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ABSTRACT

‘The teaching of 1anguage arts is ‘of major concern in educat1on
because a student's oracy and 11teracy affect his progress in most
aspects of school curr1cu1um. Yet, it seems that research in
teaching and in 1angua§e arts is of comparatively recent origin.
For this feason, it was pfbposed to review the recent literature
of related research in order to identify the fundamentals of lan-
guage arts, and, then, to design a study to provide some informa-
tion about teaching behavior addressed to theirbinstruction.

A }eview of related literature revealed that the fundamentals
could be regarded as identifiable elements organized and reiated
by a'governing, primary brincip]e. The elements that were empha-
'sized in the literature of related research emerged as language (L),
experience (E), the human instrument of reception and expression (I),
and form (F)--the LEIF elements of the study. The principle that
evolved as governing the inter-relationships of the LEIF elements
was composing. Listening, speaking, reading, and writing, referred
to in related literature as the arts of language, could then be
percetved as combinations of different elemental constituents
resulting in different .modes of composing.

Because these elements and modes were perceived as the essence
of language arfs, they were developed in greater specificity as a |
fundamental structure, referred to in this study as the "Framework

of Elements" (FOE Analysis and Synthesis). This étrugture was

iv



designed to be optima] in economy, simp]icify, and power: economical
in conta1n1ng in condensed form the theory of language arts; s1mp1e
in its reduct1on to four e]ements powerful in its comprehens1veness
and its polentia] for categorization. - ’

A study was then designed to explore the bractiqe]ity of
addressingrinstnuction to the principle and elements that had
evolved from the 11tereture, and thet had crystallized in the struc-
tured framework of elements. Accord1ng1y, data of teaching behav1or
directed én.fne~1anguage arte were co]]ected from a samp]e of six
subjects by'ethnograph1c observation, 1nterv1ew, “and questionnaire.‘
FOE was used to categorize the instructional orientation and assemble
it in two major forms, in&entory and profiTe; Four inventories were
'built: the "actual" instruction oriented to language arts as ob-

- served in the classroom; instruction “recaf#ed“ and “intended“
during 1ntervien; instruction "preferred" on a questionnaire. In
addition, because the duration of instructional orientation had

been timed as if was observed, FOE and.time were used as coordinates
for graphic profiles which revealed emphases of instruction in
1anguége arts.

Implications of importance to education arose from this study.
In related literature language (L) was ascribed the essential func-
tion of representing experience (E) in ordered, comprehensible forms
(F) that enable the child to come to know the worlds-he inhabits.

Because language has this essential function, teaching behavior

addressed to language arts becomes an educational priority. Criteria
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needed for designing instruction to optimize ab111ty in composing

in 1anguage are offered by FOE, the e]ementa1 structure that evolved
from this study Thus, the identification of thedelements of lan-
guage arts makes possible the orientation of .instruction needed

‘by the young composer to formulate and expanﬂihis world view.
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The great and golden rule of art, as
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more distinct, sharp and wirey the
bounding line, the more perfect the
work of art

Leave out this Tine and you leave
nuyt 1ife iteelf: all is rhans 3qgain.
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-CHAPTER 1

INTRODUCTION AND STATEMENT OF THE PROBLFM

Problem

The teaching of language Artcs in schoé] has been continuously
criticized during the last decade. Parents and prospective employers
demand tangible evidence of progress through a "back-to-the-basics"”
aprroach: the universities &all for proficiency in writing: control
by evaluation is a provincial possibility; language arts curriculum
developers rewrite programs. '

Although every stgkeho]der perceives the pfob]ém and its
solution from a different background. in effect alt are expressing
3 common need: to identify whatever ic fundamental tn thr avte nf
larguage and then to teach it.

The answer appears to have a logiral cimplicity but . in
read'ity, poses twn complex questions-

What are the fundamentals of the language arts?

What kind of.ted!hinq behavior wruld h%:f davelepr abhjlity in

the fundamentals of the language arts?
either question is easy to answer.

To begin with, research in both teaching and language arts
ac dicciplined studies is of comparatively recent origin. Dunkin
and Biddle' (1974) regard teaching as "a young science" (p. vii)
barely a generation old, and Bennett (1978) points out "the lack of

integrating theories concerning teaching" (p. 127). Similarly. it



is only during the last few decades that researchers have begun to
concentrate studies on the nature and development of the native
language; heretofore taken for granted. In fact, little more than
ten years ago Halliday (1967) still found cause to say:.

There is probably no subject in the curriculum whose aims

are so often formulated as are those of English language;

yet they remain by and large ill-defined, controversial

and obscure (p. 80).

The obscurity noted by Halliday resides, also, in an indjscrimi-
nate use of terms such as "language"”, "language arts”, and "English”.
For example, the language arts curriculum taught at the elementary
and junior high school levels becomes "English" in senior high
school, and, perhaps more correctly, "English language Arts" for the
Alberta Teachers' Association curriculum council. Such confusion
makes ronceptualization of the fundamentals of the discipline diffi-
cult. Elvin 1967) identifies the problem in his foreword to the
Handbook for English Teachers 2, Talking and Writing edited by James
Ry itton:

What do we mean when we say that we teach English?

Do we make a distinction between English language

and English literature? If so, what sort of dis-

tinction is this? And what sort of attention do

we give, under eitheyr or hoth headings. to the spo-

ken language?

Twenty years ago the traditional distinction between language
and literature collected English into two neat packages for instruc-
tion and evaluation. On the one hand "language", identifiable as
grammar, spelling and punctuation, could be taught through models

and controlled exercises; on the other hand literary selections

could be used to identify theoretical components such as characterization,
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plot, setting and theme. At the fime this seemed to be a satis-
“f$ctory arrangement.

Why then did James Britton (1967) write: "We do not intend .
to prqlong the 1ife of the time-honoured but dying distinétion be-
tween '1anguége' and 'literature’ as parts of tﬁe English syllabus "
(p. xii)?

In Alberta another "time-honoured but dying distinction" was
the differentiation between "réading" and “language” taught in the
curriculum as separate "subjects", with literature slotted into
the elementary timetable as a "1fbrary" period. Until recently,
the "basal reader" was considered the basis of classroom instruc-
tion, ;nd not only at the e]emeqﬁafy level. At juniar and‘senior
high school Tevels the basal reader became an anthology of litera-
ture, and a separate language text was added to maintain the tradi-
tional balance. At senior high school level %urther additions to
the basal anthology and language text were the Shakespearean play
and composition of the essay. These were designed to prepare stqj
dents for critical appraisals 6f literature in university, should
they decide to move on to higher education. |

What was the status of "drama" during this period? It had
entered the education program as a separate "subject" on the time-
table but only in junior and senior high school. While this inclu-
sion gave drama a speciq]ist footing in education, it took the
liveliest approach to the language arts out of the curriculum.’

Unless an individual chose to use the dramatic perspective as a



teaching strategy, drama was left to the "drama teacher". Drama
had 1ittle standing in elementary school, and elementary teachers
of the language arts received no preparation in drama.

Reaction against such practices must have prompted Britton's
criticism (1967):

It is symptomatic of the futility of much 6f our

education that its traditionally predominantly lin-

guistic elgment has usyally been the deadest part of

it, whereas to be effective at all it must be the

liveliest, the most realistic, the one in which

the classroom becomes merely a stage for dramas holding

a mirror up to nature (p. xiv).

Moreover, the studies of researchers such as Piaget (1950),
Vygotsky (1962), Werner and Kaplan (1967) indicate that language
is intimately related to the development of the child. Thus, the
nature of ﬁhe child and his needs must be taken into account by
school instruction when it intervenes in the child's continu;m of
1anguagé growth:

Only recently, then, as the innate structure of English lan-
guage arts is being discovered and related to the developing needs
of the child, is the language arts teacher able to respond effectively.
As the framework of language arts is constructed by research, the
elements of the discipline emerge, and thefr relationship to the
needs of the child becomes apparent. Instrdction should then be
able to shift direction to meet the disclosed needs.

Indeed, the problem might be regarded as one of articulation,
a matching of the fundamental elements of two disciplines, teaching

-

and language arts, for the ultimate benefit of the child. Articulation

v
N



is likely to become a problem if the fundamentals of either dis-
cip]fne are not clearly identified‘and related.

Traditionally, pfogram; of teacher preparation have ensured
comprehensive knowiedge of the subject to be instructed before
relating the principles and practicé of teaching to it. However,
it seems that the present trend in research is to isolate teaching
from the content being taught, with the notion of deve]opijs compe-"
tence in teaching as an end in itself. s \

Commenting on this trend, and accepting that his point of view
might be regarded as "narrow" aﬁd "out of keeping with some current
opinions on education", McCabe (1979) argues that: -

the evidence still is that teachers need for their own

satisfaction to be masters of something to teach . .

a prerequisite for general confidence in teaching (p. 162).

It seems that the problem-has various facets: even when re-
search has identified the essential skills of teaching and the
- fundamentals of language arts, there is no gquarahtee that both
will be firﬁ]y in place, or that one will be directed to the other.
Méanwhi]e, into the gap that seems to be developing between teaching
and lanquage arts have poured various commercial brograms which
offer a "fit" between identified teaching strategies and material
on the one.hand, and identified aspects of language arts on the
other.

Tﬁerefore, in order to safeguard the child's foundation for

Tearning the arts of language, it becomes very important not only

to identify effective téaching behaviors but also to ensure that



they are .directed to instructing the fundamentals of the discipline.

Y
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Related Questions’

The problem might be rephrased for %urther clarification in the
following questions:

“1. What are the’fuﬁdameﬁta] principle and elements of ' ‘
the language arts? .

2. What are the teaching behaviors that address the instruc-
tion of the fundamental principle and elements of the
1ahguagé arts?‘

Answers to these questions are sought through a review of
related literature, and by research into the- instructional behavior
of a sample of six subjects engaged jn the teaching of 1anguage

arts at the elementary level.

Purpose

The problem questions bring into focus the purpose of the
study: to identify from related Titerature the fundamenta{.prin-
ciple and elements of fhe language arts; to assemble and drder

* these fundamenta]sywithin a framework designed ;b revegl thei;
elemental constituents and their inter-re]ationshfps; to study |

the teaching behavior of six subjects for insight into instruction

that addresses the identified elements.

Defihition of Terms

The Principle and Elements of the Language Arts

The term "elements" is used in this study as it is useq in



science to denote the irreducible constituents of which a substance
is composed. _Identification‘of the e]emgnts of English language
arts is here considered as prerequisite to describihg instruction
that is dire;ted ﬁo their development. The elemental components of

the language arts are-identified from related literature as:

language (L), exgerieﬁce (E), the human instruments of reception

and expression (I); and form (F), hereafter generally referred to as
LEIF. The LEIF elements are each described in greater detail in
the review of related literature (Chapter II) and in the design of

[

the study (Chapter III).

-
I8

Principle

The term [princip]e" is used in this study as it is used in
science to denote a natural law which governs the inter-relationships
of elements. The over-fiding principle of language arts, as of
science, logically, appears to be the principle pf composing, the
"putting together" of the elemental components fn various combinations

of meaning.

The lLanguage Arts
The afts‘of language were identified from relatéd literature

as listening, géaking, reading, and writing. In this study, each

of the language arts is regarded as a mode of composing, in that ..

language is used to process experience. Each art is perceived as

effecting through language the composition of new experience with
past experiéﬁce in order to comprehend ft, The arts differ from

each other ﬂn that each may be perceived as a unique combination



of different constituents of the elements. (LEIF) identified here as
fundamental to all the language arts. These combinations are iden-
tified in the de§cription of FOE Synthesis (Chapter III).

To summarize for clarification, the inter-relationship of

terms may be stated as a mathematical equation:

Language arts = listening, speaking, reading and writing

the modes of composing in Tanguage

unique‘combinations of the LEIF elements

[}

Instruction

Fér the pu#pqse of this study, the term "instruction" refers
to the kind of teaching which is professionally designed for stu-
dents in the school environment. Using professional knowledge and
skill, the instructor intervenes in the child's language continuum
with the inteﬁtion of expanding his ability to use the language
artQ.J

Orientation

In this study, 6rientation’refers to the directing of instruc-
tion to the fundameﬁta1s of the language arts. Instruction would
be addressed to developing the ability to\use the LEIF elements .
effectively in the modes of composing. [

The length of time spent in instructing a particular element :
or mode is regarded as revealing a paiticular emphasis in the orien-
tation‘of instruEtLpn.

Inventory of Teaching Behavior

An inventory of those teaching behaviors that are addressed to



instructing the' fundamentals of the language arts has been made

from the data collected from the sample. These behaviors are cate-
gorized‘accérding to their orientation to the elements. In this
way‘the relationship of the teaching behaviors to the fundamentals
of language arts is revealed by the.position_of the behaviors within
a categorized framework of elements (hE(eafter referred to as FOE).

Profiles of Instructional Emphasis

In‘this study, "profiles of instructiona]\emphasis” refers
to the graphic representations of the instructional emphasis of the
six subjects of the study. They are constructed from the data of
instruction observed during language arts lessons and its timed
duration. Profiles of instructional emphasis are constructed for
each subject, each gradé and for the total group (Figures 4, 5a,

5b and 6).

Design of the Study

Sample

A sample of six subjects, threé teachers of grade 3 and three
of grade 6, was drawn from a larger sample of teachers of these
grades in the Edmonton Public §£hoo1 system who were éarticipating
in a University of Alberta study of teaching behavior in language
arts. -

Gradé; 3 and 5 were chosen for this study (and for the parent
study) as representing two culminating points of elementary instruc-

tion which might be used as a basis of comparison.

«
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Pilot
Two subjects were also selected from the main pool to pilot
the instruments and procedures, one teacher of grade 3 and one of

grade 6. After piloting, the instruments and procedures were re- ~

viewed and revised for use.

Instruments and Procedures

Two visits were made by the researcher to each subject. During
these visits three instruments for collecting data were ysed: the
subject was first observed for a day while teaching the group of
children; then the subject was interviewed; finally, the subject
was requested to complete a questionnaire devised by the researcher.

The instrument constructed by the researcher to categorize the
inventory of instructional behavior qriented to the fundamentals of
Tanguage arts is a framework of elements. The framework of elements
(hereafter referred to as FOE) evolved from the review of related
1iterature as an "optimal structure" (Brun;r, 1966, p. 1) for lan-
guage arts. It is used to categorize the data of teaching behavior
collected by the instruments of observation, interview, and question-
naire by coding it according to its elemental or model orientation.

Limitations 3

Certain 1imitations were imposed on fhis st?dy to sharpen focus
and to control digression.

Of first importance is the limitation of the study to the phonemic

and graphemic symbol systems composed and comprehended by the lan-

guage arts of listening, speaking, rgéding, and writing. While it is
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recognized that the oral/audial symbol systems are generally rein-
forced by facial, gestural, and whole body movement, these visual
symbols, composed and comprehended By viewing and producing, are
not researched in this study. _This Timitation, while excluding
also the dramatic movement in mime, does permit speaking in role
as part of the study.
A further Timitation was imposed in the selection of data.
Al though each subject’s total teaching behavio} for the day was
observed, timed, and recorded by the researcher, only the instruc-
tional behavior which occurred during the language arts lesson iﬁ
included, here, as relevant to this study. This limitation excludes
Tanguage related to the content of subjects such as social studies,
scieéce and so forth. While such studies would be of interest, they
would require major research beyond the scope of this study. |
ana11y, the tentative nature of the research in 1anguage arts
instruction needs to be re-emphasized. Because the field research
is intended to be exploratory and experimental in nature, a small
sample onlyzggs selected to pilot and to test the theories and thé
instruments which evolved from the revfew of related literature.
For this reason any findings arising from the data are considered
as applying to the sample only. Nevertheless, it is hoped that
such findings may provide insights into teaching language arts and

point the direction for future research.

Significance of the Study

The study is significant in that it seeks to:
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1. establish the principle of composing as fundamental to
child development in the language arts of listening,
speaking, reading and writing;

2. identify the elements of the language arts and their.
.re1ationship to the arts of composing in Tanguage;

3. explore the possibility of categorizing instruction
in 1aﬁguage arts by its orientation to the élements and y
modes of lanquage arts as identified in this study; ’

4. .gain some insight into instructional emphasig in lan-
guage arts and the teaching behaviors that effect an
emphasis;

5. open up avenues for future research that might effect a
harmonious relationship between the teaching behaviors

identified by instructional research and the fundamentals

of language arts identified in this study.

Overview

I The problem is identified and the purpose and perspective of the
study are established.

IT A review is provided of the literature related to the funda-
mental principle and elements of 1;nguage arts, and to the
teaching behavior that is directed to their development.

ITT The design of the study is described, including the samp]e, the
instruments for éo]]ecting and categorizing the data of instruc-
tion, and the prbcedures for research.

IV Procedures for analyzing and collating the collected data of



language arfs instruction are described first, and then the
individual \grade and total group instruction of the six sub-
jgcts is d;;i>ibed and analyzed.

) THe findings of the study are summarizéd and related to the
iprob1em an% burpOse identified in Chapter I, implications for
education are identified, and recommendations are made for
further résearch related to the study and developing from

7t

Appendices Exampie of the protocol materials of one subject

Lollected by observation, interview and questionnaire, and inven

/
tOYﬁLngf the instructional orientation of,thehfg}af/group.
~P e

actual, recalled, intended and preferred, arve pmvided for

1

reference.
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CHAPTER 1T

RFVIFW Or RFIATED | TTFRATURF

Overview
In the first chapter the prohlem was identified and then re
stated as two questions. TIn thic chapter, literature related to
thece questions is reviewed under the following headings:
- The Organizing Principle of language Arts
The Fiementé of Langquage Arts
- An "Optimal StrucfﬁrE" for lLanquange Ayts

The Ori@ntafioh of Inctruction

The Organizing Principle of Language Arts

R?Fevﬁnce was made sn Chapter T to ;he intimate relationship
perceived hy psycholagiats ha twoen ‘nnquaqc; st the dnvalapment nf
the child.

Among the most influential studiec of child davelopment af
recent {éarc js that of Jean Piaget. TIn fact, the Alberta Elemen
tary Language Arts Curriculum Guide (1978) begins by identifying
Piagetian stages of cognitive development (sensori-motor, pre-op-~
arational , concrete operatinns, and formal operations) tn'he1p
teachers realize that:

School programs should be based on an understanding of

what is known about children and the way language func

tions in their lives (p. 10).

Piaget (1926) views the functione of language as complex. and

14 -



regards as "futile the attempt to—reduce them a1l to one--that of
communicating thought" (p. 2). Piaget perceives the question:
"What does a child tend to satisfy when he talks?" as a prohlem that:

is. strictly speaking, neither linguistic or 1ngical:
it belongs to functional psychology (p. 1).

In his descyiption of Piaget's theory of developmental psybho]ogy,
Flavell (10962) says that function, for Piaget, is "an active, organized
process of a=<imilating the new to the old and accommndating the
cld to the new” (p. 17). He states that for Piaget. these functional
~haracteristics are the essence of intelligence which make possihle
the emergence of cognitive structures from organism environment intey -
: i
2*tions. Tlavell quotes Piaget as saying:
Assimilation is conservative and tends fo subordinate the
environment to the organism as it is, whereas accommodation
is the source of changes and bends the ordanism to the
successive constraints of the environment (p. A0).
The biogleaical view of the child as an organism "functicning”
in interaction with its environment is central to many theo jog nf
cranitive development. Maffett and Wagner (1976) posit:
At birth the mind of a child is simple, like a rell,
and one with the world because it has never had to
deal with the world (p. 5).
Werner and Kaplan (1963) perceive "dealing with the world” as a
long and difficult struggle for survival:
Only through.arduous and painful effort _does the
human being progressively conquer his enviromments
and render them increasingly familiar (p. 13).

