know. She asked them
to imitate the sounds thac it was making which they could do and so forth,
but they still didn't know what it was, Finally, one little fellow felt
thoroughly obligated to say something and after all they had had rabbits
in the classroom since'September and it was now November and so the first
thing he said was, when ghe looked at him, “vam, what a big rabbic!" By
cﬁat time there had to be an understanding that this was not a rabbit, that
this was an animal that waas a different kind of animal. The teacher talked
about the different kinds of animals and how they are alike and how they
are different. By the time these children left their classroom in the spring
they knew many kipnds of animals. .They knew the difference between a duck aud
a chicken, and they could talk about them and identify them very quickly either -
through pictures or through the resl animal itself.

In developing concept development we can think in terms of aimple thinga
such éa the kinds of fruit that might bebrought intp the classroom. For
example, in another aituation c¢hildren at their ten o'clock break were ahown

a tray of apples and all of the applea were rad. Each child got an apple;
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they lookes? at them; they talked about them. The teacher cut them so the
children could talk about the seeds that were inside. They locked at the
skin of the apple, ;hoy talked about the colors in this respect, they finally
ate them. Then a feow days later the teacher brought another tray of apples.
This time half of the apples were green and half were red, and nc one wanted
2 green apple. They really didn't know quite what they were, though they
knew what the red apples were and everyone wanted those. They talked about
chese again; they cut them, they looked at them, and finally had a chaace to
eat them. WNow along through all of these experiences she was trying to develop
the concept of what you could do with apples--what an apple was. For at other
times they had apple julce, they made apple sauce. There are many ather Kibnds of
instances where you will do this with young children. 1 am talking perhaps
more about young children that 1 should except that they are very dear to me,
as you can probably tell,

The third dimension discussed is that of the child's ability to make a .
critical analysis of his own work. The need for the acquisition of discrim-
inations around which judgments come to be organized is included in Mr.
Whitehead's paper. The need for the use of appropriate terminclogy to
evaluation 1s geen. WHere again 1 think it is Iimportant that we consider
the kinds of questions asked by the teacher. 1If we simply get yes and no
responses, children simply can’t grow and so we do want to have our levels
of questloning wvery obvious as well as the content of the situation,

A review of the areas of literature 1is included. Some of the prime
responsibilities are to help the child develop the ability to respond to
literature with creative sensitivity; to develop the ability to correct and
amplify inadequate or mistaken impressions. One important questi&n is

whether it is possible to expose all children to all literary forms or
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whether certain forms should be delegated to cettgin grade levels. I
think that there are areas that can be introduced more profitably at ore
" grade than at another; and, as we-go into Study Groups, this is probably
one of the things we will be discussing.

There were two points of view toward the teaching of literature. The
first one was that the teacher select the materials and present them to the
chiléren. The second one was that the teacher guide the children, helping
them to become familiar with all types of literature, to help them make
decisions. This guidance approach is what I like to see, because it helps
make the child independent. And, after all, I think one of our fivrst Yespon-
sibilities is toward helping the child become an independent kind of person
in the classroom.

The fourth dimension is that of helping children learn to read litera-
ture through knowledze about the author. There should be a knowledge about
the prime conditions. There should be a knowledge about the basic relation-
ship to other writers. I think here in terms of a group of children at
fourth grade level who were havipng great difficulty with reading. They
could converse very well, but for some ¥Yeason or other--these childven were
a mixed group first of all--they were having a great deal of difficulty.
Now, at this level, the teacher decided it might be good to try thinking
ﬁbouc who made the books they weve working with. Not many of them had given
it much thought; so they started talking about it. One of the girls was
Japaneée and the teacher quickly saw that she might have an interest in some-
one such as Carl Yashima. And so, she saw to it that there were several
things on the library table for this little girl. And she did this in each

instance for this group of fifteen children that she had. She saw to it that
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there were materials that were directly related to the group that they would
be interested. A4s a result of this, she was‘able to go ahead in the very |
sequence suggested in Mr. Whitehead's paper.

Mr. Whitehead indicated in the closing of this paper that there should
be a conceptual framework for thinking about continuity by outlining the
dimensions of the human development sequence as it relates to thé teaching
of Euglish. We must certainl& look at this, not only the looking at the child
development as such--and there certainly are sequences of growth--but also
English as it develops with the children.

1 am delighted with Mr. Whiteheads paper. 1 think it has a great deal
to offer and it should make good learning experiences in all sitvuations and

I am delighted to see that.
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1.

Response to Working Party Faper 2

"What is Continuity in English Teaching?"
There are sewveral questions that came to mind as | looked at the paper
so I would imagine that you have questions too.
Have we considered children who are not English speaking or are we
going to consider only children in the non-stalndard English speaking
group? I think both qf these might want to have some consideration.
Will anything be considered and done for the gifted child? [ think this
is important too. Although I think many programs have tried to include .
these children, I think we woul® not want to forget them. Here again,
is an excellent way of stretching out horizon*ally the kind of things that
can be done for children better than looking at'a vertical program.
How can we guide teachers as they learn to work with concept develcp-
ment {in) children? As we look through and learn more about how to
question, ways to question: and why to question, etc., I think we can
help teachers through an inservice program. Then, I think we need to
think about questioning itself, looking at the sequence within this
grouping.
What kinds of children's experiences are good? Unless we really plan
very carefully, we can too often have the same kinds of experiences over
and over again, I would hope that we could be creative enough so that
children will not lose interest; because if they have the same kinds of
experiences over and over, they will lose interest., We need some over-

lapping; we need some repetition, but we need many new things too.



5. Then, 1 think perhaps one of the most important things, and it ig very
close to me, is the development of attitudes of behaviors and of values.
What ate we doing, how are we doing it? Are we putting that into our
programs? I think we must give that a great deal of thought. We are
finding that this is an especially important item because what do you do
with a child who siznpiy says to the teacher, "I don't have to lislen to
you."? This type of thing can go on very often in a classroom, and more
so, perhaps, in disadvantaged areas but certainly (verbatim) in the
other areas. What can we do to help the teacher provide the kinds of
experiences that are importaht so tha! the child will be interested and

will continue?
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5. Then, I think perhaps one of the most important things, and it is very
close to me, is the de-velopment of attitudes of behaviors and of values.
What are we doing, how are we doing it? Are we putting that into our
programs? I think we must givlre that a great deal of thought. We are
finding that this is an especially important itern because what do you do
with a child who simply savs to the teacher, "I don't have to listen to
you."? This type of thing can go on very often in a classroom, and more
80, Perhaps, in disadvantaged areas but certainly {verbatim) in the
other areas. What can we do to help the teacher provide the kinds of
experiences that are important so that the child will be interested and

will continue ?




Report of Working Party II

The problem area

School learning bombards students with_ ""impersonal'' language. Within
the British system, at any rate, as the bombardment mountS.I personal
language especially in the written form retreats from the classroom {except
for an ill-defined and rather phoney journalism).

The result seems to be that many pupils never acquire this language
and moreover often lose confidence in their power to use the written language
in general. If our attitudes to the spoken language make millions tongue-tied
and nervous zoout the courses they are taking, our thoughtless use of these
"unnatural’” written languages terminates for many the possibility of further
education; frightens them away from areas of intellectual excitement. Sorne
N who survive do 80 by desperate mimicry.

If we care about continuity, then at the secondary stage we should asks

{i) are there stages in the acquisition of this kind of language?

{which raises dozens of other very awkward questions)
--{il} how does it, or perhaps could it, be related to the personal uses
of language, including "creative writing" {unhappy phrase since
it implies that the impersonal cannot be creative).
There are massive questions, even frightening ones. But [ do not believe
we can OT should wait until some piece of research comes up with an answer
{probably tentative).

