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In recent years, newspapers have paid quite a lot of attention-to black
learners. In an October, 1982 issue of the Washiagton tart, under the
htadline, "Black SAT Scores 110Points under Whites," a staff writer
reported on thiCcillege Entrance Examination Board's Profiles, College
nosessi Seniors, 1981. In much smaller print a subhead stated/ Family.
Affluence a Factor." Under these words which were all some people
ever readthe writer said thatiblacks scored below whites, American
Indians, Mexican-Americans, and Puerto Ricans. Even farther into
the article, the Writer reported analysts' findings that the wide dis-
parities were caused by differences in family income, home environ-
ments educational opportunities, and parental education. In the last
paragraph the writer reported that SAT scores rose slightly this year,
reversing an fighteen-year decline.

A second Washington Post snide, laterin the same month, bore this
headline, "Minority Students' Gains Largely Responsible far SAT
Score Rise." The same staff writer responsible for the earlier article
now wrote that black scores rose by an average ninecoints on the
verbal part of the 1982 Scholastic Aptitude Test (SAT) while whitea,
gained only four points. He qttoted a director of evaluaticm at a avid-
westefn university who said tliat the new figures might reflect the
impact of financial aid programs over the last fifteen years. She felt'
that the trend is dearly upward for black learners.

Similar gratifying results appiar In the most ntent reports on
reading and writing prepared by the National Assessment of Educe-

. tional Programs (NAEP). Although black learners in the agi categories
assessed, nine-, -thirteen-, and seventeen-year -olds, still received jow
reading and writing score's, they have made significant improvement
far more progress.thatl others in many of ti4 reading and writing
tasks. Educators who have analyzed these figures'have attributed the
im ent to programs set in place in the 1960s and 1970s' to

better teaching and learning conditions forthese students.
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Both SAT and NAEP data substantiate what interested educators,
historians, sociologists, psychologists, linguists, and others have said
for many years about the education of blacks. Properly, taught by
persons who understand their strengths, varying backgrounds; and
potential for learning and who take into account historidel, socio-
economic, psychblogical, and linguistic barriers, blacks not only can,
but do learn like any other group.

In 1983 the many organization and task force reports on the
current status of education pointed out again that a learning gap
continues to existalthough it has lessenedbetween black and
white learners. These reports Make it clear, however, that minority
learners can succeed with the heIrtif well-prepared teachers, pro-
grams tailored to their special needs, the right materials, and sup-
portive families and communities.

Black learners are in trouble now since the programs carefully
crafted over a twenty-year period are under attack Just as the
National Assessment of Educational Progress has shown consider-
able gains in the. reading and writing skills of black learnersgains
attributable, at least in part 'to those very programs now being
dismantledthe successful programs are being cut. Title of the..
Elementary .and Secondary Education Act, the Basic Skills Program,
and even the I:partment of Education itself, are fighting for survival.

+won,

Purposes of This Book

One of the compelling reasons for the publication of this book is the
need for information, based upon both'reseapch and experience, to
help teachers of blacks at all levels to use apfroaches and methods
known to be appropriate for blacks. Many of the- same approaches

and methods can be usefor other minorities and for whites as well
In this country's earliest years, most blacks were slaves and were

forbidden by law to learn. Owned by ambivalent persons who sought
for themseleps Jiberty and knowledge, yet consistently denied them
to others, linly the more persistent blacks learned to read and write.
Despite this, slaves demonstrated their 'potential for learning not
only language and anew 'culture, but farming, trades, and any occu-
pation they entered: Some, like Harriet Tubmor, Nat Turner, Den-
mark Verity, and Gabriel Prosser, flouted and subverted slave laws
and black codes. Others, among them Sojourner Truth' and Frederick
Douglass, became powerful users of the language, oral and writtin--
just as Martin Luther King, Jr. did years later. Still othersPhyllis
Wheatleyjupiter Hammon, William Wells Brown, and David Walker,

10
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autos% themeasily and capably learned and used the written word,
often poetically, in the style of their masters. Untold hundreds, un;
lettered, revealed in slave narratives. their barely tapped potential for
touching the heart with their tales of enslavement.

One of my English professOrs at Howard ilfrawley 192111970)
refers to the conflict 'during the early years of Phis century between
Booker T. Waihington, founder* of Tuskegee Institute and a propo-
nent of trade and business education for blacks, and W. E. Burghardt
DU. Bois of New England, a graduate of risk and Hirvard, who
believed V a ihorgugli classical education, with attention paid to
economics and science. In the dark days after Emancipatibrt and Re-
construction, when the South was cLynying the 114on black progress,
through. the use of repressive laws and the Ku Klux Klan, education
for most blacks waseither nonexistent or of poor quality.

In. Mrs- Education of the American Negro (Woodson 193311969) the his-
torian writes: "the highly educated -Negro often becomes sour. He
beComes too pessimistic to be a constructive force and tisually de-
irelops into a chronic fault-finder or a complainant at the bar of public
opinion."

Another reason for this publication is the need to avoid the
pessimism Dr. Woodson deplored. The contributors demonstrate
that highly educated blacks are not pessimistic about their ability
to make a difference. They refise the role of fault-finders and
complainants and have chosen to be a constructive force. They have
spent more than two years gathering information, writing, and editing
to'proykle, the beginning of an effort to tap the poCentifl of black
learners. This work exhibits the concern of these black professionals
in education7teachers, professors, researchers, and administrators
for black learners at all levels: preschool, elementary, secondary; and
post-secondary.

In the same book (193311969) Dr. Woodson wrote about the con-
cerns of teachers of Englirth. What he said a half century ago still
troubles those who teach blacks.'"In the study of language in school,
pupils were made to scoff at the Negro dialect as soine peculiar
possession of the Negro which they should despise. (They were
not! directed to study the background of this language . . . in short to
understand their own linguistic history."

About the study of literature, he wrote: "From literature the Afri-
'can was excluded altogether, He was not supposed to have expressed
any thought Worth knowing. The philosophy in African proverbs and
in the rich folklore of that continent was ignored to give preference
to what developed on the distant shores:of the Meditenanean."
thOugh he said little specifically about the teaching of reading and

as
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writing, his interest in these important areaseas is evident troughout
.1` % ' the text. In the era when Carter G. Woodson showed how badly
-,,

many blacks were educated; schools in the South were segregated,
but they had a Yelatively small cadfe of excellent teachers, white as
well as black, who worked hard at the difficult and poorly paid task
of educating blacks. Taking a historical perspective in his book, Di.
Woockiort cited the errorssOmetisnes intentional -- taught in tire
segregated southern schools as well as in the ostensibly unsegregated'
northern, northeastern, and western ones. This miseducation ex-
telded from the days of slavery through the Civil War, Reconstruc-
tion, the First WOrld War, and the Great Depression year,.
, .Since that time, although enforced tion is over, prob-

lems Otve remained. Massive (thOugh positive) resistance
to Integration, opposition to busing, and the creation of tax-exempt,
White academies have adversely affected black education. In spite of
Ilympensatory and remedial programs begun under President Franklin
Delano Rooperelt and continued with special impetus After the civil
rights decisions of the 1950a and 1960s and despite the renewed
emphasis placed on such programs by President Lyndon B. Johnson's
Great Society, Dr. Woodson would probably see today much evidence
of the continued miseducation of blacks and other minorites, of the
poor and the ditadvantaged.

Unfortunately for the black learner, research in language, reading,
writing, and literature has often gone unread or has been applied.
unwisely. Blacks and iiinocititet are in prograrits designed for the
mentally handicappeda disastrous effect of Fell- intended legisla-
tion. Scores on standardized tests skow blace.s and some other
minorities at the lowest levels, and in both urban and 'rural areas,
blacks and other minorities are assigned to remedial progrfms. Their
potential for learning has not been tapped,' yet it is there.

Organization of Tlds.Book

Let us go now !min the' reasons for'preparing this work to its or-
ganiution. The language section of this publication is placed first
because oral languageIncluding. listening and speaking -- -comes first
in the life of the learner. This section begins with the language of
the young child, progresses through essays on language and dialect
in the classroom, and touches upon teacher attitudei. In her intro-
duction to the section, Jerrie Cobb Scott refers specificel to the
importance of language in the teaching-teaming process.

,s4
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From language we move to reading and writing. Because these are
arts and skills assumed to be formally learned in school, not enough
attention is Paid by the general public to the informal kinds of reading
and writing clone by learners before they enter school.

In the reading section, the authors talk about the kinds of reading
nourished and encouraged in the homes of successful learners. Articles
in the reading section- range from preschool through college, and
address-a number of'iinportant subjects. In her introduction to this
part, Miriam Chaplin details specific areas of concern.

Writing, too, usually begins long before young learners enter
school. It is another aspect of language, and most youngsters love to
play with their own versions of the written tongue. Some recent
itsearch has even implied that young learners are, initially, more
interested in writing than in reading. They want to create their own
scribbled ways of communicating with others before they become
interested in knowing what others want to say to them. Brack young-
sters have these interests, and profit from encouragement to express
themselves in writing.

Delores Lipscomb, editor of the writ rAg .ction, has selected essays
representative of current writing `and practical classroom
practices. Her own brief introduction to the writing section leads the
reader to the varied points of view expressed by authors in that
section.

Literature has always been an extremely important part of the
black experience. Folk stories, rhyming play, songs, and tall tales have

-came to the new world from Africa and have combined with other
literatures to create 'a rich and useful heritage for those blacks who
have had access to it."Unfortunately, because they have been denied,
htorature'or have been taught to dislike it, many black learners haye

,been deprived of their heritas,. Intellectually and emotionally, they
have withered and died, their potential for learning their own litera-
ture, and thus absiit themselves, untapped and unused.
. Again, Dr. Woodson writes: "Alter Negro students have mastered
the fundamentals of English, the principles of composition, and the
leading facts in the development of literature . . . they should direct
their attention also, to the folklore of the African, to the philosophy
of his proverbs, to the development of the Negro in he use of
modern language, and to the works of Negro writers" (193311969).

William Cook, who edited the literature section, speaks in his in-
troduction about "the noise of reading." He gathers in and sums up
varied themes when he touches upon the interrelatedness of lan-
guage, reading, and writing as they affect black literature.

h
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6 Foreword

Dr. Woodson's views, concerns, and direction were fundamentally.
right. And; as we loOk back still further we can reconcile the positions
of Dr. Washington and Dr. Du Bois in terms of the times in which
they lived and in which they had to survive.

We have today a larger and more comprehensive view of language
and literatureand we would not confine the black learner to black
perspectives alone. But we must begin where every successful learner
in the world beginswith a clear, true, and informed view of his or
her own language, literature, and culture. And we must go on from
there, using the best of the past to inform the future, seeking useful
research, and finding the finest pedagogical practices to ensure the

very best education possible.
This book is intended primarily for teachers of English and lan-

guage arts who work with black learners. It will be useful also for
principals, supervisors, and other instructional itaders; it may be en-
lightening for parents and school board members. Some parts of the
work, including the introductions to the language, reading, writing,
and literature sections, provide overviews and philosophical stances,
and some authors write about a broad spectrum of knowledge in their
fields. Other authors are more specific in citing research and studies,
providing exemplary curricula, and reporting what has worked well
in their own classrboms.

The editor and contributors of these essays are black. Nearly all
are. active members of the Black Caucus of the National Council of
Teachers of English, and most make it quite clear that their primary
concern in this book is for the teaching of black learners by anyone
black or otherwise.

Although some of the writers do not once use the word black in
their essays, the reader can assume that the theories and methods
they cite are applicable to all learners, including blacks.*

Sometimes black learners evince only the learning problems com-
mon to all others from the same geographical region or socio-economic
class. Often, black learners are integrated into classes with other ethnic
groups. Always, teacherswhether or not they teach black students
should be aware of and sensitive to what is said in this book.
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Introduction: Language and
the Teaching-Learning Process

Jerrie Cobb Scott
University of Florida, Gainesville

Only two decades ago, the now familiar expression, "Black English is
a systematic rule governed language system," was quite controversial.
The notion was perceived as nonsense by some, as unimportant by
others, and as too obvious to be taken seriously by still others. Yet
the last twenty years of debate, discussion, and research on language
variation and its influence on the teaching-learning process have
caused concerned educators to think seriously about if, or how, in-
formation about the black English language system could be used to
tap the educational potential of more black students. The views of
concerned educators presented in this section diver a large range of
topics, but there are two central ideas that are found in many of the
papers: (1) as educators, we must look to build on the strengths of
black students rather than on their weaknesses; and (2) the more
information we have about children, including their language and
cultural patterns, the better ably we are to understand and, therefore,
to tap the strength of black children.

Viewing the language of the Afro-American speech community as
systematic and rule-governed means viewing the acquisition of that
language as natural, complex, and meaningful. This section begins
with a discussion of the basic principles of language acquisition. Black
children, like all other children, enter school with language compe-
tencies that are naturally acquired, nurtured, and nourished in the
home and school environment. The first part of Karla Holloway's
paper focuses or; the naturalness of "errors" in learning. The second
part links the natural processes:of acquiring oral language to the
teaching of reading. The author suggests that reading skills, lace oral
language skills, may develop more naturally if reading instructions
were modified in accordance with natural language learning patterns.
Implied in Holloway's discussion is the view that we can better tap
the black child's learning potential by giving more attention to

16
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meaningwhat the child means when .peaking and what the lan-
guage in reading textbooks means to the child. As teachers, then, we
can be more effective if we have more information.

Much of what we know about the language of blacks comes from
linguists. The whole notion of "systematic, rule-governed language
behaviors" comes from linguistic and socio-linguistic descriptions of
Urban -speech patterns. Clara Franklin Alexander provides informa-
tion about the language of black Americans. Alexander provides a
general descriptign of the salient linguistic features most often asso-
ciated with black Engliih and samples of several linguistic patterns
that may be used by black students. Many of the language patters
associated with black English are shared with other English dialects,
but many other patterns seem to be unique to black speakers. Cer-,
tainly it is the systematic differences lietween black English and other
varieties of English that have caused concerned educators to ask:
what kind of change in educational practice is needed to accommodate
the language differences of black students? Alexander offers sugges-
tions that can help teachers preent problems that may- occur in
language-diverse educational settings. We can infer from both authors
that often the learning potential of black students can be tapped by
not turning them off to learning before they have discovered their
own potenLiar for growth.

Of the numerous issues raised regarding the school's responsibili-
ties in language-diverse settings, rv.,ne have attracted more attention
than those raised in response to the Students' Right to Their Own Language
Resaution (1974) and the King Court Case in Ann Arbor, Michigan
(1979). The following two papers in this section discuss language and
the teaching-learning process within the context of the above two
events. Darwin turner discusses the varied responses of educators to
the Students' Right Resolution as well as responses to other issues having
to do with educational accommodations for diverse language and
cultural patterns. His 'discussion serves to remind the reader. that
everything is relative:'-That is, the Students' Right Resolution itself, along
with other proposals for instructional programs for black students,
should not be taken as an excuse not to consider black studentsas
individual learners. It would be quite unfortunate if the new wave of
objective linguistic descriptions and well-intentioned educational pro-
posals became indistinguishable, in their effect, from the old waves
that we seek here to break.

Smitherman's paper provides a much-needed clarification of the
issues involved in the King Court Case, while Scotts. discussion of"
the King Case suggests two key implications of the case for educators:

17
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(1) that attitudes toward language are important to the learning
environment and (2) that instructional materials targeted toward ex-
panding language competencies, rather than remediating ' anguage
differences, are essential. In the remaining papers of this section, the
authors, Perry, Johnson, Edwards, and Finch, present practical sug-
gestions for tapping the language potential of black students.

Again the view is presented that through wider dissemination
of infcvmation about the language and cultural patterns of black
Americans, it will be possible toeach more teachers, to teach more,
students, in short, to tap the potential of more black students. That
this theme recurs in many of the papers is interesting. Perhaps it
reflects the kind of keep-the-faith-in-teachers attitude that is so des-
perately needed among educators. All too often in discussion of lan-
guage differences and educational changes, both teachers and stu'
dents seem tc be plotted against. Obviously, the most successful taps
of learning potential are those where students; Out teachers work
together in the teaching-learning process. ,
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Learning to TalkLearning to Read

Karla F. C. Holloway
Western Michigan University, Kalamazoo

"He just mumbles." "Most of their sentences are just two or
three words long." "They don't understand basic concepts."
"Most of their language is little more than grunts of groans."

Comments like these were made by a group of federally funded
teachers who are committed to helping minority students prepare for
elementary school. Their comments are not unlike many I have heard
from elementary teachers who are compassionate toward their mi-
nority students, but woefully ignorant about their language capacity.

First, let's be honest. These mumbling, grunting, telegraphic class-
room children are the same children who, outside the classroom, turn
into linguistically gifted, verbose children. 1 had one teacher say to
me that she couldn't understand why "they" were so quiet in the
classroom and so loud on the bus. These children are not nonverbal.
Their teachers are not verbally motivating.

The purposes of this paper are to explain the linguistic compe-
tencies of children whose surface features of language may be dif-
ferent from the standard, but whose deep structure competencies are
the same as those of any school-age child. In addition, for teachers
who have children in their classrooms who are culturally er linguist-
ically different, and who may be concerned about the best ways to
approach thgse differences, this paper will offer suggestions for peda-
gogy that are based on understanding the psycholinguistic procaine
that all children experience.

Language Acquisition

Language learning begins with an amazing sequence of activities.
Recent language studies, and psychologylbiology of language studies
show how much language competence is an innate capacity (Clark
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and Clark 1977; deVilliers and deVilliers 1979). We are-born with
linguistic ability. Lots of us like to think we teach babies and children
everything they know, including how to talk. But if children learned
laniguage primal* by imitating the 'adults around thern, aihost of
emilkonmental and social factors (including how we talk to babiet
with "baby

that
would make our children's first utterances so dicaL

tinct and unique that language acquisition data would be hopelessly
. blurred. 'Instead, we have children's biological "mechanisms' work-

ing to insure a developmental pattern of language learning that
sends each normal, healthy human infant through stages of cooing,
babbling, single words, abbreviated language telegrams, and finally,
somewhere between the ages of three and five, to something that
closely approximates an adult model of 4eaking. Unless the children*
in our elementary classroom have some physiological deficiency pre-
venting or hindering speech, then the teacher in her classroom needs
to investigate why her children aren't choosing to talk.

Research is fill a.af data on the child who grows up iii an environ-
ment tliat eacourages talk, communication, and experimentation with
language-McNeill 1970; Brown 1973; Ferguson and Slobin Ity73),
Certainly this child will be eager to be verbal in many more situations
than a child, who may not have been encouraged as much. Recently,
I had the opportimityi to meet a youngster %Ow had been in a number
of fosier homes since birth, the last one fc% almost a full year. He was
the met, and entering what psycliplinguists call a 'critical
p

ree
erio

when
d" for development. Suodenly, I saw what some

teachers had been telling me their children were like. He pointed
when he wanted something, seldom said more than "uh-huh" and
s'uh-ult," and used, one or two words for what could have been a
sentence. But, within just two weeks after being placed in' an adoptive
home where his new family talked to him, requested and waited for
answers to questions, explained and listened to him, this child's talk-
ing was nonstop. In fact, he'd show real pride when someone took
the time to listen to him and when his parents requested that he
explain, or tell' them something. His ethree years of language com-
petency was finally being Unless we request the performance,
the competence may remain untapped.

Language Acquisition and Language Models

We need to as ourselves, 'who is listening to our children?" If
-------- --Watchers who are listening expect failure, or have some antiquated

notion that a child who does not use standard English is linguistically

-5;



AV

14 Karla F. C Holism

deficient (instead of hnguistically different), then the self-fulfilling
prophecy often results. If we expect that "these children" will talk
and think poorly, then no matter what they say, we will hear mumbles
and

One kindergarten teacher I know is especially successful in en-
couraging a rich linguistic environment in her inner-city classroom.
Her students know she listens to them, because she makes their talk-
ing meaningful. For example, she might say to her class, "1 forgot
how to button my sweater; can you help me remember?" Her stu-
dents know that they must proceed to guide her verbally through
each step. Watching them learn that "Well, you just button it" is an
inadequate direction, and learn instead to say something like 'First,
you take your fingers and hold the button on one side . ..." is a real
pleasure. What this teacher is doing is essentially taken from one of
the most successful language acquisition strategies we know. She is
giving her students a chance to broaden the universe of their lan-
guage use.

I have said earlier that a child learns a great deal about language
use because of a biological predisposition to do so. Even though this
is true, there is one activity that seems to enhance this biological
mechanism. Many parents, quite unintentionally, do a great deal of
linguistic expansion with their children. A parent who does this may
say something like "You want a cookie?" to their child who has said
"Gimme cookie!" or "You hit the ballgood!" to a child who has said
"I hit ball!" Expansion doesn't seem to 1.e a bad response; at least the
child has gotten the parent to respond. But actually, expansion does
not help children learn any more about language than they already
know. It does not give them any new language information or struc-
tures to understand.

McNeil cites and discusses studies on how a linguistic model helps
a child's linguistic development. He defines an expansion as "an imi-
tation in reverse. An adult, repeating a child's telegraphic sentence,
typically adds the parts he judges to have been omitted" (1970, 108).
Children do not learn language only by imitation. Modeling is com-
menting. McNeill explains it this way: "everything said by a child is
commented upon rather than improved upon, as in an expansion"
(1970, 109). Examples of modeled responses to the children's state-
ments listed above are"Oh, they're chocolate chip cookies, and III
have one too." and "It went over the -fence into our neighbor's yard."
Models broaden the universe of linguistic information available to
children and give those_ biological, innate devices more work to do.
Apparently, the more information children receive, the more they
are later able to utilize themselves.

21
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Parents and teachers almost automatically expand in response to a
child's statements. Interestingly enough, children almost never do
thig to other children, even those younger than themselves. lo my
current research project, I have observed how siblings have modeled
amwersations with each other while their parents are expanding what
the child kas said. We need to take a cue from our children.

Maybe if we knew what linguists know (that unless there is some
physiological reason' for what has been too quickly labeled the non=
verbal child, we had better look to ourselves), then what we hear our
children saying would not be mumbles. We would do a better job of
giving children something to talk about. Language acquisition re-
search provides evidence of the linguistic capacity of children. Talking
meaningfully, responding with modeled language, having conversa-
tions (talking with, not to children), and learning to give instructions
or directions are central to the tlassroom learning experience,:

Language Acquisition and Reading

Comparing the conclusions of oral language acquisition research
(Clark and Clark 1977) and the conclusions of reading-as-a-natural-
language-process theorists (Smith 1979), suggests that the processes
a child uses to acquire spoken language are simiLir to the processes a-
child naturally uses when learning to read. The child's innate ability
functions in learning to read in the same way that it functions in
learning to communicate orally. Of course,the child needs our moti-
vation, support, and guidance, not only in acquiring oral language,
but also in learning to read. Learning to read is learning,what else the
innate mechanism can doif we as teachers allow it.

Again, the meaning and significance of the language activity are
important. Children must be allowed the opportunity to make sense of
the printed word, just as we allow them.two or three years to make
sense of the oral word. Reading happens when a child can make use
of information about language, when the first things read made sense.

It's a shame, for example, that we spend so much time teaching
the alphabet in sequence during the early stages of reading and
teaching the child the "sounds" of letters. The child will not Use the
alphabetic sequence until he needs to alphabetize for dictionary work
in the third grade. Teaching "letter sounds" is not teaching sense and
meaning. How much more significant early reading could be if letters
were parts of words and sentences from the very first day! A compre-

. ltbstsible unitlike"Ayaria's dress is blue" when Ayana has a blue dress
:-----is-not-oniy meaningful for that-child but-also easier to process than

letters on an alphabet chart or "sounds" on a phonics flash card.

22
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0 I The truth is that ive make the reading process more diffk..ult than_

it need be by trying to simplify it. An adult's notion,of slatptcity is to.

,o.
break something down and take it out of context, while the.clald's:.,-.

itattfral tendencies are to view 'bungs holisticidly and to plau. them
in a meaningful ntext. This contextuil need is the language model-

;., ling principle all over again. Context provides a way to get tocxknpre-

; }tension. Contextuahzation is basic to both the reading process and
the language acquisition process. Children must comprehend before
they can produce any language ktivity. This is a language acquisition
basic (deVilliers and deVilliers 1978; Clark and Clark 1977; Smith
1975, 1979).

, Another parallel between oral language acquisition and reading
can be found in the deeelopmental stages of child language acquisi-
tion. Children universally go through I 'stage of talking called "over-
generalizations" or "overextenskma." We've all heard this. It's a .child

, . saying "He toed homer I doed it" or "She leaveded it at the park"
before learning the irregular past tense forms. These are examples of
children learning a rule (gran*natical) and needing a period of apply-
ing the rule indiscriminately before they learn to discriminate its
application appropriately. The same stage of making meaningful
errors occurs in reading. These errors are called "miscues' to cir-
cumvent the pejorative content of "error." The Miaow may not rep-
resent a rule that is misunderstood; some miscues stem from 146rd
substitutionsfor eifample, the substitutionrof "woods" when the
book says "forest." Still others stem from word omissions. 'Recently,
I was listening to my daughter read a story to her younger brother.
She read the sentences "The butterflies chase me " as "All those .

butterflies chase me." The page from which she read was covered ..'

with pictures of butterflies surrounding a little 'rabbit.. She saw "all
those butterflies" and made this observation a part of .the printed
text. Children who make these reading miscues are really interpreting
rather than merely reproducing the text. They are }earning that they

,... can participate in the reading experience (as they have been partici-
pants in talking) by translating, subitituting, or adding meaning.

In the early stages of reading, it is crucial that children not be dis-
couraged from participating. If we are after word-perfect reading, we
are looking for children who imitate, not who model. We are disre-
garding an import stage in the learning process: meaningful errors.
Weaver (1980) reins us that an active model of the reading process
involves an exchange of Information between the reader and the text.
The Leader is not simply a recipient but is contributing experiences ,.:.

and knowledge from a developing frame of reference. We 'dust be
careful; in "teaching"-reading,. to allow children to participate In the .,

, ;44.4444444.1
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process of learning. We are, in effect, allowing their natural langvage
acquisition mechanisms to function. Activities such as those suggested
id' a language experience program do this best. Activities suggested

skill based programs can be serious stumbling blocks for many
chadren (Weaver 1980; Goodman and Burke 1972).

Psydsolinguistic research explains how deleterious a phonics based
skills approach is for any child kerning to read (Smith 1973). But a
program based on 'sounds" or letters for a child whose gn dialect
may not recognize standard sound cues may be especial!? harmful.
The harm is that this approach is confusing to the children who are
required (to use the age-old example) to hear tie difference between
"pin" and "pen" when their dialect does not make a phonological
disetr.iction between the two.

Reading instruction that is not pseudo-simplified by dividing the
a'.itent (again, that kind of simplification is an adult notion) into a
mind component, a meaning component and a grammar component,

but is instead a unified program of strategies is much more defensible
from a language acquisition and use perspective. A strategy inte-
grates. A strategy suggests that a child use 'all cue systems (sound,
structure, and meaning) simultaneously to aid comprehension. It does
not penalize the child by depriving him or l of a way to compre-
hension; instead, it paves the way. s

From the psycholinguistic perspective of child language acquisition
processes, some of the reading acquisition strategies that parallel
patural fatigue& learning processes are as followi:

Oral Language Acquisition, Reading Acquisition

1 r

1. Comprehension comes be-
fore production (we can

Ealerstand
the language we

r as infants before we
it).

2. Oral language has stages of
progression.

1. Children must be given oppor-
tunity to listen to reading be-
fore they "do" reading.

2. Reading ability develops gradu-
ally, through stages of aware-
ness about language. Children
must understand the concepts
of reading before they read.

3. Children pailicipate in 3.
language as speakers.

4. Modeled language is active, 4
it enriches. Expanded
language is passive.

Children participate in
language as readers.

Early reading of sentences and
ideas is more helpful than
"decoding" isolated words and

4
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..r
5. "Mist es" are necessary to

practic making sense and to
reach adult competence.

6. Childien learn to talk by
having an entire and whole
linguisckcorpus to learn
fromtheir hearing com-
petent and complete oral
language gives thenheir
body of linguistic informa-
tion to learn from.
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meaningless sounds. Children
must contribute and hear con-
tributions to reading from
their own experiences and
language.

"5. Ivliscur-," are ways children
learn what is in the text, ways
they help themselves compre-
hend and become better
readers.

6. Reading, if isolated into skills,
destroys the whole and leaves
confusing bits and piece, to be
learned. Children learn best by
having a whole and learning to
understand it by using natural
cognitive strategics.

Learning to talk can be the same as learning to read, if we believe
enough in our children's natural learning abilities and provide them
with a rich, supportive environment. In explaining the difficulties
often experienced by minority children in our classrooms, we have no
excuses that are language based. No.matter what the dialed of our
children, their language learning takes it impetus -from a mechanism
that functions because they are human. It boils down to this: if we
think our children are mumbling, we need to give them 'things to
shout about.

111/4i;*
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Black English Dialect
and the Classroom Teacher

Clara Franklin Alexander
Medgar Evans College, Brooklyn, New York

This article offers some practical suggestions for the dassroom teacher
teaching students who speak a black dialect. In order that the reader
know the context in which these classroom activities are proposed, a
general discussion of black American dialect will precede them.

What is dialect? Johnson (1977) maintains it is "a variety of a par-
ticular language that differs from other varieties in terms of its lexi-

con, intonation, patterni, stress, grammar, and phonology."
All English-speaking persons speak some dialect of the language.

Indeed, Smitherman (1977) contends that "pure" English is an "ab-

stract." Some dialects, however, command more respect than others.
For example, many Americans are favorably impressed by a person
who speaks the British dialect of the educated and "upper" classes,
while many Americans feel just the opposite about a person who

speaks a black dialect.

History of Black Dialect

How did black English, evolve? Simply, it evolved the same way that
other dialects of English didas a result of the culture, the environ-
ment, the needs of the group, and contact with other languages. The
historical account below summarizes viewpoints of many linguists,
though some points are subject to debate.

In the fey.' enteenth century, the Portuguese, French, and Dutch
roved the coasts of Africa. As a result, black Portuguese, French, and
Dutch dialects were spoken by Africans who were in contact with
these Europeans. Black English began in the same way. The anceSpre
of most of the black people in the Western hemisphere came frci2f the

west coast of Africa, where there were hundreds of languages villth

similar phonology and syntax. As the tendency in second language

2O
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learning is to try to fit the new lexicon into the syntactical structure
of one's language, tige 'English of Africans front different tribes
was relaltryesimilar because of similar native-language syntax and
phonology. In the Western hemisphere, black English continued to
develop as a result of contact with English-speaking overseers.

In the United States, black' English may also include regional
dialects. Thus, a black English Speaker who lives in Massachusetts
may also use some of the dialectal features of that geographical
area. Similarly, we might Lar two dialects from someone from the
Midwestblack English dialect as well as the regional dialect. Most
black Americans are bidialectalthat is, they have control of, or can
use, two different dialects. In other winds; they talk differently at
different times, using a vernacular or casual form and a more "stan-
dard" form for more formal occasions. Each of these forms is a sub-
dialect of the regional black dialect. Of course; many other black
Americans also use a nonblack dialect called standard English. This
dialect is sometimes called "media" English, implying that it has the
respect of the educational, industrial, and military groups which have .

much of the power in the United States.

Myths about Blackpialect

1. Before being brought .to the Western hemisphere, blacks spoke
"savage gibberish" (Taylor 1971).

2. Increased contact with whites enabled blacks to speak in a more
"civilized manner (Taylor 1971).

3. Due to physical and cognitive deficiencies, blacks could not learn
English properly.

4. Black dialect is part of the pathology of cultural deprivation.
Children's ability to learn is retarded because of the use of
illegitimate linguistic systems such as black English.

6. Black English dialect is an inferior linguistic system.
7. Blacks are nonverbal.

Facts about Black Dialect

1. Black people who use a form of black dialect do not use all of the
black dialect features at all times. Use of these features may
vary from sentence to sentence.

$'7)
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2. The type of black English used is determined by seic, age, socio-
economic status, geographical area in which one spent formative
years, the speaker's purpose, setting, topic, and audience.

3. Black English dialect is a legitimate linguistic system with rules.

Let's examine the distinctive features of vernacular black English,
since this is the dialect most teachers refer to as "black dialect." Also
noted are some other dialect systems which share similar features.

Distinctive FeatureS of Black Dialect

Phonology

Black dialect can be distinguished by the way it sounds. Consider, for
example, the sound of the letter t. If kis the final letter of a csmsonant
cluster, it is dropped. We therefore hear "sof" (soft), "Sk" (act), "aclar
(adopt). This feature is also found in the British Cockney dialect.

The voiced th is often replaced by Id/ in black dialect. We there-
fore hear "dis" (this), "doz" (those). This feature is also found in
Cockney; "daowz" (those).

For the sound of the letter a as in pen, tit is often substituted for
(elf For example, "Gimme dat pin." (Give me that pen.) This substi-
tution can also be seen in the Cockney dialect"stidi" (steady)in
the rural New England dialect"bit" (bet), "yit" (yet)and through-
out the American South and southern Midwest.

Syntactic 1, 'Mires

Sonde of the syntactic features of the vernacular black English dialect

are as follows.

The copula "to be." The invariant form "be" is used to denote habitual
action or something ongoing. "We be playing after school." (We play
every day after school.) "He be at work at 3 o'clock." (He is not avail-

able at 3 o'clock because he's at work at that hour.)
"to be" is deleted whenever one can use a contraction. It is deleted

if it would be followed by a predicate, adjective, 'dverb, or notch in
the present tense (Seditherman 1977). "He tired." "She at home."
"This my mother."

The pronoun "it." "It" is used to denote presence, or to introduce
statements. "It ain't nobody there." "It wasn't a store in sight.' The
use of "it is" to introduce statements is found in an Irish dialect. "It's

sorry you will be." "It's sleepy I am"(Wright 1913).

29
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Multiple negation. Multiple negatives are used in one sentence. "Don't
nobody want no friends like that." In tracing the evolution of the
English language one will find the use of ne in Middle English. Ne was
used for emphasis. "He never hadde noping Enothingr (Wright 1913).

Plural markers. The standard English dialect plural marker -5 is
omitted when there are other words in the sentence that indicate
pluralization. "I got two book." "He have ten cent."

Possession. Possession is indicated by position and context, not by
the possessive marker '5. `-Carrie hair pretty." "That John cousin."

Subject stress. Subjects in a sentence are sometimes stressed by fol-
. lowing a subject with a subject pronoun. "My father he be taking me
out on Sundays." Scottish and other English dialects tend to use
aubjectlnoun-pronoun redundancy when emphasis is desired. This
happens more frequently when the subjectlnoun is a proper name
(Wright 1913). "Mr. Smith, he came to my house.",

Laical Features

The most well-known and widely used aspect of vernacular black
English is the vocabulary, which is in a constant state of change and
also influences other dialects. As the larger community adopts certain
black vocabulary, shifts appear in the black lexicon so that the mean-
ings of the words may vary in the two communities. Smitherman
gives "rap" ("rap sessions") as an example. In standard English dialect
it means serious talk. In vernacular black English diale:t it now means
romantic talk designed to iin affection or sexual favors (1977).

,Style. There are many distinctiveleatures in the style used to pro-
ject black dialect.11For instance, a teacher who is not trusted or is dis-
liked may be "bested." One initiates or responds to the teacher with
the "ultimate" repartee, designed to deprecate or belittle the teacher
in front of others.. Everyone but the teacher will know that she or he
has been "put down." Subtlety is paramount.

Loud talking challenges the teacher. This style element is intended
to push the teacher into dOing or saying something reckless. It's great
fun seeing a teacher lose self- control.

"Playing the dozens" is a familiar style to most teachers. This
Involves insulting an opponent's family, preferably in rhyme. The
participant who slings the most devastating. or unanswerable insult
is greatly admired and respected by the onlookers.
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O'Donnell (1974) explains that to many blacks language is not iv

only a communicative device, but also a mechanism for control and
power.'

Two additional elements of style in users of black ciialect are
sharply angled body movements (Hurston 1934) and intonation. Black
dialect uses a wide range in pitch from very low to high falsetto-type
sounds. This stems from the African languages which (like most
Chinese dialects) utilize various levels of tone to denote different
meanings for the same word sound. To a lesser degree, standard
English employs the same technique.

In the Classroom

What dues all of this theory mean? What can classroom teachers do?
The following points may provide some answers.

1. Not all black dialect speakers use black dialect all of the time.

2. Speakers of black dialect do understand the syntax of standard
Ent fish.

3. Al .hough helping students to become bidialectal is important,
t.,dialectalism is not the first priority in the classroom. Teachers'
priorities should be to:
a. Develop an understanding of'language and how it develops

and changes.
b. Become familiar with the dialect of students.
c. Develop a respect for black dialect as a language system

which reflects a culture.
d. Transmit this respect to all students.
e. Recognize that black dialect is a low-prestige dialect and that

some students are very aware of this.
- t

f. Demonstrate to students your belief that they are capable of
handling two or more dialects.

g. Introduce them to other English dialects, such as those to
which we are exposed when we travel in the United States.

h. Help students to understand the role of lingua franca. At one
time French was the international language. Today, English
is a language which is spoken all over the world. Advise stu-
dents that they may have no idea now of what paths they
will take when they are older and that it is wise to be pre-
pared and to learn this standard language now.

° Dialects of ethnic subgroups offer examples of other English dia-
lects to which students could Jae. exposed. In The joys of Yiddish,
Kasten discusses the "priceless nuances of contempt that are achieved

31
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In Yiddish simply by shifting the stress in a sentence from one word
to anothee (1971, 72). "Two tickets for her concert I should buyr
(I'm having enough trouble deciding if it's worth one.) 'Two tickets
for her concert I should buy?" (Did she buy two tickets to my daugh-
ter's recital?)

The Pennsylvania Dutch dialect, which combination of Rhine-
, land German, Swiss, and English, Would be interesting to many stu-
dents. Some charming examples may be found in The butgrege of Man
(Limn 1971). "Don't eat yourself so full alreadythere's cake back
yetand Sally you chew your mouth empty before you say" (p. 85).
"When I was in town 'today, I bought myself poorbuying new shoes
for the kiruit:r reaches me sainthe pocketbook" (p. 86).

The students will enjoy hearing, saying and translating various
dialects into their own or into standard English dialect while at the
same time learning that there are many English dialects.

Does Dialect Affect Comprehension?

Some teachers feel that black dialect interferes with a student's ability
to comprehend oral and written standard English dialect. Black dia-
lect users do "acquire receptive control . . . though they may never
change the way they speak (Goodinan and Buck 1973,11). Students
from low socio-economic groups are avid TV watchers and are thus
exposed to a variety of language styles. We may thus assume that
many black dialect users are able to understand oral standard English
dialect.

Teachers may ask about students' substitution of black dialect
features when they read orally. Kenneth and Yetta Goodman have
done much pioneering work in this area. They contend that if a child
reads orally "They took pictures of they mother" (They took pictures
of their mother), we should not conclude that there is a comprehen-
sion problem* or error. If a child reads a passage silently and then
retells the story in her or his" own words, giving the salient points but
using Rick English dialect, is there a "reading problem?" Most cer-
tainly not.

Dialect-involved errors (miscues) do not hinder comprehension
(Goodman and Buck 1973). Bean (1978) in studying the Hawaiian
Island dialect, agreed with Burke (1976) and Go (1968), Rigg
(1975), and Sims (1972) that dialectal errors "did not interfere with
meaning." If the deep structure of the students' interpretation is
similar to the writer's deep structure (or actual meaning), surface
structural variations should not be interpreted as evidence of poor or
nontomprehension. In other words, students might express their
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interpretation of an oral or written message in nonstandard English,
but if their meanings are the same as the speaker's or writer's, they
must be given credit for understanding.

Black Dialect and Writing

Writing presents more of a problem. Teachers will find omission of
markers such as the past tense possessive plural -s or -es, and
lack of subject-verb agreettient in the compositions of other students
as well. According to Shaughnessey "Wha: has not been noted as
often, however, is the extent to which errors of this type alio show
up among nonblack students" (1977, 91). It is a good idea to get writ-
ing samples from students early in the school year and analyze them
for the linguistic features which should be taught. Students cannot
learn standard English dialect constructions unless they are taught.

, Dialect and Testing

Some teachers are concerned about culturally-biased tests and the
black English dialect speaker. Those who share this concern should
find out about test construction and learn how to develop their own
informal tests that will give them the information they want. For
example, a teacher may wish to know whether his or her students can
understand a particular passage of whether they can write a passage.
If the teacher knows how to construct tests, she or he can evaluate
a student's growth whenever desired.

The format of standardized tests can be examined by teachers and
administered to students for five to ten minutes. Afterwards, the
students' correct and incorrect answers can be discussed.

Classroom teachers must not avoid teaching students how to take
tests. Employers must eliminate some job candidates, and one of the
strategies used is to require candidates to take tests. Colleges require
test scores before they wilt consider applicants, and mday profes-
sions require the passing of tests before licenses are issued. Students
should be prepared accordingly.

Allowances for Dialect

Finally, should "allowances" be made for speakers of black English
dialect? Several facts must be remembered: (1) Speakers of black
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English dialect are no more disadvantaged than speakers of any other
dialect; (2) vernacular black English dialect reflects a culture; (3) is a

standard
users of vernacular black dialect are not "too slow" to learn ,

rd English; and (4) vernacular black English dialect is a low-
prestige dialect, but this is more a reflection of society's attitudes
than of the speakers' ability to learn. if all of these facts are re-
membered, teachers will not feel it necessary to pamper black English
dialect speakers or to feel sorry for them.

Suggested Classroom Activities

1, Have the andents read some of the poems of black writers
which offer opportunities for performance-responsepeihaps
the poetry of Gwendolyn Brooks and Langston Hughes.

2. Use student-developed stories (experience charts) which reflect
their shared experiencds. Allow students to'read them orally.

3. Discuss the major dialect areas in the United States.
4. Discuss reasons for the different dialects and why dialectal dif-

ferences should be res2ected.

5. Read aloud passages in other English dialects to help 'dents
to appreciate the variability of English and the legit acy of
their own dialect.

6. Discuss and role-play different situations in which vernacular
black English dialect and standard English dialect would be used.

7. Teach the grammatical constructions of standard English dialect.
Provide time for' practice of these grammatical constructions.

8. Use pattern, practice drills to help students develop an under-
standing of both black English dialect and standard English dia-
lect. For example:
a. 1 talked to Mary Ellen every day. I been talkin` to Mary Ellen.
b. I talked to Mary Ellen a long time ago. I been done talked to

Mary Ellen.

9. Have the students conduct a television survey and note which
pr ms use noticeable dialects.

10. AfS gn students to watch a particular TV news program for one
weeks Have them observe the body language and speech of the
commentators. Ask them to select one of the personalities, and
in class set up a news panel in which they will mimic the news-
caster's speech, style, and mannerisms.
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11. Have groups of students write skits to role-play, employing
both standard English dialect and black English dialect

12. Play recordings of Dr. Martin Luther King, Jr., who
was a master of speech. See if students can hear in
his speeches the call-response style of the international man.

13. Examine your own speech pattern and read to your students
regularly (no matter how old they are). At times, they might
read along silently while you read orally.

14. Teach conventional rules for punctuation and capitalization.
Provide opportunities for practice.

.15. Teach new vocabulary words every day. Provide opportunities
for practice of these words.

16. Dictate passages which contain the language constructions to
be reviewed. This activity_ provides students with practice in
punctuation, capitalization, and spelling, while enlarging their
vocabularies.
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Black Students, Language,
and Classroom Teachers
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Since the late 1960s, linguists and teachers have focused increased
attention on a dialect which has been labeled "black English." During
the middle 1970s, the Conference on College Composition and Com-
munication (CCCC) and the National Council of Teachers of English
(NCTE) passed resolutions affirming the right of students to use their
own language without penalty in the classroom. In 1980-81, the
documtnt again received attention. Many teachers assume the cause-
and-effect relationship of the first two statements to be greater than
it is. Such teachers forget the many NCTE meetings during which a
white, and sometimes isolated, linguistJames Sleddberated those
who would require a southern white child--or any childto change a
language pattern leaned in the home. Many more teachers are con-
fused by the issues and even more by the rhetoric with which the
issues have been debated. I wish to discuss these matters briefly and
anecdotally with minimal documentation.

Although I began by linking the resolution on the students' right to
their own language with the topic of black English, I must separate
them in order to summarize each clearly. For those of you who may
have forgotten, the resolution reads:

We affirm the students' right to their own patterns and varieties
of languagethedialects of their nurture or whatever dialects in
which they find their own identity and style. Laivuage scholars
long ago denied that the myth of a standard Ame&an dialect has
any validly. The claim that any one dialect is unacceptable
amounts to an attempt of one social group to exert its dominance
over another. Such a claim leads to false advice for speakers ane.
writers, and immoral advice for humans. A nation proud of its
diverse heritage and its cultural and racial variety will preserve
its heritage and dialects. We affirm :Aron* that teachers Mist
have the experiences and training that will enable them to respect
diversity and uphold the right of iturients to their own language
(Committee on CCCC Language Statement 1974, 2-3).

30
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Despite nry own memories of Sledd's urgings, I must admit that I
suspect that most Engligh teachers who supported the resolution be-
lieved It applied only to Blacks, Chicanos, and Puerto Ricans. It is also
true that black teachers endorsed the resolution. Essentially, I believe
these teachers came from two groups. One group consisted of a
number of blacks who, gaining self-esteem during the 1460s, sought
to strengthen that identify by basing it on a language of black people,
a language different from that of the Anglo-American oppressor.
While some blacks sought to learn African languages, other blacks,
dismayed by the impossibility of determining which African tongue
identified their ancestors, established their relationships with the
Afro-American masses by affirming the language of the ghetto, the
language of the masseseven before they had fully determined the
characteristics of that language or dialect. The desire was laudable; a
people should have a language, and Afro-Americans are the only
Amirkan people who cannot pcint to a language, dialect, or brogue
as that of their ancestors.

Convinced that racism permeates education and cynically convinced
that most teachers have no interest in teaching, a second group con-
tended that most English teachers ,do not improve the writing of
students. They merely pass the students from grade to grade. If"
white students are treated so cavalierly, the argument continued,
then why should black students be failed merely because their il-
literacy is different from the illiteracy of white students who pass?
Although I have not yet descended to this level of cynicism about
English teachers (I am fairly far down but not quite there), I see again
a validity lit the argument. Certainly, every time Henry Kissinger
mispronounces English words, I shudder to think how English
teachers would evaluate the intelligence of a black student who mis-
pronounced the language so badly.

Even though I joined these groups finally tcl vote for the reolu-
tion, I worried then, and worry now, whether it might not use
more harm than good for black students. I suspected that most
teachers would not read or remember the generally thoughtul back-
ground statement on which the resolution was based.

31

The Forgotten Passages

Let me remind you of a few passages, that I feared most teachers
would never read.

American schools and colleges have, in the last decade, been
forced to take a and on a basic educational question: what
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should the schools do about the language habits of students who
come from a wide variety of social, economic, argil cultural back-.
grounds? The question Is not new. Differences in language have
always existed, and the schools have always wrestled nith them,
but the social upheavals of the 1960$, and the insistence of sub-
merged minorities on a greater share in American society, have' ,

wwd the question more insister, dy and have suggested the need
for a shift in emphasis in providing answers. Should the schools
try to uphold language , or to modify it or to eradicate it?

. . The training of most teacherahas concentrated on
the appreciation and analysis of literature. rather than on an
understanding of the nature of lar.gUage, and many teachers are,
in consequence, forced to" take a position on an aspect of their
discipline about which they have little real information.

And if teachers are often uninformed, or misinformed, on the
subject of language, the general public is even more ignorant. Lack
of reliable information, however, seldom prevents peopiefrom dis-
cussing language questions with an air of absolute authority. His-
torians, mathematicians, and nurses all hold decided views on just
what English teachers should be requiting. And through their
representatives on Boards of Education and Boards of Regents,
businessmen, politicians, ts, and the students themselves
insist that the values taught by the schools must reflect the pre-
*dices held by the public. The English ion, then, faces a
dilemma: until attitudes can ,.A and worth
remembering t the past teaching in classes has been
largely respbnsible for those attitudesshall we place our em-
phasis on what the vocal elements of the public think it wants or
on what the actual available linguistic evidence " indicates we
should ernphaslie? Shall we blame the business world by saying,
"Well, we realize that human beings use language in a wide
variety of ways, but employee demand a single variety

. We need to know whether 'standard English" is or is not
in senses myth. We have ignored, many of us, the distinc-
tion speech and writing and have taught the language
as though the talk in any region, even the-talk of speakers with
prestige and power, were identical to edited arrittos English.

. . . . We need to ask ourselves rrhetlwr our rejection of stu-
dents who do not adopt the dialect most familiar to us is based on
any real merit in our dialect or whether we are actually ejectink
the students themselves, rejecting them because of racial,
social, and cultural origins.

. . . An employer may have a southern drawl and pronounce
"think" like "thank," but he will write think 1-k may say "y'alr
and be considered charming for his quaint southernisms, but he
will write roc He may mn in a "down home" moment ask,,"Now
how come th' mail or& d'partawnt dict arda to' cases steads
five?" But hell write the question in EAE (Edited American Eng-
lishl. Therefore it is necessary that we inform those students
who are preparing themselves for occupations that demand for-
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anal writing that they wig be expected to write EAE. But it is one
thing to Help a student achieve proficiency in a written dialect
and

th
another thing to punish him for using variant expressions

of at dialect.
. Students who want to write EAE have to learn the forms
identified with that dialect as adds options to the forms they
already control tConunittee on CCCC Statement 1974,
1-15).

suspe4ted that many teachers would use the resolution merely
as an excuse for abdicating the responsibility of teaching. black stu-
dents anything about language. (Perhaps, like the second group of
blacks, I am sufficiently cynical that I suspect that many white
teachers do not care whether black students (earn.)

Let me illustrate by quoting a white teacher.; Disregard the con-
,.

tent. Merely consider the vocabulary, construction, and suck
My first quarrel with such a program is that it does not de-

velop tiv ability of a person to use language which I would
further defirw as performance capability in a variety of social
contexts bn a variety of subject matter. Instead, we utilize valu-
able time to set up drill exercises Which are designed to get the
individual to replace socially stigmatized forms with
(erred ones. I cannot endorse as valid a program that
individual language growth in exchange for some nebulous
highly problematic "social security." The child comes to us-
SOIne ability to play the horn and no ability to pLiy the piano. This
type of program presumes that a mediocre ability to play. the
piano is to be pr to a better than average ability to play
the horn. I cannot accept this thesis.

The author expresses hii disbelief that there is any valt4 in teach-
ing 'blacks to use standard English. But I strongly doubt that the
author emerged from his mother's womb writing language on the
level of the passage that I have quoted. Nor do I believe that he
taught himself entirely. Someone taught him. If students are to be
permitted to use their own languagf, teachers, as the NCTE resolu-
tion says, must have a knowledge of the students' dialect so that
they can help students improie communication.

The idea that teachets should learn more than one dialect was
regarded as heresy by some of the linguists in isicTg. They felt.that
teachers need to know only standard English. Obviously they had
paid no attention to the young white teacher who,.after a brief term
of teaching black students, complained that she could not understand
them: ". . Their language was not so different from mine, but their
inflections, intonations, expressions, and lack of what is referred to
as standkd English threw me."
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The CCC background statement asserts, correctly or incorrectly,

. . . when speakers of a dialect of American English claim not to
understand speakers of another dialect of the same language,
impediments are likely to be *attitudinal. What is really the hearer'141'
resistance to any unfamiliar form may be interpreted as the
speaker's fault. . . . When asked to respond to the content, they
may be unable to do so and may accuse the speaker of being
impossible to understand (Committee on CCCC Language State-
ment, 1974, 4).

Whether or not the teacher resisted for psychological reasons, the
fact is that she did not understand the language being used by the
children. Furthermore, she arrogantly assumed that they understood
her dialect; she even believed, I suppose, that they would understand
that, when she said "threw me," she meant "confused me."

I would suggest that such a teacher cannot help students improve
in their own dialect. Without suck. knowle:ige, this teacher, if she
adopts the resolution, will be merely ignoring the black students
because she is persuaded that they carrot learn English, or she will
be assuring herself that theyunlike most human beingscome to
the first grade writing and speaking their English flawlessly. (Does it
not impress anyone as strange that, while one group of Americans
led by Shockley and Jensen still seeks to define bliCks as intellectually
inferior, another group unintentionally implies that they have a phe-
nomenal mastery of their language?)

Since I contend that teachers who wish to adopt the CCCCINCTE
resolution must understand some basic facts about black English, let
me focus the remainder of my discussion on a few Iacts and myths
about that dialect.

For a description of "black English," I refer you cautiously to J. L.
Dillard's Black English (1973), and even more cautiously to Black language
Reader, edited toy Robert Bentley and Samuel Crawford (1973). Both
books suffer from weaknesses. The essays in the second book range
from insight to assininity. Nevt.rtheless, both provide a description
of such deviations from edited American English as eliding medial
consonants in pronunciation ("tied" for "tired"), omitting the present
tense verb from sentences ("He heah now"), using the verb "be" to
indicate a continuing state ("He be workin' on his lessons for four
years"), omitting the verbal affixes s, ed, and so on. .

In brief digression, let me say that I strongly Adoubt that many/
Hack Americans exhibit all of the variations identified with blalc,
English. Hence, the teacher looking for a perfect example of the
black-English user may be disillusioned or may create one. There ifs,

however, a more serious problem in identifying users of black English.
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I started to begin this part of the discussion in the following
. =timer: "I glad I here, but I be real confuse bout this subjickblack

English'-dat evuhbody be talkin bout." By delivering a few words in
.what I hope is an approximation of the so-called black English, ihope
that I have shown that I am not trying to evade my racial identify,
pretend to be middle-class, or whatever it is that black people are
supposed to be doing when they do not speak black English. Now
that I have affirmed my identity as a black, please excuse me if I con-
tinue the remainder of this discussion in that language which-I learned
first from my mother who, a college graduate, was black inside as
well as outside; that language which I learned also from two black
adults who sometimes tended me during the day. Although they
were rural and southern-born, they did not speak "black" English
probably because they did not know that they were expected to.

I would have begun in this somewhat bizarre manner because I
am well aware that some people are so convinced that black English
is the native voice of all blacks that they often hurl four allegations
into the faces of blacks who protest against that assumption: The
first allegation is that, as even Dillard states, eighty percent of the
black people in the country use black English. (I do not know how he
arrived at this figure, since I strongly doubt that even pollster's have

-interviewed eighty percent-of-lack America.} The second aikgati
is that, since four-fifths of black Americans speak black English, any
who do not have educated themselves away from their black heritage
in an effort to become middle-class Americans. The third is that, since
the first two allegations are true, any black American who denies

must be defensively trying to guard blacks against the assump-
that their intellectual inferiority is evidenced by their language.
fourth is that, if the unconvinced black is sincere, he or she is a

middle -class black who is separated from other blacks, or she or he
lacks the linguists' facility for listening to speech.

I warned you that I would be aneedotal; I must also be personal.
Most of these allegations, which have been printed in professional
journals and books, are made by white scholars and teachers who
know so little about blacks that these scholars and teachers make
sense only to other equally unknowledgeable people.

Let us consider the four allegations in terms of my own experience
as a black person who has lived in this country almost one-half
century and who can talk about personal relationships with other
blacks whc date back another half-centuty: I have already questioned
the first allegationthat four-fifths of black Americans speak and
must write black English. I have never taught in high school, but I
have taught more than a quarter of a century in blacl colleges in

r^
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Georgia, Florida, North Carolina, and Marylind; and have taught
black college students reared in many different states. Of the four
characteristics I have echoed as distinctive of black language, the only
one which I -have found significant in teaching composition is the
failure to affix s and ed. (Most of the sentence fragments that I have
seen in students' writing do not result from the omission of a verb
but from another cause.)

The second allegationthat blacks who do not speak black Eng-
lish are trying to be middle-class or to evade their racial identity
undoubtedly characterizes some blacks. Almost any statement about
'human beings characterizes some blacks. in my own life, however, I
recall that in college I tried to be more colloquial and imprecise in
English so that I would not embarrass my white classmates who did
not use English as effectively. (Incidentally, until I entered the ninth
grade, all of my teachers and classmates were black.)

The third allegation is that blacks who are conservative abdut black
English are being defensive. Maybe some are. Most are not. The
fourth is that, if sincere, they do not know other blacks. Can you
imagine how absurd this allegation is when it' comes from a white
who has probably had minimal contact with blacks and who fails to
comprehend how America's apirtheid forces all classes of blacks into
a single- setting. -Again, -let me-use myself as an example. tcannot,-
would not, deny that I was born into a middle-class family. But I
attended schoolgrades one to sixin an all-black school in the heart
of the inner-city ghetto: even in such a "northern" city as Cincinnati,
segregation was practiced in schools as it is in Bost.. . Detroit, Chi-
cago, and other cities today. My clap6mates were not middle-class.
For grades seven and eight, I attended another all-black school, which
graduated some of its students into reformatories. After four years
of high school, college, and graduate education in predominantly
white institutions, I taught in Georgia at a private college, where
many of the black students fell short of rural southern standards of
the middle-class. if they had been more "middle-class," their parents
might have chosen to enroll them in a college more expensive than
the one at which I taught. In Maryland, while teachit in a college,
I was forced for economic reasons to live in a settlement of soldiers
and factory workers. (There were three college instructors in the
complex of more than three hundred homes.) While working on a
doctorate, I supported myself by working among blacks in a steel mill,
by clerking in a drugstore in Chicago's south side, and by waiting
tables. My experiences are not unique among middle-class black males.

t,
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Yet teachers who publish art:Ides in professional journals would in-
form me that the black middle class is too isolated from black common
people to know how they speak. How arrogant can the ignorant be?

The point of this tirade is simple. Teachers who wish to practice
the policy of the resolution on the students' right to language must
not *sum that a brown or black face means that the teacher has no
need to educate that child in language. The teacher must determine
who the child is and what language the child speaks.

An Allegation Worth Considering

A different allegation, which is true, is that many black people who
insist that black children must learn to read and write "standard"
English (EAE or edited American English) are concerned that blacks
have opportunity in the job market. Two strong forces oppose this
view: nationalistic blacks and idealists (call them liberals if you will).
The nationalistic blacks argue that employers should be compelled to
respect black dialect; the liberals, echoing that idea, point to the
whites who have gained position without effective command of
standard English and to the blacks who are restricted despite their
language Proficiency.

Both the nationalists and the liberals see America with idealistic
eyes. In time, America may become color blind. At present it is not.
Although use of language may not matter in menial jobs, it does
matter for the better paying jobs (and for entrance to the profes-
sional schools), where employers sometimes are seeking documentable
reasons for rejecting blacks. Once, when I expressed this idea, a white
acquaintance cited former Mayor Daley of Chicago as an example of
the fact that failure to command standard English does not prevent
a person from attaining high position. But I asked him and I ask you,
outside the artificial worlds of entertainment and athletics, how many
blacks without a command of English have whites appointed or elected
to significant positions?

Remember, in addition, that the CCCC Background Statement
does not say that students need not learn to write standard English.
The statement reads, it is necessary that we inform those students
who are preparing themselves for occupations that demand formal
writing that they will be expected to write edited American English"
(1974, 15). It would be tragic if that statement were to be forgotten.

I do not deny that many blacks who write English effectively
will not necessarily prosper in a white racist society: standard English
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will not necessarily earn jobs for them. But I am raising the alterna-
tive question, How restricted is the opportunity for blacks who do
not command such. language skills? Are idealists (black or white)
imprisoning blacks in menial jobs with a naive hope that a white-
oriented society_ will respond favorably to Rack differences tomorrow
after a three - century record of continuing effort to prove the in-
tellectua inferiority of blacks? Blacks can learn to write standard

'English. As the CCCC background paper states, If speakers of a
great variety of American dialects do master EAEfrom Senator
Sam Ervin to Senator Edward Kennedy, from Ernest Hemingway to
William Faulknerthere is no reason to assume that dialects such as
urban Black and Chicano impede the child's ability to learn to write
EAE while countless others do not (1974, 8).

There are at least three other myths which must be ignored by the
teacher who wishes to teach language effectively to black children.

One, promulgated in professional journals, is that black English
and other dialects lack the vocabulary for precise thinking and precise
expression. Unfortunately, this nonsensical idea, disseminated often
by university professors who are seeking self-esteem, is widespread.
I have heard it in faculty meetings where the university professors
spoke the imprecise jargon all too characteristic of such meetings. I
have heard it expressed by, a frequently quoted linguist, who stated
that young black children could not think. (When challenged, he
admitted, for that moment, that he meant that teachers speaking a
different dialect could not follow or understand the thought processes
of some black children.) Such attitudes are arrogantly ignorant. The
mode of language has little to do with precision of thought. When
particular snobbisms are eliminated, the modeof expression has little
to do with clarity. For example, when my older son was a child, he
often spoke (and still writes) a variation of black English. But, hang_
before he reached his teens, I Kid learned to admire his capacity for
effective reasoning and clear expression. Even while we teachers
encourage students to avoid using localisms, we must not delude
ourselves that they cannot match our capability for thinking or that
they cannot communicate. (If I were cynical, I might say that, having
little else respected by a capitalistic society, we academics delude our-
selves that we have the power of precise communication when, in
fact, we may be failing to communicate with anyone outside our
circle. Who are the dementedthose inside, or those outside?)

A second myth arises among those teachers who have recently
learned that blacks give such names as "shucking* and "dozens" to
their word games. With the pomposity of anthropologists serenely
confident that none are alive to dispute their discoveries, some
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teachers explain such word play in a way to distinguish it from
communication by any other group. For example, I read, in a profes-
sional journal, an essay in which a young whit..., scholar tried 'to
explain how black students' rhetoric affects their written composi-
tions. In, addition to confusing the meanings of "the dozens" and
"signifying," peer-group games which relatively knowledgeableblack
students would rarely use in English composition classes, the anthro-
pological teacher explained "shucking" to his fellow whites in such a
way that he implied that blacks are the only ones who have ever lied
to extricate' themselves from difficult situations. (I read some of these
professional essays with fascination. If I were not black, I might be
impressed; because I am, I do not know whether to laugh or cry. I
now sympathize with those emerging nations that have restricted the
entrance of anthropologists because they are tired of being studied)

At another extreme is 'a third myth which would distinguish blacks
from other Americans. One college instructor has shared with other
teachers her presumption that black students hear in black English.
(Notice the generalization about all blacks.) Therefore, she says, they
spell in black English. Let us apply that reasoning to whites: Bostonians
hear in Bostonian; therefore they spell Boston "Baston." Southerners
hear southern; therefore, they spell honor "honah." Furthermore, that
teacher, who tells other teachers to follow her practice of requiring
students to spell words as she pronounces them, ignores the proba-
bility that she has some kind of dialect. FinAly, I would be pleased to
learn how her word drills help students distinguish he spellings of
"proceed," "precede," "supersede," and other such familiar examples
of the refusal of American English to be a language which can be
spelled accordingly to sound.

In this brief comment, perhaps I have told you little. Perhaps I
have entertained some of you or annoyed others. I certainly have
done little to provide you with a methodology for instructing all
black children. I have not even taken a firm stand on the question of
whether to adopt the resolution or whether to teach standard English
or whether to urge bidialectalism. But, if I have persuaded you that no
single methodology is suitable for teaching all black children, I have
attained one goal. Educationists talk about the need to teach children
as individuals. I ask you to remember that black children are children
too. Look at them as individuals. And before you abandon them in
their own language because of your humanitarian motives, ask your-
self whether you have learned what language they are using and
whether there is anything you can do to help then improve in lan-
guage. Finally, I ask you to test cautiously whatever you hear about
blacks and our language: Anthropologists and linguists sometimes
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err. As you think about any remarks, please remember, as I stated
earlier, I am a black using the words and grammarthe language
of my black mother and father and the languageas far as I know
of their parents. Should not this be considered "black English"?
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That teacher, he too mean. He be hollin at us and stuff.
Browny, he real little, he six, and he smart cause he know how
to read.

Two of the plaintiff children in King

The children are the future and the hope of black America. There-
fore, it is fitting and proper to begin with the words of those children
who brought the federal lawsuit in the nationally prominent but
widely misunderstood case of Martin Luther King Junior Elementary School
Children v. Ann Arbor School District Board. Although this case has come
to be known as the "Black English Case," it was as much a case about
black children as about black English. As judge Charles W. joiner
himself said, "It is a straightforward effort to require the court to
intervene on the children's behalf to require the defendant School
District Board to take appropriate action to teach them to read in the
standard English of the school, the commercial world, the arts, science
and professions. This action is a cry for judicial help in opening the
doors to the establishment. . . It is an action to keep another genera-
tion from becoming functionally illiterate" (473 F. Supp. 1371, E.D.
Mich. 1979).

