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-4 One of the obvious areas in which linguistics can find a useful application is
C:3

LA.' that of the teaching of the language arts or. the elementary and high school level.

A good deal of effort has been devoted to this recently. Some well-known linguists

have addressed themselves to educators, while a good many educators have made valiant

attempts at "adapting the findings of linguistic science" for educational purposes.

Particularly since the late 50's, all kinds of linguistically oriented materials

have been produced both for use by teachers in the classroom, and addressed to

teachers for their own "self improvement". Some of these materials were produced

by linguists, others by educators, and a few even by both. A good many of these

linguistic materials have actually found application both in schools of education

and in elementary and high school classrooms, although, of course, these constitute

only a small fraction of the total. At the same time, the use of linguistics in

education has created quite a stir among both educators and the interested general

public, and the amount of discussion generated has been quite out of proportion to

the extent to which linguistic principles have actually been tested in the educational

process.

Although theoretically one would expect some really significant advantages

from the application of linguistic principles to the teaching of the language arts,

4) in practice, the results of much of the use of linguistics in this area have been

PIN
IN quite inconclusive. It is difficult to tell what this is due to. Undoubtedly, some

14
of the blame can be placed on the inertia inherent in the educational bureaucracy

14 and in established educational practices. Undoubtedly also, some of the blame can

L. be placed on the naivete of teachers and other educators who simply are trying one

"significant" improvement after another without really understanding what it's all

about, and who thus are using the trappings of linguistics without quite comprehending
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its essence. surely, no small portion of the blame also attaches to the materials

themselves. Often, linguists simply tell educators how to apply linguistic prin-

ciples to teaching without knowing such about the nature of the teaching process.

Equally commonly, educators scan the linguistic literature to see what the latest

"findings" are and look for ways of applying them in the teaching of the language

arts, without knowing such more about linguistics than the linguists know about

education.

How, then, can linguistics be of greatest use to the teaching of the language

arts?

To begin with, some obvious but perhaps not entirely trivial cautionary remarks.

The first of these is addressed to the linguist: "The linguistic tail should not

try to wag the educational clog". That is, linguists--as well as other devotees of

linguistics--should be aware of the fact that linguistic factors are only one of

the many considerations that have to be taken into account in the educational process.

Needless to say, psychological, sociological, and just plain human factors, not to

mention economics and political considerations, play a significant role in education.

In this broader context the linguistic variables turn out to be important, but not

necessarily primary. A second comment is addressed primarily to the educators. The

answers to your linguistic questions will very rarely be found in textbooks of lin-

guistics. As has been noted above, educators often perceive the use of linguistics

as being the adaptation of linguistic findings to educational purposes. The trouble

with this is that, as a look at the literature of the field will show, linguistics

has developed very low "findings" that everyone in the profession would unquestioning-

ly accept as definitive. Rather, a great deal of the discussion in the literature of

linguistics revolves around matters of opinion; thus, one of the fundamental diffi-

culties faced by the non-linguist trying to apply linguistics is, whose linguistics

is he to apply? This is particularly apparent in the case of education: educators

had barely acquired a certain familiarity with the principles of "structural"
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different skill from the one involved in the under...landing of text of more than

sentence length which will be discussed under the heading of "reading comprehension";

it is also considered different from the skill required in composing text of greater

than sentence length which will be discussed under the heading of "oral and written

expression and composition".

The skills to be discussed under the current heading of "the mechanics of

reading and writing" actAilly fall into two fundamental categories: one is the

ability to write and recognitc individual letter% which also includes the traditional

area of penmanship; the other to the ability to put individual letters together

into worda,whichoof courseocoinciderwith the traditional area of spelling. The

amount of work done by linguists on these two areas differs greatly: In the field

of letter recognition and penmanship, linguistic work has been fairly trivial; on

the other hand, in the area of spelling great deal of work has been done by

linguists under the heading of "phoneme/grapheme correspondences".

First, then, the question of letter recognition and penmanship. As was noted

above, neither of these two areas has received much attention from linguists, al-

though it has received attention from scholars in other fields. More specifically,

the area of letter recognition has been given a good deal of attention by engineers

and other specialists interested in the field of automatic character recognition --

that is, the design of electronic equipment which would be capable of automatically

recognizing letters and other written and printed symbols for purposes of, for

instance, computer input; the field of penmanship has, of course, traditionally been

given attention by educators.