Can we agree on some of the following?
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(2) The language by means of which a student is expected to study and expr..ss
much {most?) of his subject learning is at the furthest pole from his
sponta.neous language in which as an individual he becemes the gmallest
dialect unit.

(b) Impersonal language requires us not so much to eliminate subjectivity
as to cover its traces. The deepest perscnal involvement should precege
and a.cc:ompany its use but this subjectivity has to be inhibited.

(c) Both the above points suggest that however sensitively and crea:tively a
chil~ is using language at say 8 or 9 years: we can see that he has a
long distance to travel if he is to become at say 18 a confident user of the
varied resources of the written language. This development is not
simply getting better and better at doing the same things (i.e., getting ‘
nearer and nearer to '"good English' or becoming "less childish") but
learning to do new things.

What is irnpersonal language?

I. We nced to settle this, first in theoretical terms and then perha.:ps in
linguistic ones.

The idwal is clearly single constant senses no matter how high the
abstraction an the elimination of all language which draws attention to
the uniqueness o the writer. Latin seemed to do this perfectly once it was
. dead (but did its users ever forget their Cicero. ‘etc. ?). but the use of the
vernacular meant that scientists tried to create a language of their own

(see the Royal Society's efforts) - a language of mini.pal redundancy.
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Is there really one mode of scientific language or a group of modes,e. g.
discussion of general rrinciples, specialists speaking to specialists, exposi-
tion to laymen, exposition to learners, etc. ? The olbjective element is
common to all of them. But -the abrupt transitions in our schools seem to imply
that only one mode is appropriate. However, the scientist has an attitude
to his work. It is from his attitude that his writing springs. We expect young
people to use that kind of writing before they have learned the attitude, the '
style of work if you like, as though you make scientists by teacaing them the
passive voice or avoidance of the second person.
II. The adult usz of impersonal language presumes an unknown audienc-e
about whom the only valid assumption is that they want access to the ideas,
data, etc. without ambiguity and subjectivity and a writer who wishes to make
them available. There i8 a spacial school problem here in use of this kind"
of pretenses especially as it demands resources which most students cannot
call uwpon in order to write down Bometﬂing for a teacher, who knows it
anyway.

III. The lihguis ts can give us an anaiysis of the conventional features of

- different kinds of langurage but can they tell us apything abqut effectiveness
'within one kind? A good and a bad historical account may both be in perfect
""register.'" What in linguistic terms differentiate them? Can w;: as teachers
be as neutral as linguists towards ''registers'" ? Do we give the same priority
to busin;zess letters as tﬁ historical prose? Each school subject seems to
opera‘.te within its own sub-language encrusted with linguistic conv;entions some

of which still serve a useful purpose, some of which do not. Some close study
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needed here - note the ill~defined journalism of school history and geogra-phy
textbooks. '

IV. The psychological aspects of learning this language must be explo.red.
'.I'here are some very promising ideas in Vyotski, especially his analysis of
progress from pseudoconcept to concept and also his observations on the
contrast between the adolescent's ability to form and use a concept and his
relative inability to verbalize it. He suégests that analysis of rezlity with the
help of concepts precedes the analysis of the concepts themselves. The
verbalization of concepts within different subject disciplines has a complex
history; it is probably not a simple matter of perfecting language to erﬁbody
rational thought. If we do not distinguish between the linguistic-conventional
and the linguistic -intellectual we will be inl danger of confusing the judge's wig
‘;vith just‘ice {viz. the role iearning of definitions, ~tc. I8 there only one

version of Boyle's Luw?)

Some educational implications

L. For- many pupiis school is the only arena for access to certain kinds of
verbalilz.‘ed thought and certain aétivities which give rise to them. The more
dee[;)IY a‘.subject is penétrated the further its verbalization grows from the
currency of everyday speech and personall literature. But mastery requires
intellectual struggle. How ca.:; we make this struggle worthwhile rather than
hopeless?

11. How can we bridge the gap between the'lper_{sonal and impersonal? We

tush the whole process hecause we have not considexred what is invelved. The



whole business is made more difficult by writers of textbooks who have only
read other textbooks. This is usually the pupil's first encounter with physics,
history, etc.

IIl. Mu;h of language encountered in school lool's at chilldrhen ACTOSE 2
chasm.

(2) Some fluent children adopt the jargon (examination success
is the reward) and parrot stretches of lingo. Pszcrsonal
intellectual struggle is made irrelevant; the pevsonal view is
outlawed. Language and experience are torn asunder.

{(a) Some children find the textbook mere neise. It is alien in its
posture: conventions, and strategies {some sociclogical as
well as linguistic criteria here). They cannot mime the
performance nor are they high_ in morale when confronted with
new language experience.

Some random jottings

Conscious attention to language as language should increase és pgpils
mature. See Abercrombie's discussion of the word '"normal’ with medical
students in '"The Anatomy of Judgment." “What are they learning? Medicine
or language ?

Wofking public depends on the conventions of our language' syétem- but
system is not only outside: I‘t must be internalized to be made |I.1.se of; we;
must show it. to ourselves first. Dialogue inside grows out of dialogue with

others. This is how society penetrates our thinking. We cannot in school
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focus on making public and ighore the rest of the process. 1If we do, we
lose the force of alternative idezs, attitudes and strategies.

Language as intellectual socialization

The written language is an institutionalized medium of learning, teaching,
speculation, etc. Communication through it is part of our struggle to learn
and describe. But to carry out this Process we depend on certain models,
rules, and conventions through which we make contact. The models become
social institutions: whe;a we exam_ine these institutions we examine society.

_'Largg-scale communication is partly '"formulaic" so that it may be quickly

and easily used.



Record of Group Discussion
in many ways‘ the British have continuity builtb into their curricula by
their system of examinations. Wishing to es_c;;:e -from this, which seems to
them institutionalized corruption, they need to find princ—:iplf-es to provide what
the examinations have hitherto.
The Americans, without the dubious benefits of the continuity provided
by the British system of examinations, often feel that they have precious -
little continuity at all. To be sure, those entering college may be presumed
to have read Macheth in the 9th g;‘a‘de and studied some Ameri-ca.n literature in
the 11th, but one wouldn’t want to push too much further. They tend, thereiore,
to reach out eagerly for patterns of continuity, both of form a:lld substance.
As to substance, what some Americans W"Ol;.ld 'liké, though perhaps they

should be 'p#id little attention, is the certainty that, at certain stages, they-

© could count qh their students having attained certain literary.é:_:periénce - that
is, having read certain staples.. And perhaps we might a.sk-v-v‘hether a minimal
list might not be made out - if hoti of individual works, then of types of works. -
a Shake spearean trlagedy, perhaplﬁ; though the particular tragedy not neces-
sarily specified. '

| Form tends to offer the Americans something a shade less doubtful, and

Wayne Booth's rhetorical line shows one way to get cbntinuity - to introduce,
in th;ir reading and their writing, various of the rheltorical concerns at
various levels - awareness of..sim;ﬁon and audience, awareness of éthos.
awareness ‘_of arguments emotional and logical - these awarenesses developed

in a host of ways in the writing and reading of poems, dramatic scenes, argu-

o -
EMC ments, expositions.

IText Provided by ERIC



The British, though, badly burned by stupid formalism, by talk about
literature at the expense of the experience of literature, want to soft pedal
just about anything that smacks of form, naming, critical jargon, etc.