The precedent established by the King decision represents the first
test of the applicability of 1703(f), the language provision of the 1974
Equal Educational Opportunity Act, to black English speakers. The
case suggests new possibilities for educational and social policies in
our struggle to save children and develop future leadership. As the
plaintiff children's chief consultant and expert witness during the two
years of litigation, I shall provide an analysis of King and its implica-
tions for public policy and black community development in light of
the stark reality of white racism and class contradictions among
blacks in the United States.

41
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Briefly, the background facts of the case are as follows. On July 28,
1977, Attorneys Gabe Kaimowitz and Kenneth Lewis of Michigan
Legal Services filed suit in eastern District Court located in Detroit,
Michigan on behalf of fifteen black, economically deprived children
residing in a low-income housing project on Green Road in Ann
Arbor, Michigan. By the time the case came to trial in the summer of
1979, one family with four children had moved out of the school
district, leaving eleven plaintiff children to litigate the case.

Initially, the plaintiffs' action was directed against the State of
Michigan, the Ann Arbor School District, and officials at Martin
Luther King Junior Elementary School, where black children com-
prised 13 percent of the school population of predominantly white,
upper-class children. The allegation was that the defendants had failed
to properly educate the children, who were thus in danger of becom-
ing functionally illiterate. Specifically, plaintiffs charged that school
officials had improperly placed the children in learning disability and
speech pathology classes; that they had suspended, disciplined, and
repeatedly retained the children at grade level without taking into
account their social, economic, and cultural differences; and that they
had failed to overcome language barriers preventing the .children
from learning standard English and learning to read. Actions taken by
school officials, such as labeling the children "handicapped" and provid-
ing them with museum trips and other types of ".cultural exposure,"
had failed to solve the academic problems of the children. The atti-
tude of school officials was that the school had done its job, and that
perhaps the children were uneducable. Yet. close scrutiny of the aca-
demic records and psychological and speech-language evaluations
failed to uncover any inherent limitation in the children's cognitive
or language capacities. Further, the children's mothers were not per-
suaded that the academic and behavioral problems were due to slow-
ness or mental retardation. The mothers' intuition was corroborated
by professional judgment: their children were normal, intelligent kids
who could learn if properly taught.

The Trial

During, the pretrial stages of King, Judge Joiner tried to settle the case
out of court, perhaps wary of the precedent that would be set. The
"Friends of King," as we, the children's advocates, came to call our-
selves, preparing a reading program which the officials rejected.1 The
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Giomplaint was revised and amended several times to comply with
Joiner's orders. For the course of future litigation in this area, the
most critical revision was that all claims relative to economic, social,
and cultural factors were dismissed. Joiner contended that there is no
constitutional provision guaranteeing the right to educational services
to overcome unsatisfactory academic performance based on cultural,
social, or economic background. To put it more pointedly, the U.S.
Constitution can provide protection on the basis of being black, but
not on the basis of being poor.

In Judge Joiner's reasoning, it was necessary to focus the issues in
King on a decidedly narrow set of trguments. He dismissed all of the
plaintiffs' claims except one which forced the lawsuit to be tried solely
on 1703(f), which reads in part: "No state shall deny equal educational
opportunity to an individual on account of his or her race, color, sex,
or national origin, by . ... the failure to overcome language barriers
that impede equal partiepation by its students in its instructional
programs." Restricting the case to the issue of language barriers,
Joiner instructed plaintiffs to specify the nature of the barriers, the
lack of appropriate action to overcome them, and the resulting denial
of educational opportunity based on race. What began as much more
than a "Black English Case" would now focus narrowly on language
issues, and its outcome would depend on the interpretation of a single
sentence. For the plaintiffs and their "friends of King," it was clear
that the trial would depend on expert testimony. During the four-
week trial, a biracial teams of expert witnesses in the fields of psy-
chology, education, linguistics, and reading testified on behalf of the
plaintiff children. The members of this team advised the court of the
extensive research in their respective fields, the relationship of this
knowledge to language barriers, and the obligation of schools to
overcome these barriers.

Significantly, the defendant school board called no expert witnesses.
Its attorney simply relied on cross-examination of the plaintiffs'
expertsa strategy consistent with the community's self-righteous
posture. Ann Arbor prides itself on being a liberal community, and
ranks among the country's top six public school systems in academic
achievement. It is also the home of the prestigious University of
Michigan and a multi-million dollar research program that has in-
cluded the study of race, language, teaching, and learning. Indicative
of its presumed enlightenment, Ann Arbor had decided to promote
racial and economic integration by opting in the 1960s for scattered-
site, low-income housing; poor blacks live in the same neighborhood
and attend the same school as affluent whites and blacks. The Ann
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Arbor defendants, reflecting a blame-the-victim methodology, con -
tended that their school district could not possibly have faded to
practice equal educational opportunity. Although apparendy confident
about being vindicated, the school district the
experisive Detroit law firm that had defended
suburbs before the U.S. Supreme Court in the Bragg v. Mi Hams
school desegregation cases

The trial proceedings established that the school district had faded
to recognize the existence and legitimacy of the children's language,
black Eng liar. This failure of the teachers to recognize the language
as legitimate and the corrtAiondbrg negative attitudes toward the
children's language led to negative expectations of the children which
turned into self-fulfilling prophecies. One critical consequence was
that the children were not being taught to read. On July 12, 1979,
Judge Charles W. Joiner, a resident of Ann Arbor himself, isSued
what he later described as erather conservative* ruling: on the basis
of failing to overcome language barriers, the Ann Arbor School Dior
trict had violated the children's right to equal educational opportunity.
Though black English was not foad to be a barrier per se, the butitational respell"

to it was a barrkr. In short, this ruling affirmed the obligation of schOol
districts to educate black children and served to establish, within a
legal framework, what has been well documented in academic schOlar-
ship: black English is a systematic, rule-governed language syStens
developed by black Americans as they struggled to combine the cul-
tures of Africa and the United States. The district was given/thirty
.days to devise a remedy.

. The intent of the Equal Educational Opportunity Act (E .OA) is
fairly dear. Initiated by President Nixon and passed by Coagress at
the height of the antibusing crusades, the EEOA shifted the policy
emphasis from desegregation to quality education, and thus, in classic
U.S. fashion, attempted to reconcile the two contradictor* forces of
white radsm and black aspirations. Therefore, much of the impetus
behind the new legislation was related to racial issires.:Because bi-
lingual legislation had already been in existence for foui years, how-
ever, the inclasidni of 1703(f) within the EEOA raises the question
of whom this Obscure language provision was origin* designed to
protect. In fact, once Joiner had ruled this a language case, the Ann
Arbor School District immediately filed a motion to dismiss on the
grounds that 1703(f) did not apply to black English speakers but only
to those with foreign language backgrounds. Had this reasoning pre-
vailed, of comae, there would have been no case, since this was the
only remaining claim of the plaintiffs that Joiner had allowed to stand.
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Emphasizing former HEW Secretary Elliott RidunIson's interpreta-
tion that the statute protected the legal right of any child (with) a
language handicap' (118 Congressional R 8828, 1972), joiner
denied Ann Arbor's motion and issued the *, ruling that rep-
**matted our first victory in the case:

The President's Nixon's) list of persons covered by his proposal
is only merely illustrative but could well include students whose

barrier" results from the use of some of non-
English. ... The statutory language places 'towns

on the character or source of the language barrier that it
must be serious enough to impede participation by . .
students in . instructional programs. any more legisla-
tive guidance to the contrary, 1703(1) applies to language barriers
encountered by students who speak German (451 F. Supp. 1332,

1978).

The court's ruling in this regard meant that the case wonld not
have to be based on the theoretical problem of differentiating a lan-
guage from a dialect,' nor consequently, on specifically determining
whether black English is a language or a dialect. Yet it was an issue
that really was notand, in fact, cannot bedismissed, flat the lack
of theoretical clarity and intellectual consensus on the question pre-
sented serious difficulties formulating our legal arguments and peda-,
gogical remedies. Further, this confusion serves to account, in part,
for the broad misinterpretations of King and the continuing ambiva-
lence about black English in the lay community.

Language or Dialect

In categorizing linguistic phenomena, a commonly applied test is that
of mutual intelligibility. If speech data from Community A can be
understoad by Community B, and vice versa, with relative ease, re-
crog;ring only slight adjustment on the part of each group of speakers,
we can generally conclude that the two sets of speech data derive
from the same source, that is, they are variations of the same lan-
guage. Since there is an overlap between Africanized (black) English
and Euro-American (white) English, mutual comprehension exists
between blacks and whites, suggesting that black English is a dialect.
There are also areas of significant linguistic differentiation between
the two speech communities, however, which can lead to a lack of
understanding and confusion, and can contribute to the conceptual -
ization, of black English as a language. (See Dillard 1972; Fasold and
Shuy 1970; Labov 1971; Srnitherman 1977,1980; Valdman 1977.)
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A few examples will serve to more fully illuminate the nature of
the language-dialect controversy. An often-cited characteristic of
black English, strikingly distinguishing it from standard white English;
is the use of be as a full verb form, as in the opening quotation "He
be boffin at us and stuff." This use of the verb "to be" derives from
an aspectual verb system that is also found in African Pidgin English,
and in the GuRah Creole spoken by blacks living on the Sea Islands
along the southeastern seaboard of the United States. Its use conveys
the speaker's meaning with reference to the qualitative character and
distribution of an action over time. In the case of "He be hail at us,"
the speaker indicates habitual action. The standard English verb°
system of past,-present, and future tenses cannot accommodate this
type of construction, while the black English usage has captured all
three tenses simultaneously. The closest standard English equivalent
would be: he is ah4ays (or constantly) hollering_at us; he frequently
(or often) hollers at us; or, he sometimes (or occasionally) hollers at
us. Other examples of aspectual be collected from taped interviews
with the plaintiff children are: When school is out ills time, uhma be going to
summer school; They be hitting on peoples; and f like the way he be psych*
people out. Black L.nglish also allows for sentences without any form
of the copula, as in He real little; He six; My momma name Annie; Shi my

teacher; and They ahoays fighting.
In black English, possession does not require the inflectional z

(written as s preceded or followed by an apostrophe), but rather, is
indicated by juxtaposition, as- in these examples from the children:
She took him to his grandmother home; Popeye girlfriend; and My daddy.,name
John. Consider the potential for linguistic confusion to the nonblack
English speaker that can result from the co-occurrence of two or
more features of black English within a single statement, as in the
following item from the "Black Language Test" (Smithernian 1970
"She the girl mamma." Does this mean that she is the mother of the girl
in question; that she is a very young girl who is the mother of a child;
or, that she is a girl being pointed out to somebody's mother?

It is not only in 'Phonology (sound) and morpho-syntax (grammar
and structure) that critical differences between the black and white
speech communities occur. Intelligibility can be affected by the lack of
familiarity with the.Asurical and semantic strategies of black Eng-
lish. For example, Multiitilnad Ali, hero and rapper par 'excellence to
virtually the entire black English- speaking community, nearly caused
an international diplomatic disaster by usingthe rules of lain black"
when he said: "There are two bad white men in the world, the
Russian white man and the American white man. They are the two
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baddest men in the history of the world." Although the Tanzanians,
to whom Ali was speaking at the time, apparently understood his
meaning perfectly well, the standard white English-speaking 'world
did not. He was castigated for using a term interpreted in the Web-
simian tradition as evil, wicked, negative, or not good. In the semantics
of inversion used by the descendants of African slaves, however,
"bad" can mean powerful, omnipotent, spiritually or physically tough,
outstanding, wonderful, and with emphasis, very good. For this
feature of language use in black English, Dalby (1969; 1972) cites
linguistic parallels in Mandingo and several other African .languages.
His work remains the most rigorous treatment of the lexico-semantic

gs,system of black language from a diachronic perspective. (See also
Dillard 1977; and Major 1970.)

I have deliberately chosen the example of Muhammad Ali because
the contrasting black and white American interpretations of his verbal
showmanship place the language-dialect controversy in bold relief.
Although All's language appears to be Englishand fairly standard
English at t the correct interpretation of his meaning requires
the listener to ha sociocultural data outside the realm c

standard English. All represents the badman of words in the black oral
tradition. Through boastful talk, pungent rhymes, verbal repartee,
and clever "signifyin" (indirect language used to tease, admonish, or
disparage), the rapper establishes himself or fierself (but more gener-
ally himself) as a cultural hero solely on the basis of oral performance.
Preachers, politicians, and other black leaders reflect .this tradition. A
clever rapper can talk himself out of a jam, and in sessions of ritual
insult such a "playing dozens" (talking about somebody's momma
or other kinfolk), tensio is relieved and fights often avoided. Those
who are verbally, adept the art of "selling woof (wolf I tickets"
(boasting) often do not hav to prove anything by action. It is believed
that the African concept o Nommo, word power, ran indeed "psych
your opponent out." Thu , when All engages in the art of black,
braggadocio, the louder and badder he talks, the more blacks applaud
him, but the more whites, lacking cultural experience in this tradition,
censure him. All symbolizes a cultural value manifested in black lan-
guage behavior, suggesting that we are dealing with more than sur-.
'ace dialect differences.

The black English language-diSlect controversy reflects a funda-
mental contradiction within linginstics itself as to how language is to
be 'defined, conceptualized, and. studied. The classic dichotomy be-
tween langur and par* (loosely, speech and language) is evident in the
differences betweerkChomskyian theoretical linguistics and Hymesian
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"socially constituted" linguistics. Chomsky (1966, 1972) abstracts
language from social context and focuses on its structuresound
patterns, grammatical structure, and vocabulary. Hymes (1974) more
broadly conceptualizes language within the framework of culture and
society, and focuses on the use and users of language: their history,
culture, values, world hews, and social structure are considered basic
to understanding a given language. The former is the more popular
view of language and that taken by Judge Joiner when he demanded
that we identify language barriers without reference to the children's
cultural characteristics, which he deemed "irrelevant to a cause of
action under the language barrier statute" (463 F. Supp. 1027 at 1030,
E.D. Mich. 1978).

Elsewhere (Smitherman 1979), 1 detail the relationship of this
general controversy in linguistics to study and research on black
English. The point is that the semantics within which one formulates
a general theory of language can determine whether one views the
issue as black language or as black dialect. If one considers only
words, grammar, and sounds as the essence of language, then black
speech data might tend to look more like a dialect of English. If one
also considers the history and social rules that govern the use, pro-
duction, and interpretation of the words, grammar, and sounds, then
Hack speech data more nearly resemble a different language. Apply-7
ins this to King, if black English is a dialect, then the language barriers
are mere surface differences that do not impede communication be-
tween teacher and student, nor between student and material written
in standard English. If the barriers are not in language per se, we
must look elsewhere for impediments to the children's access to equal
educational opportunity. In this case they were found in attitudes of
teachers and other school personnel toward language. On the other
hand, if we are dealing with a language, then the barriers reside not
only in attitudes, but also in actual linguistic interferences that
hamper communication. Since linguistics cannot offer the definitive
word on language-dialect differentiation, it ultimately comes down to
who has the power to define; or as Max Weinreich once put it, the
difference between a language and a dialect is who's got the army
(.0 :1).

With the King case clearly, if narrowly, focused on the language
issue, Joiner outlined four areais to be covered in our final amended
complaint. We were to identify the language barriers confronting the
p!aintiff children, specify how these harriers had impeded the equal
participation of the-children in the instructional program of King
School, set forth the appropriate action that defendants had allegedly
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filed to take, and identify the connection between the defendants'
failure to take appropriate action and the race of the plaintiff children.

The several versions of the complaint had consistently highlighted
structural and nonstructural interference phenomena as constituting
the basis of the language barriers confronting the plaintiff children at
King School. These, we argued, represented essentially a languages-
in-contact interaction (Weinreich 1963). Structural interferences
derive from the structural differences between two languagesa
mismatch of linguistic structures on the levels of phonology, lexico-
semantics, and/or morpho-syntax. Nonstructural interference phe-
nomena refer to differing attitudes and conflicting values about the
two speech systems and the individuals who use them. The analysis of
Muhammad All's speaking style illustrates both structural and non-
structural interference phenomena in operation. These phenomena
are actually inextricable, though they are often expressed as a di-
chotomy to create an analytically convenient, if artificial, schema that
readily lends itself to empiricism.

Because the language-dialect conflict remains unresolved, there
is no consensus among language scholars as to whether there are
both structural and nonstructural interferences between black and
standard/white English ("What go round come round"). Some black
psychologists (Simpkins 1976; Simpkins, Holt, and Simpkins 1976;
Williams 1972; Williams, Rivers, and Brantley 1975; Wilson 1971)
contend that the points of mismatch between standard and black
English constitute cognitive barriers to meaning for black English-
speaking children; that is, they have to translate standard English
input data. Such mismatches seem to occur on the larger level of
rhetorical patterning and discourse rather than being simple points
of interference, as suggested in the contrast between "He look for me
last night" and "He looked for me last night." This is not the cognitive-
linguistic deficit argument espoused by Deutsch (1963), Bereiter and
Engelmann (1966), and others, but a postulation that the two differ-
ent speech communities employ differing thought patterns and con-
ceptions of reality and that these differences are reflected in different
styles of discourse. Cooper (1980), for example, suggests that standard
English speakers employ a more impersonal style with greater dis-
tance from the material of their discourse.

Although the evidence is not definitive, the best available data and
expert judgment, particularly from black psychologists, seem to sug-
gest that black English speakers have language-based problems, and
only those who master code-switching make it through the educa-
tional system successfully. With inconclusive research data at this
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point, coupled with the inadequacy of current language models to
account for differences in discourse structure, the "friends of King"
were 'unsuccessful in persuading the court that structural linguistic
barriers existed. Although joiner conceded that "there was initially

a type of language difference," he reasoned that "it did not pose a
communication obstruction" in teacher student interaction (473 F.
Supp. 1371 E.D. Mich. 1979).

Attitudes about Language

Research on sociolinguistics in the education process has been most
fruitful and convincing in uncovering underlying attitudes about
language. Specifying the nature of these nonstructural barriers proved

to be our most powerful legal strategy. In the educational context,
negative linguistic attitudes are reflected in the institutional policies
and practices that become educationally dysfunctional for black
English-speaking children. Research on language attitudes consistently
indicates that teachers believe black English-speaking youngsters are
nonverbal and possess limited vocabularies. They are perceiyed to be
slow learners or uneducable; their speech is unsystematic and needs
constant correction and improvement (Esselman 1978; Shuy and
Fasold 1973; Williams 1972; Williams, Whitehead, and Miller 1971).
These beliefs, though linguistically untenable, are essentially those
held about black English speakers.

Myths and misconceptions about language and negative attitudes
toward language diversity are fostered in the school and perpetuated
in the general populace of the public school experience (Poo ley 1974).

Schools and teachers are seen as guardians of the national tongue.
Condemned as immoral, ignorant, and inferior are all those who
depart from the idealized norm of standard English which, as Poo ley's
research (1969) so powerfully demonstrates, teachers themselves
preach but do not practice. It was th. type of mental set that led
King School teachers to correct constantly, to the point of verbal
badgering, some of the plaintiff children's speech, thereby causing
them to become truly nonverbal; to exclude them from regular classes
in order to take speech remediation for a nonexistent pathology; to
give them remedial work since "that's the best they can do"; and to
suspend them from class for trivial and inconsequential acts. of fio .

called misbehavior.
The use, or rather misuse, of standardized tests is a prime example

of institutional policy detrimental to the educational success of black
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English-speaking children. Intelligence tests and other diagnostic and
assessment tools used in the schools have been normed on white,
middle-class, standard English speakers and are obviously linguisti-
cally and culturally biased against poor black children. For example,
standard speech articulation and language assessment tests measure
forms and distinctions that do not exist in black language. One set
calls for the distinction between "Ruth" and "roof," which in black
English are pronounced the same. Examples of this Feature of black
English in the speech data from the King School children include:
"maf" ("math") work; "birfday" ("birthday"); "bof" ("both"). Another
set of test items calls for the singular/plural distinction to be made
by changing the verb form, as in the task requiring children to match
pictures with the examiner's spoken sentences: "The cat is playing"
vs. "The cats are playing." In black English, each sentence would be
expressed without the verb and without the morphemic indication of
plural. Plurality is generally realized by context in block English.
Examples from the plaintiff children include "Two captain," "a few
cartoon," and "two year." In sum, what we were able to show is that
these linguistically biased instruments of educational institutions can-
not possibly validate the problems nor the promise of a black English-
speaking student (Bliss and Allen 1978; Green 19'25; Taylor 1971;
Williams 1972; Williams, Rivers, and Brantley 1975).

This impressive array of social science research on attitudinal lan-
guage barriers led the court to conclude that "if a barrier exists
because of language used by the children in this case, it exists . . .

because in the process of attempting toeteach the students how
to speak standard English the students are made somehow to feel
inferior and are thereby turned off from the learning process" (473
F. Supp. 1371, E.D. Mich, 1979).

Since black English is viewed negatively by standard English-
speaking teachers, it is not difficult to reconstruct the process where-
by this language barrier impeded the educational success of the plain-
tiff children. King School telligrs denied that the plaintiff children
even spoke black English, con ding that "they talk like everybody
else." In contradiction, however, were their own formal cerimentaries
on the children's school records indicating the use of black English
forms, test data showing low verbal ability in standard English, and
the taped samples- of the children's speech, excerpts of which were
cited in the final amended complaint and detailed during the trial.
Because teachers did not even acknowledge the existence, much less
the legitimacy, of the plaintiff children's language; they obviously
failed to "take it into account" in teaching standard English. It is not,
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then, black language in and of itself that constitutes the barrier, but
negative institutional policies and classroom practices relative to black
English that were, and are, key causes of black children's reading
problems. Since reading is crucial to academic achievement in all
school subjects, the inability to read at grade level prevents equal
participation in the educational programs of the school.

The Decision

What, then, was the appropriate action the defendant school board
had failed to take? It had not instituted policies to assist King School
teachers and personnel to handle the linguistic and educational needs

of the plaintiff children. As Joiner indicated: "The court cannot find

that the defendant School Board has taken steps (1) to help the
teachers understand the problem; (2) to help provide them with
knowledge about the children's use of a 'black English' language
system; and (3) to suggest ways and means of using that knowledge
in teaching the students to read" (473 F. Supp. 1371, E.D. Mich. 1979).

In his opinion, Joiner refers to the crucial data from social science
research on effective schools for poor black children (Brookover and

Beady 1978; Edmonds 1979; Weber 1971; Edmonds and Fredericksen

1978). This research has established that appropriate action by schools

can result in educational achievement despite pupil characteristics.
Educational climate is the critical variable, not the race or class of the

children.
Finally, the relationship between the district's lack of appropriate

action and race lies in the manner in which black English has de-

veloped and is maintained as a unique speech system. The speech
patterns of black Americans developed from an African linguistic and

cultural base which was transformed by their experience in the
United States, and reinforced and sustained by racial oppression and
segregation, on the one hand, and by the response to racism, in the
form of ethnic solidarity, on the other. The institutionalization of

racism in America, through both de facto and de jurt mechanisms, has

meant exclusion of blacks from participation in the dominant culture,

and has resulted in the continuance of two separate societies and two

distinct, if not entirely separate, languages.
Blacks, however, have been differentially affected by white racism,

and that has created class distinctions within the black community.
Differing degrees of competence in standard English is one way these
distinctions are manifest. Not all black children suffer from language
barriers. Indeed, at King, the only black children having great diffi-
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culty were those from the Green Road Housing Project, who were
both black and poor. The other black children attending King were
from middle-class, professional fanAes. Though these middle -class
children spoke black English, they were also competent in standard
English: they were skilled at code-switching and, hence, "bilingual."
This is precisely the case among those blacks who have successfully
negotiated the educational system and become middle class. Thus, it
may be said that a black speaker's ability to code-switch is a behav-
ioral manifestation of the interaction of race and class. Not being
adequate-code-switchers, the economically deprived plaintiff children
experienced language-based problems in school. The language bar-
riers for the Green Road children were thereby directly related to
racial, as well as economic discrimination, but Joiner had ruled out
the latter as a consideration.

Put more succinctly, negative language attitudes are directed to-
ward the "blackness" of black English; the attitudes and the language
itself are the consequences of the historical operations of racism in
the United States. To the extent that the district failed to take appro-
priate action, such failure was connected to the race of the plaintiff
children by virtue of their speaking black English, and the barriers
created are therefore directly related to race. This, in turn, obligates
the district to take appropriate action under the Equal Educational
Opportunity Act of 1974 to eliminate the discrimination. Such action
would consist of an educational plan designed to help teachers identify
black-English speakers to help these children learn to read standard
English.

The educational plan approved by joiner, however, falls far short
of the mark. As Attorney Kenneth Lewis noted, the plan "amounts
to no more than yet another shot in the arm of teacher inservice
programs (which] only travels halfway to a full solution to overcome
language barriers impeding learning" (Lewis 1980). Clearly, a teacher
inservice program is desirable and needed to alter teacher attitudes
toward black English. Programs of this nature are not uncommon,
particularly among school districts undergoing desegregation. Yet
suchsVsrams are pitifully inadequate as a remedy to eliminate bar -
riers +t3 e*tal educational opportunity. Inservice training shoult: simply
be a component of a more comprehensive education remediation plan
that would have as its central theme the teachihg of reading and
other communication skills. In sum, with no assessment of teacher
behavior and actual classroom practice, the Ann Arbor approach is
premised on the theory that benefits will accrue to the children after
teachers are properly trained and thereby develop new attitudes. This
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remedy is too skw and too limited for the immediate educational
crisis facing poor black youth in schools in the United States.

Based on the procedural strategy and the outcome of King, there
are several additional approaches to the formulation of public policy
that would address this crisis. First, judicial processes are critical in
shaping educational policy and practice. Joiner was reluctant to tread
these waters, and partly for that reason. Ann Arbor's education plan
is woefully inadequate. Despite the lament that the courts are too
involved in the management of social institutions, the judiciary can
promote the just and humane administration of large social bureau-
cracies that seem incapable of righting themselves. As the custodian
and protector of values, the judiciary should be more involved, not
less, in social management. The public school, more so than any other
institution, directly involves and affects every citizen of the United
States. Education is everybody's businessincluding the judge's.

Second, we need a school effectiveness policy monitored and en-
forced by the courts and by appropriate citizens' bodies. Accounta-
bility must be demanded and delivered. Race and class cannot be used
to justify miseducation. There is now an overwhelming body of data
to demonstrate that, as Edmonds put it, "some schools work, and
more can" (1979). Further, schools must be willing to adopt policies
to overcome cultural and economic handicaps. This is a basis for
future litigation since this claim was dismissed early on in King. An
argument could be made that culture and class are handicaps just as
are physical infirmities. As Kaimowitz (1981) later put it, "Economic,
social, and cultural factors, as well as the racial factors . . . and the
language factor, must be taken into account."

Third, there should be a national moratorium on testsstandardized,
employment, and other such assessment instruments. All evidence
points to the cultural and linguistic biases of such tests. King, along
with Larry P. v. Riles No. C-712270 RFP (N.C. Cal. October 1979),
attests to the inadequacy of tests for evaluating and diagnosing black
children. These rulirigs reinforce the call for such a moratorium,
already issued by a number of professional and concerned citizens'
groups.

Fourth, one outcome of Joiner's ruling was clearly to give legalistic
legitimacy to a speech form spoken at times by 80-90 percent of the
black community in the United States (Dillard 1972; Smitherman
1977). As a corolLry to King and coincident with the goals of the
Bilingual Education Act, we need a national public policy on language
that asserts the legitimacy of languages and dialects other than
standard English. As recommended by the Task Force on Language
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Policy and National Development (in press), a parallel tactic might be
the development of awareness campaigns on black English conducted
In communities throughout the country.

Fifth, just as King reaffirms the viability and aypropriateness of black
English, it also demands that students gain competence in standard
English. As sociolinguists have maintained, effective speakers,writers,
and readers have a highly developed level of communicative compe-
tence, that is, using language forms in socially appropriate contexts.
Such competence allows one to manipulate a variety of speech forms,
adapted to various audiences, media of communication, intention, and
other social variables. There is not simply one form of standard
English, but varieties of standard Englishformal, informal, and col-
loquial. Similarly, there are varieties of black English conducive to
communicating in various social situations; black church language,
proverbs, and street raps are examples. The recognition of black
English alongside standard English reinforces the call for a curriculum
policy that would mandate and facilitate teaching of communicative
competence.

Sixth, because of the distortions of King perpetrated by the Media,
'a potential weapon for black child advocacy has been grossly mis-
understood. There were over three hundred newspaper and magazine
articles and editorials (Bailey 1981) along with numerous television
and radio broadcasts. Yet media sensationalism prevented the issues
from being clearly and fully delineated. There was a persistent attempt
to discredit the plaintiffs' mothers and to exonerate the school dis-
trict, and survey results indicate that many people received negative
views of black English from media coverage of King (Wilks 1981).
Black and other nonmainstream communities have traditionally been
the victims of biased media coverage. Communities must rally to
force the media to adhere to a standard of ethics and to establish
media clearinghouses to counter the dissemination of inaccurate and
distorted information (Task Force on Media and Information Dis-
semination 1981).

Seventh, in some circles it has become fashionable to disavow the
need for and utility of academic research. King, however, reaffirms
the need for more, not less, research, of the kind that is responsive
to the needs of black and other similarly dispossessed communities.
joiner also commented in his ruling on the value of research in
informing the court (473 F. Supp. 1371, E.D. Mich. 1979).

He noted the efficacy of the personal appearance and involvement
of experts as advocates for the children. Research efforts of this kind
should be encouraged, and blacks should be involved from the be-
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ginning. Creative ways must be found to encourage the allocation of
funds for research on black children and youth. At the very least,
blacks should vigorously monitor all such research to insure that
only projects with policy implications for improving the education of
black children and youth receive top priority.

To complete our analysis of Xing, I shall briefly examine the issues
of black double-consciousness and class contradictions which were
raised during the legal proceedings. "Double-consciousness" was first
described by Du Bois when he said:

After the Egyptian and Indian, the Greek and Roman, the Teuton
and Mongolian, the Negro is a sort of seventh son, born with a
veil, and gifted with second-sight in this American worlda
world which yields him no true self-consciousness, but only lets
him see himself through the revelation of the other world. It is
a peculiar sensation, this double-consciousness, this sense of
always looking at one's self through the eyes of others. . . . One
ever feels his twonessan American, a Nigro: two souls, two
warring ideals in one dark body. ... The history of the American
Negro is the history of the strifethis longing to attain self-
conscious manhood, to merge his double self into a better and
truer self. In this merging, he wishes neither of the older selves
to be lost (Du Bois 1903/1961, 44).

With respect to black speech, I describe the manifestation of double-
consciousness in language as "linguistic push-pull": the push toward
Americanization of black English counterbalanced by the pull of its
Africanization (Smitherman 1977). Both linguistic forms have been
necessary for black survival in white Americastandard English in
attempts to gain access to the social and economic mainstream, black
English for community solidarity, deception, and "puttin on ole masse."
In "If Black English Isn't a Language, Then Tell Me What Is?," (New
York Times July 29, 1979) written shortly after the King trial, Baldwin
spoke eloquently of the role of black English in the black experience:
"There was a moment, in time, and in this place, when my brother,
or my mother, or my father, or my sister, had to convey to me, for
example, the danger in which I was standing from the white man
standing just behind me, and to convey this with a speed, and in a
language, that the white man could not possibly understand, and
that, indeed, he cannot understand, until today."

With the beginnings of education for blacks in the late nineteenth
century, linguistic push-pull became more pervasive in the Afro,
American community. As Woodson (193611969) tells us, that educa-
tion has always been away fromnot towardblack culture, lan
guage, and community. Relating his critique specifically to language,
"Woodson (193311969) noted that: "In the study of language in school,
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pupils were made to scoff at the Negro dialect as some peculiar pos-
session of the Negro which they should despise rather than directed
to study the background of this language as a broken down African
tonguein short to understand their own linguistic history, which is
certainly more important for them than the study of French Phonetics,
or Historical Spanish Grammar" (193311969, 19).

This ambivalence about a dimension of blackness so close to per-
sonal identity explains the mixed reactions of blacks to King, respite
the decidedly forward advancement in black pride during the 1960s,
there continuos to be a lingering Self-consciousness about the value
of black culture and black language, even among those who speak
it most frequently and who, in their more culturally chauvinistic
moments, decry "nigguhs who talk all proper a...d white."

This linguistic push-pull also serves to account, in part, for the
paucity of research on black speech by contemporary black scholars.
S, eing the value and distinctive African character of black English,
white researchers have produced a sizable body of data attesting to
the systematicity, use, and functions of black English. Not all of this
research has been to our betterment. In particular, blacks have decried
treatments such as Folb's Runnin' Down Some Lines (1980) and Jackson's
Get Your Ass in the Water and Swim Like Me (1974) because they focus on
the sensational words and phrases in black speech. Black language is,
after all, more than "jive-ass" lingo of ghetto teenager, or the "pussy-
coppin" raps of prisoners. The "more than" awaits the treatment
of black scholars who can continue in the black intellectual tradition
of Frederick Douglass, W. E. B. Du Bois, Carter G. Woodson, and
Lorenzo Turner. AU wrote positively aboutand in Turner's case,
thoroughly analyzedblack English long before post-1960 white
scholars. In fact, Turner's Africanisms in the Gullah Dialect (1949)
was quoted, while still in manuscript form, by white anthropologist
Herskovits in Myth of the Negro Past, (1941), surely one of the rare
instances in which a white scholar acknowledges an intellectual debt
to a black scholar.

Black teachers and educators are often more negative toward black
English-speaking children than are white' educators. This reaction of
educators and other black leaders to King serves to remind the black
community that our class contradictions were never resolved in the
1960s era of black progress ("What go round come round"). Briefly,
their fear is that black speech will prevent blacks from getting a share
of the rapidly shrinking pie--a threat, as Baldwin' indicated in his
keynote speech to the National invitational Symposium on Black
English and the Education of Black Children and Youth, that is no
longer in the power of the United States to give, As the Third World
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continues to -.t off America's historically free and ready access to
resources (Baldwin 1981). Several editorials by noted black columnist
Rowan (Detroit News, July 11, 1979) are representative of the disturb-
ing reaction of many members of the black middle class. Stating that
King was one of the "silliest and potentially most destructive" cases
tq affect the education of black children, he argued that this approach
would "consign millions of ghetto children to a linguistic separation
`as if it doesn't already existli which woald guarantee that they will
never make it in the larger U.S. society.' Note that it is not high un-
employment, or the shifting balance in world economic power, or the
crises caused by a highly advanced, technok.:,-;;,a1 capitalist society
in the United States but "linguistic separation," mind you, that will
keep black children and youth from making it in the United States.

The language, education, and other public policies typically pro-
posed by black middle-class leadership will not serve the needs of the
black underclass. Their programs only ensure that a few blacks slide
past the gatekeepers. Limited by an analysis based solely on race,
without considering issues of class, they are unable to propose solu-
tions that address the broader structural crises that affectall groups in
United States society, but affect poor blacks with disproportionate
severity While King reminds us that standard English is a sine qua non
of survival in our complex society, the harsh reality is that if all blacks
commanded the language of textbooks and technocracy, the system, as
it is presently constructed, could not accommodate allof us. Further, if
our society could solve the problem of Wick unemploymentand
that's a big ifit would only shift the burden to some other' group. It
would do nothing to address the fundamental cause of unemployment.

There are no spoils to the victors in King. Though the ruling set
a legal precedent establishing that black English falls within the
parameters of the statutory language of 1703(f), it is an acknowledged
reformist strategy. But it is 'a tool now available to other communities
for manipulating the legal system to obtain a measure of redress from
our continuing oppression.

The tate of black children as victims of miseducation continues to
be the botom line in the "Black English Case." King gives us yet
another weapon in our struggle to save the children and develop
future leadership. The case began with a claim of institutional rnis-
management of education for children from the Green Road Housing
Project. It ended with a claim of institutional mismanagement of the
children's language. For those who know that language is identity,
the issue is the same: the children's language is them is they mammas and
kinfolk and community and black culture and the black experience made manifest in

verbal form.
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Notes

1. Since their_ children's low reading level was among the parents' chief
concerns, one of Joiner's early attempts at mediation was t ) suggest that
we draft a program targeted at reading. Philosophically, the program
stressed inservice training, schoolwide involvement, community input,
youth-training-youth, and the integration of multicultural material in all
school subjects, at all grade levels, and for all children at King School.
Pedagogically, emphasis was on a multidisciplinary approach to their
teaching of reading, on the use of language experience and black cultural
approach, and on oral and written activities aimed at developing commu-
nicative competence. The defendants objected, contending that the pro-
gram was too broad in scope, that it did not address the specific, individual
cases of the fifteen plaintiff children, and finally, that they had already
been using some of the suggested approaches and materials with the
plaintiff children, but nothing seemed to work.

Z. In addition to myself, the biracial team of experts included: Richard Bailey,
University of Michigan; J. L. Dillard, Northern Louisiana State Univer-
sity; Ronald Edmonds, Harvard Graduate School of Education; Daniel N.
Fader, University of Michigan; Kenneth Haskins, Roxbury Community
College; Milford Jeremiah, Morgan State University; William Labov, Uni-
versity of Pennsylvania; Jerrie Scott, University of Florida; and Gary
Simpkins, Watts Health Foundation.

3. In 1970, the NAACP, acting on behalf of one White parent and several
black parents, filed a federal suit against the Detroit School District and
the,State of Michigan (Milliken was governor). The claim was that black
children had been deliberately segregated and were receiving an inferior
education. In his historic 1971 decision, judge Stephen Roth ruled that
Detroit schools had been intentionally segregated, and he ordered cross-
district busing between Detroit and its predominantly white suburbs. At
that time, Detroit's schools were 65 percent black. In his decision, Roth
indicated that following the 1967 "civil disturbance," Detroit had suffered
the most rapid exodus of whites of any northern city school system. In
1974 the Supreme Court overturned the Roth decision on cross-district
busing and thus sounded the death knell for integrating Detroit s schools,
which today are 86 percr.nt black.
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The King Case:
Implications for Educators

Jerrie Cobb Scott
University of Florida, Gainesville

In 1978, the parents of eleven black children charged school officials
with denying their children equal educational opportunities by failing
to helpihe children overcome a language barrier. The court found it
appropriate to: require the defendant Board to take steps to help its
teachers to recognize the home language of the students and to use
that knowledge in their attempts to teach reading skills in standard
English (Court Memorandum and Opinion 1978: 41). This case,
Martin Luther King Junior Elementary School Children v. Ann Arbor School
District Board, has attracted the attention of people from virtually the
whole spectrum of American society. Naturally, the responses to the
decision varied, but by and large, the case brought to the attention
of educators two important points about black English. First, the
decision recognizes the existence of a language system that elicits
negative attitudes when used in the school environment. Negative
attitudes are transformed into low expectations; low expectations are
transmitted to and fulfille,d by students. This cycle, described as either
the Pygmalion effect or the pattern of self-fulfilling prophecies, has
been shown to be a major factor in the academic failure of black
students, though other factors contribute as welt. Second, the deci-
sion legitimizes the use of information about the language of Afro-
Americans for planning educational prograrrls, especially reading
programs.

Before discussiqg the two major points of this paper, it is useful
to review some of the key points about the case. First, note the
statute under which this case was tried:

No state shall deny equal educationaJowortuaity t <> amindivichraf
on atunint-cif trig or-her race, color, sex, or national origin, by .
the failure by an educational ageocy to take appropriate action to
overcome language barriers that impede equal participation E7y its
students in its instructional programs (U.S,C, 1703).
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Contry to popular opinion, the case was not directed toward
settling the language vs. dialect controversy which had been debated
in academic settings over the last decade; rather, it was directed
toward determining whether or not the language system used by the
eleven black children constituted a barrier in the educational process
and whether or not the schools might have taken more appropriate
action to help youngsters overcome these barriers. The language
barrier, it was argued by the plaintiffs, was not based on students'
inability to understand English. The language is a barrier in the edu-
cational process because of the stigma attached to it, the lack of
respect given to it, and the lack of knowledge about it. All of the
above factors have been shown to lead to damaged self-concepts of
students, low expectations regarding the educability of students, in-
effective instructional methods, and sometimes to inappropriate place-

ment of students, e.g. classes for the learning disabled, the mentally
handicapped, and the speech impaired.

A variety of views on the implications of the decision for educators
can be found. At one extreme, there are those who interpret the
decision as an explicit mandate not to teach standard English but to
teach black English only. At the other extreme is the view that large
scale language programs will be implemented for the purpose of
teaching standard English to speakers of black English. There is also
the interpretation that the ruling implies that no changes need take
place at all in that some school programs have been acting in ac-
cordance with the ruling all along. The interpretation of the Ann
Arbor School District Board was that the mandate required the Board
to provide inservice training that would give school personnel wider
exposure to the language and language learning patterns of black
students. Finally, the response that best reflects the view of the
lawyers and the expert witnesses in this case is that King implies the
need for educators to reexamine the academic progress of blacks and
other speakers of low prestige dialects in desegregated or language
diverse educational settings. Educators might ask, then, what it
means to recognize the existence of a language system other than the
idealized standard English language system and what it means to
legitimize the use of information about a variety of linguistic systems
in planning educational programs.

The Recognition of a Language System

To recognize that a language system exists is to admit that black
children engage in highly complex language learning processes, as do
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children from any other ethnic group. Many of the readiness ex-
periences thought to be important in developing communication skills
are provided within the Afro-American speech community. For ex-
ample, at a very early age black children learn to construct rhyming
patterns; they are given numerous opportunities to use contextual
cues for making distinctions between words that sound alike but have
different meaningshomophones. Black students are quite apt at ex-
pressing a single- idea in a variety of wayS--:paraphrasing. And they
enjoy, even at kindergarten age, rearranging words to create new
ideas or novel expressions, e.g. Ronald MacDonald to MacDonald
Ronald. One could go on with numerous other features of language
that are learned by children prior to entering school, features that
might also be associated with readiness for school related language
tasks. However, the point here is that the recognition of a language
system would suggest the need for different attitudes about what
black children learn, i.e., systematic rule-governed language patterns,
and about how they acquire these language patterns, i e., through
natural yet complex language learning processes.

Attitudes are important. In his discussion of impediments to learn-
ing, Judge Joiner refers specifically to nonacceptance attitudes in the
Court Memorandum of King:

The research evidence supports the theory that the learning of
reading can be hurt by teachers who reject students because of
the "mistakes" or "errors" made in oral speech by black English
speaking children who are learning standard English. This comes
about because "black English" is commonly thought of as an
inferior method of speech and those who use this system may be
thought of as "dumb" or "inferior" (1978:18).

3y implication, attitudes toward the language and the users of the lan-
guage can influence the teaching-learning process. However simple it
might sound, the task of changing attitudes is deceptively complex. Re-
search findings reported by such people as Williams (1970), Williams,
Whitehead, and Miller (1971), Taylor (1975) and Seligman, Tucker,
and Lambert (1972) have shown that negative associations between
speech patterns and other characteristics of a speaker, including edu-
cability of students, are made in seemingly unjustifiable ways. But
more importa nt, the negative associations seem to shape some of the
expectations that teachers have about the language, personality traits,
motivational levels, and academic potential of students who either
speak a low-prestige dialect or who happen to be members of an eth-
nic group whose language patterns are stigmatized (Williams, White-
head, and Miller 1971). Another important point about these research
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findings is that they suggest that attitudes about language are often
formed unconsciously. Certainly it is difficult to change feelings that
we are unconscious of. It is also difficult to change behaviors that
communicate unconsciously formed attitudes, as is indicated by re-
search on teacher behaviors that communicate low expectations.

That negative attitudes lead to negative results is not by any
means new information, but we have just begun to investigate how
negative attitudes are communicated in the classroom. Research by
Dworkin and Dvskirkin (1970) has led to the identification of teacher
behaviors that communicate low expectations to students, perhaps un-
intentionally. Some examples are limited opportunities for responses,
emphasis on weaknesses rather than on strengths, absence of chal-
lenging questions, and the failure to ask probing questions when a
response seems to be partially correct (Kernan 1979). So, in addition
to the already complex problem of :hanging attitudes which are
formed unconsciously, we have another complex problemchanging
behaviors that communicate low expectations to students.

Changing Attitudes

When we speak of changing attitudes toward language, we are forced
to deal with the fact that we are talking about changing feelings that
people may not be consciously aware of and changing behaviors that
people may not consciously control. These two factors suggest that
attitudinal changes must be approached in a systematic way: Follow-
ing is a brief description of three important steps in approaching
attitudinal changes in a systematic way.

The First Step

First in the sequence is the recognition of the need for attitudinal
changes. Information such as that presented in workshops and in the
growing body of literature on the topic of language variltion and
related educational problems offer convincing evidence that many of
the negative attitudes toward both low-prestige dialects and their
speakers interfere with important educational goals. After being ex-
posed to more objective descriptions of language and to empirically
based findings on the negative influence of negative attitudes toward
language and learning, educators tend to agree that attitudes should
be changed. For example, workshop consultants have indicated that
participants are more tolerant of language differences after they have
received more information about different varieties of English. AcT,
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ceptance on this level does not guarantee that the more positive atti-
tudes will be communicated to students in the classroom. Thus, a
second step is needed.

The Second Step

The next step involves the careful monitoring of behaviors that
communicate low expectations. In addition to those teacher behav-
iors identified by researchers, we might add still another--insensitive
patterns of correction. (For a fuller discussion of student anxieties
which are created through insensitive patterns of correcting students,
see Scott's discussion of cross-cultural communication conflicts in
the classroom, 1978) Each of these behaviors, i.e. providing response
opportunities, positive feedback, challenging questions, sensitive cor-
rections, can be observed, evaluated and controlled; they lend them-
selves well to monitoring.

It seems that the implementation of monitoring plans works best
when conducted with other colleagues. That is, small groups or teams
might meet periodically to discuss their observations, evaluations, and
progress with monitoring behaviors that communicate low expecta-
tions. Interesting discoveries can be made. For example, one teacher
reported that he discovered that he engaged in nonacceptance be-
haviors, not because of his negative attitudes toward students or
their language, but because he was quite sensitive to the embarrass-,
ment caused by asking students challenging and probing questions
when he knew full well that they could not answer the questions.
When a team member asked. "What can the students do well? What
are their strengths?," he admitted that he wasn't quite sure. This
kind of response points to the need for a third step in our systematic
approach to attitudinal changes: observing for positive attributes of
students.

The Third Step

The third step involves careful observation of students' language
learning behaviors and c9ininunication patterns and monitoring of
evaluative statements about students, particularly students who have
been unsuccessful in performing school-related tasks. In the same
way that we accumulate data on students' weaknesses, we can ac-
cumulate data on their strengths. In other words, we can design a
'balanced data bank' on students' performance. I am suggesting that
a list of positive evaluations to match the list of negative evaluations

1.4
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of students performance and behaviors would provide a more accu-
rate profile of a student. From my experience with teacher workshops
on this topic, I have found that school personnel tend to respond
to this last suggestion enthusiastically, noting that the balanced
data bank technique is practical and easy to implement. Some teachers
have used the technique with students and with parents. Unsuccess-
ful students, have a difficult time finding enough positive attributes
of themselves to balance the negative attributes. Their responses are
quite similar-to that of the teacher mentioned abovethey're n©t
quite sure what the strengths are. Armed with the information pro-
videa from the bal :need data bank technique, the teacher can avoid
the problem mentioned in step two, i.e., changing one set of behaviors
only to take on another set that might be no more effective than the
first. And ideally, the three steps mentioned here would complement
each other, thereby fulfilling my criteria for a systematic approach
to attitudinal changes.

Admittedly 'though, I have not been successful with selling the
entire approach to any single group, though many have shown strong
preferences for the balanced data bank technique. What seems more
important than the total acceptance of my model is the acceptance of
the basic principle of the model: attitudinal changes are dependent
upon systematic approaches. The approach offered here involves the
dissemination of information, observation and self-monitoring of
teacher behaviors, observation and evaluation of students' strengths
and weaknesses.

This discussion of attitudes has more to do with the learning en-
vironment than with the instructional materials. The focus on atti-
tudes and learning environment is, however, in keeping with the
ruling in King. A careful reading of the court order will reveal that
the language barrier is often referred to in connection with non-
supportive learning environments that are created from negative atti-
tudes toward the home language of some students. If the language
is no longer perceived as illogical, unprinc;pled bundles of mistakes,
then those attitudes shown to interfere with the educational process
can no longer be supported.

The Use of the Language System for Planning Instruction

To legitimize the vse of the black English language system for
planning instructional programs is to admit that information is avail-
able that can and should be used to better accommodate the learning

jJ
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needs of black English speakers. Usually when we think of accom-
modating the needs of minority students, we think of remedial pro-
grams. It should be noted that the plaintiffs in King did not request
special programs for the eleven children. Parents were already con-
cerned about the amount of time their children ,spent out of the
regular classroom, most often in remedial programs. One objection to
remedial programs is that they are generally based on deficit models.
With language this means that language differences are, in effect,
treated:_as language deficiencies. In addition, when dialect variation
is addressed in regular programs, language differences are seldom
given respectable treatment. Considering the notion that we are
dealing with a language system, and that information about the
system can be incorporated into instructional programs, the implica-
tions are that special programs need not be remedial and that regular
programs need not always present information about dialect variation
in a negative way. The problem of changing instructional materials
is, in many ways, similar to that of changing attitudes. People tend
to be willing to acknowledge the existence of different linguistic
systems or sub-systems but unwilling to behave as though the dif-
ferences are anything but deficiencies. Resistances to change are
found in both special and regular instructional programs.

To illustrate my point, I will consider one of the proposals offered
for accommodating students in language diverse classrooms. The
basic design features for a special instructional program are offered
by Anast.s,siow and Hanes in their book Language Patterns of Poverty
Children. The authors maintain that "poverty children" (rural whites,
blacks, and Puerto Ricans) speak a "structured and rule-governed
language, . .. are equal to their middle class peers in language devel7
opment, . and are capable of achieving in school" (1976, 101). But
they also note that "until poverty children have ample experience in
matching their own language with that of the school, formal reading
instructions should be replaced with an intensive oral language pro-

, gram" (1976, 104). As late as 1976 we find the advocacy of pedagogy
that was rendered as unacceptable nearly a decade before. That is,
most investigations of dialect and reading problems agreed that it was
impractical and unnecessary to delay teaching reading until after
students have learned to speak standard English. It is equally impor-
tant that such a proposal comes after the acknowledgment that lin-
guistic differences do not reflect linguistic deficiencies. From the per-
spective of language pedagogy, the notion advanced by these authors
is that instead of remediating deficits, we should be remediating
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differences. Put more dramatically, students must give up, "the right
to be" for "the right to read." The language that students bring to
school, different though it may be, is an intimate part of their being.

In legitimizing the use of information about the black English
language system for educational planning, one would t"-`)i pcct for goals
of special instructional programs to be targeted towards expanding
language competencies rather than towards remediating language
differences.

Seldom do we find references to changes in regular classroom
material with regard to accommodating diverse language and cultural
background of ethnic minorities. In regular instructional programs,
language samples associated with dialed variation usually serve as
examples of incorrect, unacceptable, uneducated, or inappropriate
language patterns. It is possible, however, to include information
about the language and cultural patterns of ethnic. minorities in a
more positive light.

For example, spelling textbooks often contain sections on word-
etymologies. African and Afro-American derived words could be in-
cluded in such sections. In literature textbooks, analyses of literary
froms could include samples of metaphors, alliteration, etc., from
speech samples representing the Afro-American speech community.
In reading textbooks, exercises for developing inferential skills might
contain samples of proverbs frequently used in Afro-American speech
communiti. ,. Excellent examples of each are provided by Smitherman
(1977) in her book Talkin and Tcstifyin.

Whether one takes King or the current literature as a point of
reference, the recognition of black English as a language system im-

plies the need for attitudinal changes, and the legitimacy given to
using information about the black English language system suggests
that we must find more positive ways to treat dialect variation in the
classroom. Indeed one might take as a point of reference tht obser-
vations of the well-known author Toni Morrison. In response to the
questions "What do you think is distinctive about your fiction? What
makes it good?" She replied:

The language, only the language. It is the thing that black people
love so muchthe saying of the words, holding them on the
tongue, experimenting with them, playing with them. It's a love,
a passion. . . . The worst of all possible things that could happen
would be to lose that language. There are certain things I cannot
say without recourse to my language. It's terrible to think that a
child with five different present tenses comes to school to be
faced with those books that are less than his own language,
which is him, that are sometimes permanently damaging. He
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may never know the etymology of Africanisms in his language,
not even know that "hip" is a real word or that "the dozens"
meant something. This is a really cruel fallout of racism. I know
the standard English. I want to use it to help restore the other
language, the lingua franca (1981, 27).
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Language Tips: The Black Ebonics
Speaker and the Reading Process

Jesse Perry
San Diego City Schools, California

Because langua,T arts education involves two receiving processes
reading and listeningand two production processesspeaking and
Writing, the major achievement goals of an English language arts
program should be to enable students

to speak effectively in a variety of situations and to a variety of
audiences,
to listen carefully in a variety of situations,

to write with clarity in a number of situations,

to read with understanding and assurance, and

to think logically and creatively. ..

A functional language arts program would include additicynal as-

pects such as providing for real language experiencesconversation,
dramatization, improvisation, letter writing, and reports. These lan-
guage arts experiences should develop a broader sequence of lan-

guage capabilities. Speaking and l:stening are the first experiences

of the child. Therefore, oral communication is the most widely used
method of expression. Vocabulary building, grammar, usage, and
creative expression are also necessary components of a functional
language arts program of which reading is an integral part.

Often: when the question of social class dialects is raised, the
dialects as spoken by black Americans readily come to mind. No single
dialect is spoken by black Americans. The dialects of many persons
in this group are very similar to the dialects of white Americans living

in the same geographic region. The attitude of teachers reflected in
their reactions to a student with a dialect different from their own
may be a significant factor in the development of the student's self-

image and consequent success in language arts and reading.
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Students who speak a dialect should be motivated to use standard
English at the earliest time possible. On the other hand, the elemen-
tary student dialect speaker should not be forced to change language
patterns too early; if this is done, the student-school relationship may
be destroyed. Students come to school with language patterns devel-
oped over several years; therefore, it is not possible to change those
students' dialect overnight, even if that were a desirable goal. A
gradual presentation of new speech patterns is more effective than a

\ forced presentation at the beginning of the school experience. It is
important for children to feel they are bringing something from

\home to the school. To deny the student's language is to deny the
student, for language is a major part of one's total self.

What can the teacher do?

Provide opportunities to listen to folktales or riddles written in
dialect and in standard English.

Enhance student awareness of alternative dialects through the
use of films, records, tape recordings, and filmstrips of outstand-
ing black persons, especially recorded speech of these persons.
Use pattern practice activities with students as a method of
teaching an alternate dialect.

Johnson (1968) advises the use of certain sequential second-language
techniques in teaching of standard English.

1. Select one sound or grammatical item to teach.
2. Help the pupils to hear the sound or recognize the grammatical

structure.
3. Have the pupils reproduce the standard item.

4. Help 'the pupils to hear or recognize the difference between the
standard item and the equivalent nonstandard item.

5. Have the pupils discriminate between the standard and non-
standad item.

6. Encourage the pupils to use the standard item in their speech.

In conclusion, then, three things are needed. First, institutions at all
levels must be willing to change. Second, teachers who are knowledge-
able about language and language learning must evaluate such learn-
ing. And finally, students must be willing to considerbased upon
language experiencesome alternate ways of communicating to a
wider audience now and for the rest of their lives.

r3u
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Tips for Language Teaching: Teacher
Attitude and Ghetto Language

Helen H. Johnson
McMichael Junior High School, Detroit, Michigan

Differences in previous school experience and training, in emotional
maturity, in social activities, and in environmental background present
,real challenges in all classrooms. When these differences are manifest
M a classroom of thirty or more disadvantaged stu*nts with a dif-
ferent dialect, the real challenge becomes a horrendous nightmare for
teachers, especially for some Engli' h teachers. They agonizingly es-
cape to "new teaching experience," an early retirement or a "differ-
ent job which offers greater challenges for a person with special
talents."

Researchers studying motivation of children for school work have
found that disadvantaged black children are impressed early with the
idea that their futures are limited, In the presumed absence of long-
range opportunities, the children naturally are more inclined to think
in terms of satisfying their immediate desires than they are inclined
to prepare in school for eventual success. Ghetto dialect, while sub-
stantially different from standard English, works at home and in the
neighborhood. In the homes and neighborhoods where poor black
children grow up, education does not seem-to make much difference
in how people live. Quite often, students' reactions to school are
miniatures of the feelings their parents have about the bigger world
of workit can not or will not work for them.

The effects shorst in language, the most vital tool. The stu-
dents are lost because they cannot communicate their feelings nor
can they evoke the feelings of others. They need the vital tool which
will make it possible for them to "let out" and "bring in" information.
Tead them, then, how to express their ideas and how to get ideas
from others in order to help them develop as individuals. This devel-
opment of and exposure to ideas will give the individual hope, which
is basic for anyone who is going to do anything useful in life.
Teachers help tremendously when they allow a child to appreciate
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or her own language competence and capabilities, and at the same
themselves of the misconceptions that a disadvantaged child

do.. r. t have ideas or does not have a well-developed language.
Teachers might encourage changes sooner and faster by providing

alternatives which enrich and expand those language competencies
and capabilities which exist. Lessons geared to effect dialect changes
should not be the initiating lessons for the disadvantaged. Whoever
teaches those lessons, if and when they are taught, must know how
to anticipate the problems of the cla5.s. Such comprehension is pos-
sible only if the teacher is familiar with the structure of both the
language he or she uses and that which the students use. When the
teacher understands what the student's dialect is and what it repre-
sents to the child, what the second dialect is and what it represents
to the child, 0 9 the second dialect (in this case, /standard English)
can be int.' as an alternative. In this final phase of language
study, the might only need to say to the class, "This is
strange, but an and worth knowing."

The following short list suggests some of the attitudes and com-
petencies needed by the ghetto teacher.

1. Respect the culture within the community.
2. Respect differences in people.

3. Do not limit the ghetto child to standard English.
4. Do not sell standard dialect as the sole selector of the winners

or the losers.
.5. Talk ab'nit the variety of American culture, put the student into

a context in which he must use another diai?ct. Discover how
e47,ily Le Iu.aru io Speak env "language or an !ars."

6. Involve children, especially black children, in the study of the
varieties of language.

7. Develop and use materials which stress informal t. ses of language,
the conversational style of American language.

8. See that materials, if written in dia' lect, include the varieties of
that dialect so that they are more realistic or relevant. Much
more is involved than omission of "s" on the third person
singular.

9. Give the task of "tidying-up" speech to those trained in the area.
They know more about what speech is and what it is not. Eng-
fish teachers have little or no training in language and cannot
make necessary distinctions. They are stopped, generally, be-
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cause too many accept only that language which is their language. All
language exercises, all literature, and all compositions reflect
their choices.

10. If the decision is made to teach standard English as a second
dialect, consider the following observations seriously:
a. No teacher should announce the acquisition of standard

English as an aimthat is part of the problem.
b. So many black and poor children have been and are being

harmed by insidious attitudes of some teachers that they
now expect injuries when someone shows up with a correc-
tive package.

c. Teachers should stop talking about respecting language dif-
ferenCes and begin acting as if they indeed do. Standard
English cannot be sold as a panaCea for economic discrimina-
tion because the child knows better.

d. Perhaps the most difficult decision of all is to determine who
is to decide on what is to be changed.
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inner-City English

Walter F. Edwards
Wayne State University, Detroit, Michigan

Ideally, the teacher should strive to make the inner-city English (ICE)
speaker bidialectal. The standard dialect should be taught for its
functional value, but the native dialect should be tolerated if not
actively promoted. It is, of course, nonsense to think that it is im-
possible to learn the standard dialect without first cleansing the tongue
of the vernacular.

I see no benefit in a program aimed at teaching inner-city English
in schools. The domains of inner-city English are in the homes, the
streets, the clubs, the poetry, and song lyrics of black people. Inner-
city English will thrive, as all living languages will thrive, as long as
the social dynamics which brought them into being are active. In the
school, the major emphasis should be on written standard English, and
the black child should be encouraged to learn to use this variety as
effectively as possible.

Many sympathetic teachers of English in inner -city areas are gen-
uinely puzzled as to what use should be made of inner-city English
in the classroom. I feel that its linguistic properties should be ac-
knowledged, anSchildren who natively speak it should be given the
special attention they need: not special attention as dunces and lin-
guistically impoverished nuisances, but as children from a different
linguistic background than their white or middle-class black peers.
This means that speakers of inner-city English deserve the same
sympathetic attention and social status in class similar to that nor-
mally accorded to, for instance, a Spanish-speaking child in a Portu-
guese language class.

What I am saying here should not taken as being a rejection
of what Dr. Geneva Smitherman said in an interview reported in

her'y Voice ( 1976). Dr. Smitherman was essentially inveighing
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against speech tests and other interview procedures which use the
speech of black people as a means of denying them employment and
other forms of social and economic advancement. I agree with Di'.
Smitherman's statement that, "in terms of written language which is
for the purposes of conveying information you need a kind of uni-
formity" (1978, 8). I'm suggesting that standard English be that
uniform system.

Clearly, those who advocate teaching inner-city English in schools
are not without scientific support. Simpkins, Simpkins, and Holt's
(1977) successful expepment in teaching black children to read ma-
terial in black English made that point persuasively. Nonetheless, I
feel that it is possible, and desirable in terms of the ultimate goals
of the American educatioh system, to teach children to write and
read standard English in schools. There is, however, very little chance
of success if the grammatical and phonological (including the prosodic)
features of inner-city English are not taken into central consideration
in English teaching programs in inner-city areas. Applied linguists
are challenged to.provide teachers with solid material to do the job
properly in Detroit and other cities with large black working-class
populations.

Finally, I suggest the following game-plan for teachers of English in
schools where black chil ?rt speak inner-city English predominantly.

1. Learn the Logt_istic rules of inner-city English. This knowledge
is obtainable from the relatively large number of books already
published on theesubject (e.g., Libov 1966, 1972a, 19726; Dillard
1972; Faso141972). Several colleges and universities offer courses
in the subject.

2. Use the linguistic information to predict where such speakers
iriii Bove pi.outii-i6atioce, pi osujii, dilj granunatical difficulties in
speaking and writing standard English as that dialect is spoken
and written in the region.

3. Prepare teaching materials which address the specific" difficulties
which you anticipate your students will have or which they
already have.

4. Integrate these tactics with your regular methods and programs
for teaching written and spoken standard English.

5. Above all, do not approach the teaching of English to inner-city
English speakers in a manner which can cause them to feel that
their natural Sued' habits are diseased.
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Tips Deciphering Dialect

Jacqueline Brice Finch .

Co1:2ge of the Virgin Islands, Christiansted, St. Croix

How perplexing it was to discover that I did -not understand the
"English" of some of my black students when in 1971 I began teach-
ing in a high school on St. Croix, the largest of the United States
Virgin Islands. As a third-generation black Washingtonian, I con-
sidered myself able to cope with almost any form of black English.
However, my background did not prepare me for the multiplicity of
dialects which abound on this Caribbean island. First, Crucian, the
dialect spoken by natives of 'St. Croix, did not exactly duplicate the
dialect' spoken on St. Thomas, only forty miles away. Next, the stu-
dents from the British islands, such as Barbados, Jamaica and Antigua,
often spoke with a British accent. Imagine hearing "white British
English" emanating from a definitely chocolate soul! That phenome-
non alone interfered with my comprehension. Add a dribble of "con-
tinentals," students and a teacher who had been raised in the United
States, with their attendant dialects, and the panoply was complete.

Although many educators have addressed the issue of dialect and
the teaching of English, I have learned to use the following procedure
to foster communication not only between student and teacher brit
also among students with the optimum goal of achiving proficiency
in the use of standard American English in the classroom;

1. During orientation, discuss dialect as a valuable and useful
means of communicating under certain conditions (e.g., strength-
ening ethnic, cultural, and peer group bonds); encourage stu-
dents to contribute examples.

2. Be frank about your ignorame or particular dialect words, ex-
pressions, etc."

3. Be patient with students, allowing them to articulate their mes-
sages without interruption.

k. .
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4. Be courteous in asking them to repeat words unintelligible, per-
haps only to you.

