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INTRODUCTION .

‘ J
In spite of the tremendous amount of money poured into

educational programs for diaadvantaged children during the (i
"Great Scdciety" years, the fact remains that up to ‘one half of

the students in large city school systena still read below

‘ )
expectation.' In addition to reading failuré and porerty,

many of these students have another attribute in. common--they
speak a dialect’ which differs from the atandard" %nglish,Spokén
by most middle-class Americans. ' The nature of nonstandard dia- -
lects and how. they may contribute to the reading fallure of the

children who speak them are two of the focal points around which_

#

‘the books and artlcles in this bibliography were compiled. in

‘addition, 1tems were sought out which deal with the relationshhp

% , . ) N /

\

of language tofcognitivgwdevelopnent and with the relatlionship
of language to-the reading process.. in examination of these

areas was deemed necessary in order to better understand some

of the problemé and controversies which surround qducators
striving to develop better reading ‘and language programs for
linguistically different‘learners. Pinally; items were selected

.
7

-read at t 1969 annual convention of the

1. B. Lilen, The Right to Read--Targeﬁ)for the 70's," Paper
ational Association
of State Bdards of Education, Los Angeles, September 23, 1969,
quoted in Mildred H, Wood, "An Analysis of Begipnning Reading
Programs for the Disadvantaged," Viegpoints, ﬁé(!ay 1970), 150.
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which describe current programs or suggest new approaches and

materials for teaching‘reading and standard English to these

[ ; M

students.
Books and articlep which deal prilarily with bilingual
students were excluded from th%s compilation. Thus, the term
‘ 1inguistically different," as 1t is used here, refers to.speakers
ot nonstandard dialects rather than to speakers of another lang-
uage. A number 0f 1tems define the population under consideration
as "culturally deprived" or socially disadvantaged”" children:
In—some cases 1t is clear that these chlldren are also nonstandard ¥
dialect speakers, in other cases it is not#. Bven when the dis- ¥
* tinction is not clear, the ltem 1s included if the results or , |
' \ESEE‘ ions seem pertinent’to the education of linguiaf!cally )
W different children. - L . \
‘:' . The intent was to select the most current books and articles v
and to present them\objectively, refraining from comment. for
the- convenience .0of the reader, this bibliography is divided into
two parts. Part 1,"The Linguistically Ddfferent Learner," con-
' - talns the l1tems which deal primarily with language factors and -
’ is divided into sections which focus on lan%uage development _ej//”
dialectology, and instructional approaches to teaching standard
'English. Part IT, "Teaching Reading to' Lingulstically Differemt’
Iearners!” toptains the items which deal primarily with reading

. instruction and‘is divided into sectlons which focus on the,

‘relationshlp of language to the reading process, and instr “4 nal
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In a number of cases,'thékassignlent'of an item t6 a certain

section was somewhat arbitrary. Por instance, an article which

describes a nonstandard dialect might also discuss its 1mp11ca-

_ tions for reading teachers and thus, could go either in the
. ' dialectology section of the first part or the instructional °
approaches section of\the second part. Hevertheless, some
organizational patterf was considered necessary and 1t is hoped
- that this particular one. will aid the, reader in loeating the

l1tems which are most relevant to his specific interests.
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& . Part I: The Linguisticelly Different Learner ’ (

That the speech of a{hanstandard dialect speaker is quite
different from the speech of a standard English. speaker is an
olvious. fact. Exactly how 1t differe is not as obvious,_but .-

Iinguists have mhde!pqogrees'in describing the ways in which the
- phonemes, lexical items,'and syntax"of thei Negro nonstandardf ’
dialect, in particular, differ from 1'? sﬁhndard mode of speech

>

" Jome of their observetions concerning this dialect are presented ;‘
in the "Dialectology sectlion, There is one’important cPoint: of
agreement among them, howevér, which might be mentioned here:
this dialect is not an inferior copy of etandard English, but

“rather a systematic and rule governed mode of .8peech. The children-

who spegk this aialect they argue, -are not linguistically

)
i

deprived they are linguisticallc'different There 18 no such; .
\. agreenrent among educators on this point Many vf them believe ¥

that Negro nonetandard speakers are, indeed, lf%ﬁﬁi;tically~
deprfved and that their restricted dialect is inadpquate for
cognitive development. Both points of view, as well as some that
fall somewhere between(theee two extrmemes, are represented 1
the "Language Development and Cogn.itive Abilities” section.
Whether they be;?eve that the Negro nonstandard dialect is a._
deficient: or me ely a different mode of speech, most linéuists

and educetors belleve that dialect speakers should be given'the
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opportunity t/ learn smandard English, ﬁhen thls 1nstructlon '

should’ begin/ how 1t should He conducted, and what the 1nstruc-
tlonal\fontent ghould be ar;, once agaln, cqntroverslal issues.
The sectlonﬁpntltled "Language Programs for Linguistleakly:
.Difrerent Children" pontalns 1tems represen%ing varlous points
of view dh how\}anguage programs should be c&gducted and also,.
includes 1tems whigh desgrige some ofgthe existlng;language

programs @nd,the.}esults‘thgy have achieyed. . ~

. . , . .
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Section l: Language Development and Cognitiv Abilities

This section contains summarits of a number of studies which
were conducted for the purpose of identifying the role ‘that
language plays’ in the acquisition of wvarious cognltive skills
suck =g beling, forming concepts, discriminating sounds{gn\\"
words, etc. Many of the authors of these artitles believe that

4

nonstandard English speaking children are handicapped in their
ac%gisition of‘such skills because they have not developed

"\ certain language skills. Other‘articles focus %n the testing

environment and testing nstruments used 1n such studies. The

authors attempt to 1 ustrate that the environment and instruments

'may be so *un to the disadvantaged child and ‘the dialect .
he speaks that the results obtained are. likely to be unreliable.
/V;tnally, theoretical articles are presented which question the

)dom of drawing any conclusions about the nonstandard dialect

r any other mode of gpeech until more studies have been conducted

n the relationship of language to the social context in which

0

it is used

Z
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. generated the speech. . -

" he says, because the

- . ..-" . -‘- , N.' \ '... N | 7
Bernstein, Basil.” "A Soc1ollngu1st1c Approach to Soc1allzatlon,
With Some Refererice to Educability,". in Frederick Williams
(EQ.), Language and Poverty: Perspectives 'on a Theme.

Ch1cago. Markham" Pubrlshlnq\\;.' 1970, 25-61. < e

I

-

¢

* In this article, Berns%glﬁ exblains the social;origins of
SR -

elaborated and restrfcted language codes, and discusses some of

«

r1g'd1ty of syntax and restricted use of structural pos51b111t1es o

==

for sentence organization. It is haghly re11ant upon the context

for meaning-and, thus, others can fully understand’ the restricted

code user's meaning only if they have access to the context which

originallf generated the speech. The elaborated code, on the

3

-other hand, is characterized by a diversity of syntactic:patterns

and vocabulary. It .is less boundlto a given context and, thus

v

can be understood by. 11steners who do not- share the context which

’ ‘Bernstein claims that many psychologlstsmand educators have

.
- .

mlsgakenly equated his concept of a restricted language code with

llngUlSth depr1vat1 n. Thls erroneous conclué&on has come about,

focused ;étlrely on the spoker deta11s of
the language’code rather than exam1n1ng the basigc structures of

£
the cplture or subc lture ich the codes manlfest.

- 3
@ . >

He believes that different llngUISth codes arise because ’

=)
various social classes have dlffereht occupational roles and
¢

-
a

v X 5
. value systems which, in turn, dictate the enactment of different

¢ ' // : NN . v
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social roles. Hodes of communication refle t the requirements :

of: the social .structure. Thus,,a restricted code user 8. speech

'reflects a relatively copmunally based culture ;nd the needs °
. ‘or this culture do not demand a hhghly speciri', elaborated .

form of\sgeechy 'The child learns’ to speak in thq enrironms;lv '

of the family, and -family role systems and modes of control »

.‘once again, ‘reflect the requirements and attitudes of the family s’ 2.

social class or subculture. ' vy

“ °

: Bernstein believesothﬁt the values, soclal organization, and

reflect an‘understanding of the lower. class child'b chlture--. fg“a;ﬁ
they reflect the ; lture, needs, and strengthsf;;\themiddle-
 class’ child @ T e attention of educators becomes rocusedg_pn Jhe »
~.Jlans‘}%ge dlfferences of lower and middle-class children,gbut - :f“
these languacge differences are merely the most obvfous manifesta-
'; . tions of the cultural ddfferences.‘ Ihis results in littlg'learning
being expected of the lower-class chlld and, consequéntly, very. ’
o little .being taught to him. The author says ‘that 1t is not
'necessary to teach the child formal grammaf or to interfere
with his dialect in order to teach .him; there is nothing in hig

[}

L dialect iiﬁch prevents him.from learning. It is, however, neces-'
;sary to change the schools and educate teachers to. better';eet

the needs of the dialect°speaking child. The conterts of-learn--"
g--the methods, material S, etc --must draw on the child's
..bexperiences in his family and community, and not require him>(as

Y _
they pregently do)e drop his soclal identity upon arrivalfat
NP /

.\. ‘ " ‘ |

| school ‘ - . ) 12 .
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Cazden, Courtney B. "The Neglected Situation in Child Language
Besearch and Bdueation,” in Prederick Williams (Ed.),

d Pover;x:Perspectives on a Theme. Ohicagoz
am Publishing-Co.,. 1970, B!-IET T ' .

Oazden;claims that neithew the "deficit theory“ nor the’
'difference theory" adequately explalne the language ‘problems ‘
that d}sadvantaged children'are‘widely rgported to have. Both

; tbeories,.ahe'aais, epeak'onli of patterns. of Stqutural forms
" and ignoré patterns of use in actual speech events, and both
t&éories fall to take account of the way a ohllh's speech changes
accordlng tc the aocial situatlon. Noting that Dell H}més uses
the term "communicative competonce" to describe a child's abi]lty
to vary his speech according to the social situation, Cazden
. polnts out that relatively 1ittle-research has been conducted

to determine the range of children's comﬁunlcativo coﬁpetence
aﬂd how they dévelop»lt. She devotes a large .portion of this
article to a #eview of the studies that have dealt with communi-
cative comgftence. These studies seem to indicate that certain
aspects of the social situation, such as the tople of discussilon,
task to bdbe performed, rapporf of listener, etcs, have a very
important bearimg on the child's fluency of speech, length and
complexity of sentences, language style, etc. Thus, Cazden
‘arguea. the data collected from testing children from various
social classes 1n one teatf;g situation do not constitute,enough
information to ad;quately explain their language differences.

Bven.lf;we thoroughly understand communicative competence

among children of various social classes, we would grill be far

at
£
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from a tneory of oral language edueption, Cazden points out
that there 15 reason to believe that sociolinguistic interfer-
ence from contrasting communicative demaqﬂp both in and outside
of School is more important than- grammatical interference
what is more, cultural differences in language can be viewed as
deficiencies when children confront the demands of particular
communicative situat*ons Thus, educators as well as spokesmen
for the child and his community must make value judgments as
to what uses of language the schools will attempt to teach,

Clark, Ann D, and Charlotte Je. Richards "Awlitory Discriminatlon
\ Among Economjcally Disadvantaged and Nondisadvantaced

Preschool Children, * Exceptional Children, 33,;3963, 259-262,
\

The authors adhere to Deutsch's theory that the economically
disadvantared are deficient in laqguage development and possess
poor auditory discrimination, Thig atudy 1§ an attempt to doce
unent that theory, and to determine whether there are sex dif=- )
ferences in auditory discrimination, -

A Fifty-eipght children'enro%;cd in a Headstart jprogram were
chosen for the study, Twenty-nine were class ified as economically
disadvantaged and 29 as economically nondisadvantaged Analysis
of covariance was used to remove the effgcts of I.Q, and chrone
ological are, The racial distribution in the two groups was
equivalent, The Wepman Auditory Discrimination Test was admin-
istered to both groups, This test requires subjects to respond
"same" or 'difrerent' to 100 ahirs of words presented orally in
three subtests. ‘

' The nondisadvantaged children made significantly fewer

1

14
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errors than the disadvantaged children (p :001) on the test as
a whole, and the same was true for each of the subtests, A’

nedian test oy the error so?res showed no relatiomﬁﬁip between

( v

sex and errors (chi squan? =1,24, p 50)

-~

The authors conclu d that preschool disadvantaged children
do exhibit siynifican%/ﬁeficiencies in auditor"hiscrimination.
They sugyest that auditory discrimination assessment ‘apd traine.
ing be included in the educational programs for the disadvantaged
They also suggest further research tof'-getemine whe’ the de%:.,cit .

first -becomes apvarent so that preventative, rather than remedial,
. w

help can be given, : - : .

Cohen, S, Alan and Gita S. Kornfeld. *Oral Vocabulary and
Berinning Reading in Disadvantaged Black Children,* .
The Reading Teacher, 24 (October 1970),” 33=38,

eohen and Kornfel¢ concede that black children have smaller

vocabularies and less experience in'-labeling and categorizing «

than middle class children, They argue, however, that this
vocabulary deficiency is not great enough to account for read—
ing retardation in the primary grades,

The autgfrs nove that D.R, Thomas' study (1962) dealing
with the oral vocabulary of low SES urban kindergarten children
is frequently quoted. This study, however, underestimates the
children'!s vocabulary size as a reiplt of several biasingAfactora;
(1) a poccibly unfavorable social context durlng the interview
situation (2) short duration of interviews (3) a confusion of
conceptuel vocabulary with articulation, e.g., the word‘ "walked™

wag considered unknown to the child if he only used the word

15
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"walk". Cohen and Eornfeld revised the Thomas vocabulary list
'for disadvantaged children solay by eiihiuatlng inflected forms
from the unknown list when the noninflected forms appeared on
the kuown list., This.procees reduced the unknown list from 38.9%
| %o 21'2{ in five non-urban first grade readerh, from 15% to‘ll,l%
-»' 1n a baeic work list from basala, fron 315 to-12% .in tho Bauk
Stréet Readers and from }1 3‘to 16 3% in the Ohandler Readers. .. .
“The authors conclude that because thqy did,nothing to cer- o
rect for the blasing eft%cta of the first two factors, thelr
corrected results ‘st1ll represent the nmost conaervative measure

of conceptual vocabulery. Reading fallure emong dieadvantaged

urban children, they clhim, cannbt be attributed to a lack of
. t ) o \‘

vocaﬁ:lary. . ’ .
Deutsch, Martin. "The Role of Social Class in Language Develop-
ment and Cogniti Journal of Orthopsychlatry,
35 (Jangary 1965), ~ -
In this study, Deutsch atte ted to fdentify tie\qerceptual.
'1inguistic, and concepéual fatterns of disadvantaged children
which set them apart from their more advanteged clagsmabves.

(12;0 hundred and ninety-two first and fifth grade children-from
variéus~rec1a1 groupsland soclél classes comprised the popula-
tion in thls‘study. Various tests| designed to measure over~
100 variebles concerned with home background , language ruhcfion-
ing, conceptual bfhavior, sub«components of iadguage, etc., were
adninistered to tke children. The present article does not
report on all the data obtained from Xhese tests, but focuses
en 42 variables related to cognative runcfione; especially,

language variables. The performance of both age groups on the

~

16
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srade sample, only six variables correla \qulth race alone,

! létnd'to,?aee,_the functions ﬁnﬁeriying‘fhc’faSKS were -related

3 \ N
v N ”~

\, | | - 13

L2 tasks arc correlated with race and wyth SES, Ingthe first
J L

\
nlneteen correlated w1th SES alone "and tq with both.; of 43

L)

scores for the fifth wradﬁ sample, six corre ated with race -

alonc, 10 nlth SE5 alone, and-12 with both, Jhus, .correlations

with racce were found in eifht variaples fer the first

a

) ~ s . [

- 7roun and in 18 fo% thz fifth ~rade sroun.| Deutsch obdepved N
’ * . ' >

. 3 ~ , o . i
that. amons the variables. in which poorer pepformance was rez . °
. . - . S . » Mo

.40 abstraction, verbalization), and exveri

tiélly %spendent.
énnmefatioé. nouecver, not all meabprcs rcleetihg these fﬁnc-
tions.wcpp related to raéé.'.““ | ‘;

eutsch belaeVe that his findings are significant in ‘
. <

that thnj conforn to.the cumulative deficit hypoth081s He

ooncludov that noor home environment nlus minority group status
resu]t: in children who are apnarently less capable of handﬁ
, . N -

: -ii:;’}ntellectual and linguistic tasks, Schooling, he beli-

eves, Nossibly adds to the problem by makine the child more

avarc of this inferior caste status, 4'he child is also awarﬁéliﬁ*f

" of hic "-rammatical ineptness," says Deutsch, and there-

Tore, 15 reluctant to communicate when in school, Because

verval communication breaks dovm, the child*s omportunities

to lcarn are restricted. Deutsch suscests that the schools®
. / .y

renedial and-cnrichment prorrams follow develonmental staces,

ant tl'at curriculum chanres be introduced at the earliecst

nossible time .in ordcér to arrest the cumulative deficit,

4
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.Brickson, Fredergpk David *uplget You Honky!": A New Look at ‘
Black Dialect and. the School; Bleﬂlntarx Endlish, 46, 495-517.

The Bernstein hypothesis atates tiat,iower;class speakers

‘ v
use a restricted" ltnguistdc code in that the meaning of a word

’ d

or phrase is not specific. but determined by the social
L “context ‘The "elaborated" code of. tne middle class, on the f
K 7!’« othef hand ’ doas not rely on the social context for mea.ning -o'
‘\ qeceuse words tend to be more speoific ‘and sentences more pre-
cisely constructed This view of language implies a direct rela-'
tionahip between soclal class and language ‘style: ‘

Inhvge present article, Brickson suggests that" there is an
intervening factor between social class and language dtyle.. He
refers to this factot as "the shared context. principle." Thie

- principl:‘holds that when gpeakers sEgre the same backg;;und and
point of view, a restricted code can function/as precisely as
an elaboreted code. Tdus, tne more the speaklrs have in common,
the moye economical thelsgeech can become and not'suffer'a loss
in meaning,: The author's exploratory stu;},of language‘styles
of lower-class Hegroes and middle-class Caucasians-lendscredence
to this theory.' He found that both lower-class and middle-class
subjects shifted back‘and fortﬁltetueen relatively;restricted
~and relatively elaborated codes, depending on the context.
While the codes were related to social class in the wa? Bernstein
suggested neitherf;roup seemed bound to one. langua style
‘exclusivyly The guthor alfo observed that extréi q&'bstract

concepts were being communfceted in the restricted code. G
|

4

This study, says Erickson. contains several implications

]
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for teachings tlack dialect speakers: (1) the term "linguistic

deprivation" should not be used categorically black.dialect can

L 4
. be used to communicate complex ideas provided tng teacher chares

the context of the svnakers (2) teachers must.te ome sensatlve
-to the context prlnciple and allow children to use tﬁe code that
is ennronriétp ‘to the situatibn'(B) there is a need*for teachers
as. well as others, to understand that "claborzt;d codeX and |
"standard £n511sh" arc hot .SYNoNymous ; standard ?ngﬂlah speakers,
; ~oehourh +hny use standard Nrammar, usuall‘r do ., notzzmﬂaw ln the
(

. ' eWabo"atem'codc that 1° used for urltteh standard “nullsh (&)

i)hc restrictea colhlcanvbe very eff}01ent and qgfectlve hhen
4 .

prnd in an apnronr1ate settin, ‘ \ S N}

/

. ohn, .Vera 2, "The Intellectual Development of Slum Children:
. Sorfe nrellminary Findings," American Journal of tahgpgx
ehiatry, 33 (October 19835 813-622
MNig *twdj opuscg an three asnetts of the intellectual
c~relonnent of .°~ro ;hlldren from various socigl clescses: ’
labeclin :, rélatinﬁ,“and catecorizing, The author used.174 ngro~-
c;lldren from threc sociai’classes‘ps subjects (Clasc f;lowcr-'
lowar cless, Clast %}= unper-lower class, &nd Class III= |
"IPUlP—Clag ) Sixty-rine children wereﬁfirst graders and 105
ere f;ftk graders. ‘Three hypétheses were te;tcd: (1).lowcr-
‘class ancd middle-clasg children would differ little'in labeld
i~ tasks that required only enumeratingy, but they iwould mani-
Jo:t clasc-differences in labeling tasks that required integrating
i.c., titling the pictures (2) middle-class children ﬁbuld be
Aore ~7illful in reiating their respon‘!s to stinmul. . Gords,#i.c;,
. . .

a s -/
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there would be nore(prammatica1 similarlty betg;en the stimulus

words an@ their re*ponses (3) lower-class children would clas- A
:.s1fy test stimuli accordmD to functional criteria ratyer than". ‘

lormigcally. consistent cate"ories,’ '

‘t'he Peabody Picture Vocabulary Test (PPVE), WISC Yoca- Y
bulary lest, and the Verbal identificatio; Test (developed ﬁf‘
th::author) mere usod to test 1abelinq(behav1or. Ther% vere .

"0 statintically *1“ﬂ1flcant differences in‘the descriptive

(envmeratin~) or intcerative behavior amon~ firstag

, . drem, Anons Tifth r'r.'a.der" howevcr, Class III. children
sirmif'icantly bhetter - (p 05)

., = . the 1ISC Voga ulary lest tP .

.! : i ”"#’, 7 ;‘
-Y this "roup. &’w .

[y

01 tne UOrd Associatloﬂhﬂgét, used to‘ st the second
+  hypothesis, no sicnificant differences were found among social
classes at clther first or*ﬁifth grade level, .
he Conccnt;Sbrting Test, used to test the third hypothBS1s
vas rivtn to only,halt the children in each r*roun Among the
first graders no statistlcaITy significant dlfferenceu were
obtaired. he middle-class fifth graderu, however, d1d sisnif-
icantly better than - the" ldwer-class fifth craders on this test
_ (p 05). Jhey sorted the1r cards 1nto fewer pilec and rave

3

) rore explicit explanations of the basis of their sorting, *®

Iohn oonc1udes from thes’rygndlngd that the hone env1ron—

ment of the lowcr class child hamoers him in _the acqulsltlon of

20
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abstract and intnhratiVe lanéuawe 'T'hat °irhificant differences

fﬁ:performance emerwed at the fifth rather that thc flrst grade,

leyel, Tohﬂ‘bellevee is due to the fact that all younb chlldrnn

-
-

. Alatis (®Ed,), Report of the 20th Annual Round T'able
_'ehtln" on Lingutstics and Language Studies, Washington,
T D.C.: " Georzetown University Press, 1970, 143, -

‘In this rtlple, Labov quotes tranqcrlpts fmwn;x&erv1ews

. [géhov, 'illiam,, "ihe logic of Nonstandard anli h, "in James .

-with FCE‘“peaker to supoort hlS belief that the Negro non-.

standard dialect 1; tetally adequate for conveying losical, 'co"—
nThw and ahutractiidgao. He makes no apolo*y for the fact that
his beliefs are 1ot backed un with evidence from controlled

cxne;iwente In fact, he contends that Bereiter and Pnﬂelmann

_Jensen, and a host of others’ who have furnished data which heve

ulﬁﬁerted the verbal deficiency"theory have mistakenly believed
that ore can contralrfor languaze respoas a:by controlling

the n‘inn’ug,queutlons Labpv argues that the soc1a1 situation
is tre mg!f nowerf11 determ&nant of11ngu1s&1c:behav1or 1The
tentin- ultuatlon 11ke the classroom 51tuat10n is likely to
repre°eht a hostilc and thrcatening environment to the (SR g
speakin~ child, Y consequently reacts-in a defensive manner
by makin~ minimal rcsnonseekto the questions. asked him. ''he
inrterviounr ar teaohnr’comec avay from tnc dituation convinced
that the qhild lacks 1anguage ability an¢ vnerhaps intclli:ence
as vell, Labov furnishes a 'transcrint  that drare 2tically, ill-

Lstrates hovr a : . .

