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Foreword

This guide is the result of a 1985 mandate from the Iowa General Assembly, calling
for the Department of Education to develop “subject matter committees and committees that
cros: subject matter lines for coordination of curriculum at all education levels.”

This mandate was a response to one of the major recommendations of the Legisla-
ture’s Excel! .nce in Education Task Force report of 1984, First in the Nation in Education
(FINE). The Department of Education based its plan for implementing the legislation on
recommendations from the report.

In 1986, the first response to the mandate was published in the form of six guides
to curriculum development in the areas of arts, foreign language, language arts, mathematics,
science, and social studies. This series focused on vertical articulation of curriculum in the
subject matter.

This publication, along with others in this second phase of the effort, focuses on
herizontal articulation across subject areas. It is designed to guide faculties and administra-
tors in developing curriculum an iriproving the use of communication for learning across
the curriculum. It is intended to help districts enhance and build upon thei current local
curriculum.
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Introduction

The respoasibilities of teachers who guide the learning of students of different ages
in the many disciplines of the modem school curricuium are unique in many ways. Yet, as
educators we all share many goals. All of us place primary importance on the development
of those in our care. We are concerned aboit the kind of people they become. We want them
to be happy and self-sustaining individuals, able to relate and to share their visions with
others.

We are also concerned about their lcaming, about their development as learners.
We want thein to find joy in leaming, to experience the special enthusiasm that we feel about
the areas we have chosen to teach. We want them to control thought, language, and skills
of learning so that they can become independent, lifelong learners.

Though we share these goals, we have many differences- -differences in the
disciplines we teach, in the ages of our students, and in the instructional strategies we use
Yet, even here theie is common ground. For all teachers and fo. all learners, the primary
medium of learning is communication—communication as we talk with our students ai.d as
they talk with each other, as we write and read together, and as we explore meanings
conveyed visually and nonverbally; as we interact with parents; and as we teachers learn and
share in communication with our colleagues. Truly, communication is the glue that binds
us in education.

This guide is an invitation for all teachers to consider the essential nature of com-

munication in the teaching-learning proccss and to explore our shared responsibility for com-
munication across the curriculum. To emphasize our shared concem for the liorizontal
articulation of communication across the curriculum, this guide addresses ali teachers
jointly, rather than including separate s~ctions or activities for teachers in specific fields or
levels. To do this, and to attempt to bring the classroom into the static pages of a printed
guide, the guide uses a series of classroom sconarios set in “a classroom in your teaching area
andlevel in a school district in Iowa.” As you read these scenarios, visualize your classroom
and think of learning experiences you have used that are similar to the ones described. Share
those visions with other teachers, both in your teaching area and across the curriculum, who
are also exploring the guide. That sharing will highlight the central place of communication
in all teaching. Ideally, teachers about to use this guide will be involved in a staff
development activity with a group of colleagues with whom they can share, question, and
debate the pertinence of ideas. As an alternative, an individual teacher might seek outa* least
one other colleague with whom to work through the process.
' The guide has four sections. The first section examines the role of communication
in the classroom by visiting our teacher’s (T’s) classroom. Discussion of T's belief that
learning and communication are inseparable can help you to examine your own beliefs. That
will serve as the framework for introducing amodel of communication which uses concentric
circles to emphasize the interaction and integration of individual capacities—perceiving,
moving, feeling, thinking, creating, using language—and the elements of the communica-
tion process—language function, communication mode (oral, written, visual/nonverbal),
and audience. The section concludes with goals for developing communication across the
curriculum based on the model.

For all teachers
and for all learners,
the primary medium
of learning is com-
munication.




Communication
processes and skills
must flow from the
instructional activi-
ties and be tailored
to student needs.

The second section identifies abilities and understandings that students use intui-
tively as they use language to learn and think in the classroom. An extension of the classroom
scenario from the first section shows how students and teachers use communication acts to
carry out complex ls< vuage functions. This sectior: includes a list of communication acts
used to carry out language functions; examples of oral, written, and visual communication
situations used in and out of school; a list of understandings associated with communication
acts; and an outline of interdependent skills that support communicative performance. These
lists are used for reference in analyzing communication abilities and understandings required
in classroom sctivities.

In the third section, we retum to T"s classroom 10 explore strategies for incorporat-
ing communication across the curriculum. This section suggests that interaction and active
construction of meaning through language are important to all learning both in and out of
school. It shows how teachers can ase a combination of incidental and direct instruction to
facilitate students’ natural sbilitics to use language for leaming. As you read the scenarios,
try to relste th=se strategies t0 your own teaching. The instructional strategies central to each
approach are listed for reference.

The fourth section recognizes that concem for communication by teachers across
the curriculum i3 intended to facilitate leaming in their respective areas, not to prescribe it.
This means that the communication processes and skills used by groups of students must
flow from the instructional activities in which they are involved and be tailored to students’
individual abilities and needs. Thus, teachers need a systematic way to identify the
communication abilitics and understandings required in the leaming experiences they use.
Furthez, they need a way 10 monitor their students’ needs and growth. Teachers also need
a way 10 assess whether the commanication processes they use most effectively facilitate
learning. Finally, teachers need to determine whether there is continuity both for learners
at each instructional level and for students 23 they progress through the schoo! curriculum.

The “Form for Analyzing Communication Abilities and Understandings Across the
Curriculum” is designed to help teachers identify, monitor, and assess the communication
abilities and understandings they now use. Strategics are discussed for using the form as a
planning tool 10 enhance classroom communication, as a tool for monitoring and diagnosing
students’ growth, and as a tool for promoting horizontal and vertical articulation of
communication across the curriculum. To aid you in using the form, an analysis of the
instructional activity from ihe first section isincluded. Also, the appendix contains analyses
of two more instructional activities which can be used for practice.

The annotated bibliography contains both theoretical and practical sources con-
ceming communication across the curriculum which represent varying instructional levels
and curricular arcas. Key sources are marked with an asterisk.




Communication:
Essential to Learning

Communication in a Classroom

The Setting: A classroom in your teaching area
and level in a school district in Iowa.

The students talk excitedly as they notice the objects displayed at stations around
the room. Immediately they gather in small groups at their work areas. The teacher (T)
notices that the displays have attracted interest and have already caused the students to
interact, sharing observations with their peers on the topic discussed the previous day.

When all the students have gathered, T says, “I thought you might like to see the
objects we were talking about yesterday. Talk together in your groups to see what you can
learn from the objects. Also, talk about the questions that you have.”

T observes the stude ats, noting the strategies that individual students use when
talking collaboratively to learn. T notices that one group is having trouble interacting. T
joins the group afier observing that their exploration is restricted by one student who makes
definitive statements and criticizes the ideas of others. T uses questions to focus the group’s
attention and to sustain the contributions offered by other students. In this way, T facilitates
the group’s progress by providing support, which has been called an instructional scaffold,
for their use of dialogue stvategies. T then moves away, but continues to monitor the group's
interaction.

After a period of animated discussion, T suggests that the groups attempt to
conclude their exploration together in two or three minutes. Next, T suggests that students
use their learning logs to record their discoveries and questions.

T encourages two students who ask if they can use drawings or diagrams to record
ideas. Asthe students work individually, T also uses a personal journal to record ideas that
were overheard during the group interactions. This list of ideas will be used to guide the
suosequent large-group discussion. T also records observations conceming stndents’
fa_ility in using collaborative talk, drawing, and writing to learn. Thesc observations will
be useful in supporting students’ future growth in communication processes.

When the students have had time to complete their logs, T suggests that they share
their observations and questions with a partner who was not in their original group. Again,
T observes as partners share their logs and discuss what they have learned.

T offers support to a pair of students who appear to be criticizing each other's
observations, rather than exploring them. T is interested to note that many of the students
have used visual expression in their logs as a way to record their observations.

T concludes the lesson by eliciting and listing “discoveries” and “questions” from
the group. Because they have had time i form and try out ideas collaboratively through talk,
wri.ing, and visual expression, all students appear confident to share and to express
uncertainty about their conclusions. T provides the students with a collection of books,
pictures, tapes, and disks related to their questions. Siudents are encouraged to use their
learning logs to record 1'ew information. Jointly, they plan to use the next few lessons (0
explore their questions.

10

The teacher fa-
cilitates the group’s
progress by provid-
ing an instructional
scaffold.




All teachers share
responsibility for the
development of
communication
processes and skills.

A Teacher’s Beliefs about Communication and Learning

The classroom situation just described could represent any curricular area and any
grade level, K-12. The teacher who guided this learning experience held anumber of beliefs,
implicitly or explicitly, about communication and leaming. Examining these beliefs can
help teachers consider their own views about the role of language and communication in
teaching and learning.

1. Learning requires the active construction of meaning; that is, the learner must
create a personal understanding of experience.

2. Leamning is communicating since it involves the interpretation and creation of
meaning by the student, not the transference of knowledge from teacher to
student.

3. Language and thinking are basic to all communication and, thus, to learning
across the curriculum.

4. The interactive communication processes of composing and comprehending
through oral, written, and visual modes are inherent in all subject areas.

5. Blending these alt mative ways of representing understandings enhances
learning since studerits engaged in speaking, listening, writing, reading, view-
ing, and visual expression are active creators of meaning.

6. Communication processes and skills are best learned holisiically in real situ-
ations; that is, students learn language best as they learn through language.

7. Allteachers share responsibility for the development of communication proc-
esses and skills,

8. Students enter school as effective language users, yet growth in communica-
tion processes is lifelong. Increased communicative competence involves
facility to uselanguage and thought to meet an expanding variety of situational
demands.

9. Collaborative learning activities can facilitate students’ leaming, as well as
supporting their growth in the processes of leaming and communicating.

10. Supportof peers or the provision of an instructional scaffold by the teacher can

often permit students to do what they could not do alone.

A Model of Communication:

Developing Communication Across the Curriculum

Learning and communication are inseparable. Thus, an enderstanding of the nature
of communication is essential for all teachers. Diagram 1 is a model of commarication
which encompasses the principles stated above. It can serve as a guide for teachers across
the curriculum as they attempt to support students’ growth in the processes of communica-
tion essential to learning.

In the modsl, the inner circle represents the basic capacities each individual
possesses. The three outer circles represent the elements of the comniunication process:
language function, communication mode, and audience. When the outer circles are rotated,
they offer the possible communication situations people encounter lifelong. Only the outer
circle, audience, is dependent on age level. As stedents mature socially and emotionally,
their ability to communicate with larger and more impersonal audiences can be expected to
develop.

Concentric circles are used in thic model for three reasons: (1) to show that the
components within each elemen: are integratz4; (2) to show that the three elements are
integrated within any communicative act; and (3) to show that growth in individual

11




Model of Communication

Interaction of Individual Capacities, Language Functions,
Communication Modes, and Audiences

Key

- Individual Capacitics

. - Language Functions

ce: Towa Department of Education. A Guide to Curriculum Development

Language Arts, Des M

ines, IA: Towa Department of Education,

- Communication Modes

- Audiences




capacitics and in clements of the communication proccss is global and continuous, not linear
and sequential.

For example, in the classroom situatiow described ¢. + lier, students used all of their
individual capacities in concert as they explored and shareu understandings about the
objects. At different times in the lesson, different combinations of langua ;e functions were
used. (See Diagram 1.) Students used the rituals of group process to interact (ritualizing)
as they speculated about the objects (imagining), attempted to form ideas and share them
with others or to seck clarification (informing), or attempted to persuade others of their
viewpoints (controlling).

Personal feelings were conveyed not only as students related observations to
personal experience, but as they resolved difficulties in con:munication with the suppor* of
peers or teacher (feeling). These communicative functions were carried out through the
integration of composing and comprehending processes through oral, written, and visual
modes and with sudiences ranging from self to a small, known group. When composing,
students were conceptualizing and presenting their messages, often needing to pause to
reflect or to revise their message to clarify their intended meaniag or to take account of their
audience. In presentation of messages, students used personal thougnt, oral expression,
nonv 'rbal expression, and graphic representation (drawing, writing, etc.). Similarly, when
comprehending, students created or re-created messages by giving attention, perceiving
symbols and responding to them, interpreting them to shape mearing and attach personal
significance, and evaluating and applying the denved message. Developing these commu-
nicalive competencies is a continuous process, dependent on the interplay of elements in
particular communication contexts. Such skills are not developed in a prescribed sequence,
nor in isolatior.

A teacher who understands the central role of communication in learning and who
understands the interactive nature of the communication proce: wil' be most adept at
facilitei=z icarning through language. The purpose of tiais guid: is to expand teachers’
unZesstanding of communication processes and of the goals for ¢ eveloping communication
‘<ross the curriculum, which are listed below. A more complete description of the concepts
and skills necessary to achieve these goals is inciuded in the next section. It is followec by
discussion of instructional strategies for guiding growth in communication. The final
section includes steps to help all teachers, K-12, analyze and exiend the communication
abilities which support learning in their fields.

Goals for Developing

Communication Across the Cusriculum

A teacher concerned with communication ac ross the curriculum helps students to:
* use the interacti ve processes of comprehending and composing to interpret and
present understandings through oral, writter, and visual/nonverbal modes.

* use language and thinking processes singly or in collaboration with others to
construct personally meanin, “ul understandings of ccicepts and skills.

» use the specialized cominunication processes and skills ¢ “individuai fields of
study.

» value the importance of communication in all human endeavors

» develop the ability to vary communication processes and skills according «
function (imagining, feeling, controlling, intorming, ritualizing), audience,
and mode.

A teacher must
understand the cen-
tral role of commu-
nication in learning.
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The ability to
communicate is
developed in process,
drawing on the
innate human ca-
pacities each indi-
vidual possesses.

Communication
Abilities and
Understandings

Communication involves an interactive crmplex of processes. The abilities that
facilitate communication develop holistically over time. In most communice’:on acts these
abilities are used intuitively, rather than consciously. Consider, for example, the variety of
skills and associated concepts involved in the simple greeting of a friend. The sender must
perceive the other person, respond to feelings that create a desire to acknowledge and be
acknowledged, use thinking and language capacities to create & specific greeting, and
transmit it by using verbal, gestural, facial, or tonal signals. (See Diagram 1.) This
communication act integrates a full range of individual cspacities, combines at least the
ritualizing and feeling functions of language, and uscs the oral and visual/nonverbal modes.
Itis expressed by the sender and is comprehended by the receiver instantaneously. Clearly,
neither the composer nor the comprehender of this message consciously orchestrates ilic
manv understandings and skills used. Yet, both in some way “know” thc processes and
strategies involved. For communication to o~cur, both composer and comprehender must
cooperatively engage ir the construction of shared meaning. This is true whether the
communication involves personal though’ (where the intended audience is oneself), face-to-
face dialogue, or written communication shared over space and time.

The complexity of language and language learning is evident when it is recognized
that each communication act differs depending on nuances in the combination of language
functions, modes, and sudiences involved. The ability to communicate is more wondrous
when one considers chat even an infant is able to carry out a communication act such as a
greeting.

An ability as compiex as communication is not learned, nor should it be taught, as
a sequence of specifi~ concepts aud skills. The language user does not analyze each
comnunication situstion and consciously apply a sequence of concepts and skills. Not only
would the time required inhibit the flow of communication, bu. :*+ demands on cognitive
functioning would be overwhelming. Rather, ability to communicate is developed in
process, drawing-on the innate human capacities each individual possesses. Facility with
language is developed as meanings are negotisted through interaction in natural leaming
situations in and out of school. Growth is ofien supported by more mature language users
who help the novice convey his or her mesning intentions and understand the messages of
others. In this w 1y, each person intuitively dcvelops the facility to compose and comprehend
messages for a range of functions in diverse situations.

Concurrently, understandings that govern communication processes are internal-
ized. These internalized understandings may, at times, be raised to a conscious level and
utilized in shaping or interpreting particular messages. Conscious thought about the form

12
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of communication might result from difficulty by cither the sender or the receiver in
constructing an intended meaning, perhaps due to lack of clarity about t%e subject or because
of differences between the sender and receiver in age, status, or familiarity. Response to
communication which is particularly effective or unusual might also cause conscious
attention (c.g., & pun, an ad, a description).

As students mature, they must continue to develop facility in the language of life
outside of school and the language of schooling. Students must continue to grow in
proficiency in general communication abilities and in variations used in specific disciplines
or subject arcas. Consider, for example, the complexity of communication strategies
required in an interview to gain information or to seck employment, in the use of specialized
notation systems (mathematical, musical, scientific), or in “reading” a textbook, a painting,
a diagram, or a blueprint. Each of these situations requires the extension and adaptation of
abilities appropriate to the context. The fact that communication acts vary to fit specific
situations makes language leaming a lifelong process. It also makes support for the
development of communication the responsibility of teachers across the curriculum.

To integrate communication across the curriculum, K-12, all teachers need to
understand the communication processes used in learning and thinking. This section will
help teachers identify communication acts which students use both in and out of school to
carry out language functions. It also includes a list of associated understandings and
supporting skills that underlic these abilities.

Communication Acts Used in Five Language Functions

During the last 20 years a number of language researchers (Britton, 1970, 1975;
Halliday, 1973, 1975, 1978; Kinneavy, 1971; Moffett, 1968; Tough, 1976, 1977, 1979;
Wells, 1973, 1975, 1981, 1986; Wood, 1977a, 1977b, 1981) have explored the functions for
which preschoolers, school-aged students, and adults use language in oral, written, and
visual/nonverbal modes. Most rescarchers recognize a number of broad functions which
children develop before school-entry age. They list a variety of communication acts that are
used to carry out each function depending on the particular intention and situation. Language
users develop these functional nuances as the communication situations in which they
engage, both in and out of school, become more diverse.

Table 1 is a list of exemplary communication acts used in the five language
functions found in the Model of Communication (Diagram 1). This list is based primarily
on the descriptions of Halliday (1975), Wells (1973, 1975), and Tough (1977, 1979).

In using the list, it should be remembered that most communication acts fulfill more
than one function. For example, a communication act such as “agreeing” can involve the
controlling, feeling, and informing functions.