In the field of letter recognition, the basic problem seems to be--at least

from the point of view of a linguist - -what are the distinguishing features of shape

by which letters, both handwritten and printed, are recognized and differentiated

from each other. This problem is highlighted by the well-known fact that in many

alphabets (such is the Roman alphabet used by the English-speaking world) letters
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have been discussed much in the linguietic literature, and as a result it is not at

all clear for the Roman alphabet, for example, how many variants there are for each

of the letters; nor is it clear what the distinctive features are for each variant

of each of the letters. And even less oerhaps, is known about some of the other

alphabets.

In teaching the production of the letters the same two types of problems are

encountered. First of all, the decision has to be made as to which variant or

variants of each of the letter. of a given alphabet should be taught. Usually, in

a given school system only cone, or at best twnovariants are taughtwith the result

that pupils later have difficulty recognising other (particularly foreign) variants

of these letters. At some stage in the educational process it might be useful to

provide pupils with at least a passive knowledge of some of the less common or foreign

variants of the letters, in order to enable them to recognise these as they come

across them later in life. So much about the variants. Distinctive features play

a part, albeit indirectly, in the teaching of writing in most school systems, since

in most places penmanship is taught in terms of the strokes and angles that make up

the letters. And while these strokes and angles are the result rather of a tradition

of penmanship than of thorough linguistic or other analysis, it is clear that they

more or less correspond to the distinctive features of which the handwritten letters

are made up.

Turning now to the second major question involved in the mechanics of reading

and writing, namely, that of correctly assembling the letters into words, which as

we all know is the fundamental problem in the art of spelling, it has already been

noted above that linguists have given a great deal of attention to this under the

heading "phoneme/grapheme correspondences". A malor portion of the linguistic

literature devoted to questions of reading, such as C. C. Fries's book Lingulattcs

and Reading, deals with this. Linguists have attempted to point out not only the

obvious correspondences between speech and writing (such as the well-known regular

8
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can be written and printed in more than one way: thus, more than one font (such

as Roman or italics) can be used in print; more than one tradition may exist with

respect to handwriting. Thus, for instance, there are at least two traditions for

writing the capital letter "A": 1. approximate the Roman font in print, the other

the italic. The two differ as follows: in the first of these, the capital "A" is

written by first making an arch that stretches all the way up to the top of the

space provided for the letter, and then putting a crossbar midway through the arch;

in the second tradition, the capital "A" is simply a larger version of the lower

case "a". Note that the arch used in the first tradition can be made in at least

three different ways: it can be a pointed arch, it can be rounded, or it can be

squared off. These different shapes of the capital letter "A" are shown belay:

A Q 1:1 a
The above example illustrates some of the difficulties in trying to determine

what are the distinctive characteristics of the shape of the letters. It is clear

that most users of the Roman alphabet would agree that all of the shapes discussed

above are oxamrles of the capital letter "A". It is not at all clear, however, how

the same set of distinctive features could be assigned to all of them. It seems

that for all of the shapes written in the Roman tradition a common set of features

can be assigned: an arch (made in three different possible ways) and crossbar;

likewise, common set of features can be assigned to the "A" written in the italic

tradition. The shapes written according to the two different traditions sees to

have no distinctive features in common; at the same time, they are by most users of

the Roman alphabet clearly recognized as variants of the same letter, namely the

capital "A".

Two basic questions seem to emerge from the above in regard to the recognition

of the shapes of the letters: first, how many variant shapes are there Jr each

given letter, lower case or capital, in a given alphabet; secondly, what are the

distinctive features of each of the variant shapes. Neither of these questions
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pronunciations of the "open" and "closed" vowel letters), but also hilftle of the less

obvious regularities (such as the more complex rules relating letter combinations

such as ph, th, ea, le, el, to their pronunciation and conversely). One important

general observation has been glade in this connection by all linguists, namely that

given phonological segment may correspond not only to a single letter but to a

given standardised letter combination. The term grapheme has by some linguist',

thenpbeen applied not only to individual letters, but also to such standardized

combinations aqifor instancsothe one previously mentioned, or additional ones such

as gh, qu, etc. Obviously, these obsemations have not been made only by linguists- -

those educators who have been interested in the so-called phonics approach to the

teaching of reading and writing have certainly been ware of the questions talked

about here. Linguists will, however, claim--and perhaps with some justification- -

that they have treated these matters more systematically than others who have been

interested in them.