Perhaps this will serve 28 a rough introduction to our problem.
Continuity is our concern - something less specific than a curriculum, some-
thing more ordered than chaos. What are the principles and the conditions?
Here is a grab bag of points raised in our various discussions:

Stage matters more than age. . .''Just looking" different from ''looking

' and comes later. . .A certain autonomy from needs and drives something

for'
to be working for in the pupil’s developmen:, . .A distinction between shaping
experience and attending to it. The shaping "corrupts' attending. . . The
teacher should keep the situation, the writing assignment open as long as and
as much as possible. . . Personal and "impersonal" writing - which kind?
when? stages?. . . The writing down or recording of purely sensory perception
comes very late - poat-gfaduate level. . .Is there a progress in a student's
use of language from convention to the idiosyncratic, from cultural stereotypes
to fresh symbols?. . . Where do we begin to ask students .to become conscious
of language and the way it is uscd? Where of critical concepts, labels, forms?
« » +Children in the early grades rmx up forms, switching from one to another.
In the later grades they tend to stick to one form. . . There are different modes
by which the pupil apprehends form - there is some apprehension of form

from the very beginningi similarly, there are different lavels of consciousness

about language. . .Is the aim of the English curriculum to develop the widest¢

discrimination about and use of language and literature?. . ."Analogues of
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consciousness? and the possibility of arrangirg our teaching according to a
hierarchy of these. . .Let us not rush consciousness of decoruﬁ. . .
Whitehead's 3 foci: “contextualization,' abstraction. evaluation. . .Continuity-
of what? at what levels? for whom? according to what principles? . . .
Continuity in relation between student and teacher? . . .Does continuity
connote progression?

At the first meeting of Working Party Two. Muriel Crosby opened
with some general remarks on continuity: does it eqllzal.l relationship?, are
we concerned with the external continuity of the subject or the internal con-
tinuity of the individual?, etc. This initial line of discussion did. however:
get nowhere. Indeed, the discussion turned, after-some brief talk about
external continuity and mobility and of the sterility of Nebraska's complete
lack of sequencing, back to page 21 of Frank Whitehead's working party paper
in which there seemed to be the implication that the visceral literary response
was to be replaced by the cortical rather than be augmented by the cortical.
We generally agreed that 2 goal of the study of literature was not to replace
the primary response at all. but we disagreed about the necessity of ever
getting to the litex;ary criticism response. Mr. Rosen spoke of the stages
between the two poles and took the position that crossing the frontier to the
lit. crit. response should be a possibility in the schools but should not Be
the rule of discussion. Mr. Fisher disagreed: the frontier must be crossed.

This first session ended with our each int rodulcing a guestion which we
felt bore importantly on the gquestion of continuity. Mr. Rosen and Mr. O'Neil

were concerned with what kind {if any) systematic study of language there
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i -
‘should be, why there should be such study, when and where? Mrs. Christenson

with the relationship between literature, language, and ;:ompolsition and the
development oi the child; Mrs. Rosen with more 8pecific discussion of the
stages of development; Mr. Harding with salvaging Whitehead's 21st page by

~ virtue of his 17th; Mr. Dixon with our model of -cor;ti:jmity ("Was it comrﬁor:.
ground within the group that we were not concerned with a line or model ?');
Mrs. Hérdy v;ri_th clarifying what we mean by development of litér'ary

response; Mr, Clson with whether it wa-s not the oBligation of the school to

lead people beyond their own specific linguistic environment to an understanding

-, ofll'i;e_zra-ry idiom.




Record of Group Discussion

I. (p.6, para. 2) English as a school sﬁbject consists in teaching thelchild
to use his language., oﬁe Yuse' being to gain a disciplined acquaintance with
some part of his literature. |
II. {p.1l) Some coordination of work at different stages is necessary in order
to avoid gaps and wasteful overlapping.
1II. {p.8, top) The sequence of stages in the child's increasing capacity to
use his la_n'guage is (after the Ivery ear'ligst stages) determined Imainly by
social influence and changiﬁg inner needs.
iv. -(pp. 13-14) The teacher's main role is to give children occasions to use
their developing language in appropriate ways and for 'purposes that involve
them deeply ({"use' again incll;ding contact with literature).
V. (p.15, top) The child must learn appropriate forms of language for
different éurposes {expository, persuasive, etc.), different occasions and
“different audiences.
VIi. (p. 15I,- para. 2, and- p. 17, ;op) The child should gain increasing ability
to handle abstractions, but without losing the ability to use lé,n‘guag'e ConcrEtellY-_
VIii. (p. 17, para. 2) The t;hil__d should gain a stable central system of

- discriminations and ¢valuations arm;md which new discriminations aé"e organized
as his reading extends. |
ViI. (p. 19 top) Probably all literary devices and stylistic features can be

appreciated, in their simpler forms, at the earliest stages of reading or

listening to stories.
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IX. (p. 19, para. 2) At later stages children can be led to discover the
precision with which the writer conveys experience through the verbal organiza-
tion of his writing, and they can sometimes be aided in this by an explicit
discussion of literary forms, techniques and dev-ices. though they may achiave
' the essential literary response without it. -

X. {p. 21, para.l) Progx_-ess towards maturity in literary experiehce consists
in {a) changes in the dominant themes that the student can approach; and (b)
"growth in the capacity for objective and depersonalized response.' (I am not
sure what this second phrase means. Perhaps more generally we could say
that progress towards maturity in literéu-‘y experience consists in an increasing
range of interest, increasingly subtle discriminations within the areas of
in‘terest, increasing cocherence and consistency in the systems of affective
response associated with interests, and an increasing grasp of the literary
rezources available for conveyinlg these discriminations and affective
_responses.)

XI. {(p. 22) The teacher's guida.nt;e must be disciplined by a sound and firm,
though provisional, set of literary values which he has made his own and not
simply taken on trust from some "authority. "

XII. (p. 23) Other students should read litefature in the context provided by
knowledge about the author and his other works, the period in which he wrote,
and his relation to other writers, but such knowledge coniributes only a little

towards a full understanding of a literary work.
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A Precis of Frank Whitehead's '"What Is 'Continuity' in English Teaching?"

Thesis 1: Efforts to derive '"a sequential curriculum from 'the basic principles
of structure in literature'' or from " 'basic recurring themes''' have been

essentially arbitrary, deflective, and restrictive.

Thesis 2: '"We must look for our gsource of order to the inherent and

inescapable sequence in the acquisition of a man's mother-tongue..."

The languag : The growing child develops in the complexity of his sentence

' structure, in the size of his vocabulary, and in the control of paragraph
organization. Pedagogy: "The developmental evidence points, not to a
pre-planned programme of instruction, but rather to a flexible teaching
strategy in which the teacher uses his greatasr sensitivity and wilder perspectives

°

to nudg‘e his pupils along in the directions in which they are already moving."

The use of language: (the patterns dealt with above - in a developing

‘

"‘*"'"complexity of sentence structure, size of vocabulary, and control of paragraph

organization - are synchronous; the patterns dealt with here are sequential,

T

though overlapping):

41

a) "contextualization' - the growing child, escaping from his
initial "egocent.rism,“ discovgrs ‘bit b)-r bit audience, situation,
and purpose, the conventions that distinguish written from org.l
discourse, the different ""registers" appropriate to different
contexts, and begins to vary hi.s discourse accordingly.

Pedagogy: "Providing an increasingly wide range of highly
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specific situations, audiences, and purposes which will compel
the student to shape his writing to their needs. The 'modes of
discourse' and the 'social registers' are not something to be
learnt as precepts and then applied; they should be held, rather,
in the teacher's mind a;s a map parcelling out the ground that

needs to be covered."

b) "conceptuaiization." especially the "upward categorization of
perceptually dissimilar things.' - Piaget's stage of ' '{formal
. operations’ (i.e., symbolic thinking which i8 no longer bound
to the concrete here and n'low)" - the child enters this stage
generally at about eleven or twellve years of age.
Pedagogy: "Although massive experience evidently plays a
large part, there is doubt whether delibgrate teaching can

significantly accelerate the transition to it."

c) Nagsessment' by the student: both of what he reads and 6£ what
he writes. '"the gradual development of a stable core Iof more
sustained discriminations around which new_judgments come to
be organized..." Pedagogy: '"The stage at which critical
assessment can enter 'explicitly into the practice of the classroom
will need careful discussion; thére i; much disagreement here,

and, perhaps, a certain amount of muddled thinking."