Table 1
Communication Acts Used by Composer and Comprehender in

Five Functions of Language
Controlling fuaction
Monitoring actions (own, others) Contrcting
Secking another’s attention Arguing
Wanting Asserting
Requesting Questioning
Offering Intending
Agrecing Promising
Permitting Bargaining
Commanding, directing Warning
Accepting direction Threatening
Refusing, rejecting Prohibiting
Planning, formulating Justifying
Suggesting Seeking justification
Collaborating Evading
Stating conditions Criticizing
Feeling function
Vicarious experiencing of events, feelings Expressing state or attitude
(real or imagined) Questioning state or attitude
Reliving past events, feelings Encouraging
Empathizing Challenging
Expressing endearment Congratulating
Exclamation Commisersting
Approving Rejecting
Disapproving Expressing conditions
Agreeing Justifying
Cisagreeing Seeking justification
Apologizing, expressing regret Evading
Blaming Taunting

Narrating, telling stories (real or imagined)

Imagining function

Creating situations, events, persons (realor  Anticipating or predicting events, details,
imagined) sequence, causal relationships

Projecting self into situations, events, feel- Associating ideas

ings (1cal or imagined) Wondering, questioning, speculating
Reflecting on experiences Anticipating problems and solutions

Describing sensory impressions, feelings Taking different perspectives
from verbal, visual, or sensory mnput




Ritualizing function

Greeting

Addressing

Biddiny farewell

Initiating, changing, ending topic
Checking

Filling silences

Informing function
Labelling, naming
Pointing out, identifying
Making statements
Describing

Classifying

Narrating, telling stories
Reporting

Concluding
Generalizing
Theorizing, hypothesizing
Explaining

Justifying

Agreeing

Identifying problems

Table 1, cont.

Taking/giving (urns

Seeking recognition

Recognizing, acknowledging procedural or
conventional elements of a communication
situation (e.g., rules of parliamentary proce-
dure, conventions of a letter)

Questioning
Responding
Wondering, speculating
Anticipating, predicting
Reflecting

Relating causally, associating
Affirming

Denying

Verifying

Rejecting
Acknowledging
Arguing

Collaborating

15



The following classroom interaction illustrates how varying communication acts
are used to carry out the five language functions. It shows how one communication act
integrates muliiple language functions. This interaction might have occuired in the
classroom described in the previous section when the teacher (T) interacted with the group
of swdents whose exploration of objects was impeded by the definitive and critical
statements of one member. The teacher is labelled T; students are labelled A, B, and C.
Language functions are abbreviated CONT (Controlling), FEEL (Feeling), IMAG (Imagin-

ing), RIT (Ritualizing), and INF (Informing).

Dial
T:

ogue

How is your group coming?

Communication Acts/Functions
Questioning (INF, CONT)

A: TI've got it all figured out, but they Asserting, explaining, identifying problems
don’t get it. (CONT, INF, FEEL)
B:  Who says you know it all? Challenging (FEEL, INF, CONY)
C: It would help if you'd both listen.  Suggesting, arguing, disapproving (CONT,
INF, FEEL)
T: C, tell me what you've discovered.  Addressing, affirming, directing, questioning
(RIT, CONT, INF)
C:  Well, I think that this is used with Speculating, describing (INF, IMAG)
this.
A: No,itisn’t! Rejecting, criticizing (INF, CONT)
B: Yeah! And then this could be used Agreeing, collaborating, describing, speculat-
this way. ing (CONT, FEEL, INF, IMAG)
T: (toCandB) Tell us more about why Questioning, directing, giving turns (INF,
you think that. CONT, RIT)
A: Well, it looks like this would move Speculating, predicting (INF, IMAG)
when this does.
T: Thoseseem like useful observations. Affirming, directing, promising (INF, CONT)

Why don't the three of you continue
talking. I'll check back later.

Teachers can use Table 1 to ident..y the range of communication acts and functions
which they and their students use in daily classroom interactions.

Uses of Oral, Written, and Visual Communication

Growth in communicative competence involves an ability to form and comprehend
messages to fulfill a range of functions in a variety of communication sifuations through
varying modes and with varying audiences. Table 2 contains alist oforal, written, and visual
communication situations used both in and out of school. Teachers should use this chart to
identify the uses of communication they commonly employ in class and to identify uses of
communication which could be used to more actively involve students in learning. Teachers
should compatre this list 1o Table 1 to identify the functions of language and the communi-
cation acts typically associated with each of these uses. This comparison will enhance
awareness of the communication abilities that students need to develop.
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Table 2
Examples of Oral, Written, and Visual Communication
Used In and Out of School

A. Oral Communication (Speaking, Listening) C. Visual Communication (Expressing visu-
1. Conversation ally/nonverbally, Viewing)

2. Discussion 1. Facial expression

3. Greeting/social interaction 2. Gesture

4. Introduction 3. rantomime

5. Interview 4. Eye coatact

6. Debate 5. Clothing

7. Dramatization 6. Color

8. Public speaking 7. Movement

9. Reading prose, poetry, plays 8. Sign language

10. Mass media 9. Visual arts

11. Directions 10. Electronic media

12. Reports V1. Signs, diagrams, graphs, tables, trademarks
13. Announcements, messages, explanations 12. Artifacts

14. Personal stories, jokes 13.

15. 14,

16.

B. Written Communication (Writing, Reading)
Journals/personal learning logs

Personal narratives

Letters

Reports

Fiction—prose, poetry, plays
Nonfiction—autobiography, biography, edito-
rial, essay, history

7. Directions

8. Announcements, messages, explanations

9. Minutes

10. Forms—creating, filling in, interpreting

11. Signs, labels, diagrams, graphs, tables

12. Notes

13. Outlines—to organize or to remember

14.

15.

RN B LN =

Source: lowa Department of Education. A Guide to Curriculum Development in Language Arts.
Des Moines, IA: Towa Department of Education, 1986, page 13.




While guiding
growth in communi-
cation processes and
skills may seem
challenging to many
teachers, it is really
a natural part of ef-
fective instruction.

Understandings Associated with Communication Acts

Peop!¢ learn language while using language tocommunicate and to learn. They also
intvitively iearn about languoge by using it. As students mature linguistically and cogni-
tively, \hey grow in ability to think consciously about language and communication—they
develop what is called metalinguistic awareness.

While most communication acts are carried out nonconsciously, awareness of com-
munijcation can, at times, facilitate the shaping or interpretation of a message to fit a
particular intention.

Table 3 lists understandings associated with communication acts which students
come to “know” and use.

Performance Skills Which Facilitate Communication

Children enter school as competent language users. They have developed the ability
to use language for a variety of functions with different audiences. Young children freely
communicate through literacy, whether they yet write or read in the traditional sense. Their
ability to perforr these acts demonstrates their competence in a number of interdependent
communication skills which develop naturally through use. These abilities provide the base
for continued refinement of performance skills which facilitate communication. This
refinement will occur best through meaningful communication ina supportive environment,
not through formal instruction on isolated skills. This suggests that all teachers need to
sup} Jrtthe extension of the many oral, written, and visunal/nonverbal performance skills that
facilitate leaming and communication. This does not mcan that teachers in various subject
matter areas should add myriad lists of specific communication skills to their instructional
goals. Effective integration of communication across the curriculum will not result from
isolated drill on mechanics of language use.

Instead, it requires that teachers who are aware of the nature of communication
processes and skills support students in reaching their communicative goals. Table 4
contains a list of communicative performance skills. It shows skills common to all
communication acts along with performance skills used specifically in the oral, written, or
visual modes. The skills are interdependent, that is, factorsin one area affect factors in other
areas. For example, the relationship with audience affects the style of language (formal or
informal), the word choice (semantics), and the patterns of expression used (syntax).

This list of performance skills should be used with the list of communication acts
used to carry out language functions (Table 1), the list of common uses of communication
(Table 2), and with the understandings about language use (Table 3). When used with the
“Model of Communication” (Diagram 1), these tables provide a broad framework of com-
munication which teachers can use to recognize students’ linguistic abilities and support
growth.

While guiding growth in communication processesand skills may seem challenging
to many teachers, it is really a natural part of eifsctive instruction. The next section outlines
strategies for incorporating communication processes, understandings, and skills across the
curriculum, K-12.
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10.

11.

12.

Table 3
Understandings Associated with Communication Acts

A language is a system of symbols, verbal and nonverbal, which is created and used by
a group of people.

Language is used to think, to learn, and to communicate.

Language is used for varying communicative functions: controlling, feeling, imagining,
ritualizing, and informing.

Language functions are carried out through communication acts, that is, through verbal
(oral or written) and nonverbal/visual exchanges used to fulfill specific communicative
intentions with specific audiences.

Most communicative acts involve more than one language function, although there may
be a predominant function.

The same idea or meaning can be represented symbolically in varying ways: oral,
written, and visual/nonverbal language, including mime, creative drama, literature,
theatre, journalism, debate; visual arts; sculpture; dance; music; architecture; and
clectronic media.

The features of the medium of communication affect the message and its interpretation.

Communication acts are varied by the composer to fit intention, mode, audience, and
situation. The comprehender uses these factors to interpret the intended meaning.

Communication requires that composer and comprehender cooperatively engage in the
construction of shared meaning.

Most communicative acts are performed intuitively; however, a mature language user
can consciously construct and interpret messages using understandings about language
and communication processes.

All communication processes share common features: use of thinking skills to
conceptualize and interpret messages; use of symbols to represent ideas; and the
relationship of composer, comprehender, and subject.

Many uses of communication require use of specialized communication skills, includ-
ing study in various subject areas and various career choices.




Table 4
Incerdependent Skills Which Support Communication

Thinking: attending, concentrating, perceiving, observing, comparing, understanding
logical relationships, relating sequentially or categorically, classifying, interpreting,
synthesizing, summarizing, sensing problems, asking questions, creating hypothe: =s,
predicting outcomes, drawing inferences, drawing conclusions, generalizing, testiny
validity, identifying assumptions, judging based on evidence or cnieria, detecting
fallacies in reasoning, discriminating between opinion and fact, planning, making
decisions, speculating, anticipating, imagining, generating new ideas, elaborating,
appreciating, remembering, reflecting

Communication: the interactive process of composing and comprehending meanings
composing: the recursive process of conceptualizing and conveying a message
which often.involves incubation and revision as a message is shaped to fit
intended purpose, audience, and situation
comprehending: the re-creation of a message by giving attention, perceiving
symbols and responding to them, interpreting to shape meaning and attach
personal significance, and evaluating and applying the derived message

Disconrsini Skills: message formulation/interpretation sensitive to function, subject, and
sender-receiver relationship

Communicative Functions: the intended purpose(s) of a communication act, including
controlling, expressing feelings, imagining, ritualizing, and informing
controlling: attempts to influence others or respond to the control language of
others
feeling: expression of feelings or response to the feelings of others
imagining: attempts to relive or prelive an experience, real or vicarious; to project;
or to wonder or to respond to imagining of others
ritualizing: attempts to initiate or maintain social interactions or to carry out social/
ritualistic conventions or to respond to ritualizing acts of others
informing: attempts to conceptualize, convey, or seek information or to respond to
such attempts by others

Audience: the intended receiver(s) of a communication act, including self as the first
audience, those in direct, face-to-face interaction, or an inferred audience

Flexibility: varying features used to communicate messages in—

language: selection of the linguistic system used to communicate (e.g., English,
Spanish, mathematical symbols, computer language)

dialect: systematic variations in language used by a group of persons (e.g., ethnic,
geographic, political, occupational)

register: style differences suited 1o situation or use (formal, informal, intimate)

mode: the communication channel(s) used—thought, oral (speaking, listening,
nonverbal expression), written (reading, writing), and visual (graphic, non-
alphabetic)
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Table 4, cont.

Fluency: spontaneity or rapidity in forming or reforming messages, including conceptual-
izing or creating ideas; and fluidity with syntax, meanings, and expression

Feedback and Self-Monitoriny Skills: interpreting and responding to the form and effect
of elements of communication both in self-communication and in interaction with
others; ability to vary messages based on perceived response, either anticipated or

receivea

Confidence: ease and assurance in communication

Oral,* Written, and Visual Performance Skills:

Semantics: Meanings and meaning relationships of
Words
Signs and symbols
Nonverbal language
Visual elements

Syntax: Patterns for arranging and combining
Sentences and clauses
Coordinating
Subordinating
Embedding

Design ciements
Unity (size, intensity of color, center-
ing, nonconformity)
Balance (symmetry, contrast of light

and dark)
Rhythm (repetition)
Phonemics
Vowels and consonants

Intonation (patterns of pitch, stress, pause)

Nonverbal
Body movement (gesture and body posture and
orientation)
Facial expression and eye contact
Use of personal space
Vocal cues (volume, tone, rate, etc.)

b

> >

b

5¢ Written

>

b

Visual

> >

X’ o X

* Notethat the oral mode is defined to include spea’ing, listening, and nonverbal expression

and their interpretation.
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Table 4, cont.

Graphemics

Spelling

Handwriting

Capitalization

Punctuation

Format conventions (typical and specialized
page arrangements, margins, indentation
and paragraphing, titling, figure or numeric
representation, underlining, bold or italic
print, etc.)

Visual elements (line, color, shape, texture)

Locational Skills
Library skills
Reference sources
Within book aids (title page, table of con-
tents, index, chapter organization, print,
headings, etc.)
Scanning and skimming

Bibliographic skills
Bibliographic form to locate and cite sources
Electronic databases

Technologic media
Awareness of the communication elements
various media use
Use of media e¢lements to compose and
comprechend messages
Sensitivity to the effects of the medium used
10 convey a message
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Strategies for
Incorporating
Communication

Learning to Communicate: Communicating to Learn

Learning and knowing require the use of oral, written, and visual/nonverbal
symbols to represent exneriences and ideas.

By manipulating symbols, leamers actively construct understandines and make
meanings real and personal. Therefore, effective communication is essenti. .o instruction
inall curricularareas atall levels. The quality of learning and teaching depends on the quality
of classrocm communication. Thus, all teachers need to develop strategies for using talking,
listening, writing, reading, and communicating visually to learn.

Teachers who effectively support students’ use of language for learning need to
recognize that interaction in learning is characteristic both of young children and of older
students in natural settings. Students are innately social beings who collaborate to learn and
to camry out tasks. Observing playground activities at an elementary school, middle-
schoolers building a rocket, or high school aged students fixing & car attests to this.
Unfortunately, in many schools the environment has somehow become one that precludes
or punishes these natural learning processes and instead emphasizes silence, competition,
and display of transmitted knowledge to the tcacher. As teachers, we need to create an
environment that supports students’ natural desire to explore and to know, while also using
instructional strztegies which are effective in supporting the use of communication to lean.
Wells (1986) expressed this point beautifully in The Meaning Makers: Children Learning
Language and Using Language to Learn. He concluded:

We are meaning makers—every one of us: children, parents, and teachers. To

try to make sense, to construct stories, and to share them with others in speech
and in writing is an essential part of being human. For those of us who are more
knowledgeable and more mature—parents and teachers—the responsibility is
clear: tointéract with those in our care in such a way as to foster and enrich their
meaning making (p. 222).

The stories that learners must construct are their individual understandings of
situations, events, or sets of facts. This “knowledge cannot be transmitted. It has to be
constructed afresh by each individual knower on the basis of what is already known and by
means of strategies developed over the whole of that individual’s life, both outside and inside
the classroor a” (Wells, p. 218). Wells has demonstrated “that the best way in which adults
can help them to learn is by giving them ¢vidence, guidance, and encouragement” (p. 215).
He called this the guided reinvention of knowledge, “in which the teacher aims to facilitate
learning rather than to direct it” (p. 219).

This section outlines procedures teachers can use to facilitate the use of language
for learning across the curriculum. It will explore strategies such as those used by our
teacher, T, 5 guide growth in communication abilities necessary both for in-school use and
for lifelong leaming. The students in that classroom may have seemed unusually adept in
the use of communication and group-learning processes. Their teacher had used a combi-

Teachers need to
create an environ-
rient that supports
students’ natural
desire to explore and

to know.




nation of in~idental and direct instructional approaches to facilitate the students’ natural
ability to use language for learning. A closer look at these strategies and their implementa-
tion in one classroom will help teachers in all curricular areas and at all instructional levels
to identify ways to enhance communicative competence.

Principles of Learning and Teaching

Anumber of principles of learning provide th. fcundation for effective instructional
practices. It is helpful to consider these principles i relation to the development of
communication processes and skills. Among those most c.atral to guiding growth in using
language for lcarning are:

1. Ccmmunication processes, like many understandings, attitudes, and skills, are
learned spontaneously through use in a supportive environment in which
learners are assisted in reaching their goals.

2. Communication processes are best learned in real-use situations so that the
context for learning and using these abilities 1s similar. Often this in-context
teaching will he incidental; that is, it will occur as guidance and support are
given indirectly at the teachable moment. When a more generalized need for
acommunication process or skill is recognized by leamers, a direct, in-context
skill-teaching lesson or unit may also be used.

3. Learning can be facilitated by supporting communication processes which the
learner is not yet able to use independently. A more mature language user or
collaborating peers provide & support system, or what has been called an
instructional scaffold, to permit use of an ability which the learner cannot yet
carry out independent!v (Applebee and Langer, 1983; Bruner, 1975, 1978;
Cazden, 1979, 1983; Lehr, 1985; Searle, 1984). Through this in-context
support, the learner is able both to achieve his or her intended purpose and
gradually to internalize the communication process or skill being used.

4. Ownership by the learner for the use of processes or skills is critical in both
incidental and direct instruction. To have true ownership, the learner must
value the goal or the end to which the process or skill is a means. Ownership
for isolated skills, as ends in themselves, is difficult to achieve.

5. When supporting the use of communication processes and skills for leaming,
it can be helpful to guide students to recall and apply understandings and
abilities which they have used previously. Examining models which are
1-levant to the student can also provide a basis for discovery.

6. L.arning of complex processes and skills, such as those involved in commu-
nication, is not uniform nor steady. As a student attempls to use a new level
of ability, previously mastered skills may cause difficulty. Similarly, the
context of use may affect a student’s level of performance. Such “errors” must
be viewed as signs of growth, not as failures. They can be indicators of the
leading edge of a student’s growth, and thus, indicate where support can best
be given.