5. Never ridicule or allow other students to ridicule the speech of

a student.
6. Be supportive of the students, encouraging them to practice

standard English.
7. Encourage students to teach you their dialect, explain the

nuances, to better enable you to teach them standard English.

8. Once the class is comfortable with language differences, allow
students to share in the query response to "what do you mean?"

Having taught on the high school and college level for nine years,
I am still on par, not above, my students in deciphering dialect. We
are all learning each other's English to utilize the standard better.
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Introduction: Reading

Miriam T. Chaplin
Rutgers University, Camden, New Jersey

At every level of education, there are large numbers of minority
students who experience difficulty in reading tasks. For many years,
researchers, educators, parents, and legislators with varying degrees
of sincerity have sought to solve the "reading problem," but their
efforts have not been completely successful. Test scores reveal that
more minority ?tudents are learning to read today then ever before,
but there are still many students who exhibit severe deficiencies.
Moreover, ;t appears that as students move up through the grades,
they become less able to meet institutional demands in reading.
Therefore, the "right to read" publicly acknowledged by the Commis-
sioner of Education more than a decade ago has become another of
the basic freedoms that eludes minority students.

Frank Smith (1974, 237), has said that "reading involves the mix-
ture or interreaction of information that the reader receives through
his visual system and information that he already has available in his
head, -behind his eyeballs." James Moffett (1968, 15) identifies reading
as a "shallow mechanical activity and a deep operation of mind and
spirit." Both of these definitions imply that reading is far more than a
visual decoding process; it is an experience which demands the stu-
dents' participation on a linguistic, cognitive, and emotional level. In
order to guide students' development in reading, instruction must
encompass more than an emphasis on the printed symbols. It must
give an equal amount of consideration to the students who are called
upon to prot,:ess the symbols and synthesize them with prior learning.
In many reading lessons, however, particularly those designated as
remedial instruction, teachers spend an inordinate amount 9f time
teaching children to "break the code" without focusing attention on
the interpretation that lies beyond the symbols For too many minor-
ity students enrolled in these classes, reading becomes an external
thing to be learned rather than a dynamic verbal transaction between
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the reader and writer. Those students who are adept at code breaking
are considered good readers. They are successful at completing cor-
rectly the steady stream of duplicated lessons and workbook exercises
as well as the isolated skill items on standardized tests. As a result,

;
ithey are rubber stamped "average" and little attention is given to

"what's behind their eyeballs" or to their "mind and spirits." On the
other hand, there are those students who require a more personalized
holistic approach and as a result do not relate to the mechanical aspect
of reading. Their inability to attain the levels expected of them leads
to failure, and they find themselves labeled "remedial." Since this
metaphoric malady is rarely ever cured, these students bear this
stigma through all of their school years:

Minority students can be found in either of these groups, and it is
apparent that their needs are not being met adequately. More impor-
tantly, their capicities for achievement are not challenged. These
students are the `subjects of the articleS that follow. Written by
authors who are themselves minorities, the articles contain philoso-
phies and techniques that emanate from the experiences of these
authors as teachers and researchers. Hence, there, is a comfortable
balance between theory and practice. While no effort has been made
to seek consensus, ,the articles represent a collective belief that the
potential of minority students is yet to be tapped and every educator
has a responsibility to tap it.

Dorothy Strickland's article, "Giving Them a Better Start in Lan-
guage and Reading", provides a comprehensive framework for be-
ginning reading instruction. She examines the role of parents in the
educative process, the effects of community pressures on the school--
evaluation and teacher preparation, in addition, she offers practical
suggestions that can be used to foster language development which
she identifies as an important aspect of reading instruction.

"Using a Black Learning Style" is the title of an article by Dr. George
Curetoii, who uses the black lear-'-g 5t-ylc a the :Iasi; of an innova
tive approach to reading instruction in the elementary school. The
target population for this method is the inner city child, but it can be
used in other situations as well.

The attitude of the classroom teacher is the focal point of the
article written by Constance and Beauford Batty. These authors
identify techniques that are applicable to any elementary classroom
situation but are especially helpful to persons working with minority
students.

Minority students in the secondary schools often complain of the
generation gap between their parents and teachers, and themselves.
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Ire Adams Page presents a strategy for "Closing the Generation Gap
and Turning Students on to Reading." Using poetry and prose written
by black authors, Page shows how she mc.tivated a group of Upward
Bound students to read.

For a multiplicity of reasons, minority students have never fared
well on standardized tests. Much effort has been expended to identify
the reasons for this difficulty, and some of the observations appear
to be accurate. In spite of this, students are still faced with tests.
Indeed, the testing concept is so entrenched in education that it is
unlikely that it will disappear in the near future. The wisest course
of action is to prepare minority students to compete with others in
the testing situation. This is the rationale behind the article by
Dr. Irwin McPhail, "Why Teach Test Wiseness?".

My own article, "Implications in Personal Construct Theory for
Reading Instruction," is a brief analysis of George Kelly's theory and
theimpact it can have on reading instruction for minority students.
The dichotomy between the y3wer of the human personality and the
historical powerlessness experienced by minorities Is viewed as a
primary factor in the reading difficulties encountered by students.

Finally, Dolores Straker reviews "Reading Materials Printed in
Black English." Based on a conviction that there is a mismatch be-
tween black children's oral language and printed materials in standard
English, Straker's article identifies dialect readers, programs in oral
language development, and programs which emphasize teacher aware-
ness of black English as three approaches which could have a positive
effect on the reading performance of black children.

The key to effective instruction and successful readers lies in the
teacher's ability to foster a link between students' internal percep-
tions and external realities. When this occurs, motivation is imminent
and the stimulated student will make progress. Growth moves out-
ward from the student. In Moffett's words: "The teacher's art is to

with thi, subilts act pussiblt: may if he tthifts his
gaze from the subject to the learner, for the subject is in the learner"
(196-ii, 59).
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Early Childhood Development
and Reading Instruction

Dorothy Strickland
Columbia University, Teachers College, New York, New York

The Way Young Children Learn and the Implications for
Reading Instruction

Probably the single most important idea for teachers to keep iR mind

as they plan for young children is that each is an individual worthy
of dignity and respect for his or her uniqueness. This suggests that
the reading program at any level should.be flexible enough to accom-
modate a variety of cognitive styles and learning rates. Materials and
activities must broaden the range of possibilities rather than reduce
them to a lockstep, narrowly defined skill system.

A respect for individu4ity will encourage the reading teacher to
provide instructional materials and learning experiences that offer a
wile range of opportunitits for success. For example, to extend the
en meet of a story read aloud, one child may enjoyquietly brows-
ing through the book on her own. Another child may enjoy painting
or drawing a picture related to the story and perhaps dictating a cap-
tion to go along with his picture. Still oihersmay wish to dramatize
a Scene from the story. This will take planning with a brief discussion
of characterization, setting, and plot. Still other children may enjoy
dictating a brief respenw to the story or listening to a teacher-
prepared, tape-recorded version of it. All of these children would be
engaged in profitable language experiences that are reading related,
yet each may choose one or more of the activities to engage in.

Chiidren learn best when they are active participants in the in-
struction. Even very young, children can lue a part of, the decision-
making process determining what and how they learn. Young chil-
dren should be given an opportunity to suggest content for experi-
ence stories and to select materials for reading aloud. Children can
help share in planning projects and in developing interest centers.
They should be encouraged to bring, in their nooks, pictures, and
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objects, and to present their ideas for discussion. Teachers should be
aware of the child's ability to contribute to the daily environment in
order to foster active involvement in the learning process.

Children learn to communicate in a variety of ways. They com-
municate by listening, talking, by making body gestures, movements,
and facial expression!, and by writing and wading, The reading pro-
gram should reflect the idea that reading is but one facet of a broader
communications process. It is an extremely important facet to be
sure, but nevertheless, it is but or e part of a total communications'
network. Research tells us that children who excel in one area of
communication generally do well in all the others. Teachers should

/ look critically at each aspect of the language arts so that wben activities
are planned, they will take advantage of every,opportunity to extend
and integrate the kinds of language experiences being offered.

Young children learn best through firsthand interactions with
people, Materials, and ideas in their environments. The reading pro-
gram should foster the child's concept development in relation to
direct 'experiences. Story charts and child-written books and poems
can grow out of the natural hands-on activities in which children are
engaged. Recipes, for exaple, should be prominently displayed and
read before children begin to cook. By so doing, children will learn
something about the usrfulness of reading and the importance of
following directions.

A trip to the grocery store should be preceded by the creation of
a list of things to buy. The list should be written with the children
watching and the items' checked off as they are purchased. Every
opportunity to relate reading to the children's real world will help
build interest in reading as something necessary just as listening and
talking are necessary anduseful for their needs.

Children learn and e4press themselves both through what they
know and what they fee. They need opportunities to comm,:nicate
their feelings and to share ;- what others are feeliog. The reading
program should foster tlIz rive Lrid cognitive development of
young children simultaneous., rr example, a discussion, and listing
of words that tell how thy feel when they are happy or sad or a dis-
cussion of how they might have reacted if they had been a certain
storybook character will help them to value language as an effective
means of communicating 'motions.

Young children also need opportunities to experiment with lan-
guage. Their most produ'ctive experimentation is included in their
play. The)(peed to play Ivith ideas, test them out, make mistakes,
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and try "new" ways of doing things. Just as we allow children to -,

manipulate blocks, paints, and clay, we must also allow them to ex,,,,
periment with words and letters and with the sounds that letters
represent. Children who have numerous opportunities to create in-
dividual and group story charts, and who are 'cead aloud to frequently,
very naturally become curious about the words and letters that rep- '

resent the ideas expressed. Teachers should use this natural curiosity
to develop the reading concepts children need to acquire.

For example, occasionally making a second story chart that is iden-
tical to one the children have already enjoyed allows pupils to com-
pare sentence strips cut from the second chart with those on the
original:Sentence strips may then b cut into individual words and
reconstructed into sentences using th original chart as a guide. Indi-
vidual words and letters may be matematched with those on the original
story chart. An array of games and activities may be developed in
which c ildren are having fun manipulating language and developing
importa t concepts about reading at the same time.

Langt4e Development and the Irnplicatiims for Reading Instruction

In addlion to knowing something about how children learn, the
teacher of young children should know something about the nature
of language and language development. Teachers often have miscon-
ceptions about the language-learning process. They will often remark
that a particular child or group of children has no language. In reality,
by the time a child enter first grade, he or she knows all the pho-
nemes (sounds) that .),le used in his or her dialect and the major
structural or grammatical patterns as well.

Another common misconception is that children must be taught
the meanings of the first words they learn to read. Actually, these
words should he in the children's listening and :Ipeaking vocabularies.
What the child must learn to do is to associate sets or configurations
of written symbols that represent the words he knows. After chil-
dren learn to read, of course, many new words will be acquired
through both reading and writing activities.

Teachers Should remember that speech comes before written lan-
guage. Writing is code for speech, Children must learn to break that
code. Since children learn to speak long before they,learn to read and
write, they already know their language. Their need is to learn to
decode its written representation. It makes, sense to begin with a
representation that is real language for the children being taught.
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Reading programs that make use of the child's own natural language
as a foundation for word recognition skills would seem to be more
akin to the natural language learning patterns of children. .

The Reading PrOcess and the Implications for Ing Instruction

The "reading process" describes what people do as they read. Teachers
of y ung children would profit from acquaintin, themselves with
theoretical models describing the reading process so that their in-
struction may be more related to language development and to what
we know about how children learn. Models have been developed of
what is thought to be happening from the initial perception of written
symbols to the point where a meaningful message is understood by
the reader. 'These models are necessarily theoretical in nature, since
few of the behaviors of reading can be observed. A il,settil source of
information about theoretical models is that of Singer and Ruddell
(1976).

Models of the reading process generally include prediction by the
reiter, a search for data ,to confirm guesses,, and an understanding
of the message. The child's own ger -ral knowledge, language ability,
and familiarity with tic material :4_ d to build a store of expectation;
that allows him or her to predict what worasirlight make sense in a
given passage. These expectations may be tested by the child using
various understandings about language and knowledge of the content.
As we consider these 'Components of the reading process, it becomes
obvious that they are very much like those processes used by the
child as he, acquires oral language. Using this as a theoretical base,
the teacher can develop strategies for reading that are natural and
which make sense to the child (Haunt 1974, 114).

For example, printed forms of words should always be presented
in meaningful context, already a part of the speaking vocabulary of
the child. Children should expect to get meaning from printed material
and should have opportunities to have their own oral language trans-
formed into print and read aloud. To the beginning reader; reading
may well be regarded as listening to talk which has been written
down.

In summary, children need to develop a sense of what a word
actually is and to develop consistent expectations of meaningfulness
in reading from the very beginning. As instruction' proceeds, they
know about language and the written materiels they encounter.
Children will add and maintain' words within theit sight vocabularies

9



4.0

92 Dorothy Strickland

when they begin to perceive sound- symbol correspondences. Thus,
they should be encouraged to use context and decoding clues in
combination as a means to test new words.

Emergtng Issues .

, During the 1960s, educators in the United States tooka close look at
preventive approaches to reading failure. A large amount of federal
funding for research studies and innovative projects at the pre-first-
grade level led to the exploration of ways to improve the learning
capability of children termed "disadvantaged." The results of these
efforts had farsreaching implications for all children and, to a great
extent, served as the basis for the current issues outlined betiw.

Continuity between Peelementary- and Elemcdtary-School Programs

For many ye"ars a demarcation existed between what were considered
appropriate instruction practices for preelementary-school children
and the instructional objectives and practices of the elementary school.
The lack of articulation which continues to exist between these two
levels of education plates an unnecessary burden of discontinuity on
the child's education.

Preelementary and elementary schools in the same community
should cooperate by at least sharing information related to curriculum
goals and practices. In some cases they might even develop a coopera-
tive curriculum which would reflect the developmental growth pat-
terns of the children they serve. This effort works best if parents
and community agencies are Included in the planning.

Establishing and Articulating Theory and Practice

Opinions differ on what kind of early childhood education is desirable.
In terms of reading and language arts instruction, these differences
are both wide and 'stied. As adults, we make the decisions about
what. is desirable fot the education of young children. We set goals, de-
velop specific objectives and plait educational procedures Accordingly.

A major issue in prielementary education today is theyroideration
of packaged reading and language arts prijgrams. Such programsare
all too often purchased as a response to public pressure for an earlier
start in reading rather than the natural outgrowth of thoughtfully
conceived instruetIonal goals and tabjectives. Thus, the packaged pro-
grams tend to dictate the-goals and-objectives of the instructional
program rather than respond to them.

9 6
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One critical task for early childhood educators is the examination
of wh;t they believe about how children learn and what the content
and method of the learning should be. They must provide themselves
with a theoretical framework or point of reference from which to
operate. Although this point of reference may range anywhere from, a *academic/behavioristic model to a discovery approach, it should
reflect what both the administrators and the teachers of a given pro-
gram believe.

Once the theoretial framework has been established, program
goals should follow. From these, the content and methodology will
naturally flow. In all cases, the program's goals, content; and method-
ology should 'relate to the theoretical frameWork that has been estab-
lished. For example, if the theoretical framework includes a model
of learning that stresses motivation by external reinforcement and
product-oriented goals, the instructional objectives would develop
through carefully structured sequences from simple to complex.
Immediate feedback and reinforcement for each set of behavioral
objectives would be important. The classroom environment and
schedule of activities would be highly structured with a minimum
Of distractions.

If. the theoretical framework includes a model of learning that
stresses active learner participation and goals that focus on the process
rather than the product, theinstructional objectives would develop
through- a planned orderly schedule; however, there would be con-
siderable flexibility and children would be motivated to inquire and
extend their understandings. Affective and cognitive goals would be
balanced. The classroom environment would include interest and
learning centers. Activities would be integrated in content and by
direct and Indirect instruction. (Nurss 1976)

Therefore, when materials are made or purchased and when activi-
ties are planned for child learning, they should reflect the philosophy
of education in operation. This philosophy or theoretical fram9Work
should be developed by administrators and teachers in cooperation
with parents and should be articulated both in what the educational
staff says and does.

The Role of Parents in Reading Instruction

Parents should understand that they are the child's first and most
important teachers of reading. It is virtually impossible to overesti-
mate the importance of home influence on the child's acquisition of
reading skills.
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In most cases, parents still have almost the sole responsibility for
the child's development during thepitical. years of language learning.
We ktibw that reading is a language process. Therefore, the kind of
'start the child gets during these important language learning years
will have lasting effects.

.Parents have always had -. profound influence upon the education
of their own children. As parent involvement becomes increasingly
prevalent, however, the effects of parents urion 'the general quality
fo'f instruction in the schools is strengthened. The decisions that
parents makeboth as the heads of individual families and as mem-
bers of the school communityhave far-reaching implications. In
order to serve children well, these decisions must come from respon-
sibility and knowledge rather than as reactions to frustration and
confusion. .

Thus, when parents ask about the reading program, their questions
should be answered with clarity and forthrightness. But whether
they ask or not, there are several facts they should know.

They need to know the importance of their own role as teachers
of reading,

They need to know how readingvis related to spacing, listening,
and writing. They should understand how the broad array of com-
munications activities helps to enhance reading readiness and indeed
are an integfal part of the reading program.

They should be aware that there are many approaches to the
teaching of reading at any level. They should be informed of the
instructional goals of the program in which their child is enrolled and
given examples of the types of activities that foster those goals.

Parents should know that just as there are many different ap-
proaches to reading instruction, there are also many different ways
in which children approach the task of learning to read. Parents seem
to accept the fact that their children differ in size, weight, coloring,
and temperament. They must be helped to understand that individual
differences are equally prevalent and perhaps even more significant
when they are applied to learning.

Teachers need to share, with parents, their knowledge about the
literature that is available for children, and they need to help parents
clarify the home's responsibilities during the reading-learning years.
These responsibilities would include reading aloud to children, helping
children select books, serving as a reading model, playing language
games with children and taking care of hearing, vision, and speech
problems promptly.
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The Challenge of Community Pr Burr for an Earlier Start in Reading

Community prtssure for earlier starts in reading seems to be increas-
ingly prevalent throughout the United States. A good reading pro-
gram within a school will Provide opportunities for reading at all
levels. However, it will never demand from an individual child more
than he is maturationally equipped to handle.

-0, Following this premise, no school would force all children into a
single regimented system of instruction. Instead opportunities for
reading,signs, labels, and child- and teacher-authored books and
story chartswould be possible for the very young. Children would
havemany opportunities to expand language orally and to increase
their listening comprehension as a foundation for more and more
complex-skills in reading and writing. Children would a.,:quire lan-
guage skills in as natural a.manner as possible, so that reading almost
seems to happen as a matter of course.

School personnel should not and need not box themselves into a
position of being for or against reading instruction at the preelemen:
tary level. What they need to do is to articulate the child-centered,
language arts-oriented language development program as the reading
program.

Alternatives for Evaluation

For many years, educators hive been concerned with the dangers of
standardized testing, particularly the overreliance on and the misuse
of standardized test scores. Such tests are becoming more common
at the preelementary level where children are often administered a
reading readiness test. In some cases, a test of general mental abilities
Of concept development may also be given. Often, the tests are neither
administered nor scored by the classroom teacher, with the results
being returned in the form of a list of overall scores or categories in
which children have been placed.

At best, such evaluation is severely limited in its usefulness. When
used as the primary source of measuring progress, however, it may
lead td erroneous conclusions, since it may not accurately reflect the
educational goals and objectives of the program of the children being
evaluated.

Observation checklists and recordkeeping are two valuable evalua-
five methods that may supplement or substitute for standardized test-
ing. The use of checklists has already been mentioned as a useful
diagnostic tool. Checklists should be used as guides that help furnish

Foreo.
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a sense of what the child has accomplished and wherehelp Is needed..
They serve to remind teachers of the concepts that may be missing
in a child's repertoire. For example, a langt4ge arts checklist at the
preelementary level might include the following exaniples:-

Oral langsage children express themselves in telling about their -
art work, can retell a story in sequence, and listen when other
children are talking.
"Visual skillschildren recognize their own namer.in print and
discriminate shapes, letters, and words.
Interestchildren ask the meaning of words and signs, show an
interest in books-and listening to stories read aloud.

Recordkeeping is another important evaluative tool. Records must
be kept systematically and on a long-term basis if they are to reveal
useful information. In addition to anecdotal information related to
the child's social, emotional, and cogntive development, assorted
samples of the child's work should also fie included. Teacher's records,
assessments of the child's work, and reports to parents should also be
added. ,Recordkeeping provides useful information about individual
children, and offers invaluable information for program evaluation.

Screening Children for Learnirg Probleins

One rapidly growing trend in the United States is the practice of
screening very young children for possible ?earning disabilities. A
series of tests or informal diagnostic procedures may be given, often
upon entrance to kindergarten. These procedures may include a wide
range of skills including general knowledge, language, and motor
skills.

While the underlying purpose (the prevention of failure in learning)
is a noble one, such procedures can be limiting of even damaging to
children, Tests performed on children at this age are much less reliable
than those performed on older children. Young children do not always
do their best when they are confronted with entirely new situations.
New materials, procedures, and new people with whom they must
interact ate likely to intimidate young children. Moreover, when such
tests are given prior to school entrance, they do not take into account
the valuable information that a teacher's observation and experience
can add. --

Screening for leirning problems should be an ongoing process at -

every level. Systematic observation by a trained professional, the class-
room teacher, and referrals to appropriate specialists when required
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may be the method that is not only most accurate but most fair to the
child: There are numerous developmental cltelidists available to help
guide teachers in their observations of children. Such checklists are
often ccompmied.by suggested activities to help teachers make judg-
ments and to provide practice in particular skills. In some cases, school
systems have developed their own observation guides with sums-
tions for appropriate activities to assist in long-term screening and
follow-up.

In summary, hasty judgments made in the press of time and under
stress-filled circumstances for the child may result in incorrect label-
ing and misguided or needless referrals. The skilled classroom teacher,
trained in observational techniques and ist child growth and develop-
ment should be at The heart of any diagnostic and prescriptive pro-

. gram in the schools.

q.

reader Preparation

Traditionally, the goals of preelementary and elementary education
have been vastly different. We have already seen that it has been
relatively recent that the goals have begun to overlap. Because of this
early division of roles, preelementary teachers were often trained
very differently from those who were planning to teach at the ele-
mentary levels.

Since reading is taught at the preelementary level, preelementary
teachers need to view reading in its broadest senseall the language
related activities that involve putting speeth iuto print and print into
speech. Such teachers need a firm foundation in language develop-' went and language arts instruction. They also need to know the
appropriate procedure for fostering language growth at various stages
of development.

Preelementary-school teachers need to be acquainted with institic-
Monal procedures normally tised with older children, as well. Teachers
need to understatti hob4 the skills students are developing now will ,

be reinforced later on. They should be able to help the 'child who is
aheidy reading by providing activities that are appropriate to that
child's stage of development.

Elementary and preelementary teachers need the same training in
reading and language arts instruction. Many .of the basic procedyres
are viable for instruction at any grade level, and the compelling need
at the preelementary level to constantly link instrecrional practices to
principles of child growth and development would. be useful for
teachers of older children.

. .
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More importantly, teacher-training institutions, agencies, and pro-
fessional organizations, must provide the kindof preparation described
at both the preservice and inservice

Balancing the Program: *Affective and Cognitive Goals

Many' educators are concerned that introducing print before first
grade will lead to neglecting important socio-emotional and affective
learnings. Indeed, this can happen where rigid, time-consuming pro-
grams are initiated.

A reading program that. has 'at its tease materials developed from
the child's own experiential background will womatically produce a
balanced program of affective and cognitivegoalsr-filis kind of teach...
ing encourages personalized instruction whereby the teacher and the
child share important ideas, experiences, and observations. Cognitive
and affective learnings are integrated and ongoing throughout the
day. Children and teachers are encoutagea to be creative in the
learning process.

Preelementary Programs As an Integral Part of the Educational Structure

Preelementary education has increasingly become recognized as an
integral part of the tall education offerings of the community. The.
significance of lifelong education has been extended from the cradle
to the grave. While in many instances the eduation of the very
young child may include or be restricted to educational programs
designed to help parents fulfill their)roles more effectively, it has also
become increasingly common for children to be enrolled in some type
of schooling from infancy.

Where preelementary programs exist, they are often viewed not
only as educational opportunities but as a means for providing health
aid social services. They thus become an important socializing agency
of the community! The quality of preelementary schooling and care -
giving .may have critical effects upon the present and future develop-
ment of children as human beings. PubliC and private schools and
agencies must work together to coordinate efforts on behalf of the
child, the family, and the community.

The Ned to Provide a Wide Rangeof Individual Difference

Much has been written about respect for the individual's rate and
style:of learning, especially as it relates to the acquisition of reading
skills. Indeed, this point has'been discuesechs one of the most signi-
ficant factors related to how children learn. However, understanding

,
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how children's learning styles opc ate' involves focusing on more
than ntodalities; e.g., whether the child prefers an auditory, visual,
or tactile mode. In terms of learning styles, teachers must also be

°concerned with whether or not the child is an effective, independent
l earner or a youngster who needs a great deal of step-by-step three-

.

tion or whether the child learns best in a small group or in a one-to-
one setting.

In order to observe these differences, it is necessary to provide for
them. &sound reading program at any level would be flexible enough
to provide opportuitities fcr those children who appear to havva
preferred modality to learn that way. It will also provide opportinities
for support in other modes of learning. Thus, in attempting to help
fciur-year-okts to recognize their names, the teacher may print the
names on cards to be posted on each child's locker or on some other
prominent place. The children may draw, cut and paste a small Oc-t.
ture on their name cards as an additional clue. The teacher may also
take a child's finger and trace the letters as the teacher and the Child'
say the name or the name may be traced in sand or salt. -

At the preelementary level, one of the best ways to move in the
direction of individualized learning is to begin with some large group
activity and then extend the learning with small group work and
one-to-one instruction. An experience chart, for example, based on
some whole group activity would be a record of the children's dictated
'-response to that experience. It could, be read to them and discussed
by the group extensively. Many small group.and individual extensions
of that activity may naturally follow. Some children may reread the
entire chart or the fines they have contributed; others may wish tak
create additional sentences. Some may draw pictures that relate to
the content of the chart and dictate their own personal stori7 to
acieompany them. f .4e

A class word bank, consisting of words written on car's by the
teacher may be created to which children add words they select from
each new chart. An individual or group of children may use the
words in the word bank tojeconstruct sentences from the chart or
to for& new sentences.

Most important, the activities muqt be so varied. that all children
can participate at their own level and be successful.

Integrating the Lanswe Arts

We have,already discussed the importanc of the integration of the
language arts as it relates to what we know about hoW'childreti learn.
It remains a critical issue in the teaching of reading today, although
research clearly points to its value.
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Riseards has indicated repeatedly that children whO are successful
in one facet of the language arts are much more likely to be successful
in others. Certainly our own experience and observation tell us that
young childr en who acquire good listening skills and who demonstrate

. strong oral language development are likely to have very little diffi-
culty in acquiring .the skills necessary to be sucekssful readers. And,
much more often than not, it is the good readers who are the better
writers of both personal and practical composition. Instruction in one
area, then, would seem to increase facility in the others, which sug,
gests that reading skills are not acquired in isolation and shoukknot
be taught as if they were. Evecr attempt must be made by parents
and teachers to relate and coordinate reading with, listening, speaking,
an4 writing activities.
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Using a Black Learning Style

George 0. Cureton
Medgar Evers College, Brooklyn, New York

Many educatorsargue for and again (f the existence c f a black learn-

A
ing style --a distinct style of learning for black children, who for
complex historical, social, and economic reasons experiencedifficulty
with academic work, especially reading.

Those who oppose the idea of a distinct "black learning style" be-
lieve that to suggest a difference in learning style between blacks
and others is to reinforce the insidious myth that inner-city children
arenfeiior. Instead, these opponents tell us that these children suffer.
frail-1-ga tack of motivation and do not have the same motivation as
middle -class children.

Motivation is important, andin fact necessary, but it will have
little effect until the iruter -city !canting style has been estab-
lished. Moreover, the 'type of motivation differs from that of the
middle-class child, who'usually comes to school already motivated to
a considerable'degrst. Jackie, our inner-city child, often does not. So
it is important that we understand the type of motivation that turns
him or heroff to learning, and That we know how to utilize his or her
strengths so that motivation leads to learning. As Reissman. (1976)

says,
4

in 4: rerybody's style there are certain strengths. And everybody
has an Achilles' heel. In developing a significant change in learn.;
ing, one must control the Achilks' heel and utilize the strengths.
This is the central problem of the strategy of style, especially in
its application to the inner-city pupils in our schools.

Inner-city Jackie's battle with reading is his' or her Achilles' heel.
But this problem may result from overlooking the *strengths Jackie
brings to. school: These strengths are not measurable by readiness
tests or other critirria usually used to assess readiness, but they can
be determined throkh'cognitive style mapping.
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Cognitive style mapping is a process in which the individual is
assessed for his or her most comfortable manner of learningvisual
or auditory, independent or in a group. Evidence from cognitive style
mapping indicates that inner-city children learn more effectively
when physical and oral involvement are present (Cureton 1977).

Evidence from teachers confirms, this. While the term cognitive
style mapping may be new in educational literature, the practice is
not. A group of successful primary grade teachers from inner-city
schools, for example, combine learning with pleasure.

103

Only ma Wednesday

The "how" for inner-city teachers varies, of course, from class to
class. But one "how" that has worked for many combines, as it were,
business with pleasure. If these teachers are observed, it is difficult
to determine when the game is over and when learning takes p(ace.
They use a phonics approach to teach reading because they have
found that their students are better able to cope with a program that
is heavily based on phonics than with a program that places more
emphasis on sight words. With a program, they can provide
more action, more fun, in cont,.4 ..t to the quieter. setting of the
traditional classroom, a setting much is not characteristic of the
inner-city child's daily life.

Inner-city children, although used to talking a great deal, often
come to school with a poor auditory set. They are not accustomed to
listening for long periods. The action approach to learning, which
demands continuous participation by the children, also teaches them
to listen as they learn, for their participation Is in response to ques-..;.
lions from the teacher, questions that must be.listened to and under-
stood before they can be responded to. That the action *approach
works, and that acquisition of knowledge does take place, are attesied
to not only by the teachers' evaluations of their students but also by
these childten'i scores on standardized reading test.

Putting Sounds Together
1.

In a first grade classroom where the action approach is being used
the teacher develops the concept of blending by having the children

-wilide around the room. This is done to demonstrate physically how
41 letters and sounds are blended together into words. This psycho-
4
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;rotor technique makes the concept of blending letters meaningful,
especially when the teacher says, "Slide the sounds together." To
further reinforce the skill of sliding or blending the teacher has the
children "slide" the initial sounds in their names together to produce
a word. For example, Mary muh, Albert aah, Pam puh, would produce
the word "map." (In sliding sounds, the teacher always leads the
children through three steps: the separate soundsmuh, ash, puh;
the sounds joined togethermuhaahpult; and the word with no
distortionsmap)..

Another way in which the concept of blending is reinforced is to
have children slide objects or pictures of objects together on a table.
As they slide a bar of soap, an apple, and money together, they blend
the word "Sam." Teaching the skill of blending in a concrete manner
before applying it to letters brings the concept to life aisd allows it

, to make sense to the children. The transition from object to letter is
a natural progression and far less frustratIng than starting with
putting letters together to make words.

The last stage of the acquisition of blending skills is seen as the
class plays a game. The teacher calls out a series of code 'words, and
the students synthesize into words the sounds these code words
stand for. For example, the teacher calls out, "soap, money, apple,
Shoe," and the class responds with the word "smash." The game has
two main purposes: to help develop listening skills, and to give stu-
dents a backgrounda 'frame of referenceto call upon when they
apply the concept of nding to the abstract symbols of the alphabet.
This happens later, as t teacher systematically replaces the objects
with the letters that rep t them. Using this concrete approach
to blending eliminates the oblem most discussed in teaching with a
phonetic approach, getting the children to put the sounds together.

As the children master the concrete representations of the alpha-
bet and of letter combinations, the teacher will play the game again,
but this time the students will have to write the letter representing
the code. Use of the code not only facilitates the decoding process
but also aids those children who have difficulty in hearing the differ-
ence between similar sounds, for example, between the short I and
short r. The pictpre of itching (a girl scratching an itch) which repre-
sents the short i sound and the picture of anothergirl named Ethel
which represents the short e sound make the difference between the
two concrete and unforgettable.

During gm ing of skills, this first grade teacher has every-
body in the c participating simultaneously in answering questions.
The pu this choral response mode is twofold: to keep every-

1:
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one alert and to build confidence. Children are able to make a wrong
response and have it blend in with the correct one and not be em-
barrassed., The choral response also gives security to the shy child.
Many questions are repeated and responded to several times so that
children who are unsure the first time can respond correctly the next.

In this class, both teacher and children stand during the presenta-
tion of new skills; the teacher moves around the room, drawing every
eye. This strongly teacher-centered approach might be frowned on
In some schools as being too authoritarian and uncreative. However,
as one teacher put it, "Creativity will become part of the children's
learning styles when they have mastered the basics."

Furthermore, it works. The children, far from feeling cramped or
frustrated, are eager to learn. The pace and the action of the class,
and the accomplishment they feel as they acquire new skills and
review earlier ones, make them look forward to reading.

Can individualized reading programs be successful in inner-city
schools, where the learning style of the children favors teacher-
centered instruction? The:answer will depend somewhat on what is
meant by individualized programs. Research by Amidon and Flanders
(1963) suggests that the achievement level is higher where there is
interaction between teacher and student. As one of my students de-
dared after a year of using an individualized program, "I need a
teacher who will make me learn."

The foregoing paragraphs describe a learning style that results in
reading achievement at the primary level. The next question is how
to solve the perplexing problem of maintaining this achievement. Re-
search indicates that by the time most inner-city children reach the
fourth grade level they have lost from a few months to a year in
reading. Why?

One reason appears to be the nature of the tests measuring reading
achievement. The questions on intermediate grade tests require criti-
cal thinking ratter than simple recall. Teachers who have been suc-
cessful in maintEning inner-city children's reading achievement have,
therefore, devoted large portions of time to the development of
interpretive skills.

One such teacher points out that development of comprehension
skills with her inner-city children is a persistent search for "why." In
this search, oral discussion is essential. The student must give reasons
why one answer is better than another and must defend that answer
with proof. The proof may come &Om the story or from his or her

,experience. In order that the "give up" syndrome does not creep into
the children's desire to go after the problem, the teacher never says a
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child's answer is wrong. Instead, the teacher responds to the students
with something like, "Now that's thinking. But is there another an-
swer even closer to the problem?" (Such a discussion does not always
have to be the outcome of a reading lesson. It could also result 'from
work on an cral puzzle, which allows for participation of the eift;re
class.) Such teacher interaction with the students may take a great
deal Of time, but it is time well spent, for it builds enduring patterns
for students' thinking.

Another way to ensure participation is to have the students act
out the passage they have been reading. In this way, emotion and
feelings can play a role in comprehension.

Takiqg Tests

These techniques have been very helpful in building comprehension
skills.' But many children do not transfer the acquisition of these skills
to testing situations. To correct this, we must make students test-
conscious and test-wise and point out the "trickery" of some test
questions and the ways in which some test authors try to get stu-
dents to choose wrong answers. Alerting students to these techniques
ensures careful reading of each test question and also helps to build
critical thinking skills. Again, this is done through teacher-student
interaction.

Why so much empliF,.;s on oral interaction between student and
teacher? Simply because of the student's oral background. As one
student pointed out, he could see the causal relationship in the story
better when the choice of best ansvi, rs was determined in class dis-
cussion. The inner-city student's learning style depends on oral. in-
volvement. The student needs to talk out, with a group, the rationale
for a particular choice. This oral exchange of reasons and answers
also helps to provide the less apt student with strategies for selecting
answers. Most "individualized" programs cannot provide this kind of
support.

Computer assisted instruction is a case in point. The machine does
not help show why a chosen answer is wrong. The cold response "in-

,
correct, read again" leads to guessingand a disdain of the computer.
To be sure, some self-directed students enjoy the instruction the
computer offers and seem to profit from its use, but they feel that
they work better when the .:lassroom teacher in the computer lab
to praise their achievement and to record their progress. Even though
the machine keeps an accurate account of their answers, the students
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; book.
interaction between teacher and student plays a particular, role in

helping students prepare for standatdized tests. When the teacher
has interacted with the students all through the term,before they are
tested, the students take this involvement with them into the test-
taking situation. As they take the tests and choose their answers,
they can "hear* the class discussion.

Test taking is something many of us dread, and for the inner-city
child it is an esOcially traumatic experience. An effective way to
lessen this fear is to place students in as many testing situations as
possible, to give them practice in taking tests. This is particularly
important in the area of reading. In content areas such as maths -,
matics, science, and social studies, students know essentially what the
content of the test will be, and they can prepare for it. In reading,
however, they have no clue as to the content of the passages they
will be asked questions on. This content may be totally unrelated to
their daily lives and experiences. Thus it seems mandatory to provide
ample preparation, again using the teacher-student interaction learn-
ing approach.

When inner-city students who have been given practice in test-
i _taking situations are given standardized tests, they seem to perform

better than students who have not had this kind of practice. Perhaps
one more reason for this increased performance is that these students
have learned to work against time. Because inner-city students are
often disturbed by the pressure of tir.ie, practice in test taking re-
duces this anxiety.

Is there a black learning style, a learning style especially suited to
inner-city students? I believe there is. Use of such a style does not
mean lowering standards or expectations; however, it does mean
recognizing the students' strengths and utilizing them to help these
students learn to read/This learning style has been successful in
rural, suburban, and small city settings with students from many
ethnic backgrounds. All of these students, however, share many
characteristics of inner-city childreri. .

Teachers must attune themselves to the learning styles of the
many inner-city Jackies so that these students' fullest potential may
become visible on standardized tests. This is as true of students of
secondary school and college age as it is of beginners. To develop the
use of this learning style, the teacher need only create an interactive
learning environment.
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Teaclhi g Minority Children to
Read in Elementary School

Constance J. Batty
College at Old Westbury, SIJNY

Beauford R. Batty
Island Park Schools, New York

In 1974 the state of New York sponsored a research study in order to
identify those school fors which influence student ridding achieve-
ment. Two New York City elementary schools were selected fez: an in-
depth examination. The population of one school consistently achieved
high reading scores while the population of the other school con-
sistently achieved low scores. The schools were matched on the basis
of ecpsionric, social, and racial characteristics of the student population.

The results of the study showed, among other things, that *The
differences in student performances in these two schools seemed to
be attributed to factors under the schools' direct control" despite the
fact that 'Many professional personnel in the less effective school
attributed children's reading problems to nonschool factors and were
pessimistic about their ability to have an impact, creating an environ-
ment in which children failed because they were not expected to
succeed. However, in the more effective school, teachers were less
skeptical about their ability to have an impact on children." (School
Falcon brilispochis Reading Ackkvemest 1974,

This study suggests that the factor which had the greatest impact
upon the reading achievement of the student population in the two
schools was the attitude of the classroon1ei,cher. Findings of other
research protects have supported this notion (Rayner and Schumer
1976; Quarks 1976; and Rist 1970).

It is well known that many minority children in the elementary
grades are not making sufficient progress in learning to read. This
crucial problem has attracted the attention of researchers in variops
disciplines as well as that of the educators whoare intimately involved.
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While many variables which contribute to the problem have been 14111

identified, most Informed persons agree that the classroom teacher is '
the important factor in a child's success in learning to kead.

Recommendations

The attitude, motivation, and expectations of the classroom teacher
can affect the teacher-pupil relationships, distribution of teacher time,
and teacher evaluation of student progress. These factors affect all
children's perfonztances in reading. However, they may have a greater
effect on children who represent minority groups and who may have
low self-concepts.

Teachers who work with minorities, especially black children,
should develop an understanding of the pluralistic nature bb society
and the worthiness of each group in that society. These teachers
need to know and appreciate the life-styles of the children and most
importantly, they must believe that all children should be respected
and are entitled to be educated. The teachers must convey these
beliefs to the children with such fervor that the children will know
that the teacher expects them to succeed.

Interpersonal relationships should be emphasized. Through infor-
mal talk/ teachers should identify children's interests and discuss non-
school related activities with them. At occasional pat on the shoulder
indicates the teacher's awareness of the children's efforts. This may
take a few minutes, but the rewards for both teacher and pupil will
be well worth the effort...

Teachers" can build on the strengths of the children's families and
communities. Parents can be asked to read stories to the class or
group and under the direction of the teacher, they can work with
individual children. The teacher can have the children read stories
revolving around activities and events in the local community. When
possible, the teacher an provide appropriate challenging reading
material that,reflects the interests and life - style% of the children.

It is necessary Ibr teachers to monitor the amount and quality of
reading instruction time given to each child or group of children.
Studies have revealed that, although it may be unintentional, teachers
do spend less time teaching the less able readeri. Therefore; an effort k!

should be made to maintain consistent teacher-pupil Interaction vsT"th- 0
an emphasis on high standards anon expectations. Throughout these
relitionships, the teacher must allow each chili to experienee,laily
success. Subsequently, appropriate praise should be freely given.
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In addition to estaNishing a positive and effective teacher-pupil
relationship, teacheri should plan each reading lesson carefully. Plans
Amid include opportunititee for individdalized instruction, discus-

-explanation-,--and-variods-types -ef7questiening-techniquesThis
is particularly important foritudentiiiNUFsi backgrifind or experience
may be dissimilar to the conteni of the reading selection. Teachers
should eliminate oral reading lessons that consist solely of one child
after another reading aloud with no opportunity for silent reading,
sharing, or building bridges between the child and the content of
the reading selection.

Furthermore, Goodman states that "Meaning is embedded not in
individual words but in the whole context" (1976, 2). Goodman be-
kves that if children get meaning from the printed page their the
dialect used during oral reading is relatively unimportant. Further,he
states that it is possible for children to read and understand_ standard
written language although orally using a nonstandard dialect.

Weber (1973) described a study of oral reading "errors" by black
children who spoke black English. She identified some reading "errors"
as based in speech patterns. ,,Weber stated that these "errors" can
be attributed erroneously by teachetrs to a lack of comprehension. A
misunderstanding of dialect use may result 'in an inaccurate assess-
ment of reading achievement. Thus, teachers should place more em-
phasis on comprehension than on oral reading.

Indeed, oral reading should be minimized in preference to both
short and sustained periods of silent reading. Teachers-should serve
a% models and read with the children during this time. Following
silent reading, children should have the opportunity to retell, drama-
tize, or discuss the selection comfortably in their own language style.
These kinds of activities will provide the teacher with opportunities
to assess each child's level of comprehension. If children are successful
in such activities, then indeed, reading comprehension, has occurred.

Speakers of black dialect. should be introduced to all the varied
Word recognition skills. The ability to use context clues strengthens
-comprehension as well as word recognition. A simple. questioning
technique such as "Alicia, what word do you think should be there?"
may suffice. In any event, the teacl%r should remember that mis-
repretnnting one or two words may not reduce the reader's overall
codmrehension of the selection.

Teachers should Consider the use of the Language Experience Aii-
-.proach (LEA) to reading. The LEA uses the language and experiences
of the children when creating materials for reading instruction. In

I.
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this method, children dictate and teachers record a stay (Aukertnan
.1971). Research cv udies have suggested that the Language Experi-
ence Approach Is no less effective than the basal reader or other
approaches to rea Ing. However, the approach offers some social and
psychological benefits to the reader. LEA eliminates the possible mis-
match between the tanguwof the reader and the print. Further, it
'allows the child to borate his own ixPereTiee), and thoughtsinto
the reading program. It personalizes reading instruction and in turn,
may foster a positive attitude toward reading.

Currently, some basal readers reflect society's pluralism. Literature
books containing black characters are available as well as history
and science textbooks which contain black representation. However,
teachers must concern themselves with the quality LA this represen-
tation. Bamberg (1971) surveyed fifty-six picture books involving
black people and found 11) almost half only portray black people. . . .
It is certain that to label them "integrated" or "multiethnic" as they
are commonly called is inaccurate and misleading; (2) of the books
which show both black and white people, the illustrations in at least
'half of them make skin color indeterminable; (3) with one or two
exceptions, none of the books mention race. "(1971, 2).

Agree (1976), in her dissertation study which involved literature
books published for children between 1950 and 1970, concluded that
"most of the books in the sample (each contained at least, one black
character) would fail to enlighten either the black or white child as to
the causes and background of the racial situation in the United States.
Earlier derogatory stereotypes of black Americans appear to have
been replaced by middle-class black characters lacking in significant
ethnic authenticity. The books also failed to depict the variety of
perspud and socioeconomic life styles of black Americans" (197k 6).

Teachers heed to examine the new, multiethnic books and discard
them if they include white individuals as the all-understandint bene-
factor of a single black or bias who are not in control of their own
lives. In addition, it is suggested that teachers de-emphasize some of
the European folk tales (e.g., Goldilocks, Snow White) and include
some-folk tales from Africa and Asia, for: instance, as well as native
American folk tales. For criteria to use when selecting appropriate
books for all children, we refer the reader to "Ten Quick Ways to
Analyze Books for Racism and Sexism" (1974).

Finally, it is suggested that teachers should create a reading en-
-iininisierit. They should read to the-children, provide stequate time
and books for the childien to read, and build bridges between the
world of the writer and the reader.

r
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If teachers are to succeed in creating a positive and' meaningful eau-
Nails! experience, they must leltrn about thedchildrep they teach.
Vim, home, and community are a part of the child, and it is all of
these[faceta in concert that tile child beings to school. Teachers should
inaximiae titer efforts toward developing an understanding of the
culture of minority groups represented in the class. However, similar
eff orts should-be expended toward a nonjudgmental understanding
of the individual. Children should be allowed to accept themselves,.
and it is incumbert upon the teacher to maximize opportunities for
each child to have some success each day. Each child needs concrete
evidence of success. Children can sense meaningless, unwarranted
platitudes front well-meariing teachers. Teachers should structure the
learning" environment so that reading failure is minimal, and, if it
occurs, it should' be private.

We are aware that many issues concerning reading failure among
minority children were undisguised in this paper. The pervading
factors of racism, unequal distribucion of educational opportunity and
financing, unequal minority representation in policy-making bodies,
ulequal representation of minorities in the educ4tion milieu, the
entire area of IQ testing, and tracking are but a few of the issues that
have an effect upon the failure of minority children. However, it' is
the writers' hope that.the reader has acquired some additional in-

, sights and food for thought.
In summary, the writers feel it would be particularly helpful for

those Concerned with the education of minority children to remember
these points.

1. The problem of academic and reading failure cannot be laid at
the doorstep of the victim Schools and teachers cab make a
difference.

2.. Teachers must examine their own attitudes and study eth-
nic groups 'other than their own with the goal of becoming
more knowledgeable, understanding, and sensitized concerning
differences.

t 3. Appropriate training of teachers should include more extensive
preservice and4nservice content pertaining to language Acquisi-

lion and reedi4.
4. Black children live in a verbal environment, and their speech is

meaningful, functional, and appropriate in their environment.
Their language is not primitive. ,

Icv,

11 9

';`1.1,
_ _



a 1
A.

114 Goartaxcr J. Batty and Bossfonl R. Bitty

5. Children with nonstandard speech patterns can probably acquire
meaning from standard orthography with the same degree of
success as the general population.

6. Basal readers and other educational material should appropriately
reflect the cultural pluralism of our society and reflect the con-
tributions which members of various ethnic gratin have made.

Teachers of black children, regardless of their own ethnicity, must
be sensitive to the problems of black people.yany black children will
succeed in spite of the teachers; many °tries will fail because of
them. A reduction in the number of failures is our goal.
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Closing the Generation Gap and
-Turning Students On to Reading

Ire Adams Page /
4-lampton Institute, Virginia ,

In the summer of 1975, it was my good fortime to teach a group of
high school students who were enrolled in the Upward Bound pro-
gram at a northern university. The program sought to raise the
academic level of those students whose potential was greater than
their performance. While black students were in the thajority, a small
percentage of white and Spanish-speaking students were env,-.Aled
in the program. All of the students Assigned to my reading class
were black, and all of them met the established low socio-economic
criterion. Largely, they were reserved about reading or, more pre-'
cisely, 'turned off" to it.

My previous teaching experience included high school home eco-
nomics and developmental and ,remedial reading in the elementary
school At the time of this experience, I was a doctoral candidate in
edrecation with a specialty in reading. I was born in the South and

`spent most of my life there. My background, therefore, bore some,
similarities an.i some differences to that of my students. Our heritage .
aiblack Almtefins was the same, but I was a southerner, and they
were not. hirreover, we were in different generations.

Luting this seven-week period, my primary charge.veas to develop
reading skills. The purpose of the program was for.students to re-
ceive intensive instruction to advance existing skills and possibly
generate new ones. Thus, I planned a highly structured skills-oriented
curriculum with provisions for informal reading periods after instruc-
tion was c9mpleted.

A Need for Change

In spite of my preparation, the students responded to my curriculum
with only moderate enthusiasm and eve less initial success. I needed
a new ..pproaatl Several questions surfa?d immediately. First, how

. ...AO,'
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could I stimulate the interest of the students and still maietain a
leisurely, proVOcative atmosphere? Second, what Would produce the

most results for the studeib;a skills, program or an interest-oriented-
one? In answering theie questions, I decided-to focirs oat the students'

Interests. This decision generated anothacquestion. How could I
Tipitalturee the similarities in our backgrounds? Or better yet, how
mild I give the strident!, an appetite for reading?

Dedding to make procidural rather than content changes imme-

diately, I altered the format. On the next day, instead of our usual
routine, we began our class period in the informal area of our room
vviit;f there were cOuchr, chairs, and pillows. The "new" day started
with son:e discussion liboirt "What': we were going to do and "Why.'
We would listen to and read some poetry written by a black poet,
Paul Laurence Dunbar (The °nitpick Ppirs, Dodd,Alead & Co., 1972).
Surely, I thought, this would spark entinifissm since we were of the
sante ethnic backgrotutd. So, _1 began: tOdirts aloud a favorite of
mine, "In the Morning."

,

'Liam! Vac! Bless de Lawdl
Don' you know-de daw's erbroad?
Ef you don' git up you scamp,
Dey'll be trouble in dis camp.
Tink I swine tto let you sleep,

.Wile I meks yo bad an' keep?

Expecting signs of appreciation from the students, I looked-up and
found bewildered stares instead. In response to my queries about
their reception or the poem, I *vas met with "What is that all aboutr
ands l don't understand it." The students were not faniiliariwith the
languagethe dialect. They couldn't relate to the symbolism nor to
the rhythm. And, to compound it all, the verbal responses reveale%1

an indifference, even antagonism to poetryat least the kind they
had been exposed to 'previously. Since this was poetry, it met the
same fate. The fact that this poetry had a black oiientation made no

difference at all. Intent on making this an effective lesson, I decided

to explain the language of the poem r,. detailthe v'ocabulaty, won i
and ptirase meanings, the pre- ,unciations, and the story the poem
was telling:

swine/going
hyeah/hear

awdlLord

scamp/rascal

40

4 3

122



r.

assists the Gessawhas Gap

day's erbroadlthi sun is up&
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trouble In dis campltrouble in the home (he would be spanked)
boad an' keepffood, shelter and care

In the course of our discussion, I stated that the language w,a
. ,

part of my heritagesounds heard in my youth. I could relate to it as
perhaps some of their parents could because, like me, they possibly
had heard the language spoken or had studied Dunbar's poetry in
school. This created interest on the part of the students that was
different from what I intended, They wanted to know more about
"me"-=who I was, where I had come from, and what I was doing with
my life. They had perceived me as different from them, since my
lansnase was not like theirs and since I represented an older genera-
tion. I told them about my life, about my schooling, about my dreams,
cc, persons who had inspired me and of why I spoke in standard
English. After I explained my background and "where I was coming
from" to their satisfaction, and after they saw I was "for real," they
began to warm up, they realized that we had a common bond be-
cause some of my past experiences were identical to theirs. Now
they were willing to cooperate.

41i

Success at Lai*

Returning to the poem, we took turns reading individually and in
groups. It was an enjoyable experienceinterest was aroused and
comprehension was evident. They began to relate their experiences,
to understand the poem in its context, and to appreciate it.

}Wing met with a degree of enthusiasm, I started the next session
with the reading of excerpts from a short novel by Miry Elizabeth`
VT013381%, anther black writer. The book was Esther (Bantam, 1963).
This book deals with the pain and frustration of a young black girl
growing into maturity long before her childhood is over. I felt that

, it presented more life experiences with which we could identify.

"Munsie Atwater is 'bout to have her baby. . .
Esther lemed out of bed. She had never imagined that Grandear
would ask her alms on a case at least not before she was sixteen
or so. To see a real Why bons!
Lucy' followed Esther into the bathroom. "You mean you really
want to gar she asked incredulously. . . . E,ither "But
it's awful! A whole lot of blood, and they screams and screams!"
Esther spat joyously. "Sure; because it hurts, until it's over. Any-
way, there's not all that much blood."

. I t m-pe u ..V..a4 Shane .4. kT4.... s!..
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"And you don't mind seeing people hurt?" There was reproach in
Lucy's tone.
Esther paused her washing. "Of course I mind, Lucy. But I'm
going to help Grandear. Folks in pain need people to help them.
But I do want to see it. There are two things I've always wanted
to seesomebody horning and somebody dying" (p. 1$3,147.,

The students were -enthralled and the discussions which followed
revealed the depth Of their involvement. "What was it like to give.
birth?" "What was the father's responsibility during the birth process
and afterwards?" "What was it like to see a baby being born ?" They
injected their own feelings and experienies about the birth process.
This reading session was followed by a request (from one of the most
avowed nonreaders) to take the book to the dorm. I was sure then
that appetites had been whetted. Subsequently, I was told the btiok
passed among the students and remained visible throughout the
summer. After that, the students briiught in plays and other readings
which we shared. These :young Adults later intimated that the best
part of the reading class wis hearing me read. They wanted .to be
able to read like that (the teacher-modeled reading behavior). The
nonreading student said that she had always hated reading but now
she was really "turned on." It was evident, too. The "teachable
moment'''. had occurred and it was a beautjful happening. From that
point bn, we moved toward the specific goals that I had established
at the outset of the summer.

Outside readings were shared through written summaries and
reactions. The summaries included the main ideas, supporting details
and vocabulary. The reactions to the reading selections were very
personal. They included what the readings meant to them and why
they were appealing. Difficult terms and complex sentence structures
were singled ,out so that word attack skills could be applied and
meanings could be clarified.

Visual modalities were tapped as the uIe of diactitical marks and
syllabication were demonstrated. Much discussion was provided in
addition to dictionary usage so that greater understandinp were
possible. These activities provided auditory input for this troublesome
area..

The students and I felt good about the learning that was taking
eace, about each other and akeut the relationships among us. I used
this emotional bond to emphasize that certain instructional objectives
had been set for this summer. These had to be met, and there had to
be some visible evidence of the progress being made towards

t
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those objectives. Skill acquisition was extremely important but I did
not want to minimize personal reactions. So, outside reading was tied
with the published materials.

Our program was operating according to AUsube I's (1963) strategy
for teaching studnts with cultural differences. Ausubel dicusses three
factors for effective teaching: ;1) the selection of initial learning
material geared to the learner's existing state of readiness; (2) mastery
and consolidation of all ongoing learning tasks before new tasks are

-introduced, in order to provide-the necessary foundation for success-
ful learning and to prevent unreadiness for future learning tasks; and
(3) the use of structural learning materials optimally organized to
facilitate efficient sequential learning."

The 'commercial materials we used were: the Reader's Digest Skill
Builders, Laidlaw Brothers' Target Reading Series, and Walter Pauk's Six-
Way Paragraphs by Jamestown PubliThers. These materials helped to
develop students' comprehension, vocabulary, and word attack skills.
The students and I could see evidence of progress because the exer-
cises provided feedback in several ways. All of the materials had
reading selections and questions at the end. Pupils could (1) read and
answer the questions, (2) re-read and check for specific details, (3) re-
read- and think through inference-type questions, and (4) use the
answers provided as a basis for assessing their own answers. The
students even asked questions of their own when they were particu-
larly interested in the stories. The Six-Way Paragraphs also included a
chart for recording and following progress: After reading and dis-
cussing assigned activites, pupils noted their errors and entered the
results on a graph. They worked toward making fewer and fewer
errors. The work was rewarding to the students through tf"- positive
reiniorcement. By this time, a library of paperback novels had been
provided. The students used these for preferred reading.

Implications for Teaching

I learned ,,aid relearned a great deal that summer and drew a number
of conclusions. These conclusions are the result of much reflection
and hindsight, but they afe based on learning theory and research.
They include implications for teachers who have the same kinds of
learners. VVhy was I able to motivate these students and gain accept-
ance? The answer is contained in the following observations:

:-F., tj



120 Ire Adams Page

My own reading interests were used to capture attention. The subject-
matter of those interests stirred the students' curiosity. As they
listened, the students developed an appreciation for what they heard,
and they agreed to participate..

The reading act was demonstrated. The students saw how pleasant read-
ing could be. Ausubel says that cognitive drive or intrinsic motivation
to learn is probably derived in a general sense from curiosity tenden-
cies and from inclinations to explore, manipulate, and cope with the
environment. He cautions,' however, that these tendencies are acti-
vated only in satisfactory encounters with the values of persons with
whom the learners identify.

The reading teacher, the mold, was a person who identified with the students.
No longer an outsider, alien to their world, I became part If the
group. I belonged because I had shared my world with them, and they
related to it.

Studies have showri that .observers learn to imitate models more
readily if the behavior to be modeled has novel features (novel mean-
ing, in some way related to the observer's needs). This is conditioned,
however, by the desire or need to reproduce the behavior of the
model. Robert Travers (1972, 419-20) supports this position, and
Miller and Dollard (1941) have said that the value of the demonstra-
tion is generally highly dependent upon the ability of the Oserver to
imitate. This ability is a learned phenomenon. Gage (1072) added,
"The characteristics of the model are extremely important. The model
must have prestige and must be seen as a source of reinforcement
for given kinds of beLaviors." As was stated previously, the students
wanted to be able to read like me. They had a felt need.

Ralph Tyler (1971), in discussing learning, said: "Given a learner
whose interest has been aroused, the next thing is to find the skill
level at which the learner can experience a good degree of success....
The instructional material must be relevant (seen as important) to his
current needs and interests, must demand a new kind of performance
yet to be attainable." As for the transfer of learning, he added, "part
of a good theory of learning is seeing to it that the learner has oppor-
tunity to practice. . . . Without the ability to transfer learning, the
child tends to think of learning as what we do in school but not any-
where,else." The students viewed the instructional materials we used
as worthwhile for practice act,vities. This learning was applied to
their personal reading. The discussions about this reading tied every-
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thing together. Be;cause I was there to guide, to correct their work
and to enccorage, it was a shared experience.

The shared aperience, one in which everybody took part, was self-enhancing.
There was so much talk aboutto giveand so we all learned.
What were we talking about? The content of our reading as it in-
fluenced our lives.

Conclusions

Success is evident only after interest is tapped. Inherent in this in-
terest is the factor of relevancewhat the learners saw as real and
important. Relevance gave the reading a reality that was based upon
the value systems of the learners and upon their own experiences.
Once motivated, they began to demonstrate an awareness that what
was of interest and what was of value could be reconciled by using
their reading skills. This was their step towardindependence.

What had originally been perceived as a situation involving "turned
off" kidi was really one with a "tuned out" teacher. When efforts
were made to stimulate the students, new understandings and ap-
preciations evolved. We found the area where our lives aid experi-
ences overlapped, that is, where the learner's reality and the teacher's
reality showed a commonality. The "oneness of reality"acceptance
of-the other's value systems, brought forth more positive attitudes
and acceptanceeach for the other: We then moved towards obtain-
able goals in a warm and self-actualizing climate.

The incidence of race was circumstantial rather than necessary. I
feel compelled to suggest that in any teaching/learning situation,
when efforts are made to unify the interests of the teacher and
learners, the teacher and the learners may then be "turned on" and
"tuned in.1

Questions are asked at the start of the program regaiding the
measurement of progress were notand could notbe answered
singularly. Much that was learned could not be measured. A testing
program using a standardized instrument was on ongoing procedure
of the Upward Bound program. I hope that improved performance
was evident in that assessment; however, it was more significant
that the students, now had a desire to read. It was, and still is, my
hope that they maintain that desire to read and that they continue to
discuss ideas.

1
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Instructional Strategies for
Teaching Test-Wiseness

Irving P. McPhail
Baltimore Public Schools, Maryland

The prevalence of 'testing in schools, particularly minimum compe-
tency testing as a prerequisite for graduation, has alerted educators to
the importance of test-taking skills (Downey 1977; McPhail .1979).
This raises three important questions: What are the skill's? Can they
be effectively taught? How shoyld they be taught?

Test-wiseness has a relatively short history in educational research.
The theoretical work of Millman, Bishop, and Ebel (1965) is regarded
as the classic in the area. They maintained that,

test-wiseness is defined as a subject's capacity to utilize the char-
acteristks and formats of the test andlor the test-taking situ3tion
to receive a high score. Test-wiseness is logically independent of
the examinee's knowledge of the subject matter for which items
are supposedly measured . . . it will be restricted to the actual
taking of (not preparing for) objective achievement and aptitude
tests (1965, 707).

Perhaps the most important contribution of Millman, Bishop, and
Ebel's work is their comprehensive taxonomy of test-wiseness, a list
of principles students should apply in taking tests. This list was syn-
thesized from test construction principles and problem-solving styles
of test takers. It was intended as a framework for empirical study,
but teachers can use portions of it as a guide to test- taking strategies
that might be taught to students. Figure I presents sample items
from "An Outline of Test-Wiseness Principles."

For example, a teacher could easily find examples, from his or her
own past objective tests, of test items that illustrate varying lengths
of the answer options. Even young children can be taught to perceive
these cues. Examples of the generalization cue are also readily avail-
able, but since generalization is more difficult to perceive, it might
be taught later or with older students.
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Why Teach Test Whiessess?

Given that tests are commonplace, there are good reasons, why stu-
dents should be taught how to pass them. Fortunately, there is ob-
jective evidence that test-wiseness can be aught at all educational
levels (McPhail 1979; Sarnacki 1979). Here are two reasons for
doing so.

The Validity of Test Results

Much research in test-wiseness has focused on the "cue-using strat-
egy." This presupposes that there are flaws in the construction of
test items, e.g., leads (item stems) based on incomplete statements,
specific determiners that tend to appear in the correct answer alter-
native, grammatical inconsistencies between the lead and alternatives,
or a correct alternative that is longer than any of the incorrect
alternatives. .

There are, clearly, two ways to avoid bias against students whO
have not learned to respond successfully to item writing faults (sec-
ondary cues). The first is to construct tests that are free from
secondary cues. The second is to teach all students a cue-using
strategy in order to equalize this knowledge among all groups.

Teachers should identify students who are not test wise and teach
them how to take tests. Otherwise, the validity of these, students'
scores is impaired. For example, if students do not know how to allot
their time during a timed test, their scores will not reflect their true
abilities.

Perhaps It is even more critical to teach students how the structure
of a test provides a frame of reference for selecting answers. For
example, Test-Wiseness Strategies for Reading Comprehension Tats (McPhail
1978a) can show students (under General Procedures) that they
should preview a reading passage on a test and look over.the first
few questions before they read the full passage. This technique pro-
vides them a prereading organize. The technique also alerts them to
the fact that it is usually the first two or three questions that deal
with the central idea of a passage. Teachers can alert students to
specific wording that is a cue to a certain type of test question, and
they can show students specific steps for solving these test items.
Figure 2 illustrates the use of this strategy for inference items.

Equal Education, Employment and Promotion Opportunity for Minorities

Most minority students score lower on achievement and aptitude
tests Than the population at large. A plethora of "defi..-it" views, e.g.,
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that a flaw in black genes is responsible for low black test scores, and
"difference" views, e.g., that blacks are so different in their language
and culture that they cannot learn, or that they require a "special"
nonacademic education, have beenittffered as explanations for the
variance in test performance between minority and majority students.
At the same time, there is voluminous evidence in the literature of
cultisial, linguistic, and other forms of test bias that operate as de-
limiting factors in the test performance of minority students. Yet,
the educational research and testing industries continue to produce
spurious, pseudo -scientific arguments to justify the testing and the
interpretation of; test results of minority studerits. Consequently,
tests have taken on a sinister quality in certain minority communities
in the areas of education, employment, and promotion. Many suspect
that tests are used to screen out Minorities from access to equal
education, employment, and promotion opportunity (Ristow 1978;
Word 1974).