21
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. L hvpllctlneso w*th lo~1c, .., assu

C e

- ‘ _ -~
"iionverhal" chi beccame quite verbal wh n the interview
g <

Situation wjg chan-od to a more relaxed, oarty-liko situation,
:h: aughor Saju that compenuatory programs deu1~ned to

teach "12* Uaﬂe" -to the dlalPCt "pcaklnb,chlld are baocd on

tho mictaten helief Lhat the nons%a%?ard dialict is inade-

quate for Carer“” n verbal reasonipg. 'h*s beljef has erlsen

becauce teache“s.

l\

nd psycholo~1 st have onfuoed surfece&form
z1n~ tha thc MSE |

fornv"I don‘t want none" locically meanL th t tke child-is

sayin~ W1 vant ome," Lahov aclkrowlerys Fhat KSR speakins chile-“;

'ren need help in analysinj'surface form and beiﬁg qore explicit,

T4 is the school orocrams, howevcr, rather that the child,

hhich myst chanze in order to make this help nossible, e achers

t

androthe 5 must recOgnxve the fact that ISE is a, Sy s

LU ey

of sneech which >erves.the aerds of 1ts speakers adequately,

he¢” avthor clains that it may not be desirable to indiscrimi-

nately ®ach all middle-class verbel habits to the HSSISpeaker;

many standard English forms are merely stylistic or teven

dysfunctional, ‘ .
YcCommell, Freeman and Joec o, Rohertson, "Au&itorJ “crcootual

5Kkills of Cul rally isacdvantared Children," in
Yala, Romportl{land ./anota (Pds ) Procecdl =5 of

' Lhe- vath Inte atlonal Con"ress of Phonetlc Sciences
rrasue: Academ a, 1970, 025-629,

& 'hn authors tested three groups of 15 children cach
(cultﬁrallj disvantared, Caucasian) in order to determine
vhether tocial class differences or ethnic.differencesyweuld
be found in the results of threc tests of auditory abilities;

“’he testa . . 22
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used were: (1) Auditory Hord Memory Test--réquiree child To
retain a series of words in sequence (2) Audi1:ory$lending-—\-—J

requires child to synthesize words when their in dual pho-

-nemes are»presented in order,’ but with a time, delay betweentthe

phonemes (3) a speech sound discrimination t t-brequires child
to discriminate identical and different word palrs. '

_ lResults showed that both culturally adqantaged groups did
significantly better than the culturally disadvantaged .group on/ .
all three tests (p<.05). The two middle-class groups d%d not .
differ signiricantly from one anothe: on the Luditory Word {;
Hemory Test or the speech aound dlscrimination ‘test, On the
Auditory Blending, however, ahe advantaged Negro group fell below
the Caucasian group. The mean scores of the'advantaged ﬁegro
group on this test fell exactly halfway between the disadvantaged
Negro group and the advantaged Oaueasidn group.

The authors conclude that the-= advantaged groups' superiority
on these. tests Was most likely due to ‘a more structured home
environment that was more c%'ducive to developing auditory
perceptual skifis. . -

Prehm, Herbert J. "Concept Learning in Culturally‘Disadvantaged

Ohildren As a Punction of Verbal Pretraining," BExceptional
‘Children,’ 32 (May 1966) 599-604,

The purpose of this study wgs to determine whether verbal
pretralning would effect performance on a concept acquisithon
task and whether the effects of the pretraining would carry
over to another concept acquisition t%sk'on which the subjects

had not received pretraining.

23 - )
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4 Subjects included 27 higher risk (mean I.Q. of childfen in
family was 83 or less) and 27 lower risk (mean I. Q of children.
in-family was 84 or above) culturally disadvantaged children .
ranging-in aje from four to seven years. Nine subjects in each
‘;isk group were randomly assigned to one of three pretraining '
groups; verbal label, ' attehtion or control A1l groups

"given cards ;o sort into piles according to various céncepts Y
(e By shape or number of lines on cards, etc.), but the verbal

| labeleggoup wasg told the name of each card and asked ,to repeat

. I
the hame as 1t wes sorted, while the attention group mere%y

'sorted the cards according to the relevant criteria, and th \

:control group sorted them unsystematically. }Iter this pre-‘

training session, subjects were immediately presented with the-
Ny :

pretrgining. They were then presented with the-§econd transfer

task using materials to be sorted acconding to diffefent dimen- .
sio with no .pretraining. A
Results revé/ied no signifioant differences between higher
"‘and lower risk subjects in performance, but the effect of pre—y
training was: statistically significant on ‘bot  tasks (p<.001).
'The verbal label group attained the concep}s in significantly
fewer trials than the attention ‘and control groups (p<.025), and
the attention group ttatned them in fewer trials than the
.. control group (p<.02 ).‘ Prqg# concludes that both attention to
the /Pepflnent aspects of a stimulus situation and verbalization
'have a positive effect on the conceptual psrformance of disad-
. w

vantaged children. .

24
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. 'Riesman, Prank. ."The Overlookéd Positives of Disadvantaged
. Groups,” Ihe Journal of Negro Education, 33, 1964, . 225-231
Hiesman focuses on some of the strong points that frequently
.characterize the cognitive style of ‘many disad#antaged individual
< ‘.He notes that the premium pIaced on speed in our cuiture results
in teachers equating a fast thinking and working style‘with\\‘ ,W
A | "bright" and’ slou(thinking and wq;!iqg styles with "dulr. " He - |
“‘_ A A points bu& that a pupil qéy be slow/because he is extremely
| a careful because he refuses to Jump to concf“sions, or because
\bhe needs. to manuall} manipulate something connected to a task '
in order fo understand it. He condludes that there is no’ reason
to assume that there are not a great many slow, but gifted and
creative, childrnn. _ o
Rlesman says that teachers seldom ‘recognize the verbal Ta
\\strengths of disad taged children because they expect them
to be nonverbal and don t attempt to alter the classroom sfiuai“
Jztion or activities in a way that would be conducive to elicit--
'ing uninhibited language performance. Also, while it ééy be
'true that disadvantaged childrenbdo not posseSSas elaborated At
a language style as middle-class children, there is no reason .
to. assume that thelr language cannot be enriched(or that 1t 1is
not adequate for learning. . . a /
He also cites parents' positive attitude touard qducation,ﬂm
cooperativeness and mutual aid oflthe extended family, lack of
parental over protection, humor, freedom from belng word bound,
a problem-centered rather than abstract-centered mental style and
a physical and visual learning style as strengths of these childrer

T ’ that can be drawn upon in the education pProcess.

. - | 25
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Shriner, Thomas H. and Lynn Miner. “Morphological Structures7
in the Language of Disadvantage and’ Advantaged Children,"

Journal of Speech and Heari search, 11 (September 1968),
33§:375 Speech .____in.____EE__ ;

This article reports the results of @ study im which twg/ N

o
o

groups of preschoql children ‘Were tested for their ability to’&

apoly morphological rules to unfamiliar situations. SubJects.

a

- hcluded 50 children, 25 advantaged and 25 disadvantaged. Sub~-

'Fjects in the advagtaged group ‘were mggches to subJects in the

-disagvantaged group on thé basis of sex and mental age. Ch?&nm

‘logical age ranged from 3 years, 5 months to 5 years, 8 months

with a mean age of 4 years, 8 months. Average I. Q. (determined'

by PPVT) of the advantaged children was: 89 3 compared‘to 89. 7

Tor the .dlsadvantaged children.” One part of the test consisted'.

/of 20 1tems designed to{pssess the child's expressiVe knowledge

of noun pluralizations, verb~forms, and possessives; the other
\

' paré“consisted of 10.1tems designed to test receptiVe knowledge

of ‘noun pluralizations. The child was .required to generate . - AN

the correct formwmf a nonsense word pictured on a stimulus card
or to point to"the picture which 1llustrated a stimulus nonsense

word (e.g., rThis is a gleep. Now there are two "

A comparison of scéres '¢f the two groups revealed no statis4 :

tically signf?icant differences. Both groups became .more adept '
at applying “the morphological rules//s/mental age increased.

. Chronological age was the only(’pfiable conslidered relevant which

was not controlleds The authors, therefore,” evaluated the effect
of the difference be%ween the average chrdgological ages of the

two groups, but the resulting t-ratio was nonsignificant.

{
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Withiﬁ~group and beiween-group comparisoms were made to test
for difi‘erences in sex# subtest items, and reoeptive vs,
expressive abilities; none of the resulting t-ratios approached
significance at the .05 1eve1. 4

The authors conclude that there was no difference in the
advantazed ‘and disadvantaged group's ability to apply morpho-
lo~ical competence to unfamiliar situations, Psuggest ‘that

- the,terms ®culturally. adm‘taged' and *cult disadv‘aged'

may be misnomers when relevant variables:-are controlled. .

Sigel, Irving and Cereta PerTy 'Psycholinguistic Diversity
Among 'Culturally Deprived! Children," American Journal
of Orthopsychiatry, 38 (January 1968), 152-125, -

_Si;el and Perry argue that, contrary to what most educapors.
seen tqQ believe, "culturally deprived" children do not constqtute
a'homogeneous classificatory group, This'stuﬂy attempted to‘
document this belief, _ ‘

| Twenty-rivc'Negro preschoolers ranging from th%eeifo six
ye&®e of .ago werc tested on the Illinois Test of Psycholinguistic
Abilities (IT?A), These childgen were all‘enrolled in a nursery
school program loceted in a "culturally o.eprived' area. -

The distribuéion of scores on the niée subtests is given,

and then compared to an ITPA standardization sample, hile tne
study group's mean scores on all subtests except auditory vocal
sequencing and auditory decoding were lower than theknational .
sample, the variability of scores was much greater for the study

sanple, The standard deviation was more than 507 of the mean

' in most of the subtests for tﬁevstudy group,. wvhereas the standard:

o
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deviation was never once more than 506 of the mean in the

standardization sample. Thevsuthors also repost a considerable

within-child variability, thougﬁ-individual gcores are not glvan

in this article. They also report that test-related behgvior.'l
gugh;as*spontaneous‘cbnversations, questions, etc.,demonstrated
even further linguistic diversity among these children.

The autﬁors conclude that the diversity of language ability
among these children make such labels *s "eulturally geprived"-
not only useless,. but harmful. When classificatory labels are
necessary.‘ they should reflect realistic,f:utgnootioall‘y'

-

valuable typologles.

Y

Smith, Herbert W. and Theodore May. 'influence of the Examiner
on the I*PA Scores of Negro Children," PSychological
Bgports, 20, 499-502. — g
Smlth and May useq, six examiners whose race, sex and test-,

ing experience varied to test 171 low SES Negro children in

order to determine whether examiner var!agality influenced

the children's performance. The over-all language score and

five subtests reflected significant examiner differences. Begré

examiners consistently elicited higher scores, but only one

subtest revealed two clearly separat; patterns related to the

examiner's race. o

The authors conclude that the e;tent of variabllity among
relativelg untrained examiners auggests that any norﬁative infor-,
matlon on the ITPA should contain detalled information concerning
the experience and training of examiners. More studies are

needed to identify the sources of this variation.

*« 28



:. Yeaver, Joseoh and fnn Yeaver, ®*Psycholinsuistic Abilities -
o : of Culturally Deprived Negro Children," American Journal

of Mental Deficiency, 72 (September 19675 190-197,

The authors' purpose-in this study was to investigate the
languare patterns of éq;turhliy.deprived Negro children, iThey
‘A *cite prior stuvdies which indicate that educable and trainable

mentally retaru’edchildren,_ hen tested on the ITPS, exhibit a
lan~uace pattern that is-@!t;erent‘from the normal populéfion.
“he avthqgs predicted that culturally dephived children would
exribit & lanruace pattern cimilar to that of retérded children
. when tested on the IZPA in that their scores on auditory and °
voceal channels would be significantly lower than scores on
visual and motor channels, their total ITPA scores, and their
léngua;e are ccores would be signifiantly lower than their
mentél ares,- ) \ '
’ bho subjects weré selected from the Early Training for
Culturally Deprived Children prof%ét (Gray and Klaus, 1963).
.Three ~rouns were formed: 22 children trained for two sumners
*(r1); 21 children trained for one summer (T2); and 18 chlldren
constituting the ‘control ~roun, ‘i'he ;TPA was administered to
the three groupsf -
*he langvase patterns, as represented by the subtest scores,
‘ of all three groups were highly similar, An analysis of variand&e
revealed si~mificant differences between groups on only three
subtests: on visual'decoding, 11 and T2 scored highcr than

T3; on auditory vocal Tl and 72 also scored higher than 13,

A
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and on visual motor sequencing, T2 scored higper than T1 and 7T3.
An analysis of the ITPA total scores indicated that the il and
.* T2 groups had done significantly better than.the TB group:

When the subtests were oategorized by channels, the authors'
hypothesis that auditory and vocal scores would be signifioantly
lower than visual and motor scores was upheld. The seores -
indicated that culturally deprived children utilize the folloi-.
ing channels in descending order: wisual, motor, vocal, auditory.
The hypothesis that culturally deprived subjects would earn

. 1anguage ages significantly lower than their lental ages was
1iﬁpheld (p<.001). The hypothesis that the §corea of the vocal
encoding subtest would be lower than their total ITPA scores
was not upheld. Thus, the language patterns of culturally
deprived children were similar to those of mentally retarded
children in the relationbhip of auditory and vocal scores to

viaual and motor seores, and 1n language score to mental age,
but not in vocal encoding score to total ITPA -oore._ 4‘”

Williams, Prederick and Rita Naremore. "Om ‘the Punctional
Lnalysis of Social Class Differencés in Modes of. Speech, "

Speech Monographs, 36 (June 1969). 77-102. PR

In this study Willians and laremore attempt to obtain
empirical evidence that will shed 1ight on Bernstein<siheory
of reatricted and elaborated language codes. While previous
K studies of this nature focused on soéial class differences in
speech in terms of lexical and grammatical details, the present
study focuses on what demands are made upon the spesker in a

particular communication situation and how the speckers from

C ' 30




. two socialmclasses utilize. their language tg, cope_/.__with\ that *
. € e )

N R -
- - : - T r s,

T.“"‘ “"‘““‘ I ‘:"27"“*“‘”*
[ . )

situation. .
Language.samples _were obtained from the Detroit Dialect
Study (Shuy, Wolfram and Riley) tapes. The authors chose 20
tapes of children trom parents of a relatively high social class
and 20 from children of parents of a.relatiVely 1ow social class.y
Each group had an equal number of boys and girls, Negroes and '
whites.; On the tapes, the interyiewers had discussed three i fg'

topics with the children--games, v, and Job aspirations. The -

interviewers' questions (reterred to as "probe-constraints")

were o; three varieties: (1) simple--could be answered with

yes or no (2) naming--could minimally be answered'by proiiding .
& name or 1ist of names (3) elaboration--required an explanation,
description, or some kind’ o? story-telling by the child. The
authors devised methods of classitying the language used by the
children in their responses in tunctionally-oriented ,terms,

They accounted Zor syntax, response [/iyle (wheth,r the response
wasg: simple, naming, etic, ), grsmnatioal-perspective (the referen-

tial tocus used, 1i.e. self-singular, generalizsd you, etc.), and !

e e w W s,

"Tesponse organization (tpe degree to which parts of the response

reiated to the rest of Jt) inpthese classifications.

The results are .reported for each social class under each
of the categories which the authors set up. i turtper breakdown
gives information on how responses'dittered,acoording,to sex and b
race, , Some of the more'important findings are as follows. The

probe conptraint had a signiticant influence on the response -

y 81
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styles of both eocial classes. While- the lower-class childr
generally ‘had more of a tendency- to eupply mininally-accept;:\e T
reSPOPS°3 to simple and naming.probe constrailnts, there was no ., -
signi'i*ant difference between the response style of the two
grotﬁe under the elaboration constrain‘t In the grammatical ‘

perspective category, the lower-class children generally'uade

more use of the selr-singular ‘perspective, while the higher

"7 class children genernlly méﬁi more use of the third person. This

pattern was found in the games .and aspiration topics, but both

groups tended to respond to the TV topic in the third person,

- An analysis ofigesponse organization agailn revealed topic related

differences as will as SES rela%eq differences. The higher
status group had significantly higher organizational indices Y

’

in the overall comparison\gnd/an the TY rela&ed:zggpnnées, but ¥

there. was no significant difference on the games or aspirations
toplc. %The analysis of data also revealed that lower class
children madbsignificantly more request interjections than ~
upper-élass children, 1.e., more often asked the interviewer to

clarify the question or kind of response he wanted

PR .- .-

'fhe'euthors conclude that while the 1ower status children
tended to reflect a more context-centered style of speech and °
the higher status children a more topic-centered style, it 1s '
important to noce that all chiidren met the communicative demands .
of the cituation. The contrast in the deta was provided by the

higher status child's willingness to go beyond what was minimally o

demanded in the situation. They present their own outline of
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into account tu% function of epeech in various communication

situations.

P

nodes of speech which modifies Bernstein s, and also takee
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Section B: Ddalectology ‘ '/) -
e . :
' Although several detailed deecq}ptive/qtudies of the ﬁ .Tf

Negro nonstandard dialect have been done, they are not pre-

sented here because it was thought that an ieolated report
LS 4B

" of the dietinguishing features of this dialect (or any othex)

would be of little help to- the educator who lacks a. baekground
..
ip linguistiee. Inatead, most of the articles included 1n #

H

this section are of a more general nature. They should prove

helpful in giving the reader some understanding ot the typee -

of problems that nonstandard speakere face in our edueationalff

system. They should also give the reader a better underetanding
‘of the nature of dialect reeearch and its relationehip to the N ‘;su

ve pment of better instructional programa.
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i Baratz, Joan. "A Bi-Dialectal Task for Determining Language
. Proficlency in Bconomically Disadvantaged Negro Children,"
Ohild Development, 40 (1969), 889-901.
'_ : A The author compared the. abili%y'of standard and nonstandard
: speakers to repeat standard and nonstandard sentences in order
to test the hypothesis ‘that the Negro nonstandard dialect differs
from standard English in a regular, well-ordered way. Negro
third and fifth graders from a Hashington, D.C. inmer city - ‘,
school and Caucasian third and fifth graders from a- Washington
suburban school were asked to repeat each of 30 tape recorded
sentences after hearing 1t twlce. Pifteen sentences were in HSE
and 15 were in standard Bnglish.
The data were analysed to determine how certain standard
and nonstandard grammatical structures were handled by the
speaksrs of each race and grade. Analysis of variance on the
. . -standard sentences showed that the white Subjects performed sig-
nificantly better than the Negro® subjects on repeating them(p<.001)
Significant differences in performance wilthln subjects were
obtalned on grammatical features (pL;OOI), the interaction of
’5 ' race and grammatical features€2<.001), and the interaction of
o ~”~age and grammatical features (p<.05)
= Analysis of variance\on the nonstandard sentences showed
) that Negro subJacts did significantly better than white subjects

on repeating thek (p<.001). Significant differences in perform-

fferences were found in the tnteraction of

atures.
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Analysis of. the grammatical errors made by the Negro

children in repeating the standard.sentences showed that they

~tended to be consistent, e.g.,they consistently\left the "s"

Z
off the third person singular construction,'consisten;}y used

double negatives, ete. Analysis of the grammatical errors

made by the white chlldren ,n repeating the nonstandard sentgﬂges

showed that they,too,tended to be conslistent in thelir errorsy”
Baratz concludes that each group made similar errors when

confronted with a dialect different than its own because it had

diffitulty in switching codes--not because either grozp had a

"language deficiency." She also concIudes that Negro children,

like white.children, are generally not bi-dialectal and tend to

have interference problems from their own dialect when attempt-
ing to speak a different dialect She warns educators against
using standard English as criterion {or tests that seek to
determine how we11 a Negro child has developed/language ability
because these tests will only measure how well he has learned
standard English grammatical structures.

Davis, A.L. "Dialect Research and the Needs of the Schools,
Elementary English, 45 (May 1968), 558-560. )

' The author states that the knowledge galned thus far in

dlalect research 1is only the starting point for a better under-

standing of teaching linguistically different students. . Very

little‘research has been done, for example, in the area of

" non-verbal communication. It would be helpful for educators

to know how tone- of voice signals vary from one dialect to

~ 36
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anothe{jand how eye-contact culturally acceptable distances
—between speakers. ete. vary. ‘There is a need for more researoh
on nonstandard dialects other than legro nonstandard, e.g. the

groups as the

dialect spoken 4in many parts of Appalachia. so, there is a
need for more information on. how to teach such

T ta

Navaho Ihose language reflects a world view that is different ' -
' from that of English speaking people. * = -~ |
The information already provided by" dialect research muet
be reflected in classroom instructional programs.
Dillard, J.L. " "The Bnglish Teacher and the Language of the S 'y

Hewly Integrated Student, teacgers Oolleg Record, ' 69
(November 1967) 115-120

Dillarh discusses the possibility that some of the ‘linguistic -
features of the Negro nonstandard dialect may be traced to Bng-
‘ lish- based Oreoles. Some of the nonstandard Negro syntactic
. forms, especially, have much in common with English-based Greoles.
. ”; These aspects of the Negro dialect are most prevalent in the ' |
speech of young children., As the children grow older, they tend
‘ to use more of theiltandard forms and drop the archaic forms, ]
This process is referred to as age-grading.' The author belleves .
~ that age-grading studies must ‘be carried out before grade-by-grade
) pedagogical materials can be accurately designed These studies
. . might also shed light on the distinctign between dialect forms,
: : ~ and language abquieition forms, '4 ] ,"ﬂ C;
- Because the child 8 dialect is most different from the
standafd‘at the age, when he enters school Dillard’ beltev g

that daandard Bnglish should be teught as a second language,;

K 37 P~ B
LI : . ’ : -
- H .

PO




©

using quasi -foreign language techniques. This would make cloar

to the child the differences’ in the two dialects and would help

eliminate interference problems. T, Aj,
f

Labov, William. “Stages in the chuisftion of Standard. English,“

in Roger W. Shuy (Bd.), Social Dialects and Language y
cil of

‘Learning. Ohampaign, I11inois: Ratlonal Ooun
Teachers of English, 1964, 77-103. . .

The author reports on a study of English usage'by people

of New York City which démonstrated that adults from all secial

. s . & -
classes regard some forgs of speech as‘stigmatized and other

forms as prestige forms. Furthermore, the adults in this study,
y o/
regardless of socl®sl class, tended to use more stigmatized forms

) in casual apeech and more¥prestige forms in fo?mal situationsg

Though the number of stigmatized and prestige forms usediyaried
according to the social class of the speaker, all classes seemed

to share the same norms to_define.ﬁﬁéech.stylés as prestige or

stigmatized..