7.  Feedback on the effectiveness of communication processes enhances learning,
particularly if the learner collaborates in self-evaluation and if the focus is kept
on the purpose for the communication, not on the skills used to reach it.

8. For communication processes to become automatic, they must be used regu-
larly in varying contexts.

9. Indeveloping corxmunication processes and skills across the curriculum, it is
best to use the least formal and direct instructional approach possible to meet
students’ immediate needs.




These principles of lcaming were cvident in the classroom described initially. The
tacher expected the students to learn abor:: :he objects being explored and to grow in their
ability to learn through c~municating in various modes.

Incidental teaching and learning were provided for, both in the grouping of the
students and in the encouragement and support i« teacher gave for their use of communi-
cation in il modes. Students were grouped 30 that each cluster had a mix of abilities in the
functions and modes of language which were to be used. Also, the teacher carefully
monitored botk the observations which the students were making and the communication
processes they were utilizing. In this way, an instructional scaffold could be provided for
needed communication skills. By providing incidental instruction, the teacher was able to
facilitate use of and growth in communication without detracting from the main purpose for
the lesson. In fact, this support was critical to the students’ success in meeting their goals.
These same principles of learning provided the foundation when direct instruction in a
communication prccass or skill was used to facilitate students’ use of language for leaming.
A more complete cxamination of the instructional strategies which characterize these two
approaches, incidental and direct, in-context instruction, will facilitate their use.

Using Incidental Instruction

Instructional Strat- gies
Incidental instruction is in-context istruction that takes advantage of the teachable
moment. A real-use situation creates the need for an understanding, process, or skill.
Leuming is embedded in the use situation and does not overshadow it. Several instructional
strategies are central to effective incidental instruction. They are:
1. Incidental instruction is highly # ‘dividualized. It focuses on the immediate
need of an individual or a group as they use a communication process or skill
to learn,
2. 'When a need is identified, the teacher’s role is to facilitate the student’s
achieement of his or her primary goal, while at the same time, guiding growth
ir. the incidental ability.
3. Guidance and supportin the communication process or skill are kept incidental
to the purpose for using it.
4. Support in use of the skill is provided at the teachable moment; that is, the
moment when the learner perceives the need for the skill or can be guided to
recognize ownership.
S. 'The intended learning outcomes of incideatal teaching are limited to the
immcdiate level of need for the skill and to the developmental level of the
leamners.
6. The teacher must select the incidental teaching strategy best suited to the
learners and the situation. Two types of incidental teaching strategics arc:
a. providing an instructional scaffold to permit the student to use the process
or skill to meet the immediate need without conscious awareness focused
it use; and

b. ,uiding student(s) to state understandings or procedural guidelines to
follow in the use of a communication process or skill to meet thzir goal
in a particular siteation without overshadowing or interfering with the
ongoing activity.

For commu+ica-
tion processes to
become automatic,
they must be used
regularly in varying
contexts.




In practice, the
two types of inciden-
tal teaching strate-
gies will blend natu-
rally.

Using Instructional Scaffolding

The decision as to which incidental teaching strategy to use in 8 given situation ic
based on the teacher’s judgment of th: primary needs of the student(s). For example, when
T recognized that the group of students described earlier was having difficulty exploring
ideas because of the actions of one student, it appeared best initially to collaborate with the
group sharing to guide and support the students who were using language cffectively to
inform and to question. (See p. 7 and p. 16.) Without calling any attention to the commu-
aication itself, T was able to model effective dialogne strategies and to encourage and
support their use by the group. By addressing the student who was attempting to share ideas,
by listening carefully, and by seeking to know more, T modelled effective discussion
strategies for the students. This provided the necessary instructional scaffold to permit them
to continue sharing and exploru,, their observations of the objects.

Instructional scaffolding, which can be; used in either individual or group-oriented
instruction, was successful because of T° preparation. As Applebee and Langer (1983)
suggest, a teacher using instructional scaffolding “must a) determine the difficulties that a
new task is likely to pose for particular students, b) select strategies that can be used to
overcome the specific difficulties anticipated, and c) structure the activity as a whole to make
those strategies explicit (through questioning and modelling) at appropriate places in the task
sequence” (p. 169).

In discussing instructional scaffolding, Applebee and Langer did not distinguish
amoag types of incidental instruction based on the degree of conscious focus on the process
or skill, itself. Therefore, their last strategy may be more appropricte to the second type of
ncidental teaching, guiding students to state proced-iral guidelines to follow. Anticipating
students’ needs, planning stiategies that can be used to support them, and modelling are
features of iustructional scaffolding which T used in supporting students’ use of collabora-
tive talk. However, questioning to make strategies explicit would lead to the second type of
incidental teaching, described bzlow. In psactice these two incidental teaching strategies
wins blend naturally.

Gu.1ing Students to State Procedural Guidelines

Had providing an instructional scaffold not been effective, T could have used the
second major approach to guide incidental learning. This involves guiding students to
recognize the need for the process or skill; to discover how to use it by recalling prerequisite
skills or examining models; and to state and apply procedural guidelines concerning using
the process or skill in 8 particular situatio.: without interrupting the ongoing activity.

Let’s pick up the classroom scenario to sce how this approach is used. Notice how
T guides recognition o. the need and discovery of effective strategies to use in a discussion
to share information without taking students’ attention away from the ongoing discussion.
(Recall that the teacher is labelled T; students are labelled A, B, and C.) Thas interacted with
the group as described earlier. However, as T continues tomonitor the group, student A soon
begins to domineer and criticiz» rgain. T retumns to the group. The dialogue that takes place
is in the left column, while the instructional strategies that T is attempting are in the right
column.
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Dialogue

What new observations have you shared
since I joined you last?

I keep trying to tell them, but they don't
listen.

Guess whe's not listening!

I tried to tell them about what I noticed.
It seems that you are having difficulty. Can
you help to figure out what the problem is?
Well, instead of telling each other what we
saw, we're arguing.

Do youall agree with that? (Students nod.)
O.K., let’s see if you can figure out what
will help. Let’s first see if you agree on
why you are talking together.

Well, those objects were pretty interesting
to look at.

Do you suppose you all discovered the
same things?

I didn’t notice what C said.

So if you want to share your information,
what do you need to be able to do?

We need to let one person tell something
they noticed and then other pacple talk
about that, and then the next person can tell
something.

If you are going to have a discussion to
share your ideas, that is one guideline that
can help. A, can you think of another
guideline that we’ve used before?

Not to argue.

What can you do if you disagree or don’t
understand?

Well, you could ask them to explain.
Yes, what else could you do?

Like I said, we should take turns.

So whea you continue with your discus-
sion, you've said that you want to take
turns sharing, listen to each other’s ideas,
question if you don't understand, explain
more if someone asks you, and not criti-
cize. Will you try to follow those ideas and
I'll check back with you later to see what
observations and questions you have ready
to share with the class.

Instructional Strategies

Exploring students’ perception of their prog-
ress

Eliciting recognition and personal ownership
of the problem

Secking personal commitment to the problem
and its solution
Building commitmentto the activity for whici
the skill is used

Enhancing need for the skill
Formalizing their ownership for the activity

and the skill

Recognizing recall of a previously used skill
and modelling use of questions to explore
ideas in a discussion

Eliciting recall of other previously used abili-
ties

Formalizing students’ statement of proce-
dural guidelines for the process to be used and
seeking their commitment to try them

Offering encouragement and continued sup-
port; reinforcing commitment to the purpose
for the activity




In this interaction, T used scveral strategies that are importantto incidental learning.
First, the focus of attention was kept on the communication process that was being used
within the particular activity (discussion to share observations). The focus was limited to the
specific needs which the students demonstrated at that time. In this way, students were able
to recognize the need for the skill and establish ownership. Further, since the focus was
limited to their immediate needs, T was able to guide discovery without interrupting the
ongoing activity.

A second important strategy was involving the students in discovering how to carry
out a discussion, rather than “telling” them what to do. T knew that the students had engaged
in discussions before, both in and out of school. Thus, they could use their experience a3 a
basis to state guidelines for an effective discussion. T used strategies to make these
procedures conscious and applicable to this communication situation. T also effectively
modelled the communication acts that are essential in a discussion to share and understand.
T listened carefully to students’ suggestions, asked questions to clarify, and summarized
understandings. (See Table 1.)

Finally, T immediately prepared the students to apply (practice) what they had
discovered in a real-use situation for which they had a commitment. T also offered support
and encouragement, while making the students’ responsibility to the other class members
clear. The outcome of this discussion mattered.

In this situation, T was able to use the students’ interest in the objects to establish
recognition and ownership for their need to discuss more effectively. Also, T was able to
draw on students’ expen  ce as a basis for recalling prerequisite abilities.

T was also able to model the skill while interacting with the students; that is, T was
able to use discussior to learn about discussing. In attempting to facilitate use of other
communication skills through incidental teaching techniques, a teacher might need to
consider other techniques to build awareness of the need for a communication process or
skill. Other bases for discovery might be needed, such as familiar examples (models) of the
process or skill which students could examine. The decision as to which techniques to use
depends on the nature of the skill or process being used, the students’ awareness of the
process or skill, their present level of ebility with it, and the teacher’s judgment concerning
the primary goal for a specific student at that time.

Individualizing Incidental Instruction
Individualization is essential to both types of incidental instruction. In this
classroom interaction T needed to be prepared to support students who chose to use visuals
to record observations in their learning logs. Choice of visual elements and words
(semantics), design elements (syntax), and use of visual elements (graphemics) are perform-
ance skills which support communication through use of visuals to inform. (See Table 4.)
In this situation T might interact differently with at least five different types of students:
1. The student who is not ready to focus on a particular process or skill.
T observes a student who is struggling to clarify and compose his or her
intended meaning. Even though this student is also having difficulty with
aspects of visual/graphemic representation, T gives attention to the thinking
and composing abilitics necessary for making meaning. This student is not
ready init’ally to give attention to the presentational aspects of visual commu-
nication. T guides the student to defer concern for these matters, at least until
a personally satisfying meaning has been drafted.




2.

The student who is capable with guidance and support.

T observes a student who expresses concern about his or her drawing while
drafting. T knows from experience that the student is able to communicate
meanings visually with an instructional scaffold. T first asks the student to
summarize the ideas he or she is trying to convey. Next, T asks the student to
describe one or two techniques that can help the audience understand. In this
way, T provides a scaffold for the activity.

The student is guided to clarify the intended meaning and then to think
about how to communicate it most effectively. T suggests thatthe student first
complete a draft and then find a partner to share with in revising. When the
student is ready to revise, T encourages the student to let the partner tell what
he or she understands from the visual. This feedback permits the composer to
check whether the intended meaning has been communicated. Tt provides the
student with a basis to revise design elements and builds confidence in use of
visual communication. After sharing between the partners, T reinforces the
student’s internalization of the communication processes involved by having
him or her serve as a responder for another student.

The student who is capable, but unsure.

From previous classroom interactions, T knows that this student is able to com-
municate meanings through visuals. When the studentexpresses worry, T asks
him or her to explain what things are important to think about in using a visual
to inform others (i.¢., to state procedural guidelines to follow). The student
identifies three elements: thinking about what to include in the diagram to
show important ideas, using colors, and selecting captions to clarify meaning
and capture attention. T responds positively and encourages the student in
undertaing the process.

The student who is capable of using the process or skill, but does not.
Building awareness of the importance of the process or skill is critical for this
student. This requires that the student, first, value the reason for communicat-
ing. Being sure that students do have real purposes and real audiences is
essential.

With such a student, T serves as responder *2 the draft or selects a student
who can effectively communicate his or her understanding of the meaning ex-
pressed. Letting the student know which aspects of the intended meaning the
audience received and which were misunderstood helps the student recognize
the need to clarify the way in which the ideas are presented. T then asks the
student to summarize plans for editing, using questioning strategies that
highlight the communication processes and skills that are important in this use
of visuals.

The student who is able to move beyond the usual level of performance in
the communication process or skill.

Here T needs to judge the importance of an increased level of proficiency in
the process or skill atthis time. The student’s interest, the amount of use made
of the skill, and the ways in which the student might otherwise use this instruc-
tional time are all factors. If T observes a student with an unusual ability to
combine elements of visual and verbal communication toinform, this student
might be given additional opportunities to use this mode of communication in
group projects or might serve as a helper to other students. Alternatively, T
might decide to encourage this student to explore other ways to communicate
information in order to broaden his or her abilities.

Being sure that
students do have
real purpcses and
real audiences is es-
sential.




Using Direct, In-Context Instruction

When to Use Direct Instruction

At times, teachers may find that incidental teaching techniques are not the best
choice for developing communication processes or skills that students need for leaming.
Then, an in-context, direct lesson or unit may be planned to develop specific communication
abilities. An in-context lesson is a lesson taught within an ongoing activity to develop a
process or skill which is necessary for successful completion of the activity. Anin-context
unit is a series of lessons designed to develop a process or skill required to carry out a planned
learning activity.

A direct instructional approach is most ofien chosen when one or more of the
following conditions exist.

1. Many studeats have a similar type and level of need for growth in a com-

municatioa process or skill.

A math teacher who notices that many students fail to remember specifics in
orally presented problems uses direct instruction to help the students discover
strategies for identifying and remembering information and for translating that
information into the algorithm necessary to solve the problem.

2. The communication process or skill has general application in the cur-

ricular area; that is, students will aced to use the skill many times in the
future.
A science teacher who plans to have students use learning logs to record ob-
servations from experiments throughout the year introduces this skill through
direct instruction to enhance both effectiveness and efficiency of instruction.
Further, the direct lezson or unit provides a base for later incidental teaching
needed to meet individual needs.

3. The communication process or skill is important in this curricular area,

both for schooling and in uses outside of school.
A social studies teacher who makes frequent use of discussion groups deter-
mines that a direct lesson or unit on this communication skill is an important
learning outcome because of its frequent classroom use and because of its
importance in a democratic society. Similarly, a vocational education teacher
uses direct instruction to develop interviewing skills before their use to gather
information on specific careers, knowing that use of interviewing strategies is
vital in job seeking and in most careers.

Teacher judgment is required in determining whether to use a direct lesson in the
context of the ongoing activity or t0 use a unit which is scheduled either before the
anticipated use or along with it. Earlier it was suggested that teachers use the least formal
and direct instructional approach possible to effectively meet students’ needs. Following
this principle, a teacher will select an in-context lesson when the students’ needs are specific
to a given application and when the students’ level of abilily is close to the ievel that is
needed. A unit is u;;ed when needs are broader or when the teach=r wants to demonstrate the
generalized application of the process or skill. It is important to recognize that the in-context
lesson is a diversion from the instructional experience within which itis taught. If more than
one or two such lessons are needed at one time to meet students’ anticipated or observed
communication needs, then a unit approach is probably warranted.

Timing of an in-context lesson or unit is important. Ownership is enhanced if the
instruction can be scheduled after the need has become apparent to the students. Similarly,
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if application can immediately follow instruction, internalization of leaming will be
cnhanced. When an in-context lesson is to be used, it is best to involve the students in
recognizing their needs and then provide instruction. When a unit is needed, scheduling may
present a challenge. An clementary teacher in a self-contained classroom ofter can time
instruction so that a unit on the communication process which is needed for a content area
activity can be taught as part of language arts, while the curricular activity for which it is
needed continues. The two units can then merge when students make use of the skill.
Departmentalized clementary, middle-school, and secondary teachers may be able to splitan
instructional time block so that the two units are taught concurrently. If that is not possible,
it may be necessary to preview an upcoming activity in order to create ownership for a
communication process or skill, carry out the unit to develop the skill, and then initiate the
activity for which the skill is needed.

Instructional Strategies

Several instructional strategies are important to both the direct, in-context lesson

and unit,

1. Swdent ownership for the process or skill must be developed. This is best
accomplished if students are using the skill either dirc. ly or through simula-
tion, for example, role-playing use of an interview to seek information before
actually conducting the interview.

2. Instruction in communication processes and skills must focus on entire
processes or identifiable parts within them, not on isolated subskills. In
preparing to give reports to inform others, attention is given in a unit or lesson
to preparing the audience to listen, but not given to articulation skills.

3. Students should be guided to discover how to carry out a process or skill by
engaging in the process, responding to models, and applying prior abilities.
Real, whole-language experiences involving oral, writien, and visual commu-
nication are used to guide discovery.

4. Students are helped if they are guided to state generalizations or guidelines
which they wish to follow. These gnidelines serve as a basis for application
and for self-evaluation.

5. Following direct instruction on a communication process or skill, incidental
teaching techniques are used to guide application and to promote interraliza-
tion.

Using a Direc:, In-Context Lesson

These principles of direct instruction can be illustrated by returning to the classroom
example described earlier. T plans to involve the students in a series of leaming activities
that will require use of visuals to record and share information. In previous experiences in
which visuals have been used as a source of information, T has observed that students often
fail tonotice details. They also fail to relate the information which is presented in labels or
captions to information presented visually. ‘T decides thatadirect, in-context lesson will help
students in composing visuals to inform and in comprehending the information in the visuals
their peers develop. In order to increase ownership, T initiates the lesson when the students
have decided to create visuals but have not yet begun to draft them. Objectives for the lesson
include awareness that the same information can be presented verbally and visually;
awareness that sometimes the audience is aided by us< vi viscals and words together; ability
io decide when to use visuals alone, words alone, or visuals and words together; ability to
select and create visual clements and to design them to convey an intended meaning; ability

31

a3

Instruction in
communication
processes and skills
must focus on entire
processes or identifi-
able parts within
them, not on iso-
lated subskills.




Incidental teach-
ing techniques will
foster internaliza-
tion of these con-
cepts and abilities.

to create labels or captions which help to focus attention and clarify meaning; and ability to
interpret meaning from a visual/verbal display.

In preparing for the lesson, T selects three visuals related to the topic the students
are working on, but is careful not 10 select ones that are on the same question that any student
has selected. One of these visuals lacks clarity in visual presentation, one has an effective
visual presentation but is poorly labelled, and the third is effective both in visual and verbal
presentation.