The recent experience of Florida illustrates the growing attack on
equal opportunity being waged by the educational testing industry.
MoSt of the students failing new minimum competency tests in Eng-
lish and mathematics were black and Hispanic, raising serious ques-
tions about whether the tests and the program as a whole were
discriminating against minority students.

Given the evidence, it is ironic that only limited attention has been
focused on the role of test- wiseness in the test performance of mi-
nority students. Looking at seventy-six fifth and sixth grade inner-
city children, Diamond et al. (1977) determined that the children
knew the cues of answer length and of association between the item
stem and certain answer options.However, no significant relation-
ship was found between knowledge of these cues and standardized
reading test scores. More work is needed on a wider variety of test-
taking skills to determine whether a relationship does exist.

Four attempts to teach selected test-wiseness principles to minority
students have been reported (114,:iihail 1978b; 1979). In three studies,
students demonstrated several patterns of improvement in test-
wiseness. The fourth study concluded that short-term "coaching" for
the Scholastic Aptitude Test (SAT) was not successful, but it should
be observed that the course on test-taking skills did not "try to help
the student to learn the 'tricks' of the test-maker" (Roberts and
Oppenheim 1966, 46). As such, the course on SAT test-taking was
narrowly defined and did not include many important aspects of
test-wiseness.

Informal reports from classroom teachers who have taught test
wiseness systematically to minority students have been encouraging.

125



126 Irving P. Mc Phigii

This informal data, together with the limited empirical data on teach-
ing test-wiseness to minority students, suggest that these students
can be taught to be test-wise and can improve their performance as
a result. Future research on these hypotheses, and on which skills to
teach, is a critical need.

Approaches to Teaching Test-Wiseness

Research has shown that test-wiseness' has only a negligible relation-
ship to a student's general cognitive ability (Diamond and Evans 1972).
However, the sort of analysis required by some activities used to teach
test-wiseness seems likely to strengthen students' critical thin! 'Um.

It is importarit to distinguish here between two ways of learning
test-wiseness: associative learning and problem-solving. Associative
learning means learning from being told and from practice and drill.
Test-taking skills can be mastered effectively through associative
learning.

in the problem-solving approach, students search for a pattern;
they are presented with evidence and are asked to investigate the data
and draw conclusions. Of course, problem-solving calls upon earlier
associative learning in th4 process of searching for patterns.

The Test-Making ActivAy is a series of experiences in test con-
struction designed to teach students test-wiseness through an induc-
tive, problem-solving approach (McPhail 1.978a). It has been used with
inner-city high school students (McPhail 1978b) and other grade levels.
Each stage prepares studehts for the next. Working in small hetero-
geneous groups, the students learn how a test is built. At the last.stage,
they deliberately rewrite item to include secondary cues. The as-
sumption is that anyone who can build a faulty item can also recognize
one. Figure 3 presents the four stages in the Test-Making Activity.

Conclusions and Recommendatiotts

Although we are still in need of more empirical evidence, it appears
that test-wiseness training develops important test-taking skills and
helps to negate the problems associated with individuals who are low
in test-wiseness. This is important both for the individual whose life
is influenced by the testing and for educators who want test results
to be as valid as possible. At the same time, if test-wiseness training
helps develop students' critical thinking skills, especially at the level
of analytical problem-solving, we have gained a valuable instructional
tool.
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Test-Wiseness Principles

1. Elements independent of,test constructor or test purpose.
A. Time-using strategy

1. Begin to work as rapidly as possible with reasonable as-
surance of accuracy.

2. Set up a schedule for progress through the test.
3. Omit or guess zit items (see 1.A.4. and ILB.) which resist a

quick response.
4. Mark omitted items, or items which could use further

consideration, to assure easy relocation.
5. Use time remaining after completion of the test to recon-

sider answers.
B. Error-avoidance strategy.

1. Pay careful attention to directions, determining clearly the
,nature of the task and the intended basis for response.

2. Pay careful attention to the items, determining clearly the
nature of the question.

3. Ask examiner for clarification when necessary, if it is
permitted.

4. Check all answers.
II. Elements dependent upon the test constructor or purpose.

A. Intent Consideration' strategy.
1. Interpret and answer questions in view of previous idio-

syncratic emphases of the test constructor or in view of
the test purpose.

2. Answer items as the test constructor intended. .

3. Adopt the level of sophistication that is expected.
4. Consider the relevance of specific detail.

B. Cue-using strategy
1. The correct answer is longer (shorter) than the incorrect

options.
2. The correct, answer is qualified more carefully, or repre-

sents a higher degree of generalization.
3. The test includes more false (true) statements.
4. The correct answer is in certain physical positions among

the options (such as in the middle),
5. The correct answer Is in a certain logical position among an

ordered set of options (such as the middle of the sequence).

Figure 1. Sample Items from an Outline of Test-Wiseness Principles. From "An
Analysis of Test-Wisertess" by I. Millman, C. H. Bishop, and K. Ebel, firoational and
Nyckatrsical Alessarrnand, Vol. 25 (Autumn 1 %5), 707-26. Copyright 1965 by Eitgational
and Psolintiesital Meannanswist. Reprinted by permission.
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Test-Wiseness Strategies

Infereitce

wing P. Mcnag

Inference items range from implied meaning to author's intent. They
are questions which go beyond' the literal level of comprehension.
Inference items are generally worded as follows:

4,i

The chief gitrpose of this selection is to .

The writer implies that .

The tone of the passage is . . . .

The writer is probably most interested in . .

It c a n b e i n f e r r e d that . .

A conclusion tbat can be drawn from this selection is .

The story suggests . . . .

The attitude of this story is one of . .

How to Answer an Inference Item

1. Select two or three possibilities from the multiple-choices.
2. Test each possibility by rereading the paragraph(s) with that

one infereiice And.
3. When or if a phrase or sentence seems to contradict that infer-

ence, stop reading the paragraph and start again with another
inference in mind.

4. Select the one that best answers the question.

Figure Z. Sample Test-Wiseness Strategies for Reading Comprehension Tests. From
Test-Mac' Carrica1ai by I. P. McPhail, p. 2,4. Copyright 1975 by Kamilah Edw.*,
tiosial Enterprises. Reprinted by permissi6n.

4
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Test-14711cing Actiarity

1. Read each passage. Then read each question about,the passage.
You are to find the best answer to each question. Place an "X"
Mark in the box before the option containing the most complete
or most accurate answer. (Work in small groups.)

2. Read each passage. Then read each question about the passage.
For each question, make up four statements. One statement
should be the most complete or most accurate answer to the
question: The remaining three statements should be attractive
but incorrect inswers to the question. Place an "X" mark in the
box before the option containing the most complete or most
Accurate answer. (Work in small groups.)

3. Make a reading comprehension test based on each of the follow-,
ing passages. Compose 10 questions (stems) with five options
(statements) each. Two questions each should be based on the
following five comprehension skills: (1) main idea, (2) supporting
details, (3) vocabulary in context, (4) inference, and (5) drawing
a conclusion. Place an "X" Mark in the box before the option
'containing the most complete or most accurate answer. (Work
in small groups.)

4. Rewrite the following questions and/or statements so that the
correct answer is signaled by test-wiseneis cues, Utilize each of
the following test-wiseness cues at least once in rewriting ques-
tions andlor statements: (1) association between stem and alter-
native, (2) the use of specific dsterminers in the distracters, (3) the
use of correct alternatives which are longer and in some cases more
specific than the other distractors, and (4) the use of grammatical
dues in the stem. (Work in small groups.)

l'figatiw. Stages in Test-Making Activity. From Teg-Wisexess Carriculani by I. P.
pp. 26-51. Copyright 1978 by Kamilah Educational Enterprises. Reprinted

by permission.

p4.4.44".
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Implications in Personal
Construct Theory for Teaching
Reading to Black Students

Miriam T. Chaplin
Rutgers University, Camden, New jersey

Reading is a mental transaction. between two persons. Though sepa-
rated by time and space, these persons are linked together through a
texta symbol of a writer's conceptualization of reality. Regardless
of the subjecl, a text is always subjectively influenced by its author.
The choice of words, themode of presentation and the selected voice
are all representations of a particular personality activelprommuni-
rating with a preconceived audience. On the other hand, the readers
who comprise the audience do not passively receive the message. Each
reader's attention to the text is motivated by a dynamic force of ex-
pectations and is maintained by the reader's emotional involvement.

\ The purposes for reading will differ from one situation to another and
this may lessen or intensify the reader's involvement with the text.
The reading behavior, however, l ahVays affected by the reader's
personality enmeshed as it is with past experiences, present realities
and future possibilities.

Therefore, the reader's interpretation of the writer's Iressage is as
dependent on his or iler unique characteristics as was the writer's
when the words were recorded. There is no one correct interpreta-
tion; there are as many interpretations as there are readers. It is in
these diverse interpretations that we discover the mystery of the
written word and the heterogeneity of human personalities.

George Kelly (1955) has writ: extensively about the human
personality. He developed his theory for use in psychotherapy, but
its value and, utility far exceed a particular reference. The primary
emphasis in the theory is-pled on the meaning one gives to events as
they occur rather than the behavior that is displayed as a result of an
event. Kelly says that "if we reach an understanding pf how a person
behaves, we discover it in the manner in which he represents his
circumstances to himself" (Kelly 1955). In the light of this view,
behavior becomes a means to an end and nc,t an end in itself.

lAt
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While this observation is generally applicable to hui.k.in behavior,
it can be particularly helpful in understanding some of the problems
that black students exhibit as they read. It is well known that large
numbers of black students fail to achieve the levels of competence in
reading that educational institutions require of them. These failures
have been attributed to inferior intelligence, poorly developed basic
skills, hostility, andlor lack of interest. While is is possible that any
one of these factors may interfere with the academic performance of
specific students, it is unlikely that that same factor could be used to
explain group behaviors. The failure of many bk....k students to suc-
ceed in reading may be more deeply rooted in their perceptions of
themselves which have evolved out of cultural and historical realities
they have experienced. If this is true, a cursory analysis of George
Kelly's Psychology of Personal Constructs will reveal theoretical concepts
that can be practically applied to reading instruction for black students.

The Control Factor in Reading

Kelly regards all people as scientists who are primarily interested in
predicting and controlling their environments. He does not believe
that behavior is a response to a stimulus because this view implies
that people are inert objects propelled into action by energy external
to themselves. Nor does he propose that behavior is motivated by
drives because this assigns energetic properties to internal needs.
Indeed, he dismisses these theories as "push" and "pull" explanations.
for human behavior. (Kelly 1955).

According to Kelly, human beings psychologically represent each
external situation that confronts the'. The representations emanate
directly from an internal cc.istrvct system which has been formed on
the basis of past I ...present.. "ions. The construct system is not static.
As an event occurs, the person attempts to fit the representation of
it into the existing system..lf it conforms to the system, it is retained;
if it does not conform, a decision must be reached. Either the system
must be reconstructed to accommodate the new representation or it
must be rejected. Kelly calls this process "constructive alternativism"
and it is the keystone of Personal Construct Theory. It explains the
exalted position of the human personality as the controlling factor
in all behavior. Since the construct system is built on an individual
pattern of expectations, the person can select those aspects of reality
to which she or he will respond. Thus, construction decisions are
personality specific. Moreover, these decisions are not binding; they
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are reflective of the system at a given time. Hence individuals are
restricted in their construct selections only by the system they erect
for themselves.

Reading aloct is an, event which demands action on the part of
students. They must process the written word as they impose their

., own interpretations on it. The fate of a text depends entirely on the
interpretation and subsequent reaction on the part of its readers.
This makes a text fair game for the universe of readers. An author's
message can be broadened nr shortened as it is applied to different
circumstances. Once an author has released his or her work for
publication, it belongs to the world. Copyright laws will protect its
duplication but nothing can protect its interpretation. From .the ideas
as presented by the author, teaders are free to draw their own con-
clusions. The skill of readers depends on their abilities to elaborate
ideas rather than to recall them. It is on this basis that students are
Judged as poor, good, or superior readers.

This act of interpretation, however, requires that students realize
their power to control the text. This creates a dichotomy for some
black students. The compelling natural desire to control the environ-
ments, of which Kelly speaks, conflicts with the powerlessness which
they have learned to accept. Black students are unable to view the
word as a subject under their dominion because they cannot conceive
of themselves as controlling agents. Economically, politically, and so-
cially, they find themselves at the lowest rung of the ladder and in
a stratified society, one learns that this means a subjection to the will
of others. Even the language they use is deemed inferior, and they
are urged to discard it in favor of the language of the text. It is a

. formidable lesson to black students that words are forces of enslave-
ment rather than emancipation.

'For many black students, reading is a superficial act in which
foreign ideas are forced upon their intellects and wills. They make
no attempt to grapple with the ideas embedded in the written word
or immerse themselves in them. They simply accept what is written
as they have learned to accept other circumstances which they believe
are beyond their control. This ait of resignation is reflected in their
responses to test questions, written reports and in class discIssions.
These exhibited behaviors cause teachers to view black students as
mediocre or dull.

More importantly, many black students internalize a negative per-
ception of themselves. It becomes what Kelly calls a "superordinate"
construct and all other constructs become subordinate to it. The
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students' psychological processes become the mechanisms which guide
their actions and all events including the written word are processed
in the light of this perceived insignificance. The behaviors which
teachers observe in these students may not be true indicators of their
real 'abilities; nevertheless, they are true indicators of the students'
concepts of themselves in the world. Their behaviors reflect 'heir
construct systems and as Iong asthese systems remain intact r the
students are trapped in a web of convictions which impedes growth.
In Kelly's words:

Ultimately a man sets the measure of his own freedom and his
own bondage by the level at which he chooses to establish his
convictions. The man who orders his life in terms of many special
and inflexible convictions al/out temporary matters makes Itirit-
self the victim of circumstances (Kelly 1955).

The students' perceptions may not interfere with their reading
behaviors in the early grades when there is a preoccupation with
mechanical decoding skills. More black students succeed at this level
than at any other. However, the task becomes more demanding
of the students' total emotional and cognitive involvement, black
students experience increased difficulty. In some cases, even when
they have mastered the basic skills of decoding, they are unable to
move beyond the literal to creative interpretations.

Implications in the Theory

The overwhelming appeal of Personal Construct Theory is that it
offers hope to these black students and to the teachers who work
with them. Kelly says that "man to the extent that he is able to con-
strue his circumstances, can find for himself freedom from their
domination" (Kelly 1955). Therefore, the students' faulty constructs
can be discarded and replaced with new more profitable ones if they
are willing to reorganize their systems. This reorganization is a per-
sonal task that teachers cannot orchestrate, but teachers can assist
the students' efforts. First, teachers must comprehend th = complexity
of the reconstruction process and second, they must be ab to divert
their own attention away from the actual behaviors whi students
exhibit to the possibilities that lie within.

Reading instruction for black students must be holistic rath r than
atomistic. An identification of the author's main points shd be
coupled with a personal interpretation and application. Inhere ,t in
this process is a manipulation of ideas; this is the first step toward
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control of them. Students must be encouraged to create the meaning
of the text rather than to discover it. This is a trial and error pro-
cedure In which students are allcwed to pursue many possible avenues
of interpretation until one is found to which they can relate.

Prediction through questioning is the first step in this venture.
Students should be taught to formulate their own questions before
they read in an attempt to predict what will be learned. If predictions
are not Validated, the pnxess of determining why is a valuable learn-,'
ing eigterience. When predictions are accurate, however, students will
gain confidence in their own abilities.

It is equally as important for students to pose questions after they
have read a text. When given an opportunity, students will question
thoseideas which are important and of the greatest interest to them.
"Predigested" queitions, on the other hand, (those fprmed by the
teacher or another person) can only identify what seemed important
to that person. Very often, these external questions do not corres-
pond to, the value of the material as seen by the students. If reading
comprehension is evaluated solely by student responses to external
questions, the students' potential for comprehending material on their
own terms may never be realized. The students will always believe
that they must conform to the thoughts of others. Therefore, in
order to help black students to acquire experience as authorities of
their own interpretations, teachers should provide many opportu-
nities for self-imposed questioning.

External questions, however, do serve a purpose in instruction.
They are useful in helping students to see mother's point of view.
To maximize this utility, these questions should be asked more than
once. This might be accomplished by having students read a selection
or a text at the beginning of a term and respond to external questions.
The responses are retained and the same material is assigned toward
the end of the term. The response at the end should be different
because as students acquire more knowledge, their powers of inter-
pretation are intensified. They acquire newer frames of reference and
are able to make more applications. This may lead to a revision of
their basic construct system. If this happens, students will realize
that ideas that are firmly entrenched can be discarded if newer ideas
are more palatable. This kind of concept manipulation is necessary
for black students because it provides practice in using new knowledge
to effect in basic perceptions.

Teachers who invest their time in the careful planning of instruc-
tional strategies geared to specific learners will find these activities
are far more effective in producing good readers than are reading
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skill exercises. This does not minimize the need for all students to
learn basic skills. Rather, it accentuates the view that skills are more
easily learned when they are woven into relevant content. This
facilitates the application of skills as they are mastered. It can also
lead to an interdisciplinary approach to learning if techniques are used
to help students to make connections in thought processes. For
example, students can be asked to locate information on a particular
topic. After reading this material, students can discuss what they
have read as if they were someone other than themselves. They
might assume the role of political scientists, sociologists and psy-
chologists and define "democracy" from those perspectives or discuss
teenage pregnancy as if they were parents, school counselors, or
tenth graders. The interdisciplinary approach can also be emphasized
by allowing students to complete the assignment for more than one
course.

If a term paper or written term project is assigned in history,
sociology or psychology, students can select one topic that can be
used in each of those courses simultaneously. The research and the
focus will be different in each course, but the students will clearly
see the comparisons as well as the contrasts. It appears that Kelly's
theory supports this practice. He writes:

Events upon which facts are based hold no institutional loyalties.
They are in the public domain. The same event may be con-
strued simultaneously and profitably wi'hin various disciplinary
systems (Kelly 1955).

Helping students to comprehend content material from different
vantage points develops their ability to scrutinize their own ideas.
This increases their powers of abstraction, which allows them to step
outside themselves and peer in again at their own construct system
for purposes of analysis. The students can then infuse new ideas that
are met in reading without the fear of destroying the system because
as new ideas are added, less productive ones are destroyed in the
reconstruction process.

In these learning experiences, each student will progress at a dif-
ferent rate because the starting points are not the same. Some stu-
dents have built stronger construct systems than others and are more
entrenched in their own beliefs. Teachers should not be discouraged
by this mark of individuality. On the contrary, it should cause them
to increase their efforts to attain objectives by acquainting all stu-
dents with an ever widening range of materials with varying view-
points. Even though some students will find more digestible ideas
than others, the exposure stirs the digestive activity. If teachers

142
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exercise restraint and 'prod' cautiously, even the most hesitant stu-
dents will develop a willingness to accept new ideas and Make them
their own.

This mock of instructionon does not lend itself to prescriptive teach-
ing because it is more subjective than objective. Nevertheless, it helps
students to understand that personal interpretation is a valued under-
taking. Through this revelation, reading becbmes an experience which
helps students to organize reality instead of a means of reacting to it.
This is consistent with Kelly's belief that learning is the reconstruc-
tion of ideas. The control tower of learning is occupied by the stu-
dent. What is actually learned in a classroom is dependent on the con-
structions that students place on what, is encountered. AU that is
heard and read in and out of the classroom serves as a springboard
for new knobirledge, but where the students will land intellectually as
a result of their leap cannot be accurately determined by the teacher.
Teachers who embrace this approach must believe that the "journey"
along the road of ideas is more important and valuable than the
"destination."

Tl approach is facilitated by idea exchanges through interpersonal
relatit,ns in the classroom. If. through reading students can under-
stand their own construct systems, they can develop an empathy and
appreciation for the ideas of others. This does not necessitate con-

.

formity, but it insures inter-group communication. It allows reading
to lead the way from personal introspection to group participation.
It provides an opportunity for students to communicate with authors
who are physically removed from the environment, and this gives
them more confidence in relating to those who are accessible to them.
Reading, then, becomes a means of helping students travel to the
depths of their own perceptions and to understand more about the
perceptions of others.

Finally, Kelly frees students from the strongholds of their pasts.
His assertion that "no one is a victim of his biography" (Kelly 1955),
is powerful when applied to the education of black students, destroy-
ing in one fell swoop all of the myths that abdund in education about
the inability of these students to "rise above" their assessed abilities.

Reading is the most assessed skill in the educative process. Reading
scores haunt black students from the earliest grades to places of em-
ployment in adulthood. However, tests can measure only what stu-
dents are willing to reveal, and black students often respond in a
chameleon way to test questions. Moreover, the objective nature of
standardized tests can only measure past performance. Kelly posits
that behavior cannot be assessed from past performance alone, for it
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is at once a manifestation of the past, present, and future. The eval-
uation and labeling of black students on the basis of data gathered
from achievement tests leads to stereotyped conclusions about them.
This practice is deeply rooted in all levels of education.

Adherents of Kellian theory, however, will support the position
that students' destinies are in their own hands and not in percentile
ratings. Indeed, there are factors of life for black students and these
can have an effect on performance ability. If one holds with Kelly,
however, it is the manner in which students perceive these realities
that will determine their ability to overcome them. Learning experi-
ences similar to the ones mentioned above can help students to use
the disadvantaged condition as a bridge to success rather than as a
mountain to impede its attainment.

Conclusion

This discussion enhances the need for black students to develop im-
proved self-concepts and confidence in their own abilities. These per-
ceptions should also be internalized their teachers, who should
constantly emphasize the possibilities for growth and further devel-
opment. It is through reading that students can capture bits of reality
to embellish the constructs they hve formed through experience. If
those who work with black students will internalize Kelly's conviction
that personality orchestrates human behavior, reading instruction can
become the means whereby students are introduced to ideas which
can haVe a positive effect on their performance. Teachers who accept
this challenge can face students unmoved by reading tests scores
or unfortunate circumstances of birth. They can meet students as
"scientists" who must enter the laboratory of life determined to
hypothesize and experiment until weak constructs are eliminated and
are replaced with stronger, more durable ones. These students may
not transform the world, but the systems they build for themselves
will be bold enough to meet it head on and efficient enough to assimi-
late its realities without being destroyed by them.
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Reading Materials

Dolores Straker
New York College, CUNY, Jamaica, New York

Slow progress by black children during the early school years has
caused a great deal of concern on the part of linguists and educators.
Some of these professionals believe that at least a part of the diffi-
culty these children face in learning to read stems from the disparity
between the oral language they speak (black English) and the printed
variety (standard English) they encounter in school. The interests of
these professionals has led to the development of beginning reading
materials, theoretical positions and instructional techniques geared
specifically to children who speak black English. While there has been
little research to support these approaches, it is important to look
closely at them in order to identify inherent strengths and weak-
nesses in their ability to effect positive changes in black children's
reading performances.

There are basically three approaches for which there exist reading
materials: (1) dialect readers, (2) oral language development programs,
and (3) programs emphasizing teacher awareness of black English.

Dialect Readers

Experimental readers published in 19159 by the Educational Study
Center in Washington, D.C. and the Chicago Psycholinguistic Read-
ing Series developed by Davis, Giadney, and Leaverton (1968) both
belong to the dialect readers approach which advocates the use of
one's native language for reading instruction. The basic premise is
that the grammatical mismatch between the child's spoken language
and the beginning reading materials can be minimized if the reading
material' are structured to be relevant to the backgrouni and ex-
perience of the learner as well as to reflect the student's grammatical
patterns. Both series focus on the grammatical mismatch between

L)
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Standard English (SE) and Black English (BE) by utilizing the com-
parative approach and presenting identical stories in two language
varieties: everyday talk and school talk. Everyday talk is supposed to
represent a variation of black English while school talk is representa-
tive of st andard English. Three major problems with these series can
be identi fied: (1) the texts reflect the difficulty in translating from
BE into 'if:, (2) even when the match between BE and SE features
can be cantrolled, the BE features are overused to the extent that
they (atm a more frequently in print 'than they naturally would in oral
language, and (3) the BE features are awkwardly combined with SE
constructions, causing the language flow to appear quite unnatural.

Prvbknudic Translations

Experimental Series"011ie"
Everyday Talk School Talk

011ie have a bg family. 011ie has a big family.

He have three sister. He has three sisters.

Chicago Psycholinguistics Reading Series"My Family"

Everyday Talk School Talk

I got a mama. I have a mama.

I got a daddy. I have a daddy.

I got a sister, I have a sister.

In the Experimental Series the contrasted features are "have" and
"has," while in the Psycholinguistic Series, the contrasted features
are "got" and "have." There is no reason why the BE (Everyday Talk)
sentence In the Experimental Series could not have been "011ie got a
big family:" Both "011ie got" and "011ie have" are BE forms that
translate into "011ie has."

Overuse

Experimental Series"011ie"
Everyday Talk

Mamma she go to work.
Big Mamma she take care of 011ie . . .

011ie tell Leroy, he say, I want some soda."
And Leroy he say, I want some soda too."

.1 4 6
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This appositive type stnicture is certainly characteristic of BE but
it does not occur as frequently in speech as it occurs in this short
Pana Be-

Awkward Coestradion

Fsydwlinguistic Series "My Family"

MY daddy goo
My gnaw daddy good.
My mamma funny.
My pretty mamma funny.

My grand mamma pretty.
My old grand mamma pretty.
My family funny.
My lowi family funny.

The omission of the verb His" occurring with the subject adjective
is an awkward construction. The omission is repeated so consistently
that it does not help to reinforce the use of the subject adjective, the
apparen't goal of this particular lesson.

Two final criticisms of these materials are in order. First, the
Experimental Series seems to try to use the syntactic patterns of be-
ginning readers, but as the story progresses, some of the syntactic
structures become quite complex. Unlike the Chicago Psydwlinguistic

there is no focus on the comparison of one feature at a time.
syntactic features are not systematically controlled with respect

to*currence of difficulty. Second, the Psycholittguistic Series, on
the Other hand, does control the difficulty of the text and the occur-
rence of the features they wish to expose to the students but, in
doing the latter, the materials do not reflect the same kind of variation
that occurs in the spoken language. A study conducted by one of the
authors of this series demonstrated that the program, seemed to be
successful with boys who scored in the lowest quartile on reading
readiness tests given at the beginning of the first grade. However, it
is difficult to determine the specific population the materials might
benefit because they do not accurately reflect the children's actual
word patterns or grammatical structures.

Teadter Awareness Approach

The Bridge Cross-Culture Reading Program, developed by Simpkins,
Simpkins, and Holt (PM), :n eludes dialect readers, but another pri-

1 4 7
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:nary objective is to increase the awareness of teachers who .work
with BE speakers. The latter approach advocates making teachers
aware of BE so that they will not confuse its use with real reading
problems. Thin program, like the Experimental and Psycho linguistic
Series, makes use of the comparative approach. It employs three Lan -

guage formsstandard English, a transitional form and black English.
This reading series is aimed toward the older reader at the junior and
senior high school level who has exhibited previous reading diffi-
culty. According to the authors, thi stories "are about realistic, con-
temporary black characters and are set in surroundings that most
black students know." The Bridge Series places emphasis on tvnguage
skills already in the students' repertories using materials repretfenta7
tive of their cultural experiences. The pedagogical philosophy under-
lying the Bridge Series is that it starts where the student is by building
on WS or her cultural linguistic knowledge. Using these primary lan-
guage skills as a foundation, the program enables the student to
develop a sense of competency in reading the dialect materials and to
trans! er this reading competency to materials written in standard
English.

The series consists of five booklets that initially have stories
written only in black vernacular and gradually move to stories written
only in standard English. Many of the stories in the vernacular are
tape-recorded and others in standard English also have recorded in-
troductions. Each study booklet in the series is accompanied by its
own teacher's edition, which provides story questions (and answers)
and the nine comprehension skills, focused on throughout the series.
These skills include determining meaning from context, recognizing
figures of speech, key words, word order, time order, word parts,
making inferences, finding the main idea, and identifying causes and
effects.

While there is no data to attest to the effectiveness of the Bridge
Series, it is to be commended for several reasons: (1) The stories that
are written in the vernacular are representative of folklore and are
presented in a fashion that is not awkwardior the reader. Addition-
ally, there are taped versions and briif introductions. (2) The series
Is specifically targeted at an identifiable reading group and makes-a
sincere effort to provide positive motivation and a successful reading
experience. (The materials are organized such that seeing and reading
the stories in the vernacular does not arouse those negative attitudes
evoked when language is not appropriately suited to the context.)
(3) The series and its teacher's manual are well organized. The
teacher's manual outlines: (a) the introduction to the, program, (b) the
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program's philosophy, (c) who will benefit from the progradt, (d) a
teaching-learning strategy for using the series, (e) student selection
procedures, (f) a full description of the materials, (g) the teacher's
role in instruction, (h) an explanation of peer control reading, (i) a
master lesson.plan, and (j) some background material on black ver-
nacular. It does not threaten the teacher who is unfamiliar with the
BE speech community, and there is enough-information to help the
unfamiliar teacher become comfortable with the materials and with
implementing them. (4) Finally, the basic principles and concepts are
identical to those found in other widely used programs.

Oral Language Approach

One. program that does not teach reading specifically but stresses
teacher awareness of cultural factors is the Cultural Linguistic Ap-
proach, an early childhood educational program specializing in culture-
based materials and methodologies for black children. These materials
were developed .by the Center for Inner City Studies at Northeastern
Illinois University. This approach to teaching "requires that teachers
recognize and accept the ethnic heritage of their pupils and build the
instructional program around that culture base. Culture based in-
struction demands that curriculum content and teaching strategies be
designed and implemented to enhance the child's social, physical and
cultural environment. The curriculum must build on those positives
the children bring with them (to-school)." The program manuals used
to implement instruction cover the areas of oral language., social
studies, science, mathematics, and physical education. Each manual
offers several units with concepts, performance objectives, vocabu-
lary, and sample lessons.

Since this is not a reading program, the Cultural Linguistic. Ap-
proach does not provide a reading manual. The schools that use the
culture base r. materials have their own reading programs. While the
consultants of the program do not endorse or recommend any par-
ticular basal reader, they do encourage the schools to use a total
reading program, and they emphasize the value of the language ex-
perience approach as part of this total reading program.

It is especially interesting to note that the oral language instruc-
tional sequence focuses on many of the skills that are necessary for
successful reading. For example, the kindergarten/primary manual
is organized into three sections. The first section concentrates on
developing a descriptive vocabulary stressing the following concepts
and activities: attributes, temporal and spatial relationship of oral
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speech to its Written counterpart, expanding word meaning, and basic
sight word Understanding. The second section concentrates on devel-
oping a cognitive vocabulary stressing the cognitive processes of ob-
servation, classification, association, cause and effect, sequence, con-
clusion, and influence and on solving intellectual and social problems.
Finally, the third section concentrates on developing an expressive
vocabulary. The children are encouraged to explore and express their
inner feelings and to learn several ways to convey thoughts and
emotions. Hall (1979) suggests that familiarity with a variety of
vocabulary words and consequently a variety of concepts helps young
children to become more adept at being effective communicators in
contexts other than home and family. This observation is consonant
with the Cultural Linguistic Approach.

Like the Bridge Series, the materials for the Cultural linguistic
Approach are well organized. The staff of the Center for Inner City
Studies provides inservke training directly for the teachers, parapro-
fessionals, parents, and for school as well as program administrabors."

The Curriculum Research Project at Brooklyn College organized
by Carol Reed and Milton Baxter offers contrastive materials to teach
college freshmen English composition as a second dialect approach.
(one aspect of the oral language approach). These materials permit
one to examine bath BE and SE linguistic systems by emphasizing
the systematic nature of both andexplicating the points of contrast
between the two. The materials aim to develop the students' con-
sciousness about their dialect so that Eirey are better able to under-
stand and recognize the points of contrast and interference between
this dialect and the SE encountered in the classroom. Additionally,'
the program is designed to help the student develop the con,1 asition
skills necessary for effective written conunenication in the academic

i 0 environMent. Students are placed into this particular composition
sequence based on an English composition entrance examination
administered to all incoming freshmen students. The students are
required to accomplish the traditional tasks of English cOmposition,
classes, but they are also exposed to BE as an oral tradition. An effort
is made to identify the specific points of grammatical contrast be-
tween BE and SE which interfere with the students' achieving func-
tional competence in standard English and it emphasizes the notion
that language (written oi spoken) must be appropriate for the context
in which it is used. While the materials for this program are not pub-
lished, Reed and Baxter do hold workshops for those composition
instructors interested in using the materials. jr. these workshops
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questions are posed, pri fate techniques are shared and many unan-
ticipated problems are worked out.

Even though the Curriculum Research Project is designed to tend:
composition rather than reading, the two skills are closely related
and many of the students who are placed into this type of English
sequence also have poor reading skills. It is similar to the Bruige
Series in that it utilizes the skills the students bring to the learnilg
situation. This type of strategy seems to come closer to achieving
the primary goal of written communication because it enhances these
learning strategies the students have already internalized. There are
no subtle implications in this program that the student or the stu-
dent's language is inferior.

It can be concluded that there are promising ways to use BE as a
pedagogical tool to advance the reading capabilities of the students
who participate in this language tradition. The Bridge Series, the
Curriculum Research Project and the Cultural Linguistic Approach
are cases in roint. Some of these materials combine approaches while
others add a new dimension. The Bridge Series utilizes BE folktales
and other stories printed in BE dialect. With the tapes and introduc-.
tory notes provided, the use of the dialect in this context does not
appear awkward, unusual, or offensive. The Curriculum Research
Project, in its comparative approach to grammar, tries to make stu-
dents more sodolinguistically aware of the relation between language
use and context-appropriate situations. Because it is a tool for English
composition, it cannot be identified as an approach to reading in-
struction. However, since it relies so heavily on contrastive analysis,
it is closest in theory to the oral language approaches that stress bi-
dialectalism. It adds a new and positive dimension to this approach
because its emphasis is on a sociolinguistic understanding of language
rather than an oral language skill. The oral language sequence of the
Cultural Linguistic Approach emphasizes the need to develop effec-
tive communication strategies in students and does so in a twofold
crianr.7*. The child's culture and language are used as a base from
which ...Ouse concepts crucial for successful reading are introduced
and reinforced. This method also is an extension of the oral language
development approach. It focuses, however, on conceptual develop-
ment rather than on eventual changes in the speaker's syntactic
patterns.

-V

t)

it



yid':.. "'e

146 I Dolores Struker

Although research data supporting the effects of these approaches
is lacking, these programs have potential because they stress respect

, fur the learner and his or her innate strengths and competencies.
Each program in some manner tries to build on these.strengths and
broaden the competencies. Therefore, these programs provide the
students with positive learning contexts and emphasize to the teacher
and the researcher how crucial it is to understand fully the under-
lying factors of a learner's use of language.
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Introduction: Writing

Delores Lipscomb
Chicago State University, Illinois

When I write, I feet as though my pen can't move fast enough.
My thoughts fly, and I try to catch the good ideas by writing
them down. When I really get into what I'm writing, I feel as
though my thoughts will never end.

Christine Lee, Age 11

When I write, I go through this search for words and ideas that I
sometimes can't find. Sometimes, I'll spend a long time trying to
fix an idea. I might add a sentence or take one away. Then, I
look again, and the whole thing seems exaggerated and doesn't
say what t mean. So I try again. I look at the sentences and try
to match them with my imaginationwith the story I'm trying
to tell. Maybe this time it says exactly what I mean to say.

Norma Johnson, Age 12

Those youngsters' views of the composing process contrast sharply
with the traditional conception of how black students should be .

taught to write. Many teachers equate the teaching of writing with
the eradication of devia t language patterns. Unfortunately, for
them, writing has beco nonymous with teaching grammar and
those surface features of language which are not composing. This
confusion over the composing process has led many teachers to ex-
clude those strategies that encourage written language growth.

Research now demonstrates that the composing process is cyclical
or recursive, involving many stops, conscious readings, rereadings,
and revisions occurring repeatedly until the me aage is fully developed.
Of course, this description of the composing process is somewhat
simplistic and narrow and does not fully explain the complex opera-
tions that occur. What is to be emphasized is that writing necessitates
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deliberate thinking and planning. The student receives some form of
stimulus and initiates the writing act. The writer first engages in
mental a-tivities that lead to discoveries about the intended message.
In doing so, the writer examines his or her experience and knowledge,

,(eragIre uently grasping a new concept or giving a free treatment to an
thought. But the writer's discernments do not end here. Other

discoveries are made about the numerous relationships existing be
tween language and the message. As choices in terms of purpose,
audience, and style are made, the writer learns something about the
limitations and restraints imposed by each one. These discoveries may
in turn necessitate a series of subsequent stops, changes, and revi-
sions. These speculations and explanations into the broader dimen-
sions of language and the message recur until no new discoveries are
made. Sondra Perl (MO) observes that discovery in writing means
that "we end up with a process that teaches us something that clari-
fies what we know . . . , and that lifts out or explicates or enlarges
our experience." Clearly, writing enlarges the students' writing ex-
periences in numerous ways.

Through writing students can practice the subtleties of language.
They write poems, scripts or fashion raw materials from their ob-
servations into a narrative or an expository commentary. Through
writing in its various forms, students can also be led to think more
critically about what they read or hear. Writing is a vital part of the
language development process. it enables students to explore their
ideas and fantasies, to seek out and express themselves as human
beings.

The teacher, of course, has the responsibility of providing experi-
ences that enhance language growth. But how is this to be done?
Drills and excessive pattern practice in language labs or other isolated
situations, in addition to being dull, have not proved to be effective in
changing language behavior. Regardless of how they are approached,
these drills do not occur in response to any real purpose such as con-
veying an experience, option or emotion. True language learning
never occurs in a void; it always occurs in the context of an audience,
situation and purpose. The aim, it seems, should be to teach black
students to use language in a variety of situations and in a variety
of styles to use language fully and richly whenever and wherever the
need for communication arises. The focus then is not placed on errors
and dilectual differences, but on enlarging the students' capacity to
adapt written language for multiple uses.

If writing affords so many opportunities to learn and discover
things- about em's -self, the topics, and language, what can-teach scs------- -



Introduction: Writing 151

do to produce effective writing experiences? First, they can develop
`relevant and meaningful writing assignments. The assignments should
be carefully sequenced andpitargned so that simple tasks lead to more
complex ones, while brief and personal commentaries lead to
longer essays with challenging topics. All assignments must embody
critical thinking with analysis and synthesis of the subject matter.
This approach does not consist of teaching pure logic or syllogistic
reasoning nor is it solely introducing students to the theoretical
modes of discourse. It is a commitment to designing writing tasks
that reflect real situations involving audience, purpose, and other
strategies underlying everyday communication. Above all, these as-
signments must highlight the various aspects of the writing process
and supply ample opportunity for practice.

Second, each piece of writing 'must be accepted with understanding
and respect for the writer. Each piece of writing is an expression
an act of communication from one human being to another. In an
atmosphere of mutual respect and encouragement, writing principles
can be established and discussed in terms of how well they were ac-
complished. In such an environment, critical comments from the
teacher or peers do not alienate students but are accepted as guide-
lines for improving their written language. It is primarily through
this kind of exposure to practical writing assignments and the process
of composing that students can compose freely and earnestly, acquir-
ing skills that "clarify and explicate their experiences."

Janis Epps discusses the teachng of composition and its effect on
millions of black American students. In her view, composition courses
for black Americans and the working-class poor do not contributed to
students' growth as thinkers, writers, or individuals. Rather, these
courses are debilitating experiences that perpetuate the inequalities
in the American school system by maintaining blacks in an impover-
ished, oppressed state. The Epps articleserves both as an introduction
to this section and as a warning regarding what can happen when
students are not taught properly. It is followed by practical teaching
suggestions.

Jacqueline Royster reassesses the teaching of composition main-
:aining that, although research has created a large data base, much
more information is needed so that black students are no longer
viewed as atypical. Her essay concludes with two process-oriented
inquiry teaching techniques.

Poet/publisher/essayist Haki Madhubuti (Don L. Lee) examines his
own experiences as a writer of poetry. He explores such principles
as tritenessoriginalityr.detailsrand color imagefy-affetverteludes-with
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some hard advice as to how young writers can improve their craft
and use writing as a tool to serve the interest of black people.

Paul Ramsey describes his experiences in training graduate students
to teach writing to dialect speakers. His emphasis on pedagogical issues
and teachers' attitudes rather than dialectal differences sets the tone
for the rest of the articles. Robert Fowler's article investigates the
composing process of black dialect users. The paper demonstrates the
naturalness of composing and the fact that these composers, like
others, utilize strategies in a consistent manner. More important,
Fowler's article discusses those factors that may impede writing
growth.

Vivian Davis, using student conferences, illustrates the role of
revision in the writing process and stresses the need for the teacher
to act as editor. In this role, the teacher shows the student how to
become a confident writer. She urges teachers to avoid focusing on
errors and to help the students to intuit the problems and to 'wake
decisions about how to improve writing. A similar conference ap-
proach is used by Barbara Hunt as she outlines a student-centered
course that integrates reading and writing and oral language skills.

Using a combination of student conferences and laboratory ap-
proach, Carolyn Drakeford portrays an individualized approach that
utilizes drills and exercises while exposing students to composing
numerous forms of discourse.

Ernest Bradford and Ethel Taylor argue that composition must
ultimately be extended beyond the composition classes. They describe
a two-semester freshman composition course that involves faculty
from other departments and utilizes resources in the community.
With the primary purpose of enabling students to lee the relationship
between writing and the outside world, students were introduced to
oral history research techniques and business writing. The authors
discovered that students in the program more readily assumed re-
sponsibility for their own writing growth. Edward Anderson addresses
the rich oral an folklore tradition that black students have inherited.
He discusses ca strategies existing in black culture and demonstrates
how they can be used in composition classes to teach exposition and
argumentation.

In my paper, I discuss some strategies for teaching writing to
gifted black junior high school students.

This section concludes with Arthuree McCoy and Linda Kumi
setting forth procedures for teaching early reading and writing skills.
The approach utilizes the children's prior knowledge and relies heavily
upon numerous oral language experiences and games that set the
stage for the acquisition of reading and writing skills.
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Them Softly:
Why Willie Can't Write

Janis Epps
Atlanta Junior College, Georgia

A wholesale slaughter of Afro-Americans is taking place in this
country every day! It is a massacre more complete than America's
eradication of the American Indian, more devastating than Hitler's
mass murder of the Jewish people, and more dehumanizing than
American slavery. Black students are, in effect, being murdered in
classrooms throughout this country. No guns, knives, lynch ropes,
or drugs are necessary. The minds of black students are robbed and
mugged on a daily basis because they are not being taught to read
and write so that they can determine the course of their own lives.

Many people may view the above statements as harsh and exag-
gerated. Can the literacy crisis affecting black Americans be compared
to the horrors of slavery and the holocaust? I think so. The tragedy
concerning the illiteracy of black Americans may not be as graphic
as bloody bodies lying on a battlefield, but the results are just as terri-
fying. For not only are the students who sit in those classrooms today
affected, but so are generations of black Americans yet to be born.

On the one hand, the American educational system has been pro-
ficient in teaching black Americans to be functionally literate. Our
people are literate enough to sign their names to checks and to open
credit accounts to ensure their indebtedness to the American capitalist
economy. On the other hand, they are not literate enough to seize
the pobVer of the written word and thus change the course of their
destiny.

Paulo Freire, writing in Education for Critical Consciousness, says "to
acquire literacy is more than to psychologically and mechanically
dominate reading and writing techniques. It is to dominate these
techniques in terms of consciousness; to understand what one reads
and to write what one understands; it is to communicate graphically.
Acquiring literacy does not involve memorizing sentences, words, or
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synableslifeless objects unconnected to an existential universebut
rather an attitude of creation and re-creation, a self-transformation
producing a stance of intervention in one's context" (1974).

It is Freire's definition of literacy, "a conscious intervention in one's
context,' which has eluded. black Atnericans and kept us from be-
'arming truly literate. We have not been allowed to acquire true
literacy. That acquisition would necessitate an analysis of who we are
and would point a critical finger at the continued racist and classist
nature of America..Such an analysis would not focus simply on the
horrors of slavery, but rather on the horrors of the legacy of slaver
in American classrooms today.

During the time of slavery, it was illegal to teach a black person to
read and write. Only after the Civil War, during the time of Recon-
struct *on, when it benefited America for black people to participate
in the monied economy was the teaching of reading and writing legiti-
mized. Ostensibly, the teaching of reading and writing was legiti-
mized to eliminate illiteracy and ignorance. But realistically, this legiti-
mization was a way of maintaining the superiority of white people
and the inferiority df black people.

if you can control a man's thinking, you do not have to worry
about his actions. When you determine what a man shall think,
you do not have to concern yourself about what he will do. If you
make a man feel that he is iitierior, you do not have to compel
him to accept an inferior status, for he will seek it himself. If you
make a man think that he is justly an outcast, you do not have to
order him to the back door. He will do it without being told; and
if there is no back door, his very nature will demand one (Carter,
Woodson 1933,134).

In American classrooms one of the major ways of controlling "a
man's thinking" and thus his actions has been the American approach
to teaching black students to write.

Writing, as it has traditionally been taught in school systems
throughout America, continues to be a way of ensuring that those
students who have been blatantly misused by American society --the
black working poorwill continue to occupy the most powerless
position in this nation. To give writing courses so much power is to
recognize the phenomenal importance of this one school subject.
Composition is the gatekeeper of the inequalities perpetuated in the
American system. As it is conceived by the public at large, compo-
sition is a skills-oriented, grammar course. By, those in the English
profession, it is a craft course which help students get ahead in society.
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In function, composition instruction is simply the handmaiden of
an educational system intent upon maintaining distinct class and racial
lines. Privileged youth attend our country's most prestigious institu-
tions where, in their composition courses, they are exposed to ideas
and encouraged to respond in writing to those ideas; black and poor
youth, on the other hand, are ushered into remedial writing pro-
grams where they themselves come to believe that they have no Ideas
worth expressing and that workbook grammar exercises will lead
magically to success in life. The teaching of writing, then, is one of
the most effective instruments in perpetuating an oppressed and
impoverished status in society.

Rather than a vital course which seeks to aid students in developing
skills which will be important to them as individuals, rather than
a broadening course which will help them think critically about
the world around them and their relation to it, rather than a
challenging course which will encourage them to reach their maximum
potential, composition is, to most students, a bewildering mazewhich
contributes little to their growth as writers and even less to their
growth as individuals. Unfortunately, the main purpose of the compo-
sition class, the development of writing skills, is rarely attained by
minority and poor students.

WHe we know that such factors as subject-verb agreement, sen-
tence ,onstruction, and punctuation have their placetheir vital place
in good writingit is more crucial that we develop within our students
critical thinking skills and a respect for their own personal experiences
and those of their poeple as well as create opportunities for self-
development. Unless writers believe that they have something worth-
while and important to say, unless they feel that they are important
enough to say it, and unless they have faith that saying it will somehow
make a difference, they may seeand justifiably sono real need to
put forth the kind of effort required to improve their ability in writing.

Unfortunately, most college composition classes are narrow, con-
stricting courses which seek to control thinking rather than expand it.
Jeffrey Youdelman, in his insightful article "Limiting students: Re-
medial Writing and the Death of Open Admissions" points out the
folly of such teaching and shows the necessity of student's making
transferences from the "particulars of daily life to the general charac-
teristics of the system in which we live" (Youdelman i976). After
having observed a freshman "vmposition course in which the profes-
sor was teaching "limiting t Jpics" as a method of getting started in
writing, Youdelman states:
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Yet here was teaching working class students that they must
limit themselves and actually fear making connections, for they
might fail to do a complete job, get lost, and perhaps, worst of
find while assembling their images and ideas the real need to
master an element of grammar and syntax which learning by exer-
cise and rote had never previously made important. This model of
essay writing, which discourages students from developing a
connected world view, tells them that, since they lack certain
grammatical skills, they should handle only the simplest ofideas
if ideas at all. It tells them that until they have mechanically
mastered the exercises on suitordination, they should not attempt
to find the primary and subordinate aspects of two related things
(1975, 562).

He,-ein lies the tragedy of most typical composition programs to
which black students are exposed. Little attempt is nude to connect
the wider reality of the system in which we live to the students' aware-
ness of themselves and their place in the world. Nor are they expected
to know how they can use literacy to further social or personal ends
in society. Much of what is taught is taught in a vacuum, isolated from
the students' lives and from the values of human freedom and truth.
Workbook exercises, teacher lecturing, reading from rhetoric's without
benefit of discussion, and papers written with the teacher as the only
audience are all examples of teaching methods which promote feelings
of isolation and disconnectfdness in the English classroom, and en-
Courage students' beliefs that skills rather than ideas are the "meat"
of writing.

Further, the language black students speak and write L; thought to
be deficient. The language reflects their culture, and it too is thought
of as invalid and inferior, Geneva Smitherman, writing in Talkin and
Testifyin, says that these attitudes toward black language

generally reflect the power elite's perceived insignificance and
hence rejection of Afro-American language and culture. It has as
its fundamental (albeit unarticulated) objective using blacks to
sustain the status quo. With this goal in mind the cognitive input
of language remediation programs has of necessity to be educa-
tionally patronizing and linguistically stultifying. Since it aim bout
the acquisition of real knowledge at allwhich gives people power,
both to change themselves and their society (1977, 209).

The textbooks currently in use help maintain the status quo.
Richard Ohmann, in English in America: A Radical View of the Profession,
took an informal survey of fourteen texts currently in use in English
classrooms. He concluded that:
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These authors make relatively explicit what almost all assume:
composition helps students get Ahead in society and also helps
preserve society itself in its American form. The authors see their
craft functioning within the status quo. They see the users of that
craft as punitring mainly individual goals against an unchanging
soda! backdrop. And they see students (future people, one could
say) as undifferentiated, except by personality and personal goals.
In short, the textbooks 'operate without a stated" analysis of
literacy in technological society and without a politics (1976,
146-47). .

Striated and segmented, the composition classroom functions in
much the same way. As teachers, we have successfully, taken the life-
blood out of our teaching of composition and made it a course which
punishes and literally, kills off those who have, the greatest needs to
change the status quo.

'Teaching strategies which seek only to Put white middle-class
English into the mouths of black speakers ain did nothin to inculcate
the black perspective necessary to address the crisis in the black com-
munity" (Smitherman 1977, 209). They are not killing us anymore by
lynching us from oak trees, but we're dying nonetheless in English
classrooms nationwide.
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A New Lease on Writing

jacqueliA Royster
Spelman College, Atlanta, Georgia

The achievement krels of black students in writing, like those of
students in general, are inadequate. The students are not demon-
strati,ng the quality of skills which we would like. They do not seem
to be consistent in their abilities to judge a writing task, to formulate
appropriate strategies for carrying out the task, or to produce written
products which are representative of clear and effective thought and
clear and fluent usage of language. Generations of inequities 4
political,- economic, eOtecational, and socialcertainly have to be held
accountable in large part for this dilemma. However, we cannot
spend our time bemoaning, past injustices. We are most obligated
now to keep them from being ongoing injustices. As professional
educators, our task is to move students, despite inequities, from
where they are to where we would like them to be.

Such has always been the unnegotiated mandate of the black
colleges. Their records demonstrate that their historical missions
have had to be the positive redirection of the inequities of the past
into the achievements of the present and future. Their tasks have
been to take their studen'ts, usually with excellent potential but
sometimes weak academic preparation, and to make sure that they
atie competent and ca)npetitive in the modern work force and in their
present-day communities.

One importa -it example which these colleges offer the rest of
higher education is their tendency to view black students in-a more

leppositive light. The students are not continuously categorized as tne
"minority" population or the "nontraditional" ulation, or by some
other classification which places stress on separateness from the
"normal" group of students. Quite the contrary. On the campuses
of historically black institutions these students are the tradition and
hal e been for over a century. They are accepted as typical rather
than atypical students, And the concentration of effort is on the de-
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velopment and enhancement of them as students from diverse back-
grounds and with various goals and aspirations. There seems to be a
need for other educational Institutions to move toward a similar per-
spective. The black colleges have been successful in producing grad-
uates who can go on to high levels of achievement from a general
perspective. The implication is that their approaches might also have
potential for positive gains in the specific area of writing achievement
as well, espec:-.11v if our view of the general problem of writing skill
development UP ,

As educators, we are no longer concerned with looking at blacks
and c r minorities as our special problem-ridden students. We now
know that students in general are (as we have heard so much recently)
"at risk," and black students are no exception. They have always been
at risk. Now we find, though, that they are not alone. The inadequacy
of students' writing skills nationwide has dictated an acknowledgment
of our basic responsibility: providing academic excellence for every-
one. There is obviously a need for a broadly based change, but fox
black students in particular the question we must ask is: How can we
redefine the problem so that realistic solutions can be formulated
which will address current students, problems, and needs in meaning-
ful and productive w..ys? Clearly, what we need is a new lease on
writing.

The Beginnings of the New Lease

In the 1960s .(.1:.; /70s we saw the generation of many data on the
language as.. ..nguage uses of black people. Much of how teachers
operate today is based on these data. Having isolated, analyzed, and
synthesized various bits of linguistic information, we have become
more conscious of occasions when grammatical errors are not errors
but the problems of one system interfacing with another. We know
more than we have ever known before. Our sensitivities nave been
heightened, and we have learned to address, as stated earlier, the
"nontraditional" student. However, the hypotheses and theories which
have grown out of this data base have been inadequate to address the
challenges which we face in the classroom. We still cannot realistically
claim that there has been any significant impact on the improvement
'f writing skills. Logically, then, one must assume that either the

fpotheses and theories are inadequate, or the data base is inade-
4uate, or both. Since the latter is likely to be the case, then the first
effort toward meaningful change is to expand and clarify the data
base.
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There are many questions to be raised in this arena, but two basic
ones are evident. First, who are the students and how do they use
language, written/and otherwise? Second, what processes do effective
writers follow in the creation of their products and, by the same
token, what happens when good readers read? The need for more
information about the individuals whom we face is a crucial one. We
need to know the specific features and conditions which may separate
black students fromtothers in the academic environment. We need
also to understand better the features and conditions which are simi-
lar for all students regardless of individual backgrounds. Further, we
must be particularly sensitive to the impact of changes economically,
sociey, or politically which might also impact upon the academic
environment.

For example, twenty years ago we typically taught black students
who had grown up in black communities and who had been educated
with other black students by black teachers; those teachers, in turn,
had also grown up with and been educated by black people. Do we
know the impact of these circumstances on the education of those
students? Today the changing levels of participation by blacks in
society indicates that the circumstances have changed somewhat. We
must consider, then, whether the changes (whatever they are and for
whomever they are) make any difference in terms of the nature of
the individuals we now face and the kinds of writing strengths and
weaknesses these students are likely to exhibit. We must continually
assess and reassess our data base to assure ourselves that our field of
vision is not just clear, but finely tuned.

The same is true of our explorations of the, writing-reading process.
We need to know the dynamics of our actions as writers and readers.
We know that there are features, values, and relationships to account
for in both writing and reading. We know, in addition, that there is
an interrelationship between the two processes that we must also
fathom. What we don't know is enough abote these processes to
formulate clear conclusions about how we do either or how we should
teach others to do either. Our understandiftg is simply incomplete.

Presently, there is tremendous activity in this area. Many re-
searchers are on the move and their efforis shoyrd yield much needed
information. Examples abound. There are Janet Emig (1982) and Janice
Lauer (1982) with the process of inquiry; Sondra f. Peel (1980), Carol
13erkenkotter (1981), and Ann Matsushashi (1981) with the compos-
ing process; Linda Flower and John R. Hayes (1977; 1980) with prob-
lem solving and the composing process; Lester Faigley and Stephen
Witte (1981), Michael C. Flanigan and Diane S. Menendez (1980) with
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re sion; Mimi Schwartz with revision (1983b) and word processing
(198 ); Jerrie C. Scott, Lynn Q. Troyka (1983), =and Charles Bazer-
man ( 980) with reading and writing relationships; Sheridan Blau
(1983) and Ann Brown (1980) with cognitive and metacognitive pro-
cesses. Even so, we are fundamentally *till in need of much focusing
and fine tuning, and there is obviously much work ahead.

Moving Ahead

With the recognition of the need to expand and clarify the data
base, we still cannot allow ourselves to get stuck in this clarifying
mode. The information is important and needed, but we must move
beyond the continuous maintenance and operation of data to the
formulation and implementation of new theories based on the up-
graded data.

In this effort. we have to be more concerned with not being limited
by setting our own parameters too naisrowly. We cannot be restricted
by previously established perspectives of black students or of previous
expectations for their academic achievement. These views just may
not be capable of highlighting objectives and strategies that are ade-
quate or productive in developing skills. Since solutions are dictated
by the point of view one has of the problems, then we must make
sure that our points of view can yield productivity. If problems have
not been adequately addressed by the perspectives of the last twenty
years, i.e., if students are not able to write effectively, then perhaps
it's time to change the perspectives. Perhaps it's time to redefine the
parameters, to take a close look at our discipline and a closer look at
ourselves to see if perhaps some of the coordinates which have been
programmed into current mechanisms might not be wrong.

We have spent time classifying black students into atypical cate-
gories, for instance, using minority, nontraditional, and other "side-
stream" categories as opposed to "mainstream" ones. Perhaps doing
so has not been productive. Even the more positive views based on
such categories tend to picture black students as capable of normalcy
rather than as normal. What benefits in skill development have been
derived from doing so? The students are still not writing as effictively
as we would like. If there have been any benefits at all, they obviously
are not enough for us to continue along this path.

A more productive approach might be to take a more comprehensive
view by categorizing black students, in keeping with Mina Flhaugh-
nessy's insights (1977), as inexperienced communicators who need to
increase their flexibility, broaden their horizons, and expand their
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skill ranges. In the past we identified differences between traditional
and nontraditional students. Perhaps these distinctions may now be
subsumed if we can identify differences between experienced and in-
experienced readers and writers as a broader category. If we can find
out who these particular students are, where they are in our concept-
ualization of the writing process, and what strategies they have de-
veloped already for their communication tasks, then perhaps we can
determine a direction and a mechanism for their expansion and
further development. If we can set our sights more broadly so that we,
can include the previously nontraditional, separately classified excep-
tions, perhaps our barriers to success will not seem so impenetrable.
Perhaps we can begin to formulate theories and develop strategies
which will prove to be more productive in the actual improvement of
writing skills. Actually, though, if the writing problems of black stu-
dents can be recategorized as the problems of inexperienced commu-
nicators, then there are areas already identified which seem to have
tremendous potential. The current trend toward process-oriented
teaching seems to be a key asset.

In selecting a process-oriented approach, we must still be mindful
that it implies a dynamic interactive relationship. The problem in
focusing on process is that even though we are making marvelous
discoveries, we still do not know enough about what constitutes the
process and how those constituents interact, such that in operation
our process sometimes seems to get sidetracked by the touchable,
tangible product. We start out wanting to concentrate on improving
the process so that the yield will be better, but sometimes we run out
of vocabulary, techniques, energy, and time, and end up focused once
again on our more comfortable, customized product where our old
habits were formed. Despite these periodic inconsistencies, however,
there is still the potential for great rewards, especially in the areas
of inquiry, problem solving, and revision.

The potential for these strategies seems apparent when instructors
are confronted by some students' inability to formulate questions.
They have apparently learned to ask for clarification or to respond
from likes and dislikes, but their questioning strategies may not in-
clude, to an acceptable degree, how to respond critically and with
insight. They can generalize about feelings, but they may have more
difficulty formulating questions with regard to the hows, whys, and
wherefores of the valves imposed by the feelings. They can react
when questioned, but they seem not to have learned the significance
of examining for themselves the quality of the idea as well as the idea
itself. Consequently, they sometimes have difficulty producing pieces
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of writing which have life and substance, as well as structure, devel-
opment, and organization.

In a confrontation of this sort, focusing on process provides some
comfort. Discussions, papers, and other classroom activities can by
this mechanism be viewed as dynamic parts of our overall experience
as life-long learners, critical thinkers, problem solvers, and active par-
ticipants in our communities. One example from my own experiencei
of how this focus can be manifested is in the use of brainstorming to
-get the students to see the importance mousing their imaginations-
and letting their thoughts give birth to other thoughts. I have some-
times used a dramatic visual aid as a springboard to class discussion
and then used the discussion as the basis for an individual follow-up
Writing assignment. For example, I have presented to a class a photo-
graph of a middle-aged black man whose face shows the wear of the
years (Bigby and Hill 1972). He is looking through a broken window,
but there is little evidence in the picture of where the man is or what
he is looking at. My first question is usually, "Who is this man?" and
then perhaps "What can you say about him?" With little effort, the
students can formulate various scenarios and assign various values.
They can be spurred on by each other to greater and greater detail so
that by the end of the discussion they have an information base from
which tbey can develop a paper. I find that once the students engage
in a few activities of this nature, I can use aids that are less dramatic
and still get from them evidence of imaginative use of detail.

I also find that a rather simple questioning base such as this one can
be extended to include basic problem-solving techniques and self-
analysis and peer review. Problem solving can be translated as
strategy-building, i.e., the clarification of the task, the exploration of
values and choices; the selection of specific strategies, and the mani-
festation of those strategies into action. The students sometimes
need to know just where to start in fulfilling a writing task and how
to proceed with the task in a systematic manner in producing a draft
(Flower and Hayes 1977). If they can start sometimes with questions
to ask themselves, they are able to bring their ideas into focus and
have some sense of writing as a process of decision making. The
questions might include:

1. What is your specific topic? Include all significant limitations, e.g.,
descriptive, chronological, and spatial.

2. What is the particular question which you seek to answer about
the specific topic?

3. What is your dominant purpose in this exploration?
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4. What do you expect to achieve through the communication?
How do you expect your reader to be affected?

5. Why is achieving this end significant?

6. Who is your audiencegeneral characteristics, educational levels,
general values, etc.?

7. What is your point of view?
8. With what tone of voice do you expect your paper to be read?
9.--How- will you determine length?

With a general exploration such as this one, the students are able to
consider the values in engaging in the particular task and begin to
see some of the choices which might be available and the decision
which might need to be made in the process of solving the writing
problem and producing a first draft.

The concept of drafting, i.e., the process of revision, then becomes
increasingly important with the students' acceptance of the notion
that they are involved in the act of creating, shaping and re-shaping,
finishing and refinishing, viewing and reviewing, all with the specific
intention of trying to elicit a particular response or set of responses
from the potential readers of the ideas which they are framing. The
task, then, is not to concentrate on surface modifications but to re-
assess quality, impact, and overall effectiveness as determined by
goals aid objectives specifiable by the writer as part of the funda-
mental process of composing.

This act of reassessment ties directly into the process of self-
analysis and peer review, that is, the formulation of specific ques-
tions to provoke thought about the written product. The questions
are raised to get the students thinking about whether the ideas as
framed will have the impact the writers anticipate. Sometimes the
initial questions, in a peer review for example, can be very general.

1. What do you like best about this draft? Why?
2. What do you think the writer wants to do through this draft?
3. How do lou think the writer wants the reader to be affected by

the draft?
4. What do you think is the most fundamental point of this draft?
5. What parts of the draft do you think need further attention?

In fact, given the group of students and given their level of experience
with responding as peers, sometimes just one question is sufficient
to get the writers to consider substantive rather than surface changes.
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The fundamental Point to be made is that a process-oriented ap-
proach to the development of the writing skills of black students has
the same potential that it has for the skill development of other stu-
dents. If we do ineed move in this direction, what we will have to
acknowledge first is that even though black students may be different
from other students in a variety of ways, the process for educating
them may be essentially the same as the process for students in
general. We, then, might be in a position to stop identifying black
students as forever atypical and to start concentrating our attention
on the preksing battle to determine how children with all of their

0 individual differences learnand how and when we as educators can
intervene posir vely in the learning process.

Secondly, as educators concerned with academic excellence for all,
it we can stretch beyond customary limit4 (which by our own ex-
periences have proven themselves to be inadequate), if we can find
ways of looking which nurture and sustain the minds placed in our
charge, if we can reorder priorities, readjust perspectives, broaden
concepts and definitions of the who, what, how, where, and why of
skitl development, maybe our theoretical frameworks can serve us
better so that the strategies which grow out of them can be more
productive in eliciting from any student the types of writing behav-
iors which we find more acceptable.
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Hard Words and Clear Songs:
The Writing of Black Poetry

Haki R. Madhubuti (Don L. Lee)
Institute of Positive Education

Prologue

Writers write. What they write about tells the reader to what extent
they are involved with the real woad.