.~ Labov then turns his attentlon to child®en in order to

4 ) : v

»wascertain how they acquire thase adult- language norms. He-

suggests that there are slx stages in the acquisition of the

tull range of spoken English: S . o ‘
(1) the basic grammar--child “achleves this under intluence
of parents as a preschooler; =
(2) the vernacular--this important stage takes place in the

preadolescent years as the child learns to use the local

dialect in a manner that is consistent with that of his

‘friends; ‘

(3) social perception--begins with earliﬁadolescence

child 1s exposed to othar speech folfis and becom‘

aware of thelr existence; . :

(4) stylistic variation-—child begins ‘to-.learn how to
modify his speech in the direction of the prestige

form in formal situations, typically occurs in high- « -

school;
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4  (5)° the consistent standard--often not acquired at all,
' . especlally by those below the.middle social class; ~and
(6} the full range--speaker 1s bl-dialectal, but few people
attaln this level because they seem to loose the ‘abllity
to shift "downwards" as they master prestige forms. -

Labov lists isolation from standard speakers, structural

interference and conflict of value yStems as possible explana-

- tions for the fact that most'lowe -class speakers ‘don't reach
levels five and six in language agcquisition. He offers “two
solntfons to this problem:‘ early ¢ aininqpinaorder to allow

the child to enter level five at'a higher point than he normally

'does, or special training which inoreases the normal rate of

acquisition of standard Englishul . -

‘Labov, Willlam. "Some Sources of Reading Problems .for Negro
Speakers of Nonstandard English," in Joan Baratz and
%Zgg:n:tog?u% é?ds oen%ffggﬁfslg%ffgdg%%%§§%§tI29%2%369, 29-67. -

) Labov outlines some of the features- which distinguish the

Negro nonstandard dialect from standard English. Examples of .

phonological differences such as r-legsness, l-lessnessf sinpli-,

.rication of consonant clusters, and weakenling of final consonants

are clted. These differences in pronunciation result in a

large number of homonyms in the speech of many Negro children

(sure = shore, tin = ten, Ruth = roor,.etc.)ﬂ Labov notes that_

such pronunciations are not a "slip of the tongue;" they are

consistently used. The Negro child is quite likely to be
misunderstood by a standard English speaker when these phono-‘

'logical differences coincide with'important grammatlical differ-

ences. Foriinstance, the loss of final /1/ effects the formation

of future tenses of verbs. Thus, "they'll" becomes "they",

39



N | | ;
N | r” S 36

i L

"he'll" becomes "he," etc., This. does not indicate, as the
Standard English speaker may assume, “that the child does not ~°
undergtand the future tense. His knoqﬂedge of the meaning of
this grammatical structure 1s evidenced by frequent usage of
going to" apd similar phrases. The copula. past tens; of verbs,
and the -ed suffix are dther grammatical features which are
likely to be affected An the same manner. | .

“ Labov discusses the consequences of these phonological and
grammatical characteristics for the teacHing of reading. He
advises the teacher, to accept the System of homonyms and to |
carefully determine whether the child understands the grammatical
’ concept~1n questlion-before correcting his oral reading.

Loflin, Marvin D. "A Teaching Problem in Nonstandard Negro
English," Englisk Journal, 56 (December 1967), 1312=1314,

Loflin believes that studying the strutture of nonstandard
dlalects 1s a Drerequisite for teaching’standard English to non-
- 8tandard speakers. He 1llustrates his point by presenting a
Asentence in nonstandard Bnglish which could cause structural :‘
interference for -the student if the teacher did not understand .
the grammar which generated 1t. The sentence, "The chicken “
béen ate" (as opposed to "The chicken been ate") does not
translate into the standard English passive form, "The chicken
has been eaten." Instead it is a response to the question,
"Ain't the chicken ate (Bomething) yet°" In order to under-
| stand the difference between these two sentences, and others

usfng the been + verb Torm, the teacher must understand that

Negro nonstandard English. in addition to having the passiVe
’ »

’
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form which can be generated by standard Bnglish rules, has a
nonpassive form which can not be generated by standard English
rules. It is, however, governed by a Negro nonstandard rule;
in the environment of verbd + past, emphatlc stress becomes b(ep.
'Thus. Loflinigeintains that the teacher who, views Negro none
,tandard lnglish as a deviation from standard Bnglish, and does
Aot understand it as a rule governed and systematic dialect,
.can not always comprehend it, let alone effectively teach
students the standard dialect.

ncDavid Raven I. "American Social Dialectsh" College English,
(December 1964), 254-260. T

MtDavid's article briefly describes the type of work
American linguists are doing to gain a better -understanding
of American soclial dialects. He cites sone of the problems
that confront speakers of a socially stimatiged dialect and
diacusgys.the linguist's role in helpingato‘solye these problems.
 He points out that the s:#dy of American dialects 1s compli-
cated by the fact that there is no single standard dialect as
there usually is in Buropean countries (e.g., Parisian Prench,
Moscow Russian, etc.). Instead, from Colonial times on, local
cultures have provided the standard proﬁunciation. ;;ammar. and
vocabutary for their own particular areas. Thus, "standard" ;
spenkers .An Atlnnta, Bosten, and San Prancisco speak quite
) different versions of "standard Rnglish " and have different
N ctiteria fpr distinguishing cultivated and unoducated speech,

Rapid imdustrializatiom and urbanization have accentuated

differences in dialects. &
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> Because many dialects are sgoially stigmatised, tﬁo author
believes that the speakers of these dialects need to be bi-dlalectal.
It 1s.the job of linguists, sdys gbnivid, to identify the overt
stigﬁata of underprivileged dialoétc and help educators dovolog*
language programs to teach the local ‘standard variety of ap;och.

An equally important job for them 1s_to help educate the public

to the fagt that all varieties of lahguage are '.;.équally )
normal in their origins, and are transmitted by aQrual sociafs

and cultural forces." yﬂﬁgmv h |

o .
Peisach, Rstelle. "Ohildren's Comprehension of Teacher and Peer

“Speech,” Child Development, 36 (dJune 1965), #67-480ﬂ

Reasoning from BegnSFQina theory that middle-class children "
develop olaborgtod and restricted 1nnguago_codoa, while lower
class children develop only restricted codes, the autﬂggxhypbth-
eslzed that the elaborated code spoken by most teachers would
be better understood by middie-clasa than by lower-class children.
She further hypothesiged that children would comprehend their
peer's speech better if the speaker were from the same socio-
econo®ic background, and that N‘Fro children, regardless of SBES,
would comprehend Negro children's speech better than that of ™
white children. '

Slxty-four first gtade children and 127 fifth grade children
served as subjects. Bach grade level sample was comprised of
an approximately equal number of lower-class (SES I) and
Fiddle-claas (SES III) subjects, and eacn socibeconomic class
sanple was fairly well balanced for sex and race. The first

. .
grad: subjects were asked to orally restore words deleted fram
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samples of teachers! speech samples which were read to them. -
Thct;ifth grade subjects were asked to restore words deleted
from the speech of children representing different socloeconomic
backgrounds and racial groups as well as teachers' speech.
Responses were ‘scored on the bases of absolute correctness,
contextual correctness_(rbs;:nse was not identlical to deletipn,
but retained meaning of statement), and grammatical correctness
(response was same part of speech as deletion, even if meaning

differed). !

Results from teachers' speech samples revealed an iné;ease
in SES differences from first to fifth grade. The first grade
SESiII subJectQ were superior to the SESII subdblects on the
contextual score only (p<.05). The fifth grade 3BS III group
was superior to the SES I group on all three response scores
(pP<.05). When I.Q. variations were controlled ih:gqgh analysis
of covariance, none of these differences occurred. There were
no sigﬁificant race differences at the first grade level.

White £ifth grade children scored better than Negro children on
the absoiute score only (p<.05); this happened because the Negro
SES III oﬁildren scoréd lower than SES III white chlldren--the
Negro SES I children scored significantly higher than the white
SES I children (p<.05). Race differences were eliminated when
I.Q. was controlled. Analysis of covarlance revealed that, in
splte of thelr higher mean I.Q., fifth grade boys scofed signif-
~1cant1yjlower than fifth zrede glrls on absolute and contek¥Eal

measures (p<.01),
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Results rrom‘peer-group speech samples revealed significant
SBS differences for all three measures; these differences remalned
after controlling for 1.Q. differences. While SES I subjects
did as well as SES III subjects on lower-class and'negro children's
speech samples, SES III subjects did significantly better than
SES I subjects on the middle-class speech samples. (p<.01) and
on the \31te speech samples (p..0%). Though there was little
difference in the perfromance of Negro and white children on
the Negro speech samples, white children obtained a significantly
higher grammatical score than Negro children on the white.spcech
samples (p<.05). Girls obtained significanyly higher absolute
and contextual scores than %oys {p¢01), -A'brankdﬁin of scores
by sis and sex revealed that SES I girls were superior to $ES I
bcys on all three measures, whereas SES III boys and Q}rla
scored approximately equally.

The author concludes that SES dirrerences are considerably
more apparent in fifth than in first grade, and that SES 1s a
more relative factor than race in affecting performance on this
type of test. 1In all cases, 1t was the score that correlated
.40 or above with I.Q. that showed SES differences; thus, agaln
demonstrating the 1nterrelationch1p between language skills and
I.Q. test performance. Though relatively few Negro-white ’
differences showed up in this study, one was that Negro SES
III subjects' scores, relative to social class, were the least

adequate. The author suggests that Negro SBS III children speak

two dialects and that thelr lower scores could reflect dialect
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interference problems. In the cases wgere sex differences were
obtained, middle-class boys and‘giris were equal in performance
while lower-class boys wergwxnggrior to lo;er-class girls, lead-'
ing the author to suggest ehaé*seg differences reflect differ-

ences in motivation and training.

Shuy, Roger. "A Selective Bibliography on Social Ddalects,
The Linguistic Reporter 10 (June 1968), 1- -5.4

f

Shuy's annotated bibliography is divided info three cate>
gories: Theoretical and prodrammatie aspects, research reports,
and pedagogical implications. There are 46 entries in the three
sections. This bibliography should b;ove quite helpful to the
teacher who is interested in learning about soc1al dialects and

how to teach (dialect speaking students. - qﬁ v

Shuy, Roger. Detroit Speech: "Careless, Awkward and Incon51stent
or Systematic, Graceful and. Regular “ Elementary English, 45 <
(May 1968), 565-569. ,

This article is a report on the research techniques and
pedagogical applications of the very extensive Detroit dialect
study. The study was designed to answer these basic-questions:
(1) "what are the features of~pronunciation, grammar, and vocabu-
lary which set off different social groups, races, age dgroups
and SeQes from each othér- in Detroit?": (2) "What is the most
efficient way to gether this kind of data?": f3) What is the
most efficient way to analyze this kind of data?" and (4) "what

x

will this information say to the English teacher?" Shuy gdis-

-

discusses how many and what groups of people were interviewed
and what kinds of information was elicited from them. He relates

the types of data analysis that are necessary to enable the
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rcscarchers to describe how any one person's lancuare patterns

- \ ’
differ from those of different and or the same social, racial,

. '

and are back~rounds. o

Shuy notec that the inncr-cityfghild is being asked to
unlearr‘a-perfeptlg F00d langﬁage péttern‘in favor of aao?her.
1r the ~rocecs, he is 1likely to have many learning -problems
ctenmin~ from the inmterference of his old diélect.

'“his aricle should help the reader understand vhat is

1

~rolvet in studyinﬁ another dialect and what is involved in
imlermrecin: lin-uistic &ata in a sociolorical framework,
eeror,ranl,  "Social bial~ct Differeances and the Recall of
Yerbval lUegsares," Journal of Educational Psychiolory,
6C {Ture 1969), 194-199, '
. o<:tandar€ En~lish diglecté can differ from standard
antfish inm semanties, ramner, and phonetics, Weener's study
vas desi-med to cee whe@er theose dialect differences résulted
in é laclk 6f understanding of verbal messages exchanged between
anecaiers of C¢ifferent dialzets,
wive nrocedures were carriad out in order that the cffects
nf tre dialect differences lisced above could be studted.l Pirst,
Ta==ra-n cannles vaere obtaiﬁcd from mniddle-class and lower-class
~~na':crs, he samnles uerc then céﬂpxorized accordin~ to their
a~nro:imation to Jn:liégyword orcer (AEWO) into first, ;ecoﬁﬁ,
ant fourtl order licts; the hi her the order, the more closely

1L avr rovirates the stucture 60 standara Zn-lich sentenccec,

and tio~ loyer the orvder,_ the rore it apnro:imatcs a randonly
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selected group of words .from the English dictionary. The 1ists
" were then Judged for source validity by adults who interacted
with both language groups, recorded, and presented to 24vf1rst
grade subjects from each, language group. Rach subject was,
tested at two different times by tﬁo different speakers (a
middle-class and a lower-class speaker) on both middle end
lower-class source material. Both middle and lower-class source
material were divided into first, second,and fourth order AERWO
lists. The subjects were scored on thelr immediate recall
after the presentation of each 1ist. The Tresults were as follows:
(1) speaker effepts--Tha middle-class subjects recalled more
words from the middle-class speaker than the lower-
class speaker.(p<.001), The lower-class sub jects
also recalled more words from the middle-class -
speaker, but the difference was not significant.
No significant difference was found between the
total number of words recalled by the two groups.

(2) source effects--The difference in the AEWO levels of the
lists was designed to reveal whether both semantic

and syntactic properties of the lists would produce
differential recall performance. Neither group was
differentially affected by first, second or fourth
order AEWO lists to a significant degree.
‘ ¢
Weener concludes that many lower-c}ass children may develop
bi-dialectical comprehension skills, but speak only one of the
dialects. He points out,'however, thet” two factors should be
considered in evaluating the results. Pirst, the women who
contributed the lower-class samples were apparently more inclined
toward the middle class than were the lower-c;ass sub jects,
Second, the AEWO procedure of collecting language samples
apparently produced a more formal speaking style than the lower-

.
class child would be likely to hear in a more informal setting.
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Section O:
Language Programs for the Linguistically Different Child
&)
r -

Most ,0f the items in this section ;ould be placed into
one of two categories depending on the authqr's attitude
toward the nonstandard dielect. The firs c%tegdiy consists ..
of language programs that are designed to| correct the child's
dialect and to teach him, simultaneocusly, “the cognitive.uses
of standard BEnglish. Designers of these ‘programs view the
child as linguistically deprived. They generally advocate
beginning %anguage instruction as soon as possible, preferably
during the preschool years. The secoﬁd category includes the
programs which are designed to teach a second dialect, i.e.,
standard English.' Designers of these programs do not want to
eradicate the child's nonstandard dialect. They beliéve that
it is adequate for communicating and for learning. 1Instead,
they advocate faaghing the child standard English as an
~additional dialect so he will .be able to use 1t'in the social
situations that call for it. Many advocateé of this approach
would delay intensive structured language instruction until
after the child has completed the primary grades.

Some of the items in this section desecribe the results of
existing programs. Others focus on theoretical considerations

[}

for developing new ones.
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Allen, Virginia P. "A Seocond Dialect Is Not a Foreign Laqguage,"
in James Alatis (Bd. ) Re rt %i 1 gnih;gth
o8

Round Table Meetin Language gtuﬁ;es. :
Washington, .0, : Georgetownh niver ty Press, 1970, 189-20;

Allen's article deals with the differences in foreign

" language teaching and second dialect teaching. She is particu-

larly concerned with the misinterpretations that have arisen a®
a result of the trend to teach a second dialect using foreign
language approaches. . L

" There are a number of similarities in the two approaches

which the author points out. The differences, however, are

very important. The cruclial difference is that the dialect

speaker 13 not learning a forelgn language--he successfully i
communicates his ideas in English every day. Becepse he c¢can
comprehend the standard dialect belng taught, he pay not see
the need to drlll on oral droduction of certain ghatures of 1t.
No amount of drill is likely to 'be successful until the student
is ébown his owh particular probdlem in producxhg the material
covered by thé drill. In foreign language programs testing 1s
withheld until the student is glven a chanee to master the
materlal being covered. In second dialect learning it may
prove more effective to test before the student 18 exposed to
the material so that he can see'whére hls problem exists.

The novelty of a forelgn language helps insure that the
student won't be bored by repetitious practice materials with ©
nonstimulating content. Thls 18 not the case with dialect
speaking students. They understand English--they exp;ct it to
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.
say something. Practiée maﬁerialsvuul; be developed that will
‘}io meaningful and sfimulating. . ' '

. Pinally, the second-dialect teachef faces a problem in
preserving his students' self-esteem that the foreign language
teacher does not face. ' '
Bereiter, Carl and Siegfried Engelmann, Teachi Disadvantaged
i Ohildren in the Preschool. BnglewooH_EIT?gg,-NT?T?_-_JL_'
' entlce Hall, 1366, 312 pp.

Thé Bereiter-nngeimann}preschool 18 predicated upon the
i1dea that disadvantaged children havé been dopriied of develop-
‘ ing certain cogniti#e'uses of language, The authors'argue
;hét success in school hinges upon mastery of certaln language
(.kills: thelr preschool, therefore, features highly structured,
{ntensiye language training to rapldly develop those language

»
) .
e

skills, Lo '
‘ The first and second chaptérs,present thelr ratiohﬁle'for
squating culture deprivation with language deprivation and
setting up a rigidly structured language program. The third
chapter states the academic goals of their preschool in terms
of specific tasks the child should be able to perform, and
summarizes the results of their program with fifteen disad-

vantaged four year olds. Berelter and Engelmann report that

after seven months of imstruction, thé'dhthdred:maNe:sabtautial

galns on the verbal subtests of the ITPA and ranged the mean
I.Q. from 93 to 100. The Wide-Range Achievement Tesé'results
indicated that the children were ready to begin first grade

reading and arithmetic prograﬁs.
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The remaihing“eigﬁt chapters instruct the reader ih manage-
ment of.the academically oriented preschool, and outlige the
teaching strategies to be used in the instructional pfograms.
These teaclWing strategies are related in minute detail for each
of the programs (language, music, arithmetic, andvféading$.°
Tﬂé studentéfteécher ratio in the authors® preschool is kept
very low (5:1), and only 20 minutes of the two-hour séhoolnday
are used for unstructured activity. Instruction in all subject“
~.areas features a repefitive‘Presentation patternlwhich calls
‘for exact, éredetermined responses, és little_és possible indivi-"
_ dualizéd_instruction, and enforced participéfion of all_ChilQrgg
.afléliffiﬁes in all programs. ’
o Thé‘mo b mportant area, lanéuage instruction, is designed

'fOFEeach those aspects of language which the authors believe to

L - L

be instrumentél ianeQ§Oning.- The drills are designed to togK
such skills as ability to use affi:hative and "not" statements;ﬁ
to handle polar opposites, to!p;;forﬁ:fif-then" deductions,'etc.
The read;ng program emphasizes‘de;élqa}ng students' aware-
ness of words asvthe basic unit in reading, and the importance
of the alphabeffE\principle in English opthography. The authors
., state that their approach }esembles fﬁe linguistié approaches
of Cloomfield and Fries.
The math program is designed to provide a basic understand-
ing of arithsetic as it relates-to'counting. Music is included

in the preschool program because the authors believe it can be

used as a language builder.
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. “Brottman, Marvin A. (Ed.). Language Remedlatlon for the~
Dlsadvantaggd Preschool Child., No. 124 in series
f LA ~'Monographs of the Society for Research in Child

;?;‘ - ,»Devel'opgent, vol. 33, No. 8. Chicago: William Byrd
¥.0- Press; 1968, 83 pp. o

g

C | Thls monograph is comprlsed 9f

focal polnt of the papers is the degree of structure that is
[

.Qe51rable in language programs.
’ The first paper, by Minuchin and Blber, presents a ratlon-.
ale for very loosely structured language development program.
Language is v1ewed as developing within the context of social

" and emotional development and, therefore, language skiil'canﬁot"
be taught séparately from the total school experlence. .

The second paper, by Lassar Gotkin, descrlbes a language - .
and concept curriculum (Matrix Games, 1967) VEich utilizes many
concepts of programmed instruction. It is a struCtured-program,
but one whioh Gotkin believes is more flexible than the Bereiter
program and which, unlike theirs, is concerned with other skllls
which involve the roles children take in instructional settlngs.

The third paper, by Jean Osborn, is a description of a highly
structured approach (the Bereiter-Engelmann preschooi) accom-

nied by a rationale for this type of.organizational pattern,
“Q?A;“ The fourth paper, by Carolyn Stern, discusses some of the
*‘problems involved in evaluating language programs such as lack
- of'explieitly stated behavioral objectives and the use of test-
ing instruments that are inappropriate fordthe children and

'the task at hand. .
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The fifth paper, by. Joyoe Diokis, reports on the results -

'of a research project designed to compare the three approaches

to langua programming discussed in the first three papers.
.'Pifty NegZ; children, ranging in age from 46-58 months, were
randomly assigned to one of the treatment classes structured
" according to the Gotkin method, Berei'ter method, or the
traditiona¥ method. After five months of tralning, the children
were glven the same three Ianguage tests they had been given as
pretests (these tests are ‘among - the ones discussed in the .
Stern article). Results showed no significant differences
'between treatﬁbntfgroups, though the structured gromns tended

to score 8lightly higher than the unstructured.group. All three
groups, however, demonstrated statistically significant gains
over control group children who were not enrolled in any language
program. A second study designed to eliminate some of the prob-:
lems of experimental control encountered in the first -study

once agaln falled to find significant differencss between the
structured and unstructured approaches. Brottman and the five
contribntors discuss-language goals for disadvantaged children
in the concluding section of this monograph.
Detgenbaum, Irwin. "The Use of Nonstandard English in Teaching

Standard: (Oontrast and Comparison,”" in R.W. Pasold and
R.W. Shuy (Bds.),. Teachi Standard lish in the Inner
igeghing Stendard

Olty. Washington, enter or Applfed Yinguistics,

1970y 87-104,

This article outlines an approach for teaching standard
English to inner-city students that utilizes the students'

own dialect. Because Negro nonstandard English is based on
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systematic grammatical rules, the differences between the dia-
1ects are also systematic. Felgenbaum believes that the most
effective and efficient'way to teaching stardard English is to
make the sgudeggs aware of these differences by comparing their
» own dialect to standard English. .’& ' »
| Becauseutne goal of language programs;, for dialectuspeaking
students is to make them able to comprehend and produce spoken

T standard English Feigenbaum .S .methods emphasize oral drills,

He outlineswa ‘number . of drills that are of a stimulus-response £

nature. The teacher, at the beginning level, produces pairs of

sentences in nonstandard'and'standard and:the students respond
by telling which is which. At the next level the students

translate standard sentences to nonstandard and vice versa. As
the students gain competence, the stimulus statements or ques—

" tions call for responses that must be thought out by the student
rather than predetermined rote answers. At all leVels however,
the emphasis is on distinguishingﬂstandard English from non-
standard, and speaking accurate standard English when it is
appropriate, ,Feigenbaum makes‘seVeral suggestions f®r implement-
ing the drills in the classroom: (1) Drilling should be con- “
ducted for brief periods of time on a regular basis, (2) exag-
gerated pronunciation and slow renditions of standard English
should be avoided and (3) the.téacher who is‘very uncomfortable.
speaking nonstandard before the class can let students lead
the drill, ' -

Ferguson' Charles. "Teaching Standard Languages to Dialect

Speakers," in Roger W. Shuy (Ed.), Social Dialects

Lan%uage Learning. Champaign, Illinois: National Council
o eachers of English, 1964, 112-117.