Moffett and Wagner, as Werner and Kaplan, perceive the newborn in the

context of his enviromment, and at the beainning of a 1ife-long

15



16

process of coming to know its meaning. v

As the embryo must integrate the organs and vessels
it articulates for fending and foraging in the
environment outside the womb, the mind must organ-
ize the concepts and statements into which it is
breaking thought down for matching it to material
and social realities (p. 5).

Werner and Kaplan (1967) perceive comprehension of the meaning
nf the environment coming as the child begins to differentiate and
inter-connect the parts:

The directedness towards knowing begins to emerge,
and the world ug&;rgoes a most significant
transformation om things-of-action to objects-of-
contemplation. In this process . . . objects are
given form, structure, and meaning through inner-
dynamic schematization activity which shapes and
intertwines the sensory, postural affective. and
imaginal components of the organismic state (p. 18).

Moffett and Wagner percejve this process as one of analysis and
C e

synthesis by which the developing mind composes the parts into <ignifi-

rant  wholes.

The mind must synthesize parts into wholes at the

same time it .analyzes wholes into parts . . . The

more differences the mind distinguishes the more

relating it must conceive in order to co-ordinate

the pavts as a whole (p. §).

Werner, Kaplan, Moffett and Wagner are, in effect, saying the
same thing. in different words. "Integrate"”, "organize", "inner-
dynamic schematization”, "form", “"structure", and "synthesize", are
activities of composing. C(omposing may thus be considered as the
organizing principle.

According to Flavell (1963):

The relation of the part to the wholé has been a
matter of profound interest to Piaget since his



e

youth. In his writings he emphasizes again and

again the conviction that intellectual operations

never exist in isolation from a governing totality,

an organization whose laws of composition it is

crucial to discover (p. 34).

What appears to be emerging from these viewpoints is that
"composing"” is the main function on which development depends. The
child "composes" his environment in order to comprehend his world
and his relationship to it.

Among others, Werner and Kaplan perceive language as facilitating
the composing process.

It is our contention that in order to build up

a truly human universe . . . man requires a new

tool--an instrumentality that is suited for, and

enables the realization of, those operations

constituting the activity of knowing. This

instrumentality is the symbol (p. 13).

For Werner and Kaplan, the distinguishing mark of language is its
function of symbolic representation. For these authgrs the symbol-
system of language is a species-specific apparatus which if acquired,
enables the developing organism to structure representations of the

-

environment into its vital field of operation. Man is engaged in

building " a human universe", a matrix that he knows and comprehends,
and the symbol system of language is his natural and indispensable
tool (p. 13).

An answer to the questfon posed by ?iaget, "What needs does a
child tend to satisfy when he talks?", 'is now beginning to appear.

Britfon (1970) provides-an answer succinctly as:

The primary task for speech is to symbolize

reality: we symbolize reality in order to
handle it (p. 20).
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Man uses language to compose for himself a familiar, vital field
in symbols, a representation of his world, from which to operate. For
Britton, language is a highly organized systematic means.of repre-

senting experience. With the aid of language we "construct, each for

himself, a world representation” (p. 31). Moreover, Britton perceives
an extension of the function of language open to man:

Indeed, it is clear that once we see man creating a
representation of his world so that he may operate

in it, another order of activity is also open to

him: he may operate directly upon the representation
himself. He may opt out of the handling of reality
for a time and improvise to his own satisﬁaction

upon his represented world (p. 20). '

"Creating a representation" and "improvising" are activities of
composing that enable man to speculate, to re—afrange images in
imaginative fantasies, such as Jules Verne's "Nautilus" or H. G.
Well's "journey to the moon", that often predict realities. N
Moffett and Wagner (1976) offer a comparable insight into the
nature of composing in language: |
Comprehension and composit{on are deep operations
of the mind. People are born comprehending and
composing because they are part of our biologically

given abstracting apparatus by which we make meaning
(p. 173). . V

Moffett and Wagner use the term "discourse" to cover all four of
the language arts--speaking, listening, reading and writing:
To discourse is to compose with language, to
verbalizé, whether one is at the same time
~ writing down the verbalization or not (p. 13).

For Moffett and Wagner, "the best way to comprehend is to compose"

(p. 15).



Schmidt (1973) holds a similar viewpoint:

His {man's] rationality has enabled him to create,

"artificially", civilizations and cultures that have
transformed the "natural" enviromment in which human
beings Tive and children grow up. Thus, man has no

fixed Umwelt [1iterally: "surrounding world]; he is
constantly creating and re-creating his own world
(p. 63). : A

For Schmidt, language provides access to this world and its cul-
ture, affecting both emotional and cognitive development; defi-
ciency in language deye1opment "always involves for the child the
risk of missing the specifically humanizing aspects" (pf 62).
Thus, it seems clear, from the review of literature given
here, that informed opinion has two emphaseé:
1. that the éhi]d's development depends on his ability to compose
his surrogndings into his own, unique field of action: a compre-
hensible "human universe" (Werner and Kaplan, 1967); "a representa-
tion of his Qor]d“ (Bri;lon, 1970); a "synthesis of parts into
wholes: (Moffett and Wagner, 1976); "creating and re-creating his
own world: (Schmidt, 1973); "a governing totality" with "laws
of cBmposition“ (Flavell of Pi;get, 1963);
2. that the child's deve]opfng‘éb{lity to use the symbol system of
language is the essential means of achieving such compositon.
It seems that the child needs to compose his world in language

in order to understand and to transcend it.

The Elements of Language Arts °

Because the terms ‘"elements" and "principles" belong properly to

~

the discipline of science, it might be profitable to review, briefly,
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what Einstein regards as a foundation, a unifying, theoretical
basis.
, ,

In articles on physics and réality, and the "fundaments" of
science (1936), Einstein begins by- arguing that the man of science
is in ahbetter position than the philosopher to engage in "the criti-
cal contemplation of the theoretical foundations" of the discipline;
"for he himself knows where the shoe pinches" (p. 290). He continues
by connecting ”comprehensib{]ity” to "order":

One may say that the eternal mys tery of fhe world is its

comprehensibility. . . the production of some sense

order among sense impressions, this order being produced

by the creation of general concepts, relations between these

concepts, and by definite relations of some kind between

the concepts and the sense experience (p. 292).

Einstein perceives the aim of science as:

on the one hand, a comprehension, as complete as possible,
of the connection between the sense experiences in their

. totality, and, on the other hand, the accomplishment of
this aim by the use of a minimum of primary concepts and

relations. (Seeking, as faras possible, Togical unity
in the world picture, i.e., paucity in logical elements.)
(p. 293).

For Einstein, it is essential for the basis of logical deductions

to be as narrow as possible. It is an axiomatic base of fundamental
concepts and fundamental relations which themselves can Se chosen
fréely. He compares thi§ operation,to:

that of a man engaged in solving a well-designed
word puzzle. He may, it is true, propose any word
as the solution; but, there is only one word which
really solves the puzzle in all its parts. It is a
matter of faith that nature--as she is perceptible
to our five senses--takes the character of such a
well formulated puzzle (p, 295).-



- What Einstein says of science might be considered as equally
applicable to the discipline of language arts. So far, the review

of literature has identified composingi§n language as the primary

concegtithat is fundamental to development. Composing in language
might thus be considered as the axiomatic base of the 1aﬁguage
arts discipline. It might be regarded as the "governing totality"
referred to by Piaget, "the logical unity in the world picture"
postulated by Einstein.

The work of Moffett and Wagner (1976) appears to.re-affirm
' this position. For Moffett and Wagner, composing in language is
“verbalizing experience" which they consider to be the basis of the
language arts:

Defined by communication eoncepts, 1angUaée arts is a set

of two productive and two .receptive activities--speaking

and listening, reading and writing--one pair for the

verbalization of experience (comprehension and composition)

. and the other pair for the transcription of speech (literacy)

(p. 16). '
From this perspective, the language arts (1isfening, speaking,
reading and writing) may be regarded as different modes of composing
experience in language. This perspective brings into focus two
elements governed by the organizing principle of composing: Tlanguage
and experience. Literature related to each of these elements is re-

viewed first in order to discover the nature of these elements, and

their relationship to each other.

E]ement_Qpe: Language (L) _
In h{s>study of the deve1opment of thought and language Vygotsky

(1934) comes to the conclusion that: -

21
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1. In their ontogenetic development, thought and speech
have different roots. '

2. IA the speech development of the child we can with
certainty establish a pre-intellectual stage, and in
his thought development, a pre-linguistic stage. ’

3. Up to a certain point in time, the two follow
different lines, independently of each’ other.

4. At a certain point these. lines meet, whereupon
thought becomes verbal and speech rational (p. 44).

Vygotsky contends that at the point when "the curves of develop-
ment of thought and speech, till then separate, meet and Jjoin",

the child discovers the symbolic function of words (p. 33).

For Vygotsky, the fusion of sound,and meaning in the word makes
it the unit for study. Tostudy the phonetic element separately from
the semantic is harmful:

This separation of sound and meaning is largely respon-

sible for the barrenness of classical phonetics and

semantics (p. 4).

™

Cassirer (1944) refers to the point when the child discovers
that words represent meéning.as “the hunger for names" described
by all gtudents of psychology:

By Tearning to name things a child does not simply

add a list of artificial signs to his previous know-

ledge of ready-made empirical objects. He learns

rather to form the concepts of ‘those objects, to

come to terms with the objective world. Henceforth

the child stands on firmer ground (p. 132).

Sapir (1921) perceives symbolization as a complex interaction
in which the instrument (language) makes possible the product
(concept) which in turn refines the instrument:

The concept does not attain to individual and independent

Tife until it has found distinctive linguistic embodiment

. - Not until we own the symbol do we feel that we hold

é key, to the immediate knowledge or understanding of the
concept (p. 17).



For Sapir, "1an§uage is primarily an auditory system of symbols"
which can be represented visually in the printed word by "linguistic
transfer” (p. 17).

Yuen Ren Chao (1968) offers another perspective on "transfep"
and the relationship of the spoken and the written symbol:

In high antiquity the beginnings of writing were

direct symbols of things, later became Symbols of

spoken words, and then, as writing and reading became

more general, the language part is at least partly

short-circuited and writing has become direct symbois

of things again (p. 196). ’

Thus research describes both spoken and written language
as symbol systems in that the arrangement of the spoken sounds,
or the printed leétters, represent meaning. For Vygotsky "a word
without meaning is an empty sound, no longer a part of human
speech" (p. 5).

In an analysis of the historical relationship of thought
and language, Cassirer (1944) describes Iaﬁguage as the "twin
brother" of myth. For primitive man the "word" had a magic func-
tion by which he might achieve power over the natural world he
inhabited. Cassirer proposes that as man developed spiritual
force "the word is understood in its semantic and symbolic function”
(p. 110). |

Tolkien's biographer, Carpenter, records Tolkien also as
relating the symbolic nature of words to myth:

You look at trees, he [Tolkien] said, and call them
"trees', and probably you do not think twice about the

word. You call a star a 'star', and think nothing more
of it. But you must remember that these words, 'tree',

23
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'star', were (in their original forms) names given

to these objects by people with very different views

from yours. To you, a tree is simply a vegetable organ-
~ ism, and a star simply a ball of inanimate matter

moving along a mathematical course. But the first men

to talk of 'trees' and 'stars' saw things differently.

To them, the world was alive with mythological beings.

They saw the stars as living silver, bursting into -

flame in answer to the eternal music. They saw the

sky as a jewelled tent, and the earth as the womb

whence all living things have come. To them, the

Yho]e ?f creation was 'myth-woven and elf-patterned’

p. 43).

Because of his ability to represent the objective world in
symbo]s,‘Cassirer (1944) calls man “animal symbolicum” {p. 26).
Cassirer perceives man's acquisition of a symbol system as a new
method of adapting to environment, of living, in a new dimension of
reality (p. 24). He views the task of language as the objecti-
fication and ;ystematiéation of réa]ity, with knowledge as its
aim (p. 117). As Humboldt, whom he quotes, Cassirer postulates
that:

The real difference between languages is not

sounds and signs but one of "world-perspectives".

. Language is the ever repeated labor of the

human mind to utilize artjculated sounds to ex-

press thought~ (p. 120-19%).

For this reason, Cassirer emphasizes that language has a "functional
unity" (p. 130); speech has "a productive and constructive rather
‘than a merely reproductive function" (p. 131)} one hust study the
"energy" or process of language instead of merely analyzing its
outcome (p. 131). For Cassirer, language is the "Logos" of Greek

philosophy, the fundamental identity between the act of speech and
the act of thought (b. 126).
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Thus, for Cassirer, language is a symbol system, the instru-
ment by which man represents his experience of reality:

Man lives in a symbolic universe. Language, myth,

art, and religion are parts of this universe. They

are the varied threads which weave the symbolic

nets, the tangled web of human experience (p. 25).
For Cassirer, "physical reality recedes in proportion as man's
symbolic activity advances" (p. 25). Cassirer perceives man not
as dealing in "things", but as "constantly conversing with him-
self" (p. 25).

So it seems that man inhabits an interior world of symbols,
representations of reality which he has composed in language, and

which open the way to cultural richness and civilization (p. 26).

Element Two: Experience (E)

From the review of literature thus far it may be seen that
the apprehension of physical reality, either directly through the
senses or indirectly through the representations of others, offers
man experience of his world, and that the representation of that
experience in language helps him to conceptualize a "world-
perspective" (Cassirer, 1944, p. 120).

The nature of experience has been a thorny question among
philosophers for years. Empiricists take the empirica1‘object as
a starting point for the development of knowledge; rationalists
argue that the immediate sensory apprehension of an empirical "given"
Can.become an intelligible experience only by the logical activity
of the mind. v

One description of experience, useful to this study in that it
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effects a union of the extremes of embiricism and rationalism,
is that of Kant (Encyclopedia of Philosophy, 1967, p. 158):

The most celebrated statement of this position is that
of Kant for whom the manifold of sensory intuition;

. is unified into a world of empirical objects
only insofar as it is brought under a priori rules, or
categories, of the understanding. Experience in the
full sense is thus a synthesis, part givenand part
made (p. 158).

What is germane to this study in this viewpoint is that the provisjon
of objects for immediate experience is only'é starting point in the
development of mental skills and abilities related to the percep-
tion and understanding of experience.

However, the viewpoint that is philosophically closer to those
already reviewed is that of Einstein. While accepting the need for
a logical system that would provide a bridge between phenomena
aﬂ6“¥h¢j) theoretical principles, Einstein perceives that process
és "far beyond the capacity of the human intellect” (p. 226):

The supreme task of the physicist is to_arrive at

those universal laws fromwhich the cosmos can be

built up by pure deduction. There is no logical

path to these laws; only intuition, resting on

sympathetic understanding of experience can reach

them (p. 226).

As Cassirer, Einstein sees man as engaged in building for himself
a representation of reality, a world view, drawn from, but not
imitative of, his experience:

Man tries to make for himself in the fashfdn that suits

him best a simplified and intelligible picture of the

world; he then tries to some extent to substitute this

cosmos of his for the world of experience, and thus

to overcome it. This is what the painter, the poet,
the specu]ative.phi1gsopher, and the natural scientist



do, each in his own fashion. Fach makes this cosmos

*and its construction the pivot of his emotional life,.
in order to find in this way the peace and security
which he cannot find in the whirlpool of personal
experience (p. 223).

-

The way in which reality i< experienced is alco a matfpr of
concern; especially among drama theorists. In dramatic litera-
fure direct. first-hand experience is preferred agver indirect,
second -hand experience. Way (1966) cateqgorizes direct evperience
a< drvamatic, and indivect experience as academic educatinp-

The answer to many simple questions might fake
one of two forms--either that of information or
else that of direct experience; the former answe:
belongs to the category of academic education,
the latter to drama. For example, the question
might be 'What is a blind person?' The reply
could he 'A blind person is a person who cannot
see'. Alternatively, the reply could be 'Close
your eyes, and keepina them closerd all the time.
tvy to find vour way out of thic rarm' (p. 1)

In the Titeratme of dramatic theorvy yeviewed oy thic ctydy, firet
hand evpervience iz generally preferved over cecand hand evper ienco .
ecperjally in the earlv years in srhanl . Ryian Way (10RAY cvplaine

The second answer leads the inquirer to moments of
direct experience, transcending mere knowledge. eon
riching the imagination, possibly touching the
heart and <oul a< well as the mind (p. 1).
]
For Dorothy Heathcote (1975) the dramatic evperience ic nnly the

heqginning, the starting point for reflection uypon the artion:

The drama of the classrooms allows us to employ

our own views while experiencing the nature of the
tensions so that, in the act of making things happen.
we think, wonder, communicate, and face up to the
results of our decisions and actions. The most
important part <eems .to me to be the chance to build
up the power tn yefloct an sy artinng Without thie

27
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reflection process, the full use of the work is

never exploited. This process demands the building /

of a storehouse full «f images and the lanquage

with whi-h to hveflect (p. 05).

Thus, it appears that the dramatict and the physicict have in
common the peyceived need of byilding cxpeviences and of ynf]n&r;ng
upon them in arder to comprehend theiy <significance, Racause it i-
intimately handed with ovpeyvience fyom early childhnod, ]anquage

-
tharveg thic need and i« ingtyumental in develrping undey=tanding

Christian Sehillay (1067) perceives this proces~ as “doing,
talking and writing” (p ?258): his viewpoint ic that althnugh expor
ipnce precedes lanquane, lanquage al-n chapes owypeyience (p  19)
In <upport he yelates the evample of twn year old Mary being helpod
to climh atziye As qhs Jrivbke hey lerc faywar ' the adult e ictant
connte the atepe alond | et g T o fatg o L !

with the mnuemehts -

Mary is no' counting; but she is growing roots

around 'he first notio» cf rourting . . . and

her vse of the~eg words will in dus o ea apnlide

Mary to count  (p. 109)

Element Three: The Human Instrument (1)
The processing of exprrience in lanquage bt ings in to focuy~«

N
anotheyr eleman! | the human physical <ystem that ic ingtrumental in
the veceptinn  canceptualization, and ovprenrian of Avpey Fonce in
langnage

The teym "human instyument”, heve, raferc ta the phyc<ical oraqan-

and the neurelngicdl sycstem eccgential for proces<inrg evpevience,

ag it yelntes to Toanaguage Thue the tevm ineclude o can=oay appy e
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hension, mental processing, and the expression in lanquage of
evperience,

The immediate encounter with the environment is made by physical
organs which contact external reaTity; a neurological system trans-
mits the “contact" to the brain where it is "apprehended" as sensa-
tions of touch, taste, smel], sight, or sound. Britton (1970)
ref";s to the incoming data as a continuous stream:

What the senses encounter moment by moment
i< a stream, an unhroken continuum (p. 22).

This stream, for Britton, becomes a verbally organized fabric
of representat{ons of many kinds including images directly presented
by the senses, images tha§ are iﬁterior{zed experiences of sight,
<sound, movement, touch. smell and taste (p. 29). Britton posits
that verhal organization becomes possible only when the child aided
by actions hegiﬁs to discriminate the sodnds of speech. He does this
by watching and listening, using thé human instruments of seeing
and hearing. Discrimiration of sight and sound increases diffeven
tiation, 2nd therefore categorization, of experience (p §7).
Aceovding te Rritton, enardination of the organs of voice develaps
ac the child begins to play with sounds. with articulatjon. into

4
nation and stresgs:

By the time they are about six months old they play
with and 'practise' sounds that are new to their
repertoire and this self-imitation leads on to deli-
berate imitation of sounds made or words spoken to
them by other people--or of words overheard from
other people's conversations (p. 38).

What the child is putting into practice is the complex combination

*
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of organs which produce "voice", described, here, by Fromkin and

[ Y
Rodman (1978):

The production of any speech sound (or any sound.at all)
involves the movement of an airstream. Most speech

sounds are produced by pushing lung air out of the body
through the mouth and sometimes also through the nose .
The majority of sounds used in the languages of the world
are thus produced by a pulmonic egressive, airstream
mechanism. A1l the sounds in Engltish are produced in this
manner (p. 67).