Literature: A developmental sequence is presumed o exist, not in the
appreciation of particular literary devices or stylistic features, but in the

- ERIC
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kinds of appreciation children can have with literature:
a) From '"relatively undisguised wish-fulfillment' to something
more complex and impersonal.
b) Fron: one kind of them? to another - ""there are certain ag2s
below which we do not expect young people to appreciate Donne's

Songs and Sunnets, Wordsworth's nature-poetry, or King Lear."

Pedagogy: A fundamental division exists between presenting and
making attractive " 'good literature, ' selecting, condensing,
diluting or adapting it. . .to make it acceptable to. . .pupils,"
and guiding the " pupils' reading in such a way that their imr_nature

likes and dislikes are gradually changed for the better."

"Literary history": There is a development from the young child's reading

what he reads as ""a thing apart" and the older student's reading literature

" in context.'" Pedagogy: "The total amount which can ever be contributed
by background knowledge to our understanding and enjoyment of a work of
literature is. . .relatively small," but '"it does form part of tha?,t full under-
standing cof literature towards which we should be moving at the highest levels
of study; and there is a need for careful consideration of the stages at which
it becomes possible and the procedures by which it may be most effectively

introduced. "



Toward 2 Model of Continuity

Assumptions. The following statement is a picture of what may be, not of

what we know to be, We shall have to try it for accuracy and try to create
alternative pictures which may be more accurate.

The emphasis, in the search for continuity, should be placed on the
discourse of the student - on the progression in his modes of depicting and
organizing experience. A model with this emphasis will more readily suggest
kinds of speaking and .':vr{ting assignments than schedules of reading; however,
since words received and words given are related in 2 circular way: a2 reading
sequence would presumably weave in and out of student talk and writing. A
new mode of writing might require prior reading in that mode if the student
is to "learn' the requisite structures.

Embryology provides us with 2 very general metaphor for cognitive and
verbal growth. The development goes from a single cell toward a fuller and
fuller differentiatior and articulation of the parts within tre whole. Integration
and differentiation proceed together and proceed by means of each o‘ther. We
build our knowledge "upward" and "downward' at the same time. In a sense.
a child over-abstracts. at first, as well 28 under-abstracts: he cuts his
world into 2 few simple categories that cover too much and discriminate too
little, that display no subordinate or superordinate relations among themselves.
Or he makes too broad inferences because he is operating with one variable

instead of crossing variables.
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Simple continuities.

The student may move:

1) From "language about things' to ''language about language" -
learning the art of relating rel.a.tions and operating on operations.

2) From the actualities to the potentialities - from sensory evidence
to the systematization of .logica.l possibilities,

3) From offering the implicitly embodied idea to setting down

the explicitly formulated one.

4) From addressing the familiar audience and small to the large:
omplex, and "unknown" or '"distant" one.

5) From the here-now to the there-theu as regards his search for
understanding of the outside world.

6) ' From projecting iﬁto the there-then to projecting -into the
here-now as regar-s unrecogniz=d psychic material {e.g. projecting
first into myth, then romance. then naturalistic fici:ion).

(3] - From synpraxic chatter and prattle to monologue- that sustains a
subject (i.e., from disjointed speech governed by social interplay.
accompanying play, and vagaries of attention to extended and unified

utterance).

A plan of attacke The best strategy seems to be to separate and name ‘''ways

of thinking' and "ways of speaking.' Then stages of cognitive growth may

be made one dimension of the model and modes of discourse another.




Here is one grid so based but inadequate because, for one
thing, it lacks a fictional-actual dimension to take account
of the continuity specified in #6 above.

‘Tne vertical axis represents progression into a more and more
remote and, therefore, more highly digested matter. The
horizontal axis represents progression toward greater
rhetorical differentiation in adapting to audiences different
from oneself in age, sex, class, or cast of mind, to aud1ences
more extended over space and time.

Cogmture Bta.ges. Accordmg to intuition and psychologmal theory, the stages

of orgamzmg expenence proceed somethmg l1ke thw.

I 11 I _ e Y
Coordinating’ : Inducing Rélating Deriving
objects and categories categories implications
events in times from - to form by combining
and spaces instances propositions propositions

(Although the terms here imply conscious thought, the operations may well
be sub-verbal and unconscious as well.) Possibly these successive and
increasingly complex ways of "looking at" experience relate to certain kinds

of lexicon, syntax, and modes' of discourse. Successive assignments requiring

g theae operations might bring successively to the fore. by entailment, various'

ERIC
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kinds of voca.bula.ry. sentence constructions, and modes of developing whole

utterances. The idea needs further exploration, and with the help of linguists.

Modes of Discourse. The ""modes of discourse' roughly paralizl the progression

of the ways of thinking:

I if i1 v
Narration Typology "Explanation” Theory
(with spatial {exposition (generalizations {""statements
ordering, or according and examples) about statements,"
description, to types) "statements relating
as adjunct statements')

The labels here are poor, but no standard terminology is accurate, and
only texts would illustrate. Of course one mode of disccurse may be explicitly
embedded in another {2 narrative example witiiin an explanatipn or a theoretical
statement within a narrative). Again - and this brings in the whole fictional-
actral dimension thus far undiscuassed - the typological, explanatory, and
theoretical may be embodied in narrative. The key word here is embodied, and
it points to important relations between modes ¢f discourse and ways of
thinking. If the objects, persons, and actions . { a story represent types or
categories of experience, and if the turns of plot are, in fact, manipulations
of the categories, then a child telling or reading a story is in a real sense
unwittingly doing what adults would do in a later, exl:;:lj_cit mode. Again, the
narrative mode of discourse may be for a while a young child's only mode;
all nis symbolic organizations must b= uttered "one after another as if in a
story"” though the child mé.y actually order his utterances according to centers

of interest rather than by strict chronology. He will not have a sense of the
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decorum -of mode, so that different cognitive orders may be represented in
the same synpraxic chatter, the same "story,' or whatever.

" The interaction of ways of thinking and modes of discourse, as they

-

develop, may be explained as foilows.' Bé'f%fé—ha child can -conce_ﬁfhalize
explicitly, his only mode of coherent utteranc;e is through creating speech
sequences which co;'zform to ‘consciousness' sequences in a kind of one-to-one
pairing of sentences and happenings. This works out in synpraxic chatter
and prattle as a blow-by-blow mirroring of what the child thinks that he and
others are doing, what is going on around, what he is feeling. etc. Such
speech 15 enmeshed in the circumstances of its own utterance, i.n present
time and space. A sustained narrative rmonologue also matches speech
sequence with time sequence, but 2 story gains over synpraxic speech in that
it refers out of !:he present, is more c}'isengaged from and independent of
onyoing circumstances.& A story is symbolicall)lr maore powerful because

. more selective, more summary, more explicit in referen;:e;'\ At this stage
the child is nl;t yet able to depart from chronology or the here and now of
immediate attention and find an order of ideas upi-':in which to organize his
monological utterances. The result is f,hat he must represent several kinds
of thinking or knowing in his single mode of discourse. Further development
will be toward &iffer_entiating modes of discourse to match, explicitly. his
implicit ways of classifying and postulating. A child's stories are often
richly ambiguous - like the tales l\le likes to hear and read. They may be his
way of thinki.ng and managing experience. Adults use this mode, in art, to

symbolize matters that cannot be easily made explicit.




For the young child, theln, narrative will serve, simultaneously or
alternately 1) to réport real instances of events, 2) to create and relate
cafegories of instances by pla.t._'.ing in reia.tion séme typifying or mefaphorical
objects: persons, and actions. a.nd- 3) to "solve' problems through the move-~
ment of plot (2 kind of inchoate éxpioration of propositional possibilities).