~
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: This article is an.attempt to put the.problem of educating
American dialect ap;akprsinto an international perspective in
" order to better define thQ problenm. rergugon noteé that thdugh
thellanguage'pp dlalect we speak is normally outside the realm
of consciSua choicé, the languaée used as a mgdium of instruction
- 1szgry much a matter of choice. _
. In other parts of the world, one of three kinds of language
is genefally chosen for instruction: (1) the "native" language
of the chilld, i.e., the one he hears and speaks at home; (2) a
"near-native" or "quasi-native" language which 18 very similar
to the native language, but different enough to cause problems
of‘comnunication and interference or (3) a forelgn language which
+ " 18 very different from the child's natlve language.
| Perguson discusses theqsecond kind of language the-mbat
tLoroughly because‘it 18 of most slgnificance to the U.S. situa-
tion. He notes that in some other countries where .a standard
diglect 1s used as the instructional medium and nonstandard
dlalects are spoken by the studentn, there 1s no social stigma
;ttaqped to the nonstandard dlalect. This 1s not the' case in
the U.S. Although the U.S. hes unquestioningly opted to use
Standard English as the language for instruction, Perguson
- believes that other Possiblilities should be considered in the
case}or Spanish, Chinese or American Indian children. The non-
'stanQard Negro speaker, however, presents a different pfoblem.
His diaz;gt 1s neither a reglonal dialect nor another.language,

. He belleves that this d;plect presentJ'ua with two chdices--,
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either make the’speakerh of this dialect bi-dialectal or 1mposé
standard English on these speakers and attempt to eradicate
their dialect. In order to make either choice, says the author,
We must research the problem in much more depth than we have up
til now. ' . T
Hoffman, Melvin. "The Harmfu® Effects of Traditiomal Language
Arts Teaching Methods Hhen Used With Disadvanta
_3;gg-g§erican Children," Elementary Bnglish. Q?!ay 1970)
Hoffman contends that three factors have accounted for the
harmful effects of tradttional language arfa teaching methods
on disadvantaged Black children. The first of these factors is
"myth." One of several harmful myths concerning langugge arts
teaching 1s "if a teacher corrects mistakes often enough, over .
a long enough period of time and provides a correct model, he
or she wlll succeed in teaching language arts materials." What

-
B often Tesults insteed. is a chilad wpo is aware of the standard

¢ 1
.

. form of speech but not the standard. ﬂistribution. Thus, from
1‘& Gor;ectlon of "they was" to they were," the chlld overcorrects
to "he were." N
) Th:‘!econd important cause of harm is "masking," i,e..a
superficial resemblance of forms which leads the observer to
believe they are equivalent. For‘instance, the teacher who
equates "he be working" to "he is working"fggils to recognize
a nonstandard use;of the verd "to be" that has no equivalent in
standard Bnglish.ﬁiker correctlon will thus only further confuse
the child.

The third cause of harmful teaching methods is lack of
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avareness of mode, i1.e., not being%aware of the d1fterences
between a formal and an ‘informal mode of speech among Black
dialect speakers. The formal mods, says Hoffmen is signaled by
frequent‘overcorrections, longer pxuses énd narrower pitch
variation. The teacher who 18 not awvare of whgther the student

*the informal mode {i.e., his dialect) or the | &

is speaking in
formal mode (attempfing to speak the standard) and indiscrim-
. [N ;
. inatelly corrects him tn each case will hopelessly confuse -the
thild as well as discourage him from attempting to learn standard
English. o |
} t

Karnes, Merle B., James A. Teska and Audrey S, Hodgins. "Th%

Bffecty of PFour Programs of Olassroom Intervention on

the Intellectual and Language Development of Pour-Year-

'0ld Disadvantaged Children, A#orican Journal of

Orthopsychiatry, 40 (January, y 58~

.81xty four-year-old disadvantaged children were divided into
four groups. (class units) and each group was put into a ‘erént_

typre of p chool proélhm. Bach class unit contained a r@¥lo

of 67% Hegro children to 33% Caucasian children, and 50% boys, .
50%431 1s. The I.Q. distributions were equal in thé four groups.
One group was put into a traditional nursery school program,

The second group attended a Oonnunityllntegrated program which
operated at four neighborhood centers. ‘The disadvantaged children
were integrated in groups of two to four into various sesslions

at each of these four centers. The other chilqren in the
‘Community-Integrated prog;;m were predomin#ntly middle and
upﬁér-class Caucasion ;h11dren. The proéram provided a traQItional

nursery school experfence. The children in the third group were
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‘put into a Montessori program. The "prepared environment" of

“the Honfessorg school put it higher on the level of structure

than the two traditional nursery school programs. The fourth
group was put into a highly structured program. The learning tagks
were designed to teach specific skills considered necessary for

success 1n school, In addition, teachers were told to teach the

" lenguage akills which sre tested by the ITPA. All children .J

atiended thelr respective programs for no less than seven or ~
more than eight,months. All children spent approximately two
hours and fifteen minutes per day in school.

The children were given pre- and post-tostn in the follow-

.ing areas: (1) Ahssliectual functioning as noaaurod by the

Stanford-Binet Individual Intelligence Scale, (2} langque s
development as measured by the ITPA, and (3) vocabulary compre-

-

hension as measured by the PPVT, In intellectual functioning

‘the highly stfructured group’ made significantly greater galins
. -than the other threes. anly'the Oonnunity-Intéérated group -

falled to score significantly higher on the post-test than’ on
the pre-test. -Seventy-four percoent of the Experimental group,
i.e., the highly structured group, made galns of ten points or
more, while only 30% -to 39% ?f the children in the other three
groups made similar galns. ! )

The ITPA pre-tests ghowed that the children, as a whold,
were most deficit.on the three subtests related to verbal
expressive ébilities. Only the Experimental group elimiag;ed

this deficit on all thrée subtests of the post-test. The
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Praditional group obtained atatistically significant gains on

one of the three subtests. The performance of the Montessori and
the Community-Integrated groups did not significantly improve on the
three subtests. On the test as a whole, the Experimental group

made the most dramatic galns, the traditional group made_modest

gains, and the other two groups made smaller and less consistent

’

r

gains. ' .
| Onlt PPVT the fraditional and Brperimental groups made
sign 4i;;ij gains-—there was no signiticant difference between
the(Zwo approaches. The Oommunity-Integrated and Montessori
groups did not make‘significant gains of the post-test

_ It was concluded that factors ‘ather than the degree of struc-

ture affected the changes represented by the test scores. Though

the children in the Experimental group showed the greatest gains,

and those in .the Kontessori group made the least, an explanation
for the poor showing of the Montessori children could be the

lack of language concomitant with perfoomance.. Though the envtron-
ment was structured insofar as the learning experiencee were con-
cerned, the child was not required to verbalize his motor-sensory

experlences.

That the Community-Integrated group did not show progresa

equal to the Traditional group, as expected, could perhaps be - g’

explained by their integration in small numbers into. a largo

group of middle-class children (whereaa the Traditional groupv'i.f

was homogeneous). Teachers of the Oommunity-Integrated‘group,'_ ‘;‘Af

noted that the disadvantaged children seemed to withdraw ’ e

\‘ “ 59 ‘
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rromv quasi-structured, teacher;directed &f;tivities. The'authors
suggest that this behavior was more likely due to the inequita
able ratio of the two groups rather than socioeconomic integra—
tion per se. They attribute the hperimental group 8 dramatic
galns to the program’ 8 success at- connecting verbal expression :

and cognitive development through structured learning situations.

Language Proera the Disadvantaged. Report of the National
Councfl of %eachere of Bnglish, 65, 327 pp. _

This publication contains the report of the HCTB Task Porce
o programs for the disadvantaged based on their observations of
190 programs acrpse the U. S. " I:observing these programs, the
Task Porce membera found that man?.widespre%d beliefs concerning
teaghi'.h_v:/'the ‘disadYantagbd gre. fallacioue 4. a,, tnat discipline,,
**15 primary problen,. that all disadv'antaged ‘éhildren are epathetic
_‘-;, or du.ll ghat disadtvax;;baged l'earners cannot engag; in inductive,
. "inquirﬁ-centered 'loarning, etc. &hp report focupes .on’ the various
e. 'a.pp-x}oaches and materiale that ar; being need in ‘}teaching language
Y va:id}reading on tb%>reschool, el'ementary secondar,y,.and adult '
1

els. T\acherﬁeducation"&n thie field' is also

A

A (XY - - » ~ = N
. v 3 *
; N . . on
= < A ;
L0

i " '
% Ihe Task .!'orce. nember-é/{ on t bae‘is of their observ’ations,

T mal;e 're@dmendations for e’tablishi 'g and operating ibrogra:ns

ror the disadvantsged Two papers eummariziné research,on
ge dev%Iopmen'-t and an#ennotated bibliography
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4 ’follow the Taej' e nndmgs,'

[ ‘ Loban, ,Wal-t '> grgblems in oral Bn lia R Reeearch Report
A No. ,- mpa I IT{nots: ationﬂlggouncil of ‘Teachers
g ,ar .Engli 196 pp.
- . . 4
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¢ Loban's book reports lnhe of the results of a study that
traced the language development of 338 students over a. ten
year perlod. The purpose of the study was to "...1dentify the
most cruciel and frequent oral language difficulties so teachers

. : »
. , may decide where to place instructional emphasis." Of the 338

- students, 113 are reported on in this book. They ;ere diyided'
winto four subgroups: Caucasian, high language proficienoy;
Caucasian, low languege proficiency; Negro, low language pro- <
ficlency; and random. There were 21 sublects in each of the
first three groups and 50 in the random group. Rach sobJect
had been interviewed once a Jyear for ten years, and his spoken
responses recorded. .
The instances of nonstandard speech were divided into the
' fd!lowing categoriles: verb problems, pronoun problems, syntactic
confusion, and "other probieme." Pronunciation was not consid-
ered in this stud}.
The number of deviations from standard English per 1000

words ¥n each category was computed for each subgroup. The

B

¥ appendix contains a8 more detalled statistical analysis as well
as a discussion of various problems underlylng the analysis of

the data. Some of the more imnortant findings are as follows. &

: (1) Among Kegro students, the five most frequent deviations from

standard English represented difficulties with verbs. Some of

~
v -

‘» -

these problems were largely -overcome by the time the students

got to the upper grades, but the verb "to be" remalned a problem.

~

h£2) Among the Caucasian students, the most frequent deviations

ey
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héd to do with clarity and precision q{,communication rather

I 8

than problems of habit or usage, ' ©

(3) All groups showed an increase in deviations from standard
‘-English around the sixth grade. The author beIIQVes that this

‘reflects temporary difficulties wlth coherence as students learn

to speak 1n more complex and longer sentences’ rather then grow—

1ng ineptness in the usge of language, |

Some implications for language instruction are as follows.

(1) Oral drill 1s more effective than workbook drills on usage.

(2). Students from standard English Speaking homes do not need

drills on usage, but need help with coherence.

(3) Oral activities are more helpful in improving cohereﬁce‘than

workbook drills. ‘~

(4) Negroes who speak a nonéféndard dialect need speclal help

with the verb "to be!™ pronoun usage and the double negative,

They also need held with coherence.

(5) Drilling all studedts on the same sklll 1s ineffective and

inefficient. Individual students need help with individual N

problems, ‘ ' ! . |
McDavid, Raven I, " OChecklist of Siﬁnificaﬁt Peatures for

Discriminating Social Dialects,” in Eldonna L. Everetts
Ed.), Dimensions of Dia ect. (Ohampaign, Illinois:

Bationa ouncil o ¥ Teachers of Bnglish, 1967, 7-13,
'McDavid presents a list of dialect features which are
amgpable to change by pattern drills. Only those features which
occur in speech as well ag wrlting are included; other features,

while important as soclal markers, are execluded when tﬁBy do not

lend tremselves to pattern drllle. He claims that the features
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in the 1ist are diagnostic sveryﬂhere, though not all of them
occur ip every situation where differences in social dialects
-are imoortent, '

The 1ist 1s divided into two sections--pronunciation»anq
inflection. In the section on pronunciation such features as
"fallure to make the distinction between the vowels of bird and
‘Boyd" and "heavy stress on what 1s a weak stressed final syllable
1n Stendard Bnglish, giving accident, president,etc." are pointed.
out. The inflection section is divided into parts of Speech,
and the nonstgndard features of each are pointed out. Y

McDavid does not attempt to outline thé drills or offer‘
any methods for teaching standdrd English to dialect speakers.
His 1ist i1s for use in deve}oping a systematic approach to
teaching standard English,

Nonstandard Dialect Report by the Board of Education of the

City of New Yo New York, Champaign, Illinois: National Council
of Teachers of English, 1967,

This monograph was published to provide New York Oity teachers
with a program bf instruction for teaching standard English to
NSE speaking pupils. 7its contents can be adapted to other parts
- of the country, sut the forward cautlons.that this must be doﬁs.
with care. : o \ |
The overview points out the nead: that divergent speakers
have for standard English for upward socioencombmic mobility,
while cautioning the teacher to accept the nonstandard dialect
'1n‘appropriate situations. Some causes of resistance to -language

change are noted, e;g.,pesr group pressure to Ednform, past

censure of the nonstandard form, and variations in teachers'
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_langusge patterns which‘confuse students. In order to discour-
‘age'such resistance, teachers are instructed to maintainfa
relaxed classroom atmosphere, utilize T. V., radio, and movies,
" emphasize oral language in English instruction, etec. The goals
of the standard English program are also outlined in the over-
view. A "Oontent of Instruction chapter follows which emphasizes
that NSE is governed by Qefinite systems and rules. The more
general rules are defined.

~ The remainder of thevbook deals with the instructional
program. The program is divided into three phases. The -general .
alm of the first phase'is tc demonstrate to the student the )
exlstence of many regional dialects -while pointing out the need
for mastery of standard English for soclioeconomic success. |,
yotivational and developmental activities and a variety of drills
follow. The general aim of phase two is to teach the standard
spoken language determined by various circumstances Instructions
for activities such as role playing, telephone and interview
practice, and fleld trips follow. Phase three focuses on
acquiring listening skills and appropriate axticulation and
pronunciation. Drills and activities follow this section also.

Postman, Neil and Charles Weingartner. Linguistics: A
Revolgtion in Teaching. New York: Delacorte Press,

1966, 209 e |
. In the’ fi:ftwbart of thelr book, Postman and Welngartner
the answercd the questions, "What is linguistics?", "What do
linguists do?";'and "What is linguistics gocd for?". Their

answers ar%.addressed to‘the.lsyman in a non-technical, .
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highly readable manner. "
Of particular-interest to’‘the teacher of dialect speaking
children i1s the second part{!f the book in whié! the authors
deal with grammar, usage, semantics, énd iihguistics and
) reading‘. The theme of this'section is .that laﬁguage is coﬁstanq-
1y in a state of Change and that "correct" usage 1is based.on_
custom, not 1rrefutabié laws. They do not argue that ahyltorm

of English is as "correct“ as any other; rather, tha€ the

"corrgctness" or:"inco;rectness" of any language is found in the
opinion of those #¥ho use the language, not in the linguiétic

° form itself. Thelir definition of a user of "good" English is-
thus, "...one whose command of a wide range of language styles,
dialects, and usages permits him'to achieve, through language,
the gégatest artety of purposes."

: Each‘of ghe chapters in.the second part of the boof'con-
tains suggestioqs_for applying linguistics in the classroom. -
The emphasis 'is on student research into uéage} semantics, gram-
mer, lexicography, etc. While all studeﬁts could benefit from
thesé activitieé, it seems likely that, the divergent speak;r
would find this‘flexible approach-to_th; study of language
especlallyﬂinteresting and enlightening.

[4]

Rhodes, 0dis :0. "Some Implications for- Teaching Reading to Speakeérs
of Black Dialect,"'Viewpoints (Bulletin of the School of
Education, Indian@QUn;Vgrsity), 46 (May 1970), 117-147.

The author, who 1is black and bi-dialectal, discusses black
dielect--what it 1s, what characteristics set 1t apart foonm
standard English, and what conslderétions must be'given it in

the educat;on'process. g!femphasizei the importance of educating

g .. .65
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soclety to accept and respect black dialect, but believes that

1t 1s imperative to educate black dialect Speakers to be'

hi-dialectal. o

Rhodes believes that RO progress can be made toward the

solution of the problems of teaching reading to dialect speakers

until teachers become sensitized to the problems of NSE speakers,

accept thelir dialect, and acquire an elementary understandrng :

of 1t. Rhodes suggests that teachers who belteve that black

dialeet speakers are nonverbal ask themselves the following

questions (Riessman, 1966): (1) Under what conditions are

these children verbal? (2) What King of stimuli do they respond

to verbally? (3) With whom are tHey verbal? (4) Hhat-da,&hey

talk about? (5) What parts of ‘speech do they use? .

Several pages of the article are deVoted to a summary of

research findings that deal with the Vg8

vy
and grammar of black dialect and how t‘f

-pulary, pronunciation,

)
-i({er from those

features in standard Bnglish. He emphasizes the point that

teachers must have knowledge of these dialect differences,’.

He agrees with Loban (1968) thrat different levels of educa-

tlon should emphasize those aspects of langyage most-appropriate

for the stage of language development that the child ‘is

in. Thus, preschool and kindergarten emphasis should be on

developing the‘child(s ability‘to'think and express ideas in

- 'hls own dialect, not on teaching him s}andard English, At the

primary level the child would learn to read in hts. own dialect

. i
- and would'participate in choral speaking, dramatizations,

66
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etc. to develop.his language facility. At this levei,«however;
he would also begin to participate in drill activities'designed

to teach the major'contrastive elements of black dialect and
standard English. In the intermediate grades, children should

become aware of many foreign and national‘dialects and should

. sing, read rhymes, etc., in order to reinforce the idea that.
standard English ks just one more dialectito imitate. Around
the fifth and sikth'grade 1evels,~the child (who should by -then
be secure in his knowledgelthat his own dialect is acceoted and
respected} should be exposed to more intensive and structured
training in standard English which would cont1nue throughout
high school.

.

Sledd, James. "Bi-Dialectalism: The Linguistics of White
Supremacy," English Journal, 58 (December 1969), 1307-
1315 and 1329. . - _

-In thi*s article Sledd vigorouslyﬁattacks the linguists* pro-
posal that-thosg’who soeak a nonstandard dialzct be encouraged
to become bi-diaf%ctal. He'charges that the linguiﬁgs have

merely replaced the naive and idealistic theorf that one should
learn standard-English because it is the only way to get ahead
in this country. Bi-dialectalism, he says, is built on the basic
assumption "...that the preJudlces of mlddlc—claas uhltes cannot
be changed hut must be accepted and even enforced on lesser
breeds." He notes that upwaxd mobility is assumed to be the goal
of education, but "...white power will deny upward mobilitylto

speakers of black English, who must, therefore, be made to talk

white English in their contacts with the white worili.”
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He criticizes the NCTE publications Social Dialects and

Language Learning and Language zgogrgms for the Disadvantaged

and the work of Labov, Shuy,. and various other linguists for

Proposing language brograms- for nonstandard sneakers that are,
‘by theilr own admisston, difficult to design and implement and
which may or may not bring about the desired results, He charges
-that even if it were desirabie to teach;standard English to
NSE speakers, linguists knowledge of dialects and the best R
methods of teaching them is far too meager to form a sound basis
for a pedagogiéal approach
‘Sledd’'s answer to the language-difference problem is'
Sweeplng social change. The English teacher's role in bringing
about political reform would consist in teaching children "..,the.
relations between group differences .and, Speech differences, and
. the good and bad uses of speech differences by groups and by
lindividualsf niddle-class children;should be taught to understand
the life ‘and language of the oppressed Mbney spent on
bi-dialgctalism must, instead be spent on teaching minority
group children to read° and, perhaps, for teaching reading and -
writing in black English He closes the article with the state-
ment, "If the maJority can rid itself of prejudices, and if the
minorities can get or be glven an education, differences between
dialects are unlikely to hurt anybody much." .
Stemmler, Anne 0. "An Etperimental Approach to the"Teaching of

oral Language and Reading," Harvard Educational Review 36
(Winter 1964}, 42-
€8
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\ ‘ "
"rhis article has two general purposes, ‘the first is oA
to describe the actyal construation of a new approach
for systematically developing and interrelating oral

language and reading behavior for the rarticular group
of children having a high incidence of reading failu?e.

into a cdnceptual framework from which to develop a
Frogram for teaching oral language and reading.* (P, 43)
-”’thhough'stemmler's érticle describes pfeliminary work in
designing a firsf gréde lansuage and read;mg program for Spanish |

speéking students; the educationél and ps;chological priifiples
" she utilized in her approach to the problem should prove rele-
vant to programs desiggpd.for other linéyistiéally different groups
as well, ‘rhe.first phas;‘Bf program construction involved :cl-f
ectin~ basie organfzing elements and starting points, the
author avd her colleagues decidea on an audio-lingual technique
for %he major teaching method in oral language instruction. the
contenrt, selécted for developing oral language was Science-hased
materials, chosen because they were considered to be as culture
Yair as possible, Regding instruction was delayed until chiliren
~vidence some mastery of English,

' "*ter observing various deficiencies in the experimental

wTroup, ltemmler concluded that the aporoach hq@ develon the
¥

nercertual, cognitive, and language behaviors? t directly
related to readf%g as well as providing experienc;s to allow
ﬂh?ldren to develon more fluency.in English before becinnine~
readins, She drew on principles from child and learning psy-
cholo~y to develop éisson plans which featufed providing corcrete

expériences‘directly related to the concept tqo be
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taurht (“;f,, "shapes") before presehting the language concept;
utilizin- inductive thinkinc Qatterns prior to inductiye and
aralo~ical ratterns; providing reinforcement and rol{éw-up
-ames with each lesson; and using readineﬁs meterials orbaﬁized
aroind a re~ular cortent field,

‘Then ehildr - wyere ready to read, they were tauc-ht by the
nse of ~wvneriencne charts derived from the experimentallprogram
ant Tro- hasel readers,

"“ommler-helieves that the act of readin; encomnasses two
hacic ~~te-cries of attributes: (1) she comparatively narrowy
ray nT.acarired nerceptual-cornitive anilities buf!t unbn
nhysinlorical traits and (2) the learner's attitudes and ner-
cont¥oor of winself, the learnine tesk, and his role in the
lraprnin: situation, A; the children's lacaubf self-confidence
breare ioerearcin ly evident to the staff, the third nhase of
the wvnemi—aat rigs ymdertaken to tuild into the pro~ram certain
ativitin~ “hiﬁhlwnwld 2uild un the child's self-esterm while
increesin- lan~na-~ and readin: skills, 'bhn mmderl;yiv theres
of thece activities include differentiating oneself from otherc
entt merceivins oneself as a member of certain ~rouns,

lac* of reliable testin instruments hac hinderrd svalu-
°hi00 0f the cxnerifental croun’s nrocross as compares with .

1

w cortrol - rovnz, Prelinirary findinz based on i

»

marsors 1n seiaren~ ara a ngrﬂrwhensiv%ﬁquestionﬁd} S Aomnloatac

Potwmitelnpglo g2 teacheps ~uc ot that the ~unerinel cal RN
- b\
chilfren ape ~qtwm mope rania ceadin-c uro~rens 2 ape mop-

. . - I N JOY oy
£1 ~~y S~ v 1isn¥  han the eontrol Troun,
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Stewart, Willlam A. "Urban Né@ro Speech: Soclollnguistiéi
Pactors Affecting English Teaching," in R.W. Shuy, (Ed.),
%ﬁ%%%%a%;%%ﬁﬁg%lgﬁ% ngggir: geaﬁgégiéh’C?;gg?lgn. Hiiinols:
Stewart begins his article by pointing out the difficulty ,

of categorizing the teaching of standard Ehglish to NSE speakers’

under either native language tééching or foréign language teach-
irg. In na®ive language teaching one assumes that the Iearner

hes command of the baslic patterns of standard English. In f;;eign

language teachirz one assumes the learQer has no knowledge of

the language to be learned. As nelther is the case wilth dialect

séeakers. Stewart refers to the teaching situation as a

"quasi-forelgn language" situ=tion.

> Though a swumber of quasl-foreign language relationships
exist in the U.S., Stewart focuses o5n the urban Negro's%&anguage
patterz becsasuse 1t is most widesprend and resistant to -
sell-correction. Specifically, he focuses on the Washingtor,

D:C. area because the migrationvlnto the city tdom the south

and otner areas of tne U.3, has resulted in many Negro dialects,

ranging from those which are zost different from standard English

to those which most closely approximate it. He refers to these
dlalects as basilect and acrolect dlalects respectively.