T begins the lesson Ly recalling that students have talked about using visuals in
sharing their information. T asks students to talk in pairs to list times when they have used
visuals as & source of information. After afew minutes, T asks the students to share. Included
in their composite list are ads, pictures in books, directions for games or equipment, signs,
and labels. T points out that in many of these examples visuals and words are combined to
inform and asks students to talk about why this is done. Their ideas include that it is a way
of getting attention, that there is a need to see what you are reading about, and the fact that
some information can be expressed more clearly through both visuals and words than just one
mode.

T then asks the students if they can think of a time when they have had difficulty
understanding a sign or picture. Several students cite directions for games and in{ormation
in textbooks. T then asks what problems they think they may face in working on their visuals
or in learning from the visuals others have made.. Problems include deciding what to include
in the visual, what labels to use, and how to know what is important in “reading™ someone
else’s visual.

T suggests that students look at some visuals 10 see if they can develop guidelines
for how to read information presented both visually and verbally. T notes that this will help
them to have ideas about how 1o compose an effective visual to inform others.

T first presents the visual that effectively presents information through both modes.
Students are asked to talk in pairs about what they can learn from this visual and how the
author was able to convey that meaning. After partners have had time to form ideas, T begins
discussion. Students notice that the visual is clearly presented, that color is uscd to make the
object look real, and . “at the visual indicates the size of the object. T asks them to identify
important information that is not presented visually. Students mention names of parts, but
are quick to note that the captions tell that. T then guides the students to examine the two
less-effective visuals. After students identify their strengths and weaknesses, T asks what
they think the creator of the first visual did that the others did not. As students offer ideas,
T lists them for later reference. Their generalizations follow.

1. Decide what information you want to give your audience.

2. Think about how a visual could help the audience understand.

3. Prepare a draft of the visual, trying to clearly include the important informa-

tion.

4. Think abouta caption or title to get the audience s attention. Think about how

words could be used te label or explain parts of the visual and add them.

S. Check your draft to see if it includes the information your audience needs and

if it is easy to understand.

6. Make any changes you decide are helpful and then make a final copy if you

need to.

T concludes the lesson by having the students look at the information they have
gathered and list parts they think can best be presented with a visual. They plan tobegin work
on the visuals ir the next iesson. T wili encourage students to refer to their list of guidelines
for creating visuals as they work. Incidental teaching techniques will foster internalization
of these concepts and abilities.




Using a Direct, In-Context Unit

T uses a direct, in-context unit to develop students’ ability in a communication
process or skill less frequently than incidental instruction or an in-context lesson. One
occasion when T used a unit approach was in introducing the use of leaming logs. A leaming
log is an account of progress, record of activity, description of observed changes, expression
of responses, or collection of ideas which is kept on a systematic basis. Sometimes called
conteat journals, leaming logs have been used successfully in all areas of the curriculum.

T knew that the students had not previously kept leaming logs, although they were
familiar with the use of personal journals. Because T planned to make regular use of learing
logs, it scemed appropriate to involve the studeats in a unit to explore the purpose of such
logs and to develop strategies for their use before an activity in which students would use logs
to record observations.

T knew that it was important for the students to be exposed to the use of logs before
such a unit in order to develop ownership for leaming more sbout their use. Therefore, T
guided the students to keep a class log of their progress in achieving a class goal. Daily
entries were dictated by the group during the first week. At the end of the week, each student
was given 8 looseleaf notebook containing the first week’s entries and several blank pages.
Class dictation continued during the second week. Students were also encouraged to add
personal observations in their own logs about their individual progress toward the goal. This
built awareness of the function of logs and gave students a basis to identify skill needs. This
experience also led the students to suggest that they could keep individual learning logs to
record their discoveries about the objects they were examining in the experience described
earlier.

When this use of logs was suggested, T initiated the direct, in-context skill-teaching
unit on the use of learning logs. To crystallize ownership, T guided the group to talk about
how having individual records of their observations could be useful as a source of
information as their exploration progressed. Students recognized the value of alog as a basis
for discovering features or patterns that might be missed if they were not recorded. T then
asked the students if it made any difference what type of entries they made if the logs were
to be used to discover relationships. Students were encouraged to consider whether the class
log would be useful for that purpose. This led students to decide to explore the characteristics
they would want their logs to have since they were to be used as a basis for discovering
relationships. T suggested that students examine the features of learning logs kept by others.

To guiue discovery of characteristics of effective logs, T provided the class with a
variety of logs. Students were encouraged to add to the collection. Included were logs of
scientific experiments, growth cycles, journeys, ideas for personal writing, and progress in
mastering .. new sxll. Some included specific details, while others recorded personal
feelings. Some included labelled diagrams and samples. Some contained specific numeric
data, while ¢ hers contained only general amounts.

In examining the logs, the students were encouraged to consider why they thought
the person had prepared it. This activity led them to list two broad purposes for logs: to keep
an accurate and detailed account of an experience to provide a basis for drawing conclusions,
and to keep a personal record to help one recall an experience. The students classified the
logs into these two types.

Next, T asked the students to work in pairs to discover the features that made each
type of log effective for its purpose. Students listed the following characteristics of a log that
was to be used as evidence for drawing conclusions.

1. Alog is kept for a specific purpose. You should decide what the purpose of

the log is to be before you start.

Sometimes called
content journals,
learning logs have
been used success-
fully in all areas of
the curriculum.
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2. Entries should be made regularly.

3. Deuiled information which fits the purpose for the log is includ-d.

4., Diagrams, pictures, or samples are included when they help torecord informa-

tion.

For a log which is to serve as a personal record, the following characteristics were
listed.

1. The log is kept so that the person can remembcr the experience or can keep a

list of ideas.

2. Entries can be made daily or whenever something special happens.

3. Include thingsthat you want to remember, the way things looked, and how you

felt about things. Pictures can help you remember.

T next asked students if they thought it was possible for a person to keep both kinds
of logs about the same experience. For practice in keeping logs before using them in the
planned activity, the students decided to keep both types of logs for an activity of their
choosing for the next few days. Tim~ was provided each day for the students to prepare their
entries and to share them witha partner. They used the characteristics the class had identified
to create and respond to the logs. During this time, T used incidental teaching techniques to
help students refine their use of logging skills.

When the students were ready to begin examining the objects to find relationships,
T guided them to identify the type of log they should keep. As daily entries were made, T
continued to provide an instructional scaffold for students who needed support with the skill.
Gradually, as students became more independent in their use of learning logs to record
observations, this support was withdrawn.

To help students recognize that they had developed a useful leaming tool, T guided
them to discuss the value of their logs in successfully completing the activity. Students also
were encouraged to list other activities, both in and out of school, in which logs could be
useful. They considered the type of log they would want to keep for each purpose. In later
weeks, T encouraged use of learning logs whenever it seemed appropriate in order to
encourage students to value their use.

Making Communication Work in Your Classroom

Throughout this guide we have followed T, a representative of the many effective
teachers atali levels and in all teaching areas who know the excitement of collaborating with
students in learning. Such teachersknow that if students are to become independent, lifelong
learners, they must be supported in their use of oral, written, and visual communication to
carry out a full range of language functions with diverse audiences. These teachers follow
the four principles which Wells (1986) suggested that adults use to facilitate language
development:

» To treat what the child has to say as worthy of careful attention.

» To do one’s best to understand what he or she means.

» To take the child’s meaning as the basis for what one says next.

» In selecting and encoding one’s own message, to take account of the child’s
ability to understand—that is, to construct an appropriate interpretation. (p.
218)

Wells was concerned with providing an environment at home and at school that
would facilitate children’s ability to make meaning through language. His principles apply
to the respect and support which students of all ages deserve as they leamn to communicate
and communicate to learn across the curriculum. As all teachers become more aware of the



central place which communication processes have in learning across the curriculum, they
will develop facility in the use of strategies to collaborate with students in leamning. As
teachers begin this journcy, additional examples of techniques for integrating language
across the cuiriculum may be helpful. Selected sources are grouped around the central
themes in this section: language across the curriculum, incidental and direct instruction, and
instructional scaffolding. Annotatioas for each citation are included in the main bibliogra-
phy.
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Books, 1986.
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o
Analyzing the Infusion

of Communication

Strategies for Analyzing the Use of

Communication Abilities and Understandings
Effective use of communication processes and skills is essential to leamning and
interaction in all curricular areas. Communication across the curriculum depends on each
teacher’s awareness of and commitment to the development of communication processes.
Strategies for incorporating communication across the curriculum were recommended in the
previous section. In order to cffectively utilize those strategies, individual teachers need a
systematic way to identify the communication abilities and understandings required in the
learning experiences they now use. Teachers also need a systematic way to monitor their Teachers need a
students’ communication abilities and needs in order to provide for growth. Finally, teachers systematic way to
need a way to assess whether the communication processes they now use in instructional . .
activities most effectively facilitate learning in their specific curricular areas. identify, monitor, .
Teachers can usc the “Form for Analyzing Communication Abilities and Under-  @nd assess communi- ——
- standings Across the Curriculum” (Disgram 2) to idenufy monitor, and assess the commu-  cation abilities and
nication abilitics and understandings used now in student learning experiences during a understandings.
‘ given curricular scgment. This analysis can be for a time segment (week, month, quarter,
semester) or for an instructional segment (a learning activity, a lesson, a unit within a course,
a course) The following steps should be used when completing Diagram 2.
In the first column, briefly describe the learning experience that is to be
analyzed.

2. In the second column, identify the communication processes and skills
required in the leaming experience. Diagram 1 and Table 1 can be used to
identify the individual capacities, the language functions and communication
acts through which they are carried out, the communication mode(s), and the
audience(s) involved in the learning experience.

3. Inthe third column, list the communication abilitics and understandings that
students use successfully (observed) and the skills that need support (needed)
in order to enhance communicative effectiveness. Tables I through 4 can be
used to identify communication abilities and understandings needed in a
learning experience.

4. In column four, list extensions in the use of integrated communication
processes and skills (functions, modes, and audiences) that can enhance
learning. Diagram 1 and Table 2 can be used to identify potential uses of oral,
written, and visual communication.
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Diagram 2
Blank Form

Form for Analyzing Communication Abilities

Teacher

Level

Directions: Bricfly describe the learning experiences used in Column 1. In Column 2, use Diagram 1 and Table 1 to identify
Individual Capacities, Language Functions and Communication Acts, Mode(s), and Audience(s).

Column 1 Column 2
Brief Description of Learning Experience Individual Capacities, Language Functivns and
Communication Acts, Communication Mode(s),
and Audience(s)
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Diagram 2, cont.

and Understandings Across the Curriculum

Course/Area/Unit

Dates or Tine Span

Use Tables 1 through 4 to identify observed and needed communication abilities and undersiandings in Column 3. List
extensions to enhance learning through communication in Column 4.

Column 3 Column 4
Communication Abilities and Un. 'erstandings Extensions to Enhance Learning
Observed Needed through Communication
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Diagram 3
T's Entry for Scenario on Pages 7 and 1¢

Form for Analyzing Communication Abilities

Teacher T

Level ANY

Directions: Briefly describe the learning expcriences used in Column 1. In Column 2, us¢ Diagram 1 and Table 1 to identify
Individual Capacities, Language Functions and Communication Acts, Mode(s), and Audience(s).

Column 1 Column 2
Brief Description of Learning Experience Tndividual Capacities, Language Functions and

Communication Acts, Communication Mode(s),
and Audience(s)

Small-group examination of objects as a basis for Use perceiving, manipulating, thinking, talking,
questioning and discovery. feeling, wondering.
Labelling, describizg, questioning, agreeing, dis-
agreeing, wondering, collaborating, addressing,
giving and taking iurns. ‘
Oral mode.
Small group.




Diagram 3, cont.

and Understandings Across the Curriculum

Course/Area/Unit __Any
Dates or Time Span _X/XX/xx

Use Tables 1 through 4 10 identify observed and needed communication abilities and understandings in Column 3. List
extensions to enhance learning through communication in Column 4.

Column 3 Columa 4
Communication Abilities and Understandings Extensions to Enhance Learning

Observed Needed through Communication
Ability to notice proper- Difficulty in seeking and  Use of learning logs to record individual observations

ties. giving turns. and questions after peer interaction (written and
Ability to describe Difficulty sharing per- visual modes).

properties. spectives. Oral interaction to share written and visual logs.
Ability to associate Difficulty questioning Whole-group listing of discoveries and questions.

properties. another's ideas Planning for further study.
Ability to question own without criticizing.

observations.
Willingness to explure.
Confidence to shara.
Awareness of roles in

communication.




Teachers can use the analysis form to determine the range of communication
abilities and understandings which students are required to use in their instructional
programs. Examination of entries in columns 1 and 2 over a time span or an instructional
segment can be compared to Diagram 1 and Table 1 to determine whether the range of
communication functions, modes, and audiences being used is appropriate to the learning
outcomes in the curricular field and to students’ growth in using communication to learn.

The communication analysis form also provides teachers with a tool for monitoring
students’ abilities and needs (columns 2 and 3). It can be used either to anticipate and prepare
for skill needs in a planned activity or to analyze an instructional experience which has just
been completed. Diagram 3 shows the entry that T made while planning for the activity in
which students were to share their observations of objects. (See p. 7 and p. 16.) Anticipa-
tion of the language competencies that were required for this activity prepared T to observe
the students’ communication processes as they interacted. This observation permitted T to
identify both the abilities that students used successfully and those abilities for which they
were likely to necd support (column 3). By anticipating skill needs, T was able to
successfully use incidental teaching strategies to support learning through communication
during the activity. However, when analysis of a planned experience indicated that students’
communicatior. needs cou’d not easily be supported through incidental instruction, T used
direct instruction, as was described in the strategies section. (See pp. 30-34.) The
communication analysis form can also be used as a planning guide to enhance integration of
communication across the curriculum (column 4). In planning for the learning experience
shown in Diagram 3, T initially only planned to have students share their observations orally
in small groups. However, before the lesson T used the “Model of Communication” to assess
these plans. T decided that leaming would be enhanced if students recorded observations in
their learning logs and shared those observations befon: the class discussion (column 4).
These extensions integrated the visual an¢ writien modes, extended the audience, and built
confidence for the class discussion. When these extensions were identified, T used another
copy of the form to list them as leaming experiences (column 1) and analyzed them, as well.

Concern for communication by teachers across the curriculum is intended to
facilitate learning in each curricular area, not to prescribe it. This means that the commu-
nication processes and skills used by groups of students in specific curricular areas must
grow from the instructional activities in which they are involved. They must be tailored to
students’ individual abilities and needs. Therefore, the sequence of communication proc-
esses and skills can only be determined by the teacher(s) who are in direct interaction with
a group of students. The imposition of a predetermined sequence of communication skills
would interfere both with instructional outcomes of specific curricular areas and with
effective language leamning. By systematically analyzing the communication processes
being used, teachers will be prepared to monitor their students® progress and to meet their
needs. In fact, systematic use of the analysis form will provide an anecdotal record of the
communication experiences and abilities for a group of students. It can also be used for
individual students in the group.

Initially, use of the form will require conscious analysis and reference to Diagram
1 and Tables 1-4. Soon, however, the nature of the language functions and the communica-
tion acts that are used to carry them out will be internalized so that this becomes a natural way
of thinking about the teaching-leaming process and of monitoring students’ progress in using
language to leam. To facilitate use of the form for analyzing communication abilities, the
appeadix contains two additional scenarios and their accompanying analyses. The first(Dia-
grams 4 and §) is for T's use of leaming logs and small-group sharing prior to whole-class
discussion, which was described earlier (p. 7). The second (Diagrams 6 and 7) involves an



instructional experience common to many curricular areas and teaching levels—use of a
guest speaker. Teachers are encouraged to use these scenarios for practice by reading the
scenario, completing the form to analyze communication abilities and understandings
involved, and comparing their analyses to the ones provided. It will be helpful if teachers
can discuss their analyses with colleagues before comparing them to the analyses provided.
Additional directions are contained in the appendix.

After this initial practice with the form, teachers shouid begin analysis of the
communication abilities required in learning experiences from their own classrooms. At
first, it will help to focus on a single leaming activity within a lesson, rather than on a lesson
or unit. Also, in early uses to monitor student progress, it will be helpful to focus on a single
student or small group of students rather than on the whole class. The scope of the
instructional segment and the number of studen’s to be analyzed can be extended as teachers
learn to use the form.

Using the Communication Analysis Form

to Promote Articulation of Communication

The communication analysis form can be used by either one teacher or by a group
of teachers to infuse communication across the curriculum. It can be a means to ensure that
at each level and in each instructional area students are provided experiences with diverse
functions of language, with differing modes of communication, and with diverse audiences
so that they continually grow in the use of communication processes needed for learning,
Teachers in similar teaching arcas and levels can share results of their communication
analyses. Such a compilation can provide a basis for building vertical and horizontal
articulation of communication processes and skills. Special attention can be given to
communication skills unique to specific subject-matter areas and to careers in those fields.
For example, if a group of teachers determines that specific communication processes are
needed for leaming activities in their subject-matter area, they can jointly plan how and at
which levels to develop those abilities. Examples include ability to read directions or
diagrams in vocational education classes or to interpret word problems in mathematics.

Using Analysis to Assess Horizontal Articulation

Horizontal articulation of communication across the curriculum is a concem for
teachers at all Ievels. Whethe: students atagiven level spend much of their instructional time
under the guidance of one teacher in a self-contained classroom or whether their instruction
is provided by a team of subject-matter specialists, there should be continuity in expectations
and experiences threighout a day and a year. Such continuity can only be achieved if
teachers are aware ¢« their own expectations and if they coordinate those expectations with
colleagues at the same level. To achieve horizontal articulation, teachers at each instruc-
tional level withina program should analyze the communication abilities and understandings
they use during sclected time periods. After each tcacher has analyzed his or her instructional
experiences, results should be compiled. Teachers can then assess this compilation to
determine whether their expectations are reasonably compatible. They can also use Diagram
1and Table 1 to determine whether students are experiencing the range of language functions
and communication acts, integration of language modes, and diversity in audiences neces-
sary to facilitate learning. Asteachers share ideas for using communication for leaming, they
will grow in ability to integrate communication across the curriculum and to support its usc.

43

The communica-
tion analysis form
also provides teach-
ers with a tool for
monitoring students’
abilities and needs.