If this theory is sound, that narrative i; for the child the basic but undif-
ferentiated way of thinking, and if 2 progression of narratives can be identified
that contribute to differentiation, the progression might provide a valuable
series of educational expei‘iences for the child. The various narratives, in
other words (and the term is mean‘t to include all the chronological genres,
play# and na.r:;a.tive poems as well as myths, tales, fables, etc.) may offer a
continuum of cognitive and verbal growth. |

Children's stories, those they hear and read, and those they make, move

- both in the here-now of understandilng and the there-then of projection {cf.
5-6 above). They‘may mix "fact" and 'fiction'" and move back and f;arth
‘a.mong categories 1-3 above. In view of our model, the stages of_differentia,-
tion of dominant literary interest which would lead through what is equivalent
to Discursive Stages I-IV above might be: as to plots, 2 movement of center
of interest from the episodic to the fully plotted, l“:'lecesxs:-.!.rily entailed”; as to
characters, from the flat to the round (in Forster's sense), from the vaguely
suggestive to the explicitly and complexly symbolic; as to description, from
the undifferentiated, "colorful” to the precisely perceived (''the stripes to

the tulip”). The categories are not adequate to fiction, and the movement

posited may not be accurate. These remarks will serve to suggest the need
Q
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to explorel the possible parities between discursive and literary-fictive stages.

The gradual, oscillating evolution of Typology, "Explanation,” and
Theory from narrative must be left to imagination. . . .

Addended Dissenter

There seem to be some things which Jim Moffett has lgft out or made
insufficiently explicit. I raise these in the form of questions rather than
quarrels, but would like to .sa.y that I 2am not questioning s.ysterrlx in an anarchic
fashion, but would indeed suppose that there is a developmental progression
in our organizing of experience.

I. As it is get out, the nmiodel seems too narrowly linear. If we
believe that the human being oscillates between the here-and-now and the
dream, at all stages of experience, and continues to move between these two
poles, growing in tﬁg imaginative ability to take in painful inner experiences
in objectified forms and other outer experiences in affecting forms, then we
might ask for a presentation of narrative which always provided the two
poles, never dwelling on the literature of actuality or the literature of fantasy
in an exclusive way, but mixing the forms and allowing further for the recep-
tion and creationlof a narr;t_:i_\;;a which united inner and ou;tter, here-and-now
and dream. I should want to have this blrea.dth and mixture written into the
model, and some of the observations on sequence of structures and modes of
character would have t6 be modified accordingly.

1. The emphasis {though perhaps not all the implicatioﬁs) focusses

O mntion on stages in the apprehension of structure and character rather
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than on stages in the accommodation to modes of feeling and judging. The
young child rejects Ianld accepts narrative because it proffers certain
difficulties Sﬁd reWg;ds of identification and choice, feeling and tl:lr-'eaming.
We reject- and éccept because we are required to.love., feér. tolera.te.' judge.,

be moved by, sympathize, recognize, organize, admit: our changing -

experience of literature demands movements in sympathy, empathy: externali-

)

IC

zatione We should recognize that narrative covers many modes of
experiehce- and offers an arl'ea for the exerci-se, testing, and control of our
imaginative capacities to tolerate ourselves and the outside worlq. (A place |
for poetlry mi.ght also be insisted on in this modell, since it will in fact offer
exercises on unexplainéd and unnamed and unhistoricilzed feeling, whereas
fictitious narrative and drama will provide a mode Iof expanding our ability -
to feel and understand wid;anihg points of view.)

We should also make it quite clear that at every stage our literary

experience will have four simultaneous stages: what the child {a) writes,

(b} speaks, {c} reads, and {d) is read will offer different levels of affective

and cognitive experience. For instance, a written story will at the youngest
age be episodic for mechanical reasons, and, a_t !:he other extreme, a story
read to the child will be able to communi(;ate more advanced coghnitive and
affective experience, mediated as it is by the imagination, judgment, and
sensibilit;r of the adult.

III-. How would the Moffett model fit inl;o the r-ich and open experience
of a pi'imary class at its broadest? If the child's total experience qf ix;negr'

~nd outer worlds is to be freely drawn on, then a variety of étructureq and
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subjects would surely be nee;led. We do not want a linear rut, Ihowéver
deep, cut thlr'ohugh an educational experience in which English is deeply
interfus dl with everyt‘hing else. .;And we should press for the di_ffysion at

latergfetages too.

/

"a shift from narrative or description to reflection - from the simple
ordering of experiences to abstracting from experience - also may signal 3
shift from we-centered to individuated experience."

p. 12 '"Linguistic Codes, Hesitation
Phenomena and Intelligence'

-




On Continuity in the Study of the Native Langunage

In tﬁe past the native language has been studied continuously in the
scixools'from_grade_g to grade z - cdntinuously in the sense that the same
ground was covered year after year. Given school grammar, it was qui-te
within reason that continﬁity was compelled to take on a very narrow sense.
Unwittingly the Skinner men have neatly éia.rified thelnature of the task involved:
a conditioned response tha.tl is ‘species-independent will a.trbphy and fina.lly die
wr.vithout constant reinforcement. School grammar does, afte;' all, require a
set of _nlea:;-:_-zed" responses to a set of madly chosen st‘?mu-li. In what way is
a child to remember to avoid the he E_og_‘_ﬁg of language or how-to rniame the
parts unless he receives-the Ite:.;cher‘s unflinching dais<born gla.'re of disapproval
or the supreme gratification of not having to do it again?

Native lé.ngvua.ge study of this sort has been strongly and jusily condemmed -
by some because of its madness, by others because of its failure to improve
certain @2spects of a student's control over his la.nguagg. I shall here speakl
only to the former point. Izjisofar as considerations o: the latter sort are
valid - that is insofar as "céntrol over language' refers to matters of
'importance. and not to matters of prejudice; I can only predict that a general
sort of improved control 'deriving from a person's being libe::lrated in language
will follow naturally upon a proper understanding of language. This much at
least is certain: it is.ugg_g_the ainy or an aim of language study to i;:npbse
upon zll the standard language of the mjddle class and thus to turn out a
ma'rketable commodity. Education looks. to révitalize_ society, not to kill it;

ERIC
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to remake it, not to give in to its petty prejudices whether these be racial,
political, or linguistic. Through language study, we hope to bring out students
to a better understanding of themselves aud of their world. It is up to them
to make what they will of their knowledge.
What then is continuity 'in language study, given a new context in
which this study is freed from the twin objectives of ours and the last century:
improved expression and mental discipline? Clearly we have a goal or goals:
to move from the study of the native language into an understanding of the
mind and out to an understanding of society. Just as clearly we ha.v-e a
beginning: the language curiosity of five-year old native speakers, everyone
of which - despite all claims to the contrary - speaks and thinks with untold
complexity. To reach our goal we must move in time through at least three
distinct stages:
(i) discussion of individual items, e.g., A's pronuhc:iation of a
word and B's;
(ii) inductively reached generalizations over an array of items,
e.g., A's distribution of a given sound; question intonation in
English;
(iii) systematic explanations of such generalizations, e.g., the
phonology of English.
At one and the same time a given class might well be working at all three
levels: at (iii) with the syntax of contemporary English, at (ii) with some
aspects of contemporary English phonclogy, at (i) with some observa.tioné on

the history of English that have come up in the reading of an Elizabethan play.
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But always following from this very explicit language study is a random leading
to a systematic feeding of knowledge about language into an understanding of
mind and society, into an understanding, e.g., of the psychological reality
of linguistic akstractions or of the values élaced in society upon language
superficialities. -

The course of continuity suggested here is not one of Bruner's spirals

whereby an oversimple version of a theory of language is filled out through
the years to maximum capacity, but rather it is continuity in which students

. move thréugh levels of explicitness and from abstraction to knowledge of

what is in and about them.