A very important problem which arises in this connection has until recently

been neglected by both linguists and educators. In talking about "phoneme /grapheme

correspondences", the problem has usually been stated in terms of the correspondence

of certain lettere or letter combinations to a given uniform set of phonological seg-

ments, namely, those corresponding to a careful pronunciation of standard English.

Clearly, such a limited conception of the correspondences is pedagogically useful

primarily when dealing with a pupil population that speaks a careful version of

standard English--and this applies only to a very small portion of the enrollment in

the public schools. What is needed here, of course, is an awareness of the many dia-

lects of English that are spoken by pupils coming into the schools, and what is further

needed is to make allowances for dialectal differences in the teaching of reading as

related to pronunciation. In addition, it is necessary to realize that the teaching

of standard English pronunciations is one task, and the teaching of reading and writing

another--and while both tasks may be necessary and appropriate in the early stages

111
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of education, they should certainly not be confuse) with each other.

Readini comprehension. This area of skill development has to do with the pupil's

ability to understand not just individual words but sentences, textual passages, and

whole texts. All specialists agree that the skills required here are rather dif-

ferent from those discussed in the preceding section. What is needed here is not

the recognition of individual letters and words, but rather the ability to see the

connections between wordqoas well as the broader connections between sentence* and

the ability to reconstruct from these individual components and their connections

a general understanding of the methods conveyed by larger textual units such as

sentences, textual passages, and entire texts.

From linguistic standpoint, the skills involved here can be characterized as

having to do with an understanding of the meaning of linguistic units, as well as of

the content structure of texts and textual passages. Two sUbfields of linguistics

are concerned with this: the study of meaninsewhich most linguists and many others

agree on calling semantics (but linguists disagree as to exactly how it fits into

the discipline as a whole); and the study of the structure of the content of text,

which some call textual analysis, others discourse analysis and still others content

analysis (and not all linguists agree on whether or not it even belongs in the

field of linguistics). Irrespective of the linguistic dispute as to the status of

these subfields, it is clear that they have definite bearing on the development of

reading comprehension skills, and they will therefore be discussed hem. A third

subfield of linguistics, that of syntax, is by many considered highly relevant to

reading comprehension; however, it is the view held here that syntax is secondary

to meaning and structure of content as a factor in reading comprehension, and the

esophagi:, will consequently be on semantics and textual analysis.

In the area of semantics, it is considered important to distinguish between

grammatical and lexical meaning. Grammatical meaning is the meaning of grammatical

categories such as the tenses or numbers that are present in language like English.

11
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Lexical meaning, on the other hand, is the meaning of lexical units --that is, of

the terms that make up the vocabulary of a language. Both of these verities of

meaning are important factors in the development of reading comprehension skills.

An example of the significance of 'grammatical meanings in reading comprehension

is the role that the understanding of MUM meanings plays in the comprehension of

the content of English sentences. Thus, clearly, sentences containing a past tense

predicate such as "I went" refer to different set of conditions affecting the

event than sentences containing a perfect tense predicate such as "I have gone".

The significance of tense meanings is even more apparent in the case of compound

sentences in which the tense meaning of the subordinate clause is related to that

of the main clause, such as for instance in "after be had arrived there things began

looking up". The importance attributed to grammatical meanings here may be disputed

on the grounds that all native speakers of English share the same grammatical Cate-

gories and therefore can be expected to understand the appropriate grammatical mean-

ings. Two important arguments can be brought up against this view. The first of

these le that all varieties of English do not have the same grammatical categories;

recent research on the non-standard variety of English spoken by urban Blacks in

the United States has shown that this form of speech doss not have the same system

of verbal tenses as standard English but rather has its own subtle and complex way

of referring to different time relations (calleephases" by Joan Pickett who has

done the pioneering research on this). The second argument is that even when a par-

ticular variety of English has the same system of grammatical categories, and there-

fore the same or similar grammatical meaninss, as standard English, it is still

very often the case that the colloquial version of English--standard of otherwise- -

does not use all of the grammatical categories that occur in the literary version of

English (thus, for instance, such grammatical forme as the pluperfect tense or the

subjunctive mood are extremely rare, if indeed found at all, in colloquial English).