Stéwar% has found that these dlalect differences often
correlnate gith certuln ki-ds ~f informal soclal structur=2. An
exazple of th'.s soclollnzuistic oheromenon 1s the restric+<ion
af basilect parf!rnz. even 1n -redominantly lower-class neignbor-
n00is, to /ouzng children. A% the age of seven or elzht, a dialec:

snift tnces olace; that 13, the child moves out of "pure" basiiect
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into a dialect 1level which is hizher wup in the ﬁierarchy. this
chenme is annarcntly due to neer £roun infi%énce rather than
'or—nl edveation, 'his dialeet changé may involve a «rratey

»

TPt iv mornholo-ical Appearance than in basic pgrammar nattornsg,

Fac, the child may have proﬁlems vith structural interféreian
‘tra= tan casilect pat&erns thoush he no longer‘appears ta'haga
~riilect uner, ' ‘ 22

el arohlers have 1led Stevart to make several - cestiors
for tcachiﬁ~ methods and regearch in teachin~ ctandare =nlich
to "IE-rmoealins children, First, he belicve thdt the uze of
cortain foroi*n-]an:uéxe teachins: methods--cspecially those basen
an oowsrastiﬁo Stidies--would be most e™cctive in dea2line rith
Palerrterores Spohla-s, ,Sccoﬁd, he says a lincuistice analyci -
At deseristion or the !ISE dialect is a prerequisite +o En~lish
Loaching, hird, theo classrooms teacher rnreds trainin - in the
dislaet Af Pis students in order to evaluate their nrorres-,
inalls, he cuTTests exploring the arca of the sncial contoxt
of dialrct bohavior bhecause this knowledre could bhe rotentially
vsefol 5 ma~-lish teacihing, -
X
‘folfran, alt, “"Zociolin~uistic imlicatinnz for navestional
Sequecein " in i, vanold an: DM, S ()

LA |
~achin o ostancard Er-lishe in the Trner ity farhie -t
WCLo Tevter Tor Annlied DinTuisting, T97%5, 1979, e

s 20 .

IREAS RN

eltran is conecormes ahout the orderin  of s{rocar. RS NS

cram ieal mpiorials Top gavern) reatonc,  tpst, mat 11 fen o

N lant Y Inn jeeaciatel - e- zoorine the tocionecono~ie clar~

atirns are nope cociallr

4’_).

e e e L .
Lo teepiery Lhat is, some ialent

diagnostic than others. Second, students will

' % LS
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percelive their pfogregs more readlly, and therefore, be more
motivated 1if they learn the ma jor differences between the two
dialects before they learn the minor ones. Thifd, it is often

the case that students don't complete all th4|mater1hl in a

.. L
given course. Therefore, the most relevant material should. be
, *

L4

b covered first.
Wolfram dlscusses five sociolinguistic factors that should
provide a basls for determining the order of standard English

instructional materials, o

(1) social diagnosticity of linguistic,variables--those‘11ngu)§£t§
features which most markedly set nonstandard sveakers
apart from standard speakers should be taught first.

(2) the generality of rules--the more general the rule, the
earlier it should be introduced in the materials

]

(3) phomnological versus grammatical vhiiahlpsfqgrammatic;l features,
which are more socially diagnostle, shoulkd be focused on
before phonological features.

(4) regional versus general goclal significance--general features

should be taught before regional features
- >

(5) relative rrequency of items--those nonstandard forms that
occur frequently in normal conversation should be dealt
with before those which are relatively rare

) ]
vhen trying to determine what priority should be glven
e to specific features in instruction, Wolfram suggests that each
iten be conslidered in terms of how many of the above linguistic
criteria 1t fulfills. He shows the reader how to set up a

zwatrix of cruclality to deternmine this.

72 !
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o \‘: “p)
Reading to Ling Lbaily Different Learners

| 3 ’ 3
) ”adfng 19 a &u&ge ;:flated procees‘ A large number of

children :hose lnnquge ‘1B ﬁit:brent from that spoken by main-

stream-tnericans ‘are :ag;;ng,;o learn how to read. These two
. Lo \

ltatements’ere 80 obvioue that they hardly bear repeeting, and
'y,t, the relationehip between language and the reading procees
and how this relationship affects the dialect apeaking child

are factors &hich are far from being adequately explained It
would be naive to assume that. dialect differences are the only
causal factor in reading fallure--after &ll, ngny standard
English speaking children also have reading deficiencies. It
.can be asgumed, however, that both groups; for any numbef of
possible reasons, are failing to grasp the relatiopship between
the printed symbols on the pagé and their own spoken language.
The items in the "“Linguistic Theory and Reading" section explore
this relationshir and suggest many reasons why the child.pd§
fail to understand it. f

The problem of improving the reading achlevement of

linguispically differen€\3h11dren 1s too pressing to delay
actlon until all theories about how end why|;hildren fall to
read have been investigated. New.Ppproaches and materials

have been, and must continue to be, tried in order to gafn new

-

=
o
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insights into the problem and how to solve it. The "Approaches
.and Materials" section contains 1teas which discuss theorétical
bases for new instrictional approaches and describe the results
of some of the approaches that have been tried. Additional
1temd evaluate m:terials tﬁat are frequently used with
linguistically different children. |

& R
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Section A: ‘Linguistic !heoiy and Reading

It has been sald that all suoé\asrul methods ‘of teaching,
Teading are linguistic methods, but differ in the linguistic
view which they assume: ' The itéms in this section represent

many of theﬁlinguistic views from which one can ex

reading prdgees.

- TSummer Ives, "Some Notes on Meaning and Syntax," The Reading
Teacher, 18 (December 1964), p. 179

?




73

Bormuth, John R. "An Operational Definition of Comprehension
Inqtruction " in Kenneth S. Goodman and James T. Fleming
(Eds.), Psycholinggistics and the Teaching of Reading. -
Newark Delaware: International | Reading Assoc1ation
1969, 48 60: .

Bormuth contends that attempts'to teach comprehension
skills have thus far been ineffective because teachers and 3
researchers have not understood the role of language in the

comprehension pfociss., His definition of comprehension is
"...a set of procéssés whicn operate on specific features of
language.” If one is to test students' comprshension’ofwthese
processes, the tasks must meet four criteria: (1)!,The task in
question must -correspond to a’ Hinguistic feature one tries to
teach children to understand, (2) the task must force the child
to use the skill one thinks it does, (3) the definitions which
describe how the tasks are constructsg should be as objective
as possible amd (4) the materials used should be of the type that
can be easily understood';nd constructed by teachers. Also, in
studying comprehension one must distinguish between comprehension

and achievement testing, and between a student's prior knowledge

and tha% which represents knowledge gained through reading.
.

§ that there are threw components in compre-

{a X ¢
struction: (1) The language stimulus, i.e.,.material

(3) "the studenf" response to that task. It is important to

distinguish the various levels of difficulty represented by the

first and second components in sequencing comprehension instruc-
H

tion. 77
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The author demsonstrates how a comprehension question can be

operationally, defined in such a way as to meet the criteris he

'has set up.% Because _meaning is derived from a sentence by

v

understand’!g the modirications which occur between lexical
constituents, comprehension questions must be designed in such
8 way as to test the student's understanding of these modifica-
tlons. He draws mainly from transformational-generative grammar
to provide a framewdrk in'which various types of questions can
be labelled according to which speeific modifications in the
text they test the understanding of. Thus, the questions are
designed “to determine whether the student can comprehend various
transfomﬂ!’sematic substitutions, intersentence relationships,
etca : | . K -]
He does not claim that his outline of question types is
sufficlent to teach or test all of the processes lidentified as

- comprehension processes, He does believe, however, that teachers

and researchers pust work in th} direction of operatLonally
defining questions in order to make comprehension instruction
relevant to comprehension proceases and in order to carry on
sclentific research in the area of comprehension instruction.—
Carroll, Johfi B. "Some Neglected Relationships in Regding and

Language Learning," Elementary English, 43 (October 1966),

577-582.

Carroll notes that children learn the tremendously complex
patterns of languaze relatively effortlessly and without beling

"taught" in the usual sense. In this article, he corpares

learning to read with natural language learning in order to see

75
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~ what aspects of language learning could be applied to “the
teaching of reading. He points out a number ofﬂsimilarities
and .differences in the two processes, and focuses on an
apparent paradof in applying the principles of languaze learning'
to reading instruction. the child learns his native language
without the stimuli being "programmed" in any way, but efficient

teaching seens to call for Programming by the teacher or

material-writer. He proposes a hypothesis which he @&
"hypothesis of contiguous contrast learning" in order to ac
for this paradox. It asserts that ",.the learning of an item
1s facilitated by virtue of its-contrast witn partiaily similar
items that are contiguous in time of presentatiom." Carroll
believes that thls principle is at work when the child learns
. to comprehend language and to speak. For ihAstance, he learns
a noun plural by.recognizing the contrasting feature (a plural
morpheme, 1n thls case) that sets 1t apart from the singular
noun ne already knows. He learns‘verb tenses and many other
grammatlicaz fegstures of hisé%anguage in the same manner.

When this orinciple is,gpplied to reading, it can guide
the teacher in sequencing reading material in an effective =znd
meaningful way. He points out that sequencing involves more
than presenting itbms one at a time--to be successful, ltems
must be presen®®d in such a way that one item will properly
contrest .with simllar items, But in erder to be successful,

this kind -instruction must be alternated with neriods in

‘which the(child 18 exposed to the richness of language in
' . .

A
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meaningful material. Carroll suspects that this procedure is
anglgogous to the natural language learning situation in which
the child efficlently learns‘asnects of,langnage-which are in
no way programmed or taught. This exposure to unsequénced
materials would give the child a chance to test and extend the .
generalizations he made dhring the carefully controlled instruc—]

tlon period, and would provide -new stimuli that would afford

contrasts with what the child has already learned.

Pillmer, Henry T. "Linguistics and Reading Oomprehension,
Education, 86 (November 1965), 158-161,_

Pillmer appraises the linguistic approach and the tradi- $
tional anproach to reading in terms of Plaget's three stages of
intellectual development (classified by Whitehead as the stages
of romante, precision, and ,generalization). The romance stage
‘be;iné witn the child's realization that languafe has meaning.

The aathor says that linzuists recognize this stage byvstressing
meaningful communication in language actiVities. Vocabulary and
language structure control ‘are provided by encouraging the child
to read his own compositions. Traditional orograms may inhibit :
the development of the romantice stage by requiring the child to
analyze i1solated words and read materials characterized hy a ‘ f
sterile vocabulary and meanlngless plots.

Tne second stage of intellectgal develooment, the precision
stage begigs when the child recognizes the need for developing -
a method o< analyzing the factual information related to languagze.’
Fillmer belleves that the traditional epproach often imposes

preclsion activities on the child dpring thearomantic stage,

80

~)




17

7
/

‘while the linguistic appioach-has generated sufficient motiva-
tion during the romantic stage te‘austain.him through the
\  necessary and natural stage of.systehatic analysis.

The third stage, generalization, is charaeterized\by a
return to.the enthueiasm of the romantic stage with the struc-
tured understandings acqulred in the precision stage. Fillmer
notes that many puplls never reach this stage amd suggests that

they would if teachers applied tﬁnowledge made avallable by

s

s :
Fries, Charles C. Linquistics and Reading. New York: Holt,
Rinehart and Winston, 1962, 265 pp. '

linguists,

Fries' purpose in this book is to bring some of tfe results
of lihguistic research -.to reading teachers in the hopes th  '3
knowledge will enable them to provide a better‘approach to begih-
ning reading instruction. One of the f}rst chapters of the book
deals with €he development of linguistic science from 1820 to fhe |

| preseht, This chapter provides a good igtroduction to the nature
and scope of linguistic reeearch, as well as some basic knowl edge
about the nature of human language. A later chapter, that is
particularly heipful, thoroughly e;plains the differences in the
terms "phonics," "phonetics," and "phonemics,”

.‘ Fries emphasizes the pqipt that the child comes to school

with highly developed language skills. He has learned language

by learning to recognize the contrasting sound_patterns (phonemes) v
whichtidentify English words. Learning to read, saYs“Lies,

involves only a transfer from recognlzlng words as rep’esented

by sound wave patterns to recognlzlng words as represented by

' 81
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' graphic patterns. The child must learn to bﬁlld up high speed
recognition responses to these‘granhic patterns. This is best
accomplished by focusing on the contrastive .pelling patterns
of words that 1llustrate the most common combinations of phonemes.
Lists of these words and an explanation of the sequence and
methods to be used in h!s linguistlg approach to, beginning
reading instruction'are contained in chapters six ' and seven.
He conterds that reading and writing are very different abilities>
and, therefore. writlng has no place in beginning reading
instruction. ' : '
s » . .
Pries discusses‘fhe shortcomings of the "word approach" and
the phonics metHods of teaching beginning reading. 'He also
very briefly discusses later stages in reading. i.e., those

thet follow the: transfer stage.

'Goodman, Kennetr S. "aA Linguistic Study of Cues. and Miscues
in Reading," Elementary English, 42 (OctoBgr 1965‘» 639-643,

Goodman believes that children, in reconstri®¥ing a message
from wgpitten language (1.e., reading), are cued or. miscued by

varlous systems as they interact with the written material

There are wlthin word cues such a3 letter-sound relationships,
word configuration, recurrent spelling paiterns, etc. Other cues
exist in the flow of language-~function order, function words, ‘ ’
inflection, etc. There are_also cues wnich are external to
'language and the reader such as plctures, teacher promnting,
~etc.; and cues within the reader such" as his idiolect, facility'
with language,.conceptual background, etc. 6Béodman's study was

"designed. to investigate how children use these cue systems in

[
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e reading.
The 100 firs;,_second,.and third grade children from an

industrial suburb of Detroit ugo seryed as subJects were given
work lists to read aloud to an assrétant N When the child 8
reading of a particular word list indicated that, the words on

-

'it were gt approximately his. reading level he was given a

story tg read aloud based on those words. K
“ /

~ Goodman assumed that children ?ould be able to read meny
. words in the stories which they coulp anlﬂecognize in $he list
because they had only within word cues the list but had

> ‘n

s additional cues in the flow of ‘lafgy L in a story. " Results

B0

:bore this assumption out, Eighty-nine per cen& of the firsﬂ'
graders, 971 of the second graders, and 94% of the tHird graders
were able to read in context more than one halt,et;the words f
they missed on tMe lists, 0f the children‘uho ware able “to - »
’ read in context mere than four-fifths of the words missed on.

F lists. 264 were first graders, 50% second graders and 67%
third gradsrs. Goodman believes that this indicates they were i-“i
o | making increasingly efficient use of cue systems outsideébf e
| words. Ln examination of total errors and substitution errors

&y on tha word lists showed an increasilgly Higher percentage of

substitutions from first to third grade indicating that chfldren .

‘in successive grades used withi’ word cues (i v, . word attack

skills) with lncreasipg frequency, though not necessariiy with ,
increasing efficiency. The sxamination of snbst;tutions alqgQ

-
revealed a sdapessively increasin%’number of one-time incornect
& . . B J
. N . N ) . .
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,&BSti‘%7t' in thﬂsto@t}-fwords known on the 1¥st. Goodmen
R L

—sgggeet three possgble cé _ for this: (1) overuse of within

ﬁord cues to the excluslof®f other cues, (2) miecuing by book

l

language which differs from the language of children or (})
. ineffective use of language Qim ‘

, author'be-fﬁves that regressions age due to redundant cues in
. _- ;

1angu¢ge and are not errors,~but attempts to correct prior errors

T
.“’ Implications for the reading t@acher include: (1) lntro-

3 ducing new words’ in context 1s preferable €o introducing them

:j_ip Isolatibn, (2) Prompting or correcting chiidrgn as they read

;g oralhy seems to be unnecessary and disturps the self-correction

.i‘process¢which language cues, (3) regressione in reading’ should‘
(not be eliminated because they are the means by which a child

‘i;orrects himself, (4) shotgun” teaching of phonics to whole ‘

:lclaeses or groups ie a8 questionable practice since many children

may bde overusing cues within words and (5) tne’focus on words

in teaching reading should be changed to‘a focus on language.“

~Goodman, Kenneth S. "Words and Mo;ghemes in Reading.' ln ,
Kenneth S% Goodman and James Pleming (®ds.), - .

. Psycholinguisties and the ngchigg of Reading. Newark,
.+ Delaware: International . ngding Assoclation, 1969. 25-33.
- Words, says Goodman, are, unite of writt‘m language. they
do not really exist in‘ppeech @part from the language structure

in which-they occur. A sentence does not acquire meaning by . T
. c . o - ®
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_-the oral equivalént to the written word. This has resulted’ in

LD

v
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adding the mearithgs of, ;tsﬂkords together. Meaning 1s signified
i!} a larger unit; a wqrd is assigned a portion of that meaning,
‘but the whole is more 'lan a- sum of its parts. What is more, iy
the whole is not a combining of parts, rathe;, the part is
differentiated out of the whole. e
Goodman believes that the traditional belief among reading -
teachers that warss are the units of spoken, as well as written,

language has caused‘them to equate reading with merely atinchtng

*

~
word callers bquuse assoclations on higher language levels than

words are necessary for compﬂghqnsion. He makes'several sugg
L " .
gestions for getting aa‘y from the word orientation in teaching
beglinning reading. b S : °
Hillerieh, Rokhert L. "Lingub:tic Erforts in Reading: An
Appraisal * National E1 entary Principal, 48, (September
1968, 36-43, .
e
y Hillerich reviews some of the basic lingu&Ftic princinles -

‘which he assunesgpreading soechalists, aseuell as,linzuistg,

would accept without argument.. He belieVes, however, that
W

] @ ligguists have sometimes violuted these orinciples in the
0

cess of applying them. In this article, hg cites some of

these violations and discusses why he takes issue with the

linguists. He disagrees with Fries' view that beginning *ﬂ’ .

'. i

reading 1s merely a "t!lnsfer stage" becal®® 1t ignores the : ?;&

meaning aspect of reading. »’He points out that linguists
~F

have emphasized the importance off suprasegmental phonepes~
11! e, nitch, stress, and juneture) 1in reading, then

. » .
. e /1F? ' .|' 85 ' , R
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have claimed that beginning reading should not be concerned
with seinantic context. H;llerich'alSO disagrees with linguists -
.who wotild‘ teach letter na]nes rather than cops'onant souﬁds at
the onset of r‘eading inst'ructio'n, emphasi‘ vowel sounds in
early instruction, ar;d ignore the diffgrences between spoken -
and writth langu%ge patterns. He concludes tl?'c readixlg,' |
teachers should t‘:'a’ke advantage of the knowledge of languéée "_f.’ ;
that linguists have made a\}ailable, Abut S%guld use their judg—-
ment in applying these linguistic pr1nc1p1es to readlng 1nstruction."

Horn, Thomas D, (Ed.) Readlng for the Disadvantaged: Proble A
of Linquistically Different Learners. New York: Harcourt, —-

Brace, and World, 1970, 267 pp. “Q

. ‘7 - . ; A l «
r", /; i *—g"/—-/\

'v'.cla- . “% s
' M : .

This book, a project of the Internatio;ial l;e‘{a' ng A

problems of linguisticallygdifferent- learners._
contributors bring insign[from the fiel&s’ C
psychology, linguistics, economics",f and ed QQ‘
explain sgme of the factors that can*ffect' a

in learning to read. Horn says in his in’cro‘du :

problngs of llﬂgUlitlcally dlffereht"earners who

’
othenqulsadJantag'ed ar’ hav1ng silous language/
problmé in reading.” {

The first part, .of the book focubes 7n the sociél and

economic bickgrounds of dlsadvantaged whltes bl‘c

N - I

: .
" 0 .
. . - .
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Indlans and Mex;can-Amerlcans. Factors 1n the. llﬁisfyles . .
& (,r. S

_1;anguages fcultural patterns valqe systems and env:u.ronments

) these groups which may cause them tp, have problems in wh1te Q
A‘, : r '
mlddle-class orlented class ‘_,areﬁ,g.a.scussed” ';; & . . {
. o
ﬂf;ghwlanguage. One
'

chapter dlscusses the relatlonshlp betmlm language and 1ntel-

The second patt of the book dea".

lectual development, and descrlbes learnlng thgorles that under- ,
lie a blllngual or b1d1alectal educatlon @togram. Other chapters

in th1s section describe the language Characteristics of native

u

whites, blacks, Spanish-s %akers and Ame®ican Indians. \ R

The final part of Reading fo'r the Disadvantaged reviews the
L4
implications of chapters ip the first two parts of the bobk for

1nstructlonal programs from nursery school through h1gh school.
4
*/ The book is concluded with a bibliogtaphy which include® refer—

ences for further readlng on linﬁlstlcally d1ff<7/.nt learners,-

and how to copﬁwlth their educatlo'_ problems.

. . " 3
Ivés, Sumner. -!"S-a'me Notes on Meant fyntax " The Readlng
Teacher, 18, (December 1964), - 183 and- 222 fé’ R
' ‘. © § B

-The author prOV1des many examples to 1llust.rate hls"upoint

I'4

that ,comprehending the meaning of a text involvss an und_er-f‘-&if, s

-

1lwr ‘with thege patterng a!ready, therefg‘e teach1ng the

%u phoﬁe‘::e\%rapheme correapondence may ke engugh In t%ﬁng N

%11&{81’1 whose; patterns of spoken gnglish differ from those of
_,‘/‘ R
’ g\ written English an in}:egi' ed; c.umulat1Ve language arts_ program .

bwssary to teach the grammatical stru tures with which theyg '
s ey s 8 | v '
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ract that a description

areﬁlnfamiliar. Ives acknowledges
~of English syntax must be complicatéd it 1s to be accurate RE °
and comprehensive, but points out thax current instructional
- materlals .rely on the intuition of the native Speaker, omit
important parts of the system, or fall to relate the ,form_al- P
detalls of the grammatical system to meaning at vital points. S
He does not attempt t@ supoly a comprehensive analysis of the
English grammatical srtructure/in this article, but does list
some of the syntactical Qstinctions that teachers .hould recog-
nize as possibl‘sounces of cor?fusion for children having -

L 4 ® 4; » _ ' #
comprehension problems in reading. ‘ “

Lefevre, Carl A. Lin uistics and the Teaching of Reading.
Few York:‘McG'_ra-wL-_Hil-l- 8o., 1367;', 252 pp. .

"f Lefevre believes that a misunderstanding of the relationships
E between spoken and printed langua.ge patterns is the most
decisivo elemsnt in reading fallure, The purpose of this

book 1s to explain these relationshi,ps t’o the read g teacher _

o ...language he hears and speaks can be represented graphicallﬁf
iz writing and p"inf and that the Wting and- prini’ h: sees can
say something%?’him. Hs 1is already experienced in the basic _

$
signals anistructu%res of. his language--sd much so, in fact,

. & : ;
that:he us‘es then without beins; aware of theihexistence. ‘ ‘. )

Lefevre ‘peliew that primhry reading should begin with developinz-ﬁ &
* . . el
' #
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_the child's consciousness of these basic language signals and
__struqtures and relate them to the graphic system. The best

e - L

- method for achieving this, he says, is throéugh “...practice'in
speaking and oral reading of familiar patterns, vith emphasis
uppn the native intonatiqgs.“ He devotes an entire chapter to

. ° l’ e
an explanation of intonation because he believes that it is an

e

extremely important part :-of the reading process. Stress, pitch,

)

and juncture (the#components of intonation) signal various

. grammatical and syntactical structures in English. If the chiid

T

does not learn to read with the intonation patterns he uses in
seeaking, h%tbecomes a word caller, unable td‘bhear“ and. compre-
hend what h‘?is reading. Lefevrb is, therefore, emphatically

3 against phoniCS and word. methods of teach1ng reading because

these methods begin w1th un;fs that are too small to bear meada L
- R y -
ing and, therefore cannO_‘b..be read with theg natural 1ntonatg.on ' :

,‘( @

patterns ‘which characterlze spoken landuage. . ‘
2 ~ J
The ch11d must be taught to read sentences from the onset

4
T 7 ;
é“‘ - of 1nstructlon because sentences are the basic meanlng-béarln
' b . R ‘,u‘,‘"_ ’ FE

-T:uctu:es in Ethi!h. He should be taught to recognize the -

ic sentence patterns in print” (he already has control of

L~

" them in hiz speech) and then should be Qéhght to recognlzq.