Voice is the human instrument for expressing the phonemic symbol
system; handwriting'is the main instrument for expressing the
graphemic symbo]l system. Handwriting involves not only discrimi-
nation of the shapes of letters but also the motor coordination of
hand and eye. -

Loss of any of these organs does not necessarily deprive the
composer of input or output. The blind compensate for loss of sight
by using touch and the symbol system of Braille. The deaf compen-
sate for loss of voice (through loss of hearing) by using a symbol
system of hand and finger movement. Deprivation of one symbol
svetem ran be overcome by the institution of another.

In the case of Helen Keller touch and smell replaced sight
and sound as sensory instruments. Her compositions (1905) reveal
the importance to her of these two senses:.

A1l my early lessons have in them the breath

of. the woods--the fine, resinous odour of pine
_ needles, blended with the perfume of wild grapes .

™I felt the bursting cotton bolls and fingered their

soft fiber and fuzzy seeds; I felt the low soughing

of the wind through the cornstalks, the silky rustling

of the long leaves, and the indignant snort of my

pony as we caught him in the pasture and put the bit

in his mouth. Ah me! How well I remember the spicy
clovery smell of his breath! (p. 42).

—
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fhus the sensory organs make physical contact with the
environment and serve as outposts of the neurological systém. But
the sensory contacts made by the organs are apprehended, experienced,
conceptualized, and stored in the brain.

During the last two decades neurologists such as Penfield,
Luria and Sperry, through their observations of patients with mental’
disorders, have made considerable progress in locating the various
functions of the brain. The language activities of listening,
speaking, reading, and writing have been identified as mental pro-
cesses of the left side of the brain, the dominant hemisphere for
right-handed peop]é. G]obé] perception of self and the vital field,
which characterizes composers in fine arts such as music, painting,
sculpture and drama,'is thought to be the main function of the minor
right hemisphere. However, Luria (1973) while reiterating "that each
hemisphere makes its own particular contribution to the construction
of mental processes" (p. 163) adopts a view he regards as cqnfirmed
by Sperry's observations of split-brain patients (1967)5

any complex mental function is effected by the combined
activity of both hemispheres (p. 163).

Neurologists' findings have given rise to much psychological

speculation and popular comment as scientists in the field, such

7~

as Blakemore (1977), make the lay pubjic acquainted with the known
functions of the brain:

The dominant side, usually the left, talks, writes,
does mathematics and thinks in a logical serial way;
the minor right side recognizes shapes and faces,
appreciates music, puts on its owner's clothes, and
-works in"a global intuitive fashion (p. 165).
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As Luria, Blakemore emphasizes the marriage and harmony.of
the two halves interconnected for complementary functioning by
the corpus callosum. Blakemore also has a caveat for those who
believe that the development of the right hemisphere is being

neglected while the left is over-developed in educational systems:

It so happens that the special mental territories
of the minor right hemisphere--spatial perception,

- pictorial recognition and intuitive thought--are not
easily amenable to conventional education, nor is
it clear that they would benefit from years of formal
instruction. Systems of education (and this applies
to, every culture) seem designed to develop and
exploit the powers of the hemisphere that is dominant
for speech, for those powers depend most on factual
knowledge and prolonged training.
The ripening of cerebral dominance is one of the most
important processes in the maturation of the brain .
To ignore the special role and particular educational
needs of the dominant hemisphere, and to encourage the.
minor side to take charge may produce deleterious
consequences in behavior (p. 167).

The perspective on composition offered by these observations
is one of balance. Skill in language necessar& for composition is
an analyticial, 1ogico—grammatica1 left brain activity; however,
the activity of form relies on the gestalt vision of the right
brain. Skill supports art through the lateral co-operation of the

corpus callosum when both hemispheres are called into play by

the motivating, energizing activity of the frontal lobes, "an appar-

atus essential for the creation of active intentions or forming
plans" (Luria, 1973, p. 318). ‘ a
It seems, therefore, that the whole brain is responsible for

the synthesis of elements that occurs in the process of composing.

3
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Element Four: Form (F)

Uppermost in the review of literature thus far has been the
frequent recurrence of words and phrases related to the concept
of composing: plans, cosmos, world view, human universe, governing
totalities and so forth. Such words presuppose an organic form,

a framework which supports and coordinates the comp6hents in an

-ordered harmony. This is the'e1ement identified as form.

The concept of form emerges, then, from the literature, as the
structural element of the composing process, the unity which gives
coherence to the confent of selected experience and language mean-
ingfully inter-related within its shape.

éor Bloom (1956) this structural element is the produc£ of
synthesis:

a process of working with elements, parts eté., and

combining them in such a way as to constitute a pattern

or structure not c}eqr]y there before (p. 162).

Bloom cautions examiners "not to emphasize e]emehts of the product
to the neglect of glgggl_qua11t1e§, which after all, may be more

fundamental" (p. 174).

Much as been written on the nature of form in many symbol

systems such as music, painting, dancing, mathematics as well as

the oral and written language systems which éfe the focus of this
study.

Strunk (1959) advises the would-be composer to choose a
suitabie des%gn and hold to it:

A sonnet is built on a fourteen-line frame, of
five-foot lines. Hence, the sonneteur knows exactly
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where he is headed, although he may not know

how to get there. Most forms ef composition are

less clearly defined, more flexible, but all have

skeletons to which the writer will bring flesh

and blood. The more clearly he perceives the

shape, the better his chances of success (p. 10).

'Organic form, like the skeleton, provides an intrinsic shape
which supports and orders the other elements. Form may be considered
as the framework within which the content of experience is shaped
and given meaning, or as the order which organizes chaos into a
cosmos of simplicity and beauty.

How does form emerge to unify and organize what at first
appears unrelated and incoherent? Mystery writer Agatha Christie
(1972) explains how her story begins to take shape:

If one idea in particular seems attractive, and you

feel you could do something with it, then you toss

it around, play tricks with it, work it up, tone it

down and gradually get it into shape. Then of course

you have to start writing it. That's not nearly

such fun--it becomes hard work (p. 8).

Herein Ties the importance of the symbol-system. Language is part
of the shaping process which culminates in externalization by the
expressor instruments in written (or spoken) symbols.

Listening, speaking, reading and writiné are activities con-

AN .
cerned with the meaning of a composition. Perception of the inner
form of a composition "informs" the mind and makes thQ,meaning
clear.

Blake (1818) who was both poet and engraver perceives form in
composition as evidence of greatness:

The great and golden rule of art, as well as of life,
is this: That the more distinct, sharp and wirey
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the bounding line, the more perfect the work of art,

and the less keen and sharp the greater is the evidence

of weak imitation, plagiarism and bungling . . . The

want of this determinate and bounding form evidences

the want of idea in the artist's mind, and the pre-

tence of plagiary in all its branches . . . Leave out

this line and you leave out life itself; all is

chaos again (p. 384).

Art-critic, Clive Bell (1958) also affirms the importance of
form. He identifies the artist by "the concentration of eneﬂgies
on the one thing needful--the creation of form" (p. 30).

In a recent and comprehensive philosophical ana1ysis of compo-
sitjon (given as the Alexander Lectures at the University of
Toronto in 1952) R. S. Crane Rdentifies a forming principle as
operating in much the same way in all arts. Reflecting on his own
precomposition activities, Crane distinguishes two different typés.
In the first instance, arduous research produced only*an inability
to compose even the first sentence. The second 1n§tance, occurﬁing
on fewer occasions and after much the same preparation, was charac-
terized by everything falling into place in an inevitable order
(p. 181).

Crane explains the second type of composing as an "intuitive
glimpse of a possible subsuming form--a shaping cause" which exerts
a generating and objective power over every aspeet'of the composing
process culminaying in an ordered whole. Construction, technique,
and content are innate and belong (p. 141). For Crane, the artist
has this intuition of form which is capable of directing whatever

he does with his materials in a particular work. In fact, form is

seen as controlling in an immediate way the act of construction itself:



It is more than®a general intention, more than a
"theme", and more than an outline in the usual sense
of that word; it is, as I have said, a shaping or
directing cause, involving at the same time, and in
some sort of correlation, the particular conceptual
form my subject is to t¥®e in my essay, the parti-
cular mode of argument or of rhetoric I am to use
in discussing it, and the particular end my discus-
sion is to serve: I must know, in some fashion, at
least these three things before I can proceed with
any ease or success (p. 141).

Crane explains that he calls it a "shaping cause" because it
generates procedures that he cannot escape as long as he is commi tted
to the writing:

It exerts, that is, a kind of impersonal and objective
power, which is at once compulsive and suggestive,
over everything I attempt to do, until in the end I
come out with a composition which, if my execution ha$%
been adequate, is quite distinct, as an ordered whole,
from anything I myself completely intended or foresaw
when I began to write, so that afterwards I sometimes
wonder, even when I applaud, how I could ever have
come to say what I have said (p. 142).

Thus the artist's conception of form, as that of the psychologist
and the sciéhtisf, postuTétes an inner vision which comprehensively
takes into consideration every aspect of the evolving composition,
and interweaves the coﬁponents in intricate, inseparable, and
harmonious relationships. )

Or, as the poet put it even more felicitously:

Oh body swayed to music, O brightening glance »

How can we know the dancer from the dance? (Yeats, 1928,

p. 127).

An "Optimal Structure" for Language Arts

From the review of literature related to the organizing prin-

ciple and elements of the language arts the fundamental form of
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the discipline is beginning to emerge as the base on which to build
the body of knowledge of the language arts with greater specifftity.

According to Bruner (1966) such a body of knowledge is essential
to developing a theory of instruction for a dfscip]inq; if the
knowledge is to be grasped by the learner. He describes such a
structure as "optimal" in that it contains the fundamental set of
propositions from which a larger body of knowledge can be generéted:

A theory of instruction must specify the ways in

which a body of knowledge should be structured so that

it can be most readily grasped by the learner.

"Optimal structure" refers to a set of propositions

from which a larger body of knowledge can be gener-

ated . . . the merit of the structure depends upon its

-power for simplifying information for generating new

propositions, and for increasing the manipulability of
a body of knowledge (p. 41). .

The advantages of deve]dping an “optimé] structure" become apparent:
economy and simplification eh§b1e the théérist to present the bare
fundamentals clearly and poweffu11y, and inter-relationships amohg
the fundamentals are visible within the structure. Such a struc-
ture puts knowledge within reach: ' i

Bruner's justification for developing an "optimal structure"

accords well with the ovefa]] purpose of this study._ It relates

to the concern of this study for the orientation of instruction to

the fundamentals of the 1anghage arts for the benefit of the child:

What I have said suggests that mental growth is in
a very considerable measure dependent upon growth from
the outside in--a mastering of techniques that are
embodied in the .culture and that are passed on in a
contingent didlogue by agents of the culture (p. 21).

While recognizing that there are a multitude of models
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available for language and symbolic systems, Bruner proposes that:

much of growth starts out by our turning around in our
own traces and recoding in new forms, with the aid of
adult tutors, what we have been doing or seeing, then
going on to new modes of organization with the new pro-
ducts that have been formed by these recodings. We say,
"I see what I'm doing now", or "So that's what the
thing is." (p. 21).

Bruner perceives such new models as forming increasingly powerful
representational systems: _

[t is this tﬁat leads me to think that the heart of the

educational process consists of providing aids and

dialogues for translating experience into more powerful

systems of notation and ordering (p. 21).

It is for this reason that Bruner maintains that:

a theory of development must be linked both to a theory

of knowledge and to a theory of instruction, or be doomed

to triviality p. 21).

For these reasons, it might be profitable to summarize and
clarify the findings of the review of literature in the form of an
"optimal structure", a framework of elements, which would clearly
reveal their inter-relationship and the organizing principle of

composing. Such a framework is, therefore, developed for use as

an instrument in this study (Chapter III).

The Orientation of Insttuction

Thus far the review of related literature has been concerned
with finding a theoretical base for the language arts by identifying
what is fundamental to the discipline. ~Answers to the first of
the problem questions posed in the introductor} chapter now begin

to appear.
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The fundamental principle of language arts is perceived as
composing.ﬂ The elemental components of the composing process may
now be identified as language, experience, human instrument, and
form (LEIF). Various combinations of the LEIF constituents may
now be viewed as the arts of language: 1listening, speaking, reading,
and writing. Each of the arts may b? regarded as’ a mode of com-
posing in language. An "optimal structure" for lapguage arts has
emerged.

Howe?er, what still remains to be answered is the second problem
question:

What are the teaching behaviors that address the instruction

of the fundamental principle and elements of the 1angu§ge arts?
The answer.to this question 1s not so easy to find from a review
of literature because of the dichomotization in ne]éted research.

At one end of the spectrum are researchers who focus attention
on "teaching ‘behaviors" which they perceive as common to "effective
teaching";’at the other end are reSearchers who are concerned mainly
with the theoretical base of the discipline.

In between the two’extremes are two kinds of researchers: the
curriculum researcher who starts from the language arts position but
is concerned with hbw the arts of language are 1earned,.and the
1n§tructiona1 researcher who starfs with teaching behaviors but is
beginning to advocate their re]ationship to curricu]ﬁm.

Among the former are curriculum researchers such as Britton

and Moffett. For example, Moffett and Wagner (1976) start from the
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principle that is fundamental to this study:

Human beings are born composéers. By drawing off
traits of the world and rearranging them according
to some mental order, people constantly compose
reality (p. 8).

oY,

Moffett and Wagner perceive composing as being short-changed in
teaching probably because it is harder to teach. In particular
they identify oral composing as being neglected:

Most striking are the bias and incompleteness of what
schools have called language arts or English. Despite
some innovations it is still not four-way. It is heavily
biased against the productive activities of speaking.

and writing . . .. Producing language is more difficult

to learn to do because it is more creative than receiving
language. By the same token schools find it harder to. °
teach . . .. Composition,furthermore, virtually never
includes oral composition such as improvisations and
-small-group discussions, which may provide more oppor-
tunities for practicing how to put thought into language
and may be just as effective as writing itself (p. 17).

Moffett and Wagner (1976) adopt the position of student-

centered language arts. They view the child as starting school

witH an oral vocabulary and syntax that is sufficient for his

needs to comprehend his world. They perceive the need for instruction
to extend the child's experience’and oracy, and to effect the trans-
fer from oracy to literacy:

Whereas thought can be matched with speech in a great and 3
creative variety of verbalization, speech can be matched
with print only according to fairly fixed conventions of
spelling, punctuation and other typography. , These con-
ventions comprise truly new information; one is not

born knowing them . . . In some way these have to be

taught (p. 173).

Curriculum researcﬁers Fillion, Smith and Swain (1976) have

moved even further toward instructional research. They contend
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that if there are universals of language Tearning then it should
be possible to identify "universal principles of language instruc-
tion" (p. 741).

Can a set of universal principles or considerations

be found that should guide all teachers involved with

language (which we consider probably means all teachers)?

(p. 741).

The researchers postulate that:

It appears reasonable to expect linguistics, psycho-

Tinguistics, sociolinguistics and the study of Janguage

acquisition to have a common theoretical base . . . And

if there are universals of language learning--or general

statements that can be made about how language is learned--

then it should also be possible 'to discover some useful

Gniversals of language inStruction, a set of quidelines

or statements which would provide a basis for mutual

understanding and debate among lanquage tearhers (p 711)

Instructional Researef

Part of the problem of orientatinon, identified in the intrn
duction, is the comhination of a <ound understanding of the theory
of Tanguage arts and child devalopment with up ta.date knowledqge nf
teaching behavior.

This problem seems even moyre acute when it is viewed from the
perspective of the instructional reseavcher who is turning to curvi -
culum. Because he is a generalist seeking teaching behavior that
will serve all disciplines, the instructional researcher is likely

. 0
to be up-to-date in teaching behavior, and, probahly. theories of
child development, but is less likely to be abreast of the latest

developments in curriculum theory., Perhaps more importantly, he is

even less likely tn have applied himself ta fitting the inctyuctional



behavior to any curriculum.
In the preface to their work on teaghina research, Dunkin and
Riddle (1974) express the belief that:

the study of téaching is the heartland of the research
effort that should govern education (p. vii).

To this end, they have ;ummarized the methods, conerts and findinge
of observatfonal research in classrooms, revivwihq "comewhat lecg
that 500 studies" (p. 3) in the process.

Although the authors reject the notion that the concepts and
findings affer a panacea for teaching effectiveness, neverthelecc

they cautiously advise that research has uncovered:

a number of new and useful concepts that teachers can
apply ta the understanding of theiv clas voom (p. 1)

Dur ing the lact decade many of these conceptc and the agcaciated
behaviovs  with the addition of j13u~trative. pratocol materialg,
have hecrme the hagic of proqgrams in teachoy preparation, as, foy
example. the thenry portion of 6ha§p 1 nf the fpafhov preparation
program of the lIniversity of Albevrta  The handbook for the caurce
draws on the findings of researchers such ac- Gage (19A8), Fovtune
(1967) % Flandars (1970), Harric (196R). Hunter (1968 Hilley (10Rr0)
Kounin (1970), Rosenshine (1970}, Ryans (1960\, Spar (10AR),
Spaulding (1965), Taba (1965). Wallen (1966), Wright and Huthall
(1970) and nthers. The roncepts and h;haviorc identified bv the
vesearchers relate tn broéd cateqories <uch as: clas<yoom manage
ment . ovganization for instruction, lec<son organization, vole,

tearher Janquage., using student idoac. praise and rovvective fepdhacrt
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and questioning techniques. ‘o

Because the research is still active and coming in, such pro-
grams must needs be flexible and'dpen to change on an ongoing
basis, but without losing worthwhile, well-established theory.
For‘example, the ethnographic studies of student teachers by Doyle
(1977) on the re]atioﬁs bé%ween environment and behavior have
recently provided insights into the way teachers respond to reduce
the complexity of the classroom. Doyle's identification of the
‘teaching behaviors of chunking, diffefentiation, overlap, timing.
and rapid judgment could prove equally as useful to teachers as
Kounin's identification of the hehaviors of withitness, overlappingness,
smoothiness, and group alerting in the proceés of group management
(1970), or Flander's identification of directness and indirectness
cf teacher influence in relation to classroom climate and warmth
(19€7) . ¢

While some researchers are pessimistic about the value of their
findings, Flanders (1977), whose research spans the last two decades,
points out the comparative progress achieved in this time: '

For oldtimers like myself the progres; may be more

remarkable than dismal because we can remember, the

state of affairs two decades ago compared with today's

scene (p. 19).
- Flanders sees as cause for optimism the development of, computer
’programg for handling dafa, new testing désigns,,ﬁnproved“techniques
for analysis, and mathematical models for comprehending data. Never-

theless, Flanders does quote Rosenshine as saying:
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”This review is an admission that we know very little
about the relationship between classroom behavior and
student gains (p. 20). - : :

Flanders asks:

How does one answer a Dutch student who asked me in

Nijmegen, the Netherlands, on May 1972, "My doctorate
committee wants to know why I propose to investigate

classroom interaction when Rosenshine has shown that
?eachi?g behavior does not affect student learning?"
p. 20).

As others, Flanders is concerned with the problem: What kind of
knowledge do we seek? He proposes.as an answer "Knowledge that
fits together" within a contextual framework with fixed parameters
(p. 22).

However, in his review of iﬁstructiona] research; Zahorik (1979)
comments on the inability of process-product studies to discover
effective teaching behavior because the quantitative methodology-r
used fails to “capture the complexity and meaning of classroom
Tife" (p. 8).