Using Analysis to Assess Vertical Articulation

Students should experience continuity in program experiences and expectations as
they move from the preschool-primary through the middle school/junior high and secondary
levels. Analysis of communication can serve as a ool to promote vertical articulation
throughout the curriculum. Teachers can share and discuss their compiled results both by
subject-matter groupings or departments and as a total faculty. This sharing can be used to
identify the need to augment the use of communication processes at specific levels, can
facilitate coordination of learning expectations at all levels, and can be a vehicle for sharing
instructional strategies. Such dialogue will lead to the realization by the total faculty of
common goals and the interdependence of all subject areas. It will also highlight the central
place of communication in learning across the curriculum.

Using this Guide and the Communication

Analysis Form to Infuse Communication

Table 5 outsines the steps described earlier for use of the communication analysis
form to identify communication abilities required in the ongoing learning experiences which
a teacher uses, to monitor students’ progress, and to enhance the range and effectiveness of
communication processes and skills utilized. Steps 1-8 can be carried out by a teacher
individually or in collaboration with colleagues. Steps 9 and 10, which focus on horizontal
and vertical articulation of communication across the curriculum, require interaction of
teachers who share responsibility for the leaming of groups of students.

Although Steps 1-8 can be carried out by one teacher, there is much to be gained
through collaboration among teachers all concemed with enhancing uses of communication ‘
to learn across the curriculum. As a group of teachers discuss the learning experiences in
which they involve students and the nature of the communication abilities and understand-
ings involved, new understanding of the leamning process and of the strengths of the present
curriculum will emerge. Similarly, as teachers discuss abilities which students possess and
their perceived needs, skill in diagnosis will result. As teachers share ideas for enhancing
learning through language, new life will be given to the curriculum and to those who create
it. Just as a theme of this guide has been that students leam best by interacting, so, too, are
their teachers empowered as they work collaboratively.
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Table 5
Steps for Using this Guide and
the Communication Analysis Form

Identify and describe the curricular scgment to be analyzed (leaming activity, lesson,
unit, &tc.) in column 1.

Prior t0 scheduling the target learning experience, use Diagram 1 and Table 1 to
identify the communication processes to be used (column 2).

In column 3, identify abilities and understandings that you anticipate students possess
(observed) and abilitics that you anticipate will require instructional support (needed).
For anticipated needs, determine which approach you think will best support your
instructional objectives and enhance growth in communication to learn (incidental;
direct, in-context lesson; direct, in-context unit) and plan for that instructional
approach using guidelines in the strategies section.

Identify and plan for extensions to enhance learning through communication. Diagram
1 and Table 2 can be used to identify poteatial uses of oral, written, and visual
communication.

During and after instruction, use columns 2 and 3 of the form 10 monitor uses of com-
munication and to provide for additional needs that emerge through use of incidental
teaching strategies and subsequent direct instruction.

Afer the learning experience, use column 4 to record extensions o enharice learning
through communicaiion for use when the leaning experience is taught sgain.

To consider the range of communication situations with which students have had
experience, and 10 monitor their progress in the use of communication processes and
skills, review a series of mapping forms for the group.

To improve horizontal articulation of communication across the curriculum, share
results of analyses of communication abilities with other teachers at your level,
especially those who work with the same group(s) of students.

To improve vertical articulation of growth in communication, share results of analyses
with teachers who share responsibility for your teaching area(s) at other instructional
levels and with the total faculty whe share responsibility for students over time.
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oral language ability, speaking, and listening.

Fletcher, James E., and Stuart H. Surlin. Mass Communication Instruction in the Secondary
School. Urbana, IL: ERIC Clearinghouse on Reading and Commualcation Skills, 1978.
(ED 157 137). The authors stress the need for more knowledge about mass communication and
a rationale for providing instruction in it. They identify objectives for mass communication
instruction at the secondary level.

Fox, S.E., and V. G. Allen. The Language Arts: An Integrated Approach. New York: Molt,
Rinehart, and Winston, 1983. The whys and hows of achieving an integrated program for
elementary language arts are demonstrated. Fox and Allen stress the foundations, integration,
orf «mization, and evaluation of the language arts.
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' *Freach, Jim. “Whatever Happened to Language Across the Curriculum? ” Education Canads,
7 Vol. .., Winter 1985, pp. 38-43. (EJ 333 469). French reviews articles published on the topic
. of language across the curriculum (LAC) from 1979-1984. Problems with LAC center on four
o issues: definition of LAC; influences of linguistic bias and an English-subject-centered
: leadership; implementation difficulties; and views of the relative success and failure of LAC
initiatives.

Friedman, Paul G. Interpersona Communication: Innevations in Instruction. Washington, DC:
National Education Assoclation, 1978. (ED 169 568). This document explores the theoretical
bases for the study and practice of the human relations approach to interpersonal communica-
tion. It also contains instructional approaches, teaching strategies, and many classroom
activities.

Friedrich, Gustav W., and Joy H.McClintock, ods. Edacation inthe80s: Speech Communication.
Washington, DC: National Education Association, 1981. (ED 196 113). This is an
examination of speech communication instruction in elementary schools, secondary schools,
community colleges, colleges and universities, and the world of work with a focur o the 80s.

Fulwiler, Toby. “Journals Across the Disciplines.” English Journal, December 1983, pp. 14-19.
(EJ 238 £59). Fulwiler discusses the reasons snd methods for incorporating journal writing into
classroom activity and describes the writing.ac oss-the-curriculum program in the humanities
division at Michigan Technological Unives sity .

Fulwiler, Toby. Guidelines for Using Journals in Schoel Settings. Approved by the NCTE
Commission on Composition. Urbans, IL: National Council of Teachers of English, 1987,
(ED 282 2°). The author includes assumptions about the connec*‘on betv-een thought and
language th .underlie use of journals, reasons that journals help students interact with material
being leamed, 2nd guidelines for assigning journals.

Fulwiler, Toby, ed. The Journal Book. Portsmouh, NH: Boynton/Cook. This collection of 39
articles explores uses of student journals from elementary grades throngh college in the teaching
of Ensish, arts and humanitic s, and quantitative disciplines.

Fulwiler, Toby, and Art Young, eds. Language Connections: Writing and Reading Across the
Curriculum. Urbans, IL: National Council of Teachers of English, 1982, (ED 218 667).
The editors link theoretical issues to prevailing practices regarding the development of positive
writing and reading habits. Various aspects of “writing across the curriculum" are explored by
different authors in 12 chapters.

Gebhard, Ann O. “Teaching Wriiluy in Reading and Content Areas.” Journal of Reading, Vol.
27, December 1983, pp. 207-211. (EJ 291 323). Gebhard discusses four principles derived
from theory and practice that make incorporating writing into any class easy and worthwhile:
creating audience awareness, making writing tasks consequentisl, varying writing assignments,
and using writing to help students integrate new material into what they already havs.

Geller, Linda Gibson. Werdplsy and Language Learning for Children. Urbana,IL: National
Council of Teachers of English, 198S. (ED 261 393). The author demonstrates uie many ways
wordplay can be incorporated into classroom teaching, such as a preschooler learning to
categorize speech sounds with the help of rhythmic verse; the way children in the early
elementary years begin to enjoy nonsense as part of their growing confidence that they know
what sense is; and the older elementary school student’s more sophisticated appreciation of
humor and parody once the basic forms and social conventions of language use have been
mastered.

Gere, Ann Ruggles, ed. Roots in the Sawdust: Writing to Learn Across the Disciplines. Urbana,
IL: National Council of Teachers of English, 1985. (ED 262 419). Writing can be the
foundation of learning in all the disciplines.

Gentile, Lance M. Using Sports and Physical Education to Strengthen Reading Skills. Newark,
DE: International Reading Assoclation, 1980. (EP* i»s 601). Designed for middle, interme-
diate, and secondary school coaches and physical education instructors, this book describes
’ reading in general and reading s it supports the physical education program.
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Gi'ham, Bruce, od. The Language of Scheol Subjects. Portsmouth, NH: Helnemann, 1986. This
book examines the place of the textbook, the role of examinations, study skills, the difficult
langrage transfer from primary to secondary school, slong with the language of mathematics,
history, home economics, science, English, and the humanities.

Glatthorn, Allan A. A Guide for Developing an English Curriculum for the Eighties. Urbana, IL:
National Council of Teact.ers of Englisiy, 1980. (ED 193 671). This step-by-step process for
improving the English curriculum in a school district includes s analysis of current trends and
influences on the English curriculum, and yummarizes research findings in different language
areas. It advocates that teachers and curriculum leaders translate this knowledge and experience
into usable curriculum materials. The plan for curriculum development applies to any area.

Goggin, Willlam F. “A Message for History and Social Studlea Teachers.” Social Studies, Vol.
76, July-August 198S, pp. 170-173. (EJ 322 807). Strategies to kelp social studies teachers
integrate writing into their classes are suggested. These include student journals, focused
freewriting, written assignments used for review, creative book reports, poems, short stories,
and songs.

Graham, Kenneth G., and Alan Robinson. Srudy Skills Handbook: A Guide Jor All Teachers.
Newark, DE: International Ruading Association, 1984, (ED 245 198). Busy elemexiary and
secondary teachers can use this guidebook to improve their competence in teaching study skills.

Graves, Donald H. “Six Gildezosts to Successful Writing Conferences.” Learning, November
1982, pp. 76-77. Graves discusses six characteristics of successful writing conferences between
teacher and student.

*Graves, Donald H. Writing: Teachers and Children at Work. P.rtsmouth, NH: Heinemann
Educational Books, 1983. (ED 234 430). Classroom teachers will see other professionals and
children solve problems that arise in the midst of teaching and writing. Includes a chapter on
use of scaffolding in writing conferences.

Greenwood, J. The Case for Content Across the Curriculum As Well As Language. Paper .
presented at a regional seminar of the SEAMEO Regional Language Centre (20th,
Singapore, April 22-26, 198S). (ED 262 612). Greenwood traces the development of the
language-across-the-curriculum (LAC) movement in Britain from the 1960s. He argues that
LAC is aresponsibility of all teachers and identifies the traditional subject-based curriculum as
an obstle.

Haley-James, Shirley M. “Helping Students Learn Through Writing.” Language Arts, October
1982, pp. 726-731. (EJ 269 738). The author outlines ways that writing encourages learning

and discusses when it is most likely to do s0 and how teachers can link writing to learning in
content area classes.

Haley-James, Shirley M. “Revising Writing in the Upper Grades.” Language Arts, Vol. £2, May
1981, pp. 562-566. (EJ 245 671). Suggestions are presented for teachers to help writing
students understand when and when not to revise their writing, along with strategies to guiile
zovision.

Halliday, M. A. K. Explorations in the Functions of Language. New York: Elsevier North-
Holland, 1973. Halliday explores the functional basis of language within a functional
perspective.

Halliday, M. A. K. Language as Social Semiotic: The Social Interpretation of Language and
Meaning. Baltimore: University Park Press, 1978. Halliday describes language as ameaning
system and explores functions of language, variations according to users and use, and language
as a system.

*Halliday, M. A. K. Learning How to Mean: Explorations in the Development of Language. New
York: Elsevier North-Holland, 1975. Hallid. 7 extends the theory of a functional basis for
language and language leaming. Tae child is seen as an active constructor of meaning who
learns through interaction with and support of more mature language users. .




*Hansen, Jane, Tom Newkirk, and Donald M. Graves, ods. Breaking Greund: Teschers Relats
Roading and Writing in the Elementary School. Portsmouth, NH: Helnemann Educations!
Books, 1985. This buok shows how process spproaches are used in teaching reading and
writing, and provides new insights into the use of writing and reading in the content areas and
how skills taught in writing help skills in reading and vice versa.

Hardt, Ulrich, od. Teaching Roading with the Other Language Arts. Newark, DE: International
Reading Association, 1983. (ED 2% 447). The editor presents information supporting an
integrated program, which points out that teachers must make selections which fit their students’

noeds and the demands of their teaching situations.

Harker, John W., od. Classroem Strategies for Seci.dary Roading. Newark, DE: International
Reading Association, 198S. Textbooks play a dominant role in secondary instruction. Here is
a handbook on secondary reading strategies to help students improve their comprehension of
textbook materials.

Harker, Joha W. “Does Comtent-Area Reading Teach Conteat-Area Learning?” Reading
Herizens, Vol. 22, Fall 1981, pp. 25-28. Four steps teachers can use to ensure that content area
reading instruction enhances content area learning are presented: determine leaming objectives,
determine needed reading and study skills, accurately diagnos student needs, and select specific
skills for teaching at any one time.

Heath, Shirley B. “Research Currents: A Lot of Talk About Nothing.” Lenguage Arts, Vol. 60,
November-Dezember 1963, pp. 999-1007. (EJ 289 497). Heath discusses the interrelationship
of the language arts, and how both oral and written language hely. the learning process.

Heathcote, Dorothy. “Learning, Knowing, and Languaging in Drama.” Language Arts, Vol. 60,
September 1983, pp. 695-701. (EJ 286 513). Drama provides asense of immediacy to subjects
or stevies and 1o the discovery process of learning.

Heller, Mary F. “Directed Reading and Writing in the Coutent Areas.” Reading Psychology, Vol.
7,N 3.3, 1986, pp. 173-182. The article describes a directed reading and writing lesson that uses
the power of the composing process throughout content area lessons to enhance reading
comprehension; uses a fifth grade science lesson as a model.

Hemphill, John. “Language Arts Instruction: A Continium of Possible Models.” Language
Arts, Vol. 58, September 1981, pp. 643-651. (EJ 252 125). Hemphill describes three
spproaches to language arts instruction—student czatered/integrated, content centered/seg-
mented, and 8 combination of these two; examines the strong and weak points of each.

Hennings, Dorothy G. Teacking Comsunication and Reading Skills in the Content Areas. Bloom-
ingtoa, IN: PhiDelta K=pps, 1982, (ED 229 737). This book is for elementary teachers who
want to incorporate language skill-building activities into their subject instruction.

Holbrook, Hilary Taylor. “ERIC/RCS Report, Writing to Le..rn in the Social Studies.” The
Reading Teacher, Vol. 41, November 1987, pp. 216-219. (EJ 360 649). Holbrook reviews
sources in the ERIC/RCS database which provide a rationale for content area writing to learn,
with a focus on critical writing in the social studies.

Jowa Department of Education. A Guide to Curriculum Development in Language Arts. A
Curriculum Coordinating Committee Report. Des Moines, IA: lowa Department of
Education, 1986. (ED 276 052). This guide presents rationale, philosophy, and goals for an
integrated language arts curriculum, K-12. A concentric circles model shows the integration of
individual capacities, language functions, communication modes, and audience. Examples of
integration, guidelines for assessment and implementation, and bibliography are included.

Iowa Department of Public Instruction. Framework: Integrating Language Arts. Des Molnes,
JA: Department of Public Instruction. (ED 211 990). A framework for curriculum
development on an integrated approach to the language arts is provided, and comprehending and
composing processes are provided.
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Jaggar, Angela, and M. Trika Smith-Burke, eds. Observing the Language Learner. Urbana, IL:
National Council of Teachers of English, 1985. (ED 251 857). This collection of 17 articles
is based on the concept of watching kids for the aspects of language leamning. It explains *.ny
they are important and shows teachers what 1o look for and how to interpret what they .ce and
hear.

*Jensen, J. M., ed. Compesing and Comprehending. Urbana, IL: ERIC Clearinghouse on
Reading and Communication Skills and National Conference on Research in English,
1984. (ED 243 139). Seversl articles on the reading/wric g relationship define the relationship
between composing and comprehending, explore relevant research, and discuss the implications
of this relationship to the leaming and teaching processes.

Johnson, Liz, and Cecily O’Neill, eds. Dorothy Heatheote: Collected Writings on Education and
Drama. Portsmouth, NH: Helnemann Educational Books, 1984, This book explains Heath-
cote’s pioneering approach to learning through drama and her deep concern for curriculum
development and the training of teachers.

Jolly, Taoomas. “ERIC/RCS Report: Listen My Children and You Shall Read.”” Language Arts,
Vol. 57, February 1980, pp. 214-217. (EJ 227 709). Jolly reviews several studies from the
ERIC system that deal with the relationship between listening and reading skills and suggests
resources for teaching listening skills.

Jolly, Thomas. “ERIC/RCS Report: Reading, Writing, Listening, Speaking.” Language Arts,
Vol.57, September 1980, pp. 664-668. (EJ 233 986). Jolly reviews research on the relationship
between the receptive language arts skills (reading and listening), the relationship between the
expressive skills (writing and speaking), and the relationships between receptive and expressive
skills. Teaching materials that reflect these interrelationships are discussed.

Kluneavy, James L. A Theory of Discourse: The Aims of Discourse. Englewood Cliffs, NJ:
Prentice-Hall, Inc., 1971. The communication process is used as a framework for a theory of
composition based on the aims of discourse.

Kirby, Dan, and Carol Kuykendall. Thinking Through Language, Book One. Urbana, IL:
National Councll of Teachers of English, 1985. (ED 260 434, Gulde—ED 260 433). For
junior high students, this book is aimed at integrating, rather than isolating, not only the thinking
skills but the language arts themselves. Such an approach is rooted in the assumption that
writing, talking, reading, and listening are means of thinking. (See Stanford and Stanford for
Book Two.)

Knoblauch, C. H., and Lil Brannon. “Writing as Learning Through the Curriculum.” College
English, Vol. 45, September 1983, pp. 465-474. (EJ 285 234). The authors argue that writing
in the content areas should be used in secondary and higher education as a discovery tool,
stimulating students’ conceptual involvement and prompting them to further investigations.

Konopak, Bonnie C., and others. “Reading and Writing: Alds to Learning In the Content
Areas.” Journalof Reading, Vol. 31, November 1987, pp. 109-115. (EJ 359 215). A guided
writing procedure is suggested to aid students’ comprehension and leaming of content area
material.