How Children Learn English /

Both in the group and in the Seminar in general there appears to be
ready agreement that all psychologically normal children come to school
already highly proficient in oper ating a2 wide range of language structures.
Moreover since the language of the plreschool child has been closely studied
we can say. for once, that'research confirms, possibly even initiated, this
point of view. Two questions arise immediately:

1) How should the teacher build on this achievement?

2} Recognizing the scope of this achievement, wha;t do

we see as its limitations ?

To pick up question 1, we need to accept the child's own language.
but this is not a solely linguistic question, since it is only part of a total
aéceptance of the child and his way of life. {This is easily Iaséertéd as a
pious principle but in pi‘actice raises enormoué difficulties for many teachers.)

It is only on the basis of the confidence built up in & child in this way that he

!

is ready to be actively hospitable to the new language experiences that the

1

school can offer.

To pick up question 2, Bernstein's ideas about restricted and elaborated
codes ‘suggest one kind of limitation. But 2ll children need to extend their use
of language to handle new ranges of experiences.

What the child has learned already he has learned under the pressure of
the necessiti¢s and pleasures of daily living. If school is to contil?ue the
processes already started it must stir tl;;“;l;m;a k‘ini-zd of pressure and kindle
the same excitements. As in the preschool years the context must remain

ERIC

memieaningful, an area of personal concern and exploration.
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All this‘ probably seems innocuous énough but it implies a radical change
in the role of the teacher, not an abdication of responsibility but a change in
its nature. The teacher, too, has to be hospitable to new experiences. The
wisdom-dispensing authority must become an active participant working
alongside the children, sharing their concerns and learning from them.

The Seminar has several times turned its attention to the ideas that
language is one of the principal means by which we shape and order expe‘x:iences.
It arises from situation and *content. Changing the situation in which
language arises is of crucial importance. The teacher needs to focus attention
on two aspects of these situations:

1. The structured occasions when language is used.

2. The relationships within the group using language.

Is_enough known about the functioning of groups?

The study of group dynamics has been too much separatedvfrom. language
study. Now that i:hey are beginning to be brought together, some of the
questions we should like to see investigated are: |
1} = How does children's languag'e change in changing grooup situations?
e.g. ﬁroblem solving as against gossiping? |
2) What difference does the presence of the teacher make?
3) Ho“( far does gige of group affect the stylé' ofﬂutterance?

4) What kind of language emerges from the carrying out of a common

tagk, self-initiated as against teacher-initiated?

- #Content is used here in contrast to the term context, which refers to

O
Emc‘erbal setting.

IToxt Provided by ERI
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Learning to read

Can the "artificial” process of teaching children to read be grafted on to the
natural uses of language we have considered above ?
(Note: See Barbara Strang's suggestion of the potential dangers inherent

in the usual methods of teaching reading)

First, we see particular advantages in the first material being the
children’s own language, dictated to and transcribed by the teacher. (Yes,
including dialects and '"deviations."}

~ Second, the told story can be made the link between -the spoken language
and the written.

Third, learning to read and write leaves a child alone with language
in a way which differs from his previous experience. This would not be made
a sudden transition. These new activities should be preceded, accompanied,
and followed by talk.

Fourth, the rewards of reading must, as soon as possible, be made
the same as, or at-leaat akin to the rewards of other uses of language. What
is being read must arouse curiosity and not merely be an adult approved
activity.. (See "Teacher' and "Spinster"” by S. Ashton Warner).

Much of cur early reading®material is doctored or concocted English
which in its unreality bears a r semblance to the exercises a.d drills which
are put before the pupils tﬁroughout their school lives. Thus what is intended
tc encourage childr;en to extend and enrich their lan;guage achieves th;‘—.

opposite effect through this . talising tradition. Of course, there will

#See Miriam Wilt's paper, "How Does a Child Learn English?"
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normally be a gap between the child's own language and that which he meets
in reading, but the reading must be of such 2 kind that it supplies sufficient
powerful reward for making the attempt.

The broad- principles we have sketched o would apply at any stagfe in
education {e.g. accepting the students’ language, language related to context
etc.) The student's ability to express in language his view of experience makes
him ready to widen this view and receive and v.se thé lanéuage approypriate to
it. At this point we should note that the limitations of time and our senss
of the difficulty of the problem obliged us to concentrate for the most part
on the younger child. We are, therefore, only able to make the briefest
commeonts on the secondary stage.

It is clear that the bulk of research on how children learn language has
concentrated on the youngest children. We were unanimous in our demand that
much more research needs to take place, especially into the secondary state.

The Secondary or High School teacher of English needs to see himself
as (among other things) a teacher of reading (éven in, for example, literature
lessons) and to be aware of the developr_nent sequence which controls his
pupil's growthl in reading. More specifically we need to pay attention to:

1) the role of "readiness' in easing thé pupils transition to the

later stages of the reading sequence. ‘

i) the fact that 2 large part of almost every pupil's vocabulary

is learned from reading, even though such learning commonly
works in with and reinforces learning which arises from the

spoken language. (The "vocabulary lessons' which are still



widespread seem to derive from a different and wholly
erroneous assumption. )
1ii)  the fact that it is to a large extent the child's reading that
provides him with operational control over the structures
and forms of standard written English. C:’Rf\
It is in the secondary school above all whére the explicit study of
language becomes urgent. The only aspect with which we are concerned in
' this group is the question, Does the study of language help us to use it more
effectively? Inevitably there is some difference of opinion but we can
clarify the question itself. The study of language should raise to the level of
consciousness what is already in operational 1’.15e or subject to direct
observation. If there is any feedback into use, is this direct or obligue? °
Must the study be confined to grammar? Must the pupil be expected to develop
a highly systematized understsnding?
The chopping up of the secondary school curriculum into separate
subjects mears that the student's learning of language has been thought of
as a responsibility fo be allotted to the English teacher and it has been assumed
that others can wash their hands of it. It is the total language experience of
the child with which we must be concerned. Right across the curriculum all
language activities should b¢ seen as reinforcing each other. Meoreover it
shoulid be remembered that the child's dealings with language within the

classroom forms only a small part of his total language experience.



The Problems of Impersonal Language

The Seminar should turn some of its attention to what happens to English
in school "subjects'’ other than our own. In learning these subjects students
are bombarded with "impersonal" language (theories, laws, geﬁeralized
observations, analyses of events distant in time and space, etc.). As they
go up the school, the hombardment mounts; the casualty figures are horrifying
but easily explained away. They couldn’t take it,

Could we make some attempt to settle what this "impersonal" language
is?

Its extreme form is, 1 suppose, that scientific language where the ideal
aimed at is single, constant senses no matter how high the abstraction and
the eliﬁxination of all language drawing attention to the uniquenesa of the
writer. 1t is a laenguage of minimal redundancy, But, of course, scientists
do not use a single mode, Compare, for example, discussion of several
principles, spacialists speaking to specialists, exposition to laymen,
expogition to teachers, etc, In our schools we tend to make the transition
from the personal an abrupt one and to imply that thére ig a single heaven-
sent mode (see the typical science note~book),

Whichever mode he uses the scientist operates from an objective centre
which he Las weon from his wourk., It is from his attitude that his writing
sﬁrings. We seem to expect young people to use that kind of writing before
they have leérned the attitude, the style of wark if you like, as though you
make scientists by teaching them the passive voice and the avoidance of the

i

second person,



The adult-use of "impersonal' language presumes

1) an unknown audience about whom the only valid assumption is
that they want accaess to the ideas, data, etc., w.thout
ambiguity and subjectivity;

2) a writer who wishes to make them available.

This creates a spevia’ difficulty in school. What are the students writing

~for? Where are the resources to come from? What kind of urgent pressure

to write exists in a setting where, in fact, they are usually writing for a
teacher who has known it 2ll anyway?