Thus, the proper understanding of grammatical meanings has to be considered a
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significant factor in the overall skill of reading comprehension.

By contrast with the question of grammatical meaning, there has been no dis-

agreement as to the significance of lexical meaning for reading comprehension.

This is particularly true if, as many educators have pointed out, the significance

of shared cultural content and life experienci* is taken into account in the prepara-

tion of reading materials. From a linguistic standpoint, differences in cultural

content and life experience are reflected primarily in the lexical meanings contained

in the text. Here again, dialect and style differences are at least as significant

as in the area of vammatical meaning. A detailed discussion of lexical units and

lexical meanings will be deferred until the next section dealing with vocabulary

building, an area in which lexical factors clearly are of predominant significance.

The role of the structure of the content of text is beyond doubt of primary

significance in reading comprehension. While a number of linguists and other

specialists tend to identify the structure of content with syntax, in the point of

view underlying these materials these two factors are considered clearly separate.

It is believed that the content structure of a text is at least potentially inde-

pendent of its syntactic structure. This is based on the common observation that

the same portion of content or plot can be expressed by more than one type of sen-

tence. Thus, for instance, a given action can be expressed by either an active or

a passive sentence; likewise, a description may be expressed by either a predominantly

verbal or a predominantly nominal sentence.

Textual analysis deals primarily with the determination of the progression of

the plot in the case of narrative texts, with that of the unfolding of an argument

in the case of expository texts. Plot and argument are of course not the only

elements in the structure of a text, but they do appear to be the most dynamic ones.

Other elements of the structure of text seem to be the characterisations of personages

and the descriptions of settings, and one of the interesting questions about the struc-

ture of a text is the way in which these elements are interrelated with the dynamic

I 3
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elements mentioned above. Clearly, only when these elements and their inter-

relationships are well understood can it be said that the content of a text is

fully comprehended.

Unfortunately, while both linguists and non-linguists (such asofor instancy

folklorists and cognitive anthropologists as well as literary scholars) are be-

coming increasingly interested in textual analysis, work in this field is still

pretty much in its beginnings. In addition, educators have on the whole not yet

become aware either of the importance of this field or of the work done in it, so

that what few results have been obtained so far have not yet been adapted to the

needs of education.

Vocabulary building. This area of skill development has traditionally received

a great deal of emphasis not only in primary and secondary school education but also

in adult education and in the average American English speaker's efforts at linguis-

tic self-improvement. As a matter of fact, it is not unfair to say that vocabulary

building is being given more than its proportionate share of attention in American

education. This over-emphasis on vocabulary development is at least in pert due to

two misconceptions about the place of the vocabulary in the overall compass of lan-

guage.

One of these is the commonly held assumption that the site of the vocabulary

somehow reflects the evolutionary standing of a language and thus the cultural ad-

vancement of its speakers. Thus, it is believed that so-called "primitive" languages

are Characterized by small vocabularies (a really "primitive" language might not have

any more than four to five hundred words), while "civilized" languages of course

excel by the very great site of their vocabularies (in the tens or hundreds of thousands)

Linguistic work on languages considered "primitive", such as those of American Indians,

Africans, or Oceanic Island people, has shown that this conception of vocabulary site

is a myth; linguists not only agree but have been able to show that every'language

has exactly as large a vocabulary as its speech community needs - -that is,whenever

1 4
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new terms are needed by the speakers of a language, they are either created or

borrowed in line vitt, requirements. Nevertheless, this notion of the size of the

vocabulary has persisted in the thinking of many educated speakers of European lan-

guages; it has even been extended to apply to different categories of speakers with-

in the same speech community. Thus, it Is commonly believed that one of the marks

of the so-called "culturally deprived" child is the lack of an adequate vocabulary--

such children are supposed to have significantly smaller vocabularies than their

more fortunate age..aates; and comparisons are occasionally made between "culturally

deprived" children and "primitives".