Kroll, Barry M., and R. J. Vann, eds. Exploring Speaking-Writing Relationships: Connections
and Contrasts. Urbana, IL: National Councll of Teachers of English, 1981. (ED 204 794).
This collection of 13 articles discusses research on the similarities and differences between
speaking and writing and explains the critical factors involved in teaching effective speaking and

Langer, Judith A., and Arthur N. Applebee. “Learning to Write: Learning to Think.”
Educational Horizons, Vol. 64, Fall 1985, pp. 36-38. (EJ 324 887). The authors suggest a
broad range of writing activities for students in subject area classes, which will foster content
learning as weli as writing proficiency; a network of teachers skilled in developing curriculum
materials based on writing; and expectations for writing in content area classes, such as
mathematics, science, and social studies.

56

B
(S




Lehman, Barbara A., and David Hayes. “Advancing Critical Reading Through Historical
Fiction and Blography.” Secisl Studies, Vol. 76, July-August 198S, pp. 165-169. (EJ 322
806). Suggestions to help social studies teachers use historical fiction and biography to teach
critical reading to intermediate grade students are made.

Lehr, Fran. “ERIC/RCS Report: Developing Language and Thought Through Creative
Drama.” Language Arts, Vol. 68, March 1983, pp. 385-389. (EJ 277 940). Lehr examines
materials in the ERIC database that deal with the use cf creative drama as a language arts
teaching tool and discusses the nature of creative drama and activities for the classroom.

*Lehr, Fran. “ERIC/RCS Report: Instructional Scaffolding.” Language Arts, Vol. 62, October
1985, pp. 667-672. (EJ 323 41S). Materials in the ERIC system tha: deal with the concept of
scaffolding, building on children’s naturul language, and ways teachers have translated the
concept into instructional strategies are discussed.

Lehnert, Linda J. “Help Them to Speak, Write, and Listen—They'll be Better Readers.”
Reading Horizens, Vol. 21, Spring 1981, pp. 174-178. (EJ 257 675). _ehnert considers the
role of oral language in reading and its implications for the primary grades teacher. A number
of activities that integrate reading, speaking, listening, and writing are included.

Lindfors, Judith Wells. Children’s Language and Learning. 2nd ed. Englewood Cliffs, NJ:
Prentice Hall, 1987. This excellent discussion of language learning focuses on classroom
spplications. Sections on language and cognition and communicative competence are espe-
cially helpful. It explores functions of language (narrating, explaining/informing, expressing)
and effects of situational factors (age, status, familiarity).

Lloyd-Jones, Richard. “Division and Synthesis: Implications of the Aspen Coalition
Conference.” Focus of the Southeastern Ohio Council of Teachers of English, Fall 1987, pp.
4-7. Key conclusions of the 1987 conference of the Coalition of English Associations at the
Aspen Institute in Maryland are summarized. The conference was organized to set directions
for English teaching in the next century. The Coalition supported integration, recognition of
students’ varied abilities, need for interaction in classrooms, and real uses of language including
reading real (and diverse) literature vs. reading exercises.

*Loomer, Bradley M., Jerry N. Kuhn, and Beatrice A. Furner. The Problem Method. Rev. ed.
Iowa City, IA: University of Iowa, College of Education and Divislon of Extension and
Unlverzity Services, 1977. Loomer identifies factors which affect one’s choice of method and
values of the problem method. Kuhn focuses on applying the problem method to a content area,
while Furner discusses the nature of the language arts curriculum and applying the problem
method in personal exploration experiences, skill teaching, and concept exploration. Classroom
examples of integration through in-context lessons aud units are included.

Lunstrum, John, and Bob Taylor. Teaching Reading in the Social Studies. Newsrk, DE:
International Reading Association, 1978. (ED 157 008). After defining the issue of encoun-
tering madequate reading skills in the social studies, the authors consider remedies in three
problem areas: mziching student abilities and resources, providing motivation to read in social
studies, and improving comprehension of content matter.

Manning, Maryann Murphy, and Gary L. Manning. Reading Instruction in the Middle School:
A Whole School Approach. Washington, DC: National Education Assoclation, 1979. (ED
173 776). The book is organized into five major sections: the philosophy and rationale for
including reading instruction in the middle school program, practical suggestions for teachers
who wish to develop appropriate reading activities for students at different ability levels,
suggestions to help middle school content area teachers stress reading improvement, approaches
for increasing recreational reading among students, and methods for evaluating reading
programs in the middle school.

Martin, Charles E. “Using Radar to Zero-In on Content Area Concepts.” Reading Horizons, Vol.

23, Winter 1983, pp. 139-142. Martin discusses the radzr technique—read, analogize, discuss,
apply, review/research—and how it can be used in content area classrooms to teach concepts.
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Martin, Kathleen, and Etta Mlller. “Storytelllng and Sclence.” Lasguage Arts, Vol. 65, March
1988, pp. 255-259. (EJ 368 638). Martin and Miller discuss story as a way of giving shape and
form to experience—of making connections. They cite the value of story ir science as a process
of questioning.

*Martin, Nancy, and others. Writing Across the Curriculum Pamphlets. Upper Montclalr, NJ.
Boynton Cook, 1983. Writing can be an instrument of learning, reflection, and discovery, rather
than merely s means of recording or testing.

Martin, Nancy, and others. Writing and Learning Across the Curriculum. London: Ward Lock
Educational, 1976. (Avallahle from Hayden Puhlishing). Chapter one includes an overview
of the James Britton study presented in Developing of Writing Abilities. There are also sections
on talk in the classroom, and the role of expressive writing in content area learning.

Martin, Nancy, Pat D’arcy, Bryan Newton, and Robert Parker. Writing and Learning Across the
Cuxrriculum 11-16. Upper Montclair, NJ: Boynton Cook, 1976. The authors emphasize the
interrelationship of spoken and written language and seek to develop teaching techniques to
promote use of language as a learning tool.

Mayher, John S., and Nancy B. Lester. “Putting Learning First in Writing to Learn.”” Language
Arts, Vol. 60, September 1983, pp. 717-721. (EJ 286 516). Writing to learn has become a
fashionable idea in progressive language education circles. The authors try to assess the
importance of learning in writing.

*Mayher, John S., Nancy B. Lester, and Gordon M. Pradl. Learning to Write/Writing to Learn.
Upper Montclalr, NJ: Boynton Cook, 1983. (ED 236 695). The authors draw upon their
inservice programs on learning to write/writing to learn. Practical applications for teachers, K-
12, and commentary from Calkins, Healy, Britton, Odell, and Parker are included.

McCaslin, Nellle. Creative Drama in the Classroom. New York: Longman, 1984, McCaslin
encourages a stronger emphasis nn creative drama in the classroom and discusses play st.ucture,
exercises in storytelling, and story dramatization.

Meckler, Terry Anne, and James D. Vogler. Reading Improvemnent Using the Health Curriculum.
Paper presented at the Annual Meeting of the American Educaticnal Research Association
(March 31-April 4, 1985, In Chicago). (ED 254 836). An experimental study demonstrated
that students in a health curriculum restructured to use a reading/language format made
significantly greater gains in reading/language test scores when compared to those in a
traditional health curriculum. Also showed positive effects on experimental teachers’ planning
skills.

Mellon, John. “Language Competence.” In The Nature and Measurement of Competency in
English, edited hy Charles R. Cooper. Urhana, IL: National Council of Teachers of
English, 1981. (ED 203 369). Mellon discusses aspects of language competence and implica-
tions for teaching, and supports natural whole language approaches.

Mikulecky, Larry, and Rita Haugh. Reading in the Business Education Classroom. Washington,
DC: National Education Association, 1980. (ED 203 080). This guide provides rationale and
practical suggestions to help high school business education teachers teach students the reading
skills necessary to handle skills and concept-oriented reading materials.

Millar, Dan P. Introduction to Small Group Discussion. Urbana, IL: ERIC Clearinghcuse on
Rewding and Communication Skills and Annandale, VA: Speech Communicailor, Assocla-
tion, 1986. No.342. (ED 272 037). Theory and exercises to develop student skills in zroup
discussion, decision making, and problem solving are covered.

MofTett, James. Active Voice: A Writing Program Across the Curriculum. Upper Montclalr,NJ:
Boynton Cook, 1981. Moffett presents ideas for a 15-year interdisciplinary writing program,
including processes and procedures, 1 rationale to justify the program to others, and description
of a coordinated whole reading o: literature program.
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MofTett, James. Teaching the Universe of Discourse. Boston: Houghton Miffiin, 1968. An
experimental curriculum based on how one learns processes of discourse is presented.

MofTett, James, and Betty Jane Wagner. Student-Centered Language Arts and Reading K-13. 2nd
ed. Boston: Houghton Mifflin, 1976. The authors advance a model for K-13 curriculum in
English, including oral and written language and all expressive experiences. The critical
element in language learning is the child’s active involvement in using language.

Monson, Diane, ed. “The Literature Program and the Arts.” Language Arts, Vol. 59, March
1982, pp. 254-258. (EJ 259 370). Literature is related to drama and music in order to achieve
an integrated language arts curriculum.

*Moore, David W., Sharon A. Moore, Patricla M. Cunningiiam, and James W. Cunningham.
Developing Readers and Writers in the Content Areas: K-12. White Plains, NY: Longman,
1986. This book covers both the elementary and secondary grades, emphasizing the significance
of teaching reading and writing tog ether. Itilluminates characteristics the two disciplines share,
details the practical teaching methods, and presents teaching tecl1iques in the context of daily
classroom instruction in the content areas.

Moore, David W., John Readence, und Robert J. Rickelman. Pre-Reading Activities for Content
Area Reading and Learning. Reading Aids Series. Newark, DE. International Reading
Association, 1982. (ED 222 888). Thiz monograph presents a collection of instructional options
for preparing students to read their content area texts. Suggested strategies help content teachers
integrate the techniques naturally into their rcgular classroom lessons.

Murray, Donald. Write to Learn. 2nd #d. New York: Holt, Rinehart and Winston, 1986. A
Pulitzer-prize winning, writer demonstrates the process approach to writing through the step-by-
step development of one of his own essays. New edition has five case studies of student writing.

Myers, John W. Writing to Learn Across the Curriculum. Bloomington, IN: Phl Delta Kappa,
1984. (ED 248 532). Intended for use by secondary teachers in all subject areas, this document
provides research-based information designed to make writing a leaming process in all
curricular areas. Writing ideas and suggestions for language arts, social studies, science,
mathematics, industrial arts, business and vocational studies, art and music, and home econom-
ics are included.

Najimy, Norman C,, ed. Measure for Measure: A Guidebook for Evaluating Students’ Expository
Writing. Urbana, IL: National Council of Teachers of English, 1981. (ED 191 020). This
guide is for all teachers who evaluate student writing—social studies reports, lab reports test
essays, etc. Twenty-two teachers from elementary through postsecondary schools have
developed the idea of evaluation as a step in the writing process; as instructional, not punitive.

Support for the Learning and Teacliing of English (SLATE). “Guidelines for Using Journals in
School Settings.” Urbana, IL: National Councll of Teachers of English, Commission on
Compcsition, June 1987. (ED 282 232). This is a SLATE Starter Sheet.

Newkirk, Thomas, ed. Oxly Connect: Uniting Reading and Writing. Upper Montclair, NJ:
Boynton Cook, 1986. The authors examine the historical rzasons for the paradoxical schism
between reading ard writing in schools and colleges and present powerful arguments for uniting
these two aspects intu a single activity.

Newkirk, Thomas, ed. To Compose: Teaching Writing in the High School. Chelmsford, MA:
Northeast Regional Fxchange, 1985. (ED 267 415). Twelve essays explore the composition
process and composition inst' uction. Includes a section on writing across the curriculum.

*Newkirk, Thomas, and Nanck: Atwel, eds. Understanding Writing: Ways of Observing,
Learning, and Teaching. 1 heimsford, MA: The Northeast Reglonal Exchange, Inc.,1982.
Avallablefrom Nationa) Council of Teachers of English or Helnemann Educational Books.
(ED 227 485). This collection of 20 articles for K-8 teachers concerned with beginning a new
writing program and evaluating student progress includes sections on the writing conference as
a “Thinking Conference” and writing for learning across the curriculum.
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Newman, Judith. Whole Language: Theory in Use. Portsmouth, NH: Helnemann Educaticnal
Books, 1985. Newman s’ ows how whole language theory can be put into practice and suggests
ways teachers can ureste a learning context in which reading and writing become tools for
finding out about the world.

Noether, Kathy. “The Interdependence of Soclal Studies and Writing In the Elementary
Schools.” Social Studies Review, Vol. 26, No. 4, Winter 1987, pp. 4-9. This article provides
an overview of how oral language and writing activities may be integrated into a typical K-6
social studies curriculum.

Nugent, Susan M., ed. Integrating Speaking Skills into the Curriculum. Urbana, IL: Natlonal
Council of Teachers of English, 1986. (ED 274 002). This document presents idess for
motivating siudents to use language creatively. Included are methods for linking the processes
of writing and speaking to most fully tap students’ abilities to create and organize their thoughts.

O’Keefe, V. P. Affecting Critical Thinking through Speech. Urbana, IL: ERIC Clearinghouse
oa Reading and Communication Skills and Annandale, VA: Speech Communication
Association, 1986. (ED 267 476). O'Keefe shows how spoken language can affect student
thinking. Presents strategies for teaching critical thinking skills to secondary students through
question-making, small-group discussions, debate, role-playing, etc.

SParker, Robert. “The ‘Language Across the Curriculum’ Movement: A Brief Overview and
Bibliography.” College Composition and Communication, Vol. 36, May 198S, pp. 173-177.
(EJ 316 593). Parker highlights principles and milestones in the LAC movement in English-
speaking countries. Bibliography contains key sources. Has pertinence for both K-12 and
college levels.

Parker, Robert P., and Frances A. Davis, eds. Developing Literacy: Young Children’s Use of
Language. Newark, DE: International Reading Association, 1983. (ED 252 843). The
nature of reading and language as a thinking process is discussed, stressing the relationships
among reading, writing, speaking, and listening.

Pearce, Danlel L. “Writing in Content Area Classrooms.” Reading World, Vol. 23, March 1984,
PP- 234-241. (EJ 294 666). Pearce describes Sacramento City College's Higher Education
Learning Package (HELP), which integrates reading, writing, study skills, and content instruc-
tion in the regular classroom to improve basic skills and personal development of nontraditional,
high-risk students. He covers the HELP program’s team-teaching approach, three-phase
implementation strategy, and materials, and discusses student responses and problems encoun-
tered.

Peters, William H., and the CEE Commission un Research in Teacher Effectiveness. Effective
English Teaching: Concept, Research, and Practice. Urbana,IL: 1987. (ED 285 197). An
organic field model of the teaching of English based on integrating content variables (substance,
skill, process) and context variables (community, policy, profession) is supported, and research
concerning these variables is reviewed.

Petersen, Bruce T., ed. Convergences: Trensactions in Reading and Writing. Urbana, IL:
National Council of Teachers of English, 1986. (ED 265 568). The processes of reading and
writing sre seen as inseparably linked. This collection of 16 essays is based an the premise tha
a transactional mode of reading and writing will lead to the convergence of these processes in
literature, composition, and language classrooms.

Pinne, Susan . Teaching Reading in the Mathematics Class. April 1983. (ED 228 618). This
annotated bibliography helps mathematics teachers understand how reading difficulties can
sffect math performance.

Pianell, Gay Su, ed. Discovering Language with Chiidren. Urbans, IL: National Councii of
Teachers of English, 1980. (ED 193 645). Research findings and classroom suggestions for
langusge devclopiuent as a discovery process are presented. A helpful section on evaluation is
included.
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Rader, Willlam D. “Improviag Critizal Reading Through Consumer Education.” Social
Education, Vol. 42, Janusry 1978, pp. 18-20. (EJ 172 590). Rader explores the relationship
of advertising to reading, consumer education, and social studies and recommends development
of learning objectives which reflect thisrelationship. He explains how to teach about advertising
in social studies courses.

Reeves, Harrlet R. “Building Basic Skills With Music.” Music Educators Journal, Vol. 65,
September 1978, pp.74-79. (EJ 191 785). Increasingly, musicteachers * ebeing asked to join
forces with their fellow teachers to devise interdisciplinary approaches to learning. Presented
are suggestions for using music to teach basic listening and language skills at the preschool and
early elementary levels.

Relnking, David. “Integrating Graphic Alds Into Content Area Instruction: The Graphic
Information Lesson.” Journal of Reading, Vol. 30, November 1986, pp. 146-151. (EJ 342
486). Reinking considers the use of graphic aids with regard to readers’ ability to integrate
graphic with written information. He points out studenis’ need for instructional activities thac
develop skills such as inference through information, coordination of the graphic aid, text, and
prior knowledge. He presents the three stages of the GIL.

Road..Maps. Curriculum Activities Guide. Migrant Students Grades K-6. Infused Career
Education Plans in Language Arts, Social Studies, Math. Vineland, NJ: Vineland School
District, 1986. (ED 270 646). This curriculum activities guide presents a series of graded
instructional plans for infusing career education into K-6 language arts, social studies, mathe-
matics and science curricula.

Road..Maps. Curriculum Activities Guide. Migrant Studenis Grades 7-12. Infused Career
Education Plans in Language Arts, Social Studies, Math. Vineland, NJ: Vineland School
District, 1986. (ED 270 647). This curriculum activities guide presents a series of graded
instructional plans for infusing career education into grades 7-12 language arts, social studies,
mathematics and science curricula.

Robinson, H. Alan. Teaching Reading, Writing, and Study Strategies: The Content Areas 3rd ed.
Boston: Allyn and Bacon, 1983. Robinson discusses reading, writing, and study strategies
important to all content areas (assessment, prereading and prewriting, comprehension, vocabu-
lary, readability). Separate chapters discuss strategies for specific content areas.

Robinson, H. Alan, and Ellen L. Thomas, eds. Fusing Reading Skills and Content. Newark, DE:
International Reading Assoclation, 1969. (ED 07S 786). The writers favor reading as an
integral part of a content learning program. They reiate how reading fits into home economics,
French, typewriting, mathematics, physical education, art, social studies, music, and biology.

Rockcastle, Vern N. “Nothing Succeeds Like Succession.” Science and Children, Vol. 23, April
1986, pp. 20-21. (EJ 338 030). The author encourages the use of imaginative writing about
scientific phenomena and principles. He offers samples of student writings on the concept of
succession.