Writing for me is a difficult process. I write best under pressure,
under a deadline set for me by someone or one that I set for myself. I
am not a professional or leisure writer. I do not earn my livelihood
from writing, nor do I allot special time in the day just to write. Much
of my writing is notetaking. I take an abundance of notes and these
notes, at a later time, are developed into poems, essays andoccasional
fiction. Writing for me is also a form of life-therapy, but it is not my
life. My life is too complex to be limited to one stimulus.

Writers questioners of the world and doers within the world.
They question everything and are not satisfied with quick surface an-
swers. Richard Wright was a questioner. We can see it in his works
the fiction and nonfiction. W. E. B. Du Bois was a questionerhis
output was triple that of the "average" writer, but he always main-
tained a high level of quality and content. Both men were of the
world, but in their own way refused to be subordinated to the world.:
They viere fighters, always aware of thst war, and writing was a war
weapon. And writing at its best for them was a tool, a vocation, a
hammer to be used for the survival and development of the Race.

Aims

The writer is also the lively but lonely investigator, the seeker of
unknowns, the wanderer along back alleys, through power :orridors,
and into the far reaches of her or his own mind and that of his or her
people. Essentially, the loneliness comes from the demands of the
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writing form; although there are exceptions, one usually does not-
write in a group. Writing is a personal occupation, one man orwoman,
one pen or typewriter. Once the writer leaves the research, the
study, she or he does battle with the Wank sheet of paper. The writer
is alone. It is a lonely vocation that is bound to affect the writer and
those closest to him or her. When the writer begins to work, the most
important concern is the relationship between the writer and the sub-
ject. The central question becomes: How to bring life to the subject?

This process, above all, requires discipline. The creative process is
a disciplined process which most writers have had to teach them-
selves. In most cases, as soon as the writing begins, the interruptions
seem to multiplythese interruptions are both real and unreal. Each
phone call is attacked or ignored because the writer is more, or less,
sensitive to the uses of his or her time. Family relationships are
altered during this period. Also, the book that could have been read
easily tw ) months ago becomes a priority nownot because the book
is estential to the writer's subject, but because it becomes a part of
the writer's internal interruptions. These types of interference are
often rationalized as direct contributions to the writing. Nonsense.
Writers waste time, as do most peg this is why discipline is so important.

In many ways all writers ate re-creators. They take in the world
and retell it, reinterpret it for others in a form and style that should
be unique for them, the readers, and the times These times are space
age times, and words come and go like Chicago's weather. The way
the writer uses the words tells as much about him or her as a word-
user as anything else can. The major distinction that can be made
between writers (other than forms they work in) is their ability to
say the same thing differently, originally using and "misusing" the
language at will. The language is the tool, the weapon, and writers
must train themselves to use it as a carpenter trains to use wood and
nails, or as a farmer trains to use the earth.

Writer and Teacher

just as I am a writer, I am also a teacher, and one of the most
important tasks that I have as a teacher is to demystify the act of
writing, particularly as it applies 'to the writing of poetry. i have
discovered through years of experience that one of the best ways to
teach young people how to develop their interests in poetry is to use
music and recorded poems as they engage in the writing act. Both of
these approaches I find personally rewarding, and as a result, I am
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able to heighten the student', interests not only in content but in the
poet's craft as'well.-By increasing their awareness of the form and
structure of poetry through a rigorous-examination and discussion
of poem's students are better able to understand that the poet like
'other writersdoes more than record first impressions. The students
also come to recognize that the writing of poetry is a complicated
process requiring all the skills needed by writers of other forms,lus
additional ones as well. Most important, these students begin to
perceive that the Poet, just as other writers, must develop or rather
possessa keen eye, catching and questioning everything, the largest
and the smallest detail, and reproducing it in a condensed form that
challenges the readers' minds and emotions.

I have found that many poems written by Afro-American poets
can be used to serve this purpose. I find that as a teacher, I can take
the best of these writers and use their works as examples of how
young people can begin to fashion language into a memorable experi-
ence, a form that challenges the reader on several levels. After all,
that is what poetry does.

The writers who provide the best examples are not necessarily the
best. Yet most do have soething to say and say it in a way that
people can understand anirsnelate to. Langston Hughes's work is an
excellent example of style and content that black people can relate to.
His jazz poetry and "simple" folk tales not only established him as a
"professional" writer of the verfbest order, but earned him the title
"Dean" of black writers from his own people. Sterling Brown also
comes to mind in terms of original style and content; his poetry and
essays exemplify the highest tradition of black oral communication
combined with scholarly research. For me, the content is as important
as the style. Beautiful writing that does not say anything is only
thatbeautiful writing. Yet, ba4.: writing containing the most revolu-
tionary ideas is equallyfirst and lastbad writing. A standard must
be met if the writer is to communicate effectively. The ability to
develop a style that is clear, original, and communicative is what
separates writers from nonwriters.

There are many ways to make a poem "a memorable experience,"
Gwendolyn Brooks says. One can use images, that is pictures, visible

pictures, which carry the characteristics of the subject or which sug-
gest the meaning and mood the writer is trying to create. One of the
strengths of using images and metaphors is that often they carry the
weight of symbols; that is they suggest multiple levels of meaning to
the reader as well as allow the reading of his or her own experience
into the image or metaphor. Another important technique for making
the poem a "memorable experience" is to create characters, real peo-



'Han' Work and Clear Songs: The Writing of Black Poetry 171

pie with whom the reader-can feel and empathize. In poetry, how-
ever, when creating characters, the poet should search for only those
crucial characteristics which symbolize what the character is most
essentially abotit. Images, metaphors, characters take on visibility and
become memorable by the use of concrete details. The following are
examples of what I mean.

... Prophet Williams, young beyond St. Julia,
and rich with Bible; pimples, pout; who reeks
with lust for his disciple, is an engine
or candid steel hugging combustibles.

Gwendolyn Brooks created this character in the poem In c;ir Mecca.
She is able to establish through suggestion the real character of
Prophet Williams. She does this in part through concrete choice of

\ metaphor. When she con.,mres the prophet's passion (for his disciples)
\ to an "engine of candid steel hugging combustibles," she is able to
\\ suggest, on the one hand, the great power, probably physical power,
\ of the prophet, and on the other, the coldness and real dispassion or
\ lack of passion of the prophet. In this case, then, the metaphor allows
\her to make several statements at the same time, using very few
'Words (simple wordS).
I In the long poem In the Mecca, Ms. Brooks chooses those select,
concrete details which are crucial to an intimate understanding of
that character. She says of Briggs, a young brother intimate with the
neighborhood gang, "Briggs is adult as a stone." The stone as an
image or metaphor for Briggs's development is most appropriate as it
allows her to make several profound statements with only six simple
words. A stone is hard as Briggs is hard. A stone Joes not grow as
organic matter as human beings grow, thus suggesting Briggs has
reachied a point beyond which he cannot go. It also suggests a certain
one - dimensional aspect of Briggs's character.

The Use of Words

The raw materials of the poet are the words and sounds. The right,
most appropriate, most exact choice of words is part of what makes
the expeAience of the poem memorable. The following examples from
Ms. Brooks illustrate how the right word is specific and concrete in
nature, yet often carries the massive power of the symbol (allowing
each reader to be consciously directed into a myriad of experiences,
emotions, and meanings). We see also from \Sister Brooks (again, In
the Mecca) that this appropriate choice of the exact word need not be a
long, multisyllabic, "difficult" word.

176



xn

At

Naki R. Madkubseti (Ditnt. Led

Conduct your blooming in the noise and whip of whirlwind

Blooming and whirlwind are concrete, visible, physical realities, and
becuse of their concreteness, we immediately recognize that each
belongs to opposite categories of reality; in fact, the nature and pur-
pose of the whirlwind is to deslroy all blooming. Thus Sister Brooks
is able to make a very strong political comment without resorting to
trite political cliches. The use of words which Kaye physical, visible
existence is often more powerful, more clear than abstractions like
"the universe" and "the cosmos."

St. Julia, a character described by Sister Brooks in the poem Ix the
Mara, is a "good" church-going sister who dearly loves Jesus. M.
Brooks has St. Julia cry out:

He's the comfort and wine
and picrAlilli for my soul

Piccalilli here is another extremely concrete word, a simple word that
reveals Sister Brooks's intimate knowledge of the black community's
eating habits (piccalilli being just the right topping for*black-eyed peas
and rice, she didn't say "relish"). Through this word, we can make
some very concrete deductions about where and how St. Julia grew
up as weU as how she feels about Jesus.

Sometimes the beginning poet will use complete grammatical sen-
tences (using connectives like "and," etc.) when often just an elliptical
phrase will do. It is just as important for the poet to know what to
take out as to know what to put in. The following example from
Johan Amini ("Let's Go Somewhere") shows how effective the use of
only those words (carefully chosen) necessary to create the intense
moment of message and mood can be.

I am too past youth
too strong
too black
to cry

still. . . .

need
comes: a steadied
profuseness; insensitive
spreading
spreading ,

The problem of tritenessthat of usingwords and phrases which
have been used over and over again and are no longer fresh awl
vividusually falls into the category of street rap or in the form of
imitating nineteenth-century European phrases (personifying the sun
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. and moon, "thou," etc.). The problem with the rap is that it is a
potentially very powerful form. To exert its power, the writer who
uses it must do more than copy or imitate the vocabulary of the rap.
He or sheNmust create an originality and a tension on the printed
page; using the words of the rap alone on a piece of paper cannot of
Itself carry the "nuance and. rhythm of a brother on the corner rapping
out his Mouth. In the same way, for example, Langston Hughes in
his blues poethsbecause he only "copied" the superficial form of
tl?e blues lyriccould not really reach the power of a Blind Lemon or
a Muddy Waters. The printed page imposes 'imitations that sound
does not.

A Sense of birection

Actually, a sense of direction comes from the world that students are
involved in every day. If a student's work is putzing, comic books
together or is being a profession student, he or she will see the
world differently than a person working on the line at Ford Motor
Company. If students question what they see, a whole new world
opens up.

If what young people write about is to be meaningful, it must
have some relationship to reality. Aqd reality is not the same to the
doer as it is to the sayer. There are four areas in which students
should concentrate much of their efforts if they are to develop as a
person and a writer:

1. Study and Research: This is orthe utmost importance for writ-
ers of nonfiction and certain kinds of fiction such as historical
fiction. Margaret Walker's research for her novel, Jubilee, took

( almost a lifetime, and Chancellor William's research for-his mon-
umental study, The Destruction of Black Civilization, took eighteen
years. The two books mentioned will live because they are
packed with life-giving and stimulating information written in a
readable style.

Z. Writing: The major endeavor for the beginnin,cvoik must be
writing. The writer should at first put him or iheriNf on a
schedule in order to acquire discipline. Discipline in doing any-
thing that is important is a must for the writer. The writer is
his or her own whip. Self-discipline is the hardest to achieve
but if achieved is the writer's most important asset. He or she
should keep a small notebook in which to jot down all ideas.
Writers should never rely solely on memory. They 'should not
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throw any of the notes away but keep the unused ones for
lat4. Though students may want to concentrate in one area of
writing, they should gain knowledge of all kinds of writing
fiction, nonfiction, children's, radio and television, magazine-
journalism, poetry, and drama.

3. Revision: Writers never accept a first draft of their work. The
art of writing is frequent revising. Writers must be their own
worst critics. Writers must be their own editors.

4. Workshop: For the beginning and the inexperienced writer,
workshops are good mostly fa- the associations that are formed
with other writers. Also, workshops are probably one of the
few places a young writer can get competent and truthful direct
criticism. Many good writers have been involved in workshop
experiences.

Final Wo

Writing is a form of self-definition and communication ,hrough
which writers basically define themselves and their relationship to
the world. The writer is essentially always searching for the core of
the definition, looking for the gutthe truth. There are few good
writers who lie; there are a let of liars who try to write, and unfor-
tunately, they are in the majority. But they come and go, passing
through like a European wind penetrating the African heat only to
be eliminated by the warmth of reality.

A writer is a questioner, always asking, always seeking the bottom
line, always looking for the essences with the essence--always look-
ing for the enemies of the world When writers stop questioning,
they stop having anything to say. When writers question, they are
doing more than admitting that they don't know everything, they're
.assuming a posture, a relationship with the world that is conducive
to creativity. Writers who humble themselves before knowledge of
any ki'id generally end up wiser and as voices with something mean-
ingful to say.
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Teaching the Teachers tk, Teach
Black-Dialect Writers

Paul A. Ramsey
Educational Testing Service, Princeton, New Jersey

Last spring I volunteered to teach an English graduate course entitled
"The Teaching of Writing to Speakers of Dialect." Of course everyone
speaks a dialect, but the graduate students were no fools. They knew
that this verbose title was a euphemism for teaching black students
in remedial courses to write. AfteNonsenting to do the course, I
panicked. I am black and therefore thought by my department to
know something about "these dialect problems." Of course I felt just
about as much in the dark (forgive the racist imagery) on this matter
as most of my colleagues, though I regularly taught the remedial,
freshman Eng;ish course which enrolls mostly Black and Spanish-
speaking students. Now I was going to be unmasked as being as
unenlightened and unexotic as my white colleagues. Heaven forbid! I
scurried around to the graduate students who might take such a
course and made them promise that they would not pre-register,
hoping that the course would fold for lack of enrollment. But, alas, it
didn't. So on the first day of class, I went to the assigned room, met
my ten white English graduate students, confessed my ignorance,
and be:,an to teach what proved to be a fairly useful course, that is, I
learned a lot hl tea6iing it.

We began the course as all good graduate courses begin and end,
with the students doing most of the work. We triel to make a com-
plete annotated bibliography from 1964-77 on "black dialect and
writing" from four journals which publish in this area: English Journal,
College English, College Composition and Communication, and Florida Foreign
Language Reporter. We dittoed our bibliographical finds each week and
also starred and commented on the most interesting articles. The
students murmured about the amount of time our comments took
each week, but I found the practical ide; or teaching wilting which
came from these articles and the students' comments most helpful.

The articles were also helpful, especially when compared with the
readings in our three texts, in 'eradicating the naiveté with which
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some of the students began the course: they wan' me as a black
teacher of remedial composition to tell them how to teach black
dialect writers in twenty-five words or less, and if not in so few
words, in no more than fifteen weeks. The reading. proved, in a way
my words never could., that the specialists, black and white, have
answers to the questions--different answers: "Bidialectalism is the
goal"; "Students should be encouraged to use their dialect "; "Speaking
in dialect is fine, but writing in it isn't"; "The problem is that blacks
and other indigents are so impoverished that they can't understand
certain concepts, not even simple concepts like 'next to,' since poor
people don't have two things to put 'next to' each other" (Kaplan
1969). My students quickly saw that there were many theories, some
of them foolish, most of them untried, few of them proven. In short,
there were no pat answers or foolproof methods for teaching black
dialect writers.

At the beginning of the semester, I emphasized that the class
would be practicallyrather than theoreticallyoriented. Neither I
nor the students wanted a course which simply discussed the teaching
of writing. We wanted a course that would help us teach dialect
writers more effectively. For homework each week we graded and
commented on a dialict-writer's paper, then in class we analyzed and
criticized the comments we had made on the paper. In addition, by
pretending that they we a remedial composition class, my graduate
students permitted me to show them how I teach my developmental
classes.

Each student also made a presentation which reflected his or her
particular dialect interest, and here I use "dialect" in the broadest
sense 'of the word. One student's interest was in TESOL, so she
presented useful materials and methods for teaching foreign students
to speak and write standard English. Of course; much of what she
saidWuld be applied to teaching dialect speakers and writers if one
adheres to the bidialectal school. Another presentationone which I
at first thought was pressing the limits of the word "dialect"was
given by a student interested in teaching deaf students. Her presenta-
tion, however, proved to be most relevant when she explained that
nonstandard "signing" is being discouraged by school officials at edu-
cat;onal institutions for deaf people.

Even before we began the presentations, the course began to break
out of tthe boundaries, of teaching dialect writers and moved to the
larger question of how to teach writing. The non-dialect articles stu-
dents chose for their bibliographies showed that they had an innate
sense that a course on how to teach dialect writers must really be a
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course on hOw to teach writing. Our discussions of "the teaching of
writing to dialect speakers" always ended up on "the teaching of
writing." When the two other remedial composition instructors came
to our class, they dutifully began discussing their minority students'
writing problems, but at the end of the hour tbey found that they
were discussing the problems in teaching any college student to write.
I found that I was giving lectures titled (or mistitled) "Organization
and the Dialect Writer" or "Paragraphing and the Dialect Writer,"
but somehow after ray opening comments, I dropped the "Dialect
Nriter" and discussed the how's of teaching, or trying to teach; or-
ganization or paragraphing.

How to TeachNot How to Teach Blacks

What I learne I from our inability to stay on the topic of the course
was that maybe we did not really need the course. The real problem
was not how to teach. black dialect speakers to write, but' how tai'
teach any student to write. The basics of writinghow to organize,
how to develop a paragraph, how to write with specificity rather
than in generalitiesare hot racial. Of course there are special nui-
sances when teaching dialect writers: how to get that "s" on the third
person present tense singular and the "ed" on the past tense. But
these grammatickirregularities, thoughittey grate on the ears and
eyes of almost every English teacher, are minor when compared to
the problems of teaching that essays must proceed logically and
clearly and be about one, and only one, "thesis idea" (Smitherman
1972; Sternglass 1974).

What I saw for the first time was that this obsession with black
dialect was really a new form of racism at work in the field of writing.
(Well, I guess racism is never new, it simply masquerades in new
terminology.) Ironically, the unintending culprits are the linguists
who have recently given us a plethora of literature on black dialect.
The very volume of material on black dialect has sanctioned a type of
racism which masquerades as "the English professor's excuse." It goes
,sornething like this: "We've admitted these ['unqualified minority'
understood] students, and ah, 1 don't know how to teach them to
write. They, ah, have dialect problems, and ah, I don't know what to
do with them." Does this sound familiar? It does to me: "They,"
"them," "the blacks," "those exotic primitives over there are so
differentIclumbldark. I don't know what to do with them. They're
nothing like me." The very quantity of literature on dialect speakers
and writers supports the they're-so-different-therefore-I-can't-teach-
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them attitude. If teachers feel they cannot teach until they have read
Sledd, Labov, Dillard, Steward, Shuy, Feigenbaurr Smitherman, to
name a fewfew of whom agreethen they will never teach these
students. Again, I admit that there are unique problems in a dialect
student's paper (Fasold and Wolfram 1975), but I am absolutely cer-
tain that there is no positive correlation between ,the difficulties in
teaching dialect speakers and the number of articles and books on
the subject (he says as he writes yet another article on the subject).

What I found was that my graduate students were afraid to teach
minority students to write because the graduate students felt they
did r,ot know enough. When I thought about conversations I had had
with my colleagues, I found the same to be true of most of them. No
wonder I 'rept getting.the remediat_compasition course. I was one of
the few who did not believe that my black students were too exotic
to teach (I hope "exotic" in the mind of enlightened English professors
does not read "dumb"). If enough college teachers assume this humble
I-don't-know-how posture, the effect will not be unlike that of the
slave laws which forbade "them" to learn to read and write.

As is always the case with racism, no matter how altruistically
motivated, when we, accept its pr "mises we stop seeing people as
people and see them instead as racial globs. I saw the seeds of this
attitude some of my graduate students and see its fruition in some
of my colleagues. Not a semester goes by that someone does not
come to me with a paper in hand, face in contortion, and say, "I have
a black student who doesn't know how to write. Dialect problems.
What should I do?" When we sit down to look at the paper, I ask my
concerned friend to point to the dialect features: a double negative
here-, a nonstandard "be" there, but, all in all, few real dialectal prob-
lems. Most of the time the paper is indeed poorly written, but the
problem is uspally that the student simply does not know how to
write a paper. He or she does not know that a paper is about one
thing which we call a "thesis" and that a paper is constructed in
paragraph units which are about one specific "topic." I suspeZ1 that if
a white student had come with a similar paper, my colleagues might
have thrown up their hands in dismay that such a student should get
into college, but at least they would have been able to see the stu-
dent's paper and not just the student's pigmentation. If my colleagues
really had seen the student's paper, they would have at least been
able to judge correctly that the writing problems were more basic
and severe than the problem of dialect. And ideally, with this more
accurate assessment, they would have begun to help this student or
found someone else who could.

1



180

_e,

Paid A. Romney

In my graduate course, we spent relatively little time on whether
black students should be taught standard English. The fact is that
most black college students want to learn it. Whether these students
should want to learn standard English, I will leave to James Sledd,
moral theologians, and the black students themselves. If they do want
to learn to speak and writein standard English, I want to teach them
as effectively, sensitively, and painlessly as possible. If there are stu-
dents who dO not feel they need to write and speak in standard
English to survive in college, fine. They may not need to learn it if
they choose tlKir classes carefully enough. And none of us need to
worry about imposing an unwanted education on a student. I have
yet to teach a student standard English or anything else she or he
does not want to learn. As to preserving black culture, I assure all
the liberals of the English profession an "s" or "ed" here and there
will not destroy the culture. It has endured more than a singular
verb-ending or tense.

Undoubtedly, the most interesting class of the semester was when
the students in my remedial composition course came to a graduate
class and told their prospective teachers what they hoped to gain
from a composition course: they wanted to learn to write zffectively
in standard English. Most of them, unfortunately, valued standard
English more than their own dialect. Such conservatism appalled my

graduate students. They tried to explain to my composition
studenti that one dialect was not better or more correct than another.
Dialects are simply different! Of course, this is true and black stu-
dents must be reminded of it, but the fact of the matter is that most
minority students are too practical and smart to pay much attention
to these liberal platit,tdes, even if they are true. Pragmatically, some
dialects are better than others. Some open doors and create positive
impressions, while others lose jobs by creating negative impressions.
Whether this should be the case is another matter; unfortunately, it
is the lciSe.

What I ventured to share with my graduate students was that I
was not nearly as worried about the attitudes of my black students
toward their own dialects as I was about the attitudes of my white
colleagues, the attitudes of the graduate students themselves, and
the attitudes of the white students they would someday teach. If we
want to change attitudes towards dialects, the place to begin is with
white students not black ones. White students are the ones who will
one day most likely be in the power positions. They are the ones
whom the dialect speaker will need to weak and write for. Now truly
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revolutionary sit would be if white students were taught to respect
nonitandard dialects.

With these final words of wisdom I ended the course. I don't know
what, if anything, my graduate students learneddoes anyone know
this about students? They were kind enough to make positive com-
ments about the course hi their well-written, standard English evalu-
atitons. Needless to say, I learned a great deal, for I learned that one
of the worst things that can happen to either studints or teachers is
to be too blind or too afraid to teach what C-7 know.
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The Composing Process of Black
Stadent Writers

Robert J. FoWler
Allegheny Community College, Pittsburgh, Pennsylvania,

A review of the literature which deals with the composing process
and nonstandard dialects shows that the merger of the two is quite a
feasible undertaking. if writing as a process is to take into account
the dynamics of the individual writer, then it would be quite benefi-
cial to consider the strategies employed in the composing processes
of black dialect speakers. Fowler (1980) describes a case study inves-
tigation of the writing processes of three degrees of dialect users
("Degree" refers to the number of predetermined black dialect fea-
tures present in a diagnostic composition. The students were classi-
fied as follows: 1-2 features presentlow; 3-5 features present
moderate; 6-above features presenthigh.): a low, a moderate, and a
high user of nonstandard English composing in the transactional, ex-
pressive, and poetic modes as outlined by Britton et al. (1975). The
student's writing processes were analyzed in two ways: by observing
them durint the stages of incubation/conceptionalization, production,
and revision, and according to their use of the intellectual processes
of change, contrast, classification, physical context, focus, and se-
quence. The subjects were assigned six compositions to write and
were requested to use the talk/write and the nontalk/write methods
in the three modes of discourse. The writing processes of these stu-
dents were observed in terms of these specific writing factors: time,
revision, translation, fluency, omission, and production.

The study revealed that generally, the low nonstandard dialect
user needed the least amount of time to write ti e most (actual num-
ber of words) and the high nonstandard dialect user utilized the most
amount of time to write the least. The low and moderate dialect
users generally thought of mental outlines prior tp writing, but the
high nonstandard dialect user was more concerned with putting the
thoughts on paper the "right" way. Also, the low nonstandard. dialect
user made the fewest pauses during the writing process, and the
high nonstandard dialect user made the most. All three of the stu-
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dents' writing patterns were continuoasly progressive and additive in
nature. The student who was classified as the high nonstandard
dialect user made the greatest number of translations from black
dialect to standard English during the writing process, while the low
nonstandard dialect user made the fewest translations. Also, all three
of the students placed a great deal of emphasis upon grammatical
revisions.

This study demonstrated that by examining the writing process of
dialect speakers researchers can focus on what these students actually
do when they write rather than scrutinizing what they have written.
By observing specific writing factors: time, revision, translation, flu-
ency, omission, and production, employed during the writing process,
certain implications for teaching can be drawn. In the followi.ig sec-
tion each of these factors will be briefly discussed and specific sug-
gestions about teaching composition to these students will be nude.

Time Factors

The greater the degree of black dialect utilized by an individual, the
more time is required for that individual to start and complete a
writing assignment, generally. ("Time" here refers to either prewrit-
ing time, actual writing (production] time, or complete writing time
[a combination of the first two times[.} Therefore, the teacher of
composition should make allowances. In cases where writing tasks
are timed, or time limits are imposed by class periods, the composition
teacher should be aware that the extent to which the student is a
black dialect user will, generally, determine the amount of time it will
take for the individual to start and complete a writing assignment.
Much of this time is spent on thinking about how to put thoughts in
writing the "right" way.

The following activities are suggested.

1. Encourage "freewriting," in which the student writes continu-
ously for a period.

2. Encourage drama activities in which the students' role-play is a
good prewriting activity.

Both of the activities above will help stucluips to put their ideas on
paper. Freewriting might help to lower writing anxieties, since the
'student will write nonstop, disregarding all rides of grammar and
mechanics. Drama activities provide ideas for writing. Using either
one or a combination of these ,activities may reduce the amount of
time spent on a writing assignment.

va.
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Revision Factors

It appears that black dialect speakers concentrate heavily upon having
a grammatically correct composition. The composition assignment
should attempt to get the student to write for meaning first, then
work on the minor errors of transcription. In essence, the teacher
should make every effort to get the student to put ideas on paper
first, then work on correcting structural elements and graminatical
features.

The following activities are suggested.

1. Employ the freewriting activity in order to get the student to
get thoughts on paper before beginning to revise.

2. Design writing assignments which will encourage the moresub-
jective elements of composition (e.g., tone, style, audience). For
instance, the teacher can give a composition assignment with
the directions, "Write this assignment for your peers," or "Write
this assignment for a group of elementary students." This will
help the student establish a sense of audience.

3. Employ sentence-combining exercises to enhance style and syn-
tactic maturity.

The first activity might help the student to give ideas pricrity over
grammatical elements. Activities two and three will help students to
examine elements of compositionother than the,grammatical. They
may develop a need to make changes °titer than grammatical revi-
sions during the writing process.

Translation Factors

The extent to which black dialect speakers make transla ns from
their dialect to standard English is dependent upon the extent to
which the individual is a black dialect speaker. "Translate" (*totes
the act of vocalizing in black dialect and tofterting this dialett into
standard dialect before transcribing these thoughts to paper.) Gener-
ally, the greater the degree of black dialect spoken, the greater the
number of trans!. +;oris made. Considering the fact that these trans-.

lations do require tithe, this evidence can partially account for the
differences in writing times foe students who speak varying, degrees
of black dialect.

The following activities ate suggested.

1. Employ the nonstop ( freewriting) exercises again.. --dree-
2. Design role-playing exercises in which the student must talk in

standard English.
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The nonstop writing exercises might discourage the time-
consuming behavior of attempting to translate from black dialect to
standard dialect during the writing process, since the student must
concentrate on getting ideas on paper. The role-playing exercises will
give the student practice in using standard dialect orally. Theoreti-
cally, a proficiency in oral standard English will have some influence
on the written form, thereby decreasing the number of translations
needed. The student who is proficient in oral standard English will
write betternot having to "translate" before writing.

Fluency Factors

Writing fluency appears to be influenced by the extent to which In
individual is a black dialect speaker. ("Fluency" here refers to the
exten% to which the writer is able to write without pause-- either
silent or writing pauses.) Generally, the higher the degree of black
dialect used by the individual, the less fluent (more pauses) will be
the writing behavior; conversely, the lower-the degree of black dialect
utilized by the individual, the more fluen1 (fewer pauses) will be the
writing behavior.

The following activity is suggested: Develop exercises which will
help the student think in "thought groups." Marking off thought
groups in written passages may help.

The concept of "thought groups" means a group of words which
convey an idea. This activity draws parallels between the reading and
the writing process. If the student is able to observe units of thought
in written form, then maybe the student will be able to understand
better the concept Of writing in "units of thought," thereby decreas-
ing the number of waiting pauses.

Omission Factors

Several studies reveal that nonstandard dialect speakers tend to omit
(sometimis referred to as "miscue") words, phrases, etc, while writ-
ing, even, upon rereading (Shaughnessy 1979; Pe.ri 1979; Fowler
1980). Consequently, these omissions are still present when the final

'paper is presented to the teacher. ("Omission" refers to the occlusion
of certain inflections, words, phrases, etc. in the written form.)

The following activity is suggested. Design peer evaluation exer-
cises to help the student to view critically the writing of other stu-
den'ts, as well as her or his own writing. Perhaps this will decrease
the number of these omissions.

or
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Production Factors

Generally, themumber of written words produced by a black dialect
speaker will vary according to his or her use of black dialect. The
higher the degree of black dialect utilized, the fewer words will be
produced; and the lower the degree of black dialect utilized, the
greater the number of words will be produced.

An investigation into the writing processes of black student writ-
ers has revealed that the 'degree to which the speaker is a dialect user
influences the amount of time spent on writing assignments, the
number of words produced and the amount of translations from black
dialect to standard English. Freewriting (and many of its variations)
has been suggested as one of the major techniques for building writ-

.

ing fluency.
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Teachers as Editt?rs:'
The Student C nference r.,

Vivian I. Davis
Tarrant Countjaunior College, Fort Worth, Texas

A few years ago !Asked riTy high schooltstudents to keep a record of
the kinds of mistakes they made on their papers. I hoped that keeping
their own records would calt8ie student.attention to the "mistakes"
they were making in usage, punctuation, spelling, etc. "If they are
aware of t it errors," I reasoned, "they will correct them and there-
by imprtw their Writing." Much to my surprise and their disgust,
the stud: s found that they were making the same mistakes repeat-
edly. It rp e no :difference that I marked each infraction on every
paper a ried-to teach the class what their mistakes were and how
to correc hem. My plan served only to focus on what the students
were doing "wrong" to the disregard of the good "writing they did.
Rather than helping them to improve. their writing, I succeedt-,1 in
discouraging them and convincing them that indeed, they would
never be writers.

M'any. English teachers have had similar experiences. They usually
respond with one or two commonly accepted rationalizations: "Writ-
ing cannot be taugjit," "These kids will never learn how to write well
because they don't speak standard English," "They need to learn
grammar," "The high school teacher can't be expected to make up for
all those lost years in the early grades." The list goes on. The real
problem, however, is that teachers need a more effective approach to
the teaching of writing. Professor Wallace Douglas suggests that the
English teacher should be an editor for the student writer. English
teachers do not disagree; and if they understood Professor Douglas's
theory more clearly, I believe more of them would put it into practice.
I do not mean to imply that Professor Douglas's explanation of theory
is unclear, but English teachers, "having themselves gone through
traditional composition courses, have a very narrow concept of what
an editor does. The English teacher's own teachers did not take the
role or editor, and the educators who trained English teachers did
not teach them a single course in editing.

192 /
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English teachers would like to try a different approach to the
teaching of writing. Most of us agree that doing business as usual is
not effective even for our best writers. The remainder of this paper'
consists of a sample le,' -1 in which the English teacher acts as an
editor. I should point tere that I am not saying anything that
Professor Douglas has already said. My purpose here, in lieu of
the kinds of editing course.; we English teachers need, is.to attempt
to develop the role of editor t bas-relief. I believe once teachers under-
stand that role, they will go on to develop the skills necessary to
become good editors fortheir students.

The First Conference

The editotheacher begins to work with the student writer before
a single word goes on the paper. There should be cognunkation,
written or spoken, between student and4racher which leads to an
agreed-upon proposal about what the student will write. Though this
process sounds very formal, it need. not be. It takes the place of the
trad. nal writing assignment in which the teacher tells students to
w e a cer, .1 type of essay on a specific subject in a prede
number of paragraphs or. words. As editor, the teacher needs to
aware of what kind of wilting would interest the different audierkes
a student writer could address. Suppose that a class has just read the
play, The Amen Corner, and the teacher wants to encourage them to
write essays as a response to the play.

Teacher: You seemed to e joy reading this play. I wonder now
that you've read it if you may want to pass on anything to
others in writing.

Student: Yes, I'd like to say that just because a person's parents
hate each other, doesn't mean the kid hates them.

Teacher: A good insight. Is there anyone or any group in par-
ticular to whom you want to get that message across?

Student: To everybody sort of, but mostly to the parent that
the kids stay with when they_ get separated. That's usually their
mother.

Teacher: Fine. Will your paper be a long one or short or what?
Student: I'd say about a page, or a page and a hair. I want them
to get the idea that they should not try to turn the kids.against
their father because he left. That could have some kind of con-

6 /
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plek -on them, and they don't want to hurtitiheir mother's feel-
ings either.

Teacher: Let's see if I hove it right. You are going to write a
paper, about one or one and a half pages long, mostly to moth-
ers who keep their children after separating from their chil-
dren's fathers.

Student: Or else the father left 'em.

Teacher: Okay. The mothers who keep the children though the
father is not thereseparated, divorced, or gone away.
Sttident: Mostly just gone away and left them there.

Teacher: Okay. The paper is for mothers whose husbands just
left thenr by themselv vs to rear the children.

Student: Yeah.

Teacher: Now you want to tell the mothers what?

Student: The kids don't hate their father even though he went
away and left them. They don't like it, but they want to be a
part of him too.

Teacher: Didn't you say he mothers should not try to make
the kids hate their father because. . . .

Student: Yes, because the kids will be frustrated. They like their
mother and their father, but they don't want to hurt their
mother's feelings.

Teacher: I think you have a good plan. Why don't you just write
it down now. Just write it the way it comes to you then we can
go from there.

The teacher and the student here agreed on a proposal for the
paper. The teacher gives the student credit for getting some idea
from the play. She does not tell the student what ideas to write
about. She asks the student what audience he wants to address and
continues :o stay with that question until the student clarifies for
her (and for himself) exactly what audience he wants to address. The

-" teacher also accepts the student's judgment about the length of paper
to which he can commit himself. Exactly what he wants to tell his
audience is the student's decision to make. Through this process, the
teacher /editor and the writer have come to an agreeable contract.

The process is, of course, not always as easy as the one provided
In my example. To get started identifying audiences, and ideas to
write about, students may work together in small brainstorming

1 t 4
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groups. When it is apparent that the students have exchanggd infor-
mation and ideas, the teacher may ask the students to write down
the audiences they wish to address and the ideas they want to pre-
sent. The proposals may then be refined in a conference with those
writers whose plans demonstrate that they need to talk ..further.
Propoials that show the students are ready to write should be
acceptedwith comments if necessary.

The teacher/editor is involved in the student's production of a first
draft only if the student` wants help. In other words the teacher
should not walk around the room, look over the writers' shoulders,
and point out misspellings or fragments or other usage infractions.
The teacher/editor should make available such' references as diction-
aries, thesauruses, and copies of the primary work from which the
students got their writing ideas. (For example, to help the student
with writing this paper, the teacher should make available copies of
The Amen Corner.) When students ask questions, the teacher should
answei as simply and briefly as possible. Students who need music to
write by should be allowed to bring their radios with earphones.
Within the limitations of the classroom itself and the daily time
schedule, the teacher should allow the writers to get theii first drafts
on paper as quickly as possible.

The first draft is what I call the modeing clay. Students should
understand that their papers are not yet finished. They are ready to
begin the process of revision. Revision is what must be done to the
first draft to make the paper do what the writer intended for it to do
at the time the proposal was made. I should honestly say that some
times the rough draft shows that the writer's mind changed after the
time the proposal was made. Sometimes the change is all for the
better. In such a case, it is necessary to determine what audience-the
rough draft is actually addressed to, and what ideas are actually
presented to the audience. Then it must be decided if the ways the
draft differs from the original propo;a1 will make it a better paper.
The teacherleditor and the writer must go with the plan for the)
better paper.

The Second Conference

Because the revision process is a matter of making many decisions
about what to leave in the paper, what to take out, what to change,
what to reorder, I have chosen to use the following episode q an
illustration.

19
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The play, The Amen Corner givesa very important point if you
have to keep your child by yourself. Sometimes fathers,goes
away wrong, but the child does not hate them. He still love I is
father and wants to understand. But he still will love you too.
But he don't want you to say alot of bad things if you are made.
Because you are the one have to keep the child and take care of
them.
The best thing to say something good, or if the mother can't
she should just not say nothing. The child feels you are angry at
him and then he is not happy, he doesn't want you to be hurt,
but he can't help it. He loves you and his father too.

This essay is certainly not a finished product, but it has some very
soPhisticated ideas. There are numerous errors that traditionally the
English teacher would mark with appropriate symbols for correction.
The better approach, however, is to help the student understand how
to revise the paper himi0f. In this case, a conference with the student
would be the most meaningful. Following is an example of a confer-
ence on this essay:

Teacher: I read your essay and I think you have some important
insights. You covered the point you planned to cover in it. As I
read it, I did feel there are some things you ,could do to improve
it. Will you read your paper aloud for me?

(Having the student read the paper aloud should make cleat. any
points of confusion about what the student meant to say and also
make the paper fresh in the student's mind )

Teacher: Now that you have read the paper, do you think it is
clear who you were writing to in the paper?

Student: I was talking to the mother.

Teacher: Is there anything in the paper to let the mother know
that you were writing to her?

Student: Well, I think so. It says, "If you have to keep your
child by yourself."

Teacher: What lets the mother know you were talking to her?

Student: The mother has to keep her child.

Teacher: But you wrote "if you have to kzep your child." Could
you be 441ther as well as a mother?

Student: Um, yes.

Teacher: How could you write it so the mother would know
you are writing directly to her?

C.
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Student: Well, I c Id y,;'if the mother have to kt4p her child
just her alone."

Teacher: See if yo f write it that way. Start at the-beginning.

Student: (writes) "The play, The Amen Corner give; a very impor-
tant point if the mother have to keep her child by herself."

Teacher: Why does the mother have to keep her child by her-
-0

self?

Student; Cause the father gone away.
Teacher: Do you think you should put that in the sentence so
the reader will know why?

Student: Yes. I can put it on the end "the father went away.'

Teacher: Try it.
Student: (adds to fhe sentence) "cause the father went away."

Teacher: Good, now read the sentence.
Student: "The play, The Amen Corner gives a very important pcint
to the mother that have to keep her child by herself because the
father went away."
Teacher: Good. Now I think the mother knows you are, talking
to herh) the mother who has to keep her child by herself
because the father went away. Are you satisfied with your next
sentence?

Student: Yes. It tells the father maybe was wrong when he
went away.
Teacher': Does it tell anything else?

Student: Hum, about the child don't hate them.

Teacher: I think that sentence explains something important to
the mother. It is a good sentence. I am a little confused by your
next sentence. Will you read it to yourself?

Student: (reads to himself) Hum, it's not good, but. . . .

Teacher: I think it is good. There is just one thing I'm not sure
about. The first word says "he"; I think "he" means the child. Is

that right?
Student: Yeah, he loves the father.
Tea :her: Could you write it so I would be sure that "he"means
the child?
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C

Student: It says so "He loves his father."

Teacher: Suppose I change "he" and wrote "the child loves
his father"? Would that keep me from not being sure Who "he"
is?

. Student: Yeah, but I know who it is.

Teacher: Of course you do, but remember when you write
something, you know exactly what you mean, but the person
who reads it might not be sure,

Student: Okay, let's see, you can write it "The child" and take
"he" out.

Teacher: (writes) "The child still loves his father and wants to
understand." I think that helps clear it up for the reader.

Student: Its okay. Means the same. Okay.

The teacher does not ask a technical question such as "What is the
antecedent for the pronoun 'he' at the beginning of this sentence?"
She helps the student to understand why it is a good idea to change
"He" to "The chikl.",;The teacher is also sensitive to the writer's
resistance to changing. his sentence; therefore, she does not force him
to write the change, but rather rewrites the sentence herself so that
the writer can read it and compare it with his own sentence.

Since the teacher has made clear the need for the change and did
not change the Meaning of the sentence when she revised it, the
student is able to accept her change. Subtly, however, the teacher
haktriade another change. She changed the student's t4ord "love", to
"lodes," adding the s to agree with the subject, "child." The student
dos not question the change; therefore, it may be assumed that it is
agreeable to him. The teacher has a clue that the student may - accept
such a change. Note that when he talks he,usually makes subject and
verb agree. Furthermore in this very sentence he writes "wants." It
may be that he inadvertently omitted the s on the word love," or that
he uses love and loves intethangeably. Rather than jump to the
condusion 'that this child speaks black dialect and therefore should be
allowed to write as he speaks, the teacher takes the chance and makes
the _change. If the studtint had questioned, she may simply have
answered, "'Love goes with 'The child,'" and not havegone into any
"grammatical": discussion.

Teacher: Now, let's look at the next sentence. Are you satisfied
with it?

1 9 S
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Student: (reads aloud) change "he" to "the child" again?

Teacher. Well, you could do that. Do you think it would help
the reader?
Student: Yeali, I think so. (Changes she" to "the child").

Teacher. Is there anyAhing else you want to change to help tlie
reader know wto you are writing about?

Student: Not unless . . . No.

Teacher: Who is (that the child will still love?

Student: Still love? Ohfhis mother. Yes, I will change it. (Talks
to himself) But, he, I mean, the child, will still love the mother
too. I'm taking "you" out. Is that okay? for "the mother"?

Teacher: I think it's a good idea. Maybe you can change it now
so you won't forget. It's shaping up nicely. Do you Ike It?

Student: Yeah, it's nice. Should I make "he" "the child" in the
next sentence too?
Teacher: Ldon't think you have to this time because you said
"the child" in the two sentences before this one. I think the
reader will know you mean "the child" if you say "he" in this',
sentence.

Student: I think he will.

Teacher: Well, let me read the sentence aloud now. (Reads)'

Student: said "mad," not "made." You said "made."

Teacher MAI yoti wrote "m-a-d-e" on your paper. How can you
write "mad"?

Student: (Erases the e with a chuckle.),

Teacher: "A lot" is two words "a 1-o-f," Now let me read the
next sentence to you.
(The teacher reads so that it is obvious the next group of words
does not complete an idea.)

Student: Let me. see. You didn't read it right. It sounds funny
on the end.
Teacher: Okay, you read it for me,

Student: But he don't want you to say a lot of bad things if you
are mad because you have to keep the child and take care of
them, I mean, of him.
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Teacher: Well I thought you started a new sentence at "Be-
cause," but you read both parts together.

eStutient: That's the way it belongi together with this first part
(pointing).

Teacher; Well can you change it so that anybody reading it will
know that all of this (gestures with finger) goes together? Try
writing it as one sentence.

Student: (Revisestakes away period and writes a small letter
to begin the word "because.")

Teacher: Okay now let's read it again. (Reads) I got it that time.
Do, you see why a little period and a capital letter make a
difference? ;

Here the teacher does not ask the student to explain why it was
necessary to revise the fragment. It is not necessary to ask. Whether
the student can explain the "rule" or not is irrelevant. He knew how
to make the change. Note also that the teacher does not, at this point,
mention pronoun-antecedent agreement, or that the word "don't"
does not agree with the pronoun "he." Everything cannot be taught
in one short essay; furthermore, the teacher wants to let the student
know that he can write his ideas. Therewill be other opportunities to
discuss the rules about what verbs go with what pronouns or what .
pronouns with what antecedents. Since clisagreements are common
in the writing of many students, the subject may bi discussed with
the entire class or with those students who are affected.

Teacher: I want to suggest something here. Your next sentence
giVi.s a bit of advice to the mother. You're telling her what?
Student: Its best for her to say something good' or not say
nothing at all.

Teacher: Exactly! The way you said it is better than the way
you wrote it. Write down what you just said.

Student: (Writes) Yeah, it's shorter, but I got my idea all in.
left a word dut of it the first time, but this one is better. (Writes)
It's best for the mother to say something good or not say
nothing at all!"

Teacher: I had a'suggestion. You started a new ,paragraph with
this sentence, but it seems to belong in the first paragraph.
Woud you agree?
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Student: Let's tee. No, noun could be. Why did you suggest it?

- Teacher It seems to me that this sentence advises the mother
how lto talk with the child without saying bad things just be-
cause sheis angry about the situation. .

Student: It could, Out that's what makes the child unhappy. He
knows she is mad, but he loves his father too..
Teacher: Yes, it could go there, but the way you have the last
part written, I don's get the connection between, this sentence
and the rest of the paper. Explain to me wha;; message you
want to get across in this part.
Student: Well, ah, just what I said. To the mother, not to say
these bad things. This just gets the kid upset. He thinks his
mother flon'ilike him then. You see?

Teacher. I think I'm beginning to see how That first sentence
relates Let's see if we can get the relationships between th6
sentences in there for the reader.
Student: I don't see what'cha talking about now--it's got a rela-
tionship between the kid and the mother. Explain how you
mean.
Teacher Well, you want that new first sentence, (reads) It's
best for the mother to say something good or not say nothing
at all." The next sentence actually 'explains why. Can you see
that? Let. me ask you this. Look at thii paragraph; find the
sentencoin the paragraph that tells why the mother should sayt.',41,
something good or nothing at all. (Waits while the student reads
to himself.)

Student: Well, why? It's really two sentences that tell "w
The child will be upset because the mother is mad becaule sh
has to keep him without no father, but he don't want :o hurt.
. . . No, I guess it's just one sentence that tells why.

Teacher: Read the sentence word-for-word oux ioud..

Student: Okay. The second one because "The child feels you
are angry at him and then he is not happy." I'd say that does tell
why.

Teacher: I agrerwith you, but I'm not sure the way you have it
now is exactly clear. You said a very impNrtant word, "because,"
just before you read the second sentence. Let me write yfOtElf
first sentence, the word, "because," and then your second sen-

ego
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fence. I think you will see what I mean. (Teacher writes) Now
read it.

Student: Well, now let's .see that. You got the two sentences
put in one. Okay. (Reads) "It's best for the mother to say some-

,thing good 'or not say nothing at all because the child feels you
are angry at him and then he is not happy." Still ain't right
though. Something sounds wrong.

Teacher; Let me put in a two-letter word, right there, right
after "because." Now you read it.

Student: Yeah, that's it. Sounds right nowiReads to hiinsetf)
No,- take out the "and" now. (Reads the sentence to himself
again.) Okay new.

Teacher: All right, hoW about the last two sentences? Satisfied
with them?

Student: Okay,, except maybe in the last sentence. I'm gon' fix
that one uprewrite the "you." Make it, "He loves his mother
and his father too.". They're both still okay with him his
Mother and his father also. Okay? (Teacher gestures, okay.) I'm
gonnaTewrite it all over now. Thanks a lot. You helped me a lot.

Teacher: But you did the first writing with no help from me at
all. I just helped you edit your paper. There's more we could do
with it, but if you're satisfied for now, you can copy-it into your
notebobk..You may want to choose this paper for the class
volume. If you do, we'll have to work on it more. Put it in
standard type English.

Student: (Moving away.) Okay. This'll be three ,papers.
choose my best one. This one is pretty good.

A few comments should be made about the part of the conference
related to the last paragraph of the paper. This teacher does not harp

. at the student about "transitional sentences" or "topic sentences."
She tries to get the student to understand' why the first sentence
could belong at the end of the last paragraph. She tries to make sure
that her work with the student does not damage his self-esteem aka
writer: Rather than merely accept the teacher's suggestion, the stu-
dent argues his pointthe teacher listens and takes direction frqm
the student. Fortunately, as oftee happens when students talk out
what they meant to write, the student revises his' own first sentence
'of the paragraph. The teacher wisely hears the revision and has the
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student write it down. This helps the student realize another tech-6
nique he has available within himself.

.
As the interview progresses, the teacher skillfully enables the stu-

dent to intuit, perhaps only vaguely at this point, another meaning
for the term "relationship."' At first the student perceives "relation-
ihip" as "kinship," but the teacher does not pounce on that as an
opportunitrd teach a vocOUlary lesson: As an editor, her job is to
help the student/writer revise the essay: The relationship between
the two sentences in questiop is obviously one of cause and effect.
Teachlrleditor never says so. Assuming the student can reason, and
can perceive the relationship, the teacher uses the student's own
sentences to help him intuit the relationship. tgot only is the student
able 'to perceive the relationship, but he retains the feeling that he is
capable of writing.

- The teacherleditor demands a great deal from the student in this
essaysomething different from changing spelling, bandaging sen-
tence fragments, changing dialect, or writing topic). s'enten'ces. The
teacher aware of the demands she is making and has a sense of
how muNis enough for this time. As the interview comes to a close,
the student decides on a last revision which r eveals he is already
aware of such a stylistic abstract as tone. He realizes that the tone of
his paper is conciliatory. He wants to end the paper on that note.

Rewriting his paper is no longer punishment for making mistakes.
The student wants to rewrite the paper because he is happy aboto
the way the revisions change it. He can still recognize it as his own
work. ,

The play, Amen Corner. gives a very important point if the mother
have to keep her child by herself because the father went away.
Sometimes fathers goes away wrong, but the child does not hate
them. The child still loves his father and wants to understand.
But the child still will love the mother too. But he don't want

.you to say a lot of bad things if you are mad because you are the
one who have to keep the child and take care of him.

It is best fur the mother to say something good or not say
nothing at all because if the child feels the mother'is angry, at
him, then he is not happy. He doesn't want you to be hurt, but
he can't help it. He loves his mother and his father too.

This paper is not a polished version either. There are subject-verb
disagreements, pronoun disagreements, unnecessary uses of the defi-
nite article, unnecessary repetition of the conjunctions "but" and
"because," to mention some considerations for further revision. The
interview shows that the teacher/editor does not leave the student/
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writer with the notion that the revised paper is yet ready for
publication.

The teacherledivr should be guided by at least the following basic
understandings:

1. Student/writers must be in control of their own writing.
2. Compositions must not be perceived as tests of spelling, vocabu-

lary, punctuation, usage, etc.
3. Editors must help Writers to make their; own decisions about

what to change in their writing. Editors must not simply become
rewriters for writers.

4. The focus in the composition class must berpn helping the
student learn how to becOme a more confideAt, more mature
writer. focusing on "errors" does. not teach the writer what to
do or what not to do.

5. Revikn, a most critical step in the writing process, must be
structured .into the teaching of composition. If professional writ-
ers need editors, why should student/writers be expected toa
develop without them?

b
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Using the Laboratory Approach to
Enhance Writing Skills

Carolyn Drakeford
.Benedict College, Columbia, South Carolina

Rationale

The teaching of writing continues to be the subject of a whirlwind of
contradictory articles, studies, proposals, and information. Yet rarely
in this storm about the teaching of writing are we offend glimpses
of the simple truththat writing is basically a self-taught skill pro-
duced mainly 17 rewriting, and that the teacher's primary role must
be to guide oungster through this difficult act of self-teaching
(Murray 19612. et major problem facing teachers of writing is that, as
professionali, we have the responsibility to help students gain skills
which will help them learn how to think, to organize, to be clear, and
to be precise. We have the responsibility to help students want to
write as much for themselves as for their audience (Laque and
Sherwood 1977).

We need a process through which students can enhance their
communication skills on an individual basis and, at the same time,
receive positive reinforcement of expression of ideas. Having worked
for the past ten years in an environment which craters to minority
students whose language skills are extremely diverse, 1 found that
once provisiotv; are made to address the individual needs of each
student, considerable progreskis made in acquiring and retaining the
skills needed for the flexible use of language.

Thrbest method I have fotutd to meet the needs of all my students
is the use of audio-visuals designed to present and reinforce concepts
pertinent to the development of writing skills. These materials should
begin at the level of the students' achievements, and a variety of
media should be used in instructional presentations (Fagan 1971).

The potential for teaching and learning is unlimited and the results
can be deeply rewarding (Brandon 1971). Audio-visual instructional
materials have several dititinct advantages: (1) providing immediate
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feedback for concepts introduced in class, (2) allowing students to
respond to the information that is presented, (3) keeping students
aware of the objectives of the lesson, (4) continuing Self-evaluation
to help students know if they are grasping the content, (5) permitting
students to work at their own pace, (6) reinforcing each new point,
(7) requiring no glaborote settings, (8) repeating a lesson as many
times as the students feel they need to understand the material, and
(9) allowing teachers to design further assignments based on stu-
dents' individual needs. For these reasons it seems highly likely that
the materials will enable writers to feel much more comfortable about
the task of writing because the materials are given at their perfor-
mance level. I have devised an annotated list (reproduced at the end
of this article) of materials the I have found to be quite successful in
getting a student to feel more at ease when asked to put ideas on
paper. This list by no means reprtients all aids that are available to
improve writing skills; how ,ver, 1 have tried to indicate the kinds of
materials as well as the sped. lc areas that they address.

Engaging students in the writing process goes a long way toward
solving traditional concerns about skill instruction, for if students are
truly involved, they simply write better than they do when the writ-
ing process consists solely of an exercise in grammar or rhetoric (Judy
and Judy 1979). Therefore, the classrooM needs to be transformed
into a laboratory, or at least the laboratory method of instruction
should be used. The major emphasis of this approach is to address
the individual differences of the learners. The ideal lab-class setting
(Figure 1) should contain tables arranged so that the student can
work individually; a place, perhaps in the corner of the room, where
the teacher can hold conferences; a library of books on writing; a
bulletin board to display writing samples; provisions for overhead
projectors, tape recorders, and other audio-visuals (Murray 1968).
Many teachers think that using the laboratory approach is an arduous
task, but with enough effort, support, and creativity, it can be done
with a minimal amount of time.

The Laboratory Method
r.

Once provisions have been made to use the 'classroom as a lab the
next step is to determine a strategy. The first concern sLould be the.
needs of the writers. Consequently, an assessment of their skills
needs to be made. The best method is to require students to write a
timed essay and to take a grammar test. These evaluations must be
used together because each one separatirly may not provide the
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In this situation, the classroom is divided by shelves which store the work-
buuks, handouts, hatfdb uka, and media. One corner is used for individual
conferences while students are still able to do individual or group work at
their desks. Displays, charts, and posters' about writing should be placed on
the walls.

Figure I. Model Classroom-Laboratory.
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teacher with enough information. Depending upon the circumstances
or the studentslevels, standardized tests such as the College English
Placement Test, the College Placement Test in English Composition,
or the California Achievement Test in Language may assist teachers
tremendously. After these assessment measures have been adm:nis-
tered, individualization must take place.

A folder is' set up for each student to keep an accurate record of
his or her progress. A chart (Figure 2) should be established for the
benefit of each student as well as the teacher. Next, the student is
introduced to suitable books, media, and other materials and guided
through the necessary chapters, filmstrips, or workbooks. For exam-
ple, if a student is having a problem with fragments, there are several
filmstrip-cassette series which a student may hear and-.see to obtain
a better understanding of the concepts of a 'sentence and its structure.

Each student works on the areas identified on his or her pretests
during the semester or the year. When students finish the audio-
visual materials or workbook exercise or the chapter in a handbook,
they then are tested in two ways: they are administered an exercise
to evaluate their performance, or they are asked to write several
sentences or a paragraph. After these are checked, the teacher decides
if the student's performance warr .nts additional practice on that skill
or if the student is capable of moving on to one of his or her other
weak areas.

This approach requires time and must happen in a step-by-step
manner (Schlawin 1975). The list of materials that follows is com-
posed of items that I have found beneficial for writers from many
levels.. Exercises, laboratory periods, textual' lessons, and conferences
should occupy the students' time between themes (Marsh 1956), Stu-
dents need to compose in as many forms of discourse as possible.
They then can experiment with rrsonal writing (journal, autobiog-
raphy, sensory writing, feelings, sketches); popular forms (ads, com-
mercials, concert reviews, songs); imaginative writing (fiction, stories,
science fiction, fantasy); informative-persuasive writing (essays, edi-
torials, reviews, news, reports); and media writing (TV scripts, tapes,
montages, collages, radio programs).

The Task of the English Teacher

Each of us has to incorporate new ideas or methods into our own
teaching and learning cycle. Using the laboratory approach in the
English classroom requires that teachers be willing to develop new
pedagogy and try more flexible methods of classroom organization

203
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(Burgess 1973). Teachers must use their own initiative in learning how
td use media and in developing individualized programs for learners.
The students we teach are used to receiving information through
and learning from Multimedia sources (Thompson 1977). Today En-
glish teachers need more than ever to exhaust all means in order to
make certain that students master the art of composing Fffective
sentences, paragraphs, and essays. The laboratory approach permits
students to work on their own in a setting that is conducive to
learning and enables them to become better writers and cornmuni-
cators of the English language.

Audio-Visual Instructional Materials

I. Filmstrip House
432 Park Avenue, South
New York, New York 10016
A. Advanced English Composition

(Four filmstrips)
The aim of this series is to help students who have already
mastered the basic skill of composing a theme to write better
papers; for instance, emphasis is placed on organizational sup-,
port and the editing process.

B. Sentence Structure with Diagrams
(Four filmstrips)
Basic writers will benefit greatly from this series which will
aid students in understanding the basic grammatical unit
the sentence, thus enabling theM to write as well as recognize
completely exp:.essed ideas.

IL Encyclopaedia Britannica Education Corporation
425 North Michigan Avenue
Chicago, Illinois 60611
A. Beginning Grammar

(Eight filmstrips)
Students will become familiar with the parts of speech and
how each is used effectively in English grammar. The func-
tion of each part is discussed with exercises to show its use
in sentences.

B. Parts of Speech
(Eight filmstrips)
In this series students are told that grammar is the study of
the features of a language. The series introduces pails of
speech as words which establish and show certain relation-
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ships in the Emir, lish system. Students learn about the in-
troduction, body, and conclusion of an essay as well as
appropriate methods of developing certain types of para-
graphs such as comparison, contrast, and classification. Revi-
sion is alio stressed.

C. Understanding the Ser.tence
(Eight filmstrips)
Examples are given of the relatior.ship and differences be-
ween words, phrases, and clauses. The parts of a sentence

or clause are discussed to aid in understanding the framework
of a well-expressed idea. Other items such as the verb and
the sentence, agreement problems, and kinds of sentences
are presented.

D. Organizing Your Writing
(Five filmstrips)
A very good series for students who have difficulty organiz-
ing the whole theme. Writing is compared to climbing stairs,
in that steps must be followed sequentially. Thus, students
view the process as one which involves completing tasks such
as the beginning, middle, and end of a paper as Jess difficult.

Ill. The Center for Humanities
Communications Park, Box 1000
Mount Kisco, New York 10549
NOTE: All slides, filmstrips and pictlires used in .these sets are
based on the background and everyday experiences of students.
A. Grammar"l Found a Dollar Walking Home"Solving Com-

mon Sentence Problems
`(One record, one cassette, one set of slides)
Extensive drills are given to aid students in recognizing and
avoiding such mistakes as run-on sentences, fragments,
subject-verb agreement pronoun-antecedent agreement, am-
biguous reference, misplaced and dangling modifiers, and
parallel structure. All these concepts are emphAsiIed as being
necessary for dear, effective writing.
Additional exercises are given at the end of each lesson. In

guide is also provided.
B. Communication Skills: Expository Writing

(Six records, six cassettes, six filmstrips)
A remarkable program which reinforces the basic five-
paragraph expository paper, with emphasis on the major coin-
ponents of an essayparagraphs. Specifically, students are
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instructed on the introduction, body, and conclusion of an
essay as well as appropriate methods of developing each type
of paragraph, such as comparison, contrast, and classification.
Revision is also stressed.

C"the Research Paper Made Easy: From Assignment to
Completion
(Six records six cassettes, six filmstrips)
Therresearch process is divided into nine parts with exercise;
before and after each step, from choosing a subject to writing
the final- draft. Such skills as organizing, notetaking, and
documentation are presented in a lively fashion to ease many
fears students have about completing the research paper.

D. Creative Writing: Imagination and Self-Expression
(Three part set: records, tapes, slides)
Models of writing done by Steinbeck, Woolf, Joyce, Thurber,
Tennyson, Eliot, and others provide a basis for students to
use their imagination to express their ideas. The glossary of
creative writing focuses on such terms as plot, metaphor,
imagery, and symbol, giving students a better command of
how other writers master this task.

IV. Eyegate House
Jamaica, New York 11435'
A. Techniques of Paragraph. Writing

(Four filmstrips, two cassettes)
Students who have not mastered writing a good paragraph
will benefit greatly by learning the parts of a paragraph,
planning a paragraph and topic sentence, and exploring vari-
ous methods of development such as comparison, examples,
and cause-effect.

B. Techniques of Theme Writing
(Two cassettes, four filmstrips)
The whole theme is presented in a fashion that allows stu-
dents to move from one step to another with greater flexi-
bility. Methods are indicated to assist in begiqning and ending
a theme, with additional exercises on transitional devices and
methods of arranging paragraphs.

C. How to Write'Reports
(Five filmstrips with cassettes)
This series enables students to have less fear about complet-
ing a longer piece of writing such as a repprt. Information is
presented to help students proceed through organizing the



Carolyn DratrPr

paper, collecting data, and using courses, resources, and ta-
bles. Finally, students are exposed to synthesizing these con-
cepts into an acceptable well-written form.

V. The Continental Press, Inc.
Elizabethtown, Pennsylvania 17022
Language Skills Tests, LST 1-24
(Twenty-four filmstrips with written pre- and posttests on me-
chanics, vocabulary skills, language usage, sentence structure,
and paragraphs)
Specifically designed for high school students, a built-in system
allows students to take a pretest, use the appropriate filmstrip
with exercises, and then take a posttest to armless their mastery
of the content. This system gives teachers a very good indication
of any additional work students may need in the areas listed
above.

VI. Char le. Merrill Publishing Company
1300 Alum Creek Drive
Columbus, Ohio 43216
Process One: A Multimedia Writing Program (Fifteen filmstrips,
text, fifteen cassettes)
As the name suggests, this program presents writing as a pro-
cess. the program is composed of a series of skills that can be
mastered by all students. Major emphasis is placed on discover-
ing ideas through experiences, organization, diction, sentence
structure, paragraphs, and grammar and usage as they relate to
effective writing. Students' interest level is usually high as they
proceed through the tapes and filmstrips of Process One. A text is
provided to make the lessons easy to follow.

VII. Guidance Associates, Inc.
Communications Park, Box 3000
Mount Kisco, New York 10549
A. Speaking of Grammar

(Two filmstrips, two cassettes, two records)
A teacher's manual contains the script, operational instruc-
tions, and introductory and follow-up exercises. The best
feature of this program is the incorporation of three systems
of grammartraditional, structural, and transformational-
generativeinto exercises pertaining to the parts of speech
as they function in the English grammatical system. -

B. Speaking of Spelling
(Two filmstrips, text, two cassettes)
The approach here is to introduce spelling from a historical
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standpoint. The program looks at the structure of English
and delves into spelling patterns, syllabification, word roots,
mnemonic devices, and spelling demons. A must for any stn-

.- dent who feels he or she cannot spell.
C. Language Basics: Verbs

(Two filmstrips, text, two cassettes)
The program is presented as a story and is not drill-oriented.
Exercises are gared toward identifying action and linking
verbs, vomplements, verb phrases, inflections, and principal
parts.

D. Language Basics: Nouns.
(Two filmstrips, two cassettes)
Worksheets and exercises accompany the tapes and filmstrips
and provide students with an opportunity to see nouns' as
important words in English grammar. Students are shown
he kinds and uses of nouns as well as how to identify them.

E. Luiguage Basics: Adjectives and Adverbs
(Thp filmstrips, two cassettes)
Understanding the function of modifiers is the key concept
of this sfries. Given in the form of a folktale, these two types
are explai.9ed in reference to how they make writing clearer
through providing additional specific information.

F. Writing: Fronainagination to Expression
(Four filmstrips, 'four cassettes, four records, and manual)
Through drawing upon their, experiences, students are en-
courled to use thejr, perceptions of these experiences to
produce writing which reflects the use of the five senses.