Heretofore, the quantitative methods of the psychologist

were used to study teaching. There was a heavy reliance

on coding behavior according to a preconceived set of

categories, and, ip the case of process-product studies,

on paper and pencil achievement tests (p. 8). :
Zahorik refers to new methodology of research as yielding greater
insights:

Now, the qual%tative methods of the anthropologist are

beginning to be used. These include case studies,

participant observation, interviewing, full partici-

pation, and other ethnographic techniques aimed at

interppeting classraom 1ife from the point of view

of thé"teacher or the students (p. 8).

In their study of instructional research, Mackay and Oberg (1979)

~
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account for this change to new methods of research as an increased
awareness of the complexity of the teaching process:
The processes involved in both teaching and planning
are more complex and confounding than had been
assumed. . The research methodology employed in both
fields of research has evolved to accommodate this
realization. In addition to stimulated recall and
simulation games, we are now using ethnographic and
anthropological techniques that enable us to capture
the richness and diversity of the teachers' task (p. 11).
The participant observer method of research, referred to by
Zahorik, was used by Yinger (1978) who describes it in more detail:
.Ethnographic descriptions of teaching were collected
as the investigator functioned as "participant observer"
in the ¢lassroom. The observer's role most frequently
took the form of sitting quietly at a spot  in the
classroom offering full view of all activities, taking
written notes and recording as much of the action of

the classroom .(focusing on the teacher) as possible
(p. 12). :

[f the situation became particularly complex, Yinger used the
strategy of focusing on the teacher's behavior, only recording the
behavior of the students as they i:%eracted with her. Yinger also
used the technique of interview to discover the teacher's thinking
about planning.

It would appear, then, thé% the deve]obment of new methodologies
for researéhing teaching is part of a growing awareness of the com-
plexity of the teaching process. Rigid brocedures appear to bée
yielding to more flexible approaches whith might yield greater
understanding of classroom interactioh and its human variables.

That this stage has now been reached seems to prove that the re-

search of instruction during the tast twenty years has been valuable



‘and productive.

A Curriculum Context for Teaching

While an "optimal structure" for the teaching discipline stil]
remains elusive, some researchers have begun to turn their attention
to the theoretical models already estab]ishedAfor curriculum, in
the expectancy that such structures might also provide the needed
framework for integrating teaching behaviors. Such a shift appears
to be part of a growing awarenéss that teaching as a behavior is
best observed in two natural contexts: the classroom and the curri -
culum it is designed to instruct.

Two recent studies which emphasize the classroom and the

curriculum context of instruction are Curriculum Theory and Classroom

Realities (Zahorik, 1979), and Curriculum Plannning and Instructional

<

Research: Prospects and Proposals (MacKay and Oberg, 1979).

Zahorik (1979) proposes that a closer relationship between
the'fie1ds of curriculum theory and instructional research would
"greatly benefit classroom practice " (p. 1). Zahorik perceives
curriculum developers' concern with résearch as mainly "to validate
the elements and relationships which they identify as a major aspect
of their work", while, on the othér hand, there are individuals who
are engaged only in.instructional research (p. 4).

Curriculum people are not researching classroom

life, but:others have been for some time. These

individuals belong to the field of instructional

research (p. 4).

Zahorik identifies two thrusts of instruetional research:

one to provide descriptibns of the classroom process; the other to
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.examine the relationship between classroom process and classroom

product (p. 7). He identifies as new the research of learning
acfivities in relationship to time, and teiphers‘ planning (p. 9).
Zahorik‘regards all the research that has been done on classroom
life in recent years as important andvusefg1 for curriculum
theorists, but he emphasizes that:

The research that is beginning to be conducted on

learning activities and teachers' planning may be

especially useful to curriculum theorists because

these are curriculum topics. What is happening is

that instructional researchers have moved into what

is an apparent void and are beginning to conduct
» research on curriculum (p. 11).

Zahorik perceives eacH field of curriculum theory and
instructional research as‘having strengths t8 be shared and weak-
nesses to be reduced by a closer relationship: curriculum theory
is séen as theory rich but data poér; instructional research is
regarded aggéssuming a value-free, neutral posture whj1e cUrricu1um
theory is value-oriented; curricuium theory has a complex view,
while instructional researchers have a simp]e.view of the teacher-
lTearning process. Thus, each field is perceived as viewing
teaching from a different vantage point‘that is advaptageous to the
other (p. 12-14). However, in the main, Zahorik maintains that
"curriculum theory could profit from a knowledge of classroom 1ife"
(p. 15).

What, then, is the main contribution that curriculum theorists

have to make? Zahorik perceives it as theory itself:

Instructional research has ahassed considerable dat&
about many facets of teaching and it seeks to examine
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these findings in experimental settings, but it has
developed few or no unifying theories to guide either
the descriptive research or the experimental research.
If instructional research is to move forward it needs
carefully developed theory and the hypotheses that
emerge from it. Curriculum theorists might well be of
service to instructional researchers by helping them
to develop this theory (p. 18).

What Zahorik perceives as emerging from the close relationship
“he advocates is a practical or realistic curriculum theory that
can only benefit the schools (p. 19). ‘

The findings of Mackay and Oberg (1979) reinforce and under-
score much of -what Zahorik has to say. They perceive little, if
any, overlap between thé two fig]ds of reseéarch at the present

time:
Qur thesis is that to date there has been little
overlap, that the research on teaching has consciously
ignored important curriculum variables and that it is
time for the two areas of research to come together

(p. 1).

After a summary review of the findings of research pf the

o

.

© “"Modern Era" (1957 to the early seventies), Mackay and Oberg conclude
that “the level of sophistication is gradually improving" (p. 6),‘
and that a fairly large body of research has emgrged in the last
three or four years, research‘ihat is well reviewed in the work of
Rosenshine and Furst, and Dunkin and Biddle. HoWever, MacKay and
Oberg perceive that during this period little attention was paid to
curriculum variables or issues: é

The long search for generic teaching skills which

has now, fortunately, been portrayed as a search

for the Holy Grail was one manifestation of the
belief that teaching was, in some important ways,
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éeparate from. subject matter, -ohjectives, issues,

and curriculum materials. As one looks back over the

research the heavy influence of process researchers

is evident. Curriculum content, materials, and

objectives--however defined--were usually not fo-

cussed on by researchers (p. 7). :

It appears that a shift in focus has begun to take place only
.during the 1ast‘few years with studies on teacher thinking some
of which have been reviewed by Clark and Yinggr (1977). Clark and
Yinger's review is regarded as noteworthy in that:

it absorbs what would otherwise be called curriculum
research into research on teaching (p. 8).

It seems that reseqrﬁhers of teacher planning, Jeffares (1973),
Pylypiw (1974), Oberg (1975) and others are necessarily concerned
with curriculum planning (p. 10). MacKay and Oberg go so far as
to state that:

¥

the effectiveness of any given teaching behavior

depends on, among other things, the particular

curriculum in operation (p. 13).
The'statement is important in that it reveals a shift in the
position of teaching research. Curriculum is no longer viewed as
so much material to be processed while identifying independent
"generic teaching skills" (p. f);,teaching behavior is now
perceived as depending on curriculum needs, among other things.
Teaching behavior is being placed in cohtext, the context of curri-

culum as it operates in the classroom.

MacKay andKOberg take the issue even further by making

proposals for curriculum to bécome an important part of research

(p. 16):

7
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curriculum scholars should make very special efforts
to break through the barriers separating them from
the people who do research in teaching . . . If
social psychology & la Flanders .neglects curriculum
issues then it may be up to curriculum workers to
make the first move across the boundaries (p. 17).
The two authors of this, paper conclude by ca11ing on the
Canadian Association of Curriculum Studies (CACS)Fand the Canadian
Educational Research Association (CERA) to participate in a joint
committee whose first aim would be "to prepare a prospectus for
research and deve]opment in curriculum" l(p. 18).

It would appear that the marriage of curriculum and teaching

is being arranged.

- ok
Focus of the Study

The review of related 1iterature seems to indicate that lan-
guage arts has much to offer to a curr1cu1um teach1ng partnersh1p
The review reveals that 1anguage arts curr1cu1um might, indeed, be
capable of providing a theoretical framework which could meet the
needs of instructional research. Such a framework would be able
to organize, at the same time, not only the mh]tip]icity of spe- .
cifics that constitute language arts.curricuium but alsp the array of
teaching behaviors that instructiona{ research has identified as
important to the teaching-learning situation. In fact, from the
literature, it might be argued that instructiona]-beaavior can be
structured only through the curriculum being instructed; that,
indeed, teachfng is best studied in the-context of curriculum as it

=

is put intb practice in the classroom.

A%
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The principle and elements which might form ihe base for an
organizing structure for language arts have, fhus, already emerged
from the review of related literature. The principle of -composing
in Tanguage is perceived by research as essential to child develop-
ment, and the elements of 1anguage(kL), experience (E), human in-
strument‘(f), ayd form (F)‘have been identified from the literature
as fundamental to composing in language. These elements and prin-
ciple offer the opportunity‘for'building an optimal structure for
language arts such as is described by Bruner and advised by Einstein.
Such a structural framework would be optimal because it would be a
crystallization of 1an§Lage arts theory organized and categorized
by its furdamental elements and principle. The specifics that con-
stitute the curriculum as well as the teaching behaviors that aggr
ress the use of listening, spéaking, reading, and writing in the

classroom could be categorized together within its fundamental frame

ofteference.



CHAPTER III

DESIGN OF THE STUDY

Overview

Fromethe review of(re1ated 1iterature there emerged a theo-
retical pe}spective on the fundamentals of 1an§uagé arts, their
relationship to the development of the child and the articulation
of éurricu]uh,and teaching. What is descriSed next is the design
of the study‘developed to research-the empirical application of the
theory that evolved from the review of related literature.

The review of literature found answers to the first problem
ques tion:

What are the fundamental principle and e]ements<ef the

language arts?
The study was designed to explore the practica]ity}of addreséing
instruction to the principle and elements that seemed to be crys-
taT]izing into a theoreticai structure. Although the scope of the
study was limited to six sgbjects, heverthe]ess, the stﬁdy was
expected to supply insights related to %he second question:

What are the teaching behaviors that address the instruc-

tion of the fundamental princib]e and elements of the language

arts?

5amg1e
The study began with preparations for selecting a sample from
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ihe "Quest" project currently being conducted by the Centre for
Research in Teaching (CRT) of the Faculty of Education at the
Uﬁiversity of A1berta’in cooperation with the Edmonton Public

School Board. Because Quest included an investigation of instruc-
fion in language afts at grade three and grade six levels, bermis-
sion was obtained, as a graduate student engaged in thesis research,
to develop a smaller, independent study that used some of the sub-
jects wﬁo were already participating in Quest. Then permission was
obtained from the cooperating school system, and a small sample

of six subjects was selected.

.Criteria for Selection

Two major criteria controlled the selection of subjects for
the sample. First, it seemed economical and prdfitab]e to select
subjects whose teaching behaviors were being coded on the Questﬁ
observation schedule so that two sets of data would be available
on some subjects for future comparison at the Centre for Research
in Teaching. The data already collected by the Quest codérs was
then surveyed in order to meet the second ériterion, subjects who
were presently emphasizing composing in language in their program.
By selecting suchﬁghbjects it was hoped that the incidence of beha-
viors oriented }o'optimizing the fundamenta1s of language afts would
be maximized for observation; and provide a rich source for inventory.
Minor criteria were the selection of teachers in equal propor-
tion and from grades three and six. The particular grades were

selected for study, as in the parent project, because the present
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system of educational grouping makes grades three>and six culmin-
ating points of instruction in the child's continuum. Equal
numbers were selected to pfovide for grade comparison as an extra
finding of interest to the study.

No attempt was made during selection to balance socio-economic
or sex factors as these were not considered essential to the primary
purpose of the study. Neither was the treatmqht factor in the desigﬁ
of the barent study regarded as conflicting with the aims of this
study. If thg teachjng behaviors developed in the desf Qorkshops
were oriented by the subjects of the sample to the fundamental
principle of composing and the LEIF elements they would be added
to the inventory of such behaviors and be categorized within the
framework of elements (FOE).'

Although these criteria were established for the selection of
subjects, they were modified by other practical considerations:
the willingness of the subject (and the suﬁject's principal) to
participate in a second study, and the neéd to avoid overloading
some subjects who were already participating in more than one
study. . \

By these criteria and the practical considerations, six sub-
jects were selected to participate in the study, three at each grade
Tevel. At the same time two subjects were selected, one at each

level, to pilot the instruments and the procedures for collecting

data.
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Development“UfiDéstruments {

In this gtudy instruments were designed for two df?%arent

purposes: the-%@]}egx{BQ and the categorization of data.

Data-collection! Instruments

Three types of instruments were used to collect the data of
behavior orientéd to the fundamentalc of language arts: ohcervation,
interview, and questionnaire.

Observation: The purpose of observing each subject in the
natural, classroom situation was to collect the data of teaching
behavior oriented to thé fundamentals of lanquage arts, and to
recard the time duration of such hehavior in order to build a pro.
file df instructional emphasis in language arts for each suhject

The methodology employed by the researcher was ethnographir
The participant-observer model described hy Yinger (1078) wag
followed. The researcher of this study sat quietly in the clasc-
room taking wrifteﬁ notes of everything that she observed, focusing
on the behavior of the teacher. and only participating in classroom
activities as occasion offered. %tudents' hehavior was recorded
only as they interacted with theig teacher, hut no attempt was made
to evaluate the effect of the teaching behavior on the ctidents,
as the evaluation of effect is not part of this study.

The total teaching behavior of each subject acrass one whale
day was observed. Subsequently the portion which related to the
teanh%ng of language arts was fdentified for use in this study.

This procedure ensured that no aspect of langvage arte ingtruction
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was omitted. This was a necessary precaution especially at the
grade three level where 60-70% of Adaily {Egtvuc*ion is in languan-
arts. Fach inetructional hehavior was noted as absrrved and jt-
durathh timed in ovder to provide for constructing profiloe ni
instructional emphasis (Figures 4, %a_. §h_ and Ry

A coded copy of the observation data af ne su'"ject tpnaethey
with ap explanatinn of the Fﬂdiﬂg is included o+« 30 vuaqepla (PMppen
dix A)

A categorized inventory nf the nhcaervation data of the tatal
group is included as the "actual” inventory (Aprendiv ny

Intervigw: The jnterview was cnndn(}ﬂd “n the cecand day
either during 9h£7""“n b= after schoo' . o during the subijert o
Preparation pe it e dhoa om0 € the Tatay el vy e e
M A8 minutes.

The purpe-e of tha inteyview wac tg tyovide th Shiject wit
anoppertunity to describhs how che tauaht compocing in lanmuage | 1o
recall hey hect nmpa=ing metare s oed e e s e Gt A T -
for ~ompocing

N set of quections tn be posed luring the intevyiew was pre
pared in advance by the regearcher . The vesearchey aimed at gettinm
the cubject to dn the talking while, at the same time, keeping the
intevview purpaseful . The recearcher, as intevvicwer, veminded
each cuybject at tha beginning of the interview tn answer fom per-

sonal axperience  This directive was intended to preclyde the sub

iect’e giving v ight” vacpansas aimed as "ascicting the research.

’
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Other questions were improvised as the_interview proceeded
in order to explore and clarify avenues related toﬁthe study that
were opened up by the responses.

Each interview was recorded on audio-tape. A transcript of
one of the interviews, and a copy of the questions that were pre-
pared in advance is included in Appendix B. A categorized inven-
tory of the interview data of the total group is included as the
"recalled" and "intended" inventories (Appendix D). .

Questionnaire: .The response of one subject to the question-

naine is provided as an example (Appendix | CSH\\\

The purpose of the questionnaire was to prohide the subject
with the opportunity for reflective response. The subgect had been
‘observed in action spontaneously interacting with students, and had
responded spontaneously to questions posed orally in an unrehearsed
interview 51tuat10n The questionnaire inv1ted a different response,
that of thoughtful, Written.answers to questions designed to elicit

the subject's concept of combosing in language and the instruction
| to be directed to it.

In order to give each subject time to answer the questions the
researcher usually substituted for the teacher in class for as
long as was needed to complete the questionnaire.

The questions of the questinnnaire were carefully designed
by the researcher tn‘gatheh intormation about each subject's nnder~
standing of the principle and elements of the 1anguage arts, based

on the research Efforts were made not to disclose the findings or
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research. ‘

The questionnaire was presented in two parts, A énd B. Part
© A was designed to discover how the subjects defined the.concept
of composing in language, what modes they inc]udgd in the concept,
whjch modes they emphasizedumost in teqching, and whether they o
regarded composing in language as an educational priority. (Sum-;
maries of the responses to Part A of the questionnaire are provided
in Tables T and 2.) Part B of the questionnaire was desighed to
discover which instructional behaviors the squects breferred, as
a grodp, to orient to composing in languade. For this choice a
number of instructional behaviors were presented in a scrambled
arrangement to p;éc1udg leading or’giasing. The subjects were
asked to rate each behavior on the criterion of how much the beha-
vior would help a student to compose in language, "much" or "1ittle;)
A summary of the résponses to Part B is provided in the "Preferred"
Inventory (Appendix D). Also, a summary of beﬁaviors rejected by
group consensus i's provided (Table 3).

The questions of‘each part were constructed for specific pur-
poses related to the study.

For exampfé, in Part A, questions 1-6 were directed to the
familiar 1andmarksAof listening, speakihg, reading, and writing,
to gain some information as to whether each of these arts’wés per-
ceived as a composing activity, and which had greater e&uqationa]

priority for the subject. Question 7 was particularly designed to

collect data related to Moffett's criticism (Chapter II) that (\\:E:\\
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instruction in language arts is not "fouk-way", and that speaking
and writing are being short-changed. ‘

On the other hand, the questions in Part B were designed to
invite reaction to a range of common practices frogm controlled
exercises and drills to activities that synthesizedfthe elements.
Some of the questions were directed to a particular element of
language arts as, for example: the human instrument (#9), form
(#17 and #24), experiencé (#10), and language (#15).

| In sﬁmmary, the data-collection instruments were designed to
collect information about the teaching behavior addressed by the six
$ubjects to the instruction of language arts at the time of obser-
vation, interview, and questionnaire. Such information would be
expected to reveal: "actual" teaching Behavior obseryed in the
classroom; teaching behavior "recalled" during thé interview as
success ful in developing compoéing in language; beﬁavior “intended"
next; and behavior "preferred" by the subjects responding to the
questionnaire as opti;}zing composing in language. In addition,
the timing of the durétion of the "actual" teachihg behavior was
expected to contribute to estimating the emphases of instructional

- orientation for the day of obsérvation.

Instrument for Categorizing Instruction

The elements identified from the review of literature were
developed to two levels of specificity by the researcher in order
to build an optimal structure for language arts that could serve

as an instrument for categorizing teaching behaviors by their
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orientation to the elements and modes of composing in language.

The instrument could then be used to code the daté collected by
observation, interview, and questionnaire, classifying the teaching
behaviors according to their orientation.

This instrument is presented as the Framework of Elements,

hereafter referred to as FOE (Figures 1, 2, 3). Because this instru-
ment is central to coding and categorization it is provided at two
places in the study for easy reference, here (pages 62, 63, 64) and
later (pages 124, 125, 126). |

The elements are those identified from the review of literature
;s language (L), experience (E)i human instrhment‘(l) and form (F)
| referred to hereafter as the LEIF elements .