(

W
functlon r in these sentence patterns, the szkucture words LA

that s1gnal functlon order, and so on, ‘progresging down through

the structures'that signal mean' until he reaches the level
s .

. 3 * . N e
- whgre trad1t10nal read1ng 1nstruct n frequently begins--the
\ o . " - '» . A
*isolatedCwokd. Lefevre sums up~his approach by saying Tt qge;
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from larger to smaller wholes. He assumes that with & little
help children will learn to analyze the spelling- sound-relat!on-
- ships of words on thelir bwn ‘Spelling should be taught induc-
.

tively, and only as needed, until children understand the

larger graphic patterns. ‘ : .

Marquardt, William P. "Language Interference in Readlng," ' o

The Reading Yeacher, 18 (December 1964), 214-218.

v L]
Marquardt believes that recent'attention directed'towardx

the grapheme-phoneme correspondence by linguists and others
has resulted in the assu tion that the only difference o
between reading and speaking is the difference in the codes
‘used to convey ‘the message. The author contends that this

m.,»
oversimpiified view ignorgf many “of the differences between

" oral language behavior and ‘reading behavior. Por instance, N

0—‘

. Spoken pr e has highly -8tandardized igi!:ation patterns, an
L 4

g, S eveness gf tempo, little repetition, etc.y"while conversation

o

has an uneven tempo, more n@pﬁfﬁtion, use of ges%ures, is-

-

more structurally incomﬁlete, etc.' 4

The child brings with him, bﬁe learning to reés-situa-
tiog‘% wholQ complex of org%‘language skills as well as many

@

of the behavior patteigg, values and meanings of his culture

that interact with language. Somexof these welﬁﬁlearneg:patterns

% can interﬁere with the child s Iaarninz of the’ 31{fergpt behav-
e, LT . g _
”hxionmpabiﬁhns called for in reading use they are much more

<,

X =
) akin ta those employed ﬁn conversation than  those employed in

- R )
reading, Marquardx s ; ax\linguists need.to.identify

theolinguistic forms,and thgir learni'ﬂm"
. Ay RS

- - v‘

A . - . E i““‘ﬁ_.&.;i -2 " . . . -
" I .90 R
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the child can be led from his own oral lenguage skills to the

skills- involved in speaking prose. N

Ruddell, Robert B. "fhe Effect of Oral and Hritten Patterns of
Lenguage Structure on Reading Comprehension," The Reading
Teacher, 18 (December 1964) 270-275.

Ruddell s purpose in this study was to investigate the °
effect of the similarity of oral and written patterns of lang-.
'uage structure on reading comprehension of fourth grade children.

(_#E_D '
“ & Two hypotheses werefinvestigated' (1) degree of comprehension

\is a function pf the‘similarity of the wrltten patterns of
language structure to tﬁe oral patterns of language structure
used by children and (2) comprehension scores on rgading pass-
ages utilizing hizh ]lequenoy patterns of oral langudage struc-

,. ture wou_ld be higher than those“on paesages’ utilizing low
. frequency patterns. I 'EE. '
One hundred and thi;ty-one randomly selectdh.fourth gf//’
ohildren were giVen a c‘gee compgeh‘hsion tesb Qn six reading '
passages, Three of these passéébs contained high frequency

4

¢ patterns and- three c'ltained _low @requency patternsa Vocabulary
difficulty andeentence length were controlled.,- C f"
. The comprehension scores o:Exeading pasqeges differing in {
i similarity index values wWere sighfficantly different beyonﬂ the é 1‘

'.ol Tevel, Comprehension scores on the material with high *

frequency patterns and on the material with low fr%auency
£

)

ypatterﬂ% “ere significantly. different beyond the .01 level.
THe author found a statisticaIw'significant c,.relation (. 68)

between the.high and low frequenoy pgtterns of language structurn L
hi o ) f@

.
-
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and scores on reading comprehension. ‘Ruddell also found signif—_
icant differences at the .0! level between: comprehension scores S
when considered in relation to the ,occupatdional status of the
father, educat.ional background of pa;ents. and the intelligence,
’mental age and chronological age of the subjects. Se‘i was the
only background variable that did not relate tc: performance. '
' He concludes that his hypotheses were upheld and that the )
background variables of the subjects are significantly related

to reading co'nprehedsion\on reading materials that utilize high

and low frequency patterns of oral languag;e structure. He V

o

makes recommenda_ Wps for. further research studies in, the area

of oral and writt" ~ patterns of language ‘atruotgfe‘ 1n reading aril

PN

comprehension. ' .- : o i i i h
& @

2,

Seymour. Dorothy. "What Do You Hean. 'Luditory Perception'?",
The Elogentary School Journal, 70 (Jgnuary 1970), 175-.179.

& ~This article is a respomeﬁtov the lingui;ts' charge that ’ i v

elpmentary school teachers waste valuable time and effort

'"te,aching children £6 "make sounds and to "hear sounds"

”that they heve been waking and hearing successfully for several ,

. ® :
years whén they. entg‘ schoo} Seymour answers that it-ig R

Y BN

L ugrettable that teachers and textboom publiahers continue “545 oA
Y - %4 .

use the ;erms "teaching sounds ang, "teaching auditO‘r}' perception , ,J
. ‘ o
when th’y are actually teaching the ch.udpen to perceive lang-

uage o different level than the children .are accustomed to. "

L : i

Thus. it is)he terminology. not the practice. that is faultﬁ

The author believes that children mast be made nware of p vl‘
l&

4ntact that lw f's a series of . sounds that can be v . *’";—’,‘é'*»

i ﬁ ' 1 - ) i . . e ) . . .{; ;“ * "‘:‘;‘:’;n )
BT "’ .. - ' \ w“:u
- = .—.3 9“ ., . ) oL o . "‘-“"* .- . f" q
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i symbolized. In order to teach this concept, children must be
aware of what is meant by a "sound?? of what is meant by "the

£irst sound”or the "last soutd, “*:tc. and of what is entailed

A

in considering a word as a group of sounds spoken in a partic-
ular sequence. Ohildren 8 lanéuage is so much a part of them
that they are not aware of thejSOunds in their speech - They
think of words as lexical items, not in the more abstract terms

of their phonemic contrasts.\ . a

EEREREY

For the above reasons, Semeﬁr believes that "auditofy“"

perceotion" 1is an’important part- of reading instruction,wand"“;a e
gt )

should not be discontinued because the terms used to describe -

pad

it havé been faulty and misleading. In order to cBear up tp
misunderstandings about the nature of this type ofg! nstruction
. she proposes substitutingsthe terms “perception of anguage on
'l " ' "nan
a new level, phonemi&!berception, sound-symbol assgciation.

'and "symbol-sound association" for theé old terms "audttory - ,
-perception,f “auditory discrimination," "hearing soundsf’ o
\ .
"articulation," and making sounds.a . The' last section of 3e-

¥
Seymour 8 article contalns an outline of a programato teach

these skilrl in which the new terms are embloyed and expldined.

Py B
Soffigtti, James P.  "Wny Childrem Pail to Res .’ A Linguistic
‘ alysig " Harvard ‘Bducational Review), 25 (Spring 1955),

- % 3 8:;&* ey~ i“;:

"The £irst part of Soffietti s article exﬁlains some of

- ® the terms ‘linguists employ in*ahalx!tngl&anguage such as
*» oy
. phoneme,f "d%rpheme and "utterance. The second part of the

article deals with the problem of re&’ing andnwritlng. The - 1

/ . L . .
x . N " o ' ’ . 5 P
L . n
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. —

Ssecond part of the article deals with teaching reading and
writing. Soffietti contrasts‘the traditionalists' idea of the
reading” process with the linguists . The former tend to believe
. that "l.the Printed, word acts.as the trigger that releages a L L
y meaning we already éossess, whereagvthe linguists believe that

-ﬁf?“}..the nrinIeﬂ word acts 88, ‘the trigger that releases its oralg
. : __,MB wu v -

é%$ ounterasrt& which in its turn, releases a meaning we already
‘?ﬁkhossess The linSU18t8. therefore, ‘believe that volB1#zation "
g OF Sub-vocalization 1s never entird®y eliminated in the repding = %

" process, The difficuf’y of the learning to read nrocess will®
thus depend on how readily the learner perceives what tbands
'the written words are meant to represent. .Because the English
spelling pattern is so highly trregular, the beginning reader e
cannot depend upon the letter as a orimary. clue to vocalization.
Indirect, seqondary clues become of primary importance as do
nsychological and social factors of the reader which might his
influence his visual-auditory perception of .clues. What would
ordinarily be considered insignificent i.‘ividual differences, \
therefore, become important factors in reading instruction. )
The third part" of the article contains a brief explanation ..
of how the author be}ieves beginning reading -8hould be t)hght

in- visw af the linguists observations of theﬁgﬂgging process ) .'u,;
Basicalivo~he agrees with Bal.pfield on the material‘.U be  used ”gﬁ
and 1its organization. He disagrees with Blobmffbld however, _ 2

on the import‘Lce of writing inj tH ning to read process,
Soffietti believes that writing should be an integral part of:

rthe learnigg to read ?&ocess

-

Q . - .94 . %

. ' B r.’- " .
TN e s ) "
ikl o L oltis oliEK. .
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Wardhaugh, Ronald. "Linguistics-Reading Dialogue "
Teacher i} (February 1968 432—4413*f e

. *'t ]
Wardhaugh acknowledges the coné'!bution that lungu;stics has .

made to reading while pointing out- that reading researchers have

been very limited in their application of linguistic theory to
; reading. This has occurred because reading specialists have con- ';
siderdy only one aspect of ingUistic thought--theﬁvuew that
'langgage is sp“ch and wri nghis a recodification of speech

is focus has led to misconceptions and over-simplifications.

"when applied to réading. .Wardhaugh\contends that writing is more
‘than-SPeech*writtég}down. !!Lech isvcharacterized by pauses, E T{;
' repetitions syntactic shifts, etc.;,reading material'is written

¥ . : . )
_1n well controlled sentences. Therefore, the performances of

X . .
- speech and writing are pot ily related to each.other. The
: s
reading researcher's narr iew of linguistics has also resulted

°

in ‘an overemphaSis of phoneme-grapheme relationship. Many

-

-
Cis linguxsts no longer consider the phone a functional unit in
- ""‘t e

studying langgage. Linguists such as Fries, Wardhaugh claims

have an oversimplified concéept of the reading;pﬂoﬁﬁss--it is muc
~ &

more than acquiring high-speed’recognition respshses to various

PR
. o : ¢ . ) .
H N . .
. .

y letter patterns. _ . . R

2 -

LAy T

{The linguistic research that the read%ng establishment:hé!

‘)-

P

lg%ked at thus far has been concerned w1th describing English

utterances rather than explaining the underlying eleménts of
sentences and their relationships. According to Wardhaugh ) -
.

Chomsky s syntactic theory, and Katz anduFodor's semantic theory

° “" - .
; have much to offg the read'ing specialist in explaining h,owy o - ‘
v . 1;»‘

!’5 A Y
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C U . ‘”‘ﬂ




92

$ . - L . : . .
: code, T : . : . .
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sentences are understqod. It is in this direction that reading

reseapchers must proceed ir they are to understand the very

;.complex process of reading. L h
ﬂ, ’ r‘~ \ 'Y

. .;Weber, Rose-Marie. "Sgme ReserVations on the Signif{cance of

Dialect in the AcqBisition .of Reading,” in J. Allen Figurel

Weber does not~believe that existing studies on the differ-

ences between spoken standard "Englbsh and Negro nonstandard

Ce English constitute a rationalef@or the be}ief that these differ-

"',must‘ not equate 'spoken standard English with

-a‘!hese texts contain such a nmall range of vocab-

aker than they do tbe the standard qulish speaker. As o
far ss sound letter correspondence is concerned, she states that

: our spelling system Is not specific to any particular di!ﬁeot

0

In addition, she believes that it is unnecessary to accommodate

-

sound- letter correspondence to the pronunciation of the child
because the child isVQuite capable of making this accommodatzon

himself. T .

Sh° notes that the vooabularies of the two groups are
very s%%ilarqi The major diiferences fh nonstandard and standard
English occur in pronunciation and syntax. Because begLnning
\

neaders are at an age thQWthey are most flexible in language

- AR

learning, aWeber believes that nonstandard ‘speaking- children
. ’ ) T ' : . o
5)6 o = lk{

4 . “ . v ’_) '

,” . ' ' ‘—...._ ’

K.
3

h, expecially in considering beginning reading * ﬁ

1

(Ed.), Reading Gosals for the Digsadvantaged. Newark, Delaware:
International Reading_IEsooiatfon, %970, 124-13' " v

]

N

Lo
3
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o willaccophodate theﬁgziiqs easily to these differences. In
summary, the authdr?s feserﬁations on the significanéé of .
dialect differences in learn;ng to read stem from hér‘beléef
that, "We are far from answering the question: how much can ad
wrltten language differ from a spbkéq language b?fore the\téik
of lgnguage learning tnteffgres vith the task of leérning td

read."”

-

97




in this section will pelp serve that purpose. s

g

Section B: Approaches and Materials
_ ,
The ifemslih thes sectlon focus, in one Way or another, on
théfqpproachesoand materlals that have'beenlused or proposed

for use in teaching.llngulstica{ly different children to read.’

. Some items report‘bn the effectivenbss of various methods of

" teaching readling. Some focus on the 1mportance of developing

reading related skills for success in reading. Others take
account of reading materials used with linguistically different,

chlldren--they evaluate the effectivcness of various.basal gséries,
Q’

1ist anpropriate supplementary reading materials, report on

.'children~s sbory pteterences, etc. Still others offer lnggeations

-

for curriculum reform. . x' = L |
It seems unlikely thatmani‘ane instruékional approach or .
set of books will ever prove to be "the" succéssful way to
teach reading to dialelﬂ'apeaking children. It seems undesira-
ble, to this writer, at any rate, to even establish this as a
goal for reading research as 1t 1mp11c1t1y denles the tremendous
amount of diversity to be found among these children. It_does
seem likely, however, that a knowledge of some of the consider-
ations underlying methods and materials which have Been pro- A
posed for, or tried with, iinguistica11§\d1fferent children l
yould help teachers in planning effective reading progrums for

various children in thelr classes. It ig hoped that the items

4
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Baratz, Joan 0. and Roger W. Shuy (Bds,). Teaching Black
: Ohildren to Read. Washington, D.C.: Uenter %or Applied
inguistics, 7539, 219 pp. . A
This book contains articles by eight linguists who are
concerned with the relationship between language and reading.

iR
dialect many black children speak and 1ts relationship to

more specifically, they are concerned with the nonst@dard /
widesoread reading failure among black children. The eight
contributors are in agreement on several basic points: \(I)Tthey
Teject the deficit model ‘and propose that the Black dialect is

a regular, rule governed form of speech which is adequate for
cogn tive development' (2) sufcess in reading depends upon

‘the extent to whieh the.ehild's own language corresponds to

the" language used in reading instruction; (3) the major cause

of reading failure among black children 1s lack of correspondence
between the child's dialect and the standard dlalect used in the
schools' (4) the nonstandard dlalect differs from standara English

‘in pronunciation, grammar > and, to a lesser degree, vocabulary,
~/

and (5) teachers of nonstandard English speaking students must

- respect their students' dialect and famillarize themselves with

1ts pronunciation and grammar. .

The authors are not in agreeffent, howevér, on how to .cope
with the prodblem of teaching reading to these children.
Basically, the disagreement centers around whether to retain
present matFrials and ad jJust the teaching procedures oroto
revise the materials to accommodate the. dialect. Goodman
believes that standard English materlals should be used for

- . \> 99
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W .
' teaching reading, but that students should be allowed to transf
late the text into thelr own dialect as they read. Baratz and
Stewart argue that beglnning tests must be written entirely in
the child' ; dialect--a series of "tragsition readers would
be used later to gradually move the child into standard English
texts. - '
Some of the other topics dealt with in Teaching Black .
Children Xo Read include orthography problems that -arise in
'writing dialect materials, the problem of phoneme-grapheme ' ,
‘relationships, interference problems that result from reading
another dlalect, and the nature of dlalect differences. '
Bruininks, Robert H,, Willlam G. Lucker and Robert L. Gropper.
", "Psycholinguistic Abilitles of Good and Poor Reading
Disadvantaged Pirst-Graders," The Blementarx School
Journal, 70 {April 1970), 378-385.
| " In revliewlng the literature, the authors found that ]
perceptual studies indicated that the disadvantaged lag behind
' middle-class children in auditory discrimination, and in
auditory lemory and sound blending. The studlies did not
,rindicate whether these deficlts occurred. in disadvantaged
chlldren in general or only in disadvantaged children who
néﬁ learning problems in school. The authors' intent 1w this
study, Was _to determine whether disadvantaged poot readers
would be significantly inferior to disadvantazed good readers

in these skllls, It was hypothesized tbat they would he.-:

4 A ..

"William Labov's iclg, "Some Sources of Reading Problems
for Negro Speakers of NoMstandard English," from this bookuis
‘summartded in the "Dialectology" segtion of Rart I of this '
bibliography. - . ‘ , oo,

i - 100 y

e



. 97
Forty-two children near the end_oz thoir;fi;::y}ear-of school
. were chosen for the study. Twenty-two had- been taught to read
with the initial teaching alphabet and 20 with g traditional »
orthography series. nalf the readers in each group were good
readers, the other half poor readers; Both‘groups were given
the ITPA. |
- The differences in the psycholinguistic abilities ,between
'good and poor readers were not consistent across. the two reading
aporoaches. . The poor readers in the fra group were significantly
" inferior to good readers on all. four subtests that required
lietening and oral ﬁxpresaion (p<.05), but were not inferior on
.- subtests requiring visual and motor communication. The poor |
readers. in the traditional group were significantly inferior to
the good readers in that group on only two subtests--one 2
requiring visual reception and one requiring auditory reception
- {p<.05). Thus, the prediction that poor readers,,ab!ﬁ be signif-
] icantly inferior to good raaders on psycholinguistic abllities,
was given only partial support.
. It should be noted that there was greater disparity in the
‘ mean reading scores of good and poor readers in the ITA group:
.o Thus, failure to find as many‘psycholinguistic'deficits in the
poor readers taught by traditional orthography ‘could be related
to the fact that they were less: inferior than good readers in
over-all reading performance. Another exolanajion could exist
in the differences'between the two reading methods. The ITA

J .o . )
‘ ‘\\Eethod, with its greater emphasis xn;sound-symbol correspondence,

. | | 101 /
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‘may be more difficult for children who have auditory_deficits
as opposed to visual deficlts. ' : g
The 'authors suggest, on the basls of their findings, that,
- remediation exercises for poor readers focus on improving
~.auditory reception and vocal expression in both the grammatical -
and the rote aspects of language.u They also notn the need for A )
more research on the individual characteristics of children that
Anteract with various approaches to reading instruction.

K

Carlton, Lessle and Robert H. Moore. "The Effects of Self- ]

rective Dramatizatlion on Reading Achlevement and e
Self-Concept of Culturally Dimadvantaged Chilgren," ;
The Reading Teacher, 20 (November 1969), 125-130, . . .

Carlton and Moore describe the results of thelr study which
was designed to determine whether—greater galns 1n reading
_achlevement and favorable changes in.-self-concept could be .
brought about in culturally dissdvantaged children through the
use of self-directive dramatization. Terms they used in this
'study and their definitions are: (1) self-directive dranatiza-
, -tionélrefers to the pupil's Ws..original imaginative, spontaneous
interpretation of a character of his own choosing in a story
-~ which he selects and reads cooperatively with other pupitls..."
(2) self concept--". what the child thinks he 18,. what he
thinks he can do, and what he thinks he cannot do" and
(3) self directive dramatization period--consisted of three and
° one half months.\ ’ }
The experimental groups consisted of one first, ons second \\

one third and one fourth grade class in ‘allow soclo-econohic

. area schnool with‘an 85% Negro population. The control students

c 102




g S L 99

. .came from other classes in the.same school and from classés in -
another elementary school in “the same. system, each pupil in
the control group was matched with one in the experimental grgup
on the basis of grade, sex intelligence ifore and reading grdde
score. The reading section of the Gray-Votaw-Rogers Achievement
Test was used to measure reading achievement A set of questions
which ldentified negativﬁ behavior was checked for each child
. before and after each drama:ization period t% determine changes
in selfvconcept (experimental group only) | ‘ |
After two dramatization Deriods, the second grade exgerimental
group made an average naading gain of 1.87 which was 62 greater -\
" than the average gain of the control group (p<.01). < The third '
‘grade, with an “average galn of 1 18, made a .39 higher gain
than the control group (p<.02). The fourth grade experimental
i "group made a gain of 85 and the control group a gain of 43--.
~ the .42 ifference in favor of the expprimental group was sig-
‘nificant at the .02 level The first dlhde children were not
‘tested in reading during the first semester. -Their scores,
b : therefore, reflect only the galns during one dramatization period.
The first grade experimental roup gaineé‘i ‘13 in reading achieve—
ment to .24 for the cgntrol ngES? The .89 differéhce in favor
of the experimental g oup was significant at the .01 level ' ‘
Changes in self—concept were measured by the decre 52 in .
the number of checks on each child s self- concept questions.
Children in al&\grades :showed a decrease which was interpreted'
P

to mean a gain inj%elf-concept for the children. : T ,
A , ! “
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“The authors conclude that thelr .results ", .may well be

ra breakthrough in the effort to help disadvantaged children

. make more rapid progress in reading." ' TS -:,* ('r

Oollier Marilyn "An Evaluation of Multi-Ethnic Basal Read
Elementarx English 44 (Pebruary 1967), 152-157, . .

‘The- author examined 25(21rst-third grade basal reading

books from four publishing companies (all books were published
after 1960 and before May 1965) in order to determ]ne whether | \
the storieJ presented‘hon-Oaucasian characters without stereo- B
types 4nd as equal with white characters. In order to evaluate
the books, a list of 72 "yes ppr' noﬂnqub4|}ons was prepared Thé
questions - centered around ten categories such as race, neighbor- ;
hood. family, occupations, etc. . T ' i‘ B
Collier reports the books' treatment of characters. under

each category, it only some of the more important conclusions

A ]

will be reported here. She found that each series presented y

Negroes of: only one socio-economic class, whether 1% ‘was lower

i .
class, middle class suburban, or wﬁetever leading her to suggest e

that Negro children of more than one socio-econom ¢ class could
Hot easiby identify with the characters., None of the stories ~
attempted to present problems which could occur becaw&e of race
differences. Theréfwere few~stories dealing with other ethnic
groups\ than Negro.‘ The stories seemed to present children in
,idealis ic situations--they wére well behaved, always 8 led
_argument verbally,\?tc._ Nbne of‘the families_had only one'
parent'or.a'step'parent and only»one portrayed an-extended family.'
. - _ : R

i . .
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4 . 15-111 of the series, there was respect shoun to minority
”“group characters by Oaucasians., , :
\s" Criscuolo, Nicholas P." "How Effective Are Dagal Readecs with
?;:;;;al;ga??sggzagggged Ohildren? glgmgntggx‘ggglis? 45
This article reports ‘the maJor findings of a study con- __ _
v ducted to determine the effectiveness of basal readers with
| culturally disadv:ntaged children. Eighty—seven children from .