G. Writing: From Assignment to Completion
(Two filmstrips, two cassettes, two records, and manual)
Approached as a difficult 'task, the writing process is intro-
duced through using a student, David, to show how he begins
and accomplishes each otje.ctive until the finished product has
been written. The major emphasis is to show all students
that, once begun, writing is not difficult if logical 'steps are
followed. Ofganization is the key factor, but the program
includes lessons on unity, coherence, diction, and paragraph
development.

VIII. Educulture
3184 "J" Avenue
Costa Mesa, California 92626.
(These prOgrams are self-tutorial, self-motivated mini-courses
in a module format.)

4'' r 4,4
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A. Rhetoric and Critical Thinking
(Twenty-five audio-tutorial mini-courses, twenty-five cas-
settes and manuals)
Containing five sections, this program answers many teach-
ers' prayers. First, pans one and two deal with methods of
expository development giving clear details about thesis and
support in writing an expository essay. Part three focuses on
logic in writing or reasoning. Students learn how to use
evidence to develop an argument and how to avoid fallacious
reasoning. Part four concentrates on style and (fiction, and
enables students to make proper chokes in words to get their
mess4ges across to their readers. Finally, students learn how
to do special kinds of writing such as, literary critical papers,
research papers, reports, and technical writing. Each module
is self-contained with a cassette and a manual designed tq aid
each student with his or her specific weak area. Concepts are
introduced and students are tested to see if they understand
before moving to another section.

B. Mini-Grammar
(Cassettes with manuals)
The self-paced audio-tutorial program gives students an indi-
vidualized approach to grammatical errors common to mast'
of their writing. The main topics that are covered deal with
such concerns as the simple sentence, parts of tipeeat, inde-
pendent and dependent clausesT phrases, agreement, common
sentence errors, and misplaced modifiers. Students work at
their own pace on whatever problem thiy are experiencing
in writing classroom assignments.
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Structuring the College
Composition Class around the
Black Bask Writer

. .
Barbara Hunt

_ WaAtenaw.Community College, Ann Arbor, Michigan

After a conferente, my students hand in their final drafts for evalua-
tion. Sometimes, though, students are encouraged to evaluate their
own papers. They break into groups and each student in the gnsup is
given a theme to read end a list of criteria from which tb evaluate
the paper being read. Within a group each student is requested to
read a colleligue's theme, and then hand it to the student on hrr or
his right for additional reading and evaluating. This process is re-
peated until all of the papers in the group are read and evaluated.
They are then givyn to me for a final appraisal When the themes are
returned to the student-authors, the students are OA only able to
benefit from Of assessment .of their writing, but they also are able
to benefit from their peers' critiques, which often have more impact
than my evaluation.

In the process of these peer critiques the students apply questions
that determine the writing ability of the stud:nt author. A group
consists of five peoplethe initiator (responsible for asking the ques-
tIons and elicitingsapswers from the group), the recorder (responsible
for writing &So the responses of the group), and the, respondents
(the rest of the group).

The peer critiques are very effective becat se my students are
taught to use questions such as the ones below to evaluate their'
'themes.

1. Is there a thesis sentence? If so, what is it?

2. Does the thesis follow an introductory paragraph? Explain.

3. Are the paragraphs well developed and unified? Explain in detail..

4. What specific examples are used to develop the paragraphs?
Explain.

5. Do the paragraphs follow each other in a logical progression?
Explain. \...

212
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6. Is there a conclusion? explain.
° 7. there .any mechanicatproblenai in the paper, e.g., spelling,

capazlization, grammar, omissions? Explain.
B. How can this theme be improved? Explain.

During peer 'criticism, my basic students learn some specific be-
havior necessary for effective writing. These students feel more com-
fortable with one another than with a teacher hovering over them.
Students are also reading ana analyzing, probably for the first time
the writing of other students who'commit similar, if not more griev-
ous, writing errors than they. A dialogue such as the one below for
the question,' "Are the pararaphs well developed and unified?" is
tYPical-

"Where is the topic sentence?"
"He doesn't have one."
"All of the sentences are run together."
"No, I think they done say anything."

In this kind of discussion, thestudents are discovering that writing
is an act of communication and that the bettei the writer, the better
the communication.

Peer criticism as well as student/teacher conferences have proved
successH as a component of my writing programs. Since students,
are not qty asked to take writing out of an,abstract form,and give it
some concreteness, they are also- given an opportunity to focus on
writing in an analytical way-and to examine their behavior as writers.
Both-peer criticisakstnd the studentlteacher conference involve small-
group or individual instruction in a nonthreatening atmosphere. Es-
sentially, basic writers benefit from peer criticism and studentlteacher
conferences because- they become active participants in the act of
learning to compose.
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Using the Oral History Approach to
Teach Freshman Writing

Ethel Taylor and Ernest Bradford
North Carolina A&T State University, Greensboro

The desire to help students to develop the necessary skills. for effn-
tive written communication has sparked an unprecedented ei.ort
among English teachers to experiment with now methods and
materials.

The teachers at the university with which we are affiliated are no
exception. In a body of more than five thousand students drawn from
some thirty-six states and several foreign countries, there is much
diversity of culture and academic preparation. All of these students,
however, regardless of their major fields, must take the two-semester
freshman composition-tourse. Intimidated on one side by the com-
plaints of other departments of the university and sparked on the
other by our own perceptions, a selected group of English teachers
developed a proposal for action. The purpose of this proposal was to
develop a curriculum which would provide experiences which would
build writing skills, extend limited experiential backgrounds, and re-
late to the student's planned area of specialization.

The present writing program at our school is both remedial and
developmental. It focuses on the "how" and "what" of writing, using
literature as the core. In addition, some attention is given to students'
chronic writing deficiencies through individual and group tutoring.
Aware that much research has indicated the importance and com-
plexity of the writing process, the experimenters studied the litera- ,

tare for possible ideas and procedures with the idea of change in
mind. Studies by E. Bates (1976), Miller and Gordon (1974), and E. T.
Higgins (1977) cm the conceptual link between social development/
awareness and effectiveness in communication were helpful. So also
were studies by Fantini and Weinstein (1968) and Tinto and Sherman
(1974) on the importance of some kind of awareness component in
basic skills programs. Fantini and Weinstein's study suggests that a
student's self-image is enhanced by personal identity, cultural enric.%-
ment, and multi-cultural experiences. In fact; Fantini's study stresses
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the fact that relevant education must be based on the students' learn-
ing styles, must utilize material within their realm of experience,
must take feelings into consideration, and must recognize the
student's te concerns.

All of these studies encouraged the experimenters to establish a
section within the freshman composition program using the oral
history approach. Specifically, our -colleagues wanted to use this
method to explore the history and culture of the university and the.
surrounding area as a relevant means for developing basic skills such
as reading, writing, thinking, listening, and research. They hoped also
that this approach would establish a degree of continuity between
the freshman composition course and the sophomore courses in hu-
manities, history, literature, and political science.

The Oral History Approach

In the approach frequently used in the freshman composition courses,
a skill is taught and the student is asked to demonstrate acquisi-
tion of this skill through a designated writing experience. The
teacher grades the writing exercise and asks the student to make
revisions. This process continues until the skill is satisfactorily ac-
quired. This techniquf was not abandoned, but the skill which in the
usual approach is an end"in itself, became, in the experimental ap-
proach, the means to an immediate end. For example, in the regular
course based on thi. process-centered approach, the students are
taught to write a paragraph with a topic sentence and supporting
sentences using examples. They are given or choose a topic, and then
they write, and rewrite until they have mastered this skill to the
instructor's satisfaction. In the experimental course, using the experi-
ential approach, the procedure was the same, but the students were
responding to an actual situation. They were involved ih an experia-
env:: and were asked te respond to that experience, incorporating
previously learned skills into this written response.

The experimenters assumed that the composing process is complex
and sequential. Initially, the focus was on the students' personal
experiences; it then Moved gradually to the more formal transactional
modes and to.research. The experimenters realized that they could
not "go in all directions at once," that is, "tan to immediately all of
the writing deficiencies of students." Consequently, they established
priorities. The following mechanical problems were considered of first
importance: (1) errors in subjectiverb agreement and sentence sense,
(2) sentence fragments, (3) run-on sentences, (4) errors in tense, and
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(5) obvious misspellings. The basic paragraph pattern °of topic sen-
tence, supporting sentences, concluding sentence, and the basii theme
pattern of topic paragraph, supporting paragraphs, and concluding .

paragraph were established as minimal competencies for paragraph
and theme writing.

The experinienters intended to focus upon values orientation and
the development of experiential, background as they relate to the
composing process using the oral history approach. The oral history
approach is not new, but as Ann Shockley (1978) has noted, it has
gained enormous popularity as a research technique as a result of the
use of this method in Ale% Haley's book, Roots. Margaret Walker used
this same technique in her eipic portrayal of the trials and triumphs'
of her grandmother in the novel Jubila. Shockley points out that what
gives this approach added impetus is the tape recorder, which gives a,
sense of immediacy to the eyewitness account. She points out further
that at this time, historians, scholars, and anthropologists acknowl-
edge that Afro-American history is chiefly oral. The tradition extends
from the isms, when the Fisk Jubilee Singers traveled throughout.
the United States and Europe giving renditions of spirituals which
they had learned from their slave parents, to the 1900s, when black
scholars such as John Cade of Southern University,Ophelia Settle of
Fisk Univ9rsity, and Lawrence Reddick of Kentucky State elicited
personal 'narratives from ex-slaves in Louisiana, Tennessee, Ken-
tucky, and Indiana (Schockley 1978). The experimenters believe that
they are among the first to use the oral history approach in the
teaching of freshman writing.

The-oral history approach was appropriate to use in this university
setting because the university is rich in cultural history and was the
fountainhead of the sit-in movement of the 1960s. On February 1,
1960, foirr university freshmen challenged the segregated eating cus-
tom of a local five-and-dime.store downtown, thereby spurring the
acceleration of sit-ins throughout the nation (Wolff 1980). Many of
the participants in this social drama were still in the. university corn-
munity. In addition, there were individuals. available who were living
libraries" for the university and surrounding community.

Following is a description of the experimenters' procedures. A unit
of four to six weeks duration was developed around a central experi-
ence, for example, the sit-ins at the university. This experience was
refold through interviews with ersons who participated In it, for
example, a president emeritus of the university who functions as a
griot having watched the university develop for over a half century.
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Other persons, such as the trained oral historian employed by the
local library, were also interviewed and served as valuable sources
of information.

The Program
f

The students' responsibilities were (1) to do as much reading as
I possible on the sit-in movement in general, the Civil Rights Struggle

of the 1960s, the history of the South, and the concept of a democ-
Jacy; (2) to write a summary essay and a précis dealing with either
an in-class presentation or outside readinglpersonal interview; (3) to
write letters of invitation, requests for information, and thanks and
(4) to prepare questions for the interview.

Typical questions prepared for one interview were: How did the
students of that period compare with the present ones? and did the
students' tendency to question established customs have a precedent
among the student body? Questions like these initiated class 'discus-
sion dealing with the larger issues of citizenship responsibilities, the
abuses of power, freedom and responsibility, and justice.

The teachers' responsibilities were (1) to put pertinent materials
on reserve; (2) to serve as catalysts thro ash lectures, discussions, and
audio demonstrations to keep the students on target; (3) to teach the
essential characteristics of an effective interview, for example, being
a good listener and being objective; (4) to review for students the
formalities of letter writing; (5) to teach the appropriate footnote
form for documenting information from books, newspapers, maga-
zines, and interviews; and (6) to teach or review the structural design
to be followed for all paragraphs and themes; that is, topic sentence,
supporting sentences, concluding sentence previously mentioned.

The expected student outcomes were practice in use of the library,
practice in empirical thinkingmaking judgments, developing a
greater sense of wrsbnal worthand seeing themselves as part of a
larger traditionthe university, the South, the nation, the world.

The expected skills to be mastered were the proper form for foot-
notes, the designated structural design for paragraphs and themes,
the formalities of the formal letter, written and oral work free from
the mechanical errors

1

(e.g. subjectiverb agreement) previously out-
lined.

The extent to which students had achieved these outcomes was
most evident in their oral participation in class and in their written
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assignments. Generally, the oral history approach sections showed a
greater familiarity with library sources such as encyclopedias, year-
books, and indexes; and they were more adept at seeing the relation-
ship between contemporary events and past history as evidenced in
the content of their papers and in their chosen topics.

A selected number Of papers of the students in the oral history
sections were compared with those in the regular sections in terms
of the primary traits stipulated for the structural, design of para-
graphs and themes. Using the primary trait evaluation procedure,
the experimenter: found that the oral history sections mastered the
structural design scheme by the third written assignment, as com-
pared to the fifth written assignment for the regular sections. At the
end of the third written assignment, over 90 percent of the students
in the oral history ,sections had mastered thestructural design, com-
pared to 40 percent for the regular sections. The oral history sec-
tions also had fewer errors of the kind specified for top 'priority.

The experimenters felt that this oral history approach was com-
mendable, because of the enthusiasm of the studentl. In comments
to the experimenters, most students said that they enjoyed the
course, because they were less apprehensive as to whether they could
achieve well enough. Students were not led to believe that they were
better writers than they actually were; however, through this ap-
proach, they were made aware of the strengths that were already
evident in their own writing. In addition, this approach through initial
emphasis on students' immediate concerns helped them to assume
more readily the responsibility for their own writing gr Huth.
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Using Folk Literature in
Teaching Composition

Edward Anderson
John Tyler Community College, Chester, Virginia

When black people were first brought from the West Coast of Africa
to American soil, they were brought from different localities, but
they shared common cultural patterns which were rich in tradition
and folklore. Much of the transplanted African culture found expres-
sion in oral literature, music, and dance.

Literary and rhetorical types of African oral tradition show direct
expression of the black American experience from colonial days to
the present. They show many aspects of the human condition and
many elements of universal appeal, though they expiess these aspects
in different and unique ways. The black oral tradition gives evidence
of what it means to be "black" in America.

Making use of this black American folk traditicin in the classroom
can do much to change negative attitudes about its producers and
about personalities who are presented in the literature. Moie impor-
tantly, these,can serve as wholesome instructional materials and aids

. in the teaching of English composition. It is important that teachers
be aware of certain facts about the black folk tradition and the variety
of curriculum materials that treat the tradition, so that They may
adequately use these materials in their English composition classes.

What Is the Black Folk Tradition?

Stylistically, the black American folk tradition can be classified into
sacred and secular types of oral expression. The sacred style is rural
and southern. It is fixed in the black religious experience (i.e., spiritu-
als) and church tradition. The secular style is urbanwnd northern,
but it has roots in the South and is rural in nature (i.e., blues, folk-
tales, and the street culture styles of the rapper, the sounder, and
the signifier).

The call and response pattern, found in the speech and musical
forms, appears in both the sacred and the secular styles of the black
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oral tradition. The call occurs when the speaker makes a statement
or the leader sings either the first line or the first word of a scam.
The response takes place when, true to the speaker's expectations,
the listener answers back, or when the chorus of singers finishes the
line of the song or repeats what the leader has sung. The interplay
between the two continues throughout the productimi of the work
with a statement and then with a reaction to the statement.

Black folktales sprang from an oral tradition and are usually
animal tales. Some of these tales were written later by authors who
used the same features found in the original folktales. These features
are a particularly characteristic use of irony, boasting, symbolism,
and hyperbole with the unique treatment of storytelling and narrative
elements.

Sermons delivered in dialect were first developed in the seven-
teenth century. These are rich in Biblical images, poetic language
metaphor and similes), rhythmical patterns, emotional appeal, often
skillful narrative development, and the use of idiomatic expressions
drawn from the language of the Bible. They blend the commonplace
experiences with historical events and are characterized by allusions
and symbolism.

As a type of black folk oral literature, ballads are narrative poems
which sprang from the life of Afro-American people and were
adapted for recitation and singing. The sullects of the ballads are
heroes who performed unusual acts an were presented as epic fill-
ures (i.e., "Frankie and Johnny," "Railroad Bill," "John Henry," Casey
Jones," and "Stackolee"). These ballads were and still are being trans-
mitted and changed by word of mouth and they most often record
tragedies in the lives of black people.

The anonymous spirituals (e.g., "Steal Away to Jesus," "Deep
River," "Go Down Moses," and "Nobody Knows De Trouble I Seel
comprise one of the most realistic and beautiful forms in oral tradi-
tion. The themes of these spirituals, which were developed during
slavery and on plantations, voice a note of protest and deep religious
conviction. They bring the Christian Bible alive through vivid sym-
bolism, images, and figurative language, as well as black dialect and
rhythm. These spirituals also revealed the slaves' thoughts on planta-:
bon life, their faith in their religion, their desire for freedom from
sin, and their desire to fly to freedom.

The blues were also an anonymous type of black folk poetry and
might be considered a unique form of the secular song. Although
they have been refined since the days of slavery, these songs origi-
nated in that era and deal with universal themes such as grief, self-
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pity, hard times, varieties of bad luck, often unrequited love, and
despair. In contrast to the spirituals which were intended fok group
sieging, *e blues ant sung solo. They are mocking, ironic, and tragic-comic

Afro-American jokes are not quite as unique a literary representa-
tion of cultural ancestry as are, the other forms of the black folk
tradition. These jokes are terse but witty tales which depend upon a
panchlnw conclusion for comical effect. In the story (or joke) a repre-
sented verse or song 'usually provides humorous conclusions to pro-
duce an emotional effect. Black dialect is used as the mode of expres-
sion of Afro-American jokes.

The Rhetoric of Black Literature

In "The Logic of Non-Standard English" William Labov (1969) recog-
nizes eleMents of verbality, grammaticality, and logic in the language
of black users of nonstandard tdialects. Afro-American culture and
lifestyles encourage and almost demand the use of fluency and
verbal strategies that are not the same kinds of rhetorical strate-
gies and dialect that the mainstream culture uses and thrives upon
The verbal and rhetorical strategies that have been produced and
used by blacks are rapping, running it down, jiving, shucking,cciwing
a plea, sounding, and signifying.. These strategies emphasize rhetoric
and the art of persuasion through the skillful use of language.

The following (mainly urban) ghetto verbal strategies used by
Afro-Americans are pans of their oral tradition and culture that
demand the use of the street culture's secret code as well as an
exclusive type of ghetto idiom:

Rapping is one of the most widely used of all the black verbal
strategies. It is often referred to as a form of conversation that is
lively, interesting, and fluent. Rapping may also describe a narratiye
or a colorful rundown of a past event. Most of the time rapping is a
sales-type of persuasion with a lively personal style that thrives upon
control and manipulation of someone in order to make that person
do, or give up something.

Running it down is a verbal instrument which involves giving (or
requesting) iyformation, advice, clarification, onaddition to some in-
formation ready presented. It is a way of giving explanation or
repetition, and it comes as a request that hinges upon surprise or
disbelief on the part of the listener in understanding what has already
been said. Style and personality are at the center of this strategy.

Jiving often refers to communication (used by the audience or the
listener) which "puts someone on" or which is difficult for someone

2 2
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It believe (i.e., the listener gives the impression that the speaker
might not be reliable or honest).

Shucking has a particular meaning when used by black Americans,
especially when referring to whiteortRoger Abrahams and Geneva
Gay (1972) believe that many shuckers are "Uncle Toms" and "Aunt
Janes" or those who "when confronted with a compromising and
dangerous situation (whether the danger is physical or emotional)"
very often do "what is expected of (them)" by portraying 'IsiMple-
mindedness, pleading and submission, and even confession of guilt
along with oaths and penance." Shucking is a defensive verbal strat-
egy, but when one is shucking in order to "whup the Game," he or she
is using the offensive strategy as a guise designed to manipulate
someone to make him or her give up something or feel or act a desired
way. Many Afro-Americans desire to use strategies that to non-Afro-
Ainerican blacks are offensive strategies to express their feelings of
pride and self-assertion. When blacks use shucking on other blacks,
they use apprcipriate folk talk and gestures that "play overtones in
which the person being 'put on' is aware of the attempts being made
and goes along with it for, enjoyment or in appreciation of the style"
(Kochman 1969).

Copping a plea, like shucking and jiving, emphasizes the ability to
get out of a situation through compromise. However, copping a plea
is a more direct verbal strategy in which one recognizes the superior-
ity of someone else and, hence, asks or begs for mercy, pity, or
sympathy, which Thomas Kochman calls "total loss of fare" or loss
of status among one's peers."

St,unding aims to insult someone in vary ing ways and degrees
ranging from word games used to. test attitude and disposition, to
friendly and petulant quarreling, and to words used to start a physical
fight. The sound may be a simple challenge. The effectiveness of the
sound is measured by the quickness of the answer or response that is
received in reply to it, or by its unexpected or quick-willed nature. If
it takes the contender a long time to respond to the sound, then the
sound is said to be good or effective. Other terms thaf refer to
sounding are "coming down hard" or being "foul" or "cold." The aim
of sounding is to take status from an opponent through the use of
verbal power by making the opponents feel they must gain their
status by sounding backeither on the speaker or the group mem-
bers they encdunter. Group presence is important to the game (very
often helpful in preventing a physical fight).

Signifying ls a verbal strategy that is referred to in some places as
sounding or insulting someone. It involves boasting, implying, loos-
ging, or inciting someone through the use of gestures or verbal play.
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Signifying refers to the use of verbal Innuendo; to carp, needle and
lie, and cajole and it means to talk around the subject while never
quite coming to the point. It also means making fun of a person or a
situation. To stir up fights between friends by telling stories is an
example of signifying.

These verbal and rhetorical strategies serve definite needs and
functions in the blackAmerican community needs that teachers and
other educators should become aware of and familiar with if they are
to do adequate jobs in the classroom. When properly applied, these
same black verbal and rhetorical strategies can be used effectively in
the English literature and composition classrooms for both motiva-
tional and instructional purposes.

223

In the Classroom

Rhetoric, the art of oral and written persuasion, and the elements
of written composition, may be presented in the English composition
classroom by. use of the elements of the black oral folk tradition.
Ballads, folktales, blues, spirituals, and other types, that are especially
narrative in nature, may be used to teach narration. Those elements
in this tradition that create an image or paint a picture are useful in
teaching descriptions. Others may equally be examined for the man-
ner in which cause-effect, comparison or contrast, and other exposi-
tory forms are used. Students may also examine the rhetorical styles
and structures of church sermons and use,them as ethical, rational,
and emotional appeals for their argumen'tative essays. Similarly, the
styles and messages of many of these sermons may be used as models
for persuasive speeches cir essays.

Different oral traditions and verbal and rhetorical strategies may
be analyzed or compared in terms of their effective use in certain
situations. Tales ancrsermons may be summarized or paraphrased to
provide students with practice in restating ideas in their own words
and using their own style.

Students may examine their own daily lives for elements of the
folk tradition and for contemporary verbal strategies which are fre-
quently found in television and radio shows, and in concerts, books,
conversations, and church services. A journal of these contacts may
be kept and used later as primary data for research and reporfage
assignments.

In addition, the examination of different oral types can be helpful et,
in the teaching of introductory literature. Many of these tales and
songs not only contain literary elements, but also treat universal

,,. .t. v.,
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)-... ... ., human conditions Ballads, spirituals, and blues may be used to teach,

some aspects of poetry, as can the poetry of black American writers-.-_

, . who use elements of oral tradition in their works, in their short /tor-
it.i.
.- ies and in their novels.

Black folktales may be read and then retold in stars:lard English.
The lessons or the themes gained from the telling of them may be
discussed and used as sources for topics of oral and.written assign-

,r. ments. Much of this type of literature lends itself very easily to
dramatic readings. Many of the verbal strategies that rhyme can be
chanted in unison. This activity is very pleasaht for young children4.

'5

who may clap their hands or use a simple musical instrument. Read-
ers theatre may be enjoyable for older children who may deliver the
folktales from memory or read than aloud using pitch and tone to
convey various emotional qualities. Material from ballads and tales
may be adapted to the stage as a drama, or the ideas may be acted
out in improvisations or from memorized scripts; Numerous topics
for discussions and writing assignments may be drawn from these
dramatizations.

Finally, students may examine and discuss the black American
dialect found in folk songs, sermons, and jokes and use these forms
as material for code-switching or shifting exercises,.

To conclude, the black American oral tradition of literature and
verbal rhetorical strategies expresses the AfrO-Americand reality..
These forms contain many literary and rhetorical techniques and
linguistic expressions that make them effective tools for motivating
and instructing students in English.literaturr and composition classes.
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Teaching Writing to Gifted
Black Students

Delores Lipscomb
Chicago-State University, Illinois

Last year, I was requested by the Bureau of Language Arts of the
Chicago. Board of Education to develop a course in expository writing
for,fifteen gifted eighth graders. These were students who had scored
in the ninety-fifth percentile in verbal ability on the Iowa Tests of
Basic Skills, and between 200 and 600 in verbal on the Scholas-
tic Aptitude Test. The average high school junior or senior usually
scores about 368 on the verbal section. More than half of these
students scored at least 360.

I reasoned that although these twelve- and thirteen-year-olds had
actual verbal abilities of high school juniors and seniors, their writing
abilities might not be as advanced. aoih the Iowa Test of Basic Skills
and the Scholastic Aptitude Test measure recognition of usage, gram-
mar and syntactic structures. These tests do not measure actual writ-
ing behavior. rurthermori, while most of these students had been
engaged in prior writin^ tasks, these tasks had been grounded ,n
narration, description and other forms that focused on subject matter
that the students experienced directly.

By nature, expository writing entails a gathering and probing of
data that demands some degree of distance between the subject mat-
ter and the writer. In expository writing, writers work with intangi-
ble objects and ideas. They must objectify their feelings and thoughts,
draw inferences from them, and finally explain them in some logical
manner. In this process, the writer becomes increasingly anonymous
as the subject matter becomes central (Moffett 1968).

James Moffett maintains that children's writing is grounded in
narration because their abstractive powers are unable 'to conceptual-
ize and interrelate intangible things." Objects and ideas that are not a
part of their direct experiences" are difficult for them to conceptUalize.
A final reason that Moffett offers for children having more difficolfv
with exposition is that they are frequently unable to objectify their
feelings and discuss them.
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Certainly, the curriculum had to be adjusted to account for all of
these elements, including t potential disparity between verbal abil-
ity and writing practice.'T bring these diverse yet related elements
together, the curriculum to refrect.the naturalness of the writing
process-and the inheren langume ability that these children pos-
sessed. Hence, dear ives had to be set, and writing tasks had to
be carefully planned a sequenced. The tasks had to lead from
simple to complex and personal commentaries and observations
about oneselfito short vestigative reports. These tasks, though they
were imposed, also had to follow a natural sequence that Jed children
naturally,from one assignment to the next as they speculated about
issues attdiroblents/in their daily lives. The objectives were threefold:

41) to provide the students with waiting tasks that haie real world
applications; (2) totgive them an expanding repertory of writing stra-
tegies that will enable them to analyze their experiences whatever

, they are; and (3) to, help them to explain these experiences in some
objective, logical manner.

abZebasic threads of writing permeated the course: (1) writing
iterature, (2) writing about oneself and the community, and

(3) research and reportage. In the writing about literature sequence,
the students Write essays and short pieces about nonfktion. Reading
assignments are always followed by a lively but thorough discussion
of the universal themes and issues found in literature. Also; short
nonfiction prose pieces introduct: students to rhetorical techniques
that they later practice themselves. Engaging students in this continu-
ous recycling of reading and writing helps them to internalize ways
of third" about written language. As thejtudents become critically
conscious/of written language, they learn the subtle techniques that
authors Use tcr ccpwey a message.

The ting-about-oneself-and-others sequence consists 'of, units
that e students naturally and logically from _simple to complex
thinkin tasks. The students write an opinion essay that requires
them t generalize about their experieSce, a problem /solution essay
that critical questions about their observation, a casual analysis
essay t involves analyzing some aspect of their behavior, and a

ive essay that requires them to develop andapresent a proposal
for an improvement in their school or community.

R arch and reportage, the third component of the course, is a.
natu al outgrowth of the work that the students have been doing in,

and analyzing their experiences and observations. Though
libr work is encouraged, the .emphasis here, is on research, not

sarilylibrary research. Students work with both-primary and
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On the first day of class, the students are given an informal diag-
nostic test which tionsists of writing two short essays which utilize
the skills that I intend to teach In the course 'The first essay asks the
students to destribian experience and to explain its importance.
second requires them to form an` opirtion regarding one of
beliefs and to explain the opinion.

I evaluate the papers using an instrument developed by the faculty
of the English department of Chicago State University. This instru-
ment is used to evaluate essays written by students in freshmen
composition classes. The essays' are not formally scored, but I do use
the results in the following ways: (1) to evaluate the students' abilities
in order to determine the nature ana sequence of assignments; (2) to
diagnose specific strengths and weaknesses of individual students;
(3) to determine the effectiveness of a particular writing assignment;
and (4) to report progress to students, parents, and administrators.
The diagnostic instrument examines the papers in the areas of or-
ganization and development, meaning and style, and usage and
punctuation.

Generally, the students are very capable writers who master the
different tasks and srategies rather quickly. Their content is fresh
and imaginative, and the lack of focus and poor organization that
existed in initial papers are easily remedied.

But in spite of their verbal fluency and ability to analyze and
synthesize information, ;a large numaer of these students have prob-
lems with basic skills such as spelling, punctuation, and usage. Be-
cause knowledge of mechanics is important, occasional short drills
are used. However, the, major thrust of the course is to allow them
to experiment with more complicated linguistic and rhetorical forms.
As they do so, they naturally make errors from time to time. These
errors are a part of the growth and learning process. Feedback from
the instructor or another student, and extensive use of revision, helps
them to correct these mistakes. In this respect, many of the more
are easily corrected as the students master the different writing tasks.

The sequence that I have described has been successful in my dills.
The students tell me that the writing is challenging and difficult in
the beginning, but that they learn a great deal about writing. This
response is heartwarming, but equally important is the progress that
I observe. I see the students gain mastery of the composing act,
develop as thinkers, become critically conscious of their experiences,
and learn something about themselves and the world around them.
It is this type of education that Carter G. Woodson (1998) calls for in
The Mis-Education of the Negro, where he states that "Real education
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means to inspire people to live more abundantly, to learn to begin
with life as they find it and make it better." These courses should
provide these naturally talented students with tools to help make the
world better.
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Development of a Sight Vocabulary
into ay Reading and Writing
Vocabulary

Arthuree McCoy
Linda M. Kumi

Learning to read and becoming a proficient reader demand the de-
velopment of language concepts based on prior knowledge and ex-
perience. The development of proficiency in reading moves from
understanding that written language is oral language in written form
to the point when one must also understand that the written form
carries information to the reader. Children have always brought con-
siderable experience to school in hearing and speaking. With the
advent of teleiision into the home, a first grader's vocabulary ranges,
froth an estimated 10,000 to 40,000 words. It is obvious that a system
of teaching that makes use of this child's existing vocabulary can tap
a great many of the natural resources in a child's preschool learning
(Thomas 1963).

Whole Word Perception

A student's oral vocabulary consists of the words used in spoken
communication of any kind, while the sight vocabulary consists of
words that the student has learned to recognize on sight as a whole
word. The student recognizes his or her name and words found in
the community and in the classroom with a little encouragement
from elders or peers. The teacher must take what the child knows
and make that a part of the listening ari speaking vocabulary, and
help the student to read and write fluently.

As the teacher works with the reading program, there is a steady
accumulation of new words, first in lists and then in stories. Students
should recognize the word as a whole and the letter elements that
spell it.

This procedure avoids the dangers inherent in labored sounding-
out, and also, from the beginning, teaches children to see words as
wholes. The whole sound-spelling pattern and the whole meaning
pattern are joined into a single unit of perception. This is another
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way of saying that every word children learn becomes a sight word.
This goal of whole word pirception is simplified and expedited if
children also know the letters that make a word, and know why those
particular letters make it. This method relies on the child's own
language knowledge, making it quite easy to combine the systems.

Writing from dictation is introduced as soon as correct letter for-
mation is taught. This process begins simply: The teacher pronounces
a sound that has already been presented; the child listens to that
sound, and writes the letter that spells it.

After many exercises in correct letter formation, writing expands
to include punctuation, and spelling. The skills gained as a result of
this discipline will enable children to express themselves confidently
through their creative writing talents.

We will show how to use the pupils'bral language and words taken
from a basal reading program to develop a sight vocabulary for the
purpose of developing reading and writing fluency. Each lesson in
this series took approximately thirty minutes to present. Because of
the varied activities involved in presenting it, students rarely became
bored.

This program was developed with a class of twenty-five pupils,
a teacher, and a paraprofessional. The class was heterogeneously
grouped; however, they were separated into ability groups to share
their experiences with each other. Their experiences were recorded
by the teacher, who was careful in selecting students for each experi-
ential group.

The children lived in an inner-city urban community. They entered
the first grade with many experiences which they had acquired from
their homes, families, community activities, television, the play-
ground, and guided learning in kindergarten. The teacher used this
knowledge of her class to set up her program of building a sight
vocabulary from the oral language they brought to the first-grade
class.

This program developed in four stages: (1) implementing oral lan-
guage, (2) using early recorded oral language, (3) individualizing
thoughts into sentences, and (4) individualizing thoughts into
paragraphs.

Implementing Oral Language Experiences

During the first stage, the teacher develops confidence and growth
by accepting pupils' oral language and by observing these general
rules. The teacher

.2-"1Liu
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1. Guides students in the rules of sharing, knowing when to talk
and how to listen,

2. Is careful not to talk down to the children,
3. Helps the pupils to clarify words and meaning already a part of

their vocabuaries,
4. Encourages expansion of their vocabularies.

--- An effective way of developing children's oral language is to use
games that focus their attention on words and events in their envi-
ronment. By forcing the children to concentrate on a particular sub-
ject or situation, the games hold their interests and allow them to
discover and learn new words to handle ideas. This learning process
occurs in a variety of contexts much like the normal manner in which
the children acquire vocabulary. The directions for several of these
games follow:

A Memory Game

Make a series of flash cards using familiar words seen in the chil-
dren's environment, such as: STOP, DANGER, NOTICE, EXIT, NO
ADMITTANCE,,or DO NOT ENTER. When a card is shown, players
are asked to name a place were they have seen the word or phrases
on the card. Players give answers such as "I saw the word 'STOP' at
my street corner."

The player who remembers the most places where the words or
phrases are seen is declared the winner. Try to use words that you
are sure the children see in their surroundings. Success is important
at this stage.

What Did You See?

Tell the children to close their eyes for a moment and think about
something they saw on their way to school that morning. . . . After
a minute say, "Now, open your eyes. What did you see, Sammy?"
Sammy may say, "I saw a car." The game continues until all the
children in the group have had a chance to respond.

Another game that can be used to help prepare the group for
independent thinking is:

Because: Cause and Effed

The first player describes an event in his own way, e.g., "The dog
barked." The second player is required to give a reason, e.g., "The
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children were playing with the dog." The third player must give a
probable effect, e.g., "The children stopped playing with the dog, and
he went to sleep."

Players are encouraged to stat4t their causes and effects promptly.
Answers can be challenged by ()Or-Thy-as. The player who gives
the answer must be able to defend his answer.

Yes, No, Maybe, Blow

Explain to the children that you are going to ask them questions in
turn. Their reply must be prompt; however, they are not allowed to
use the words, "yes," "no," "maybe," or "blue," in their answers. (The
words are written on a chart as a reminder of the words they cannot
use.) Proceed around the semicircle asking such questions as: "Are
you five years old?" "Do you like ice cream?" Play quickly; your
purpose is to stimulate thinking among the group. The winner is the
pupil who successfully avoids the use of, "Yes," "No," "Maybe," and
"Blue."

les See What You Can Do

The use of the children's names in song is an excellent way to include
the shy pupil in the sharing activity.

Tune: "London Bridge"
I know a little girl named AKO-SU-A KU-MI, AKO-SU-A KU-MI,
AKO-SU-A KUMI.
I know a little girl named AKO-SU-A KU-MI; let's see what she can
do. (Akosua starts to scratch her arm because she could not think of
anything to do. The teacher leads the children in the remainder of
the song.)

She can scratch her arm, and we can too; we can too; we can too.
She can scratch her arm, and we can too.
And have fun doing it.
Akosua smiles; her classmates can hardly wait to hear their names
sung by the gioup.

Art Activities

Sharing is also an activity that provides students with a wide range
of skills. Children love to share things that give them pleasure. One
way of creating a sharing environment is to create a classroom rich
in art activities.
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The teacher places a tray in the center of a table with supplies
such as string, yarn, colored drdes, colored squares, colored crayons,
glue, scissors, and construction paper. Pupils are encouraged to take
material froin the tray to make original art designs. If the pupil wants
to write a story about the art work, the teacher or the paraprofes-
sional assists. When a pupil does not want a story written about his
or her picture, the teacher and the assistant re4pect this wish. The
pleasure of expressing one's self through art is a worthwhile experi-
ence. Also, using the material from a single tray reinforces sharing.

Using Early RecOrded Oral Language

In preparation for this early stage of writing, the class is divided into
three groups: Group "A" is directed to work with the teacher; Group
"B" is given ,independent word games; Group "C" is assigned to the
paraprofessional for a language arts activity. Group "A" assembles in
a semicircle around a large chart tablet with the teacher in position
to act as a recorder.

The teacher says, "Tell me one thing about yourself. Think about
what you want to say, then raise your hand when you are ready. I
will write your words. You will learn to read your words; later you
will learn to write what you want to say for all of us to read."

A pupil's raised hand indicates readiness to speak. The teacher,
writes the pupil's name on the chart. Everyone waits as Glenn, the
first speaker, makes his comments for the teacher to record. The
teacher forms each letter with great care to show the students exam-
ples of what their words look like in print and the correct way to
form their letters. Everyone listens as Glenn speaks; the teacher
writes his statement verbatim as he dictates.

Glenn: I am going over to my cousins' house.

Matthew: I am going to my aunt's house when school is over.
Olivia: Yesterday, I went over to my cousins' house.

Mark: I went to my cousins' party.

It is common for young children to repeat the same words used by
their peers. Because children learn from each other, repetition is a
form of reinforcement that is'necessary in the early stages of pupils'
development. The script above contains examples of this type of
repetition in which the pupils repeat some of the words that their
peers have used before them. However, each statement is slightly
different anginal.
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After the students have composed their sentences and the sen-
tences are written on the tablet, pupils read them to the group. When
the whole group has finished giving their contributions, the children
take turns reading the chart aloud to the other members of the
group. The experience chart is left on a chart stand within easy reach
so that the children can read their statements whenever time permits.
Each week a word list is taken from the class's new experience chart,
and the reading program's word list. The words are taught to the
children through memory games and activities.

Individualizing Thoughts into a Sentence

The teacher uses the sentences of three of the children who con-
tributed the items before. The items are recorded with the same
teaching methods used to develop the items in Figure 1. The teacher
acts as recorder. As mentioned earlier, the members of the group are
asked to think about what they will say as well as how they will
say it.

Glenn: I saw, "The Haunted House on a Hill." It was a movie
on T.V.

Matthew: I saw Adonis coming to school.

Mark: My mother bought me a white shirt.

Now each pupil's contribution is clearly his own. Each child's contri-
bution is .composed of new words, and few of the words used by
their peers are repeated.

Additional work with the sight vocabulary and the increased use
of responses will lead to greater confidence. This increases each
child's willingness to try new words and different sentence patterns.

With training, children use more individual expressions. The oral
language develops into a larger sight vocabulary, which helps to de-
velop a writing vocabulary. Each pupil keeps a word book to record
the new words for the week. There are never more than twenty new
-Wads. There are charts and other words in the classroom decora-
tiona, During this development, the pupils are drawing pictures and
dictating stories to the teacher or to the paraprofessional. All of these
words act as aids when the children are ready to write their own
stories. When pupils feel that they can record their own stories, they
are encouraged to do so. Pupils are invited to share their stories with
the group or with the whole class.
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When their sight vocabularies are large enough that the teacher
knows that they can write their own sentences, pupils are given
assignments to write sentences such as, went to the lunchroom.
. . ." They are told to write the reason in their own words. A typical'
assignment required students to write a story about one of their
drawings using words that they know, or can find. Throughout these
recordings, the teacher and the assistant are always available to help
if needed.

Individualizing Thoughts into a Paragraph

Although the children are writing their stories at this stage, the
sharing in a group is necessary in a classroom with individualized
instruction. It gives pupils practice in respecting the rights4of
By this time, the pupils have learned how to tell a story in sequnce,
and they enjoy sharing the stories with the contributor. Durjng thiti
stage, the teacher continues to act as a recorder.

This list contains examples of stories dictated to the teacher.

Glenn: My aunt is coming to my house to spend the night.
My mother and father are going out. They are going
to put the bird cage in our room.

Matthew: My mother toot me to Jamaica Avenue to buy me
Easttr clothes. And my cousin took me over to his
house to spend the night.

Kirk: I went to the park with my father and sister and
biother. We had fun.

These stories'contain the pupils' own sight vocabularies, now ex-
panded into sentences. When the pupils read their words aloud, they
know how their stories should sound. If the teacher has not recorded
the stories just as they wanted them to, they make corrections, often
deleting words, rearranging material, and adding new words. Thus,
editing is a natural process whereby the students learn to make their
recordings approximate their ideas and thoughts. As they read their
stories aloud, they begin to see how written language works. They
also begin to see hod what they say looks in writing.

This procedure is a satisfying way to build a sight vocabulary and
to develop early writing skills. Each part of this series of lessons
contributes the necessary learning skills of listening, reading, and
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writing, and, most of all, a feeling that each person in the class has
something worth saying and can say it.

Summary

What are the important aspects of this developmental process?

1. Pupils use their own vocabularies.
2. Pupils learn how to listen to their classmates.
3. Pupils learn to think about what they want to say.
4. Pupils are encouraged to initiate their responses when they

are ready.
5. Pupils learn how to express their own ideas.
6. It is easy for pupils to read what they have just said.
7. Pupils' oral vocabularies become a part of their sight vocabu-

laries.

8. The words give pupils expanded knowledge that enables them
to read books from the library.

9. This heterogeneously grouped class works on an individualized
basis. The children write their own stories when they are ready.

10. Pupils are able to edit their stories, with the assistance of the
teacher or the paraprofessional.

As a result of this process, the class develops into fluent readers
with good comprehension skills. The children also become fluent
storytellers and at an early age learn to share their ideas in writing.
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Teaching Tip: Giving
Students Feedback

Thomas Clifford Bibb
Alabama State University, Montgomery

Teachers often discover that students lack the endurance to deal with
long or complex writing assignments. But strategies can be devised to
eliminate hostility toward these assighments. This particular strategy
works successfully ninety-five percent of the time, but students must
be willing to cooperate with it. Further, the teacher must be willing
to sacrifice precious time to follow through the strategy.

The strategy requires several forms: written comments in two
parts on mechanics and content, student-written responses- to my
comments, verbal comments in individual sessions, and verbal com-
ments to the entire class.

At the beginning of the quarter, I ask the students to write sample
paragraphs or short themesone page minimum. Students may se-
lect one of the following:

1. You are trapped on an uninhabited island, and there is no hope
of rescue.

2. You are in a time machine that can take you to any year past,
present, or future. Where would you stop, and what would yot
see?

3. What if the most important quality that you require in a poten-
tial mate and why?

Writing exercises like these usually elicit copious pennings from the
students. I collect these, and write comments on the back page, leav-
ing space for the writers to respond to my comments. I then take
excerpts from their sample paragraphs and short themes and dupli-
cate them. I return the sample paragraphs and short themes to the
students along with a list of standard comments and the meanings of
the comments. I give the students five to ten minutes to look over
their papers; then I open the floor for questions about my comments
and vice versa.
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When I no longer have questions, and questions n9 longer come
from the floor, I distribute to the students the mimeographed sheets
of excerpts from their writing samples. I criticize these excerpts,
giving both positive and negative feedback, and encourage the stu-
dents to ask questions about Av. comments. Frequently, I receive both
negative and positive feedback from them. Afterwards, the students
come to my office for private conferences about,their papera and the
continents thereon. The private confeyence is a must.

With the exception of the first step which is group interaction
about what my abbreviationti and -symbols _mean, I continue this
°process throughout the quarter. Verbal feedback in the group pro-
gresses from teacher-oriented to student - oriented interaction. The

'students begin to learn principles, anticipate what I would say about
a particular excerpt, and contribute insights of their own.

This strategy sparks class interaction and sometimes disagreement
over particular isiues, and demonstrates to the students the flexibility
of the language. When the students are willing to participate in the
strategy, a combination of these kinds of feedback works quite suc-
cessfully. Moreover, this combination clarifies my comments, helps
me to understand the students via their comments, increases the
students' awareness of how language operates, and increases the
rapport between us for the sake of learning and thinking critically.
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Introduction: The Literature of
Black America The Noise of
Reading

William W. Cook
Dartmouth College, Hanover, New Hampshire

H. "Rap" Brown, in his autobiographical work Die, Nigger, Die!,
obseres that school and the language of schooling are irrelevant to
his life, are destructive of that life, and are impediments to acquiring
a true education.

If you leave school hating yourself, then it doesn't matter how
much you know. .. . I was in constant conflict with my teachers
in high school. I would interpret the thing one way and they
would say it's wrong. . . . The street is where young bloods get
their education. I learned how to talk in the street, not from
reading Dick and Jane (1969, 21).

The absence of a language which he considered legitimate, the pres-
ence of lives and life styles which condemned the life he knew and
cherished, in combination with the rejection of his attempts to bring
his own experiences and values to bear on the literature which he
read; were the sources of the self-hatred which he saw as one result
of attending school.

Joan Baratz (1974), in "A Cultural Model for Understanding Black
Americans," offers one explanation for this gap between that which
is lived outside the school and that which occurs inside. Baratz draws
a clear distinction between educationthe transmission of culture
and schoolingthat part of culture taught by professionals in orga-
nized institutions. In societies in which there are few major differ-
ences between the cultural values of groups of individuals, schooling,
and education are not sharply divided or at odds with one another. In
more heterogeneous or more complex societies, the gap between the
two may be great.

In a heterogeneous society . . . if the schooling that was origi-
nally generated by one segment of the society is foisted onto
other elements of thLt society, there may be a discontinuity
between the expectations, attitudes, and values taught in the
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home cultuW and the ones that are Implicit or explicit in the
school culture, the school culture having been imposed onto the
children from diverse backgrounds (1974, 112-13).

The world which Brown saw in school was a world which denied the
existence of the language he had learned. He did nor see the expres-
sive forms of that language, the dozens, signifying, or sounding
in the literature which he was required to read. His response with
minor variations is echoed in both the fiction and nonfiction written
by a widely diverse group of writers.

They (blacks) view their language as part of them, not to be
demeaneda linguist would go farther, and say that all dialects
are equal, that black speech is as good as any other. If it is not as
fashionable as Back Bay Bostonese, it preserves what the fa-
shionable dialects never had and would have been lost except
for the so-called dialect speakers (Laird 1973, 134).

The preceding statement is taken not from a black linguist, but from
Charlton Laird. Frantz Fanon (1967), in Black Skin, White Masks, makes
a case for the relationship between language and culture and between
language and power. To abandon one's language is to abandon one's
way of thinking and to abandon one's culture. "A man who has a
language, consequently possesses the world expressed and implied by
that -language. . . . To speak a language is to take on a world, a
culture" (1967, 16, 38). By the same token, to abandon one's home
language is to reject the culture which is directly linked to that
language.

If language is more than mere word, gesture, tonal variation, and
so on, literature is more than the sum of the words and events which
it includes. Literature, employing language as one of it4 components,
offers readers an image of the world, a culture. It reflects not only
the world of the readers, but connects that world to other possible
worlds. At its best, it gives the readers a clearer understanding of
themselves and the culture in which they live. The individual who is
unable to readand "reading" is always something more than the
process of decoding sjrmbols is deprived of just those liberating and
consciousness-expanding Experiences that literature affords. The
book is for that person "a universal blank."

How do we exploit the power of literature to clarify and expand
the world of the reader? We would want to be sure that we arrange
for a reading experience that reflects the way we apprehend ourselves

gio and our relationships. If awareness and maturity develop in such a
way that we first expand our consciousness beyond the self to the
closest others and thence to more distant others, one method of
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organizing reading experiences would be to assure that they follow a
similar pattern: a movement from the more to the less fami). ,r. David
Dorsey, in "Minority Literature in the Service of Cultural Fluralism,"
puts it this way:

Because literature jexpresses the most cogent propositions by
implication, it relies directly on the primal perceptions. When
the reader's experience and perceptions do not correspond with
those of the text, "noise" is immediate and conscious . . Only
literature can objectify one's own value system, from the com-
munal. Only by defining cultural differences can one consciously
identify one's own culture in oneself (1977, 17-18).

Literature forces us to know who we are by knowing the "other" of
the literature which we experience. The difference between our own
world and the other world of literature is the source of the "noise"
referred to by Dorsey. If the "noise" is too great, if we can see
nothing of our world or our home language in the literature, we
maylike H. "Rap" Brownnot be able to hear the voices which
speak to us through the works which we read. "Noise" is to be
desired; too much "noise" is to be avoided.

How do we, as teachers, prepare ourselves to make the fullest use
of our students experiences in making our selections? in presenting
these works to students? It would seem that early in our planning
we would want to know as much about the home language of our
students as possible; that we would want to grant that language a
dignity equal to that of other languages; and that we would admit
that language to the classroom. Equally important would be our
knowledge of the experiences which our students brine to the class-
room and to our selection of literature which recognizes those experi-
ences and which attempts to give them coherence and aesthetic form.
We need to know, in short, the relationships among literature, lan-
guage, and life; in particular, we need to know thi 'relationships
among black literature, black life, and so-called mainstream literature.
J. Lee Greene, in "Black Literature and the American Literary Main-
stream," offers one way of approaching the latter task.

To assess properly and to appreciate fully the literary achieve-
ments of black writers in America, one must focus on the ways
in which the two literatures (black literature and "Mainstream"
literature) differ. The literary devices in black American
literatureimagery, symbolism, language, structurehave been
molded by the cultural experiences of its writers. And while
those experiences are distinctly American, the critical tools used
in the study and appraisal of traditional American literature
cannot always be strictly applied when determining the literary
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achievements of black American writers. And it is technical artis-
try, rather than sociological import, that distinguishes black
American literature as literature of merit (1977, 28).

This isf not to say that the critical tools possessed by the literature
teacher who has no training in the teaching of black literature are
useless. Rather, Greene would argue that application of these critical
tools will be similar whether we are dealing with black or mainstream
literaturesimilar, but not identical!

Much of the discussion above assumes a comparative approach to
black literature, an assessment of its conformity to and its divergence
from the "mainstream." The teacher must ask the following: What
are the dominant themes? Are they the same as, different from, or
slight variations on traditional themes? What is the function of lan-
guage in the work? Do we hear a single languageldialect or has the
a: List used a combination of sweat patterns? What is the relationship
of literary allusions to the cult* out of which the work comes? If
modern literature is encyclopedicthat is, it subsumes much of the
tradition which precedes itwhat must the intelligent reader know
of that tradition if he or she plans to read modern works?

We need to understand the cultural tradition out of which litera-
ture rises because literature reflects culture. It helps us to discover
where we stand in relationship to our culture and where that culture
stands in relationship to others. It is not an accident that Langston
Hughes (1974) symbolizes his beginning to study life by throwing
away his books. The books he discarded in The Big Sea did not tell him
what he wanted to know about life. He had to plunge into that sea
and discover it for himself before he Amid write. Other writers
followed a different path. For Richard Wright in Black Boy, books were
a source of liberation.

I concluded the book with the conviction that I had somehow
overlooked something terribly important in life. I had once tried
to write, had once reveled in feeling, had let my crude imagina-
tion roam, but the imp to dream had been beaten out of me
by experience. Now it ed up again, and I hungered for
books, new ways of looking and seeing. It was not a matter of
believing or disbelieving what I read, but of feeling something
new, of being affected by something that made the look of the
world different (1966, 272-73).

Books wet.^ the source of "new ways of looking and seeing." What
was life like for that individual who did not have the gift of reading?
for whom books were dead? We find such a person in _American Hunger.

"Can't you really read71 I asked.
"Naw," she giggled. "You know I can't read."
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"You can read some," I saki
"Naw," she said.
I stared at her and wondered what a life like hers meant in the
scheme of things, and I came to the conclusion that it meant
absolutely nothing (1977, 32).

This focus on the liberating and life-giving power of books is not
limited to Wright; it is repeated in numerous slave narratives, novels,
poems, and plays by black Americans. For those who were able to
enter the world of books, reading represented an expansion of life, a
raising of the low ceiling of expectation which James Baldwin saw as
limiting the growth of black people. The presence of books was im-
portant, but more important than that was the presence of books
which spoke to the needs of the reader, which told him or her some-
thing important and which generated a minimum of "noise."

Cora, in Alice Childress's recent novel A Short Walk, experienced
interfering "noise" from books early in life. At the Onward and
Upward School for Colored Children, a black-run preschool experi-
ence, she is struck by the characters in the reader used in class. She
asks if Ned, the central character in the story, is white. Miss Emily
answers.

Sho, Ned is white. What else he son be in a white folks' book?
You ain't write a book, is you? Ned gotta be white and his hair
yaller and his eye gon be blue . . . Even the blind see that.
(1979, 54)

Miss Emily's blindness is not limited to her sightless eyes, but Cora is
a different kind of person. She sets about shaping a life different
from the world of Ned. She is determined to see black and to see it
dignified. She is a writer, a new black writer.

The experience of literature often leads to writing. The "number of
writers who are determined to do something about the gaps they
experience in reading are legion. The number who want to emulate
an admired model are just as numerous. Others, realizing from their
reading experience that the life they experience can and ought to be
the subject of literature, join the ranks with as much enthusiasm as
the first groups listed above. Readers frequently write! Reading pro-
vides both inspiration and subject matter for writing. It shows us
that we can use writing to give shape to our experience, to share
that experience and, as was true of Wright, to fight.

It had been my accidental reading of fiction and literary criticism
that had evoked in me vague glimpses of life's possibility . . . It
was out of those novels and stories, out of the emotional impact
of imaginative constructions of heroic and tragic deeds, that I

251



William W. Coot

felt touching my face a tinge of warmth (mm an unseen light,
and in my leaving I was groping toward that Invisible light (1966,
283).

-Literaturc gave Han a hf. and a Lsible future. It also gave him a
method for dealing with that life and that future. "Could words be
weapons? Well, yes, for here they were. Then, maybe, perhaps, I
could use them as a weaixmr (1966, 272). He learned that words
could say and do what he wanted them to sly and do. He learned
that they could be a defense against a life which threatened to crush
him, and he learned that they could be shaped into a weapon to be
used in his struggle against his enemies. He could shape a literature
from these words that would include him, his needs, and his
experiences.

Langston Hughes, like Wright, knew the power of literaterre. He
also knew the importance of a literature that reflected the world of
his black readers. He was aware of the limitations which American
society had placed upon black writers. One of those limitations had
to do with invisibility.

They were not taught. Julian Mayfield was asked to name the black
writers who influenced him. His response to this question is indica-
tive of the invisibility suffered by those writers who attempt to get
on paper the life of black Americans. "In the early years there were
no black writers who influenced me because I don't recall that I knew
of any (other than the poet Paul Laurence Dunbar). I don't believe a
single black writer was ever mentioned in any of my classes" (O'Brien
1973, 143). They were discouraged from making full use of their
materials. John O'Brien, who reported the interview with Mayfield,
also records the following comment by Arna Bonternps.

The white aesthetic eliminates folk sources and sociological
topics; it says that these are not legitimate material for art. If
you accept that, you really eliminate the black writer's whole
range of experience from serious literature, because a third of
all he knows is folk and about another third is classifiedrather
arbitrarily---as "sociological," and only one-third comes out of
the traditions of the English language which he is using. He is
so inhibited that he's left out (1973, 5-6).

They were misread. According to john'O'Brien, critics have failed to
read black literature as literature, as art.

The black writer is rarely talked about as an artist. Such matters
as style, form, structure, symbols, and characterization are usu-
ally ignored by critics. Most criticism of black literature is de-
voted to a discussion of the "message." This indifference to form
has led to the great misunderstanding about themes (1973, xiii).
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Hughes was determined to correct this situation; he was joined by a
number of other artists. His "The Negro Artist and the Racial Maul-
lain" (1974; 190) was a kind of literary Declaration of Independence,
an announcement that he would place' black faCes and black life on
the printed page and on the stage.

But someday, semebodyil
Stand up and talk about me,
And write about me
Black and beautiful
And sing about me,
And pu4 on plays about met
I reckon it'll be
Me myself!
Yes, it'll be me.

Our task, as the following selections will show, is to bring that
world into our classes, to deal with it as art, to explore its language
and its people, and to provide for our students the liberating of the
mind and spirit that is the result of close contact with great art. What
follows are a few suggestions as to how this might be done.
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From Oral to Written: Origins of a
Black Literary Tradition

Martha K. Cobb
Howard University, Washington, D.C.

In the year 1919, author and scholar W. E. B. Du Bois called a meet-
ing of black people in Paris; a Pan African Congress in concept as
well as in name. Those who attended included African stude.its in
European universities, blacks then on the European continent, and
those from the Caribbean and the United States. They met February
19, through February 21, of that year, establishing among themselves
relationships and guidelines, however tenuous, for future communi-
cation. If this early Pan African Congress meant new solidarity of
black peoples around the world, then its immediate fruits were dis-
appointing. Yet it furnished for the intellectuals and the politically
oriented delegates who came looking for answers to questions con-
cerning the black man's future a symbolic step toward collective con-
sciousness that overrode language, geography, and national status.

The Congress prefigured the emergence, in the United States, of
what Alain Locke in less than ten years was to call the "New Negro"
in a book by that title published in 1925. In Haiti it anticipated Dr.
jean Price-Mars's book, Ainsi parlu fon& (Thus Spoke the Elder), pub-
lished in 1928, which advised young Haitian writers to seek their
materials in history, the folklore, and the arts of their own race. In
Cuba, Fernando Ortiz in 1923 would publish Glosario de afronegrisnsos
(Glossary of Black Speech), which was to become a valuable source
of African references and of Cuban folk language and customs for
the poets who initiated Afro-Cubanism in their writing. And for
Africans, whose contjnent was still largely under the rule of European
states, the Congress produced a consciousness of political presence and
power that would later direct the African drive for liberation.

Black Literature in the Twentieth Century

Langston Hughes, born in 1902 in the United States; ',lopes
Roumain, born in Haiti in 1907; and Nicolas GuillEn, born in 1904 in
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Cuba, were subsequently...to be affected by this new consciousness
and were to contribute to it through their poetry and prose. All three
poets /natured in the first half of the twentieth century and wrote at
a time when racial awareness of a group socio-cultural consciousness
was beginning to articulate its values in the arts, particularly in music,
dance, and literature. They illustrate the scope of black literature, the
very concept of which poses a problem in terminology. Janheinz Jahn
(1968) attempts to resolve it by defining as "Neo-African" that litera-
ture written by black writers in a European language during and since
the era of colonization and slavery. Such writers are either Africans
or the descendants of Africans, and they write in the language of the
European countries which controlled their homelands or in the lan-
guage of the country where history has situated them. Chronologi-
cally, Neo-African literature extends from the medieval epoch in
Europe to the present century in the Americas. Geographically, it is
found in Africa, where literary works are being produced in English
and French primarily; and in those countries of the Caribbean, North,
and South America where the slave exile carried Africans.

For Hughes, Guillen, and Roumain, Neo-Africanism offers an ap-
proach to their works which takes into account the totality of black
literature: its racial orientation, modes of expression related to Afri-
can sources, historical experiences of African peoples, and its sense
of a common social experience whose human significance was carried
into the Americas and sustained in Africa despite the dismemberment
of that continent.

The Shared Experience

IntrOducing a comparative approach to black literature suggests a
vision of the whole, a dimension of literary reseal :h and teaching
that not only includes the African background and New World modi-
fications, but also seeks correspondences and cultural analogies which
appear in the thought, the expression, and the cultural artifacts of
literature, from the Caribbean, the United States, and South Ameri-
can countries. Writers other than Hughes, Guillen, and Roumain can
be selected from an English-speaking, a Spanish-speaking, and a
French-speaking country, but these particular literary artists best
exemplify the first significant stage of black literary development at a
time when the overflow of artistic ferment ensuing from the period
of the 1920s to the 1940s carried black creativity onto a world stage.

The concept of a Shared black experience emerges conjointly in
the islands of the Caribbean and in North and South America. Vari-
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antes in cultural development can be mainly attributed to language
differences and religious affiliations which are predominantly Protes-
tant in North America and in the English-speaking islands of the
Caribbean, but are Catholic in French-speaking, Spartish-speaking,
and Portuguese-speaking countries. Another differentiating factor
which has contributed to the social stratification within black com-
munities during and after slavery involves those European racial atti-
tudes which led to what we can call an Anglo-Saxon stance with
respect to social relationships in English-spe eking countries that was
distinctive from the Spanish, French, and Pot uguese colonial master-
slave, male-female relationships, where a more openly acknowledged
mixing of the races took place. And undoubtedly, but to a lesser
extent, different forms of government played a role in developing
distinctive aspects of black culture, but it iscertain that to most black
people there was little difference to be found in the governments
they lived under so long as they were enslaved, exploited, and suffer-
ing under the daily reality of racism.

It is evident from my approach here that I do not see literature
developing in a void unrelated to the cultural climate that directly or
indirectly governs people's lives. For black people, as for any other
people, literature projects the communal wisdom of a culture, the
survival strategies, hero-images, woman-images, social ordering, and
authority symbols that ultimately determine values. First, then, come
formal and thematic roots which thread their way through song,
story, poetry, and drama in patterns that reveal common elements
and bonds among the variant experiences of black people. One such
experience, for instance, is the particularity of black suffering which
will range in expression from the poignant to the polemic, and, as a
relief from the human situation, will as often as not include a mea-
sure of humor to throw in the face of life's paradoxes.

Hence in establishing a literary identity as one aspect of black
studies, investigators need to take into serious account black writers
in other parts of the Americas who express a racially oriented vision
of reality. What, we might ask, do we in the United States have in
common with them? What themes and images appear in the writing
of the Caribbean that we recognize as part of our own reality? And
what constitutes the underlying form of black writing across dis-
parate languages, geographic landscapes, and, national affiliations?

In seeking cultural continuities and corresponding literary patterns
that link a black aesthetic, I propose two approaches. The first focuses
on oral cultures in the Atrican tradition that survived the rupture of
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transplantation and reappeared in slave communities as diverse as
those of eighteenth- and nineteenth-century Uruguay, Cuba, Haiti,
Colombia, Santo Domingo, as well as in the United States. The sec-
ond is to link these residuals of African oral traditions to written
literature, taking into account those writers of the twentieth century
who have consciously sought ;to reflect and interpret a racial ethos in
their presentation of themes,and images and in the forms and styles
created by black communities.

Stephen Henderson in his critique and anthology, Understanding the
New Black Poetry (1973), rightly draws attention to the continuity and
thoknos (his italics) of the black poetic tradition in the United States,
suggesting its interaction on two levels, the oral and the written. I
would simply add that this orallwritten tradition has also maintained
itself outside the United States, in other countries 'of the slave dias-
pore. Henderson's call for a critical frame based on black speech and
black music as poetic reference further emphasizes the totality of a
black experience which literature communicates in a wide range of
countries outside the United States. However, to music and speech I
would add black religious expression as a creative source from which
all forms of the black aesthetic have drawn.

Elements of the Oral Tradition

When Africans arrived in the Americas, one of the first and most
carefully regulated interdictions was that which prohibited their
learning to read or write. Looking back from the vantage point of the
twentieth century, I suggest a two-fold outcome not totally inhos-
pitable to black men and women from Africa as they recalled and
handed down stork. and proverbs, some of which retained traditional
African characters in African tales. Moreover, they were forced to
depend on the ear as they acquired English, French, or Spanish. Thus
as they grasped and transmitted the vocal sonority of Old Testament
stories in the United States, they improvised tl,eir own versions of
what they heard, they took possession of the new languages they
were compelled to learn unassisted, and they gave to French, English,
and Spanish their own cadences, embellishments, and a style which
writers like James Weldon Johnson, Langston Hughes, and Sterling
Brown captured on the printed page in the United States and, which,
in non-English speaking countries, NicoLis Guillen (Cuba), Adalberto
Ortiz (Ecuador), Nicomedes Santa-Cruz (Peru', Jacques Roumain and
Philippe traniforrned into modern poetry. In
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Spanish and Francophone cultures, slave societies began to blend that
which was African with the pageantry and color of Catholic liturgy
and church precessions. Furthermore, in these countries, drums, less
stringently prohibited than in the United States, were reconstructed
by slaves with materials at hand, and used in a blend of African
rhythms with New World expression. The sounds and rhythms of
these drums will reappear in literature. In the United States, rhythmic
hand-clapping, foot-tapping, and instrumental effects such as that of
the banjo served as substitutes for the drums.