The LEIF elements are shown in both analysis and synthesis
within FOE. Thus FOEhas two parts, elements and modes:

1. FOE Analysis: Elements of Language Arts (Figure 1,

‘p. 62) shows the elements analyzed to two levels of spe-
cificity, namely, the constituents and their specifics;

2. FOE Synthesis: Modes of Language Arts- (Figure 2, p. 63)

shows the synthesis of elements (or their constituents)
that constitute the four modes: 1isteniﬁg (M I), speaking
(M I1), reading (M III), and writing (M IV).
FOE is considered adaptable in that it may be used for éimp]e
or fbr~detai1ed analysis. For example spelling may be coded as

L (Tanguage) or as L B1 (conventions of written language) for

greater precision. Modes of éoﬁposing are coded only as M I (listening),



M II (speaking), M III (reading), and M IV (writing). If the coder

is unsure of the elemental category, FOE Analysis: Elements of

Language Arts (Figdre 1, p. 62) may be read from right to left,"
from‘the specific observation to the category. For example, the
coder identifies the specific behavior (e.q. spelling) and then
finds the element of which it is a constituent (e.g. language).

Spelling would then be coded L B1.

FOE Synthesis: Modes of Language Arts (Figure 2, p..63)
is read vertically. Each column contains the elemental coﬁsti—
tuents which are synthesized in each mode of composing.

For example, reading is a process of deriving meaning from a
graphemic symbol system (LB); the experience gained from this pro-
cess is second-ﬂand (EB); the symbols are apprehended'by_the human
instrument of sight (I A3); understanding is achieved by the recog-
nition of form .expressed through the written symbols (FB). Reading
is coded as a mode o% composing (M III) because the experience is
"assimilated" and."accommodated" (F1ive11_of Piaget, 1963,.p. 17)
with the reader's total experienceQWhich it modifies. Thus, in

“terms of FOE Synthesis, the reader is involved in the continuous

recognition of successive form (FB) produced from the synthesié

of another's experience (EB) represented in written language (LB).

If the modes are ‘viewed in this way as a synthesis of elements,

instruction oriented to a mode may be considered as a "powerful "

teaching behavior because it combines, economically, instruction in

some aspect of each element at the same time. .
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FOR ANALYSIS:

Figure 1

62

Elements of Lanquage Arts

Element Constituent. Specific
J Level 1 Level 2 Level 3
c phonemes , 6rder,of phonemes ;
L 1. Conventions syntax; intonation, rhythm,
A A and stress
Oral . .
N | - lexical, syntactical and
G 2. Semantics experiential context
u : '
. alphabet; order of graphemes
A B 1. Conventions (spelling); syntax; punctuation
G Written
E 2. Semantics lexical, syntactical and ,
e DL _experiential context .
E A 1. Sensory experience of environment .
é E;:Zt' 2. Rational development of-sensory repre-
“E sentations’ by di fferentiation and
R interconnection
I B 1. Experience of the compositions of others
ﬁ ﬁ:ﬁgnd— 2. Rational development of the experience
C gained from the compositions of others
---E_ ----- J.-—-_:-—- ""'"""“"'",;"'“-“'"‘-""""-'-“" ------------ -é-—-——----
1. Sensory receptors of raw data: touch,
I A taste, smell, sight, hearing
g iﬁisp' 2. Audial receptor of oral composition
E T 3. Visual receptor of written composition .
M ﬁ 8 1. Voice (and movement) expressor of oral
ﬁ M Expres - ‘ composition , ‘ :
E sors 2. Hand-and-eye expressor of written
N composition’ 4
-——I ------ b= - --—-.----_-.--;..—----—-L -------------------------------
F A 1. Improvisation‘of‘form
'g ;g;?g; 2. Reflective refinement of the improvisation
to build unity, coherence, beauty, simpli-
M P
city, fitness, and power '
1. Intuitive response to "gestalt" of received 9
B composition: comprehension and enjoyment
E?E?g; 2. Reflective, critical analysis and evaluation
! of form of received composition by criteria
of unity, coherence, beauty, fitness, simpli{
___________ ool city, and pover.

v



Figure 2

FOE SYNTHESIS: Modes of Lanquage Arts

Oral Language Written Language
(Phonemic Symbol ) (Graphemic Symbol
L Sys tem) Sys tem) ’
LA LB
Secondhand Selection Secondhand Selection
E Experience from total Experience from total
’ experience experience
‘ EB E EB E
e e mcr c v r e r e c e c e - *L—---——-—-_-‘ ---------------------
Audial Oral Visual Manual -
I Receptor Expressor Receptor Visual
- : : Expressor
IA2 1B2 IA3 1B2
T T yep——— R L L Tyt Ao 1
Recogni - . Formula- Recogni - Formula-
F tion of tion of tion of tion of
Form , Form , Form Form
FB FA B FA
.............. e L TSN U R NP
‘ L S R W
: 1 P E R
" s E A I
D l"T A A D T
E E K I I
S N 2 I N N
I N G G
N G -
G-
_____________ v cn ccrc e e e e - - T . - ———— - - - - ]
Code MI MII MIII M IV
- Vd




Coding

The FOE instrument of'catégqrization is 'structured to make
it easy to use as a‘ready reference for codinge(Figure 3). The
di fferent é;tegories are numbered, or 1ettered, in the hierarchical
convention (A 1 etc.). These letters and nymSérs can then be used

as a system for coding teaching behaviors oriented to identified

categories.
Figure 3
FOE Coding Systenm
Synthesis «--a--cec-ceeea--— " Analysis
Modes of Composing ELEMENTS . Constituents
Level 1 level 2 level 3
—
Lo mm e mom e e e
1
Bommoomoes 2
-
Eo _
i 1
/ B """"" 2
MI MII MIII MI
: ' ]
\ » . P 2
I --------------- 3
R
Booommmeoe 2
S
S -
1
B--smommom- 2
l — )
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The following examples of teaching behavior illustrate the

application of the FOE coding system (Figure 3, p. 64):

Behavior: Explains a "rule" for the order of graphemes
Code : L B1 (language convention)

Behavior: Elicits the precise word for é particular experience
Code: L 82 (word meaning) '

Behavior: Shows class a picture -
Code: . E Bl (experience of the compositions of others)

Behavior: Takés children to shopping mall to observe the shoppers
Code : E Al (firsthand sensory experience of environment)

Behavior: Requests refinement of articulation and pronunciation of
reiteration

Code: I B1 (refining voice)

Behavior: Requests the improvisation of an interview with a peer
using a particular focus !

Code: F Al (formulation)

Behavior: Reads a story to the class
Code: M I (listening)

Behavior: Requests an oral anecdote
Code: M II (speaking) : :

Behavior: Writes an instructional directive on the blackboard
Code: +M Il (reading) ‘

Behavior: Schedules the regular writing of a journal
Code: M IV (writing) -

'

3 '
The coded copy of the observational data of one of the sub jects,
and an explanation of the categories used by the coder is provided
in'Appendix A to illustrate further the use of the FOE coding

system. o
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Procedures

Schedule

After permission has begn obtained onm the field research
dgpartment of the Edmonton Public School system; procedures for
putting the design of the study into operation were initiated with
a series of phone calls to teachers and their principals in order
to select the subjects and arrange a schedule of visits for pj]oting
-and collecting data at first-hand in the classroom situation.—

Pilot of the Instruments for Collecting Data

The three instruments of observatioh, interview, and question-
naire were p116ted for reliability and ease of use by a grade six
teacher w.ho was visited on two consecutive days for thiﬁarpose. {
After a trial run in using the %instruments, the questionnaire and
the interview techniques were discussed with the pilot subject who
offered some suggestions for improvement."Adjuétments were made
among some of the'items, and the questionnaire was p]qced 1asf in
sequence so that the interview would not be biased by the questions
of the questionnaire. .

The instruments were then used for two -grade six subjectﬁ.and
were 'found to be reliable at this level. However, in ordér to verify
the reliability of tﬁe instruments atfgrade three level of instruc-
tion a grade three teacher was selected to pilot fhem again. This
subject'wa§ not jnfqrmed that it would be a pilot, to preclude the
possibility of the knowledge affecting the pi1o£.

After the second pilot further adjustments to the data-collection
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instruments were deemed unnecessary.

Pilot of the Instrument for Categorizing Instruction

Following the research of instruction in the schools, data
that had been collected were ;evieQed and ;%e design of the s tudy
was'dra%ted in o}der to clarify the re1étionship between theory
and practice. As‘relatéd Titerature was reviewed and the design
was developed, the Structure o; the framework of elements was re-
fined. Theé piloting of FOE was then considered necessary to test
its reliability anh ease of use before using it to categorize the
data tbaf had been collected. |

The pilot of FOE followed a procedure that was developed by
Ruth Arrington (1932). Thig.procedugb involves two, or more, coders
~using the instrument independently to code the same set of data.
The coding can then be compared for correspondeﬁce (Feifel and
Lorgé, 1950, p. 1-18).

In order to facilitate the comparison, correspondencé can be

computed as a percentage using the Arrinﬁ%on formula:

2 X agreements

2 X agreements + disagreements -

"Disagreements” includes coding dissimilarly recorded and coding noted
by only one coder. In effect, the double agreements are being con-
sidered in a ratio with their total plus the disagreements.

~ Selection of Data for Coding Pilot: A printed record of the

researcher's observation of Subject #1 (a grade three teacher)

‘during one day of language arts teaching in her classroom was

G



selected for the coding pilot. On this day the subject had taught
five 1essoqs in language arts and, in the process, had revealed a
variety of teaching behaviors that ranged in orientation across
all the LEIF elements and the modes of compesing. Se]ecfion of
this material was, therefore, made on the criterion of range which
might adequately test the comprehensivgness and potential of the
instrument as a ready reference for coding teaching behavior
oriented to the fundamentals of the language arts.

-

Pilot Coding Procedure: In this study it is considered that,

because FOE is regarded a comprehensive distillation 2f Tanguage
arts theory, a coder needs a background in lanquage arts in order
to understand FOE and recognfze%the theory at work in the.classroom.
Therefore, the coder selected for this purfose was a reading specialist
who had coﬁsiderab]e experience in working with language arts
projects and inservicing teachers in the related theory.
Apart from her own background, the coder came "cold" to the
task. She was not given advance instruction in the theory of prin-
“tiple and elements, nor in the design of the instrument, nor in
how to apply the instrument to coding the actfvities recorded by
.the observer. A1l that the pilot coder had the work with was the
written description of the instrument (as included in the gtudy),
a copy of the instrument ftse]ﬁf and the printed reeord of obser-
vations of Subject #1's teaching of Tanguage arts during one day.
The coder began by reading the description of the instrument

and the instrument itself, making cross-references between them.



Then she began to code the printed observation, slowly, back-
tracking frequently and maki;g erasur;s from time to time. This
process was interspersedwith remarks such as "I think I need a
‘dey-run' at this task" as well as enjoyment of <ome of the .
activities and the student respénses.

A; the coder assimilated the information condensed in the
instrument and her mind accommodated to its design and the codinag
system, the work began to speed up. Whereas the first fourteen
items took over half—an-hdur, the remaining sixty-two were coded
within an hour. Moreover, since the coder was asked to code to the
third level of specificity, itis likely that the work might have
taken half the time had the coding been d;ne at the ~lemental
level only,

Assessment of the Results of the Pilot Coding: Fach item of
coding was compared with the researcher's coding of the same data
which had been done independently, in advance, and the Arrington
formula was applied to get a percentage computation Moreover,
because the instruction for each lesson had a primary directive as
well as secondary orientations, the results of each lesson were
computed separately for comparisan of strength and weakness in
coding, as well as coﬁputing the total percentage for the 6vefa11
comparison. The results of the Arrington formula computation were

as follows:

Lesson Agreement Percentage

] 93.75
2 73.97
e

cCc Yo
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Lesson Agreement Percentaqge
4 83.3
5 79.06

TOTAL 75 A2

Findings of :the Coding Pilot: From an analysis of the results
of the pilot it would appear that the coder was most comfortable
in identifying orientation to the element Tanguage and the modes of
composing. What seemad more diffijcul t was to identify the arjen
tation of instruction to the elements evperience and form. For
example, whereas discussion is oriented to developing lictening and
speaking this may be secondary to the prime orientation for the
teacher intent on developing experience. Tt is likelv, as in the
instruction recorded here, that the discussion itcalf is directed
to recalling old exparience, providing new experience, an+ developing
it meaningfully. So, alen, dramatization may be directed naot only
to the instrument of speech hut also to develaping form through
impraovisation in the speaking mode of composing in language.

Tt also seems possible that an early conning of the protoco!
materials before beginning to code might give the coder an overall
view of the movement of the lesson that might help he to perceive
the prime orientation of instruction for that period. In fact,
it appears that inservice in coding procedures. with some practice
in recognizing ghe orientation of instruction, might be necessary
be fore heginning to code.

In the light of these considerations, the results seemed to

indicate that the instrument would be reliable in the hands of a
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coder who understood the theory of language arts, and how to

recognize that theory in operation during instruction.

Focus of the Study

Because FOE had shown potential for reliability, given the
described precautions of coding training, it was decided that the
instrument could be used, as planned, to code all the data collected

by obServation interview, and questionnaire, in preparation for '

building 1nventor1es of teaching behavior oriented to the fundamentals

of language arts.

Four separate inventories were to be compiled from the "actual®,

"recalled”, "intended", and "preferred" behavior of the six subjects.

These inventories, though Tlimited in scope to the behavigors of the
sample, would be designed to offer a stock of teaching behaviors
that the subjects had actual]y oriented to the fundamentals in the
c]assroom;‘behavio;s they had recalled; behaviors they intended to
initiate in the future; and behaviors they preferred among those
identiiied for them, as optimizing composing in language.

‘ Further, it was perceived that, after the data of observation
had been coded and categorized by FOE into the LEIF elements and

modes, it might then be used to construct profiles that showed" the

' extent bf observed instructional orientation to each of the ele-

ments and modes of 1anguage arts. Such profiles could be con-

structed from the observation data because of . the included time fac-

" tor, the durdtion of each instrqctionaT behavior. It was hoped
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that the design of these profilee might maximize the -opportunity
to discoven the elements and modal emphases of the instructional
orientation of each subject, each grade, and in tota1 ‘
Because of the flexibility built into the FOE instrument, it
was further considered that such profiles might be constructed at
any of the different levels in order to reveal either emphases
among the elements, er, in a fihef analysis, emphaseé among the
specific constitutents of an element.s By these means, it might
then be possible tor a teacher tg discover whith of the elements end
modes she was emphasizing most, ;nd whether her instrucyion Was
addressed main]y to a spec1f1c constltuent of a particul 21ement.

-
In fact, she might then be able to identify the particu)ar beha-

viors she used most in teaching language arts.



CHAPTER IV
ANALYSIS AND DESCRIPTION OF DATA

Procedures fon Ana]yzing the Data

The data of teaching behavior collected by observation,
interview, and questionnaife were first coded by the FOE system
(Figures 1, 2, 3, pp. 62, 63, 64) and then sorted by code into the cétg-.ﬁ
gories of element and mode. These categorized data were then orgaﬁized
for study in two forms, inventory and profile. )

Four inventories (Appendfx D) were'bui1£ by this procedure:
an in;entory of the "aetual® téaching behavior addressed to language
arts, observed and timed during one day in éach subject's classroom;
an inventory of teaching behavior "recé]]ed" by the subjects as
optimizing composing in language; an inventory of téaching"béhavior
"intended" next by the subjects fo deve]dp composing in language;
and an inventory of teaching behavior “preferred” by subject con-
sensus %ron:among the behaviors 1i;ted on ‘the questionnaire. A
count of the behaviors recorded in the'inventorie; by‘their ofien-
,tafion to the elements and modé; of language arts wa§ made‘to
summarize the data for analysis (Figuré 7 p. 131);

. Profites of instructional emphasis were conétructed from thé
timed duration of factual"_instruction addressed to language arts
on the day of observation.‘ Two indfvidual profiles were built for-
each subject by‘thjs;proceere, one categorized by'éfemé%t and’

. . o . N
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mode‘(Figuke 4,4p.127), and a second that specified the individual's
instructional emphasis within the element itself (Figures 5a and 5b,
Pp. 128; 129). In addition, grade’and total group profiles were
constructed (Figure 6, p. 130).

Extra information relating to the six subjects' concept of
1anguege'arts was tabulated for study (Tables 1, 2 and 3, pages
121, 122, and 123). "

There were several reasons for sfrUcturing the data in this
wa}: the potential of FOE for comprehensive categorization of
"teaching behavior eddressed to language arts could pe tested; an
invehtory of fnstructienal behavior oriented‘to the fundamenta1s
vof 1anguage arts could be initiated for future development; the
profiles would prov1de graphic representat1ons of the 1nskruct1ona1
emphases observed and timed during one day of language arts 1ns%ruc-
tion; the_teaching behavior "recalled" and'"intended" during inter-
view and “"preferred" on the questionnaire~cou1d then be related to
the profiles of "actual" teéching behawfor and the tabu]ated con-
cepts‘of composing. The construction of these inventories,’pro-‘
files and tabu]ations_of’data was expectee to afford the means for
identifying consistent trends of instructionelhorientation from
wh1ch clear ,* composi te p1ctures might be formed of the teach1ng
behavior in 1anguage arts that character1zed each subject, "each
grade and the tota1 group : ' ’
| Fina11y, it was expected thatan analytical description of

these expanded composite profiles of 1nstruct10na1 emphasis might
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then producé'answers to the second question of the study:
What are the teaching behaviors that address the
instruction of the fundamental principle ‘and elements

.of the language arts? !

Description of the Profiles of Instructional Emphasis Related to

the Response to Interview and Questionnaire

2

It seemed bés} to begin the ana]ysi;‘and description of the -
data of teaching.behavior addressed to language arts with a descrip-
tion of "actuaf" teaching behavior observed at fﬁ;sthand in the
c]asgroom as being the most ObjeCtiVe. Then, teaching behaQiors
that were "reca]]ed*, "intended", or "preferred", which were re-
~garded as more subjective because they relied rather on })ui»subject's
_ memory or opinfon; cou1d'pé're1ated to the "actugT"_daté to clarify
~and expand the profile.

Subject Emphases

FOE coding of the data of observed te%ching behavior made
possible the collection of like behaviors in the fdnn of a pro-
file for each subject (Figures 4, 5a and 5b). These prof?ies:theh
made possible the descripiions of instructional emphasis which }
follow. It ﬁaé‘gecided to describe first the profiles of the thfee
grade three teachers;(Subjects‘#{, #2, and #3) agg‘theﬁ'to‘proceed
to the profiles of the three érade six teaéhefs (;ubjects #, #5,
and #6). | _ 4 _ R ,
‘ Subject #1 (Appendices A, B énd,c; Figures 4 and 5a)

Subjgct'#1 taught a éqmbined grade~threé:four‘group.3 A1l the

"l .
- >
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data of this subject's teaching behavior addressed to language arts
" and collected by observation, interview and qUestionn;ire are sup-
plied ae an example (Appendices A, B, and C), because the range of
"actual" instructfon oriented to language arts in one day includes
511 the FOE categories of element and mede, and most of the specific
categoriee. f '
Subject #1's profile (Figures 4 and'Sa) shows the
spread of instructional orientation'across the elements and mo des
during the teaching of-!angeage arts. Although, on the profile, *
readiﬁg and writing doinot appear to be receiving as much attention
as spéakiﬁg and ljsten?ﬁyxi;ring 1anguage_arts instruction,‘it\§h9ylé
bé added‘khat reading and 'ritihg were used as the main‘medes for
receiving.aﬁd expressihg the content of schei studie§c;ﬁjch fol -
1bwed)the language arfs instruction on the day of’observatfvn;
From the profile of Subject #1 (Figures 4 arf ’Sa) it seems
| that instruction was oriented to meeting the needs %f composjngnin
language on a structured basis during the 1esson’%nd across. the
day. Pﬂsﬁgg;tlon was directed f1re\\fo the conventions ofuspe111ng
and word_meahlng. Th1s was fo]lowed‘bylthe behavior of putt?hqi:
experience (E) into languéﬁe (L) through the posigg of probTeme.
*that required the child torforrLlate (F)-persona] experience with

e.coherence and un1ty Jhe emphas1s of 1nstruction was then focused

r

on the 1mprovisafion and appreciation of form (F) through e re- P

quired dramatizat1on of personal experience givaw}ftmifying topic

¢

This 1nstructiona1 orientation was further strengthened by combining

- . r*-‘
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with it emphasis on the use of tone (I) to increase the effect of

form. Further development of the human instrument followed next

with instruction directed to the praetice of handwri{ing. The

development of the instrnnent,for literate expression:buiit

" naturally into the reading (M iIi) and.writing (M 1IV) of the

social studies content whieh foi]owedrthe language arts instruc-

{?Bn. | ' ) T |
From this description it may be seen that the elements and

I'd
modes of language arts were 1n¢egrated by the organizatvon for ,

q

1nstruction across the day. Perhaps it 1s.worth noting that this
organization was faeilitated by the fact that the same teacher
taught-all the lessons to the one ciasé, and was, therefore, EEtter
hble to orpanize the orientation‘of instnuceion to pereeive needs,
rsuch as spelling, handwniting; the use of tone, er thevformuia-

tion of experience to answer the challenge pf a problem.