'\ two' schools wene studied--one with a- lower—middle class popula- °

Jtion and the other with a lower—lower class population. ’
Bmxty-four er cent of the children were Neg;E\Pnd 36% were - .

: paucasi In each school, one class used a bﬁFal reader 'and |

¢ ’compIeted e skill development Section and the enrichment ;:

activitles, while another third giade class_ used the same basal
series, completed Qhe skill deveLopment”section, but did not - \
do the enrichment activities. ‘The latter group (the aceeleration

approaeh 'group) covered twokof the basal readers in the time
N

n

savedfby omitting the enrichnent acti?fiies while the enrichment 'ﬂ
approach group oovered only one. \The study was conducted over

a six-month period., Pre- aéd post-test sesres were obtained

using the Metropolit. ading Test. Th enrichment approach

for both schools produced a average me growth of. 6 1 months

- on the two reading subtests, while the a éeleration approach

o

‘3?oduced an average of 3.2 mohths. _ . -

On the basis*of his findings, cr{;lunlo believes that use
of t basal reader'ﬁill produce satisfactory reading achievement
-if used ‘a sufficient amount of time to allow for complete'

. mastery of reading skills. ) S . : 4 e
. 195 ' |
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Davis, Allison, ‘"Teaching Language and R ading” to Dlsadvantaged
Negro Children," Elementarx glish 2 (Novamber 1965),
79* 797.

[ .

b The author advocates shifting the emphasls from feading,

per se,_to\language and cognitiue deVelopment duringi e K-3
years. She believes that this uill‘re%ult in more rapid learning

of vocabulary and syntax'which in turn, wkll providg the founda-

[

~

tion for the\zuccessful mastery of reading later on. The K-3

program st »ul¥. emphasize activitles that teach childrén to " |

A
observe, classify, reason, and express themselVes verbally. h
.This 1is. best accomnlished by the use bf pictures, ob ects, “
audio- v%fual alds,’ etc. that will give the child an opportunity
ijnto expand his vocabulary and learn cogn tive skillsqgs he engage

in problem solving-activitizg related to these: stimuli‘/PAfter
the child has majii;:d/a/ﬁasic group of “words and concepts, he
is introduced Yo ative through stories. The stories (which
may be read. to the child, dramatized presented on records, etc y
’/ﬂgﬁﬁ to encourage the child to extend his vocabulary and -
“increase the complexity of his thinking. When the child is
ready to read, the author notes that teachers must exert an
effort to select stories which will meet the interests of
~disadvantaged children--they are hard to nd.

Donelson, Kenneth L. and Sharon Faggan., "A Selected Bibliography
' for Non-Middle Class Children, Grades 6-10, §lemen§arz ‘
English, 44 (December 1967), '856+861. .
The authors present aﬁlist of over 75 books with non-WASP
and non-middle class heraqes. Brief annotations arg_inﬁluded

In their discussion, the authors warn teachers against using:

\\
.
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the. books for indiscriminate bibliotherapy or limiting classroom

reading to these books alone,ﬁre\\rdless of the ethnic or &

ocio-economic ‘background oﬁﬁ:he students.v He also includes SRR
li t of several othdr sources, that might prove helpful in ’
supp"ying titles ofwnon-middle class oriented books o

wards, Thomas J. "The Language- Experienge Attack on'Cultural
DepriVation," The Reading Teacher, 546-551 and 556.

e " Of all the problems .encountered by the culturally deorived
child,. Edwards believes the following constitute- the most serious
‘ handicaos in the development of communication 8k1lls and
\\academic-success.' restricted background of experiences and °
/\ concepts, cognitive stagnation, and oral language deficiency
‘ including problems with perceptual distortion, vocabulary, and
syntax. - 5

A ook

He believes the language-experience app ch, used frequently

with young children, but seldom with older o”?', is)a very
effective method for dealing with these problems at any age
level. 1It- ...inVolves the teaching of an array qf thinking and

iscussion setting centering around a,topic-

language skillls in a
(preferably controversi ) whie Ris anchored directl} in the
experiences and int resjs | Hee group. " The apprgach isbvery
flexible- allowing 1t to accommodatevarious age levels, teaehing
aids, resource mat nials, .and classroom sizes,.

' " The author suggests guidelines for implementing the -
language-eiperience approach which cover topics of discussionf
the teacher's r%le, the sequence dé instruction and &ollow-up

activities TR !
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Elkind David and Jo Ann Deblinger. Perceptual raining and
: Reading Achievement in Disadvantaged Ohildren," Ohild'
‘Development, 40 (March 1969},. 11-19.

The author's interest in Piaget S8 ideas concerning the ' b.-.
decenf&alization of perception led them. to devise thgs study a_.' .
in which the trained an experimental group with nonverbal ) )? v )

‘ perceptual exercises and a control with a commercial reading
program in order to compare subsequent reading achievement
M.Both groups were comprised 6f second-grade , inmer-city ‘Negro'
Ichildren and were submitted toetraining sesslons of half an
hod;; three times a week for- fifteen weeks..,Twenty-nin \§ - 7;

-

subjects were in the control group and 25 were in the eXpenimental '_.a;
group.  The groups were matched for“performance on tfstshsf | g
perceotual activi® (yéi Picture Ambiguity Test PATI! and the e ‘
Picture Integratioﬁ’gesthI!]) and reading achievement (Porm . {

S

A
W of the California Achievement Tests).: !

The nonverbal perceptual\ training consisted of solving ¥

anagrams, unscrambling words, making symbolic transformationsg

-ete. The children learned the. procedures by observing chalk-

3

/%oard examples-—no verbal instructions were given and no verbal

»

-responses were allowed. The exercises were frequently in the

from of games and competition was encouraged The control 20

[4

. 6 N
group S trainingysessions consisted of & regular reading prograufL

"r“tests run- on the posttest scores showed that the experi-“

mental group did significantly better on the PIT than’, the control?
N\ _ ¥ v

-
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..” group (p<.05). " The experimental group also scored signiflcaﬂtly
. higher on the word form and word recognition subtests of the
Oallfornla lchleyement Test (p< 05). - Differences between
group scores oi the PAT and the Sther subtests of the Oalifornia
thievement Test dld not reach wignificance’ but generally |
favored the experimental group.
- The authors conclude that nonverhal tralnlng in p‘gkeptual
tctitity had a greater effect upon the redbgnltlon of words
.and word form’ than ﬂid the ‘usual type of reading instruction.
+They note that the tralning did not differentially effect reading ﬁ
copprehenelon, but point out that -the exercises were not deelgned
“for thet purpose.

Emans, Robert. - “What Do Ohildren in the Inner City Like to Read?",
Elementary School Journal, 69 (December 1968), 119-122,

Bmans randomly selected eleven girls and eleven boys 1n
i an inner ct:;;,chool who had not started a formal reading pro-
‘, gram to det¥rfmrine whether they preferred the storles in a
multi-ethnic reader with a city theme or the stories in = "
.multl-ethnlc reader with a family-friends-pets theme. A story
“'was chosen from the first grade readers of the basal serles
utilizing the city theme and pailred witﬂ\Bhe~trem another basal
serles utilizing the famlly-friends-pets theme until there were
six palrs of storles. A studef teacher then read a palr of
storles to a child individually and asked him to indicate whick he’

would like to®hear agaln. Using various student teachers, all

story pairs were read to each of the 22 children, controlling

109
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for order of presentation of stbries and the influence of
particular rﬁaders. . - T ;B
_0f. the 132 times the children were asked to 1n§1oate their

preftronce, they chosa the stories on the- family-friends-pets .
theme 80 times and the city stories 52 times.. Thus, the family,
etc. theme stories were chosen aignificantly more often (p<,005)
A replication stud# in another inner-city -8chool using identical
proceduros ‘(except that 14 boys, 10 girls and five grsduate
student readers took part in 1t) obtained sim!lar results-- -

. family, etc. stories chosen 93 times to 51 times fo:\the city
stories (p<. OOI) EMans concludos that the family-friends-
pets théme is more appealing to 1nner-c1ty ochildren, but notos

that art work could have influenced preferences. -

Peldman, Shirley O., Dorothy Schmidt and Cynthia Deutsch.

"Bffects of Audltory Tralning on Reading Skills of nozgrdod‘

Readers," Perceptual ‘and Motor ‘Skills, 26, 1969 467-

After reviewing the literature goncerning the relationship of
audltory and reading skills, the authors concluded that good
readers Possibly function on a hi&her developmental level
perceptually than poor readers. They aQeumod that if this

i1s true, then the use of a dévélophontal auditory training s
program with soclally disadvantaged poor'}eaders should increase
readlng achievement. Their study was designed to test this
assunption. \ >

+

Subjects il‘luded 64 Negro and Puerto Rican third graders

from five schools located in low soclo-ecomomic neighborhoods

(because of mobllity of families this number shrank to 57 then

* 47 and then 35 at the various posttesting éeeslohs). Subjects ,

110
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. ’ -
were assigned to one of four tralning groups: reading training

alone, auditory tralning alone, successive reading and auditory
trefamgor control. Each gf%up met with a tutor f;; 70 minute
sessions three timesa weeply. Pre- and poetteets included .
reading tests (Gates Pﬁimary Reading Test, Gates Oral Reading

; Test Gates Sight Voqﬂbulary Tost and the Rosw¥11-Chall Word '
" Parts Test) and auditory tests ( a battery of 11 tests, nine of
which were designed or modified specifically ror tqis etudx;-
they included sound recognition ‘tests, word-palr, diecrimingtion

teste. attention tests, and memory tests) -,

¢

In attempting to ascertailn the effects'of'time, tutor,
treatment end/qr ethnicitywon the test scores, the authors used
.anely:is b} eovariance. No treatment group's scores vare asupertor
te any other group's. the combined effects of time and tutor
o, eignifigantly influenced only one veriable. the Phoneme Test

(p<.10). There were significant treatment by tutor effects for
four of the reading scores and six of ;;e auditory scores (p<.10).
The combined g‘fects of treatment and ethnicity were also _
investigated. The authors found that the Pﬁ%rto Rican children.
who received only auditory tralning performed significantly
better on the reading tests than did the Negro children who
received only auditory training (pe.01), but the Negro children
who recelved only reading instruction perforﬁed significantly
better than the Puerto Rican children who recelved onli_reading
instruction (p<.0!1). The authors suzgest that Puerto-Rican

chlldren were learning English as a second languace and,

o . 111




therefore, benefitted from the auditory trainingy _
Negro bhildrén may have been confused by .the audlt tralping <
because the sounds they 1éarned were similar to, 6ﬁt still
different f;bm, those in their own dialect. '

The authors conclude that 11ttle evidence was obtained to
‘'support the hypothesls that a developmental auditory. skills program
would increase reading achiﬁyemqu. Ai%hough 1ntergctlon
effects were revealed among tutor, tiﬁe, ethnic gro&p'an@
treatment variables, nome of‘ the treatments alone was effectlve .
in increasing reading ;coras. « They discuss the timing of 4
intervention programs ®nd suggest that third gradé children
may be past Fhe oﬁpimal age for having a basic skill, such aB
auditory discrimination, generallze automatically to reading

skill.

LN
Ford, Robin C. and J.Koplyay%lilren's Story. Preferences,"
The Regding %eachar, 22 ember 1968), 233-237.

‘ ?he authors attempted to determine the story,preferences'
of 169 suburban upper-middle clg:s children and 204 urban
Negyo lower-class children from grades K-3 by the use of a
nonverbal }est. The nonverbal test was used so children
could nof/be influenced by other childrien's repsonses or .
teacher reactions. ~jT ) ' |

Ten pictures in each of six categories (children in

general, children in 1iner-c1ty and ghetto areas, Negro

» ‘
heritage, hlstory and science, animalst'anq fantasy) were

entered 1n a booklet in random order and presented to each child.

e :
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‘o

The child was told to circle theptcture (four were on a\\page)

) ; o Cen

he liked best and' “x". the picture he ;3ked least on each{page.
N \

Several sentences portraying the acﬁion in each pictﬁre were
AN

also randomly mixed and read to the second and third grade
/

children who were asked to circle and "x* the sentences in -txe

R e

‘same way they did the pictures. t £ k’_

The percentaée of "times nost liked" givep picturesein

-
..

each'category‘ranQed as follows: .Negro heritaq , 19%: ghetto Y

e d |

iJEhildren, GSi:ohistory and science, 59%; childpen in general, 46%;
fantasy,.33%'aand enimals 22%. The chi-square value'dt 36.70 '
with 6 degrees of freedom is statgftically significant at the

v

.01 level. LA breakdown of categories represented by the ten pic-
tures most liked showed that five of the ten best liked beldnged ,‘5
in‘the history-science categor&. Of the ten &ost disliied, four
releted to fantasy and four to animals, 4 C

Second and third greders' responses to the.sentences showed
tnat Negro heritage was most frequently chosen as liked end fan-
tasy was most frequently chosen as disliked. ‘

In their discussion, the authors point out that these
results are contrary to those of earlier studies (Witty, et. al.,
1946; Narwell, 1958) which found that middle grade children
preferred animal stories, humor, and fantasy. They suggest that
television may be instrumental in bringing about these changes,
‘They also warn that the :%nll number of pictures and sentences

* o

used, coupled with a large number of uncontrolled variables, may

have 1nfluenced the results,
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Hanson, Parl 'and Alan H. Robiﬁson. "Reading Readiness and
Achievement of Primary Grade Ohildren Different a
Socio-economic Strata," The Reading M 21 >
(October 19679, 52-56 and 79, | s

L
The authors compared the performance of Negro disadvantaged
children, average, middle-class children, and advantaged '

B children from K-) on the Goodenough nraﬂrd-xan Scale, Hetropolitan

q;dinese Tests, and Hetropolitan Achievement Tests. . Sample

28 in each subgroup were smaIl, ranging from 13 in the average

second grade group to 43 in the average x group. Differencea \

in intelligence, reading readiness, and reading aohievement

test score\ﬂong the subjects of different socio-economic .\

strata at. the different 8rade levels weré compared by anaiysis )

of variance using .05 as an acceptable level of confidence. o
Advantaged kindergarteners scored significantly higher

than the average? and the: average soored significtntly higher _

than the disadvantaged on %he Metropolitan Readiness Tests.

The advantaged K group also scored significantly higher than ‘the

disadvantaged group on the Goodenough Drawa—Man Scale. No

significant differences were found in the performance of boys

" and girls at the K level, -
.The first grade advantaged group sco;ed significantly

above the disadvantaged on all- tests an}’significantly highér

than the averacze on the Draw-<A-Man Scale and the Met, Readiness

Tests. Average s}bjectﬁ outperformed the disadvantag::@.the

Met. Readiness Test and - two sectiona of the Met. Achiev h@kn .o

5 -
.Tests. Once again, no significant-differences were found in the

' : - -

i o -
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performance of girls and boye. d
-, idvantaged second graders scored eignificantly higher
than the disadvantaged on the Draw-A-Man Soale andlihe )
Met. Achievement Tests. The scores of advantaged subgebts
on sections one and three of the Metropolitan Achlevement Test.
uere also significantlyiabove those of the average subJects. ‘
Average subjects scored significantly higher on the Dfaw-A-Man
Scale than the disadvantaged. Girls’ scires were- significantly
higher than boys’ on the Met. Achlevement Test. ' »3
Ldvantaged third graders, once agadn, scored aignificently
higher than the disadvantaged on ‘the Draw-§-Man Sdale and theihr
Met. Achievement ‘Test. idvantaged subjeats' sceres were also
significantly higher than the average subjects' scores on- the
Met. ichievement Test. The average groep scored eignificantly
higher than both other groupe on' the Draw-A-Man Scale at this
'level The average group also scored significantly higher
. than the disadvantaged- on section one of the Met. Achlievement
Test No significant sex difrerences were found in scores at
the third grade level.= _ 3
The authors conclude that the advantaged outscored the
disadvantaged on all tests at each grade level--they entered ’4
the primary grades more ready to read and increaaed the differ-
ence at each gr&de level. Differences between the advantaged
and average subjects were smaller and less uniform, but the
advantaged group appeared to be more rea“ to begin resding
instruction, and were ahead in reading achievement in the
, 115 : J
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second and third grade>, - 7
Differences were-iess .pronounced between the average and

dlsadvantaged subJects, but the average group seemed to be i}{ .

more advanced 1n\word dlscrlmlnatlon at ‘the flrgt grade level '

and in word knowledge at the first gnd . third grade levels. Y

Harris, Albert J. and Morrison Coleman, "?he CRAPT BroJect. .

v g}glgzé Report," The Reading Teacher, 22 (January 1969),

This article reports the results of

| the ORAPT (Comparing v
Reading Approaches in Pirst Grade_ Teadhlng with Disadv

by two baslc approaches. Skllls-Oe
The Skllls-Centered &pproaohew %

The Language; .

.;u -

‘a Basal Reader ethod and a‘%honi

Experience Approech was dlvldohigito an Ludi isual Method and

a regular Language~Exper1enoe Hethod Over 1000 children )
partlclpated through the firs&“%rade, 656 through*the _second
grade, and 1128 were located in the third grade follow-up. In

a replication sﬂhdy. 680 chlldren partlclpated through the rirst
year and 402 through the second. Some of the more important

flndlngs were as follows.

(1) 2he differences betweena:ean readlng scores within each
method were greater th those between approaches. and methods . -

(2) " xlndergarten chlldren had oonslstently higher scores than

; = non-kindergarten ¢thildren on the first grade pretests and = ) -
on all sets of posttests; differences tended to increase
through the ‘third grade. v o

(3) Children 1dent1f1ed by their teachers as being early readers
at thé beginmipg of flrst grade surpasged the total popula-
tlon on the pretests and ‘on.all sets of posttests. .They

e
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. scored well above grade norms on all reading tests by the
$ ..end of third grade.. . , -

'Pupll aQtltude towaxd readlng was essentlally similar in all
methods "after the first year. T

1 . \ ¢
Girls tended to have sllghtly higher means on some readiness
- tests- and boys on others. Achievement differences in favor
of girls tended7tto increase during the seqpnd and third
grades and were substantial.by the>“end of third grade.
Third gradﬂ/scores were higher after the CRAFT project was
undertaken than they were ,in the same schools before the
CRAFT pro;ect. - . ')

As a result of these and other ftﬂﬂlngs the’ authors make.

N 1 .
) ! the‘£9}40w1ng recoﬁ%endat1ons. - ) ©

(1) The teacher seefled to be far. more 1mportant than. the method.
Therefore, in-sérvice workshops and expert consultative
help should be. pro ided for all teachers, - -, ¢
(2) The authors recommend that éforts be made to try to determine
which combinations of instructional componerits are most
‘suitable for use with the disadvantaged, rather than con-
tinuing to compare comp nents of instructlonal approaches,

;ﬁtﬁ” (3) Klndargarten

activities fo

grams\shouldvlnclude sequentially planned
he development of reai}ness.

(4) It should be défgrmined whrther évcontinued involvement of

teachers in the experimental use of new materials and
methigis will continue to “bring about pos$itive reading
results. ' ’

. . -~ ‘
. {(5) Research shoulgd be done to determine why a signific¢ant
-~ ) relationship ‘-between teacher satisfaction with a method

and her results with it was obtained.

b
(6) Research should be done to determine,the‘most efficacious
ways of instructing digsadvantaged boys. ,
Hollingsworth, Paul M. MCan Training in Listening Improve
Reading?" The Reading Teacher, 18 (November 1964),
121-123 and 127. ‘
| 3 . ~
This article is a review of 16 studies done between 1940 and 7

]

: 1962 that:dealt with the interrelationship between listening
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Holmes, Jack A. ‘and Ivan Rose, "Disadvantaged Chlldren and the

‘students were Mexican-Americans. Theﬂtwd,grou 8 were matched.

8 j . . ,

‘V | \\L_ S .o \ ‘ ‘14

2

and reading, and with listening and its effects -on reading.
Hollingsworthf:z;:ludes that they show tha% reading ability
can be lmproved by improving listening ability. .

Effectiveness of 1.t.a.,’ The Readigg Teacher, 22(January .
1969), 350-356. . . .

The authors report on an experiSBnt "in which 486 disadvan-

taged first graders were taught to read by 1.t. a. and 542 by

‘a traditional,orthography (t.o.). Many 9of thase.disadvantaged ’

b .
for IQ aﬁg reading readiness. ) .

o oo
At the end of the year, 37% of tJC *.t.a. plls were
reading ‘above grade level cempared Xo seven perccent«of-the

t.o. group. Pourteen Rer cenit of the 1.t.a. and 19% of the -

t.o. gl » however, ‘Were reading at pre-primer‘level or below.- 3 ﬁ'
Diff nces in thefmean scores of the two group\lx7/the“’ anford
Ach fevement Test favor the, i.t.a. group (p<.01); Wowever, data

corr tiges based on the pre-test scores had not been dohe. \
o The authors conclude that the children who.were ready to
read made’faster progress in 1. E'a. than in t.o. The relatively
large number of children reading below grade level, Yhowever,.
indicates that no method ig beneficial for children who lack
readiness skills. The aut ors point out that of the 28% of v
Mexican-American children reading above grade level in the i.t.a.
gr;up. nly two per cent were Spanish speaking compared to 209 -
who were English speaking.

The last part of the article is devoted_to'a discussion of

]
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’what’ban beidqn: to prepare'edﬁcationally‘disadvahtaged'chilﬁren'x
for feadldg; They belleve that the most serious inpddguacies

of disagv;h%aged childreﬁ are in ,the ;fta of language evelopf
ment;- and re;ommend activities té develop language abllity, L
vied:i and uditory perception and reasbﬁzgg\skillh.'

Keener, Beverly M. "Individualized Reading &nd the Disadvan-
, . taged," The Reading Teacher, 20 (Pebruary 4967), 410-412,

The author belleves that the advantages Bf an individualized /
épproachfto reading lend Yhemselves particulérly well to teach- ‘
1ng.the'd1sadvantéged. The s;lfpseleqtion prihciple_alipws thé: 1
child to chooselstories fgatg}ing miﬁbriﬁy groups, an -urban
environment, or other‘themes'thal may tend to make the stories
more 1ntere$t1ng to him than those in a basal reader. Studeﬁt'
written ﬁaterials can also be added to the classroom reading(

: eollection. _ IR ’ N
The self-pacing aspect of anlindividual zed'reading program
elimin#tes the "ge;ng in the low g;oub"&stégéa. A sense of |
1inportancé and. worth can also b’ Blven to the child as the’ teacher
opserves and pralses each degree of progress he makes, and as
the child pérticipates in projects to share his bbok,'e.g., art
" projects, dramatizﬁtion, ete.

Keener devotés:a section Bf'tﬁts-érticle to suégegtions

concerning classroom organizatiéh and réadigg“related activﬁties

to be used in the individualtged reading program.