An equally common misconception is that a person's command of a language can

be measured exclusively or primarily by the amount of vocabulary he knows. This

is based on the broader conception that a language essentially consists of "words",

and thatothereforgothe more words one knows, the better one masters the language.

What is forgotten here is, of course, the importance of grammatical competence: in

order to have adequate command of a language, one must know not only its vocabulary
se

but also its grammar. This latter misconception, incidentally, is at the root of

the excessive significance given to vocabulary in many of the evaluative tests used

in education and elsewhere.

While the importance of vocibulivy building should thus not be overestimated,

it should not be underestimated, either. Although the vocabulary is by no means all

there is to a language, command of the vocabulary is an extraordinarily important

language skill and must be fostered at all levels of education. As can be seen from

the discussion in the preceding paragraph, the problems encountered in this area of

skill development do not stem from any neglect of its significance. Rather, they

stem from a lack of understanding of the linguistic characteristics of the vocabulary

and of its role in the overall framework of a language.

The vocabulary of a language corresponds to what in these materials has been

referred to4le lexicon as opposed to the grammar of a language. Vocabulary building

Ii
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thus is equivalent to increasing one's command of the lexicon. What linguistics

can contribute to the development of a successful pedagogy for achieving such an

increased command is then a better understanding of the nature and function of the

lexicon.

From a functional point of view, it should first of all be noted that the

lexicon of a language is much more directly related to the culture of its speakers

than is the grammar. This is, of course, inherent in the nature of the lexical

dimension which constitutes a system of reference to culturally recognized phenomena --

thus, the terms by which these phenomena are named are clearly directly related to

the culture which recognizes them. It is to be noted, however, that this close re-

lation exists not only between a given lexicon and a given culture, but also between

a given lexicon and a given "sub-culture". That is, within a larger speech community

and its culture there can be differentiated a number of sub-communities which corres-

pond linguistically to dialects and culturally to sub-cultures. And very often the

most conspicuous differences between these sub-communities are in terms of the

lexicon: Thus, different dialect areas of the American English speech community

may be characterized by different regional terms for the same cultural item, such as

"soda pop", "soft drink", "tonic", all referring to the same beverage; or, speech

communities may differ by the use as opposed to the non-use of terms associated with

sub-cultural items limited to a particular region or sub-group within the major speech

community, such as the tern "grits" aoi the associated food item which are limited

to a regional and social sub-community of the greater American English speech commu-

nity. From the standpoint of the language arts, both the cultural and the sub-cul-

tural differences in lexicon are significant; the extent to which one or the other

of these prevails will depend on whether or not the student body is differentiated

only dialectally and sub-culturally or also linguistically and culturally--that is,

whether education must be developed on only a multi-dialectal base, or on a multi-

lingual one.

1 f;
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In regard to the structure of a lexicon, there are two basic and obvious

problems, neither of which have been faced squarely even by linguists, much less

by educators. The first of these is the problem of the units of the lexicon, the

second is that of the categorization of these units into classes, hierarchic or

otherwise.

In regard to the units of the lexicon, even many linguists have not yet over-

come the popular misconception that the elements of the vocabulary (that is, the

units of the lexicon) are "words". As is stated in some detail elsewhere in these

materials (in the section on "the lexical dimension"), words are units of the gram-

matical dimension, more specifically of its morphemic level. The units of the

lexical dimension are lexical units of various orders of complexity; lexical units

often consist of single words, but almost equally often consist of more than one

word and in a good many languages may consist of less than one word (in German, for

instance, many compounds which grammatically have to be considered single words,

lexically can be shown to consist of more than one lexical unit). The confusion of

lexical units with words is most unfortunate not only from the standpoint of lin-

guistic analysis but also from the standpoint of increasing the command of the lexicon;

what the pupil has to learn in enhancing his knowledge of the vocabulary are precisely

lexical units regardless of whether or not they consist of single words. A very clear-

cut example of this is afforded by the technical terminologies which in many lan-

guages abound with; multi-word lexical units--English examples of these are such terms

as "connecting rod", "public relations expert", etc. In a word, vocabulary build-

ing has to be designed in terms of lexical units rather than in terms of grammatical

words.