The linguists could no doubt give us analyses of the conventional

features of differenti kinds of "impersonal" language. This would be useful.
But we still need to settle what 13 an effective use of one kind. A good and a
bad historical account may both be in perfec:i "register.!" How would we

differentiate them? Each school subject seems to operate within its own

" sub-language encrusted with linguistic conventions, some of which still serve

a useful purpose, some of which do not. School tesitpooks frequently show us
these sub-languages at their worst. There is room for some useful study
here which would go much deeper than readability studies usually do. (Note
the ill~-defined journalism of school history and geography textbooks. )

The psychological aspects of learning this language need to be explored.
Vygotski maintains that the anslysis of reality with the help of concepts
precedes the analysis of the concepts themselves. Thus the contrast between
the adolescent's ability to form and use a concept and his relative inability to

verbalize it. Vygotski's exploration of the relationship butween spontaneous
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and non-spontaneous _oncepts could help us here. Come to think of it, the
whole of "'Language and Thought" would be a “fine starting point for understanding
the psychological difficulty of "impersonal" language. We need to 23m ourselves
theoretically against those who tell us that all we need do in some odd half-
hour or 5o is to teach the students how to write ’siméle prose so that they can
get on with the businzss of learning chemistry or geography.

But the verbalization of concepts within different su:aajects has a complex
history; it is probably not 2 simple matter of perfectly evolved lahguage which
embodies one kind of ratiocnal thought. The mocicls we look at are social
institutions and the differences between. say, thc language of geology and the
language of history must be in part due to the different history of these two
subjects. My feeling is that the difficulty which students face is not simply
the difficulty of a certain level of conceptualization but also of more hidden
features. In all events we should set about distinguishing between the
linguistic~conventional and the linguistic-intellectual, so that we can
understand that traditional formulations are not sacrosanct. (Is there only
one possible version of Boyle's Law?)

For many pupils school is the only arena for access to certain kinds of
verbalized thought and certain activities which give rise to them. The more
deeply a subject is penetrated the further away its public verbalization grows
from everyday speechl and imaginative lit;erature. But mastery reguires
intellectual struggle. How can we make this struggie worthwhile rather than

despairing and demoralizing?
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How can we bridge the gap between the personal and impersonal? Iam
sure that we rush the whole process because we have not considered what is
involved. Must the two be kept so separate? Why should the full personal
response be autlawed from 2ll but the English lesson? What is going on'l

inside pupils when they are given a frog to dissect or stop to admire the

bright blue inside a test-tube or are moved by 2 moment of history? Of

-course, the whole business is made so much more difficuit by the writers of

textbocks who seem to have read only other textbooks. Perhaps we need
more texts and fewer textbooks. "

Much of the language encountered in school looks at pupils across a
chasm. Some fluent children {(high verbal IQ's and all that) adopt the jargon
and parrot whole\strétches of lingo. Personal intellectlual struggle is made
ir-rel;ava_.nt and the personal vliew never a.sk:ad for‘. I:a.nguage and experience
are torn asunder. Worse still many children find impersonal lanéuage mere
noise. It is alien in its posture. conventions, and strat;agies. (There are .
some sociological criteria here which I have not explored.) They cannot
mime ithe performance; they are not high in morale when cqnfrc;nted with new

A

language experience. These are extremes. Many children have areas of

~ confidence and understanding but frequently have to resort to disperate

mimicry to see them through. Some of us wm_u: through university like that.
'W:hat has all_thisl got to do with c_ontinuiz;y? Firstly, we need to ask )
ourselves wl"lethe;r‘ there are sta.ées in the learning of impersonal la.ngua;ge.
Secondly, what relationship is there, or perhaps could there be, between the
personal uses of language and the impersonal? Thirdly, should not the role

“f talk in this area be wxplored?



This last question needs some expansion. Making public depends on the
conventions of our language systém but system is not only outside. It must I;:e
internalized to be made use of; we must show it to ourselves first. Dialogue
inside grows out of dialogue with others. This is how society penetrates our
- thinking. We cannot in school focus on making public and ignore the rest of
the process. Iflwe do we lose the force of alternative ideas, feelings,
attitudes, and strategies,

Ali subjects in school lend themselves to the conscious attention to
language as language, but how can we save ourselves from the folk linguistics
of specialist teachers? See Abercrombie's discussion of the word ''normal"
with medical students in "The Anatomy of Judgment.'" What were they teaching?
. Medicine or language? .

Could we agree that it is time we formulatéd a p;.)licy on the use of
.lla.ngvlta.ge ACross tﬁe whole curriculum? Could we take the fi:_-sf steps in
opening discussions with teachers of other subjects and witﬁ other interested

parfies ? 1Is there any hope of convincing all teachers that the personal response

i8 relevant at all stages?




Yes: No--The Lingﬁistic Education of Teachers

(I speak merely from the subjec}:ive impression; I can't give conclusions, but

. I am concerned to point to a field needing, as I think, investigation.)

1 take it a5 a general as sumptin-:m that th: child beg-ins school with a

repertoire of interest, ;curiosity, delight in explcration, and learning; and’

_that components of thié repertoiré which are not developed and used in the
<hild's education tend to die--and, like other dead material, not to vanish,
but to degenerate into some_thing nasty. )

I apply this gencral a_ssumption to the study of English language, which
for our (U.S., U.K., Canada) purposes is the natural way into an understandiﬁg
of language. That is, the child brings to s_chool an interest, curiosity, .de,light,
bearing upon Engfish sounds, word-formation, and cerliain aspecfa of grammar.
He also has, at the appropriate levél, a comparable feeling for comparative
linguistics --not only experience of, but reasons to, varieties of his own
lapguage and their domains, and in rhany cases also experience of, an§
response to, differences between languages.

f we look atlthe output of th;a e.ducatilonal proces‘s. we find these intergsts
still there, bﬁt, by and large, in corrupt andsométirﬁes offensive forms.

‘I'refe'r for support to the correspolndenca columns of the British daily and
weekly press; 1 c;nnot say how the American position compares. .
In g'eneral.. then,.l seem to observe a'pfécess‘ of dggeneration arising

from neglect, and I want teachers to be in a position to do something about

this. Bui in one area the picture is different. I do not have the impression
Q '
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that the child arrives in school with a2 conscious model of language, or a
conscious interest in models, though it is well-known that he has in operation
a general mcdel. It is precisely in tkis area that the te%cher is compelled
by the necessity of teaching reading and writing. The model, bg_r and large,
implicit in written language, and therefore conveyed by the teaching of it,

is that language is essentially a matt;er of yes-no queE‘;tions, and not a matter
_of more-less, partly-partly, questions. Something in writirg is, o;:' is not,

a sentence, a word, a right spelling, etc. The teaching of reading and

writing is necessarily a prominent component of elementary education, and

the weakness is that it is not accompanied by any, or by a sufficiently

prominent, component of attention to the different model apprc;priate for

speech. Central here is Randolph Quirk's conception of serial rela{:ionship
(“Languag-e." 196-5). That 2 child has an implicit jrasp of serial relationship
in language is shown by some of his mistakes (as well a.;s his successes) in
generating structures. He operates familiarly with the notion that 2 may be
like b in respect of prc;perty %, but like c in respect of property y. But this
knowledge is not (I suppose) normally‘t:Onacious,. and nothing ié (usually) done
to make it conscious. 'Indeed, {in Engiand) the teacher is usually himself a
person who has only the &'riting -dominated yes -no kind of modél. -

This vicious circie can only be broken by ‘introducing intp- initial and
inservice teacher training a strong cormponent of corpus-based linguistic stizdy
of a fundamental, not merel;é career-oriented, kind. I do not mean Ito suggest
that the trainee should be allow:d to think that corpus-analysis is enough; he
must also understand. the limitations of this kind of work. But it is work with . .