14

An important aspect of the behavior for organization was

the grouping and ré-groupin§ of the ehiidfen, and the use of dif-

ferent Q]assroom areas to facilitate instruction by prov1d1ng

/
variety andvutiiitarian_vaiue at the same~time Thus , spel&:ng _ (2//

was taught by the;teachervto tﬁe whole group ih the enciése music-. |

¢

room, but other activities took place in the open area.' Sometimes’ <
the children wﬁrled ﬁs individuais, as when practising handwriting,

Qometimes with a partner as whe# pneparing an. improvisation some4
® .y
,times,as the playens or as the audience when peqigyming or: appre-~ \1 <N

ciating a peen presentation\ and sometimes as a group of individuais '

B ’ Lo
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enjoying a story rea hem by their teacher, while they sat
. close touher on a cafpet provided for'that purpose.

Other important instructional behavior directed to language
arts included the use of the blackboard to visually reinforcé,
clarify, or even to rep1ace-verbaT instruction (especially useful
in an bpen area), and the use of pictures in the text to clarify
written description. The grade-four children of this combined
grades three-and-four group were fFequently invited to 1ead the
way as mode]s for the "threes". Other teaching behavions were

directed to praising worthwhile endeavor. The use of humor often

.accompanied the overall, ggu;inggus challenge to give form and

language to experience. But, penhaps most important of all was €

this subject's teaching behavior of combining ‘two or more instruc-
tioné] emphases in one activity as, for exampli,;the combﬁnation of

putting experience into language, improbising form, practising tone

[y ~

.of voice, apd visually portraying characterization through a brief

dramatic presentation for peer appneciation. This combination of
.{nstructipnal orientations formed a pdwerfuL and economical teaching
behavior. . NN

Tt is interest1ng to note that Subject #1's teach1n§§behavior’
recorded dur1ng the interview and quest103§51re was cdhsistent with

the observed behav1or.

- During the 1nterv1ew (Appendix B) it became apparent that o

Subdect #1 started with the children 3 background experiencés.» - \g
¢

Instruction was then directed toﬁhe1ping the ch11drgn to chart and

a
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11sted 1n thls section were rated by this subJect as he]pwng the

-

structure their own ideas, ariging from their experience, into a
familiar, thematic focus,of interest. Students werezoften expected
to share experiences, feelings, and ideas and structnre them as a
group into a meaningful form.) Humor and pride of workmanship were
part of the group project: It ts worth noting that Subjeot #1's
"intended " behaviorfinc1uded greater emphasis on firsthand exper-

.

ience and a sharpening.of the human instrument of sensory recep-

tion, "tpaching;them to feel and see as an’artist, or a poet, or

as an author."

The responses to the questionnaire were consistent with the v

teaching behavior ‘recorded by observation and interview. The starting

N

point was, again, the individual's own eXperienqe,\the aim being

to get the children to "communioate their ideas,'fee1ings and
thoughts in a'logica1 manner"'(éuhject #1, question 1, qoestionnaire,;
Appendi x C).. The responses"to‘the questionnaire;re&edléd that
Subject #1 preferred to emphasize.the visJé]-oral re1atiOnship first

to establish the "oomposing"manner",vand then to transfﬁr this .~
r

7experience ta the 1itera¢e‘mode of composing.  Composing inhlanguagé

s

. was given top priority (question 5) because composing was per- ?.. P

ce1ved as . "essent1a1" to the students "to share the1r 1deas and

: - g
\ expand,on each'other 's experience" (quest1on.6). SubJeet fae" s

- response to the second part of the questionna1re (Part B) "preferred"

the whole range of behav10rs offered that 1Sg all the behav1ors

student "muCh".to compose in_language. Sub3<t¥¥#1 s,acceptance, on
x R '

N, o
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the questionnaire, of d#ills and exercises for practice was consis-
tent with the observed teaching directed to spelling and hand- =
writing; the rating §f puzzles, jigsaws, problem situatitns, dia-
grams, improvisations and sdmmaries as he]pjﬁg "much" was é]so
consistent with frequent]y‘bbserved‘questioning directed to verbal
prdb]em-so]ving. One téath%ng behavior was added (question 37,
Questionnaire, Appendix C), ‘that of prov1d1ng a c1assroom climate

of the social health needed ?or free discourse.

Thjs br1ef,_descr16t1ve‘;ompos1te of SubJect #1's teaching
behavior (recorded as an example in Appendices A, B, and C) serves
to indicate the range of teacﬂﬁng behavior directed to twt needs
of tﬁesé grade three-féur comp&sers by Sﬁtject #1.  The déscription,
reveals this subject's central perspective of language arts that
appeared firm and consistent during obser@atidn, interviéw; and
questionnaire. -

Subject #2 (Figures 4 and 5a, pages 127 and 128)

On the day of obsefvation,'Subjett #2 was teaching a grade

three: group ot children. On this day, Subject #2's béhqvior inc¢luded

- grouping for instruction and uti]fzing different areas. Instruction

-~

'h*completed the prgparat1on=they were'djrected‘tq join their peeis,

was-oriented, first, to'individua1 seatwork directed to the conven- -
tions of language and to work-mean1ng Tota] group discussion of

the work followed. Then the subJect organized the students 1nto

' ‘partnersh1ps to prepare a descriptiof of a given topic, chosen from

- a basa1 text that was to be. presented ora]ly As'the.students

4
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seated on a carpet in a circle™n the middle of the classroom. ;
wﬁen all were assembled, students'were called upon in turn to make
their contribution while the squect'facilitated peer response.

The teacher then described a situation, adopted the ro]e‘of;a
character in_fhat sitUatfon, and invited a student to take a éom-
plementary role. Teacher and student, in role, then engaged in an
improvisgd conversation. This teaching behavior was dgsigned to
offer a model for the pr;paration of conversation to take place

“on the fo]]owiﬁg day. The children were then requested to return
to their desks for a spé11ing test. Later the teacher organized a
move to the school library to change library books, and to listen
to the librarian read a story in the "story-corner". In the
afternoon, the subjeétpdirécted instruction to preparing the voca-
bulary for writing a conversation with a character selected fkoﬁ

a long story that the subject was currently readihg to the ghj1gren.
Then‘thé children wére requested to sitxbn the carpet while the
subject read alouJ'thg next iﬁsta]ment of the story.

Subiect #2's .profile (Figures 4 and 5a) reflects these instruc-
tionaf emphases. Although Subject #2's p}bfile rqveais the spread
of instrucfiona1 orientatioﬁ to'%very element and mode, it also
‘shows that the main emphasis during language arts instruction was-
on the literate modes, especjally reading. This orientation to
literature was‘élso emphasized througﬁ the stories read.a]oﬁd by
both the subject and the 115rariaﬁ; and by the wrif1ng assignment

re]afed to a’' character from literature. Thus, the bulk of instruction,
_ s A

” . °
: ‘.
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on this day, was strongly addressed to literature through all the
modes. Because the modes of composing in language are displayed.
in this study as synthesizing the elements of Tanguage arts (FOE,
page 125), instruction orientea to the modes is considered
‘a “power ful " behavior.

Subject #2"s instructional orientation to literature was
also evident during the interview. Siory was viewed as ﬁotivation
for composing in writing% Putting.together a story as a group was
used to help students to "gather their thoughts together and be able
to writé\{} down". Focus was developed, sometimes, through dramatic
improvisation of character. Listening to a story was compared
with "watching television, the‘morg you read to the children they've
got to get something out of it." This comparison to te]evisi;n
suggests the total picture, the "gestalt"; the "some;hiné”, in
terms of this study cqu]d be the form (F) of experience (E) expressed
in appropriatk tanguage (L). The way Subject #2 put it was, "%hey
get ideas; they are able to look into descriptions; they also
gradually Tearn to use words, words that an author has put down
in ; diffeFent way from the way they. speak in everyday Tifé."
During the interview, behavior addressed to providing firsthand
experience was "recalled" as Optjmiz%ng composing in language
(althosgh'none had been observed on the day of observation). The
firsthand experience of making toffee apples was described by the

subject as motivating language for sensory experfience by oral

"brainstorming”, and then developing written composition: ."Therefore,

a
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I think, if we go from firsthand experience into oral and then
into writtﬁn, we can, and we will get good composition." Teaching
behavior déscribed by the subject as "intended" next was to develop
thematic unitsYthat would motivate the children and "let them go".
and that would integrate activities across the day. Subject #2
perceived the children as composing every day: "They have to."
It seems likely that the 1iteratur¢ of research reviewed in
Chapter Ii-wou]d endorse taat statement.
Sub}étt #2's respons€ to the questionnaire sfréng]y.emphasized
the coﬁposing aspect of the Tanguage arts: "I feel we are
gatheriqg and gleaning all the time--when we tilk, read, listen,
view" {question 6). However, the response to the questions of
the second part revealed that Qﬁbject #2 regarded spe11ing and hand-
wfiting drills, making a dictionary, dictation, diagramming instruc-
tion, notetaking, correcting errors, and researching a topic as
being of "Tittle" help go students in composing in language. Nor
was ioo much teacher control regarded as he]p%ul. The importance
of inter-relating other composing érts with the language arts was
re-emphasized by the'addifion (question 37): ‘“Painting, music,
and cooking also help tﬁe children to compose." . .
From this description it bgcomes evident that Subject #2's
main_instructional emphasis, at this time, was ége development of
the language artslthrough Titerature, ;nd therefore secondhand
expérience. However, fifsthand experience was recalled during

interview andwrated‘on the questionnaire as of high value. Moreover,

o
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L
a1fhough,drills and the conventions of language were rejected on
the-éuestionnaire as helping "little", nevertheless exercises in
1angpage conventiongtWere in practice on the day of observation.
Thus there appears to be some differences betwéen the "actual",
and the "recalled", "intended" and "preferred" behavior .

§g§jggj;j§_(Figures 4 and Sa, pages 177 and 128)
On the day of observation. Subject #3 was teaching-a grade

oo

three group. Subject #3's profile (?igurps 4 and 5a) shows that,
on this day, ingirucfionwas.oriented to all the elements and,modes,
but Qith less emphasis on form.and the human inétpumént. One of -
Spbject #3's main emphases was the develgpment of 13nguage for «
experience. = The main teachinqg behavior directed to these elements .
was the use of a basal reader and an accompanying workbook.. Affer
a section relating to a particular pPassage had been completed in
the workbook, the subject relied on the behavipp:of questiopinq to’
e]itft.desired pesponses and. to déVe]op appropriate language.
‘Group a1ert1ng, addressing questions to individuals, and prob1ng
ensured total group involvement. &

Wgach1ng behavior that maintained a balance among the modes
inc]ude&[the reading of a:ﬁtory, supervising sess;;ps of unin-
terrupted ‘silent reading and diary writing, and org;njzing "centre"
éctivjties. The.céhtre§'inc1uded activities in méthematics,
science, games, art, writing, and Tistening. The grouping for

: centre activities was taken care of by allowing the children to

h choose for themselves. The students were permig;éﬂ to work in small




-

S TTSusSsoemeew sLum LSHUE LU LENLTE [ETPING The
q?i]d;en and participatiné in theZgEEivities. In fact, thé teaching
behavior that emerged most stron;}y'fro those observed during
the day appeared to be teacher part1c1pat1on in student activities;
1nteract1ng in discussion, - read1ng s11ent1y along with the children.
writing as they wrote, and partieipating in centre activities
drew the subject into a close relationshipwith the class group.

For example, this relationship a11éwedthe subject to openly discuss
rough.behavior in the playground and sort out the problem.

During the intervjew, the emphasis observed earlier on
developing language for experience was reinforced by the subject
defining comhosing'in language as not just putting thoughts into
written language "but in using language in a standard way". The
subject viewed the use of a particular workbook as contributing to
composing in language because short answers in written sentences
were required. However, the subject balanced the structured approéch
to cemposing offered by the workhook with the unstructured diary-
writing. Centres were Viewed as motivating curiosity and further
research, as well ag providing practice in ski11s.- The subjecf
"recalled” instruction oriented to helping the children dramatize
folk-tales for presentation to their parents as optimizing compo;iva
in Tanguage. The dramatization-was, again, a joint project of

subject and class with the subject helping to complete the transla-

tion of the story 1nto a play to fac11itate the production.
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Subject #3's response to the questionna?re was consistent
with the teaching behavior {observed and stated) that addressed
the maintenanceNof balance between structured and unstructured
writing in order to fu]fi11 student need. Thgs,.a1though drills
and exercises were preferred on the questionnaire, proof-reading
and the corrgction of errors were check-marked as helping the stu-
dent "little" to compose in ianguage. it’is interesting to note
‘ that, although form is shown on the profile as "actually" receiving
little.emphasis, on the questiénnaire "c&mﬁ?ehensib]e form" was
presented twice, once in the definition of composing in language v
given at the beginning of the questfonnaire (question 1) and again .
in the revised definition given at the end (question 36), as
central for instruction.

From this description it appears that Subject #3's teaching
was mainly characterized. at this time, by beha?ior that provided
a balance hetween structured and unstructuréd learning situations,
and by teacher participation in the activities of the students.

Subject #4 (Figures 4 and 5b, pages 127 and 129)

Subjects #4 and #5 each taught a grade six group in the same
scHool, shared an open area, and worked together on preparing
curriculum and some team-teaching.

Subject #4's profile (Figures 4 and 5b) for the day of
observation shows an emphasis on writfen 1anguage, secondhand

experience, and the mode of listening. No instruction was

addres<ed directly to the development of the human instrument or
<




form on this day. A
A

.In the main, the tEaching behavior that produced this emphasis
was a combina;ion of small group organization aﬁd basal reading
techniques. Apart from the reading of the next instalment of a
;tory to tHe two combined grade six classes at the beginning of
the morning, the language érts time, on this day, was devotéd
almost entirely to deveaoping language rather than the arts of
language. Apart froﬁ the 1jstening to.a story at the beginnihg
of the day, the modes of language were incidental to’tﬁe bassages
for study, and to the ﬁnstrustions re]atéd to the exercises based
on the passages.

The class was organized into three groups,.each with a
different reading text at a suitable level of difficul ty. The'
tasks for each'group were listed on a side board along with alter-
nate language - activities to be done bn completion of the group
assignment. The children were directed to form the small groups
and the teacher proceeded to-work with each group in turn, using
the teaching behavior of questioning. The meaning of the passage
was related by question and answer to the child's own experience,
and then exercises based on the language of the passage and language
conventions were assigned. This procedure was repeated with each
group. On the subject's second visit to each group, answers to
the exercises were eligcited by questioning. On completion of the

group assignment the children proceeded to the alternate activities

which included: finishing the‘reading of a science fiction story
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of;fbeir awn selection, designing a book jacket for the story,
listing synonyms for "said", and categorizing words.

Although the language arts instruction observed in the class-
roﬁ#ron one ddy was directed mainly to the elements of 1anguage
and secondhand experience throﬁgh the teaching of basal reading
in small groups;.during the interview the subject‘”reca11ed”
providifig firsthand experiences to motivate compbsing in Tanguage.
Such. firsthand experiences included spinning,.weaving, making and
flying kites; in fact, a number of kites in various stages of
completion had been hung along one of the walls. However, the
teaching behavior "recalled" by the subject as beingmost success-

§£u1 in heiping the chi1dren to compose in language was the oréah-
ization of a newspaper unit which included instruction in ”term1n-
ology plus parts of newspaper" until. "we eventually get to the
point where the children are doing written work for a newspaper."
This structured development of composing in language was also
"intended" next, but with a change of emphasis from written .to oral
and dramatic composing: "I feel that the children do havé a lot
to say, but when they are forced to structure it so that it is
meaningful to everybody they are getting a lot more out of it."
Subject #4's response to the questionnaire was consistent
with the observed emphasis on written language: "Literate com--
posing is probably the most difficult for the majority of stu-
dents, hence most time is spent 02 it" (question 2). Subject #4

"preferred” skill drills, building vocabulary, and making a
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dictionary, but regarded comb1n1ng sentences and sentence analysis
as he1p1ng "“Tittle", Puzz1es were also rejected.

From tW1s descr1pt1on it appears that Subject #4's teach1ng
in language arts fb]]oned a conventional pattern and was d1rected
ma1n1y to deve1op1ng 1anguage through exercises based on passages
graded for study. Structure was a main emphas1s.

Subject #5 (Figures 4 and 5b, pages 127 and 129)

Ig Qenera], on the da} of observetion, Subject #5's teaching
behavior followed Subject #4's pattern of instructional orientation
but with even greater emphasis dn written lariguage, especially
the conventions. As Subject #4, the modes were generally used to
facilitate the emphasis on the language element. Subject #5
a]so‘organized the whole group into three small groﬁps for
instnuction, adopting a procedure similar to thathof Subject #4.
Apart from the group work based on the basal reading texts, instruc-
tion was,directed.by Subject #5 to structuring a baragraph from
a topic sentence, and to exercises fer practising the use of punc-
tuation and suffixes.

During the interview, Subject #5 reneated the emphasis on the
conventions of language and the "mechanics" of paragraph struc-

) A >~
ture: "I think it is important that the students have some mechanics

“involved so that they are writing for some particular language

mechanics." This subject viewed the child as needing continuous

-
instruction in language conventions, "mechanics", and in structuring

ideas around a topic sentence; the content was regarded as unimportant

A
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as long as it génerated interest in writing' In fact, a behavior
"reca11ed" by SubJect #5 as the mgst success ful )n—teach1ng com-
pos1ng in 1anguage was the development of a prOJect on kites
which, it appeared, Tntegrated some of the modes: "The dtudents
had read a lot about kites. . They had:a lot of inférmation. Then | B
they were given the assignment of just»writiﬁg up the directions
for flying a kite and for mak1ng a kite, a part1cu1ar kind that
they 11ked Then they were to draw a p1cture, an advert1sement
for the kite, a picture of something co]orfuﬂ, a disp]ay. It
really turned‘out quite Qe]], and the students got a'reaT chance -
to do a variety of transcribing." It seems that'copying the instruc-
tions was regarded as contributing to the success of the project.