Rosser, Becky. “Organizing the Research Paper Using the Circular Essay.” School Library
Media Activities Monthly, Vol. 3, March 1987, pp. 28-30. Rosser describes a three-stage
method for organizing a research paper which focuses on teaching the mechanics of organiza-
tion: organizing the material; the composing process; and revision. Detailed steps are outlined
for each stage.

Rossiter, Richard. “Learning About Literature by Writing.” Australian Journalof Reading, Vol.
8, November 1985, pp. 196-202. Writing is perhaps the most important way of learning sbout
literature because it has the capacity to draw on all other modes of learning.

Rubano, Gregory. “Using Writing to Teach Political Decision Making.” Social Education, Vol.

§1, April-May 1987, pp. 278-279. This article provides a lesson pian for senior high school
which uses writing to help students leam about World War II.
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Rush, T. Timothy, Alden J. Moe, and Rebecca L. Storlle. Occupational Literacy Education.
Newark, DE: International Reading Association, 1986. (ED 270 728). This book provides
adult and occupational educators with basic information for developing literacy and related oc-
cupational competencies in adults or adclescents. It provides glimpses of the sorts of reading,
writing, and oral language adults face during training and on the job, including extensive lists
of technical vocabulary, for 10 occupations: account clerk, suto mechanic, draftsman, electri-
cian, heating/air conditioning mechanic, industrial maintenance mechanic, licensed practical
nurse, machine tool operator, secretary, and welder.

Schmidt, William H., and others. Cusriculum Inssgration: Its Use in Language Arts Instruction.
Research Serjes No. 140. East Lansing: Institute for Research on Teaching, Michigan
State University, 1983. (ED 241 942). This document examines the amount and kinds of
language arts curriculum integration in the natural elementary school classroom setting, the
contextual factors associated with such integration, and the relationship between teachers’
thinking abaut this subject and the occurrence of integration in their classrooms.

*Searle, Dennis. “Scaffolding: Who'’s Bullding Whose Building?® Language Arts, Vol. 61,
September 1984, pp. 480-483. (EJ 304 042). Searle discusses how “scaffolding”—adult
support of children’s attempts to achieve an intended language outcome—-has been somewhat
misused in the schools, resulting in the support of the teacher’s intentions rather than those of
the child.

Shafer, Robert E., Clair Staab, and Karen Smith. Language Functions and School Success.
Glenvlew, IL: Scott, Foresman and Co., 1983. The authors summarize major theoretical
views of language and language functions, using Tough’s work to outline assessment strategies
for major functions. Includes a chapter on integrating oral language into the curriculum.

Sharp, Peggy A. “Teaching with Picture Books Throughout the Curriculum.” Reading Teacher,
Vol. 38, November 1984, pp. 132-137. (EJ 306 576). Sharp argues that picture books can be
used effectively in teaching all arcas of the elementary school curriculum.

Shubert, Janelle. “Symposium: Diffusing Communication Into the Secondary School Curricu-
lum: Strategies for Planning and Diffusing 2 New Program.” Communication Education,
Vol. 26, September 1977, pp. 246-250. (EJ 171 304). This article focuses on guidelines to be
used by high school speech communication teachers when designing a new program that diffuses
the teaching of communication skills from the classroom into the entire curriculum.

Shuman, R. Baird. Strategies in Teaching Reading: Secondary. Washington, DC: National
Education Association, 1978. High school teachers get a source of immediately usable ideas
for teaching reading. Techniques described range from diagnosis to prescription and treatment
and attempt to eliminate the need for endless drill. Gives special attention to such concerns as
the nonreader, dialects, miscue analysis, the slow reader, and reading assignments.

Siedow, Mary D., David M. Memory, and Page Bristow. Inservice Education for Conient Area
Teachers. Newark, DE: International Reading Assoclation, 1985. (ED 259326). A model
of inservice Zor content area teachers is presented. Among the aids are checklists, assessment
instruments, attitude inventories, lists of instructional practices related to reading in the content
area, lists of skills in content area reading categorized by subject, and a list of reading related
objectives with suggestions for appropriate evaluation of each.

Smith, CyrusF. Jr.,and Henry S. Kepner, Jr. Reading in the Mathemat.cs Classroom. Washing-
ton, DC: National Education Assoclation, 1981. (ED 207 836). Help students learn how to
read the language of mathematics. The style of this book is clear, straightforward, and compra-
hensivle.

Smith, Frank. “The Language Arts and the Learner’s Mind.” Language Arts, Vol. $6, February
1979, pp. 118-125. (EJ 204 433). Speaking and listening, reading, and writing can be brought
together in the learner's mind.

Speaking and Listening in Vocational Education. Corvallis, OR: Vocational Technicai Education
Unit, Oregon State University, 1982, (ED 226 206). This handbook is designed to help
vocational teachers promote oral wnd written communicaticn skills.
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. “Essential Speaking and Listening Skills for Elementary School (6th Grade Level).” Annandale,
VA: Speech Communication Assoclation, 1984. No. 41S. (EJ 320 843). This brochure lists
speaking and listening skills.

“Speaking and Listsning Competencles for High School Graduates.” Anrandale, VA: Speech
Communication Association, 1982. No. 414. This brochure lists speaking and listening skills.

Splliman, Carolyn V., and others. “Visual Communication in the Classroom: Councepts and
Applications.” Contemporary Educstion, Vol. 54, Summer 1983, pp. 295-298. (EJ 286 054).
Children must learn to discriminate among the visual stimuli they experience and to recognize
the existence of a visual language. Leaming sctivities to help young children develop a sense
of visual literacy are suggested.

*Squire, James R. “Composing and Compreheiding: Two Sides of the Same Basic Process.”
Languag. Arts, Vol. 60, May 1983, pp. 581-589. (EJ 280 831). Squire argues that composing
and comprehending are process-oriented thinking skills that are basically interrelated, and
suggests ways that these skills can be taught.

*Squire, James R., ed. The Dynamics of L-nguage Learning: Research in Reading and English.
Urbana, IL: National Conference on Research in English and ERIC Clearinghouse on
Reading and Communication Skills, 1987. (ED 280 080). Papers from the NCRE Mid-
Decade Seminar to explore future directions for research in English and reading are included.
Each of six research topics emphasizes the interrelationship among the language arts.

Staab, Claire F. “Using the Social Studies Curriculum to Elicit Specific Language Functions.”
Education, Vol. 10S, Winter 1984, pp. 219-229. (EJ 321 445). Staab explains the concept of
language function and its importance in classroom instruction. Specific language functions—
controlling, informing, forecasting/reasoning, and projecting—are defined, and the suthor
suggests how children can practice these functions in the scope of a social stucies lesson.

. Stanford, Barbara D., and Gene Stanford. Thinking through Language, Book Two. Urbana, IL:
National Council of Teachers of English, 1985. (ED 260 435). For senior high students, this
guide is designed to build on the thinking skills in Book One (see Kirby and Kuykendall). The
skills taught in this book fall into three categories: intuitive, rational, and integrative, with a
heavy emphasis on reflecting and writing to develop and sharpen these skills.

*Stanton, Jane. “Thinking Together: Interaction in Children’s Reasoning.” In Speaking and
Writing K-12, edited by Christopher Thaiss and Charles Suhor. Urbana, IL: National
Councll of Teachers of English, 1984. (ED 233 379). Dialogue journals can provide an
instructional scaffold for guiding students® growth in critical thinking.

*Stibbs, Andrew. Assessing Children’s Language: Guidelinesfor Teaching. London: Ward Lock
Educational, in association with the National Axsociation for the Teaching of English,
1979. Available from National Council of Teachers of English or Hayden Publishing Co.
(ED 192 330). Stibbs illustrates ways of assessing writing and reading as a basis for discussing
“what we are assessing.” He contrasts narrow and complex views of “basics,” and assesses tests
and examinations for reading and writing alternatives including personal judgment, observation
and checklists, and self-assessment.

Stetsky, Sandra. “Research on Reading/Writing Relationships: A Synthesis and Suggested Di-
rections.” Language Arts, May 1983, pp. 627-642. (EJ 280 836). The author reviews the
research relating reading and writing, offers instructional implications of that research, and
points out directions for further study.

Streff, Craig R. “The Concept of Inner Speech ard its Implications for an Integrated Language
Arts Curriculum.” Communication Education, July 1984, pv. 223-230. (EJ 301 209). Streff
reviews research that analyzes the functional and structural characteristics of inner speech. He
discusses the imphcations of this research for the teaching of an integrated language arts
curriculum,
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Tchudi, Stephen N., and Susan J. Tchudi. Teaching Writing in the Content Areas: Elementary.
Urbana, IL: National Council of Teachers of English, 1983. (ED 232 211).

Tchudi, Stephen N., and Margle C. Huerta. Teaching Writing in the Content Areas: Middle
School/Jurior High. Urbana, IL: National Courcil of Teachers of English, 1983. (ED 232
213).

Tchudi, Stephen N., and Joanne Yates. Teaching Writing in the Content Areas: Senior High
School. Urbana, IL: National Council of Teachers of English, 1983, (ED 232 212).
Separate booklets provide teachers of subjects other than language arts and English with current
and research-based advice about the teaching of writing. Writing is used here ; the medium
through which subject-matter leaming takes place. Model teaching units are provided for
content areas ranging from history, folklore, and health, to social studies and the sciences. In
cach case, content objectives are given and writing ideas are described. There are lesson forms
and follow-up sequences, as well as effective methods of evaluation and grading.

Tchudi, Stephen, +d. Language, Schooling, and Society. Urbana, IL: National Council of
Teachers of English, 1985. This docurient discusses what has (and hasn’t) happened in the
language arts since the Destmouth Conference of 1966. This and relatzd issues concerned
representatives from the International Federation for the Teaching of English at their 1984
meeting. The articles found in this volume represent authorities from Eagland, Australia,
Canada, New Zealand, and the United States.

*Teale, William W. “Toward a Theory of How Children Learn to Read and Write Naturally.”
Language Arts, Vol. 59, September 1982, pp. 5§55-570. (EJ 267 028). Teale explores char-
acteristics of natural literacy development (without formal teaching). Interaction and adult
support which is suited to the learner’s development are described as key factors.

*Thaiss, Christopher. Language Across the Curriculum in the Elementary Grades. Urbana, IL:
National Councii of Teachers of English, 1986. (ED 266 467). Thaiss describes the language
across the curriculum approach to learning, in which talking, writing, listening, and reading play
criticalroles in teaching all subjectmatter. Five classroom situations are described with children
of different levels and needs.

*Tbalss, Christopher. Language Across the Curriculum. ERIC Digest. Urbana,IL: ERIZ Clear-
inghouse on Reading and Communication Skills, 1984. (ED 250 699). Examines the notion
of language across the curriculum, or teaching writing, reading, speaking, and listening as
interdependent skills rather than as separate subjects.

Thaiss, Christopher. Learning Better, Learning More: In the Home and Across the Curriculum.
The Talking o ud Writing Series, K-12: Successful Classroom Practices. Washington, DC:
Dingle Assoclates, 1983. (ED 233 383). This booklet examines the learning that takes place
in the home where writing and speaking are tools to learn and communicate. It describes five
elementary/secondary classroom situations where writing and speaking are used as a way to
leamn subject matter. Classes include social studies, science, mathematics, and behavioral
science.

Thalss, Christopher, ed. Writing to Learn: Essays and Reflections on Writing Across the
Curriculum. Dubuque, JA: Kendali/Hunt, 1983. Essays on writing to learn in disciplines
including social sciences, mathematics, and computer science, etc.

*Thaiss, Christopher, and Charles Suhor, eds. Speaking and Writing K-12. Urbana, IL: National
Councii of Teachers of English, 1984. (ED 247 637). This document presents a simple two-
fold goal: to make recent research on oral communication and writing accessible to teachers and
parents, and to present practical classroom-tested applications of this research.

Thelen, Judith N. Improving Reading in Science. 2nd ed. Newark, DE: International Reading
Association, 1984, (ED 250 675). This book combines a solid theotetical base with practical
suggestions for the science teacher. The book focuses on diagnosis, prereading strategies,
guided material, vocabulary reinforcement, and evaluation in the teaching of science.




Thornton, L. Jay. Reading Skills and Vocational Education. Columbus: Ohlo State University.
National Center for Research in Vocational Education, 1980. (ED 189 278). Thornton
discusses reading in vocational education both as a curricular or educational issue and as an
occupational or employment skill issue. He offers practical suggestions in both areas.

Tough, Joan. Listening to Children Talking: A Guide to the Appraisal of Children’s Use of
Language. Portsmouth, NH: Helnemann Educational Books, 1976. Tough examines the
way in which children develop language, considers children with special needs in using
language, and helps teachers identify a range of uses of language 1o assess what children have
already learned to do with language and their needs.

STough, Joan. Talk for Teaching and Learning. Portsmouth, NH: Helnemann Educational
Books, 1979. Tough discusses the nature of children's learning, the process of communication,
and the purpose of education from age 7 to 13. Strategies for facilitating skills of thinking and
leaming through language are included.

*Tough, Joan. Talking and Learning: A Guideto Fostsring Communication in Nursery and Infant
Schools. Portsmouth, NH: Helnemann Educational Books, 1977. This book helps teachers
recognize and use opportunities for promoting communication skills that arise during the normal
sctivities of nursery and early primary schools.

Tovy, Dusne R. “Inseparable ‘Language and Content’ Instruction.” Journal of Reading, Vol.
22, May 1979, pp. 720-725. (EJ 204 636). Teachers must integrate the instruction of laaguage
and content if they wish to develop their students’ cognitive abilities.

Verrlour, Patrick. “Toward a Consclous Awareness of Language Through Drama.” Language
Arts, Vol. 60, September 1983, pp. 731-736. (EJ 286 518). The author discasses the role of
language in drama in education and examines the levels at which drama can enhance learning
and understanding of language: social, symbolic, and reflective.

*Vygotsky, L. S. Mind in Society: The Development of Higher Psychological Processes. Edited
by M. Cole, V. John-Steiner, S. Scribner, and E. Sourberman. Cambridge, MA: Harvard
University Press, 1978. (Original work published 1935). These selections of Vygotsky's
writings examine human behavior through considering the development of speech in relation to
tool use. The interaction between learning and development, the role of play in development,
and the origins of written language are explored. A foundation for much current theory on the
developmentof speech and writtenlanguage, this book suggests that the child's zone of proximal
devclopment for an ability is the optimal level for instructional support.

*Vygotsky, L. S. Thought and Language. Edited and translated by E. Hanfmann and G. Vakar.
Cambridge, MA: The MIT Press, 1962. (Original work published 1934.) Vygotsky
examines the origins of intellectual development by tracing the origin and merger of thought and
wc-d. The zone of proximal develorment is introduced as the optimal level for instruction in
concept formation.

Wagner, Betty Jane. Integrating the Language Arts. Urbana, IL: ERIC Cleariaghouse on
Reading and Communication Skills, 1985. (ED 263 627). Wagner provides a rationale for
an integrated language arts curriculum and defines integrating the language arts curriculum as
providing natural leaming situations in which reading, writing, speaking, and listening can be
developed for real purposes and real audiences.

Wugner, Betty Jane. “ERIC/RCS Report: Integrating the Language Arts,” Language Arts, Vol.
62, September, 1985, pp. 557-560. (EJ 322 101). Wagner reviews materials from the ERIC
system and other sources on providing natural learning situations in which reading, writing,
speaking, and listening can be developed for real purposes and real audiences in the self-
contained elementary classroom.

*Watson, Ken, and Bob Young. “Discourse for Learning in the Classroom.” Language Arts, Vol.
63, February 1986, pp. 126-133. (EJ 329 396). Typical classroom discourse used by a
transmission model teacher is compared with the more effective exploratory talk v:ncouraged by
an interpretation model teacher.
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Way, Brian. Development Through Drame. New York: Humanities Press, 1967. Suggestions are
made for drama experiences for classrooms at all levels woven into a theory of development.
Purposes for drama, discipline and inner control, and program progression issues are stressed.

Welner, Wendy F. “When the Process of Writing Becomes a Tool for Learning.” English
Journal, Vol. 7S, November 1986, pr. 73-75. (EJ 342 41S). The author reviews how a
sophomore class of gifted students selected a subject for their leamning logs; tells how to write
aleamning log; offers ideas on evaluating learning logs; and presents student reflections on the
use of learning logs.

Wells, C. Gordon. Ceding Manusl for the Description of Child Speech. Bristol, ENG: University
of Bristol School of Education, 1973. This manual for coding naturalistic speech samples
collected in the longituainal study of language development conducted at the University of
Bristol includes schema for identifying language functions and communication acts and uyntax.

Wells, C. Gordon. Ceding Manual for the Description of Child Speech in its Conversational
Context. Rev. od. Bristol, ENG: Unlversity of Bristol School of Education, 1975, This is
arevision of Wells’ 1973 manual.

*Wells, C. Gordon. Learning Through Intsraction: The Study of Language Development. New
York: Cambridge University Press, 1981. (ED 218 965). This introduction to the field of
language development gives an overview of what skills characterize normal language use; what
is involved in learning to talk; how children make the transition from talking at home to talking
atschool; and how oral and written uses of language are related. It suggests thathome language
provides greater support for the child’s learning through interaction.

*Wells, Gordon. The Meaning Makers: Children Learning Language and Using Language to
Learn. Portsmouth, NH: Helnemann Educational Books, 1986. (FD 284 572). Wells
studies children’s language, literacy, and learning and follows the development of a represen-
tative sample of children from their first words to the end of their elementary education. It shows
the active role that children play in their own learning and the differences between language used
nuur;lz. at home and at school. Guidelines for supporting children’s meaning making are
provi

Wiemann, Mary O., and John M. Wiemann. Nenvesrbal Communication in the Elementary
Classreom. Urbama, IL: ERIC Clearinghouse on Reading and Communication Skills and
Falls Church, VA: Speech Communication Association, 1975. (ED 113 771). The
Wiemanns discuss elements of nonverbal communication (environment and personal space,
body movement and orientation, face and eyes, non-language vocal behavior) and the relation-
ship between verbal and nonverbal language. Classroom activities are included.