) ' ' Co
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texts that most vividly brings to attention the non-yes-or-no character of
so much in lahgua.ge. When we have teachers trained in this way they will
work out for themselves how best to use their knowledge so as to avoid

producing the kind of inadequate linguistic model now current amongst

educated people. I do not think we can do that stage of the work for them.



How Children Learn English in the Clas s'room

< Perhaps if v-ve better understood the meaning of our question we could

rnore easgily corne to a mééting of rninds. Let me, therefore, restate the
major question and the supporting questions.

4. How does a Child Learn English?

a. What aspects of native ‘language learning are often
overlooked in considering the role of the school?
b. How can the school build upon pr:'school language
experieﬁce of children? t

The discussions, researchers. lecturer-s and readings lead us to
believe that the child comes to school knowing the syntax of sore English
dialect. He has control of its structure in terms of his maturity and
experiences. Vocabulary may be limited 2s well 2s the manipulation of its
component parts. But he has inl;ernalized English phonemic-morphemic
fusion and many of the procasse§ that oc;cur, as tense, number, and degr;ae,
-cha.nge in his sentence producing efforts. Assuming that the teacﬁer has a
grasp of the p-a.ture of language and language learning, of dialectal differences,
and a positive attitude about accepting children's stage of develoépment we can
Iproceed to question 4b.

Let us now Quickly look'a.‘.: the beginnings of- English Educatit;n i:‘1 the
schools. IFi'rst we believe that everything that will g\ver.happen to improve
control of planting the seeds for later skill in reading, literary criﬁcism,

poetry appreciation, drama, composition, rhetoric, etc. Perhape the iirst




E.7 : - | 2
mechanical approaches to handwriting, word identification, spelling;
punctuatioﬁ could be much more quickly achieved than has been apparent up
until now - but whether these mechanics can be speeded up or not, they are
purely means to ends and as such should not occupy the teacher of young
children.
| Most childrgn in our elementary schools and the Great Britain primary
schools arrive at the school -house door sometime between the age of five and
seven. In some schools they come on their birthdays; in others, children

%
having had or who are going to have fifth or gixth birthdays come on a

certain day. For many children this ig their first school experience. What

happens in those four to six hours of the school day? How do they learn

English?
e The tea.c-her, fortified by training and experience in teaching, by

knowle‘dgg of how children learn and an awareness of language and its primary

importance in a chil-d's feeling of worth, will with pa!_:ience and compasgion set

tﬁe stage at levels that children can handle. |

The children will be encouraged to talk about themselves, their’ :

families, their friends, their toys, the things they see, hear, taste, srr;ell.

and touch. They will be heiped t:express how they feel and possibly why

Tl;le teacher will plan‘ experiences-that will enrich their cognitive development

in SCie;lce, human relationships, ma.thlema.tica.l Ct-:oncepts etc,. Ina 1r'ich

verbal atmosphere_ they will be encouraged to spéak ?}"d listen to themselves,

to each other, to the teachers, and to other humans in their school living -

space. Tbhere will be dramatic play, painting, singing, dancing--all ways
Q . -
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planned for helping them. internalize what they know and to formulate
questions concerning t.he‘things they womiér about.

From the very beginning literature (poetry, fantasy, realistic stories
will be a regular part of the school program. The day Christopher Robin

goes off to school is a day jus{.t like the one they are having. They explore

YT'-

literature that is real or imaginary, they identify with the characters, they
listen to the music and rhythm of language. Geared to their maturity, subject
to their preferences, they enter the world of the printed work via the teacher's

-

voice and skill. .
S

-

But that is not all they do. If not today then tomorrow chiidren will see,
their own talk transcribed into graphic symbols: What shaiu we say in this .
note to mommy, so that she knows school is over early tomorrow? Who wants
to dictate a story so that I can write it down? We write "Susan" this way
with a ‘lérge beginning letter. 1I'll put a dot called a period here to signal a
stop. , , . “ ~

Tea.cl:ﬁng the mechanice of English as well as the art of English is for
today. Learning'fhe names of the letters and the sounds they represent,
learninlg to spell, to punctuate, to capitalize, appropriate usage, and all the
other conventinns are subsidiary tt; having something to say and the need to
say it. The teachers and the printed word cOmbine_ to-add to the child'hs
corpus as a senltence, paragraph, and cpfnposition maker. Day by day the
child will recognize more and more words automatically, will use mor;

variety in his expression, will find real life needs for a record of what he

thinks, knows Oor wonders about, will acce:pt the help of an insightful teacher
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who recognizes the need to know on the part of the child and does something
about it. Gradually the child in some schools moves from his own Sp‘eech
into books written for him. In others parallel to the rich oral language
climate children are immediately taught reading in primers written for them:.

As children hear and discuss poetry and prose, teachers are offering
tham hopefully the best models available. As tl}ey look at their own language
patterns they see their own spoken language. -

The teacher in this school has taught English all day. From the stand-
point of matura-tion; he diagnoses the current state of development and through
a ‘dia.gnosl;ic approach puts the teaching at the spot where it does the most
good, where the “e_ed is apparent.

Du-ring the first year they will have learned to read something, they will
have been involved in writing expository, imaginative, descriptive, and
reportorial prose and poetry. They will have read and been read to and the
whole experience wiTll' ha:v;,l;ef;z é;acai:nsﬁlatefi in furtﬁering a literacy of the
spoken word, thoughtfully expressed and thoughtfully lis tenedl to. |

In subsequent years teaching is likely- to become more formalizg;lj “l‘mt
the components will change very little. Durin-g the. gsecond é,nd third years
the child has better command of reading and writing sl;ills. This‘ may endanger
the oral language prograﬁ; but it should not .- in fact.it musljz not. Drawing

‘from the -total curriculum inclluding the content or English there i8 much to :
- talk about,, write about. One is likely to see subtle changes in the way drama
is tauglllt and executed, in the way skills for the complete speaking-ligtening
_ : ,
cycle are taught and practiced, in the way language is manipulated tc.a get the

Q )
EMCquired effect; and the reasons and ways for writing something down are
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explored. Literary rnodels are plrovided that satisfy the expanding proficiency
of the child to use spollcen a.nc-iwwritten language for his unique needs and
purposes.

Coincidental with the above, children are learning to 'spell more word:,
read more cornplicated works, ;axpand their speaking vocabularies. perhaps
learning sornething about the granmtmars of English and being sensitized to the
esca.la.ting: In;;turé of our English language - that it is never finished being
learned and being taught.

Needless to say as the child approaches eleven rnuch of tﬁg drill and
practice on the me cha;aics of Elnglish can be relegated to its proper position.
Hopefully the children‘who' for developrnental or academic reasons are ata

R lower level o_f performance than the norm would indicate, will get the help
they need ‘ind_iv-idua.lly. The lite ra.ttire progriam la.rge;ly‘ "heard” until the
child is nine or 50 now becomes the kernel of the reading program. Talking,
discussing, reporting. exhorting, persuading lend thernselves well to self- ‘-
evaluation on the Part of ll:ne lea}rner and teaching on the part of the teacher.
Forrnal lessons still may not be advisable but the rhetoric of English is here,
as it was earlier, implicit in the slchool experienc‘es.

This wriFing. re-a.ding. spea;king. listening program or p-erhaps better ‘
léng;iage. literature and compositior: English program ﬁoes not just happen. ‘it
s carafully plalnnelt_i and seqﬁentialised. The choices the teacher makes spring
frorn the needs of the children and are inherent in our edt-lcatioxtlna.l systemns.

Tests can measure only a small part of growth and development in language but

evaluation of the totality of teaching and learning is an on-going process. The

IToxt Provided by ERI
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teacher of English to boys and girls from five to twelve plans carefully,

teaches steadily and constantly, and evaluates in terms of the chiliren's needs

and society's demands.