The situation with regard to the categorization of lexical units is somewhat

better. Not only linguistp but others as well, including educators, agree that the

units of the lexicon--however defined--fall into broad categories in accord

with the domains in which they are used. These domains can be defined in terms of

It
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that is, style in the more particular sense of ways of presenting one's message.

It is in the second sense that one can speak of good or bad style, or of literary

style, including such notions as the style of given period or a given author. It

is usually only style in the second sense that is considered to be the subject matter

of stylistics. Style in the first sense more properly belongs with a discussion of

the different social varieties of language and will therefore be considered in

connection with matters of standard language theory further below.

Most linguists who have become interested in stylistics have focused upon the

topic/comment tradition as one of the important factors. The notions of topic and

commont are not new; they go back to traditional rhetoric and have been commonly

used in composition teaching for many generations. Linguists have only recently

begun paying attention to them; their contribution has ieelloon the one hand/ to make

these notions more precise or perhaps more objective, and on the other handy to re-

late them to the notions used for dealing with language in general.

Topic and comment have by some linguists been redefined in terms of the way

in which the information I. presented in an utterance. From this point of view,

the information conveyed can be laid out along a scale: one and of the scale is

occupied by information that is in some way old and well known; the other end of

the scale is occupied by information that is new and in some ways unforeseen- -and

of course, there are many gradations in between. The first end of this scale is the

topic, the second end is the comment. The way these two fit together is that the

topic constitutes the type of information that sets the stage, so to speak, for the

main event of the message which is conveyed by the comment.

These notions can best be illustrated by showing how the same information can

be presented in different ways by letting different portions of the message serve as

topic and comment respectively. Thus, for instance, in the utterance "Shakespeare

wrote The Tempest", the utterance portion "Shakespeare" is topic, and the utterance

portion "The Tempest" is comment. In the utterance "The Tempest was written by

21
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Shakespeare", in which essentially the same information is conveyed, the topic and

comment functional of the portions of the message are reversed: here, "The Tempest"

is topic, and "Shakespeare" is comment. Clearly, in the first utterance the message

is presented in such a way that the information about Shakespeare sets the stage

where the Information about The Tempest is the core of the message, whereas in the

second utterance the opposite relation holds.

As has already been noted, linguists are also interested in a second problem

area in connection with the topic/comment relation. This is the question of what

has been called the "devices of the language" that are used to express these rela-

tions. In the examples given in the preceding paragraph, the major device for ex-

pressing the topic/comment relation was word order combined with the use of

grammatical categories. That is, the topic portion in both examples was that which

occupied the initial position in the utterance, and the comment portion that which

occupied the final position. In order to achieve this manipulation of word order

without changing the nature of the information conveyed, in a language like English it

Is necessary to switch from one term of the grammacical category of voice to the

other, that is, to change an active construction into a passive one. This is, how-

ever, not the only possible way in which the topic/comment relation can be expressed.

Linguists have noted that, for instance, the use of a highly unusual and explicit

lexical unit may attract the comment function to an utterance portion which is located

in the topic position. Thus, for instance, compare the two utterances "two men were

talking" and "two extraordinarily well-dressed gentlemen were talking". In both

utterances, the subject portions, namely "two men" and "two extraordinarily well-

dressed gentlemen" are in the topic position, that is, at the beginning of the

utterance. However, in the first of the two exasTles the subject "two men" remains

topic and the predicate "were talking" functions as comment. In the second example,

on the other hand, it appears that the subject portion "two extraordinarily well-

dressed gentlemen" has acquired the comment function because of the extraordinary
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amount of information it conveys thanks to its rather complex and explicit lexical

structure.