The teaching behavior "intended" next by this subject Wé§
also oriented to structur1ng wr1t1ng, emphasis was to be placed on
writing reports in a"logical formation" after a contro]1ed session
of research and notemaking. This subject maintained that "the
more disciplined type of writing is needed, especially by-grade
sixes who‘are.gbing to be expected to do a Tot of that in the .next
five to seven years." |

Subject #5's responsé to the questionnéire reinforced the
epphaéis on the language e]ement; “Teaéhing of language is the
teaching of_éomposing." As might be expecfed from this viewpoint,
Subject #5 also included skill drills and budeing vocabulary
among the.teaching behaviors "preferred" as helping "muéh“ in

teaching the child to compose in Tanguage. However, although
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the top1c sentence and structure were. emphas1zed by observed
behav1or and dur1ng the - 1nterv1ew on the questionnaire. sentence
ana]ys1s was check-marked as he1p1ng "Tittle". ‘

%ﬁ From th1s descr1pt1on, then it appears that SubJECt #5's

: 1n§truct10n was or1ented ma1n1y to the convent1ens and mean1ng of

1anguage developed through fﬁe graded, secondhand exper1ence pro-

vided by basal: read1ng texts. Structure was a main emphas1s _
Subject #6  (Figures 4 and 5b, pages ' o

0On tne‘day‘of observdtipn Subject. #6 was specializing in’
teaehing music and 1dnguageferts,~as well as teaching dnrriculum
i such d$~sciente and stia] study to a gréde fire.home-room class.
3 Thus', ‘the grade six elass was taught by'Sdbject #6 only for lan-
' 1 guage arts and-nusic.

During 1an§uage arts instrucfion on this day, Subject #6 was
observed orienting instruction first to literature and then to fﬁ
language.  In order to teach the féble form, fhe subject first
collected the students cTose around the teacher's desk and then
read a fab]e to them. After thre reading, the subject used ques -
tioning to elicit and develop the characteristics of the genre, ’/’r

. Then the emphasis was changed to language: Worksheets of questions
relating to a story preViousiy read in an antho]ogy were distri-
buted next. The instructional orientation of the worksheet was
the differentiation between slang and standard usage, in'the text

of the story. The writing of this assignment was supervised,‘and

"assisted on an individual basis as occasion demanded, by the subject.
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After the assignEént had been completed the.subject.used the
teaching behavior of whole group .questioning to probe for accep-
table answers to the questions/poseo on the worksheet. The focus
returned to literature when teaching behavior was directed to
organizing the change of 11bral§~gook§\\*1nstruction was then -
oriented to a booktalk given i promptu by some of the. children to
recommend- the reading of particuiar books to their peers.
Duringvthe.interyiew, because of'her specia]ization, this
subject compared composing in lanouage with composing in music:
"T've been thinking they are -very similar.in the way that the
children are creating something with a backbone of knowledge that
is taught beforehand." Subject #6's instructional orientation
to literature, to relating language to 1iteratute, and to com-
bining literature and music was further emphasized as the subject
“recalled"” previous ventures regarded as optimizing composing in
language. The subject recalled teaching behavior directed to
showing the students how to combine their originai poems with
background music on audio-tape to heighten the effect of mood.
.Teaching behavior "intended" next was.to be directed to the genre
of biographys "I'd like, first of all, for all the children to
read a biography of somebody they admire, or somebody that's
timely. And, perhaps, do something in the drama field, either
acting out a part of his 1life, or developing an interview theme;
one acts as the biographical person and another as the interviewer."

The response of this subject to the questionnaire expanded

-
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this brofi]e.of instructional emphééis. Subject #6 defined cohpoéing
in language as "to recreate within a framework——startjng with an

idea and then twisting or redefining that idea in terms o}igina1

to the student", a definition reminiscent of Agatha Christie's )
(Chapter II). The subject viewed teaching beﬁavior that mafntained '
a ba]ahce between 1i£eraturé aqg ora]lcomposing as being.most im-
portanf to this concept. The subject gave top priority to composing
~in language because "if we want children to compose in other

areas, they must be able to compése in 1anguag¢ first." Although
the observed behavior of this subject had been directed to an
exercise on language usage, sk111 drills and exercises were check-
marked on the questionnaire as he1p1ng "Tittle", as a]so were dic-
tation, outlines, diagrams, puzzles, correcting errors, and teacher
confro] of the childrén's content and structure. Most emphatic

‘was the added comment (question 36) that "composing is done in

all subject areas!'"

Subject #6 also emphasized, on the questionnaire, the imbor-
tance of the‘teaching behavior of active partiéipation in the
students' activities: "Whatever the student is asked to do or
try, the teacher actively participates in it."

From this description'it appéars\that Subject #6's perspective
of the child and teacher as composers together in a1{ subject
areas, as presentea during interview and on questionnaire, differed
in practice from the "actual" language arts instruction of grade

six on this day. "Actual" behavior was that of teacher control of
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coﬂient and structure, and directed mainly to language usage dnd
literature conVentioH. . However, it might be added that all four
modes of languége arts were ”acthaT]y" integrated with‘mus{c and
arthin a social ;tudies project devé]oped by Suqugt #6's other
class of grade five students observed as parf of the total instruc-
tion of this subject across the day.

Grade Emphasis (Figure 6, p. 130).

The grade proff]es for the six subjécts of the sample (Figﬁre
6) reveal both similarities and differ%,nes‘oﬁ instructional
emphas is. |

Nofticeable first is the overall difference between the time
allocated to the instruction of each grade, on the day of obser- ‘
vation, with grade six receiving less than grade three. Because
of the time allocation differential, if the inst?uctiona] emphases
were evenly matched, it would be expected that tﬁg X-bars repre-
sentlng grade six emphasis would be proport1onate1y shorter than
the X-bars representing grade three instructional emphasis. Such
is, indeed, the case with all the X-bars except Ewo: instruction
directed to the element of language (L) and instruction in the
mode of writing (M IV). A]though the émphasis on writing.appears
even, the grade six subjects' emphasis of instruction of this
mode can be considered as exceeding that-Gf the grade three sub-
Jects, because of the difference in time allocation. . o

‘Yl

Among the elements, the grade six subjects' emph%sis on

instruction in language (L) visibly exceeds that of the grade

B
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three subjects (Figure 6). In fact, a comparison of the specific

profiles of the Tanguage element for the grades three and six

subjects (Figures 5a and 5b) reveals that instruction directed

by the grade six subjécts toy conventions and semantics of
written language (L B1 and Ly§2) is largely accountable: for this
di€éference in embhasis. ' -

The grade six subjects' emphasis (Figure 6) on written lan-
guage (B) parallels the trend revealed by Tnstruction directed
to the modes by the subjects of the sample. Whereas the instruc-
tion of the grade three subjects wés oriented most‘stronQTy to
the oral modes (M I and M II), the instruction of the grade six
subjects shows a balahce gmong the modes revealing a trend to
greater emphasis on the modes of literacy (M III and M IV):

Among the elements (Figures 5a, 5b) both grade six and grade
three subjects show a comparable emphasis on experience (E), and
in particular, for bbth grades, on the deveTopment of secondhand
experience (EB2). However, the trend that is particularly notice-
able is the lack of emphasis on the human instrument (I).and
form (F) by the squects; a small amount of %nstruction by the
grade three subjééts diminishes to none by the grade six spbjeéts
of the s;mple. Specifically (Figures 5a, 5b) in the element of
human instrument (1), the development of observation through
fhe five physical sensors of'firsfhand data (IA1) and the audial

receptioh of speech (IA2) appear to have received the least direct

instruction from the six subjects of the sample.
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Although conclusions concerning these grade ehphases are
confingd to the datE,Of the sample, nevertheless, trends, even on
~this small scale havé'become apparent; Quite evident, within the
limits of the sample was the trend developing language skill in
#hg written mode with a corresponding 1essenin§ of emphasis on
oral skitl. Also evidént Qas the pautity of instructional orien-
fation'to the skills of\QQe human instrumenff spécifiéa]]y, sensory
observatibn, the discriminatibh and articulation of phonemes, and
the visual discrimination and formation of graphemes, particularly

by the grade six subjects.

Total Group Emphases (Figure 6, p. 130) , .

Although the total group profile of instructional emphasis
(Figure §) appears to confirm the trends of the "actuyal" teaching
behavier of the six subjects of the samp]e Fhat were ‘identified
by grade, the inclusion of the co]]gctive inventories of tge
"actual”, '"recalled", "intended" and "preferred” data of teaching
behavior was needed to amplify the total picfure and provide in-
sight into the teaching behaviors that addressed the instruction
of the fundamental principle and elements of the 1anguage arts .

In the construction of theprofile, teaching emphasis was
estimated from the timed duratipn of instruction directed to a
.parthuTar mode or element. Although this estimation is useful
in that it ta(es into aécdunf the time spent in teaching the parti-

cular e]ements and modes, nevertheless, it is recognized that it

4
has ide \:771;;19 Timitations. Estimating emphasis from its timed
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durétion does not jncTude, for exampie, the simultaneous use of
the elements (or their.component§) wﬁich constitute a mode (F%gure
2, p. 63). When the mode is in use the elements are regarded ‘as
Working in concert. Thus, although the elements are receiving -
practice fn Qorking in integration for as long as the mode is in
use, nevertheless, because instruction is not addressed to each
element individuyally, ip is not recorded as an emphasis. Moreover,
emphases that wére included in the graphic profile were instruc-
tional orientations of only five or more minutgs (x represents
5 minutes on the profile bar-graph). This procédure precluded
incidental teaching behaviors of very short dufation that arose
as spontaneous responses to student behavior as it occurred during
the course of instruction. : " -

On the other hand, the inventory of "actual" instructional
orientation (Appendix C) does collect togetﬁer all the instruct{onal
orientations obsérved during one day in each classroom of the six
subjects of the sample. Thus, although the inventory does not por-
tray emphasis (as does the ggéphic profile) it is perﬁaps a truer
record in that it is ab]é to include the "incidental" teaching
behaviors omitted from the profile. For example, when a subject
advised a student to "Speak up so that we can Hear you", this beha-
vior was recorded as "Encobragesvbice projection and volume" (B1)
in the category of human instrument (1), even though it was the
only example of its kind and lasted for no more than one or two

seconds .



In.fact, to further, it is recogni'zed that the truest group

-,

picture might best be constructed (;;\were the descriptions of the
teaching behavior of each subject prngded at the beginning of
tﬁis chdpter) from a composite of the total group profile of in-
‘strucfion modi fied and expanded by the total inyventories and
tables (Appendix D). Such a composite picture might serve to

clarify, and perhaps-confirm. the trends already identified from

the total group profile of instructional emphasis. Tn assist the

development of a truer composite picture of the instructional orien-

tation of the total group,a count of teaching behaviors arranged
in [E;V and mode categories has been recorded for each inventary
(Figure 7, p. 131). '

In general, the "actual" inventory count supports the total
group profile that language (L) and experience (E) received major
emphasis from the six subjects on the iday of observation. However,
what seems more interesting is that, when subjects were invited to
"recall" teaching behaviors that had been successful in teaching
composing in language, experience (f) and form (F) had the h?&F;;:
count (15 F and 14 1), Tﬂ?s count was reinforced when the suybjecte
were quesfionéd about teaching behavigrs that they intended next
(5 £ and 1F). Among the behaviors "preferred” on the questionnaire
the same lead was evident (15 E and 10'F),and additions were made in

the same categories (5 F and 1 F).

The trend to placing mbre emphasis on experience and form

@

was reflected in the total count of behaviors which showed experience
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(E) as'receiviﬁg the most attention, with form (F) beginning to
parallel language (L) (62 E, 44 L, and 41 F). Thus, it seems that,
although the.subjects "actually" directed the bulk of teaching beha-
vior in the classroom, on the day of observation, to tanguage (L)
and experience (E), in that order, the same subjects "recalled”,
"intended" and "preferred" to direct teaching behavior to expgrience
(E) and form (F) as optimizing Eomposing in language. This seems

to raise the question of whether or not, whatever the reason, and,
perhaps, regardiess of the number of days, there might a]ways~

be a discrepancy between what is intended or preferred and what

is actually done.

The trend to giving less attention to the human instrument (1)
appeared to be supported by the count of teaching behaviors,
especially in the "recalled" and "intended" inventories (2 I and
Null I respectivély). However. the count of the "actual" number
of behaviors (18 1) is worth noting. When this number (18 I)

s compared with the time duration of this element on the total
group profile (60 minutes for the total éix subjects) which accounts
for instruction that lasted for at least five minutes, the numﬁer
seems excessive. Therefore, it seems likely that the subjects

also directed a number of short-lasting behaviors to this element
that are not accounted for in the profile of instructional emphasis.
This orientation was likely made as need arose during the day's
instruction. It is also possible to speculate that, if a subject

found it necessary to direct a number of such behaviors to a
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particular asbect of the human instrument (I) during the course of
a day, awareness of the need to design instruction directed to
specific improvemept might results. That the subjects regarded

the orientation of instruction to the various aspects of the Euman
instrument as helping the student to compose in language is evident
from the response to the questionnaire on which ten such behaviors
are "preferred" (10 I).

Some interesting conclusions about the subjects' behavior in

teaching the modes (listening (M I), speaking (M II), reading (M III),

and writing (M IQ)) might also be drawn from the count of teaching
behaviors recorded in the inventories (Figure 7, Appendix D).
Behaviors that were."reca11ed“ or "inténded“ appeared to pay little
attention to listening (M I), although it was well “preferred" on
the questionnaire. Speaking (M II) was the behavior "recalled"

and "intended" as helping composing in Tanguage, while reading |

(M ITI) and writing (M TV) were both "recalled" as success ful com-
posing ventures,

Of interest, also, was the reiationship between the number of
teaching behaviors (Figure 7, Appendix D) and the timed durations
of emphasis (Figure 6, Appendix D) on the modes: for example, the
nuﬁbér of teaching behaviors directed to listening (9 x M I) per
total group timed duration of emphasis (240 mins.); or, the number
of teaching behaviors addressed to reading (15 x M III) per total
group timed duration of emphasis (120 mins.). It appears that not'

only was more time "actually" given to listening (M I) but that
-~
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fewer teqching behaviors were involved than for reading (M I1II).
This seems to indicate that, on the day of observation, a behavior
such as listening to a story probably extended for a longer period
of timé than did a behavior such 5§/hninterrupted silent reading

of a library book.

Total Group Concept of Composing in Lanquage (Tables 1, 2 and 3,

pp. 121, 122, and 123)
o .
Whereas the inventories and profiles clarified the picture of
teaching behaviors that were addressed by the'subjects to the
instruction of language arts, the responses of the subjgct§ to
Part A of the questionnaire, summafized in the tab]es,ﬁprovided

more insight into the first part of the problem described in the
5

first chapter: : s

]
I

What aré the fundamental principle and elemeqts of the

language arts? ' //'/

Analysis of the summary of the‘subject§& responses to question
1 of the questionnaire (Table 1, Appendi x D)1FQVea1ed that the sub-
jects' concept of composing, in general, was_that'éf thought ex-
pressed orally, dramatically, or in writing. The subjects, in
general, identified communication as_ the purpose of such composing.
in language. ,

Thus, although these definitions did describe fhe important
communicative aspect of expressing thought in 1anguage; they did

not emphasize the inner function of composing in language vital

to the development of the""thought" to be expressed, such as is

\

~
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described in the literature reviewed in this sfudy. For example:
Piaget (1926) viewed the functions of language as complex, and
regarded as: "futile the attempt to reduce them-a]T to one--that
-of communicating thought" (p. 2); "The primary task for speech

is to symbolize reality: we symbolize réality in order to handle
it"(Britton, 1970, p. 20); man is engaged in building a "human
universe", a matnix that he knows and comprehends, and the symbol
system of language is his natural and indispensable tool (Werner
~and Kaplan, 1967, p. 13). Therefore, what appea;s to be missing
from the subjebts' definition of composing in language is a clear
perception of the primary funcfion of composing in language which
has been the focus of this study: that, from birth, the developing
child is engaged in putting his environment together in meaningful
ways ; that the symbol system of language is the imstrument essential
to this activity; that by composing his world in language the child
is 'able to interiorize i}s meaning and put together a world view
from which to operate.: ‘

It seems 1ike1y'that, because this primary function of language
was not clearly in view, the subjects had some difficulty in
responding to the question:

Which of the following activities do you classify as

composing?

(Questi’o?ll, Questionnaire, Appendic C) 4

The summary of the responses to this question (Table 2, Appendix D)

reveals that the subjects were divided over which of Qhe Tanguage



arts to classify és composing in 1énguagé Subject #1, whose
responses to the quest1onna1re are prov1ded as an: examp]e (Appen—
dix C), d1d 1dent1fy all the Tanguage arts as compos1ng in Tanguage,
a]thodgh preferring to regard speaking as occurring in combination
with moving (speakiagaahdFmoving) and Tistening as\occurring in
combination with viewing (11sten1ng and-viewing), probably because
the arts of 11sten1ng and speak1ng do normally occur most frequently
in th1s combination. However, the summary of the responses to
this question (Question 4, Table 2) shows that not a11 the subjects
responded in this wéy. A1l six regarded writing and speaking-and-
moving as composing; five out of the six regarded reading as com-i
posing; four out of the six regarded speaking and Tistening-and-
viewing as composing; but, only three of the six subjects regarded
listening as a composing activity. |

Nevertheless, some perception of the primary funct1on of
coﬁpos1ng in Tanguage, as described in the review of- ]1¢erature,
did emerge from the responses and rationa]es given by the six sub-
jects to tﬁe question: .

Where would you place composing-in-Tanguage’ on

% teaching priority scale?

Please give & brief rationale for your choice.

(Items #5 and #6, Questionnaire, Appendix C)
The summar} of the subjécts' responses to this question (Question
5, Table 2) showed that five out of six gave compos1ng in-language

top priority, the other subject placing it next to the ton an a
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five-point scale. The rationales given by the subjects for these
ratings_(‘¢omposite éummary, Question 6, Table 2).did indicate

an awareness of the pr1mary functlon of compos1ng in-language as
described in this study: The teacher'& who]e JOb is to get the
students composing Compos1ng in 1anguage is essential for communi-
cation, for shar1ng 1deas, for expanding exper1ence for thinking

in language, and for the- who]e curriculum. It is pre-requisite to

a11 compos1ng This® compos1te rationale revealed that the subJects

[
of th1s small sample as a group did perceive composing in lan-

guage as having a wider function than commun1cat1on, a function
vital to the deve]opment and we11 -being of the child. In fact,

composing m’]anguage seems to be viewed by the subjects, as

~expanding the expérience.of the child and his ability to think so

that he might share what he has come to know and be able to

engage in’ further composing ventures.

Summary of Major Language Arts Teaching Concepts and Related Teacﬁiqg

o

Behaviors

«

In this study of the 1anguage'érts teaching behavior of the
six subjécts'of the sample, instruction was categorized by its
orienfation to the elements of tanguage artS‘and the modes of

composing that had been identified from a review of related litera-

ture. The development of a framework of elements by analysis and

synthesis provided a common base for the categorizationsof the

data of instruction that had been collected by observation, inter-

~view, and questionnaire durind two days spent with each of the six
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subject; of the sémp]é. Categorization by the FOE system enabled
the collation of the data of instfuction.in inventories and pro-
files which, in turn, facilitated the study and description of
the data by subjéct, grade, and total group.

The focus on orientation allowed instruction to be placed
for study within the context of curriculum. This made it possibTe
to describe the teachiﬁg behavior of the six subjects in terms of >
the curriculum to be instructed. ‘The specific detéi]s of what the
subjects did and said to instruct the e]ements;and‘29des of lan-
guage arfs has been-collated in the inventories of "actual",
"recalled”, "intended", and "preferred" behavior. These language
arts teaching behaviors may be summarized and related to teaching
concepts emerging from the study as central to the language arts
instruction of the subjects of the samp]e They offer some answers
to the second part of the problem described in the first chapter:
What are the teaching behaviors that address the instruction of the
fundamental.princip]evand elements of the 1§nguage arts.