Wilson, Marilyn J. “A Review of Recent Research on the Integration of Reading and Writing.”
The Reading Teacher, Vol. 34, May 1981, pp. 896-901. (EJ 245 505). Wilson reports on
research which supports her argument that children learn to read and write in the same manner
as they learn to speak, by forming hypotheses and testing them. She indicates thai the processes
of reading and writing must be taught integrally because of their 1autual dependence upon each
other and that children’s desire to make meaning must serve as a guide to instruction in those
processes.

Wolsch, Kobert A., and Lois A. Wolsch. From Speaking to Writing to Reading: Relating the Arts
of Communication. New York: Teachers College Press, 1982. (ED 224 025). This book
proposes ways to increase language sensitivity of elementary and secondary students through a
three-siage communication program: evoking visions through speech, fashioning revisions in
writing, and sharing visions by reading.

Wolvin, Andrew D., and Carolyn G. Coakley. Listening. Dubuque, IA: Wm. C. Brown, 198S.
The authors review theory and research and suggest activities at beginning and advanced levels
of skill development.




Wolvin, Andrew D, and Carolyn G. Coakiey. Listening ssirmction. Urbanms, IL: ERIC
Clearinghouse oa Reading sad Communication Skills, 1979. (ED 170 827). This introduc-
tion to listening theory centered on differing purposes for listening describes 38 activities for
teaching listening skills at the secondary level.

Work, Willlam. “Spesch Communicatica and Other Basic Skills: Oa Poor Relations and

Bedfellows. ERIC Report.” Commaunication Education, Vol. 31, Jamuary 1982,

pp. 82-91. (EJ 257 €30). Work presents sn annotated bibliography of resourze s from the ERIC

database on the relationships betwoen speech communication (speaki1g and listening) and the
language skills of reading and writing.

Wood, Barbara S. Children and Communication: Verbal and Nouverbal Language Development.
2nd od. Englewood Cliffs, NJ: Preatice-Hall, 1981. This textbook follows the development
of functional communication through the elementary school years and presents a series of
communication competencies to be mastered during these years.

*Wood, Barbara S. “Oral Communication in the Elementary Classroom.” I Spesking and
Writing, K-12: Classroom Strategies and the New Research., edited by Christopher J. Thaiss
and Charles Subor. Urbana, IL: Nationai Council of Teachers of English, 1984, (ED 233
387). Wood suggests integration of oral communication in all subject areas through functions
of language and examines classroom practices that promote and restrict communication.

Wood, Barbara S., ed. Development of Functional Communication Competencies Pre-K-Grade 6.
Urbcna, IL: National Council of Teachers of English, 1977a. (ED 137 858). This document
suggests ways of helping children master the major task of learning how to communicate and
identifies communication functions and describes aspects of communication competence.

Wood, Barbara S., ed. Development of Functional Communication Competencies Grades 7-12.
Urbana, IL: National Council of Teachers of Englsh, 1977b. (ED 137 859). Tsachers can
help adolescents learn about the uses of language, t try them out, and to see what works in
everyday life.

Young, Art, and Toby Fulwiler, eds. Writing Acress the Disciplines. Upper Montclair, NJ:
Boyn‘on Cook, 1986. (ED 264 592). Writing should be the business of the entire school
community. The authors examine measurable effects on faculty and students and the implica-
tions for other teaching communities and for individuals in and out of E:glish and humanities
departments of an eigh-year writing-across-ure-curriculum program in a technical college.
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APPENDIX

Practice in Use of the ‘Form for Analyzing
Communication Abilities and Understandings Across
the Curriculum’

Tointegrate communication processes and skills more effectively into their instruc-
tional programs, teachers need to become proficient in identifying the communication
abilities and understandings required in the icarning experiences they use. They also need
to be able to anticipate, monitor, and support students’ growing communication abilities.
The “Form for Analyzing Communication Abilities and Understandings Across the Curricu-
lum” is a tool for such analysis.

Since concern for uses of communication may be new to some teachers. use of the
form may require practice. This appendix provides analyses of the communication processes
and skills required in two classroom learning experiences that could occus in any curricular
arcaand at any level. The first is for a communication situation described earlier—T"s use
of learning logs and small-group sharing before class discussion. Because of its familianty,
it will be useful for beginning practice. The second situation involves use of a guest speaker.

To be most effective, it is important to follow the procedures outlined here step by
step. At certain points, teachers are encouraged to discuss their responses with a colleague
who is alsc u+ g this guide before comparing them to the analyses provided. This sharing
wili 8id undei~tanding of the nature of the interactive model of communication which is the
foundation for this guide. It will also facilitate internalization of the analysis process.
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Analyzing Students’ Abilities in Using
Learning Logs and Small-Group Sharing

1.

To re-familiarize yourself with the leaming expericnce, reread the scenario, p.
7. Next, reread pp.25-28, which describe T's attempts to meet individual
needs in use of logs through incidental instruction. Also, review pp.31-34,
showing how students’ needs in use of logs were met through direct instruc-
tion.

Use Diagram 4 to analyze the communication abilitics and understandings
required of T's students in their use of learning logs. Complete steps 1-7 in
Table 5, “Steps for Using this Guide and the Communication Analysis Form,”
which is reprinted here for your convenience. This will require reference to
the scenario descriptions.

If possible, share your responses with a colleague. Discuss similarities and
differences in your interpretations of the abilities required (column 2), the
abilities T's students demonstrated (column 3, observed), the abilities for
which they needed instructional support (column 3, necded), ana the exten-
sicns that T planned (column 4).

Compare your analysis with the one provided in Diagram §. If possible,
discuss similarities and differences with a colleague. As you compare results,
remember that interpretation is necessary in anaiyzing communication abili-
ties. Therefore, your form need not replicate Diagram 5 exactly. Rather,
cc:-sider whether you were able to identify the main language functions and
communication acts used to carry them out. Also, consider whether you listed
at least key abilities that T’s students used successfully, as well as abilities that
some or all of the students needed in order to use learning logs more
successfully. If your analysis is greatly different from Diagram 5, it would be
useful to reread the scenarios and review Diagram 1 and Tables 1-4 to identify
causes for differences before going on to practice with the learning experience
involving a guest speaker.
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Analyzing Students’ Abilities in Gaining

Information from a Guest Speaker

The following classroom situation is included to provide additional p-actice with
the analysis form. It involves T's use of a guest speaker to answer students' questions
concerning the objects they examined. Read the scenario and then follow Steps 1-7 in Table
S using Diagram 6 to record your analysis. Again, discussicn with a colleague is encouraged
be’ore and after comparison with the analysis provided in Diagram 7.

Communication in a Classroom: A Visit by a Guest Speaker

The Setting: A classroom in your teaching area
and level in a school district in Iowa.

The students enter the room and help one another find their places at work areas
around the room where the objects they have been learning about are again displayed. They
exhibit both anticipation and hesitancy as they notice that the guest speaker they have
planned for is waitiny at the side of the room.

T waits until everyone is ready and then suggests that students find the questions the
class has prepared before meeting their guest. When students have their materials ready, T
introduces the guest and encourages students to begin asking their questions. T is prepared
to observe the interaction and to support students in their use of questioning strategies and
of comprehension skills necessary for interpreting the information they receive.

Immediately, T notices that students seem reluctant to begin the questioning.
Various students use facial signals and gestures to cue others to go first. T moves to one
group, picks up an object that these students had differing ideas about, and says, “It might
help to begin with the questions we had about how this was used. A, will you remind us of
the ideas that your group had?”

As A begins, T stays nearby to assure the student of support. After A's brief
explanation, T says, “Now, remind me what your questions were.”

Students in the group respond by posing two or three questions they had discussed.
Because they perceive their audience to be T and their classmates, rather than the guest, they
share freely. To include the rest of the class, T asks which other groups had the same
questions. T then addresses the first question to the guest and, following the response,
encourages different students to recall the remaining questions in the series. Their guest
responds to each in turn, demonstrating and elaborating when it appears that students want
greater detail.

When this series of questions is finished, T asks the students if they think they will
be able to remember all they have leamned so far. Students’ facial expressions show doubt.
T asks, “What de you think we could do to help us remember and to be sure we enderstand?”

T is pleased when one student suggests sharing what they heard with a partner, a
strategy they have used recently as an aid to understanding and memory. T repeats the
questions already considered, and encourages partners to share their interpretations. When
talk subsides T asks for volunteers to share with the class. After each response T elicits
claboration by other students and the guest.

To promote confidence in their ability to question a guest speaker to gain informa-
tion, T identifies the group that will question next, asking them if they want a minute or two
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to prepare their questions. T notices that students refer to their lists and determine who will
ask which question.

Following the guest’s responses to the second set of questions, T asks if the students
are ready for the next group. When the students suggest time to review what they learned
before going on, T is aware that the instructional scaffold provided initially has supported
the students’ use of strategies for compzehension and recall.

As students continue to question the guest, T observes that they become less tied to
their predetermined list of questions, and more able to use follow-up questions either to
clarify a point or to query an issue not previously identified. When all of the strdents have
had an opportunity to pose their questions, T encourages them to thank their guest.

To explore the effects of recent instruction about the uses of various kinds of logs
for recording information, T asks what the students think the best way to deal with the
information they have gained would be. T isinterested to o Yserve that many students suggest
using learning logs to record the information they gathered so that they have  or future
reference.
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Analyzing Your Use of
Communicziion Across the Curriculum

When you have compieted the practice exercises, you are ready to analyze your own

uses of communication for learning following the 10 steps suggested in Table S and
sugg-.stions contained in the section on infusing communication across the curriculum. To
facilitate use of the analysis form, an additional blank copy is provided. Feel free to duplicate
this form.

10.

Table 5
Steps for Using this Guide and

the Communication Analysis Form
reprinted from page 45

Identify and describe the curricular segment to be analyzed (learning activity, lesson,
unit, etc.) in column 1.

Prior to scheduling the target learning experience, use Diagram 1 and Table 1 to
identify the communication processes to be used (column 2).

In column 3, identify abilities and understandings that you anticipate students possess
(observed) and abilities that you anticipate will require instructional support (necded).
For anticipated needs, determine which approach you think will best support your
instructional objectives and enhance growth in communication to learn (incidental;
direct, in-context lesson; direct, in-context unit) and plan for that instructiona:
approach using guidelines in the strategies section.

Identify and plan for extensions to enhance learning through communication. Diagram
1 and Table 2 can be used to identify potential uses of oral, written, and visual
communication.

During and after instruction, use columns 2 and 3 of the form to monitor uses of com-
munication and to provide for additional needs that emerge through use of incidental
teaching strategies and subsequent direct instruction.

After the learning experience, use column 4 to record extensions to enhance learning
through communication for use when the learning experience is taught again.

To consider the rangc of communication situations with which students have had
experience, and to monitor their progress in the use of communication processes and
skills, review a series of mapping forms for the group.

To improve horizontal articulation of communication across the curriculum, share
results of analyses of communication abilities with other teachers at your level,
especially those who work with the same group(s) of students.

To improve vertical articulation of growth in communication, share results of analyses
with teachers who share responsibility for ycur teaching area(s) at other instructional
leveis and with the total faculty who share responsibility for students over time.
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Diagram 4
Blank Form for Scenario on Page 7

Form for Analyzing Communication Abilities

Directions: Briefly describe the lcaming experiences used in Column 1. In Column 2, use Diagram 1 and Table 1 to identify
Individual Capacities, Language Functions and Communication Acts, Mode(s), and Audience(s).

Column 1 Column 2
Brief Description of Learning Experience Individual Capacities, Language Functions and
Communication Acts, Communication Mode(s),
and Audience(s)

Teacher
Level
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Diagram 4, cont.

and Understandings Across the Curriculum

Course/Area/Unit

Dates or Time Span

Use Tables 1 through 4 to identify observed and needed communication abilities and understandings in Column 3. List
extensions to enhance learning through communication in Column 4.

Column 3 Column 4
Communication Abilities and Understandings Extensions to Enhance Learning
Observed Needed through Communication
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Diagram 5
T's Entry for Scenario on Page 7

Form for Analyzing Communication Abilities

Teacher T

Level ANY

Directions: Briefly describe the learning experiences used in Column 1. In Column 2, use Diagram { and Table 1 to identify
Individual Capacities, Language Functions and Communication Acts, Mode(s), and Audience(s).

Column 1 Tolump 2
Brief Description of Learning Experience Individual Capacities, Language Functions and
Communication A-:ts, Communication Mode(s),

and Audience(s)

Use of learning logs with diagrams and captions to Use visualization, thinking, and language to concep-
record observations and questions after small- tualize observations, identify relaiionships, and
group examination and discussion of object. form questions. Use motor skills to record ideas
in writing and through visuals.
Informing, imagining, feeling, controlling, ritualizing.
Making statements, describing, labelling, associat- ‘

ing, concluding, wondering, questioning, reflect-
ing, recalling, monitoring own actions, using
conventions of recording in learning logs and in
visuals.

Wiritten and visual modes.

Self.
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Diagram §, cont.

and Understandings Across the Curriculum

Course/Area/Unit __ANY
Dates or Time Span _X/XX/xx

Use Tables 1 through 4 to identify observed and needed communication abilities and understandings in Column 3. List
extensions to enhance learning through communication in Column 4.

Column 3
Communication Abilities and Understandings

Observed

Ability to recall ob-
served features and
perceive relation-
ships.

Ability to conceptuali -e
ideas.

Recognizes that the
same information
can be presented in
the oral, written, and
visual modes.

Recognizes value of
visuals to record in-
formation

Ability to use a log to
record observations
and questions.

Ability to use skills of
writing and visual
presentation to con-
vey an intended
message or to com-
prehend meaning
from another's
message.

Ability to provide feed-
back concerning a
peer's draft.

Ability to accept and
consider a peer's
suggestions when
revising and editing.

Needed

Difficulty stating a
perceived generali-
zation verbally.

Ability to defer atten-
tion to editing and
proofreading until
message is drafted.

Ability to select colors
t¢ clarify intended
meaning.

Ability to select cap-
tions to clarify
meaning and cap-
ture attention.

Ability to anticipate
audience needs in
preparing a written
or visual message.

Ability to relate infor-
mation presented in
labels and captions
to information
presented visually.

Ability to decide when
to use visuals,
words, or both to
convey a message.

Column 4
Extensions to Enhance Learning
through Communication

Opportunity to share written and visual drafts with a
partner while composing entries in learning logs.

Sharing entries with a new partner in preparatiot: for
listing of conclusions and questions by the whole
class.




Diagram 6
Blank Form for Scenario on Pages 73-74

Form for Analyzing Communication Abilities

Teacher

Level

Directions: Briefly describe the learning experiences used in Column 1. In Column 2, use Diagram 1 and Table 1 to identify
Individual Capacities, Language Functions and Communication Acts, Mode(s), and Audience(s).

Column 1 Column 2

Brief Description of Learning Experience Individual Capacities, Language Functiors and
Communication Acts, Communication Mode(s),

and Audience(s)




Diagram 6, con\.

and Understandings Across the Curriculum

Course/Area/Unit

Dates or Time Span

Use Tables 1 through 4 to identify observed and needed communication abilities and understandings in Column 3. List
extensions to enhance learning through communication in Column 4.

Column 3 Column 4
Communication Abilities and Understandings Extensions to Enhance Learning
Observed Needed through Communication




Diagram 7
Completed Entry for Scenario on Pages 73-74

Form for Analyzing Communication Abilities

Teacher

Level

Directions: Briefly describe the learning experiences used in Column 1. In Column 2, use Diagram 1 and Table 1 to identify
Individual Capacities, Language Functions and Communication Acts, Mcde(s), and Audience(s).

Column 1
Brief Description of Learning Experience

Questioning a guest speaker to gain information and
comprehending information received.
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Column 2
Individual Capacities, Language Functions and
Communication Acts, Communication Mode(s),
and Audience(s)

Use of memory, reading, and language to recall and
pose questions. Use of listening, thinking, and
talking to interpret responses and formuiate addi-
tional questions.

Feeling, controlling, ritualizing, informing, imagining.

Monitoring own and others' actions, expressing
anticipation and hesitancy, greeting, seeking
another's attention, directing, explaining, question-
ing, acknowledging, concluding, reflecting, col-
laborating, describing, clarifying, speculating,
thanking, planning.

Oral, written, and visual/nonverbal modes.

Self, partners, small known group, and unknown
individual.




Diagram 7, cont.

and ""aderstandings Across the Curriculum

Course/Area/Unit __

Dates or Time Span

Use Tables 1 through 4 to identify observed and needed communication abilities and understandings in Column 3. List
extensioas to enhance leaming through communication in Column 4.

Column 3 Column 4
Communication Abilities and Understandings Zxtensions to Enhance Learning

Observed Needed through Communication
Ability to direct own and Lack of confidence in Use of learning logs to record information for future

others’ actions in addressing unknown reierence.

class routines. adult.
Ability to greet unknown Atility to pose ques-

adult. tions to unknown

‘ Use of nonverbal adult without support
signals to seek or rehearsal.
attention and direct

peers.
Ability to recall ques-

tions with help of
visual support.
Ability to state ques-
tions confidently to
known audience.
Recognition of need for
memory aids.
Ability to suggest and
use talk with a
partner to intorpret
an. .acall informa-
tion.
Ability to summarize
information.
Ability to organize
group questioning.
Ability to thank guest.
Identification of writing
in leaming logs as a
way to retain infor-

‘ mation for future use.




Form for Analyzing Communication Abilities

Tecacher

Tevel

Directiors: Briefly describe the leaming experiences used in Colnmn 1. In Colunin 2, use Diagram 1 and Table 1 to identify
Individual Capacities, Language Functions and Communicatior Acts, Mode(s), and Audience(s).

Column 1 Column 2
Brief Description of Learning Experience Individual Capacities, Language Functions and
Communication Acts, Communication Mode(s),
and Audience(s)
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and Understandings Across the Curriculum

Course/Area/Unit ___

Dates or Time Span

Use Tables 1 through 4 to identify observed and nceded communication abilities and und :rstandings in Column 3. List
extensions to enhance learning through communication in Column 4.

Column 3 Column 4
Communication Abilities and Understandings Extensions tuv Enhance Learning
Observed Needed through Com.nunication
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