The importance of expressive and composition skills for mastering stylistic

factors such as the topic/comment relation need not be belabored. It is, after

all, the major aim of the development of these skills to enable person to pre-

sent the information that he has to impart in the way best calculated to affect

his audience favorably. That is, the presentation of the information is one of the

essential features in oral an4 written expression and composition. The role of

textual analysis in the development of expressive and composition skills is similar

to its previously discussed one in comprehension. Both the structure of the plot

and narrative and the structure of the argument in exposition are important factors

in the composition of the text. Clearly, to compose a narrative texcpit helps to

know something about the unfolding of the plot; clearly, in order to compose an ex-

pository text, it helps to know something about the development of an argument.

Finally, a few words about the role of standard language theory in the develop-

ent of expressive and composition skills.

The first point to be made here is that expressive and composition skills are

not to be confused with a command of the standard language. While clearly certain

types of texts (such aq, for instance, scientific, legal, or bureaucratic) are in

most speech communities limited to the standard language, other types of texts (such

as folkloric, literary, entertainment) are often composed in other than standard

dialects. Consequently, it is perfectly reasonable to consider the development of

expressive and composition skills in a form of speech other than the standard. At

the same time, because of the importance of the kinds of texts that are usually

limited to the standard language anis because of the general importance of the stan-

dard language in most speech communities, its command will significantly contribute

to the development of expressive and composition skills. This is particularly true

when two considerations closely linked to the notion of standard language are taken

2 3
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into account.

The first of these has to do with the matter of speech styles mentioned

earlier. These can roughly be defined as different forms of expression

corresponding to different types of communicative needs; thus, formal, informal,

technical, literary, and other speech styles can be correlated with corresponding

speech situations and communicative needs. Clearly, in the development of ex-

pressive and composition skin% an understanding of different speech styles and of

their appropriate use in the creation of texts will be of great help. Of particular

importance will be an understanding of the structural differences between different

styles, as well as of the culturally appropriate situations and communicative con-

ditions under which the different styles be used. Thus, the use of a highly formal

style for family letter, or the use of a highly informal style for the exposition

of a highly structured logical argument, is not likely to lead to the creation of a

good piece of writing.

The second important consideration relating to standard language has to do

with the notion of intellectualization. This notion was developed by the standard

language theorists of the Prague School of the 1930's; it has to do with the ten-

dency of a standard language to develop increasingly accurate, more highly structured

forms of expression. This is not to say that such forms of expression are not

possible in other varieties of a language than the standard, but merely to stress

the fact that in a standard language these tend to develop and play an increasingly

more significant part. The phenomenon of intellectualization manifests itself in

various aspects of a standard language, but primarily in those of the lexicon and

the syntax. In the area of the lexicon, intellectualization manifests itself by the

creation of extensive terminologies--particularly technical, legal, bureaucratic,

and other terminologies needed by a complex society with a complex cultural pattern.

In the area of syntax, intellectualization manifests itself by the development of

complex syntactic patterns, such as the creation of varied forms of sentence
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coordination and subordination by teens of a variety of connective expressions such

As conjunctions. Thus, while in non-standard forms of language it is very common

to Lind simple coordinate sentences linked by connective expressions such as "and

then...and then", a standard language text very often contains complexly structured

sentences coordinated and subordinated by means of a variety of conjunctions. Clear-

ly both the lexical and the syntactic aspects of intellectualization have significant

bearing or, the development of expressive and composition skills, since written texts

in the standard language are expected to exhibit these features of intellectualiza-

tion.

The above has been an attempt to outline some of the linguistic factors that

enter into the development of language art skills. Clearly, they must be taken

into account in some way in both curriculum development and the actual conduct of

classroom teaching. This is not intended to imply, of course, that the teaching

of linguistics should now become a part of the language arts curriculum. Rather,

what is suggested is that linguistic principles be taken into account in the

development of language arts curricula and materials as well as in the training of

the teachers. This cannot be achieved by either educators alone or linguists alone

but must be the result of a sustained cooperative effort between the two professions.

Finally, one thing that must be kept in mind in considering the possible application

of linguistic principles to the development of language art skills is that very

often the areas of linguistics that are of greatest relevance to language arts

development are also those which have received the least attention within linguistics.

This is certainly true of the areas of the structure of the lexicon, the study of

semantics, textual analysis, stylistics, standard language theory--and the importance

that these have in the development of language art skills should have become evident

in the preceding passages.