Clearly, history, social reality, and expressive style convert, Their
interweaving signals a process of transculturation leading to related
literary traditions. These traditions in their first stage then were
based upon an oral culture whose circle of creativity embraced reli-
gion, music and dance, folk wisdom, and mother wit as responses,,to
the immediate needs of enslaved peoples. Given the ethnic origins
and the common historical base of the slave diaspora, correspon-
dences in forms and subject matter held together despite geographic
and language differences. Here we can direct our attention to sam-
plings from early oral poetic expression recorded in diverse countries.
Later analogous stylistic devices and thematic concepts will appear in
written literature.

For instance, in the United States, auditory and visual imagery
combined with elements of selective improvisation to make state-
ments, to depict a concrete racial reality, to fashion out of the chaos
of slavery hero-figures and concepts of freedom, to protest social
conditions, and to express aspirations for a better future. Invariably,
a sense of "voice," of speaker-audience relationship, of the performing
power of the word come through clearly. Moreover, religious aspira-
tions became metaphors for freedom as in this example:

This ole ship is a reelin' an' a rockin'
This ole ship is a reetin' an' a rockin', rockin', rockin',
Makin' fer de promise Ian'

Alliteration and repetition not only assist memory, but also achieve a
sense of motion and rhythm which make the word and event whose
key idea is finding freedom, whether spiritual or physical. In the next
excerpt, again drawn from a religious context, sound-imagery enable;
listeners to "visualize" the event, while the use of the vocative, calling
directly upon God, establishes the dignity of the slave in relation to
the cosmogony that includes both the supernatuial and the natural.
Thus,

4
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Oh, the lightnin' flashin` an' the thunder rollin', rollin', rollin'
(three times1

Lawd, I know my time aint long; Lawd, I know my time aint
long.

Similar devices of combined style appear in the following passage.
With stress on sound imagery with a variation of thematic concept \.
that describes divine intervention on Judgment Day):

Don' yo' see de chariot ridin' on de clouds?
Dr wheels in de fire how dey roll, how dey roll!
O dat morn in' you'll hyar a mighty roarin',
When de Heabens fly away.

In contrasting oral context, themes revolving around women an-
ticipate to a great extent the later blues songs, and ultimatelx the
poetry of Langston Hughes or Sterling Brown. Thus,

I hate to hear my honey call my name,
Call me so lonesome an' sad . . .

Or

Brown skin woman, she chocolate to de bone . . .

v..$;le in a somewhat different vein, the knowing lines,

No need babe, tryin' to throw me down,
Cause I'm pO' boys jus' come to town . . .

and again,

I got a little black woman, honey, name is Mary Lu
Treats me better honey, heap better'n you.

The images employed in social statements describe poetically the
conditions of black peopleAtheir responses to those conditions, and
their desire to escape theror example,

Captain, captain, kow can it be.
Whistles keep blowin', you keep a-workin` me?

And

Cit up in mornin' when ding-dong rings,
Look on table, same ole things.

Unmistakably a comic element slides in, a self-mocking humor in the
two selections above, which the reader, thoftugh distanced from the
speaker's voice by time, geography, and expressive media, can still
hear, or even "visualize" from a printed text.

er
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In the following selection, theme and verbal art are integrated
more militantly:

Nia'n my pandner an' two'r three mo,
Goias' raise hell 'round pay car do'

Again, as in the religious expression, the need to break free evokes
sriking images.

Some o'dde mornin's bright an' fair,
Gwine to hitch my wings an' try de air.

The transplanted African had to organize his apprehension of a
new and alieh world from the immediacy of his own circumscribed
situation. It became a double vision of reality, created out of tensions
that easily recognized the differences between the life of the slave
and that of the master, as in these lines from the slave secular that
Frederick Douglass remembered hearing and which he placed in his
autobiography, My Bondage and My Freedom (1853):

0. "We raise de wheat
Dey gib us de corn
We bake de bread
Dey gib us de crust
We sif de meal
Dey gib us de huss . . .

Every line indicates how dearly the slave perceived the irony of his
position. ,

The call-and -responses, so much a part of Negro spirituals, work
songs, and seculars, demonstrates the circularity of human relation-
ships that binds each to' the other. Hence the members of the audi-
ence, touching one another in 'the circle, face the leader-speaker and
confirm their relations ip by response to his words. Each is a dynamic1;1

anfil unbroken part of t e whole.
Thomas Wentworth Higginson recorded this example in Army Life

ids a Black Regiment . . . 1,srhich begins with a call and a response:

!n de mornin'
In .ie mornin'
Chille'n? Yes, my Lord!

There is no set paitern for call-and-response, although when the
leader forms a question the auditors_ respond, most often with a
"shout." Work so s, road songs, prison songs, as Sterling Brown
points out, invite r ythmic shouts in time to bodily movement:
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If I'd hadhunh
My weight in limehunt:
I'd a-whupped my captain
Till he went stone-blind.

The Black Oral Tradition in Other Languages

257

Traits; .. Africans in the Spanish and French Americas have
voiced their themes in oral patterns reflecting their cultures and
their African heritage. From Argentina, a declaration of love,

Morenita, morenita
ht amor me mata
quireme, morenita
no seas ingrata.

In Venezuela, religion is the subject,

Negra foe Santa Efigenia
la madre de San Benito
Negros fueron los tres clavos
con que clavaron a Cristo.

Colored girl, colored girl
Your love is killing me
Love me, colored girl,
Don't be so mean.

Black was Saint Ephigenia
The Mother of Saint Benito
Black were the three nails
With which they nailed ChriSt.

A more militant theme that connects religion with freedom appears
in nineteenth-century oral expression from Uruguay,

Quiero ser fibre
put' fibre nacI

, :oci
amo que Dios.

I want to be free
Since I was born tree
And I knew
No other master than God.

and it ends with the chorus that discloses a wry sense of humor:

Collate moreno
to digo
dilate de hablar
si tl amo fe oye
icaramba!
to pa a castigar

prom Haiti, the theme of fighting
call to battle:

Grenadiers a l'assau!
Ca qui mourri affair( 4 yo'
Nan point maman, nun point papa!
Grenadiers a tassaut!
Ca qui mourn zaffaire it yo!

Keep quiet, colored man
I tell you
Stop your talking
If the master hears you,
The devil!
He's going to punish you.

for freedom appears in a poetic

Grenadiers to battle!
Whoever dies it's your own affair.
Not your mama's, not your

papa's!
Grenadiers to battle!
It's your own business, who dies!
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Early political songs illustrate
that will concern Haitian writers
lines like the following:

Eh hien, cts muliltres
Dis /aches astrefois
Savent-ils se bathe
Campes dans ies bins?
Ces 'fires a tear suite,
V 0$45 font prendre la fulte
Vive l'independance!

the theme of black vis-a-vis mulatto/
in the twentieth century, containing

Oho! these mulattos
You call coward before
Do they know how to fight
Camped in the woods?
And the blacks, now
Are they making you take flight?
Long live independence!

In addition to patriotic content, early Haitian poetry contained trib-
utes to women, sung and recited in the Creole idiom. These themes
later migrated into the written forms of standard French and were
expressed in a wide range of poetry by Francophone writers of the
twentieth century.

In other parts of the French- and Spanish-speaking Americas, col-
lectors of folk expression have recorded call-and-response arrange-
ments, the interplay between speaker/leader/singer and his or her
audience, often with an added dimension which blended Catholicism
with remembered rituals of traditional African ceremonies,

In searching for order and meaning in the new reality, black men
and women utilize old forms as far as possible, particularly as they
functioned on a social level to teach, to persuade, and to dissent. In
the New World, the old underlying patterns mixed with new folk
materials, imagery, and symbols to penetrate the complexities of
human existence. It remains to be seen what the final outcome of the
transition from the oral-aural traditions to a body of written litera-
ture will be, what is gained, and what is lost thereby.

We must concern ourselves, therefore, with another stage of black
literary development. While folk oral cultures were asserting their
own identity in song a'id story, there were a few black men and
women, given the advantage of an education, who could read and
write in English, French, or Spanish, and who learned to accommo-
date their published works to prevailing Eurypean literary standards,
They were, in effect, colonial writers, not dissimilar from white writ-
ers of the time who produced a colonial literatire in the Americas.
Far fewer in number than their white counterparts, they nevertheless
appeared with a moderate degree of consistency in the eighteenth
and nineteenth centuries in scattered regions, among them Cuba,

and the United States. These writers cannot be said to consti-
tute the beginnings of a literary movement, for very good reasons.
They were too isolated, hence largely unaware of each other's exis-
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tence, and their ccess to writin and publishing was contingent on
factors too far be nd their con to allow them to present them-
selves with any deg of regulars to a reading public. Their works
are important, however, because they signal both the dilemmas and
the promise of black literature, which, in the twentieth century,
writers like Langston Hughes, Jacques Roumain, and Nicolas Guillen,
among others, would try to resolve. They also demonstrate the pre-
carious oral-written axis on which black literary art turned before
finding its own balance and direction among the emerging New
World cultures.
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The Afro-American Griot

William W. Cook
Dartmouth College, Hanover, New Hampshire

The gospel must be published among all nations. But when they
shall lead you, and deliver you up, take no thought beforehand
what ye shall speak, neither do ye premeditate; but whatsoever
shall be given you in that hour, that speak ye; for it is not ye
that speak, but the Holy Ghost.

Mark, 13:10-11

No story can live if it is read from a paper.

James Weldon Johnson's God's Trombones was published in 1927. The

work contained eight sermonlpoems which were based on Johnson's
memories of black folk preaching. Johnson did not attempt to repro-
duce the language of the sermons as he had heard it. He says of a
user of that language: "He had the power to sweep his hearers before
him; and so himself was often swept away. At such times his lan-
guage was not prose but poetry" (Johnson 1927, 5). He also comments

on the vocal instrument which was the vehicle for this poetry.

He brought into play the full gamut of his wonderful voice, a
voicewhat shall I say?not of an organ or a trumpet, but
rather a trombone, the instrument possessing above all others
the power to express the wide and varied range of emotions
encompassed by the human voice (1927, 7).

The relationship of the sermon to the Biblical text was at its best
tenuous. "A text served mainly as a starting point and often had no

relation to the development of the sermon" (1927, 4).
Johnson, although he was aware of the music of the preacher's

instrument and of the sermon itself, chose to avoid another musical

referent: he chose not to reproduce the sermons in the dialect of the
speakers. He did this in spite of his realization that "dialect is the.
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exact instrument for voicing certain traditional phases of Negro life"
(emphasis mine). He concludes that because of this, it is "a quite
limited instrument." For Johnson, there were two stops on the dialect
organ: pathos and humor. Because it was not "capable of voicing the
deepest and highest emotions and aspiration," it prevented the artist
from dealing with "the widest range of subject and the widest scope
of treatment." Johnson chose not to use this variant of American
English in his sermon/poems.

Modern students, having the benefit of the research of language
scholars like Dillard, Smitherman, Dalby, Kochman, Labov, and oth-
ers, and the systematic studies of black folk culture done by re-
searchers like Jackson, Abrahams, Rainwater, Hurston, Dance, Jahn,
Dollard, and Dorson (to name only a few), may find Johnson's atti-
tude rather quaint and naive, but would find it difficult to dismiss
some of his observations. Johnson's introduction points to a number
of those characteristics of the black folk sermon which those re-
searchers who have followed him deal with in more systematic ways.
He recognizes in the idiom of the black preacher "some kinship with
the innate grandiloquence of their old African tongues: He recog-
nizes in the texts a fondness for "big words" for the sound of elo-
quence and erudition.

The old-time preacher loved the sonorous, mouth-filling, ear-
filling phrase because it satisfied a highly developed sense
of sound and rhythm in himself and in his hearers (Johnson
1927).

This same love for the "sound of sense" (to steal a phrase from Frost)
can be found in black artists outside the United States. Sepe in the
Thoby-Marcelin brothers' All Men Are Mad, a Haitian novel, displays
not only a love for grandiloquence but also for extended narrative or
narrative sequencing.

All I can deduce from-That sordid a-mtl crude asbeit very fragrant,
misadventure is that the infernal fire of original concupiscence
was lustfully burning in the demented seat of her volcanic
sexuality (Thoby-Marcelin 1970, 139).

Verbal decoration and elaboration shape the work of the Caribbean
calypsonians and chantwells. Like them, the black folk preacher is
the master of the power of Nommo; like them he can trace this
propensity to African roots. African griots are interested in the
"flourish of words."

2 I) 5
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So strong is this tendency to construct and deliver sounds that
. it appears the bard is frequently driven to formulate various words

that have no traceable meaning but are simply there to give the
impression of a rich phonological repertoire (Okpewho 1979,
224).

Roger Abrahams in a chapter devoted to verbal contest and creativity
describes the sacred and secular function of the man of words. In
both instances, he is connected to power and sexuality.

His ability with words is as highly valued as physical strength.
. . . It may seem strange that preaching demands the same type
of avid control and had the same emotional basis in sexually
oriented contests as singing, but such is the case. Not only do
both require the ability to persuade and to construct effective
imaginative playgrounds (for example, in the use of Bible stor-
ies); both also involve the overt contest of words (Abrahams
1970, 59-60).

The ability to create witty turns of phrase, to play on words is pos-
sessed by the best folk poets. "Brothers and sisters, this morning -1
intend to explain the unexplainablefind the undefinableponder
over the imponderableand unscrew the inscrutable" (Johnson 1927,
4-5). The performance does not betray itself by lapsing into the
cadence of everyday speech. Word and gesture are formalized and
heightened. Narrative lines are embroidered, pitch and volume varied
more than in casual speech; and variations in rapidity of narration
are frequent. Once the black folk preacher becomes the vessel of the
word, his performance takes on a chanting tone. Sentence and phrase
units are shortened and produced in recognizable patterns. These are
punctuated by responses from the congregation and are marked by
shouts of encouragement and affirmation. In this they are not unlike
the narrative recitations of the West African griot. African audiences
inject themselves into the griat's narrative, and they do so in response
to specific signals, for "oral performance alerts usby a recognizable
technical and structural deviceto significant moments in the story
. . . when the audience 49 considerably impressed by. a turn of phrase,
a well-represented detail, or even a histrionic movement by the bard.
. . . A member of that audience throws out a phrase instantly in
recognition of the bard's excellence. . . . These phrases of call-and-
response" are the way in which the audience signals "its recognition
and encouragement of the bard's good job" (Okpewho 1979, 212).
Other characteristics of the heightened portion of the narrative are
the dominance of active verbs and of action itself. Single word modi-
fiers and descriptive passages are used as intensifiers of the action.

c7.111ii
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Musical Elements

Johnson, in his description, notes still other characteristics which
mark a successful oral sermon. He comments on the use of musical
referents (particularly on the use of the spirituals), the singing and
moaning which accomp;ny the most effective sermons, and the im-
portance of kinetic elements"He strode the pulpit up and down in
what was actually a very rhythmic dance"like gesture, pantomime,
and dance. The intoning and chanting described above is more "musi-
cal" than casual speech. It "is always a matter of crescendo and dimin-
uendo in the intensitya rising and falling between plain speaking
and wild chanting. And often a startling effect is gained by breaking
off suddenly at the highest point of intensity and dropping into the
monotone of ordinary speed(' (Johnson 1927, 10). The shifting from
casual speech to the chant is found in a number of oral narrative
traditions, but it is especially important to traditional African per-
formances. In that tradition, the griot uses the chant to signal signifi-
cant prospects of action. They are "recognized and realized in an
instant chant. . . . The climactic chant is also employed at moments
when heroic figures deliver a boast" (Okpewho 1979, 215). The chant
serves to heighten and dramatize those moments which are not nar-
rative in the strictest sense of the word; they signal dramatic and
emotional highpoints and are a "worrying" of the narrative line.

Because the sermons, like spirituals, blues, calypso, ijala, halo, and
!fa recitations are not structured according to syllable count, as is
much European poetry, another performance tradition is necessary if
the chanted portions are to have the rhythmic effect which they
should. Since lines may be and usually are of uneven length, the
singer must perform them as equal rhythm units. Melisma, bent
tones, and worrying the line are techniques which make possible
stretching shorter lines in order that they may be synchronous with
longer lines. Longer lines may be made to conform to shorter lines
rhythmically paired to them by rapid delivery.

Since chanting is the performance mode which the black folk ser-
mon adopts, a more detailed description of the technique of chanting
and its influence on the "shape of things unknown" is in order. John
Bennett's observations (1900 are helpful here, for they are mated
with an attempt to present formulaic portions of the sermon with
musical notation. (Bennett does not use the term "formula," but he
did understand the technique.) The chanted sertnonfprayer can be
found throughout much of nineteenth-,and twentieth7century litera-.
Tuff. 127iinbarAntebelruifi iferinon' catches not only' the-- tone .61

f-.
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the sermon, but also its use as a weapon against the enemies of the
community; its way of "hitting a straight lick with a crooked stick."
J. W. Johnson's versions have already been mentioned. Langston
Hughes exploits both the humorous and serious potential of the
form in his poems, stories, and tales. His Jesse Semple is a secular
and sacred man of words. Zora Neale Hurston records most of
the text of "Behold the Rib" in Mules and Men (1935), even though
she, like most of her Harlem ;Renaissance colleagues "regularizes"
the language.

William Faulkner, even though he could not rid himself of cer-
tain received racial stereotypes, does recognize the black folk sermon
as a distinct and powerfully moving art form. Rev. Shegog's sermon
in The Sound and the Fury follows the pattern of chanted sermons
recorded by scholars in the field: it begins in a kind of standard
dialect but then moves into a chanted black dialect. "They did not
mark just when his intonation, his pronunciation became negroid;
they just sat swaying a little in their seats as the voice took them
into itself." Ellison's Homer Barbee delivers a sermon on one of the
most popular themes in the canon: the train journey. The protagonist
of Invisible Man in his speech before the Brotherhood demonstrates
the secular uses of the oral sermon. (No paper this length can do
justice to the rich store of folk material which Ellison includes in the
novel That study is yet to be undertaken. The novel is without peer
in its accurate rendering of black folk art and in the variety of samples
presented.) Baldwin, given the intensity of his lovelhate relationship
with the black folk church and his early career as a preacher, can be
expected to reflect the pulpit styles of that church. He finds his
greatest moments of eloquence when he surrenders his text to the
cadences of the sermon. Sister Margaret in The Amen Corner,,and
Meridian Henry in Blues for Mr. Charlie express themselves through
the medium of the sermon. Gordone in No Plate to be Somebody has his
protagonist/narrator Gabriel use the sermon form to launch his at-
tack on the black church and its leaders. His "Whiter Than Snow"
sermon, like Baldwin's Go Tell It on the Mountain and most black folk
sermons, depends for much of its meaning on otAr knowledge of song,
The "March an Washington" sermon exhibits the satiric potentiatof
the form.

Bennett presents the climax of the chanted portions of the sermon
in the following transcription:

"Now l gwine tell you erbout dese hebbenly manniehs. Wen de
Chiller uLlsrum-srun .wuz..een de. Wildahness.-um num. <ley -had
nutt in' ter eat an' tuh drink-mmm!" His voice now rose to an
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ecstatic shout, half a recitative and half a chanting song, in the
midst of the words, like some stringed instrument playing, sub-
ordinate, through a chant; and at every humming pause, he bent,
and kissed the Bible lying on the altar before him: "An' de brooks
wuz gone dry-nunin, an' de springs wuz tun ter dus-mmmm . . .

an' dey shill hongry no md-mmmat . . an' de Lo'd -mmm 'e say
tuh of Moseh-nutn 'Moseh-minium! Mo-seh-inninunr 'W'at yo'
want, Lo'd7 W'at yo' want-mmm7"Go, Moseh-mmtnmmmmtn,
go, go; an' smote de rock-anum!' an' dey shill thusty
no mo-ntininTni An orMosifi-mmm, 'e gone, an' e smote-
mmmmm de rock-nimmnil . . . and dey shill thusty no mo'-
mmmmmmmmmm! An' de hebbenly manniehs fell lak fall de
midnight dew-mmmmuim! An' dese manniehs bin erbout de
bigness er a w'ite bean, so long, an' so big-mmmm . . . an' de
Lo'd say ter de Chalet/ ob Izrum-mm, `Go, go; pick 'em up fo' yo'
famblies; go, git yo' breakfusses, an' yo' dinnahs, an' yo' sup-
pahsr An' dey gone, an' dey pick 'em up, an' dey eat dey fill . . .

an' dey shill hongry no mo'l An' de angel showed John a bushel
medger er dem hebbenly manniehs . an' dey shill hongry no
mo' . . . no mo'- minmmmm!"

The Climax

As an illustrati MI, this sample presents many of the characteristics of
the sermon climax. Because the purpose of the preacher is less intel-
lectual than emotional, the preacher will climax his sermon in a vision
ui joy and celebration no matter what his text. He wishes to move,
to exhort his listeners, to bring down the spirit. The service of which
the sermon is the center piece is more invocation than adoration.
The selection above is marked by elaboration of narrative, the use of
formulaic words and sounds (the text itself becomes a formula: "They
shall hunger no more; neither shall they thirst."), dramatic action
(kissing the Bible, pantomiming the size of the manna), dramatic
dialogue which as a result of its patterned repetition in the sermon
becomes another kind of formula, homely speech, and imagery ("what
you want, Lord?" and comparing the manna to a white bears), and
the interspersing of musical figures into the text of the sermon.

Henry Mitchell (1970), in describing the climax of the sermon,
misses the point when he criticizes it as not resisting the temptation
to digress or destroy the logical .symmetry of its ideas. He states: "the
black climax is not required to teach or deal with concepts or to
convey facts," and adds the opinion that at that point in the sermon,
the "black preacher has shifted from objective fact to subjective tes-
timony." He gives way to "I." Mitchell concludes that the formulaic

2' 3
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climax, which usually deals with heaven, the cross, or the reward of
the faithful, leaves something to be desired.

In the area of creative and relevant climax, the black pulpit needs
improvement badly, but it has within its tradition the elements
of its own perfecting. Its greatest lack has been at the point of
not being aware of the need of such discipline as this (Mitchell
1970, 190).

The formulaic climax which Mitchell deplores has as its purpose the
uniting of the preacher with the congregation-He shifts to the sub-
jective in order to offer his personal testimony to the truths which
he has expressed and to demonstrate his closeness to his co-
worshipers and their everyday experience. The very language illus-
trates this.

I said I'm in trouble this evenin'
I need someone to go all night long '

If you never hear rtiz no more
Keep your hand, in God's hand

)on't worry Saint Paul about folk misusing you
No no don't worry about folk misusing you
The Christ of the Bible sooner or later,

is gonna overtake them
He's my speed-cop
See he's my speed-cop
Amen!

Those of us who have gotten citations
You're in a huzry, left late
Amen and you're overspeedin'
Oh yes I've gotten them
Amen
And the moment you least expect, the Highway Patrol
You look up in your rearview mirror and you see a
red light
Blinking in your face
He's overtakin' you
So it is with the Christ of the Bible
You may mistreat me
You may talk about n.e
But just keep on livin'
The speed-cop gonna take care of it.

(Rosenberg 1970, 193-194)

The metaphor is drawn from the common experience of the people;
it is drawn out. The preacher presents his own experience and assur-
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mice as token of the assurance all can expect: Thr testimony is not
only framed in the words and actions which the co.lgregation knows,
it is also framed musically, by songs which are familiar to the entire
group. What is important is not the logical felationstiip'of this climax
tq what has preceded it, but its emotional rightness. Doubt and tribu-
lation must be resolired in ecstasy and assurance; the Holy Spirit must
be invoked to the extent that worshipers experience spirit possession.
(I choose to call this the logic of the spirit.) For these reasons, what-
ever the subject of the sermon, the preacher turns in the climax to
standard themes: the triumphal entry into heaven, the punishment
meted out to the enemies of the tribe, the rewards due the faithful,
and the glorious reunion with the Saints who have gone on before
us. Since the purpose of the service Is to invoke the spirit, to have it
manifest itself in the worshipers, the sermon has failed if no spirit
possession takes place.

The sermon is the culmination of an ever ascending spiral which
satisfies those who need essential information for the mainten-
ance of their lives,

The Text

The text is not all. It is a source and a subject for creation and verbal
elaboration. Narrative sequencing, as is obvious from the above
example, is something other than telling a story. It is the elabora-
tion of that story, the linking of it to the everyday world of
the worshiper.

The black preacher scripture more for the interpretation of
recent experiences than for predicting the future or for detailed
prophecy. The literal, impersonal us.e of the scriptures would be
foreign to this mind and spirit (Mitchel! 1970, 113).

Modern preaching, even in black, must lend interest to the text
rather than assume that widespreA interest in it already exists
(Mitchell 1970, 118).

For the black preacher, the Bible exists more "as an inexhaustible
,source of good, preaching material than as an inert doctrinal and
ethical authority." He depends, therefore, less on logical persuasion
and argument and more on probing the depths of the Biblical text,

_examining* linking it to the world of his co-worshipers In doing so
he avoids heavy dependence on historical and philosophical theories
of ordering. His is a present-centered world.



265 illiam W. Cook

formulaic Structure

Like most oral narrative, the black sermon depends heavily on
formulaic structures for its success. Milman Parry in Studio in the Epic
Technique of Oral Verve Making (1930) defines the formula as "a group

ti of words regularly employed under the same metrical conditions to
express a given essential idea" (Parry 1930, 30). Rosenberg (1970)
alters this definition slightly. For him, sermon' formula systems are
"groups of words, which, when recited, are metrically and seman-
tically consistent, related in form by the repetition and identical place-

\ men{ of at least half of the words in the group." If one accepts the
\isefulness and rightness of worrying the line, melismatic singing,
hnd metrical and syllabic suppression, Rosenberg's definition can be
elpful. It fails, however, to account for call-response formulae which

may vary greatly metrically but. which are introduced regularly and
rhythmically into the body of most black follesermons. The responses
vary in length and in intensity but they are patterned and are a part
of Ow folk knowledge of the people. Our definition of forMulas then
must include them; must account for formulas which arq repeated
ver6tim, formulas which are metrically consistent though slightly
altered mid formulas which are repeated in varied meters although
they May be introduced at regular ad predictable intervals.

The, call-response pattern is familiar to most students of African
and A(ro-American art. Okpewho's description of African call-
response patterns has been discussed earlier. These same patterns
can be found in black sermon recitations.

If the black preaching tradition is unique, then that uniqueneu
depends in part upon the uniqueness of the black congregation
whir. talks back to the preacher as a normal part of the pattern
of worship (Mitchell 1970, 95).

This talkirig back will take the form of rhythmic exclamations like,
"Yes, Lords" "My God, my God!" "Oh, Yes!" "Hallelujah!" "Preach
the word, brother!" These are rhythmic repetitions of key words
uttered by the preacher; or moaning or singing accompaniment to
the sermon. The response may not always be verbal,. Percussive re-
sponses like hand-clapping or foot-stamping, and gestures like hand-
waving or jerking are as frequent as verbal responses. These re-
sponses may have .as their purpose encouragement of the speaker,
approVal" of his ability or of the accuracy of his statements, or the)
may be reflections

o
spirit possession. When the latter is the case

the responses frequently give way to holy dancing, laughing, o
1;
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speaking in tongues. The intensity and rapidity of the responses
increases as the emotions of the wozphipers become so intense that
they can no longer be contained. At this point, the congregation and

lhe'spirit possessing are in control of the sermon. The good preacher
moves with this emotional tide; he does not try to stem or redirect it.

Other formulas include praise names of the divine"Sweet Mary's
babyl," "0 Wonderworking Jesus!"for holy persons"Po'left lone-
some Mary! " --and for sinners. Incremental repetition of stock
phrases from the Bible form another kind of formula, for they are
repeated in extremely varied sermon situations. These are sometimes,
but not always, variations on the text of the sermon. Still another
formulaic utterance is the song lyric or title. The congregational
response and the sermon itself frequently allude to or quote song
titles or lines. These may be picked up and lined out" during the
sermon. They may be led by the preacher, a deacon, church mother,
or any motsiber of the congregation. Individual members will have
favorite songs which they may hum or moan when the spirit is upon
them, and these may not always be sung by other members, but th
individual is not deterred from singing his or her religion.

Standard rhetorical devices, in addition to those already mentioned,
include dialogues of temptation. These are usually signalled by the
introduction into the narrative of an indefinite antagonist--"Some-

_--body said, The road is too weary"'; of a divine intercessor (note the
conversation between God and Moses quoted earlier in this discus-
sion), or a diabolical enemy. (Olmstead (197Q) describes such a mo-
ment in his description of a black service.) Frequently these dialogues
consist not only of verbal exchanges; they are acted out. Another
rhetorical device, the narrative sequencing mentioned earlier, is also
signalled in the body of the sermon. Patterned phriises such as "With
the eye of faith, I can see you now,' "My Bible tells me that he went
to island of Patmos," or "Can you see my Jesus sitting there sur-
rounded by his enemies ?' serve to signal extended narrative or de-
scriptive moments. Request for divine guidance and for the collabora-
tion of the congregation is formalized: "Help me, Lord, to preach yo'
word this evening!" "Help him Lord!" Testimonials to the redemptive

thpower of gce and especially recitations of the ent of salvationit
are introduced by stock' phrasgs like "I don't kno about you, but I
have determined to follow Jesus." "I remember, the day \ and hour
when the Lord spoke peace to my soul," and "I know I have a'building
not made with hands" are part of the ritual of testifying. FinAly, the
preacher invites members of the congregation to open their hearts to
the power of the spirit: "Have I got a witness?" "Let the church say
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amen." "If you been redeemed you can shout and sing." "If you kn
the Lord in the redeeming of your soul, let me see your hands."
"Somebody here knows about the power of the Lord."

The sermon, which becomes a vehicle for comment on the er(peri-
ences of the congregation, includes political, social, humorous, and
even sexual references. It communicates because it is deliver0 in the
language of the congregation; it employs rhetorical devices with
which they .- -e familiar.

,
/ To lose one's language is to lose one's identity. To refuse to

learn and use the people's language is an affront to the people
one presumes to serve (Mitchell 1970, 150). /

It is no accident that Ellison's invisible man is a man who does not
know his own" language. He speaks the language and uses the words
oc others, and because he does, he must journeY/ back to the lost
language and the folk games built around it. He 'must learn to say
"no" to the enticements of those who want to remake him in their
image. Only then can he have a voice in his own de'stiny.

Du Bois devotes the closing chapter of The lift of Black Folk (1961)
to religion, and his comments on the African- ess of black American
traditional religion are a fitting close to thi discussion. There are
African survivaIs in the religion of black A erica. Although slaves
lost their kaguage and many of the !rad' ional social and political
structures which had sustained them in th it home, they retained an
:African" attitude toward art, toward my ement, and toward nrisic
and language. They also retained much of their origin :l religion.

The vast power of the priest in the African state still sur-
vived; his realm alonethe province/of religion and medicine
remained iargely unaffected by the/plantation system in many

'an important figure on the plants on and found his function ai:.
til'important particulars. The Negro p lest, therefore, early i.,:.-cam.:

the interpreter ii the supernatutal, the comforter of the sor-
rowing, and as t e one who exprsed, rudely, but picturesquely,
the longing and disappointment c4f a stolen people (Du Bois 1961,
1132.-83).

Johnson closed his introduction( with the following statement: "The
old-time Negro preacher is rapt y passing. I have here tried sincerely
to.fix something of him" (19' , 14). Johnson's obituary was a bit
premature. The black folk pre cher has not disappeared. He has led
S.C.L.C., has created Operat on P.U.S.I1., and has so! I records. In
the process, he has helped shape the direction of American religion
and the art of public speech. /

1'1
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Exploring Multi-Ethnic Literature
for Children through a Hierarchy of
Questioning Skills

Sharon White Williams
Hampton Institute, Virginia

Through the art of memorable words and captivating illustrations,
multi-ethnic literature brings delightful, rich experiences to children
exposed to it in meaningful and varied ways. It further provides
invaluable opportunities for authors and illustrators to interact with
children's imagination and critical thinking habits and abilities.

There is need for teachers to continue exposing children to differ-
entiated cognitive processes. Certainly one vehicle to encourage chil-
dren's thinking processes while effectively guiding their literary
experience is for teachers systematically to utilize questioning skills
that promote thought patterns on varying levels.

This article presents Benjamin Bloom's six levels of cognitive
processes as one method which teachers may use to develop a hier-
archy of questions for effective teaching of multi-ethnic literature
(Bloom et al. 1956). A description of the six levels is first presented
and followed by a hierarchial sampling of questions pertaining to
multi-ethnic children's books. Moreover, since the teaching of litera-
ture iiicludes aspects in the affective domain, it is essential that some
attention be devoted to samples of affective questions.

Bloom's Level of Cognitive Processes

272

KnowledgeKnowledge questions require the recalling of specific
facts or the reciting of directly stated information. Such ques-
tions are usually characterized by key words such as "who,"
"what,""where,"and "when."

Comprehension Questions on the comprehension level call for the
explaining of information or the rephrasing of acquired infor-
mation in one's own words. Such questions generally contain

)

f
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key words such as "compare," "contrast," "explain," "rephrase,"
or "explain in your own words."

ApplicationApplication questions elicit the application of previ-
ously acquired information to determine one correct answer.
These questions often contain key words such as "classify,"
"employ," "apply," or "solve."

AnalysisQuestions on the analysis level call for the identifica-
tion of motives, the drawing of conclusions, or the deriving of
evidence. These questions include key terms such as "analyze,"
"support," or "conclude." They further ask students "why."

Synthesis--7Questions on the synthesis level elicit the making of
predictions or the solving of problems having varied answers.
They include key words such as "develop," "construct," "pre-
dict," "design," "produce," and "what happens if." They also
stimulate creative thinking.

EvaluationEvaluation 'questions are described as representing
the highest level of cognition involving making judgments, for-
mulating opinions, providing personal reactions and criticisms.
These questions are usually characterized by key terms such as
"give your opinion," "judge," "validate," or "argue."

Hierarchical Sampling of Questions Pertaining to Multi-Ethnic
Children's Books

I. Haley, Gail E. A StoryA Story (New York: Atheneum, t970).
A. Suirttit.iry

A Story--A Story, the 1971 Caidecott winner, shows Ananse,
the "spider man," using his cleverness, bravery, and wits to
buy the Sky God's stories. As his reward, Ananse takes the
stories, now called "Spider Stories," back to earth, where
they are scattered to the corners of the worldA truly
delightful and tender book, filled with a sparkling dia:ogue
and captivating illustrations.

B. Sample of Story -Re! ted Questions
1. Knowledge

a. Who was the main or principle character in A Story- - -A
Story?
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b. How did Ananse capture Osebo, the leopard-of-the-
terrible-teeth; Mnboro, the hornet-who-stings-like-fire;
find Mnoatia, the fairy-whom-we-never-see?

c. What did the Sky God want for his stories?
d. Who wanted the Sky God's stories?

2. Comprehension
a. Explain in your own words the main idea of A StoryA

Story.
b. Describe how Ananse told the leopard to play the

binding game.
c. Compare and contrast the personalities of Ananse with

Osebo, the leopard-of-the-terrible-teeth.
d. Describe, in your own words, the technique Ananse

used to capture the hornets-who-sting-like-fire.,
3. Application

a. Would you classify, A StoryA Story as fantasy or real-
ism? Explain.

b. After reading A StoryA Story, choose at least one posi-
tive idea about elderly people 'you think the author
wants the reader to grasp.

c. Give an 'example of an illustrator of children's books
who utilizes woodcuts as an illustrative technique.

4. Analysis
a. Support or refute the idea that Osebo was an incon-,

sideratt person.
b. Analyze the language that the author uses to deter-

mine what effect it has upon the readers.
c. Compile evidence to support the following statement:

Ananse was clever in capturing his victims.
d. Analyze the 4SpeCi5 of A StoryA Siwy, which you fed

are similar to Pandora's Box or Br'er Rabbit and The Tar
Baby.

5. Synthesis
a. Predici %Oat you feel would have happened if Ananse

had failed to obtain the Sky God's stories.
b. Develop a dance depicting the mood or temperament

of Mnoatia, the fairy-whom-we-never-see.
c. Design an alternate plan for Ananse to capttge

Mnbort), the hornet- who stings -like -fire.
d. Write a position paper in which you communicate how

A Story --A Story could be used to demonstrate clever-
ness to children.
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6. Evaluation
a. Assess whether or not your friends would -enjoy A

Story-4 Story. Substantiate your feelings.
b. In your opinion, what could Nyame have done with

his prisoners? Explain.
c. Give your reaction as to whether or not Ailanse and

Nyame made a fair trade. Justify your beliefs.
d. In your judgment, what implications can be drawn

about the illustrations contained in A StoryA Story in
their relationship to the story's contents.

IL Isadora, Rachel. Ben's Trumpet (New York: Greenwillow Books,
1979).
A. Summary

Ben desires, moire than anything, to be a °trumpeter al-
b though he only plays an imaginary instrument. His dream

finally comes true when a musician in neighborhood night-
club discovers his ambition. An endearing story accented
with extraordinary and striking ill trations.

.B. Sample of Story-Related QuestioAs
1. Knowledge , r

a. Where does the story, Ben's Trumpet, take place?
b. What are the names of two instruments' Ben hears at

the Zig Zag Jazz Club?
4

c. What is the name of the musical instrument Ben pre-
tends that he plays?

d. What is the name of the club Ben visits every day on
the way home from school?

2. Comprehension

a. Explain how you think Ben felt when the. boys laughed
at him.

b. Discuss the reason why Ben had no trumpet at first.
c. Express Ben's attitude toward music.
d. Discuss and compare Ben's feelings at the beginning;

of the story with his feeling's at the end of the story.
3, Application

a. Give an example of a time your peers laughed at you
for something you did that did not fit the norm.

b. Demonstrate the way Ben felt when a member of the
Zig Zag Jazz Club said, "Come on over to the club,
and we'll see what we can do."

c. Classify Ben's playing the trumpet on his way from, schoo as happy or sad.

.

41
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4. Dramatize haw Ben's face looked when the other chil-
dren laughed at nim.

4. Analysis
a. Support your reason(s) for liking or disliking the story,

Ben's Trumpet. Explain why.
b. Analyze Ben's reasons for pretending he had a

trumpet.
c. What conclusions can you draw about Ben's interest

in the musicians?
d. Analyze the language structure used in the book ?Ben's

Trumpet, to determine how it helps to achieve the
author's general intent.

5. Synthesis
ia. Predict what would have become of Ben if the trumpet

player had not come out on a break and seen Ben
sitting there. What effect would the consequences
have had on Ben's later life experiences?

b. Write a sequel to Ben's Trumpet in which Ben has
another childlike experience.

c. How can parents, teachers and other concerned citi-
zens improve the life-styles of the other "Bens" in
America?

,. Evaluations
a. Assess the potential which Ben's Trumpet has for initiat-

ing group discussions relating to emotional crises in
life. Present personal reactions.

b. Judge the significance of the story in terms of authen-
ticity of the characters and story plot.

c. Revise the story 4nd place Ben in a middle-class family
which gives him a trumpet at an early age. In your
judgment, would Ben's experiences reflect these por-
trayed in the book? Explain.

d. Critically analyze the illustrations portrayed in Boils
Trumpet in order to determine their relevancy, appeal,
and appropriateness.

III. Yarbrough, Camille. Cornrows, illustrated by Carole Byard
(New York: Coward, McCann & Geoghegan, Inc., 1979).
A. Summary

Through the stirring voices of Mama and Great Grammaw,
a moving, poetic story unfolds which explains the historical
significance of the hairstyle patterns of cornrows and their
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symbolizing courage and strength for outstanding Afro-
Americans. The book contains remarkable illustrations.

B. Sample of Story-Related Questions
1. Knowledge

a. Define what is meant by "cornrows."
b. What are the names of some of the cornrow styles

presented in Cornrows?
c. Identify the main characters in Cornrows.
d. What is meant by the term "suku"?

2. Comprehension
a. Explain the origin of cornrows.
b. Compare and contrast the cornrow hairstyle to the

traditional style Japanese women and children wear.
c. In your own words, summarize the story Cornrows.
d. Describe in your own way, the story character, Me-

too.
3. Application

a. Apply information obtained from reading Cornrows to
demonstrate how cornrows are made.

b. How would you classify the book Cornrows? As fantasy
or realism? Explain.

c. Give an example of another children's book which con-
tains the same theme as Cornrows.

d. Present an example of how the story, Cornrows, con-
tributes to the understanding of important traditions
of black Americans.

4, Analysis
a. Analyze the authenticity of the characters portrayed

in Cornrows.
b. Appraise the value of the story Cornrows in terms of its

interest to children of other ethnic groups.
c. Explain why prominent black leaders were included in

Cornrows.

d. Present evidence which indicates whether or not a
change in your attitude regarding the "cornrow" hair-
style occurred after you read the book Cornrows.

5. Synthesis
a. Produce appropriate music and sound effects Which

may be used in retelling Cornrows.
b. Design your own cornrow hairstyle. Try it out or a

friend. Explain the significance of your design.'
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c. Why do you suppose Camille Yarbrough, the author
of CcIrrirotbs, used poetic words, captivating illustrations,
and rhythm to convey the story?

d. Write a poetic sequel to Cornrows.
6. Evaivatirri

a. What do you feel would have happened to the cornrow
teadition if the first weavers had not been captured?
Explain.

b. Explain why you believe Cornrows is or is not a good
book which positively promotes black awareness and
pride.

c. What is your personal reaction to the language content
of the book? Justify your.reaction.

d. In your opinion, to what age group could you recom-
mend Cornrows?

Just as there is a need for black children to be stimulated by, ques-
tions which require cognitive responses in understanding multi-ethnic
literature, there must be further exposure to questions in the affec-
tive domain which engender emotional responses or reactions.

'Following, then, are some sample questions in the affective domain
that relate to the study of the three multi-ethnic children's books
previously presented.

1. After reading Ben's Trumpet, how do you think Ben felt when he
no longer had to play an imaginary instrument when the trim-
peter in the Club let him play a real trumpet?

2. As a result of listening to A StoryA Story, put yourself in
Ananse's place when Nyame, the Sky God, revealed the price
he had to pay in order to buy his stories. Share your emotional
feelings and thoughts:
a. Would you have thought the price was too high and tasks

too difficult for you to accomplif:h?
b. Would the tasks have been a challenge to you?
c. Would you have given up?

3. In the book Cornrows, which part of the story inspired you the
most? Fpress your feelings in such a way that others can
share them.

Children need to become increasingly aware of the value and sig-
nificance of multi-ethnic literature. They must be stimulated by a
variety of questions that are both cognitive and affective. This article

4
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has presented sample questions which teachers can use to promote
such an understanding and stimulate children's thinking habits and
abilities.

Reference
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Literature and Black Children.

Jane Hornburger
Brooklyn College, CUNY

"A first step in the development of effective reading/language arts
skills is the interest students have in the materials; young people
enjoy books and stories-that portray real life sifuations with which
they can identify" (Hornburger 1975, 22). To have appeal, the reading
matter not only must be appropriate for students' reading levels, it
must also be what they consider relevant and meaningful. We know
from our own experience and from research (Belloni and Jongsma
1978) that children work better and learn better when dealing with
materials they like. Other 'studies since 1955 have consistently shown
that children learn better From materials they enjoy.

If books and stories are to be effective in achieving instructional
goals, they must be selected on the basis of attitudes, interests, and
aptitudes of the learners. Their interests are strongly influenced by
the times in which they live, and, therefore, the benefits of these
interests can best be reaped through book content and illustrations
that reflect life the way it iswith all of its joys, sorrows, pressures,
anxieties, aspirations, and achievements. Since many black students
have strong ties with their ethnic group, materials portraying them
in ways that build positive images worthy of respect and dignity could
prevent the student alienation which often leads to disruptive be-
havior and low achievement. Teachers will certainly want to use some
materials which reflect life and environments different from those of
black students, since it is good practice to use works by and about all
ethnic groups. Honest, sensitively written books and stories whatever
the setting avoid characterizing blacks as weak, ignorant, subservient
beings but instead accurately reflect the perspectives and feelings of
this group through character behavior, content, and illustrations. (See
also Rosenberg 1973.)

280
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%Fruiting Achievement through Literature

Black youngsters easily relate to books such as The Soul Brothers and
Sister Lox (K. Hunter); Canalboat to Freedom (T. Fall); I, Charlotte Forten:
Black and Fret (P. Longsworth); Malcolm X: Black and Proud (F. M. White);
and The Story of Stevie Wonder (j. Haskins). They enjoy reading about
today's life and times, people they know, such as Stevie Wonder
who, in spite of his handicap, has excelled as a composer, singer, and
recorder, and has won ten Grammy Awards and recorded seventeen
gold records. They also enjoy reading about the past if the character
images bolster their egos and engender pride in their race as do
ektracters such as Lou (The Soul Brothers and Sister Lou), Lundius (Canal-
boat to Freedom), Charlotte (1, Charlotte Forten: Black and Free), Benjamin
(Benjamin Banneker: Genius of Early Black American Scientists), and Malcolm
X (Malcolm X: Black and Proud). Such characters understandably arouse
pride in black readers and lead to increased satisfaction and achieve-
ment. In his eulogy of Malcolm X, Ossie Davis said, "Malcolm was
our manhood, our living black manhood! And in honoring him, we
honor the best of ourselves" (Co lquit 1978, 193). Black citizens/
characterspast or present who exemplify characteristics which
one youngsters admire, overtly or covertly, "turn them on" to read-

ing. Our heroes are not always their heroes.
In The Essentials of Education, NCTE advocates teaching/learning ac-

tivities tIbt enable children to: utilize a combination of kill feelings,
and knowledge to assist them in coming to terms with their world;
realize the interdependence of skills and content; and gain an appre-
ciation of other languages and cultures. Literature can be of great
value in achieving these goals. Many children learn best through the
active classroom participation that literature offers in abundance. One
of the greatest advantages of using literary activities is their adapta-
bility and flexibility; most of them can be used with main), achieve-
ment levels. Activities such as the following are appropriatoto several
achievement levels and help to develop a variety of language arts

Teachers can help black children understand, accept, and respect
people with dialects and ways of life different from their own by
usirFg well-known books, such as 'Huckleberry Finn by Mark Twain,
Strawberry. Girl by Lois Lenski (New York: Dell, 1975), and Newbery
winner Bridge to Terahithia by Kathryn Patterson (New York: Thomas
Y. Crowell, 1977). Students may choose to read about cane Of the
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black Americans listed below and share information with classmates
in oral or written form, explaining how the, nation has benefited from
that Asiierican's invention and telling why,they chose that person for
a report.

Dr. Charles Drewinvented 'a Method for preserving blood
plasma, The Blood Bank
Dr. Danieljiale Williamsperformed the first successful open
heart surgery on a human being
Jan Matzeligerinvented the shoe-lacing machine
Garrett A. Morganinvented the three-way traffic light
Frederick McKinley jcinespidnepred refrigeration engineering,
invented portable air coolers for transfer trucks
Robert Rillieuxrevolutionized the sugar industry with his in-
vention of the Multiple Evaporation process

(The persons above and their patent nt,,!:ers are included in Robert
C. Hae ders's Eight Black American Inventors ariA in his Seven Black American

Scientists.)
Oral expression can be enhanced and ppecial 'interest categories

determined by letting students choose a person from the following
list; organize and hold a debate involving some issue or cause involv-
ing that person:.

Frederick Douglass
Marian Anderson
Crispus Attucks
Benjamin Banneker
Jane Addams

Willie Mays

Harriet Tubman
John. F. Kennedy

05.5ie Davis

Ralph Erunche

Althea Gibson
Wilma Rudolph ,

Martin L. King, Jr.

at
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.Thurgood Marshall

Benjamin O. Davis

(Most of the foregoingare included in Brown and Brown 1968.)
Critical and creative leading requires children to judge, reason

about cause and effect, make inferences, compare, and synthesize.
To read critically means to "read between the lines," a skill that is
often necessary for a full understanding of an author's message.
Critical reading involves not only the two lower skill levelsthe
literal and the interpretativebut also a much deeper level of engage-
ment. It requires the reader to evaluate, to give reasons why one
answer is better than another, to pass judgment on the value and
truthfulnesi of what is read, toircompare it with personal ex5eriences
and known standards, and to create concepts applicable to situations
different. from those in the text. CrFative thinking and creative read-
ing reqtijre that the student judge what is read, bring new insights to
it by seeing the same information-from a different point of view,
extend what has been read or create something different.

Jane Porter has described the benefits of children's discussion of
literature. "Discussion can be encouraged and inquiry, judgment, and

, interpretation of literature strengthened-when provocative questions
are tised as stimulants to student involvement and interaction" (1973,
191). LiyOy discussions usu4ily grow out of well-formed questions
which discourage one-word or factual responses and motivate think-
ing and talking. Large- or small-group discussions based on literature
provide the stimulus for meaningful group interaction. A wonderful
source of help for this purpose is The Web (a quarterly journal of the
.Center for Language, Liter4ture, an Reading, Ohio State Univer-
sity). The Web reviews children's boo s and offers suggestions for
their use.

After a book has been read by an entire class or a group of
children- lr read by the teacher to the class or groupmany creative
activititi , follow. Literature-based questions that aid in the de-
velopmei.. Jiticalicreative treading skills might include some similar

$ to the following:

Why do you ,think the atithor wrote this book?
Do you think the authqr is thoroughly familiar with the topic?
is she or he likely Co be kiased7 Why do you say so?

Has the author implied things not stated direlly? How can you
tell?

. :
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Dpi the dialect and dialogue sound realistic? Why? Why not?

Within the storyrtting, are the characters believable? Why?
I" low do you feel about (charactir's) behavior? Would you have
,iscted the same way? Differently ?' Why?

/Does the story ending seem reasonable? Why do you think so?
Why do you think,Stevi(Tke Story of Stevie Wonder) objects when
people attempt to "label" hiM?
Genny's father has moved out of the house (Talk about a Family,
E. Greenfield, 1978). Who do you think will become family
leader now? , E $

What do you think might have been ome of the reasons why
(title) was named winner of the (away )?

Summary

Bringing chit ren and books together through active involvement can
provide grey benefits, among which are sustained reading interests
and achiev nts in all the language arts. Since most literary activi-
ties require tudents to use many skills, experiences, and feelings,
they learn to do problem solving by dealing critically with situations
presented in the books. The interdependence of skills and content
becomes evident as students learn the skills necessary to reading,
writing, listening7and speaking in connection with book activities.
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The Black Teenager in Young Adult
Novels by. Award-Winning Authors

Rosalie Black Kiah
Norfolk State University, Virginia

In a pluralistic society where racH, cultural, and social diversities
abound, each group eventually develops traditions and special inter-
ests. Within each group bre exhiliard mutually shared experiences
that are unique to and characteristic of people of the relatively same
background. It is the sharing of these experiences th..t provides a
cohesiveness, or feeling of togetherness to a particular group. These
experiences become crucial and salient to the members of the group
as they strive to maintain and preserve that which gives thesis a sense
of worth and self-identification.

Identity and self-esteem of black children has been the subject of a
number of studies. Ward and Braun (1972) conducted a study on self-
esteem and racial preference in black children. This team of research-
ers used an adaptatiou of the Clark and Clark doll test, using puppets
instead of dolls (one black and one white) to test sixty black girls and
boys between the ages of seven and eight. The group was equally
divided between suburban and inner-city school children. The results
in no way paralleled that of the Clarks. Instead, Ward and Braun
found that black children growing up since 1963 rejected the white
models in preference for the black models. This led the researchers
to conclude that various social changes, as well as social and political
movements (i.e., "black aWarenes) movement") have been effective
in causing these children (who ale now sixteen and seventeen years.:
old) to identify and adopt their own group as acceptable.

Capitalizing on this study and similar ones, the 1900s and. ;970s
saw an outpouring of black-oriented books for children. More and
more writers of fiction andlaoetry offered the bfick child alternative
reading fare; black biographies and information books were also well
representel As a result, the market was flooded with "made-to-
order" books about blacks that generated a great deal of controversy,
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particularly among segments of the black community. The Contro-
versy dealt with the false image drawn from "collective experiences"
of black people.

What, then, are these "collective experiences?" They are what the
writer chooses to call the "salient shared experiences." By definition,
they are those dominant beliefs, values, cultural and institutional
arrangements, that are shared by the majority of the black popula-
tion. These institutional arrangements fall into three categories: the
family, the social world, and the worlJ of work.

An examination of sociological research reports reflecting the sal-
ient shared experiences of black people in the United States reveals
that the study of black family life has received extensive attention from
social scientists, which accounts for the volumes of work done in this
area. The social world of black people, examined somewhat less has
been found to be divided into two subgroups: Interim Institutional
Arrangerrients (formal groups) and Leisure-Time Activities (informal
groups).

,The formal arrangement group includes the block church, the sec-
ond most important institution in the black community. Leisure-Time
Activities, which are informal arrangements, consist of "the Street,"
or "the Stock" (which is a social institution frequented by people of
all ages), and group socialization.

Probably the activity that blacks participate in most readily is work,
because work is a major indication of one's well being, status, and
future outlook, and constitutes those activities people engage in to
make a living. Hence the third in the category of institutional ar-
rangements is the world of work.

Using these categories, the writer carefully extracted statements
and phrases from sociologial studies that revealed salient shared ex-
periences of black people in the family setting and the social world (to
include the world of work) and placed them in ydirectioa" categories
(favorable, unfavorable, and neutral). The purpose was to analyze
the effects these experiences had on the protagOniSt as reflected in
the fictional accounts.

The books for analysis had to meet, the following criteria:

1. They were limited to those that were classified as contemporary,
realistic fiction written for young people of approximately
twelve to sixteen years of age.

2. Consideration was limited to fiction published between 1964 and
1979, The beginning date was considered important in the his-

,
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tory of black people because of the passage of the 1964 Civil
Rights Act, for example. No poetry, drama, historical fiction,
fantasy, biographies, or factual books were used in thc study.

3. The protagonist had to be black, and the main action of the
story had to focus on black people.

4. Only those books that had received significant literary awards
or were written by authors who had received such awards in
the years before 1964 for books about black people were
considered.

\5. The action in these stories had to have taken place in contem-
porary times. This action should have paralleled the publication
date, but not have preceded the last twenty-five years.

6. Texts of the stories were used to gather the data. Illustrations
werenot tkonsidered as a means of gathering data.

Over eighty titles met the first five criteria with only thirty-five
receiving significant literary awards or having been written by award-
winning authors who had previously written books about black peo-
ple in the United States. The annotations that follow are representa-
tive of how the black teenager is depicted ill young adult novels by
award-winning authors.

ponhAm, Frank. Durango Street. New York: E. P. Dutton & Co., 1965.

Rufus Henry has only been released from the forestry camp
two days when he finds himself in trouble with the Gassers, an
organized fighting gang. He has been warned by his parole offi-
cer to stay out of trouble and away frtnn gangs, but Rufus-
knows that the only way to survive in the Durango Housing
Project is to join a gang. He moves on to become headman of
the Moors. Fighting gangs.are the central focus of this story.

Mystery of the Fat Cat. New York: E. P. Dutton & Co., 1968.

When fire destroys the Dogtown Boys Club; Buddy Williams
and three of his friends look toward the inheritance that will
come to the Boys Club as a resource for rebu&ling the club. This
inheritance can only be collected after the death of a rich, fat
cat,ahey begin to put together evidence that will prove that
the Mcut is dead and has been replaced by another cat. Adven-
tures abOund. Many references to family unity are made as well
as references to leisure-time activities for youth.

29z
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lb Black Tanga fa Yosaig Adak Novels 239- The Nifty Grittti. Nor York E. P. Dutton & Co., 1968.

The hopes and dreams. of Charlie Matthews go unnoticed by
his mother and father, but not by his teacher, Mr;:loia..Fre-
quent visits 'by Isis Uncle Baron are always well received by
Charlie who plans to ttavel with his uncle the next time he
comes tp visa' the Criily. FAriiily and kinship bonds are high-
lighted in this story.

?al Cat; New York: E. P. Dutton & Co., 1971.

The teenager and the world of work are the focus of this story
as Buddy Williams and his friend's initiate a hauling service to
earn extra money. Organized gang behavior is highlighted in
this story, but not toward violence.

Hey, Big Spender! New York: E. P. Dutton & Co., 1972.

Cool Hankins is selected by Breathing Man to distribute a half-
million dollars to the needy in the community. One adventure
leads to another as Cool goes about his appointed task. Refer-
ence made to family life and the world of work in this story.

The Golden Bees of Tsdami. New York: E. P. Dutton & Co., 1974.

Cool Hankins, a high school senior and city boxing champion is
being pressured by Turk Ransoin, the leader of nine Dogtown,
gangs to join up. Cool is against joining gangs as'well as fearful
of the powerful Turks. A handsome dirscan on a mysterious
mission with'a hive of golden bees stePin just when all seems
lost. Aside from organiied gang behavior, kinship bonds are
evidenced in this story.

Graham, Lorenz. North Tcwn. New York: Thomas Y. Crowell Co.;
1965.

David Williams and his family ifiove to North Town from the
South after several unpleasant experiences with prejudice and
violence. They 'find that the differences are not that great in
the North. This is a very moving story of family life and the
world of work as David becomes head of the house during the
prolonged illness of his father.

. Whose Town? New York: Thomas Y: Crowell Co., 1969.

Racial tension is the theme of this story as David Williams and
his friends are attacked by a group of young white boys at a
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. carry-out restaurant. Family strength and unity are highlighted
in the story.

Return to South Town. New York: Thomas Y. Crowell Co., 1976.

This novel rounds out the two above and the earlier one, South
Town (Follett, 1958). It is the powerful story of David Williams
and his return to the community that he left as a teenager.

Greenfield, Eloise. Sister. New York: Thomas Y. Crowell Co., 1974.

This novel embraces many aspeeftrof the human. experience
life, death, love, laughter, and sadness. All of these are carefully
documented by thirteen-year:-old Doretha (or "Sister" as she is
known to the family) in a book she calls her "Doretha Book" as
she observes her older sister withdraw from the family follow-
ing the death of the father. Family strength and Kinship bonds
are present in this story.

'Guy, Rosa. The Friends. New York: Holt, Rinehart & Winston, 1973.

Fourteen-year-0d Phyllisia Cathy has just moved to Harlem
from the West Indies. Her adjustment to school is slow, coupled
with the problems of copiiig with her strict father. She is be-
friended at school by Edith Jackson,* very sloven and unkempt
girl. At first Phyl refuses Edith's friendship, but eventually she
comes to rely one it. Family problems are highlighted in this
story. The later sequel to this book, Edith Jackson (New York:

'Viking, 1978), is a moving story of a black teenager who tried
to keep her family together after the death of their palints.

Hamilton, Virginia. M. C. Higgins, the Great. New York: Macmillan,
1974.

Family life is the theme of this story as an Ohio hill boy tries to
con* to a decision about the future of his family and their
home. Family unity is stressed throughout the story with
unusual relationship existing between father and son.

The House of Dies Prrar. New York: IVIkmillan, 1968.

Thomas Small's father has a college teaching position in a 'town
in Ohio and has bought an old house that once served as an
Underground Railroad Station. Set contemporary times, this
is a suspenseful story of the Small family and their experiences
in Dies Drear's old house. The black church receives attention
In the story together with emphasis on the strong family ties.

ti`J 4.2
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The Planet ofjunior Brown. New York: Macmillan, 1971.

The major theme of this story is survival. Buddy, a "street
child," befriends obese junior Brown. After several traumatic
experiences with his mother and his piano teacher, Junior col-
lapses, It is at this point that Buddy takes him to one of his
"planets," an underground lifideou4 kir homeless children. The
message is friendship and brotherhood, and although the boys
are black, the author does not give the story a racial overtone.
The "street" is highlighted in this story as unwanted and mis-
understood children band together to help each other.

Zeely. New York: Macmillan, 1967.

Elizabeth "Geeder" Perry and her brother spend the summer
on their uncle's farm. It is when Geeder finds a photograph of a
Watusi queen in an old magazine that she is absolutely sure
that Zeely Tayber, the girl on the next farm, is a direct descen-
dant of this queen. This es the story of how Geeder is brought
face-to-face with her African heritage.

Hunter, Kristin. Guests in the Promised Land. New York: Charles Scrib-
flees Sons, 1973.

A collection of eleven short stories that tell of the experiences
of black teenagers and the way they cope with their environ-
ment. The stories run the gamut from ddmineering mothers to
rival street gangs.

..T4 Soul Brothers and Sister Lou. New York; Charles Scribner's
Sons, 1968.

Louretta Hawkins is torn.between militancy and moderation in
thin story of blacklife in the ghetto and the effect it has on the
youth. Pride in heritage,* gang, behavior, family life, and the
church are highlighted in this story.

Jordan, Jim. His Own Where. New York: Thomas Y. Crowell k'1).,
1971.

The focus of this story is on the universal experience of being
in love. Buddy, sixteen, and Angela, fourteen, are In love. They
turn their backs on society and begin, to livz their lives together
in an abandoned house in the cemetery. A few references are
made about kin sharing responsibil&ty for child-rearing as Buddy
finds himself on his own with his mother gone and his father
hospitalized.

4,
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Lipsyte, Robert. The Contender. New York: Harper & Row, 1967.

Alfred Brooks is a high school drop-out who has to make a
deeision between going straight or joining a gang. He byes with
his aunt and his cousins in a Harlem apartment and works in a
grocery store. This is a story of identity and survival aiuisof
how nonconjugal members aided Alfred in making his decision.
Visiting kin frequently are stressed in this story as Alfred, his
cousins, and his aunt *visit an aunt in Queens on a regular basis.

Mathis, Sharon Bell. listen for the Fig The. New York: Viking, 1974.

This is a family story that centers around Marvina Johnson, a
black sixteen-year-old blind girl, and her widowed mother. The
story takes place during the Christmai holiday which marks the
year-old murder of Marvina's f;ther. Her Mother turns to
drinking in her grief and Marvina is torn between ,remaining
home with her mother or attending her first Kwanza, an Afri-
can harvest celebration. Nonconjugal members are also high-
lighted in this story.

Tearsie Full of Roses. New York: Viking, 1972.

4 This is a family story about three brothers: Joe, Davey, and
Paul. Joe, the middle son, is emotionally the strongest.. He
-dropped out of school to help Davey, the youngest' son, get
through high school and on to collige. Davey is smart and good
at basketball. Paul, the oldest of the three Voys, has just been
released from the hospital after nearly dying from an overdose
of drugs. Of the three boys, Paul is the mother's favorite. She
makes no pretense about it as the events of the story unfold.
An elderly aunt and an invalid father complete the composition
of the household.

Myers, Walter Dean. Fast Sam, Cool Clyde and Stuff. New`York: Viking,
1974.

Francis "Stuff" Williams, who is now eighteen, tells about the
time when his family first moved to 116th Street. In this story,

recalls the friendships he made, the adolescent joys and grief,
the "hanging around" on the steps or at'the club, and his coming
of age during 'the five years he lived in Harlem. The story. tells
of the teenage life-styles of these Harlem youngsters as well as
the families.

lkm
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Mein and the Reissians. New York: Viking, 1977.

Dean accidentally knocks down Drusilla, a Mojo lady, while
° having ;bicycle race with Kitty. Drusilla vows to get the person
responsible. Convinced that he has a voodoo spell on him, the
gang devises a plan to "unfix" Dean from the spell placed on
him by Drusilla. A humoroiss story that brings together teen-,
agers bent on helping each other.

The Yong Landlords. New York: Viking, 1979.

This lighthearted story features the same teenagers from the
other Myers books. The new addition to the gangis Paul: The
story is based on the acquisition of a slum building by the gang
and, their efforts at restoring it. An excellent example of non-
violent gang behayior.

Rodman, Bella. Lions in the Way. Chicago: Follet, 1966.

Eight black students enroll in previously all white Fayette High
School. The story is about the week-long events that changed
the entire coMpusition of the community. Although the main
focus is on segregation in education, references are made to the
families of the black students as well as the black church.