Ornstein, Allan C. "101 Books for Teaching the Disadvantaged,"
Journal of Reading, 10 (May 1967), 546-551,

Thtg list was designed to help teachers locate sﬁpplemeptary

A N
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reading books for the urban disadvantagsd Ruerto Rican or

Negro student. lccording to the author, the books ﬁ,..reflect‘
the roleé ‘and contributions of the Negro ahd Puerto Rican in our . .
culture, they enhance the essential dignity and integrity of
minorities, they providé appreciation and understanding of x\
minoritiés, and they promote brotherhood " Each bdok 1s' <‘
designated for htther Junior-high school students (books rqﬁée'
from fifth to ninth grade reading level) or high-school‘ |
students (boots s .t‘{rom eighth grade level). Some books

should,.thereforet.be appropriate for upper elementary students

-reeding at or above gradellevel' The books are listed under
“the following.categories: The Past Re-examined -Current -
Literature Whigh Reflects Our Natlonal' Challenge;,ngic and
: Art; Poetry, fheatre and Ilterature; The Sports rld; and

Fiction and Short Stories. ‘Prices of boolts pre given.

Packer, Athol B. "Ashton-Warner 8 Key Vocabulary for the
Disadvantaged Ihe Reading Teacher, 23, (March 1970)

In the Ashton-Warner approach to beginning reading, the

child 1s asked to tell the teacher what words he would like to '
learn that day. The teacher prints the word (or wo\ds or phrases)
on cards for the child who then traces them with his finger,
covles them and reads them When the child has developed a
sight vocabulary of aroundt 40 words he 1s encouraged to write
stories using his words. BRe cont ues to build his sight vocab-

b v,

ulary in this manner. Thus, 1t gs- cbasically a language-experience

approach to reading. (For a complete descriptiod of this’approach

. e 120’
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" see dshton-harner,*Sylvia. Teacher. New York: Simon and

¢

Schuster, -1963. ) ' , .

/“?acker%compared the vocabulary requested by/disadvantagad

"children in four/cities (Philsdelphia, Pa.; Jonesborp, Ark.,_-‘

Yakima, Wash:;,and Jacksonville, Pla ) to the\vocd%ulary presented
in the preprimers and primers -of ths four basal reading" series
used in those citles in ord%r to determine whether there was a B
significant difference.. ‘Racial compositidn vsnied in the class-~ ;
nqpms under study in the four cities, but the maJority of childrend?
were black, with other ethnic groups represented in some cltlies. - o
Hords rejuested by the children (i e., "key vocabulary")
and - those preseqtedvin the basal were divided into 14 categories,

e.8., person 8 names, fear, sex, locomotidn, animals, etc. The'
0 AR ]

pgrcentage of words 1y/each category was computed from*the t::ilj/
words requested in each city and then compared to the percentage
of words in each category computed from the. basal used in that
citg. Percentages for each city were placed in rank-ordsé and
the_So%arman R corrélation'eoefficient’was obtained. between the g
key and'“ basal for each cit%. The 6hly positive correlation
significant at the one per cent level between the key words and
basal words was found in Jacksonville. Key vocabularies fro?

the four cities were also correlated. There was a significant
correlation at the one per cent level between the Philad;lphia

and Jonesboro words and between the Jonesboro and Yakima words;
but generally, the data suggested that ‘the words asked for in

"

various citles were different. - : -
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- The author concludes that the woiEs children request to
learn and those presented ‘An the popularlbasalureaders areﬁ -
significantly different, She pelieves that gehe requested. words K
are more meaningful"to them, and thue, it may  be easier for

o

7
some children to learn to read hy the Ashton-Warner approach

‘\-

. Platt, Penny. "reaching : Beginning Reading to Disadvantaged -
Children ‘from Pictures Children Draw," in J. Allen Figurel

; " éga&Arie_aI—(n:ll%ex_:%%oigi §2:d?ﬁgz_:§:_gon,ufg;gk'an-9o
o The‘%uthor, an art teacher in the Hashington, D.C. schoof’
systeg began an experimental reading program after becoming
puzzled by the reading failure of many lower greéie ghetto
chIid;en._ She had observed that.their drawings exhibited’ the,yf
skills usually considered necessary for success.in reading -
(e.g., ability to organize/thought ht a logical and orderly

‘manner) and ‘Wwere\ as skilltully and easily executed as those by

children in middle- cléés schools. ‘“,ﬁi

.
r

{¥r3he, and readine teadhers who participated begam- o
by writing the words for the objects portrayed in each child'

picture directly on the picture as. ¢iosely as possible to the
' objects.’ Children immediately began requesting more words ‘and’-
———eopyiag the woﬂgs already writgzn on their pictures. “She thén
handmade 50 ‘primers using only the initial sight vocabulary >
. from the children's pictures for the, PT imer. Gradually,
additional-vocabulary.derived from the Dolch'list was lntroduced
(with preference givenpto rhyming words) uﬁff;,by the end of
Book Three, 230 words had been introduced. The children's.

i
.

uoo. > .
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111ustrations were uged in these primers. After completion of
these primers, the children were started in the first reader of
- a basal program. » .

_;;’. : Platt reports that th; children who began thie experiment
1n September of 1968 were successfully reading in the first
basal reader by March of 1969. KNo standardized tests were
administered, but she reports that children performed success—
.fully on teacher designed tests. No inrormation is given on
the number of ,pbjects in the experiment readinespazest sco
reading achievement test ecores, etc.

The author claimssthat her method has provided a successful'
- beginning-to-read experlence for the children, and cites the ‘

following reasons for this success: (1) readiness time. was J

minimized By utilizing the child's own experiences as a basie

for reading, (2) the learniné to-read task was made easier
beeeuse fhe child knew in advance the concepts he womld read
about, (3) the author's preprimer elimimated_poesible conrusion
between words in the text and the objects in the pictures, and

() an easy transition from drawing to writing to reading was -

provided. — |

Roberts, Hermese E. "Don't Teach Them to Read, Elementary
* .+ Bnglish, 47 (May 1970), 638-640.

The suthor 1s strongly opposed to delaying reading for
NSE epeaking‘children until they acquire a working knowledge
«#f standard English. She recommends an earlier imcqptiongof the
reading proéram which woule include beginning reading readiness.
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activities as 'soon as possible (preferably at the preschool

v TS

level) and beginning reading instruction as soon as the child
is ready<\\éhéﬁoutlinep the following approach to teaching

reading. -

(1) 1Identify the concepts from the black culture that have
crucial relevance to language and reading and utilize .
them (and the accompanying vocabulary) to provide the
student’s initial decoding experiences and, then, grad-
ually bring Mim into formal. reading. Parents and com-
munity members can assume a large rol.'in this aspect of
the program, ' v

(2) Use a child's experiences, stated in his language, as
reading material. .

(3) The apbroach to teaching reading should be language
¥ oriented--listening, speaking, reading and writing should
be related in. all school activities. ‘o

(4) Make him aware of other social dialects to develop through
books, T.V., role-playing activities, etc. -
. o

(5) Encourageghim to write his "books® and stories in standard

( English so that children who speak this dialect can read

‘them, "

. The author believes that this aéproach builds on a well-
established 1angﬁage foundation--that of the child's own culture.
-1t also preserves'the child's self-concept, introduces him in a
natural way to other dialeéfbr‘éiicits p&fentlghéaéé;ﬁﬁniéyjégfg
ticipation, and avoids the feeling of failure that would result
from preventing the child from legfning éo read ;hile,teaching, a
him anotber dialect.
Rosen, Carl Lf "Poverty Children and Regding Curriculum Reform:

A Broad Perspective, "Educational Technoloqy, 10 (May 1970)
38-45. "

The aim of this article is, in the author's words, to

"...req.'w the traditional in education, analyze the present,
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and offer some considerations for future eduoational“curricnlum
reforms...". The traditional approach to educating poverty
children has demanded that the childrén’conIOrm to the white, 5
middle-class school systemfwitn its prescribed curriculum;'beha;l.
for norms, and rizid schedules. When the behavior, customs, .
attitudes, 1anguaée, beliefs, fand habits of povertjchildren |
do not fit into this mold, the children are often_disciplined
harshly and iri-tten off as unable to learn. No attempt is
made to adjust the school to the child, and teachers or admin-
istrators who would try are usually censored by the educational

establishment

There is a discussion of the "Great Society" years when

1unprecedsnted amounts of money were poured into programs for

the education of poverty cﬂildrsn. The author discusses several

of the reasons for the fallure of th:se programs to live up to

thelr grandiose designs, but the most basic seem to be a lack

of understanding of the depth and nature of the problemg_involveg
and an atheoretical, poorly-planned approach to solving'tnem.
~-Baving-argued thet -massively ncrewsed federal Findlng
alone did not, and will not, establish equal opportunity for
poverty children, the author gives his considerations for
curriculum reform that will help oring about better education
for them. He contends that the deficiency-deprivation model
has been used to explain failure too long, and that the impact

of cultural differences has, until recently, been ignored.

ﬁe‘a¢¢ocates conducting studies to explore the effectiveness
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of teaching reading in the child's native languagé‘or dialect,
and providing an atmosphere .in the schools that will allou and
Irespect cultural differences.
The educational establishment must be reformed in order to _ -

allow minority groups to make decisions concerning the education

of their children. Schools*must come to value creativity, spon-

taneity, and the normal behavior of children over conformity and
regimentation.

Teachers must be rigorously trained to work with culturally

diff rent children. They must know apd understand the children s .
culture and language. Their training in the téaching of reading

must .reflect the fact that reading is not a separate discipline

but rather a'language experience: Their methods must emphasize

problem solving rather than rote learning and must focus on the

child and his development before books equipment, etc.

Educational research must also be redirected in order to help

solve the problems of poverty children, More attention must‘fe.

given to developing theoretical models of reading and understand-_ L
| ing the reading ‘process itself. " The differences in minority
children must be identified and the possibilities af changing
the schools to accommodate the differences must be explored .

-

.Rystrom, Richard "Dialect Training and.Reading: A Further \
Look," Reading Research guarterlx 5 (Summer, 1970), 581-599. -

Rystrom's study is a replication of an earlier study con-
ducted in California which found no relationship between dialect

and reading achievement. Three hypotheses were tested in the
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preaentv%tudyf (1) Begro chil{ren can be taught-t%'use features
of ynite’speech which do not obcur “n their native dlalect,
(2);£nowledge of this additional dimension of dialect will
have a po?itive and significant influence on word reading
scorqs,,and (3) the use of phoneme-grapheme controlled readers

>will have aypostttve and significant inrluence on- word reading
* scores. - ~ i o
The . ﬁpbjects were first grade students in an all-Begro
school’ iﬁ”rural Georgia. Pour claeeee, each of which had 30

:students, partbntpated in the semester long study.. The four

A‘\
X,

clagses formed the following groups: (Bi)--recelved dialect
training and used a traditional basal reader; (E2)--received
dlalect training and used a linguistic basal reader; (E3)--
 recelved no dialect tralning shd used a linguistic basal
reader; and (C)--recelved no dtalect training and used a
traditional basal reader, . thue r:’r.n:zn'etitut‘;}ing a control groupo
The dialect tralning groups received. drills desligned to teach v
the third person marker, terminal consonants, and terminal .
clusters 20 minutes. per day. .for.the .80 daya.in.the“aecond.
semester. During this 5eriod tneigther two grouns were taught
language skills, but received no dialect training. Teacher -
effest was controlled by realigning teachers .and students for
certain phases of instruction. The instruments used for both
pre- and posttests were The Rystrom Dialect Test (1969) and
_ the Gates Word Reading Test (1962). Reading sections of the
Stanford Achievement Test (1964) were administered as posttests

A
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to provide an ifidex of general :reading abllity. Analysis of

. ) . ‘l.
covariance_w:7/used to evaluate the test results. L

. ' 4 e *
/t.results were analyzed according to which tex}
was used (Hasal or linguistic), there were no significant

differences between groups except on the Paragraph Meaning

subtest ofithe SAT which favﬁ?%d”tﬁé'basaihgroab‘(p<.o1). -
Results onithe Gates Word Readling Test showed that the two

groups thaﬂ recel d no dialect training performed significantly

better thar the tw: groups that received dlalect training (p¢.01),

Rystrom therefoge eJected all thrﬁoﬁpypotheses.
He alsh falled to find signiticaét interaction between

particular ueachers and the experimental treatment they

conducted, mxcept for the decoding performance of the control -
i

‘group (as mepsured by the Gates test).

He concludes ‘that dlalect tralning does not significantly -

_increase the raading achlevement scores of Negro nonstandard
dialect speaKers, and may cause confusion in learning phoneme-
espondence.

se to this article was written by Kenneth S.\
Goodman ("D1 .
Reading

Rystroum did

ect Rejection and Reading: A Resvonse,"

irch Quarterly 5 , pp.600-603) who claims that

Rese

t delanatrate the extent to which dialect

interferes wilth the reading process,adpuberthtended to do.

- !

Instead. sayyd Goodman, he assumed that teaching black
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children a few tbatuzes of standard English would improve their
reading acHi vement. He charges that Rystrom did not use
effective approaches to teaching elther standard English or
reading,‘and'consequently, merely confmsed his sub jects.

Venezky, Richard L. zonstandard Language and Reading,"
Elementary English 40*(1970) 334-342,

AY

Venezky's article deals with approaches.and'materials in
teaching»reading'to childrenhin two situations; one in which
there is a language difference and the other in which'there is
a dialect difference. In discussing teaching reading in a
situation where there is a 1anguage difference, he compares the

1,

native literacy appreach with the standard aoproach. The
native literacy approach is based on the assumption tgat'one
should first learn to read 1n the native language,. thea (or
simultaneously) learn to speak the national language, and

. finally learn to read the national lan;uage. The standard
approach is based on intensive oral language instruction in the
‘foreign language prior to the teaching of reading. v

Venezky draws his conclusion that the native literacy

approach has not been proven scholastically superior to the
standard approach, from the results of several studies which he

-~ briefly lummarizes. Because the native literacy program has
not resulted in superior reading achievement, Venezky believes
that the tremendous expendi tures. necessary to develop the

materlals, traln the teachers, and design the testing pro-

. cedures cannot be Justified.
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- vocabulary to rerlect the environment of the child. Venezky
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The standard approach. on the other hand, has the advantagegj‘

P
P

readlly learn new languages. Theoretlcally, at least, tKL uer_\
of established teaching teohniques and‘materzlls constltu%e
another advantage. ‘ S d'w' N }.'
. The teaching of reading to dialect speakeng also poses
problems ln selectlng approaches and- materlals. The materlals
5,

could be handled in three ways: (1) they could be writtep in #
the dlelect of the child, (2) the present standarg language ‘

, : %..
materlals could be used after teaching standard English, and %,‘

(3) standard English materials could be modified in content and{t

dismisses the firet alternative as having few merits and °
many liabilities,t.g., doesn’'t lend 1tself to lntegrated
classrooms, too much time and expense involved in teacher tralns {
ing and preparation of materials, oppositlon of parents and ‘ ﬁﬁ;
teachers, etc. He belleves the second alternative is more
practical than thehflrst, but not completely satlsfactor}. 6%&
The basic objections are the necessity of knowlng the culturejfd i
as well as the language of standard speakers in order.to makgi‘%g%é
reading a familiar experlence and the problems posed by an |
integrated classroom.

The third alternative, which he considers the best,
could be implemented in a "Oommon Oore Lpproach." The reading

materials could be based on a school subject such as sclence

or civics, thereby minimizing diglect and culture differences.

. . I3 N

)
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He does not believe that syntactic forms in many nonstandard

,. English dialects would be different enough to cause a signifie

' cant ;eading problem. An 1mportant_factor 1n.thelsuccess of -
this approach would be allowing the child to translate from
standard English to his own dialect.

Whalen, Thomas E. "A Oomparison of Language Factors 1n Primary
Readers," The Reading Teacher, 23 %u Mgrch 1970), 565 570.

-

The purpose of Hhalen s study was to determine whether the
o -first year reaaers in the Bahk Street Basal Reading Series
(often used with culturally disadvantaged ‘children) were as
_difficult to read as the fifst year readers ln another basal
program, the Harper and gggmggg;g\neadigg Program. The first
prelprimer, second pre-primer, primer, and&ffrst reader fpum"
each series were compared on the basés of number of 1rfegular
- word occurrences, number of different words, avefage sen@ence.
length, and average word length. ahi-sqgare tests were parformed
for'different words and 1rregular.words, and two-tailed t-tests
were made- for average sentence qu average word length. (p<.001
" or p<.01)
, 1, Results showed that the first and second pre-primers in the
- Bank Street series were significantly more difficult on all
variables except number of different words in the first
pre-primer. At the primer and first reader level, differences
‘ were not as severe though the Bank Street books continued to

use more words and. longer word length.

The author concludes that the Bank Street Series is more

<131 ' ,




difficult to read .{¢¥pecially at the pre-primer 1ejei), and -

' therefore, questione ite’use with culturally disadvantaged -

childrenkyho may. have language d;eaoilities.and-thga need a series ' *

which fea&uree'fewer words, more repetition, and fewer |

irregular words. He notes the need for more research in o

- order to determine whether other variailes;'notﬁincluded in ﬁﬁfff“

-thls study; outweigh the linguistic evidence againet using this

.seriee with the dieadVantaged

Hilliams, OCharles, Alden S. Gilmore and Leslie P. Malpass.
"Programmed Instruction for; Gulturally ‘Deprived Slow

Learning Children," The Journsl of Special Education,:
2 (Summer-Fall 1968) “A421-328, =peciel *_-.’

The purpose of this study was to determine the effective-
ness of programmed instruction (PI) in supplementing regular
classroon reading inetruction for dieadvantaged, eloﬁ Iearning
‘8students. The second grade eubJecte had to have a teeted IQ |
between 76 and 90 be at least six monthe retarded in school
achievement and come from a home and neighborhood claesified
as "marginal in economlc circumstances" to be included in the
study. The 45 subjects (25 boys and 20.girls) were divided
into three groups and received the following treatment: .
Group. H--received PI from 8, teaching machine; Group W received
the same program content as Group M, but. used a programmed » 2
textbook; and Group C--expoeed only to the regular classroom
routinef recelved no) added instruction of any type. Group C

did not serve as a control éroup but rather to provide a basis

for determinidg how much learning could be attributable solely
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to classroqéfenrollnent. The programmed instruction featured

~a presentation of 93 words found in most basic reading series.,

Instruction was condunted over.a one month period.
Results are reported in terms of averagge number of words
gained from pretests to posttests. .The authors rSSB}t that
calculation of t-ratios between each grbup demonstrated no
significant differences between the two PI groups in word gains
on any of the measuring instruments, but large and significant
differences between both of these groups and the classroom '
group--the t-ratios are not reported in this article. The two

tests based on the PI words did show large differences in the

_everage number of words gained between the experimental and

classroom groups (e.g., on the 1ist of 93 programmed‘ﬁords,,
Group M gained 30.7; Group W, 33.1; and Group o, 4, 5), but
the Gates Primary Reading Test showed very small gains (Group M

igained 3,2 words; :Group W, 2.1 and Group O, 1 4), A follow

up test on the PI words glven 30 days after the initial posttest
revealed that 90% of th8 wordd acquired by Groups M and 'W were

retained. .

v .

The authors note that the teachling machine was much more

appealing to the students than the programmed workbooks, but

'fthe two groups made similar progress. Thexﬂconclude that PI

1s an effective supplement to the reading program for slow

learning disadvantaged students.

ndtives in Teaching

Wolfram, Walt. "Socliolinguistic Alter
ading Research = : -}

Reading to Nonstandard Spesakers,

Quarterly, 6 (Fall 1970), 9-33,
133
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 Wolfram s#uﬂariz}s the'vdrioua poslitions rpprebent§§ by
lipguists w;rking on the problem of what materials anG'methods‘
should ‘be used in teaching resding to dialect spesking ch‘ldrgn, R
The positions discussed oan/generally be cafegorized under ote
of theﬂéotwo.ﬁtzat;giea: (1) retain preseﬁt materlals and
adJust.the teaching procedures or (2) reviae‘the materials to
accommodate the learner's dia{ect. The author.considers‘both
linguistic and socio-cultural factors in his.éabm;nts on the )
positions which ‘cen be summarized as follows ¢ - \
A. ‘Retein extent materials e

1. Teach standard English prior to teaching reading--
~ Berelter and Engéiman® are advocates of th?!,approach.

L :
‘:

. - : . ..
2, .Dialect reading of extent materials--Goodman, the most:
explicit spokesman for this position, states, "...no
special materials need to be constructed, but children
must be permitted...to read th&lw¥ay they. speak. ‘

B. Revise Materjals
45

1. Neutralization of dialect differences in texts--
eliminatelinguistic features of text thai are mot
an integral part of the NSE speaker's linguistic
system; Shuy 1s an advocats of this method. ..

2.. Dlalect readers written in the EBB‘dialhct--ﬁaratthaéig,“ﬂ,“w“
. been the most outspoken advoggte of tpis position.

Wolfram's discussion highlights‘the'follbwing_tgp problems::
some of the-alternatives seem to handle the dialect problem .

more effectively in terms°of,11nguistic ditférénces_butﬂrun

into implementation problems due to socio-cultural or psycho-.

logical factors, while the other dlternatives zgn:be implemented
without problems but may n@t‘édoqua;ely deal with linguistic

184, . . : -
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differ nces. . He concludes that. teachers Bhould allow students

to rdad the materials used at present in thq{:ﬁo_r dialect . _
E"_ 3
until erimentation with dialect readers detvermlines the ‘

[

-

feasability of their implementation.

Wood, Mildred H. "An Analysis of Beginning Reading Programs .
for the Disadvantaged," Viewpoints (Bulletin of the School
of Education, Indlana University , 46, (May 1970), 149<188.

Wood reviews research reports'whi,h have focused on teach-
ing disadvantaged children to read . She sumlhri¥%es the more

lmportant findings from these studies and discusses thelr

- +

implications for .educators. She notes that nany research projects
have dwelt on descriptions of the social and cu1tural character-
1stics of disadvantaged children thsher than on descriptions of
thelr educational characteristics and needs. This. she believes,
is an unfrultful . approach to the problem, and leads to the mis-
taken idea that disadvantaged chlldren are a homogeneous group., -
Research dealing with the learning problems of the disadvantaged
) ’ has demonstrated that there 18 no single pattern of disabllitles;
thus, indicating the need to matech’ instruction to the~ohild.
wiBeadiness-studies-have'revealed“that’childrpn'vary’treﬁendl‘"
» ously 1n readiness abllitles, and therefore, need varying amounts
of time to develop the skills thought necessary for success in
reading. Wood cites a number of studles that have indicated

L~
that nursery, kindergarten, and primary programs need to be”

B ~ ¢
structured around the teaching ef:spédtfic skills, but educators
have been reluctant to structure early education programs for

fear of robbing children of their childhood.
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-found severalecommon characteristics. (1) A one-to-one rer?-v ' .-

vtionship between teacher and pupil (2) involvenent of parents

;__._l_.;r'_.-u"_. - L_,‘,;r__‘_,_.,_ e e _r1,32______i.___ - H
. ’ - ) . | . ‘ ;%

HOOd also reviews atudies of heginning reading prograns . tt,:

and notes that relatively few have been suchssful hgt Iy 3‘
among the succesaful ones Hawkrzdge and Tallmadge (1968) A-;a

I R
o R

(3) in-service°education for teachers, (4) delinited aims

(5) stated goals and (6) measured outcomes. She comments E . cﬁ}‘
that the majority of the studies were designed to find one |
reading method for all disadvantaged children rather than to'_

find thefefféctive method for each chilad. Initial as wel} as.

on-gozng dzagnoszs is necessary if the right method is to be
found for each chzldp-she discusses studies concerning the

ITPA's usefulness as a diagnostic tool and as a/means of match-

' ing a reading method to the’ child's needp ,The-bibliography of
52 entries should prove helpful to the teacher who is interested

in locating research articles dealing with teaching the dis-

4

advantaged., “L <.
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