The implications of the -findings and conclusions of this study
indicate that writers of chiktren's contemporary realistic fiction about
black people in the United States, for the moot part, are serving as
"reporters" on the aspects of the salient shared experiences of black
people as they "see" them. Basically, the authors are saying that all
people, regardless of their race, national origin, or ethnic affiliation,
are similar in their experiences. The black experience is not as sim-
plistic as that, The black experience expands the world of experiences
which in many war: influences our experiences in the United States.
Blaik people have a whole normative world and as such should be
represented this way in the literature about black people. The val'.4es
and protective attitudes toward kin andothers who are not blood-

. 'related is an example of this. Moreover, there is considerable flexi-
bility in the roles assumed, and the emphasis is on the importance of
the role rather than upon who performs it. These examples of salient
shared experiences and othertishould be portrayed in such a way
that the reader will recogi ize *tem as a source of cultiral diversity
that accounts for the greatness of our society.
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Many of the authors the stories tend to focus totally on the
familial aspects of the salient shared experience of black people. The
black family is a very important institution in the black community,
but black people do not exist solely in the family.

Another important finding is that many of the writers are con-
sistently writing about the deplorable ugliness of ghetto life. What is
implied here is that more writers need to present both sides of the
issue, thereby presenting the "big picture," which would ,hot result in
"blaming the victim." Writer Frank Bonham, who had the largest
number of titles represented in the studydoes not present a way of
life in which the black child can see himself anDiis people presented
in a positive way. The Bonham books abound with stories op orga
nized gang behavior and fighting gangs, phenomena that are not
representative of the total black community.

Perhaps the children that Bonham patterns his protagonists after
arethose that he observed in his work at halfway houses in the Leis
Angeles-Watts area. Furthecr he wage( an all -put Naar on the black
male in most, if not all, of his :stories. Tkiey are portrayed as absent
fathers, hustlers, or uncles, who are not to be trusted, and fathers
who show no interest in their children. These stories do not provider
good male role models for the black child. There is little doubt that
the popularity of the Bonham books has caused the black child to
read them in search'of literature with characters and bad situations
that purport to be like him only to find that this is nut the case.
These novels are examples of sources of some of the many misrepre-
sentations found in stories about black people and black life-styles,

Many writers of stories about black adolescents introduce social
problems in their stories, but they do not develop the problems well
enough for the child to be able to gain from the experience: This is
evidenced in A Hero Ain't Nothing Bmt a Sandwich, an impressionistic
novel by Alice Childress. Benji, the protagonist, experiments with
drugs and experiences all the complications that accompany drug
addiction. However, thsstory ends without &resolution. In exploring
the issue, perhaps Chess is showing that there are no easy solu-
tions to this most difficult. problem. She is no doubt exercising an
iconoclastic approach to the writin&of fiction for teenage readers, by
presenting this open -ended stably and thereby forcing the readers to
come to grips withtheir own set of values.

One book in the study that provides a gOod model for teenage
boys because of its duality of purpose is The Contender by Robert
Lipsyte. The book seeks to provide a source of identity for adolescent
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boys, while at the same time addressing itself to the specific problems
of being black and adolescent in a society where things and people
are defined in limiting ways.

finally, to say that the stories -highlighted here all fail to authen-
tically portray those aspects of the salient sharid experiences of black
people ,would be a.grave injustice. The major categories referred to
earlier in the discussion (i.e., the family the soda/ worik, and the world of
learia were presented to some degree in most of the stories. Over
half of the stories re more detailed in their portrayals of the salient
shared experienc 4. These stories show such aspects as:

Families that are nuclear, extended, and augmented where chil-
dren are "absorbed" or informally adopted. .

Kiti share responsibility for child-care and child-rearing practices
'exhibited by uncles'and aunts (maternal and paternal).
Nonsonjugal members (relatives or friends) are available to re-
tain and insure the survival of the family through finanCial
andlor emotiogit support.
High achievement orientation for children exists as typical atti-
tudes of parents andlor significant others.
Teenagers participate habitually in loose, fluid, shifting bands,
lacking regular leaders, well-defined membership, and clear-cut
organization.
The world of work is restricted to the black adult community,
where the black youth is usually unemployed or underemployed.
Involvement in the world of work replaces other social and
recreational activities for black adults and subsequently the
youth.

The aspects. above are representative of what the sociological research
reports have found to be experiences that are salient and shared by
most black people. Absent proportionately from these stories are
those that highlight the prominent role of the church in the black
community together with mutual aid and fraternal organizations. The
latter, also known as 'lodges," are not as popular as they once were,
but still play a prominent role in some rural and urban communities.
Hence there are noticeable gaps in the stories as the major focus
centers on the -protagonists existing exclusively in the family with
onlifletting.attention &iven to other areas of black life.

Non-black children will receive 'information that will enable them
to empathize with people whose culture and heritage are different

7 t7
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from their own, while at the same time developing a better under-
standing of and appreciation for the uniqueness of black people that
manifests itself bat culturally and historically.
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Black Experience, Black
Literature, Black Students,
and the English Classroom

Darwin T. Turner

A generation ago, Frank Marshall Davis, black poet, phrased the
ileum"' of a black writer:

You asked what happened to Roosevelt Smith
Well ...
Conscience and the critics got him
Roosevelt Smith was the only dusky child born and bred in the

village of Pine City, Nebraska
At college they worshipped the novelty of a black poet and pre-

dicted fame
At twenty-three he published c,:st book .. . the critics said he

imitated Carl Sandburg, Edgar Lee Masters and Vachel Lindsay
... they raved about a wealth of racial material and the charm
of darky dialect

So for two years Roosevelt woe and observed in Dixie
At twenty-five a second book . Negroes complained about

plantation scenes and said he dragged Aframerica's good name
in the mire for gold . , "Europe," they said, "honors Dunbar
for his 'Ships that Pais in the Night' and not for his dialect
which they don't understand"

For another two years Roosevelt strove for a different medium
of expression

At twenty-seven a third book . :The critics said the density of
Gertrude Stein or T. S. Eliot hardly fitted the 'simple material
to which a Negro hid access

For another two years Roosevelt worked
At twenty -nine his fourth book . the critics said a Negro had

no businetts imitating the classic foams of Keats, Browning
and Shakespeare . . . "Roosevelt Smith," they announced, has
nothing original and is merely a blackface white. Flis African
heritage is a rich source should he use it"

So for another two years Roosevelt went into the interior of
Africa ,

At thirty -one his fifth book ... interesting.enough, the critics
said, but since it followed nothing done by any white poet it
was probably just a new kind of prose
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Day after the review came Mit-Roosevelt traded conscience and
critics for the leather pouch andbunions of a mail carrier and
read the papers until his death; howiittle the American Negro
had contributed to his nation's bteraturkDavis

Mr. Davis' personal expeRience attests the validity of his complaint.
Although he published his books of poetry in the 1930s and 1940s, he
was not discovered and anthologized until the 1960s When publishers
and editorsresponding to demands from students and educators
began to darken anthologies by including black 'writers.

A black who belabors this point is sometimes accused of demanding,
advantages for black' writers. Herman Melville, the critics say, dis-
appeared for almost sixty years before he was rediscovered. The fate -

of one or two writers, however, is not the issue. The issue, instead,
is that, for the first sixty years of this century, editors and anthologies,
trainers of English teachers, and; consequently, teachers themselves
ignored all black writers except one or two. Paul Laurence Dunbar and
Countee Cullen occasionally appeared, but scarcely another.

The reasoning sounds good but is false. The fact is that during the
years of neglect of black writers, the black experience and black char-
acters were quite popular as long as they were seen through the eyes
of such whites as Mark Twain, Joel Chandler Harris, Thomas Nelson
Page, Eugene O'Neill, Sherwood Anderson, DuBose Heyward, William
Faulkner, and other whites who sympathetically or hostilely delineated
black people from their own perspectivesfor their own purposes.

In this paper, I do not intend to belabor the question of relevance.
Even since the term gained ascendancy in educational circles during
the 1960s, I have suspected that "relevance" is not determined solely
by the material itself but also by the manner in which the material is
presented. For example, the enthusiasm which has caused some
teachers to realize that black students will be interested in black sub-,.
jects has caused others to imply that blacks are interested only in
black subjects. Therefore, they insist, many of the materials affec-
tionately taught in English classrooms are irrelevant to black students.
Certainly, it is absurd for any teacher to present "Sir Patrick Spens"
or A Tok of Two Cues two works from my own high school daysas
examples of the "human" experience while the same teacher never
discusses any work in which blacks represent the human experience.
Nevertheless, I insist that an imaginative teacher, can create rele-
vance. Who says that 4. play about two young Italian lovers is
irrelevant to black students? Let the black studentand the white
imagine that Juliet is a young daughter of Archie Bunker, Romeo is a
teenage black who lives in the same neijihborhood, and the Prince is
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a white policeman who has threatened to jail the families the black
males at leastif any fur her disturbance troubles the neighborhood_
Now that's a story which could emerge from South side Chicago,
Detroit, or a number of other cities. Black authOrs themselvis have
worked with the theme of social pressures which tragically interfere
with, separate, and destroy lovers from antagonistic cultures. (Bryant

. Rollins, a black novelist from Roxbury, Massachusetts, modified the
theme ind called his work Danger Song. Ernest Gaines, a black novelist
from Louisiana, varied the theme and called it Of Love and Dust.)

Since "relevance" is a relative term, I do not wish to have inferences
drawn that I believe black students respond only to black materials.
Nor am I suggesting that black materials be used only for the spiritual,
moral education of white students. Instead, I wish t9 discuss of few
problems related to the inclusion of the materials and to theteaching
of black students.

Problems

First, the black experience. INSpite my own use of the phrase, there
is n s single entity which can, be identified as the black experience.
Cole does not speak of the white experience. Why should blacks be
presumed to be less capable of variation? Certainly, all blacks in
America have shared a common experience in the sense that all have
been made aware psychologically that restrictions imposed solely be-
cause of racial identity would prevent their ability to select homes,
hold jobs, and discover opportunities equal to their talents. Aware
that only one black is the president of a large university; that only
oae is a senator; that before 1945, no, blacks competed on teams in
the "major leagues" of organized professional sportsaware that the
careful development of talent may lead not to the riches promised by
the American dream but to a barred door, many blacics share a psy-
chology of failure. Furtherniore, many share a common awareness
that their fortunes and lives have been subject,outside legal redress
to the whims of members of a different, frequently hostile race.

Despite such a commonness of experience, however, there are
many individual variations upon that common theme. Let me illustrate
by referring to two works which should be known by any English
teacher who professes to be knowledgeable about American literature:
Native Son by Richard Wright and A Raisin in the Sun by Lorraine
Hansberry. Both writers set their stories in the South Side of Chicago.
Both wrote about male protagonists from working-class families
which had migrated north from the South. Both protagonists are
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chauffeurs for, wealthy whites. Both protagonists recognize society's
restrictions and repressions. Yet the experiences and the psychologies
of the Thomases in Native Son differ significantly from those of the
Youngers in A Raisin in theSun. Paule Marshall's story of the maturing
of a young black girl in Brooklyn is not identical in theme or content
with Louise Merriwether's story of another black girl in a Northern°
city. Ronald Fair's °delineation of the psychological problems for a
black youth seeking manhood in Chicago (Hog Butcher) is different
from Ernest Gaines's treatment of the maturing of a black child in

c. Louisiana ("The Sky is Grey"). I. have never heard any teacher con-
tend that the 'American .experience described by Edith Wharton is
identical with the American experience described by Mark Twain. To
focus on one or the other would cause omission of -significant por-
tions of "the American experience." Why then should a teacher pre-
sume that a single work by Richard Wright or Ralph Ellison or James
Baldwin will reveal all that needs to be known about the experiences
of black people?

Since I am revealing one of my biases, let me explain further.
Regardless Of the sentiment expressed by many teachers on all levels
of academe, I do not believe that the primary function of a literature
class is to help students learn about various nations and races. (Does
anyone r-ad Huckleberry Finn primarily to find out what Missouri youth
are like?) I judge that attitude to be partly a defensive gesture by
English teachers who, awed by the God of Practicality, seek to prove
that the study of literature has as much utilitarian value as a study of
chemistry or physics. Nevertheless, whatever purpose is made para-
mount for teaching literature, literature, by the very nature of its
subject matter, will inform readers about human beings, about the
emotions, needs, aspirations, psychology, and ambitions of people.
Restricting the subject matter of a general literature class to one
particular group of peOple or one particular race implies dangerously
that all humanity can be defined by the behavior of that group. Is
hunger not hunger if the starving are black? Is love not love if the
lovers are black?

To discover such humanity in 'literature about the blaCk experience,
however, a teacher must expel the notion that "universality" is de-
fined by the action of white characters of European ancestry. Black
characters must not be viewed as a different species, but as people
reacting to their individual circumstances. I cannot understand how
any rational being can profess to find universality in Tennessee
Williams's illusion-demented Southern belles or Faulkner's frustrated
Mississippians, yet fail to &id it in LeRoi Jones's dramas about black
youths tormented and destroyed by the magnetism of European
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middle-class value systems. Can one find universality in Hemingway's
story of revolutionaries in Spain but hot in Black Arts writers' stories
about black revolutionaries In Amer?

The teacher, therefore, must avoid selection which enforces a dis-
torted concept of the black experience. Although many blacks today,
live in inner cities in the North, not all do. Therefore, it is misleading
to the white student's in the class if the teacher chooses only literary
materials which portray The black experience in inner cities in the
North.

I must re-emphasize that I ant not urging that the responsibility
of a literature class is to present a total picture of the black experience.
Since that total picture cannot be presented, the teacher must em-
phasize that the work is art which reflects a black anti a human
reaction.

How does the teacher know that the presentation of black life is
representative if the teacher is os unfamiliar with black people as the
students are? I could argue that it is the teacher's responsibility to
study history and sociology and psychology to sufficient depth that
the teacher acquires a knowledge of the black experience. I could
argde this, but I" wiH not. I will say instead that this limitation of the
teacher's knowledge is even greater reason for selecting works about
bLacks because the works represent American literature with black
subject rather than selecting works merely as sociological representa-
tions of black experience.

Even the selection of works as literature, however, poses problems
for the teacher whose knowledge of black people is restricted to what
has been read in the newspapers or heard over television. Rather
than merely repeating ideas I have already published, let me suggest
that you examine Theory and Practice in the Teaching of Literature by Afro-
Awricans, which I co-authored with Barbara Stanford and published
through NCTE.

Principles of Selection

A few ideas about selecting and evaluating material, however, de-
serve emphasis and repetition. Black literary works should not be re-
stricted to autobiographies of current celebrities. Willie Mays, Sammy
Davis, Jr., Hank Aaron, and Pearl Bailey are very talented individuals
in their respective fields, but, as writers, they must be compared with
Joe Namath and Joe DiMaggio, not with Henry James and William
Faulkner. A teacher can motivate uninterested readers by providing
access to such materials, but those works should not necessarily be the
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a P basis of classroom analysis. Furthermore, this kind of autobiography
even if written by Claude Brownmay be deleterious rather than
beneficial. It reflects the popular rags-to-riches theme which, unfor-
tunately, typifies neither the white nor the black experience in reality.

Second, as I have said before, one is not observing black humanity
if one sees it only through the eyes of white authors. William Styron's
Confessions of Nat Terrier is a notable example. The work tells quite a
bit about the psychological delusions of a white author but very little
about black people.

Third, and most important, one must approach the question or
evaluation of black literature as carefully as one would approach a
wrinkled green man sitting on a cigar-shaped object hovering several
feet off the ground. What seems to be the familiar and normal may
suddenly become the unknown.

It is patronizing to assume that 'black talent is so limited or so
equal that a poem by a teenaged black is necesskily as significant a
literary achieyement as a poem by a black who hien practicing his
craft for two decades. On the other hand, blafk writers should be
permitted to benefit from the generosity of criticism applied to whites.

Think of the apologias used to protect non-black authors. If Thomas
Hardy seems aesthetically weak because he ovefuses coincidence, he
must be respected for having a philosophy of life which presumed the
inevitability of coincidence. If Charles Dickens seems melodramatic,
he is praised for humor anal for serious social commentary. (Is this
not the came as the protest for which black writers are castigated?) If
Henry James seems to say nothing significant about life, he is, none-
theless, venerated for the artistry with which he says nothing.

Use the same measure o approval for blackspraise them for
their virtues rather than focusing solely on their weaknesses. But do
not give that approval condescendingly.

Let me re-emphasize my point. I am not suggesting that patroniz-
ing excuses be made for black writersthat they be praised merely
because they have written a book; that is condescending. What I am
suggesting it is a faithful adherence to the practices employed in
the study ofcrion-Slack writers. Despite their weaknesses, the Shake-
speares, Miltons, Jameses, Eliots, and Faulkners are praised for their
strengths. Each is worshipped even though he can be judged deficient
morally, aesthetically, intellectually, or sociologically. Why then should
a black writer be condemned if he is not superior according to all
four of these criteria?

Similarly, if a writer develops a theme which reveals black people's
despair because of oppression by white America, is the theme to be
judged weak becausi this thought runs contrary to the optimism,
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piestmfed to be an inherent and essential trait of American character?
Or is the writer to be praised for realistically reflecting the psycho-

. logical patterns of many black Americans? One would assume this to
be almost a rhetoricaliquestion were :t not for the fact that a white
critic such as David Littlejohn criticizes black writers for giving major
attention to oppression by whiteseven though few would deny that
oppression by whites is a major and continuing concern of most,
*eke. Phrasing the problem Tightly differently is the black writer to
be demeaned because his black characters do not think as middle-class
white Americans do? Is the work less reflective of life because the
antagonist is not the force of Nature but the force of white society?

Black writers why, have denounced the treatment of blacks in
America are frequently identified as propagandists. The label 'dent;
flee them as individuals who wish to persuade others to accept con-
clusions which are not supported by reason. But if a black American
is judged unreasonable when he percents in ways considered reason- r
able for white Europeans.(such as rebelling against oppression), can
black writers ever hope to pe.-suade white'judges that black literary'
conclusions are based upon reason?

All of this seems to support the contention of Nick Ford, a black
critic, that the major distinction betv:reen propaganda and art is the
question of whether you agree or disagree with what is 'written.
When all possible has been said about style, characterization, struc-
ture/ and se forth, the fact still remains that Milton's Paradise poems
and Hawthorne's The Scarlet Letter, for example, are propaganda pieces
in the sense that they were contrived to manipulate readers emotion-
ally to adopt a paiticular philosophical or social view. '-low many
ministers in New England engaged in adultery with members of their
congregation? How many cuckolds are spiritually destsoyed by de-
sires for vengeance? Who knows? It's not important. Hawthorne told
his story, and the literate continue to praise the credibility of the
work. But, when one discusses Richard Wright's "Long Black Song,"
a story in which a white salesman seduces/rapes a black housewife,
a segment of a class in literature is almost certain to object: "But
that's sentimenal and melodramatic. Most black housewives have not
been raped or seduced by traveling salesman." Propaganda need not
be art (whatever that is), and art need not be propaganda; but propa-
ganda and art may be interrelated in a literary work, which should
not be rejected merely because it is written to express the views of
the members of a minority group.

Let me raise other problems involved in evaluating the thought of
black writers. One question is, "How representative is the thought?"
The logical response should be, "Who cares?" but many students
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refuse to accept that answer. I was asked recently whether INvissik
MT was autobiographiasl. As a teacher, the questioner felt that she

hot introduce the work to her students as a valid presentation
of life and black thought unless Ellison had experienced the inci-
dents he recounted. Conventionally, I might have talked about the
ability of a writer to project himself into a situation through iniaghia-
Bon and about the fact that the question itselireflectixl the fallacious
assumption tharthe only value derived from Afro-American literature

autobiographical commentary on society. My response was simpler.
The mere fact that American society identifies Ellison as a Negro
means that Isivisak Man represents the attitude with which at least
one Negro is willing to be identified publicly. How in the name of
acadenie can white Americans presume that William Styrun, a white
Virginian, faithfully recreates the feelings of a black rebel who died
a 'Century before that white many was born, yet question the validity
of a contemporary black man's presentation of the feelings of some
contemporary black Americans?

There is too often a tendency to Judie the work of black writers
according to the respectability of their morality. Let me cite an
example of the problem. A white college professor who has proposed
an anthology of poetry by aintempctrary blacks says the he will
select entries according to the moral quality of the work. Does' that
mean that he will automatically reject black Revolutionary writers
whose morality insists upon the destruction or the white establish -
ment? Or does it mean that he will reject blacks who do not insist
upon destruction? Does it mean that he will include only poems
which approve the publicly professed morality of the middle-class
American (Anglo-European)? Or will he include only poems which
honor the morality of the loiver-class rural or ghetto dweller? For the
high school teacher, the problem is intensified by the fact that many
contemporary black writers treat social and moral issues unthinkable
for those adults who refuse to admit that school children know about
drugs, sexual intercourse, homosexuality, and crime. Furthermoie,
many black' writers use- language which school boards deny that
school children know or can hear on the most respectable streets or
in middle-class homes.

Such pressures, .of course, can censor the desire of any teacher.
Nevertheless, one can find usable materials in the poetry of Gwendo-
lyn Brooks, Robert Hayden, and Mari Evans, or in the fiction of
Ernest Gaines, James MacPlwrson, Eugenia Collier, Kristin Hjrnter,
and Ronald Fairto name only a few of the many good black con-
temporary writers.

3`I
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4t; The Black, Aesthetic

Finally, teachers need to give attention to the question of a black
Aesthetic -that is, a basis for the judgment derived from African-
American culture rather than from European-American culture.

Until recently, few i.,tdividuals questioned the validity of European-
American literary standards as a basis for judging the qu:slity of
works by black writers. Critics and teachers assumed that all or/ certainly most, Afro-American writers imitated the fonds respected
in Euro-American literature. However, since contemporary Black
Arts writers are consciously modeling their work upon styles derived

.7" from Afro-American culture, a conscientious teacher must consider
the need to examine Afio-American culture to understand the bases
of some styles and language patterns. It is absurd to denounce a black
poet as non-rhythmic because he fails tomse iambic pentameter if he,
like Langston Hughes, is following; jazz rhythm, or igte, like Haki R.'
Madhubuti (Don L. Lee), is imitating the melds of John Coltrane.
Of what value is the judgment that a novelist's language lacks the
elegance of a Henry James or'the complex syntax of a Faulkner if the
black, writer is imitating the terse retorts of the dozens; or the repe-
tit1vezes of the chants of black chtirches, or the image-
laden lheor1c of the sermon of a black minister?

Beautyor an aestheticsurely may have more than one form:
Consider that African at was judged crude until Picasso improved
European art by using African styles. Rather than judging a black
writer as necessarily inferior because he does not use a European

*7- mqael, the teacher must acquire sufficient cultural bceadth toobe able
to itulge whether the black has created beauty according to a non-
Euibpean model. (Note that beauty does not result merely from the
use of a non-European model. A black may write inferior poetry in
block style just, as easily as a white can write nonartistic poetry in
traditional European style.)

Today, the use of a black aesthetic as a criterion for evaluating
style is especially important, as many Black Arts poets are not only; Imitating rhythms familiar to black culture but are also emphasizing
Intonation, gesture, pantomime, and other devices which have been7....,

-. .,, - traditionally significant in singing and story-tell;-% by black Ameri-
cans, who developed their literature from oral traditions. In contrast,

-3'-': such devices seldom have been, respected fully by teacher, who favor
-,

poetry derived from traditions which stress written words. Literary
.k?... work caiutot be evaluated outside iti own tradition. Certainly, one
t.;:.

does not condemn an apple for not being a good orange.
.,...

, =1,7,(4, .1-,
1.
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Conclusions

Dolph, T. Mow

What I haire stated should not discourage a teacher fn;m introducing
black literature. Instead, my comments should emphasize that
a teacher must study black literature as carefully as one would
examines work written by Will Shakespeare or Herman Melville.

la concluding, I wishlo underscore some things about black stu-
dents. As I have stated previously, one black 4 not all blacks; but all
blacks are huinan. One black student is not all black students, but all
black students are human beings with human sensitivities. It is as
reprehensible to presume that black students should' be restricted to
reading literature about blacks as if is to deny them the opportunity
to study that literature. Some black students will be annoyed ivhen
an excess of black literSture is piesentedz-particularly if it is assumed
that they are incapable of understanding ncmblack literature, or if the
subject is a contemporary black who has committed an act judged to
be criminal and the black student is expected to be a defense attorney
for a white-student jury. Let me explain this with a digression.A few
years ago, Iknew that if I talked with a white group, sooner or later
someone would ask what I thought about the Panthers or Rap Brown
and Angela Daviswhether I did not think that they were creating
unfavoraible images for black people. I do not believe that my qfies-
boners would have even understood what I was talking about if I had
asked them whether they though Richard Nixon and Spiro-Agnew
were making matters difficult for whiteswhether Agnew was a dis-
credit to Greek people. My unconsciously racist questioners would
not even have conSidered th -! possibilities that groups bother than

"whites could or shoild be judging human behavior. They would have
known that their own behavior and character could not be adduced
from the behavior and character of a Nixon, an Agnew, a Raskolnikov,
a Sister Carrie. Yet such false inferences are drawn daily about black it
and black students.,

My favorite example comes from Ann Arbor, Michigan, where a
black librarian was studying for a Ph.D. while on leave from the
college where she worked. Because her husband was studying for a
medical degree, helemained in the Southern town where they had
their home while she took the children with her. During the first
year of her study, her oldest son brought home a report card on
which the teacher had written that the child was having difficulty
with schoolwork because he came from a "broken home." When the
mother told me the story, her anger had subsided into the kook
amusement blacks can manifest towards the assininities of supposedly
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intellige t white folks. Neither one of us needed to ponder the
teadser`s faulty syllogism: black boy; therefore, slow student. Black
boy from the South; therefore, even slower student. No father in the
home (so the-teacher learned from the boy, Ivho did not bather tp
explain the-history ,of his family); therefore, a broken home. So, In
the same state where a teacher told Malcglm that blacks could rot
become-by:16ra; in the same e a white high school coun-
sellor had tried to dissuade a black student from accepting a scholar-
ship at the University of Michigan on grounds that blacks could not
meet the standards of that university; in add state of Michigan, a
white teacher in 1970 ducked her tongue sympathetically and dis-
missed as disadvantaged and unteachable a black child from a family
%%Nose level of education and standaril of living probably exceeded
those of the teacher. .
. Teachers must regard black studen's as individuals with individual
needs and is ilities.-Some students WA need preparation for college;
some will not. Some will like literaturt -some will not. It is sinful for
the teacher to assess judgment according tovkin color, then abdicate
responsibilities for teaching. Black students, like white students, can
be lazy. Imfact, many may seem lazier, since often nothing in their
experience suggests a correspondence between energy exerted in
school and the promise 44 a gbod life. Northern blacks frequeritlY
have lest motivation to perform well in school than even the average
Southern black, who is still taught by parents that education repre-
sents a means to a better life. If the black studint lacks motivation,
the good teacher must assume responsibility for generating motiva-
tion rather than assume that the student's indifference is evidence of
his or herracial inferiority.
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Putting Africa into the Curriculum
through African Literature

Mildred A. Hill-Lubin
University of Florida, Gainesville

African literalure may be used by the teacher of history, sociology,
anthropology, humanities, art, - social studies, and perhaps other die-
ciplines; but teachers of English and language arts,can enjoy a special
privilege, for they have many opportunities for placing it in the cur-
riculum. Although the suggestions given Wallis paper have been used
primarily in classes in English, they cttli psid by instructors in all
disciplines because they are designed to acquaint students with Africa
and to improve the language atts skills of students, an area in which,
from all accounts of the poor reading and "Writing habits of many
students, the services of all teachersure needed.

I have used African literature in composition classes, introduction
to literature coupei, and special topic courses such as 'Parallels in
African and African-American Literature," "Search for the African
Aesthetic,'". and a "Comparative Study of Black and European Writers
and Africa." A course entitled "African Literature in English" can
present many possibilities. It may concentrate only on Black African
Anglophone writers in Africa, Black African English-speaking writers
through9ut the diaspora, or African writers of English, writing about
Africa. In addition, in any African-American or Afro-American Litera-
ture course, we can always include a few selections of African oral
literature since much African-American literature has its Mots in
African-American folklore which traces its roots to African folklore.
Certainly, the English teacher in high school or college is also able to
offer the various genre courses such as African Fiction, the African

Navel, African Poetry, and African Folklore. There also is the chance,
tit offer thematic f:ourses such as the theme of Education in West

n Literature, Women in West African Literature, The City,
ork, Politics, The Village, The West African Fa,mily,Ahrican
ligion, and the theme of "Africa" itself.
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The bigger hurdles, however, for getting Africa the curriculum
every school situation are firstgonvindng schoi.4 and curriculum

vopervisoirs that such mines are needed, and secondly and perhaps
the greater hurdle, gaining an audience and putting the audience at

My advice Is to work on the second hurdle before dealing.with the
first because it is quite important that students be prepared for Afri-
can. Literature. "Preparesi" here does, not mean a knowledge
of African culture, ,perhaps not even a out knowledge. This
feat can lie accomplished, at least partly, once the courses begin, but
a ready reception from students should not be expected. First,
most of them have little Wormation abOut Africa, and what they
may know consists of myths-which frequently are derogatory. It is
true that efforts have been made since the 1960s to change the image.
of Africa, and perhaps many concepts have been modified. Same of
these modified conceptsthat Africa is more than a country, that it
Is a continentf that there are'countries such as Nigeria and Uganda
.which are potentially wealthy because they have oil or coffee
which the world needs. that there are places like South Africa,
Zimbabwe, and Zaire because they have been in the news lately
contribute to a new image of Africa.

!tut basically many Of the stereotyped idas linger because of biased
news coverage. The media still continue to project the notion of
African people as savages and inhuman. "Idi Amin of Uganda kills
people and expels nice people." "People of Zaire kill missionaries, and
the same may be said of the people of Rhodesia. They kill innocent
airplane crash victims." "The Africalt guerillas in South Africa and
Zimbabwe do not want peNe" With images like these floating in
their minds, most studertawill respond negatively to the word Afries.
Secondly, once past the bothersome African connotations and rim
presentation of an African novel or short story, the next greatest

) complaint is that they cannot pronounce the names of characters Cr
places. As It result, many poor readers begin to lose interest in the
novel or short story.

To help eliminate some of these problems, I begin to include
snateriaill about Africa in regular English dasses such as my compo-
sition or introduction to literature classes. With such a beginning, I
create an ouclienc0 and also prepare my argument to the administra-
tion that I will have ample students to fill a class or that such a course
is significant for our curriculum.
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Composition Classes

Milimi it Hill-Labs s

In the positibn classes, l nay incluide a poem as a motivation -to
writeron a rticular theme. For example, if am teachings students'
the comparisonkontrast paper, I give thedasi a:translation of "Slack
Woman," a pieta by Leopold Senghor, as a cothparison piece 'to
1..angstbn Hughes's "Mother to Son." The class and I spend time
discussing both the poems with the idea of arriving at a thesis sen-
'tence for writing a comparieonicontrast paper. In the discussion, of,
course, I mention that Leopold Senghor is from Stneg.11, and may
even acquaint the class with the term:Negritude" and include in my
discussion a few more references to African writers or African life
and culture.

Another suggestion to employ in a composition class to sthius!ate
imagination or creativity is the use of folktales. For example, give
students copies of one of the "why" folktales such 'as "How the
animals got their color.," "How it came about that some people are
gOod looking and others are not," or "How the turtle got its shell."
After having students read these pacticular tales, request that stu-
dents create their own "why" tales on the same topics. Tales also can
be used to alIcke students to write different endings or resolutions
than the ones which appear.

In writing classes, to teach diction and effective word usage or
proper choice of words of rhythm, one can teach the proverb. The
instructor can select them out of one of fhe African novels (another
good way to acquaint the class with an African novelist) or get theta
from any number of collections. Students are then enTuraged to
write their own proverbs patterned after the African proverbs.

To teach unity or coherence, use an African fable emphasizing to
students that fables usually provide a moral. Ask the students to

. begin with t,e moral in mind and then move from the moral state-
ment as a thesis to writing a tale to illustrate the moral.

Because my approach to writing instruction is a language-arts one,
I use African literature to show the interrelationship of the language
artsreading, wisiting, speaking, anti listening. Afric.an literature is
quite useful in teaching these activities, since much of the creative 7
literature has its roots in the oral folk tradition. Beginning with
storytelling, either with selected stories from anthologies or selections
extr-..ted from the works of Chinua Achebe, Amos Tutuola; Exekiel
Mphahlele or other authors, students mly be encoutaged to read the
story, to perform it for the remainder of the class, and then write
a ntw version. The instructor may also ask the stiscrents to respohd
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'to the performance or to the story itself, orthe student may select a
theme from the story and write about it.

Intresduction to Literature or Reading Classes

A similar approach is useful-in introduction to literature classes or in
reading programs. To help students with comprehension of the plot
and understanding of characters, include African folktales and litera-
ture in class reading assignments. Permit students to dramatize or
role-play the characters. Such a technique aids the teacher in knowing
whether the studenthas perceived the character well, understood the

' work, and, if the piece was read aloud, listened well. The dramatiza-
tion also can be useful in improing the student's speaking skills and
his or her self-confidence before an audience.

The elements of the fable can be taught through the use of African
fables. When teaching folk literature, permit students to collect and

'4110
record their own folk legends. These collections may then be com-
piled and transformed into class readers. In compiling the anthology,
students may be given exercises which involve them in proofreading
and correcting each other's spelling, punctuation, and grammar.

Since the objectives of introduction to literature courses are usually
to acquaint students with the fundamentals of reading various literary
genres and assisting them to appreciate literature, teachers are always
looking for approaches which will stimulate students. By using mean-
ingful pictures of African scenes' or African music, students can be
encouraged to respond to this African stimuli by writing their own
poems or essays to the music or pictures. Thus African art can be
used as another medium to provoke a written response. Teachers
may follow up such sessions with the inclusion of poems, stories, and
other works by African authors.

The above ideas may be used on any levelelementary, high
school, or collegeas a means of introducing Afric4, into the curricu-
htm and getting an audience for courses or mini-courses on African
literature. The activities to follow are designed for mature students
or for elementary and secondary teachers who wish to increase the
amount of African information in the curriculum.

*basil Literature Courses or African Studies Courses

Most of these ideas can be included in courses in African-American
literature or classes in literature which may involve literature in
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English, African literature or in introductory tourses in African
Studies.

Since me fas persons respond to the familiar, a good way of ac-
quainting students with Africa i3 to make it clear that blacks or
African-Americans are the descendants of African people. Again;
teachers should be warned that such an approach may cause prob-
lems, but it offers many possibilities for eliminating myths about
Africa and creating a sense of ;Wide and self-worth among black
students in the class. Teachers should be aware, however, that many
black Americans still do not identify with Africa. They have been
victims of what Melville Herskovitz calls "The Myth of the Negro
Past," and despite the Roots phenomena, Many black students have
negative or ambivalent feelings about Africa. Secondly, the myths
are continuing because many scholars and lay persons seem to enjoy
pointing out the differences between black Americans and continental
Africans and perpetuating the idea that black Americans do not like
Africans or that Africans on the Continent do not respect or wish
to be identified with black Americans. Thirdly, writers seem to ex-
perience a degree of nervousness when the concept of Pan-Africanism'
is introduced. Africa may be discussed in its international context
without arousing too much antagonism with an interracial class or
group, but when the kinship thread is addressed, a certain tension
develops.

One of the best ways to introduce students to Africa and to show
the black American-African connection is to use the theme of Africa,
a major motif in African-American literature. One of my favorite
exercises is to use two poems "Heritage" by Countee Cullen, a Mack
American poet of the Harlem Renaissance and "The 'Meaning of
Africa" by Abioseh Nicol, a poet from Sierra Leone. Using the lines
"What is Africa to Me", from Cullen's poem and "Africa, you were
once just a name to me" from Nicol's work, without too much dis-
cussion, I ask students to write a paragraph or a poem on either one
of these statemTts. I then pick up the students' papers and distribute
the complete p4ms by the two writers. Then the class moves into a
discussion of the two writers' poems about Africa, both of which are
excellent because they emphasize ambivalence about Africa and focus
on feelings of exile and alienation. In a later class. I return the papers
of the students and have them read their responses. After having
explicated the poems by the authors and noted their lack of complete
identity or confused feelings about Africa, students are more willing
to read their works as well as to express their myths about Africa.

(*) ,
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This exercise can serve as a pre- and post-evaluative measure of the
students' knowledge of the growth in understanding Africa, for the
teacher can have students at the end of the course respond to the
same two lines. Here too, the best responses can be compiled for a
reader ora class anthology. Teachers can allow the students to select
which entry they wish to include in the anthology. I have found it
to be a popular and meaningful exercise for every level of audience
and for any type of audienceintegrated, black American, or African.
In addition to opening the class for a healthy discussion on Africa,
the teacher is now able to ascertain the direction he or she must take
in order to dispel myths, build on ideas already expressed, and exploit
new themes suggested by students' responses.

This exercise may also be used in a composition class for a
comparison/contrast paper or in a writing or literature class develop-
ing the theme of Africa.

As I have indicated earlier, the theme of Africa is a major one in
black American literature. In addition to Countee Cullen, other black
American writers such as Phyllis Wheatley, Oluadah EquianoeCarter
G. Woodson, W. L. B. Du Bois, Alexander Crummel, Langston
Hughes, Nikki Giovanni, Haki R. Madhubuti (Don L. Lee), and Alex
Haley have written on the subject. These works can be included in
literature courses to acquaint students with Africa through black
American writers and to point out that black Americans have always
been interested in Africa.

Search for the African Aesthetic

I have used another method which I am continuing to research. I have
found it to be an excellent way to get students involved in a course
with the aim to search for the African Aesthetic. The course would
include African-Anglophone writers and African-Francophone writers
in Africa and the Caribbean. The assumption is that there are themes
and styus common to African poeple though they may be expressing
themselves through conventional western patterns or frames using
the discovery method. The idea is to locate these common patterns,
themes, and stylistic features in the literature and then to write about
the findings. Since few studies like this are available, the method per-

. mits students and teachers to be researchers, scholars, id critics. In
addition, this approach improves reading and writing skills as the stu-
dent learns ablaut the African heritage, literature, life, and aesthetics.
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It has permitted many black Americans such as Alex Haley, W. E. B.
Du Bois, Carter G. Woodson, and Joel A. Rodgers to be productive
and to make significant contributions to African history and thought.

There are many other ways that literature can be used. In language
courses students can collect African-English words, idioms, and
phrases from African. novels or sho. rt stories to show the African
borrowings which are found in the English language. In humanities,
social studies, or African studies classes, literature can be used to show
the interrelatedness of African literature, art, music, and religion. The
suggestioni in this article attempt to help the interested teacher,
particularly the English or language arts instructor, to introduce Africa
into the curriculum, acquaint students with African life, culture and
writers, and convince students and supervisors of the need for in-
cluding courses in African Literature in the curriculum. Once adminis-
trators discover the success of these approaches, the instructor may
introduce the African Novel, African Poetry or the "survey course"
in African Literature.



Afro-Ameezan Drama in Education:
An Instructional Strategy

Edward A. Robinson

There is a significant need for all students in American education
to understand the inherent worth and the intrinsic value of Afro-
American drama. During the 1950s and 1960s there was a tremendous
output of drama, such as A Medal for Willie and Take a Giant Step, which
were acclaimed and presented on the Broadway stage. HoweVer, after
a brief run before predominantly white audiences, these dramas were
tucked away and pieced on an isolated shelf seldom to be seen again.
They were abandoned as though they were totally insignificant.

These dramas did not appear in the textbooks of the 1950s and
1960s. One need only a cursory examination of the curricula of our
schools and colleges to discover the omission of works by Afro-
American dramatists. Our students are taught the dramatic achieve-
ments of Tennessee Williams and Arthur Miller; however, the plays
of William Branch and Ted Ward are not included in school antholo-
gies. The plays of Clarence Day and Sidney Howard are being read
and studied in English classes, but the works of Louis Peterson and
OWen Dodson are not on the agenda. Students in American drama
classes are taught the significance. of Edwin Booth but not the cultural
impact of Ira Aldridge.

hi play production classes black represPntation is even more limited.
In many instances blacks have only been allowed to make substantial
conttabutions as members of the production stiff. Blacks in pre-
dominantly white settings are rarely given the opportunity to study
or perform plays written by Afro-American playwrights.

To exclude Afro-American playwrights from curricula leads to the
erroneous conclusion that blarks have contributed little to the de-
velopment of the American theater. In order for Afro-American
drama to be fully appreciated, it must be performed. Afro-American
drama must be presented as literature, as a viable teaching strategy,
as a motivator for the improvement of self-concept, as a tool for
oral interpretation and as a medium for attaining information and
education about the Afro-American experience.

315
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The plays written during the 1950s by Afro-American dramatists
offer a wide range of possibilities for developing curricular programs
in Afro-American theater. One of these plays is A Medal for Willie by
William Branch. This is a relatively short play, but is far-reaching in
power. The prologue opens with the school custodians cleaning the
stage in preparation for a school assembly program. They busy them-
selves in placing the lectern in an appropriate spot on the stage and
arranging the American flag in a conspicuous location. Briefly, the
senior custodian seeks approval as to whether the flag is hung evenly.
Unsatisfied with the advice from his assistant, he seeks the opinion
of Mr. Taylor, who is a teacher at the Booker T. Washington High
School. After the custodians leave, Mr. Taylor addresses the audience
informing them that the program is being held as memorial service
for the late Willie Jackson, a forager student at Booker T. Washington
High School. Taylor informs the audience that the War Department
is awarding Willie a posthumous medal for bravery and the Pentagon
in Washington is sending a general to present the medal to Willie's
mother. The whole town is excited about the forthcoming occasion.
Taylor indicates that the platform is all set for the general, the mayor,
the superintendent of schools, Willie's family, and the principal of the
high school. Before the assembly gets started, Taylor encourages
members of the audience to tour the town of Midway. He claims that
the people of Midway are just like the folks that everybody knows.

The prologue serves as an effective instrument for providing the
necessary exposition about the kinds of characters who will become
involved in a gripping episode of prejudice, injustice, and man's in-
humanity to man. It is ironic that Taylor, who serves as the narrator,
would say that the town folks are people everyone would like to
meet. The antithesis of this assertion is revealed as the drama unfolds.

The play is brought to a dramatic close when Mrs. Jackson refuses
to read a speech prepared by the Negro principal. The platform
speakers are shocked and demand an explanation. In a closing speech,
full of melodrama and powerful histrionics, Mrs. Jaikson elaborates
on the hypocrisy of the assembly program and the tragedy of her
son's death.

Instructional Strategies

There is a case for advocating that A Medal for Willie be taught as
dramatic literature. Sam e teachers will experience enormous success
in dissecting the strategic components that establish the basic con-
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tinuity of the play. Many of the speeches are well written and should
be examined for their effectiveness. The speeches of the Mayor, the
General, and Mrs. Jackson are excellent examples of vivid character
portrayal. The teacher who utilizes this play must certainly be con-
cerned with the specific stylistics devices that Branch uses in achieving
the totality of effect.

The following approaches can be successfully utilized in teaching
A Medal for Willie:

1. Read and discuss the play as dramatic literature.
2. Read and discuss these excerpts from the play:

a. The opening scene between Mrs. Jackson and daughter Lucy.
b. The airport scene with the Mayor and the General.
c. The barber shop scene.
d. The entire final scene.

3,,,Explain the role of oral interpretation in und?rstanding drama.

4. Use composition activities that can grow out of individual reac-
tions to the play and the writing of character sketches.

5. Prepare the play for performance before a live audience and
conduct a discussion on the quality of the play.

Plays written by Afro-American playwrights lend themselves well
to oral performance. The use of voice and body are the techniques
that help convey mood, tone, personality, and character delineation.

Teachers often avoid the use of innovative strategies for teaching
because they assume that these strategies will require enormous
preparation and expensive equipment. It is relatively simple to pre-
sent a reader's theatre presentation of a drama like A Medal for Willie.
The participants can include volunteers interested in reading a specific
role. Those students with well-modulated voices would be excellent
choices, but the success of a reader's theatre presentation is not based
on the quality of a student's voice alone. The ability to project
enthusiasm and a credible interpretation of character is far more
important.

The use of video and audio recorders is an excellent resource' that
can improve the quality of an individual presentation. The playback
of performances enables the viewer or listener to identify those areas
that require additional practice. Listening to other readers, the stu-
dent can become a critical observer and offer helpful crtructive
suggestions.

An equally exciting play by William Branch for classroom use or
stage presentation is in Splendid Error. In this play Branch leaves the
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contemporary scene and explores a facet of the life of Frederick
Douglass. Darwin Turner's compact description of the play, in William
Brasmer and Dominick Console's Black Drama: An Anthology, focuses
on the structure of action that reveals Douglass's fervent wish to
work toward the eradication of slavery. After escaping from slavery,
Douglass realizes more than ever the agony and injustice of the
system. For, a short time Douglass was a supporter of John Brown's
endeavors to help slaves fight for their freedom by attacking southern
planters. A dispute between Brown and Douglass occurred wh!n
Brown decided, to attack the, federal arsenal at Harper's Ferry. Dis-
agreeing with Brown's approach to the problem, Douglass was forced
to choose between unpleasant alternatives: to follow the course ad-
vocated by Brown by assisting in the destruction of Harper's Ferry,
thus facing certain death; or to refuse to help Brown; thus risking
charges of cowardice.

Classroom Methodologies

This play should not be restricted for use in English classes alone.
The broad historical references meet the requirements of the social
sciences as well as the humanities curricula. The play contains some
of Branch's finest writing. The speeches of Douglass, the protagonist,
are excellent for oral performance. Panel discussions and symposiums /
can grow out of an interchange of ideas on the philosophies of John
Brown and Frederick Douglass. Students also can be encouraged to!
explore the historical accuracy of the play and write short papers ancl
reports on their findings. The creation by*students of another version
of the play, one in which Douglass joins Brown at Harper's Ferri,
also could be a challenging project.

In utilizing Afro-American drama for the improvement of reading
skills in literature classes, teachers should expose students to dramas
with a variety of themes. This approach will enable students to
examine critically the modes of expression used by various authdrs.
in A Medal for Willie, Branch focuses on the racial attitudes olf a
southern comm,Inity and how blacks are affected by those attitudes.
However, i the play In Splendid Error, he concentrates on the signifi-
cance of making choices. The themes of the plays are significantly
different.

The quest for identity has been a favprit theme in American
drama. In Afro-American drama Louis Peterson utilizes this theme in
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his highly uccessful Take a Giant Step. In Black Portraiture in American
Fiction, Catherine Juanita Starks views Spencer Scott as a sensitive
Mack youth who gains insight into grappling with the black man's
perennial dilemma of adjusting to racial exclusivity in a society that
is predominantly white.

Ay' Iching Design

Take a Giant Step is a fine play that has received little exposure in con-
ternporaryslassrooms. Although written during the 1950s, its theme
is timeless. Spencer Scott's quest for personal identity is a familiar
crisis, one that many urban youths have experienced. In teaching the
play as dramatic literature, it is significant to 'tote that Spencer's
identity dilemma can be likened to John Grimes's struggle for man-
hood and self-actualization in James Baldwin's Go Tell It On The
Mouitain. Earit protagonist is a victim of insensitive parents who are
incapable of understanding the emotional needs of growing young
men. For its full impact, Take a Giant Step should be performed on
stage. The role of Spencer Scott should be performed by a youth
with the ability to project emotional sensitivity. The play can also be
utilized as an activity for role-playing and improvisational theater.
For example, after the play has been read, students may be ;Joked to
summarize the play in their own words. A new ending may be added,
the middle may be changed entirely, and the characterizations altered.
The class can discuss the vari-ius versions of the play they have
created ;n terms of their strengths and weaknesses. For added variety,
selected members of the class can present dramatic portrayals of indi-
vidual characters. Their dialogue can be improvised and presented as
short dramatizations.

Another approach that can be effectively utilized is the "mock
trial technique" in which the class is transformed into an imaginary
courtroom. Volunteers are a'ked to perform the roles of prosecuting
and defense attorneys,' and other characters in the play. A jury is
selected by the class. Each character in Take a Giant Step is called to the
witness stand by the defense and the prosecution to answer questions
concerning the role he played in the alienation of Spencer Scott. After
each character has been questioned, the class can evaluate the effec-
tiveness of utilizing this technique as a teaching strategy.

Some advocates of the teaching of Afro-American drama suggest
that these courses should be taught in predominantly black schools.
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While it is my view that black students should be exposed to the
works of Afro,=.merican dramatists, I am convinced that students
attending predominantly white schools should be introduced to the
works of Afro-American dramatists. While students must learn that
Afro-American drama did not begin or end with A Raisin in the Son, it
is essential that they become acquainted with the wide range of
philosophies advocated by traditional as well as contemporary black
playwrights. They must, recognize that there are Afro-American play-
wrights who mirror the literary style and structures of their white
counterparts, but if is imperative that teachers develop-curricula that
focus on cc ntemporary black drama. They should teach their students
that just as Pinter, Genet, and Albee broke with tradition and em-
braced an iconoclastic view of theheater, Afro-American dramatists
like Baraka, Sullins, and Milner are the practitioners of a new literary
aesthetic that is as functional as it is liberating.

Two questions that were of enormous significance during the late
1960s in :.he teaching of Afro-American drama are still posing prob-
lems for some teachers today' (1) Who should teach the course? and
(2) Should the course be taught separately or integrated into existing
courses? George Kent offers a valid response to the former issue
when he indicates in Basic Issues in the Teaching of Black American Litenaure
that those individuals who achieve high degree of success in teach-
ing Afro-American drama are individuals who can enter empatheti-
cally and patiently into the broad contours of the drama and into its
history and the unique area of its culture. Many students, both black
and white, are apprehensive that those dimensions in the drama that
reflect the black experience will be avoided by white teachers and that
there is a possibility that these plays, especially the cultural nationalist
drama, may place the white teacher in an ambiguous position, since
the plays, at times, assault whites and whiteness. In responding to the
latter query concerning a separate or integrated course, I agree with
Kent that a teacher is more likely to do an excellent job of teaching
an integrated drama course if he or she has experience in teaching
the separate course. The "multi-ethnic" drama course alone, however,
is not enough.

Theater arts teachers must utilize traditional as well as contempio-
rary Afro-American drama as a resource for play production. Only a
few black plays have been presented as dramatic production in our
academic institutions. In selecting a play for production, the drama
teacher can no longer rely on old favorites but must develop a broad,
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lamillarity with the total range of American theater. Students in
urban schools are certainly willing to perform of standards. Flow-
evef they are also adamant about their desire to participate in the
*am of " our" time. The responsible theater department can no
longer get by with just a quick reading of a few plays by Afro-
American playwrights. Schools must provide students with a total
theatrical exposure-

1Black students are'often hesitant to participate in theatre. It is their
opinion that there are no plays written for them and consequently, no
reisontavehmteer for tTy-coutth Sensitive and knowledgeable teachers
must counter this belief by making Afro-American theatre available
to ail students. The drama teacher must discover and rediscover black
plays and make them an integral part of classroom curricula.

The textbook industry has recently made progress in cataloging
black literary achievements. I would now insist that they devote
greater attention to Afro-American dramathe neglected literary
genrethrough a continuous publication of drama by Afro-American
playwrights. ThL...), the classroom teacher will nct only recognize the
legitimacy of the drama, but will also make a greater effort, to include
the drama in classroom curricula.

Considerable work remains to be done in the.area of Afro-American

drama, particularly as it relates to the development of reaching
methodologies. Teacher training institutions must develop methods
courses that focus on teaching Afro-American drama in the secondary
school. In order for prospective teachers to gain an understanding of
the new curricula, they must receive a wide exposure toa variety of
teaching techniques that will not only give shim confidence in teach-
ing Afro-American drama but will provide them with a broader view
of American drama.
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For in the Beginning Was the Word:
Integrating Vocabulary Study
into the Literature Courses
for the Entering College Student

Marie H. Buncombe
Brooklyn College, CUNY

Undergraduate students entering freshman-sophomore introductory
courses in literature are usually tongue-tied when asked to explain,
summarize, or react to a literary work. Every sentente is punctuated
with "you know," mean,11 know what I want to say, but I don't
know the word I want," or finally in despair and defeat, "I don't
know" (meaning, "I just can't express it"). We literature teachers quite
often very quickly exclaim, "You ought to read more!" And so we pile
on t reading, actually only compounding the injury.

en we demand an essay from the students whi'c'h explains or
anal zes the readings; we soon find out what we already suspected
that they cannot say what they mean on paper not only because they
hav misread the material, but also because they are confused by the
vocabulary the writer uses as well as by the syntax, grammar, and
rh oric of the work. When told to consult a dictionary or handbook
on ompotition, the students discover that they are just as confused
by the wbrds that explain what they are looking for. Thus the
inj is further compounded. So why not start with the worda
w rd-study in the literature course? "For in the beginning was
th Word!"

Most vocabulary studies I have encountered have formal and
etimes elaborate systems for teaching how to build an extensive

abulary. In addition to lists of words every literate person is sup-
to know, one spends an inordinate amount of time meborizing

e haustive lists of Greek and Latin roots, prefixes, and suffixes; doing
endless exercises in dissecting words into their components; and then
recombining the various parts to form new words. While this kind of
study can be useful and even fun, it can also prove to be a rather
sterile exercise since one has no immediate use of many of the words,
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indeee, may never encounter them in either written or oral commu-
nkation. Moreover, most freshmen do not elect vocabulary-building
courses, and most freshman literature instructors are hard-pressed
for time to do all of the things that one feels must be included
hterary'analysis, writing, grammar, and rhetoricall usually in one,
term.

Only when a vocabulary study, enables the student to communkate
effectively in speaking, reading, or writing, without the sense of self-
consciousness and hesitancy that often accompanies the use of new
words, is the program beneficial. The purpose, therefore, of such a
study in a course on freshman literature and composition should be
to create a desire in students to experiment with the search for the

-.precise word which expresses their ideas rather than to rely on their
meager stock of repetitive, vague, bland generalities. For a period of
three weeks, I introduced an intensive uniton word study andvfoimd
the following procedure quite successful in integrating the teaching
of a working, non- te4nccal vocabulary to a predominantly 'black class,
ntecting thfee times a week for a semester, into the regular instruc-
tionln literature and composition, along, with grammar and syntax
that continued at its: usual pace.

From a list to be studied in connection with an assigned selection
in the textan anthology of essays, poetry, drama, and fictionI
chose ten words for every class meeting as the onel most frequently
encountered by college undergraduates.11 wrote each on the board
and asked the class what associations they made with the word,
thereby getting them to draw immediately upori their own experiences
and incorporate them in their study of language and literature. Often
a student was able to recall how a word was used in a particular
context thotzgli unable to give a precise synonym for the word. After
several attempts by members of the class at trying to define the
word, I then gave two or three of the most common meanings for
the word before we consulted the dictionary.

For instance, while studying Keats'14'On First Looking into Chap-
man's Homer,' as we read the following lines:

Much hive I travell'd in the realms of gold,
And many goodly states and kingdoms seen;
Round many western islands have I beep

Which bards in fealty to Apollo hold.
Oft of one wide expanse had I been told

That deep-brow'd Homer ruled as his demesne;
Yet did I never breathe its pure serene

Till I heard Chapman speak out loud and bold: -

I
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we noticed the word realms, which a few of the students recognized.
and the word demesne, which was unfamiliar to just about all of them.
Upon consulting, The American' Heritage Dictionail of the English Language,
we noted that demesne has two pronunciatiOns listed: di min' and
di- mho'. The first one, with the long a sound, reminded the students
of a more familiar world, domain, which indeed is given along with
'realm as 3 synonym for the unfamiliar demesne used by the poet. At
the same time they discovered that the rhyme scheme in the sonnet
makes the second pronunciation, with the long e sound, preferable in
order that it may rhyme with seen, been, and serene at the end of lines
2, 3, and 6, respectively. Upon noting further that domain originally
came from the Latin dominos (meaning lord, master, or ruler) and
dominant (meaning rights of ownership, property, realm), the students
very quickly and naturally thought of domimate and its derivatives:
dominant, dominance, and dominion. The class became aware of the ripple
effect that each new word created by adding many other words to
their vocabularies. We then discussed why Keats selected demesne and
nubs rather than other synonyms for his sonnet, emphasizing the
fitness of certain words within a particular setting.

Great pains were taken to differentiate the shades of meaning ex-
pressed by various synonyms and to illustrate their uses in several
sentences, thereby showing that completely interchangeable syno-
nyms are rarely found. Using allude and refer as examples of synonyms
that require preiise usage, I informed the class that one might say
that Keats alludes to Homer among other poets in line 4 of his poem
when he speaks of the "bards," but he refers to Homer in line 6 when
he speaks of the Greek epics he: had read prior to George Chapmz.i"s
superior translation.

fri addition, the class was taught te took for contextual clues to the
meaning of words found in the literature assigned since the author
often would use the synonym of a word in the same passai,z or use a
familiar word in an unfamiliar way. Take, for instance, Countee
Cullen's sonnet, "Yet Do I Marvt:

I doubt not God is good, well meaning, kind,
And did He stoop to quibble could tell why
The little buried mole continue* blind,
Why flesh that mirrors Him must someday die,
Make plain the reason tortured Tantalus
Is baited by the fickle fruit, declare
If merely brute caprice dooms Sisyphus
To struggle up a never-ending stair.
Inscrutable His ways are, and immune
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To catechism by a mind too strewn
With Petty cares to slightly understand
What awful brain compels His awful hand.
Yet do I marvel at this curious thing:
To make a poet black, and bid him sing!

After determining that to quibble is to make insignificant distinc-
tions or objections about unimportant matters, the class discussed
why the poet used the term quibble in connection with such profound
mysteries, as the inexplicable defects of nature, the mortality of
human beings patterned after an immortal Being, and the inconstancy
of human fate. The answer was provided in the second sentence of
the poem: these questions are the irrelevant preoccupations of a
human brain incapable of comprehending the grand designs of an
omniscient, omnipotent, though benevolent God, who should not be
expected to be concerned with such trivial matters. Thus the synonym
for quibble in line 2 is "petty cares" in line 11. The allusion to Tantalus
provided the opportunity to discover the mythological source for thi
more familiar term tantalize. Beginning to get the hang of things, stu-
dents then pointed out that bait is a synonym for tantalize, thus ex-
plaining Cullen's reason for stating that Tantalus "Is baited by the
fickle fruit" (I.. 6). Furthermore, since capricious is given by the dic-
tionary as a synonym for fickle,- the meaning and impact of Sisyphus'
doom by "brute caprice" (I. 7), the same fickleness afflicting Tantalus,
became more apparent to the students. They also observed that the
words mirrors in line 4 and brute in line 7, most often thought of as
nouns are used here as a singular verb and an adjective, respectively;
whi tortured, though at first glance is taken for the past tense of a
tra itive verb, actually is a past participle describing Tantalus. Hence,

study co....pled with the analysis of literature satisfied three
major objectives simultaneously: (1) to expand the vocabularies of
the students by providing a context for new words and old ones used
in new ways, (2) to review principles of grammar and syntax and see
them applied in a literary work, and (3) to heighten significantly the
enjoyment of the work by illuminating the meaning and technique of
the author in creating a desired effect on the reader.

it is now apparent that along with vocabulary study went a study
of he dictionary itself. Instruction and exercises in the use of the
phonetic key, syllabication, and variants in spelling, pronunciations,
dialects, and usage were given when needed. Both the class and I
found the discussion of origins and usage quite informative, for the
presence of many West Indian and African students threw a different
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fight on current usage in other English-speaking countries. Jamaicans,
for instance, informed us that they called a person who gave refer-
ences for sonu t,ne's character or competency a referee; and most of the
American stucer is were unaware that the British counterpart of an
elevator is a lift or the hood of a car is a bonnet. These differences were
also apparent, of course, in the literature read in the course from
Britain; America, Africa, and the Caribbean.

To help students overcome the fear of pronouncing an unfamiliar
word, using an opaque projector, I flashed the phonetic key on the
screen and carefully analyzed and articulated the sound for each
phonetic symbol. The students practiced by reproducing the sound
and by pronouncing and correctly spelling several common familiar
words that I wrote phonetically on the board. The students then tried
pronouncing long, technical, unfamiliar words spelled both conven-
tionally and phonetically. The study of roots, prefixes, and suffixes
was undertaken only at the point when an unfamiliar word was intro-
duced rather than have the class learn a list of Greek and Latin terms.
Students soon began to overcome their fears about pronouncing or
using newly-learned words.

As a final exercise in the word study, the students composed a
short narrative or poem using any ten words previously studied. The
attempt to use the recently acquired stable of new words was the
source of much unintentional comedy. Misled by the word cupid in
rapidity (meaning inordinate desire, hence greed or avarice, one con-
scientious young man wrote, "The actor showed great cupidity for
the leading lady." Another, using vrnal (meaning obtaining for a price
rather than merit), said, "All the cars on the lot are venal." Finally,
while trying to use venereal to mean lovable or social since a venereal
disease is a social disease transmitted through lovemaking, one stu-
dent declared passionately, "Students flock to Professor B's classes
because of his venereal personality." To combat this common fault,
students were taught to provide contextual clues to the meanings of
the words by using the literary works as examples.

Students read their exercises aloud, after which the class com-
mented on the efforts in terms of concreteness of images, precision,
and appropriateness of usage. This exercise offered a wonderful op-
portunity for finding the apt word chosen both for its connotative
and denotative meanings in order to create the mood and tone the
writer tried to convey. Reading aloud not only offered the obvious
advantage of practice in saying the words correctly, but also provided
the chance to hear a 1c1 feel the rhythm of the right word used in the
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right place. Students then realized that words must "look right,"
"sound right," and "feel right." Furthermore, they began to discover
and appreciate, like the poet of the Old Testament, "How forcible are
right words!"

Since the students were instructed to keep card files for new words
encountered both in and out of class, they soon had their own per-
sonal portable dictionaries with appropriate illustrations, which they
consulted often because their regular weekly readings and themes
continued to be assigned during this entire period of intensive, focused
word study, thereby creating for the students an immediate need for
the new vocabulary in their own writing. They _began to realize that
a single precise word frequently would say what they used to say
before in three or four sentences. No quizzes were given, since the
aim of the study was not to test how many verbatim definitions and
illustrative sentences could be memorized. A surprisingly large num-
ber, studies have shown, are soon forgotten after such tests.

As a unit in a freshman language and literature class, in this par-
ticular instance composed mostly of black students, heirs of a very
rich oral tradition, the vocabulary study served the very useful pur-
pose of making them aware of the incalculable power and resources
of the written word, a relatively new experience for most of them.
As one student put it to me at the end of the term, for the first time
he was studying vocabulary without a high score as an indication of
his ultimate achievement, and he was not afraid any longer to use
the words he had learned. Such a response was what I had hoped for.

es



Tips: The Battle for Books

Jacqueline Brice Finch
College of the Virgin Islands, Christiansted, St. Croix

Fresh from a college education replete with Chaucer, Shakespeare,
Whitman, and Frost, with a major!minor concentration of Afro-
American literature, perhaps, the secondary school English teacher
arrives at the assigned school ready to teach students "good" litera-
ture. However, a book shortage can drastically inhibit one's good in-
tentions about the teaching of literature. Without ESAA, ESEA, or
other federally funded reading programs to provide money for recent,
relevant, class sets of texts, the teacher may wish fervently to curtail
the literature component of the curriculum. However, strong arms,
fast talking, and innovative teaching methods can result in a reward-
ing literary experience. Students will be forthright in their interest
in literature, and the teacher will be pleased with their progress. The
process involves two phases.

Research

1. Find a copy of the book inventory, noting the number of copies
for each text for your class.

2. Order sample copies of texts, instructor's manuals, student
workbooks, teaching tests useful for your class; since books
must be mailed to your school, state clearly that you want only
free copies. You now have your own resource library.

3. Peruse all textbooks available to you in the department for
material relevant to your class.

4. Make note of disused and odd lots of books for possible use.
5. Talk to fellow teachers to find out when their students are not

using their literature books; clearly identify borrowed books
6. Obtain approval to substitute selections by the same author,

and so on.
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Prepare tion

1. Acquaint students with your idea of how not to let the book
shortage hamper the literature program; instead of fewer books,
they will probably have more books for shorter periods of time.

2. Demonstrate your willingness to cart books from storeroom to
classroom and from classroom to classroom to ensure student
assistance, both female and male.

3. Match book selections with published teaching tests, instruc-
tional' guides, etc. to assist in lesson planning and evaluation;
allow students to select their own assignments from your pre-
viewed and assembled reading collection.

4. Establish a classroom library of books donated by students,
family, and friends, which are suitable for the students and
which can be borrowed for home reading.

Most students will positively reevaluate their interests in literature
after observing your keenness and persistent efforts to win the battle
for books.
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