Range of Language Arts Instruction

The possible range‘of language arts instruction might be con-
sidered in this study as extending across the elemental specifics
and modes of language arts. Considerable di fference in range
selectipn was evidenced among the six subjects at the time of visi-
tation. Some subjects were bfoad]y comprehensive in their instruc-
tion of elemental specifics and modes , whereas others we}e

narrowly selective.
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Teaching behaviors 6f the six subjects that addressed the
instruction of language arts elements in anafysis (Figure 1)
included: diagnosiﬁg'specific elemental needs; demonstraﬁing,
describing and exp]aining, Verba]]y and non-verbally, the éccepted
~conventions and semantics of 1anguage;'drilling the conventions and
physical skills of expression through oral and wri tten exercises;
manipulating environment to present situations for developing and
réfining sensory observatién; contro]1in§ and visué]]y representing
the bui]ding of form; questioning the students to build discovery:
and to assess comprehension; giving cor;ective feedBack on the use
of elemental skills; evaluating proficiency in the know]edgé‘and
confro]]ed uée of separatelelements or selected combinations of
elements. ﬂ
B Teaching behqviofs of the six subjects that addressed the
instruction of the language arts modes in synthesis (Figure 2)
included: writing, reading, talking and listening to the sfudent;
selecting, designing, organizing, and participating in units aﬁd
projects that integrated the elements and facilitated the use of
the four modes of composing in language; reinforcing the modes of
language arts by visual, musical, and dramatic representations in
live or reéorded form; evaluating student ability to use the
modes of composing in 1ahguage.

‘Balance of Language Arts Instruction

Differences in range of language arts instruction among the

subjects on the day of visitation were, in general reflected in
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-differences of instructional balance, especially between elemental
and modal émphasis. Thus, some subjects directed the bulk of
‘instruction to elemental specifics, some emphasized the modes of
compos$ﬁ§ in 1angua§e,‘wh11e others balanced element with mode con-
, currently.across the school day. '

Balance among the elements, and among the modes, themselves,
also varied. With some exceptions, the trend ofall subjects'was
. tq emphasize the conventions and semantics of writteﬁ Tanguage
(L B, L B2), the secondhand experience provided by books, pic-
tures etc. (EB), and the modes of reading and writing (M III, M
V). S

Balancing element and mode simu]tanegus1y in combiqafion seemed
to constitute a powerful kind of 1nstruct{on It appeared that
this kind of comb1nat1on could be achieved by a teach1ng behavior
such as posing a problem situation, verbal or non-verbal, that
challenged the student's ability to sé]ect and apply appropriate
experience and skill, to analyze the proﬁlemﬁ and to synthesize

and express a solution.

Personalization of Instruction

In addition to behaviors related spec1fica11y to the 1nstruc-

[

J
tion of Tanguage arts there seemed to be teaching behav1ors that

werg of value to the subjects for the general instruction of
grades three and siX,.including the instruction of language arts.
This commonality of teaching behaviors seemed to relate to the.

concept of personalization of instruction.



Such teaching behaviors of the six subjects included: encour-
aging the student to reaéﬁ for an answer througﬁ a positive "Yes
you can." attitude; a friendly use of humor; the sharing of per-
.sonal experiences: devising activjtiesto develop healthy social
relationships in the classroom; dramatization with both'the teacher
and the students in role; praise~and reward for worthwhile en-
deavor; teacher participation in student actiQities.

This personalization ofiﬁﬁgtruction by the six subjects
seemed to deve]op'harmonious interpersonal relationships that .
facilitated the instruction addressed more specifically to the

elemental and modal needs of the young composer in language.

. N
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CHAPTER V

é

SUMMARY, IMPLICATIONS AﬂD RECOMMENDATIONS

Summary of the Findings

In the introduction to th{s study the teaching of language
arts was presented as a problem for conéidekafion. It wés phrased
for clarification as two quesfions:

What are the fundamental princib]e and elements of the

language arts? |

What are the teaching behaviors that address the instruc- -

fion of the fundamental principle and elements of the

language arts?
[t seemed logical to assume that answer® to the first.question\
would have to be found before fhe second question could be re-
searched. If the fundamental principle and e1eﬁents of the Tan-

guage arts could be identified then it would be possible to design

@ study to research teaching behaviors that addressed the instruc-

tion of the fundamental principle and elements of the language

~

arts.

.Aceording1y, a wide review of related literature was under-

taken first. The review encompassed research in the'theory of

language arts, teaching in general, and the relationship'of lan-
guage to the development of the child. .From this review there:

emerged concepts that seemed to be of consequence to the teaching
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of language arts.

In the Titerature that was reviewed researchers seemed to view
the child as being continuously engaged“in processing the data
of enviéonmenta] experience received in-an ongoing stream through
the senses. language was regarded as the principal symbol system
ﬁsed by man to rebresent and interiorize this envirohmgnta] exper-
ience for fnterconnection and composition in the mind. Thus, mén
was perceived as using language as én instrument to compose his
experience in order to come to know his world. From this per-
spective the child could be viewed a§ a composer cgptinuous]y
engaged in formulating experiehce,in Tanguage in order to compre-
hend its meaning. Such 5 process could be regarded as the art,
as well as the function, of language. i

From thé review of related literature there also emerged thé
princ%p]e and elements of theaart of 1anguage‘which, by consensus
of research, seemed to be fundamental. The fundamgntal principle
evolved as composing, the infercbnnection of experience for compre-
hénsion. The process of composing experience represented in lan-
guage seemed to have four modgs, Tistening, speaking, reading
and writing, also referred to in related literature és the arts
of lTanguage. From the related literature it appeared that the
language arts had elements in common, language, experience, the
human instrument of reception and expression, and form (LEIF
elements). Thus, the language arts (the four modes of listening,
speaking, reading and wfiting) could Se viewed as combinations of -
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four elements: the symbol system of 1ahgu;ge (L), experience
to be composed in language (E), the human instrument“which he-
ceived that experience throegh the senses and, norma]]y, expressed
it through voice and hand- -writing (I), and the form of the com-
position (F). In this way the modes of compos1ng in 1anguage and
their LEIF elements evolved from the review of re1ated literature.
Of particular importance to the solution of the preb1em pre-
sented in thetintroduction was the development of a framework of
elements (FOE). Specific components of the e]ements identified

from the review of re]ated Titerature were co11ected together

¢ f

” categor1zed, and built into a coded framework. In the 1iterature
.reviewed language (L) was perce1ved as two symbol systems, sound
and print (LA and LB), each of which could be further specified as
the conventional shapes and orders (LA1 and LB1) accepted by users
of the same language to represent meaning (LA2 and LB2). Expérience
(E) was perceived as being gained at firsthand er at secondhand
(EA and EB)& Thus experience might be received direét]y'through
the senses (EA1) for rationalization and combosition (EAR), or
ihdirect1y through the’ modes of reading, viewinglanqiyﬂgte;}ng to
the compositions of others (EB]) for internal composing with
earlier experience (EéZ) The human instrument was perceived as
the physical apparatus for rece1v1ng and expre551ng exper1ence

(IA and IB). The function of the receptors could be further
d1fferent1ated as receiving env1ronmenta1 data through the senses

(IA1), receiving the ora] compositions of others b ear IAZ),

y
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and rebeiQing the visual compositions of others by sight (IA3);

‘the function df the expressors could ge further di fferentiated

by their mgda1 relationship, voice for speaking (IB1) and a hand-

eye combination for writing (IB2). Form (F) was percéived asvhaving

eriginal formulation (FA) developed by imprdvisation (FA1) and

refinement of the improvisation (FA2), and recognition (FB) of

the form of the compositions of others intuitively and totally

(FB1) or reflectively and critically (FB2). .
From these elemental specifics, collected together from

related litarature, a framewo}k of elements (FOF) wa§ constructed

by ana'y-is and synthesis (FOE Analysis, Figure 1, and FOE Synthesis,

Figure ”. pp. 62, 63) to display the relationships among %he-e1e—

ments, and bhetween the elements and modes qf 1énguage arts. Thus,.

FOE Analysis identified within its cétegérica] framework thé con -

stituents of the LEIF elements in o?der to explain them and their

int@r-rp1ationsh15;; at the same time, FOE Synthesis explained

and displayed the various combinations of selected constituents

that form the modes of composing-in language: listening (M 1),

speaking (M TT), reading (M III). and writing (M IV). In this

way‘the framework of elements served to clarify the function of

Tanguage described in the literature reviewed for this study.

Language might then be perceived as enab1ing the composer to

put experience together in meaningful forms to compose a world

view for himself.

After the fundamental principle and elements of Tanguage art§
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had evolved from the review of related 1iteraturé, and had been
crystallized in a framework of elements, it then became possible
to design a study to research the second part of the problem:
What are the teaching behaviors that address the fundamental
principle and elements of the language arts?
Accordingly, a'sample of six subjects who were engaged in teaching
language arts to e‘ther grade six or grade three students was
selected. Data-collecting instruments of interview and questionnaire
were designed and-developed by the researcher, and an ethnographic
method of observing instructional behavior in the c]assroom; as
described in related literature, was adopted. The data-collecting
progedures were piloted by two subjects, one of whom taught grade
six and one of whom taught grade three. After some minor alter-
ations were made to further refine the re]iabi]%ty of the instru-
ments; the data of the teaching behavior of the six subjects,
three of whom taught grade six and three of whom taught grade
three, were collected by observation, interview, and questionnaire.
Some of the gbservation data were then used to test the
reliability of the FOé coding system. The categorization of the
data by a coder using the FOE system was compared with the cate-:
gorization of the same data by the researcher; the coding was
close enough to regard FOE as a re]iable system for coding the rest
;fkthe data that had been collected. A1l the data were then
coded by the researcher by element and mode at levels of specifi-

city in order to test the comprehensiveness and flexibility of
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the FOE categories.

The data were then collated in inventories of "actual",
"recalled”, "intended", and "preferred" instruction, and cate-
gorized by their o;ientation to the elements. and modes of language
arts. Because the duration of instruction observed in the classroom
had been timed, it was possible to regard the lerigth of duration
as an emphasis. From these timed observations profiles of the

instructional emphasis 6f each subject, each grade, and the whole

“group could be constructed. -

Thus, the inventories and profiles established on the common
base of the FOE éategories provided a co]]eﬁtion of data ;hat
could be compared by the criterion of orientation to the elements
and modes of language arts. An this way the teaching behaviors of

the six subjects which addressed the instruction of the elements

<

Zand‘modes of language arts could be jdentified.

\
\

. : ~
Implications for Education

The identification of the principle and elements of language
arts which was the initial focus of this study seems to be of
particular importance to education. . From the review of related
literature it appears that the principle of composing which is

regarded as fundamental to language arts is also perceived as

fundamental to the development of the chjﬂd. Thus, if the child

is to continue to develop his natural composing ability.which

is perceived by research as vital to his /bxistﬁﬁ%e in the worlds
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he inhabits, then, it would appear that the instruction which inter-
venes when he enters school should be prepared to maintain, re-
lease, expand, and extend this innate potential. This, it seems,

is particularly true of composing in language which is the most
accessible and most familiar symbol system. If language is the
instrument that enag]es the child to order, compose and, there-

b}, understand his world then instructien in the fundamentals of
the arts of language becomes an educational priority.

Closely re]ated'to this priority are the inventories and pro-
files of this study. Although the findings lack statistical si;;i-
ficance, nevertheless certain emphases revealed by the total group
of six subjects afford valuable insights. One finding was that the
imporFant relationship between language and experience was being
emphasized by the instruct{on of the group. Another finding was
that ability to perceive connections among thg data of experience
which facilitates the perception of form tended not to be emphasized
by the group. While the "1anguagin§“ of his experience is impor-
tant to the composer it seems even more vital to his understanding
that he perceive relationships among the representation; of his
experience and so find coherent meaning. Perhaps equally important
to the processing of experience, and which seemed not to be
emphasized by the six subjects, are fhe sensory pefceptors and
the instruments of expression, especially voice which is usually
the main instrument of communication.

At the instruction and research levels what has emerged. from

115



<

this study with implications for further development are the inven-
tories of instructional orientation which could be the base for

the refinement and further identification of instruction directed
to the fundamentals of language arts. Of someAfmportance, also,
might be the procedures for cohstructing profiles of instructional
emphasis which could afford the teacher the opportunity to review
and ref1ect upon her own emphases in the classroom in order to ”
decide if the need/of the studeﬁt for the language arts fundamentals
in'Béing met. Such profiles might also have implications for the
preparation of education students and teachers cominglnew to the
curriculum by revealing to them the range and emphasis of their
,instruction;

The framework of elements (FQOE) on whifh the {nventories and
profiles were based also seems to have implications for education.
The theoret%ca] perébective that evolved from the review of re]éted
literature, and that crystallized in thenshape of a framework 6f
elements seems to have the potential for a variety of practical
agp]ications. FOE might be used as the blueprint for language
arts instruction, a design‘fbr curriculum, or a framework for
evaiuation. For example, of educaéioha] interest might be the use
of FOE to determine the match between a profile.of instructional
emphasis and profiles of student achievement in the LEIFne1ements
and the modes of composing in langtage. Moreover, FOE seems to

ho1ld imp1icat16ﬁ§\¢Q:§:re classroom in that it is intended to

simplify and reduce curriculum description to manageable proportions
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by identifying for the teacher a minimal number of curriculum
fundament?1s'considered crucial to student deve1opmént.

However, of .all the imp]icatioﬁs that have emeﬁged from this
study the one that appears to be of most importance‘to education
~generally is the re1ation;hip of curriculum -and instructfon des -
cribed in both the related Titerature and in the Study of the six
subJects Although the divorce of curriculum research from instruc-
tional research seems to have been product1ve in the analysis of
each area in separat1on, neverthe]ess, the separat1on apgears to
have been unproduct1ve in research1ng the relationship of one to
the other, ana, therefore, in satisfying the needs of the teaching-
learning situation. While, on the one hand, teachers might re-
ceive publications which seek to explain curriculum, on the other
hand they might be offered workshops which seek to explain pro-
fess1ona1 management and organizational skills. But, unless
such instructional expertise is oriented to identified cunrfcuTum L
fundamentals, ;ituations might develop where strong teaching
behaviorsrmj1itate against acceptable curriculum emphasis, or,
preferredlcurricu1um might be weakly fmp]emented. As each of
these possibilities seems to be equally undesirable thé'implfcation

s
appears evident that there is‘a need to relate instruction to
curriculum so that gtrong.teaching behavior might be directed with
energy and expertise fo tHe elements of curriculum that address

the needs of the learner.

Associated with the implications for research and- teaching is
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. the implication for consultation and supervision. As teachers

seek to orient their iﬁstruction more knowledgeably to the curriculum
elements, consultants and superyisors of curriculum might need to
expand their role to include not only the prograﬁ'b1ueprint with

its related materials but also the.instructidn of the curriculum.
Such a role might include theiobsérvation of teaching behavior

and the bui]djng oﬁ“ﬁrofi]es, such as are described in this study,

in order to- facilitate the strohgést possible implementation of

the curriculum elements that meet the needs of the young composer.

Recommendations for Research - . : .

Although the study that has been undertaken here is considered
complete in itsé]f, it miéht also be viewed as the first stage of .
a brodder study of language arts instruction and its effect on
ability to compose in 1ang&age, extending in continuum from pre-
school to adult achievement. From this perspective the study. com-
pleted here might be considered as Having taken two pre1imina}y ‘
and essential steps: first, the bui]ding.of a theoretical struc-
ture of the elements and modes of language arts identified from a
review of related 1iteratqre; secondly, the cbnstruftfon of
_inventories and ﬁrofi]es of a small sample of 1angua§; arts” instruc-
tion directed to the identified principle and elements at selected
grade levels. |

The next stage might possibly encompass two further steps.

The first step might be further testing of the reliability of the

instruments used in this study, especially FOE, with a larger
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sample of subjects engaged in instructing language arts to grades
three and six. From such a.study inferences of statistical sig-
nificance might be drawn .and refinements made . - The second step
ﬁight be to étudy the effect of regular, ongoing 1nsfructiona1 orien-
tation to the eTements and modes of language arts on grades three

and six §tudents over a period of time. At the same time a related
Study might be made of the effect of the Jpowerfu]" teaching beha-
viors destribed in the study. Thereafter, similar studies might

be made of_gradé§ other than three and six, esbecia]ly’those at
junior'and\sénior-high school levels.

Another 3\tudy might appranh language arts from |the point of

view of instruttional re arch, rather than curriculum, to detex-
mine how the teachifg behaviors identified by instructional re-
search might best be used to teach the fundamentals of language
arts as described in this study.

Further feseafch hight include: a study of the range and
balance between instructing the elements and the modes of language
arts in order tp discover where emphasis might best be placed;

a study of the use of the elements and modes of language arts

in the instruction of programs other than language arts;_and a
study of the effect on language arts of instruction directed to
deve]opiﬂg ability to compose in the symbo} systems of other disci-
plines such as art, d;;cing,:drama, music, mathematics and science.

Studies such as these might serve to research the validity

of a more'comprehensive theory part of which has been explored (\
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‘here: that the child is by nature a composer; that language func-

f%on as tﬁe symbol system used by the young composer to put to-
gether a‘wor1d view; that the aéts of -1anguage have elements in
common; and that instruction addressed to the analysis and synthesis
of these elements would, therefore, best satisfy the needs of the
student.

Furthermore, if the meaning of "language" were Broadened td

include all symbol systems, as it sometimes is, research might

‘then be undertaken to discqver if the LEIF elements might be

considered common to all curricula. The art of teaching might then

be researched from the perspective of its orientation to the ele-

‘ments of human instrument, form, the special experience specific

to a discipline, and the particular "language" by which the spe-
cial experience is rationalized. If research could show that this
was the case then instruction might have common elementary goals:
to refine and develop the human instrument of réception and expres -
sion; to provide the opportunity for students to experience en-
counters with their environment at firsthand and secondhand; to
expand the perception and ana1ysfs of symbolic relationships and
to synthesize the experiences in coherent unities of form; to
facilitate the acquisition of the many symbol systems the child
needs for conceptualizing experience and composing a world view.
Such an elemental simplification might reduce fragmentation of
1earnjhg_and offer-a continuity of instructional emphasis across

the curriculum and along the grade continuum.
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Descriptive Summary of Total Grq;z
i

Table 1

Responses to Question 1 of the Questionnaire

~

Together with Changes Added in Question 36

Subject Definition of Composing in Language
#1 "Composing in language" is éommunicating one's
thoughts and feelings in a logical fashion.
#2 Being able to gather and put your thoughts and ideas
together either orally or.in written form.
It is taking one's thoughts and ideas and expressing

#3

#4

#5

#6

them in a comprehensible form--oral or literate.
It is the process of expression.

- Composing-in-language is the communication process

from one individual to others. It is the conveying
of thoughts in writing, speaking and acting.

Composing is the process by which students create
oral and written responses to a variety of stimuli.

Composing in language could mean to re-create within
a framework--starting with an idea and.then twisting
or redefining that idea in terms original to the
student. o

Question #36 added: I'd like to add to the definition
of page 1 that composing is done in the oral, dramatic
and literary mode. Composing is done in all subject
areas. .



Question

Table 2

Analysis of Total Group Responses

to Questions 2-7 of the Questionnaire

Analysis of the Responses

2 The kind of composing in language that the respondents
indicate they emphasize most:
Literate (print) composing . . . . . . . . . e
Balance between oral and 1iterate . . . . B
Balance between oral, dramatic, and literate . . . 2

3 Reasons given by the respondents for their choice
included: the most effective progression is from
speaking (or acting) to writing; students need to
use all modes of expression equally well; if the
students are.orally -competent emphasize Titeracy;
literacy is the most difficult to master; oracy and
literacy are both important to the student after
school. '

4 Activities classified as composing in language by
the respondents were rated as follows:
Listening . . . . . . .3
Speaking P |
Reading . .5
Writing . . . . , . . . 6
Speaking and Moving . . 6
Listening and Viewing . . 4

5 Composing in language was rated on a five-point scale
by the respondents as follows : B
Highest priority . . . . . . . . . . . . . .5
Next highest . . . . . .. . . . . = <o

6 Reasons given included: The teacher's whole job is

: to get the.students composing. Composing in language

is ‘essential for communication for sharing ideas, for
expanding experience, for thinking in language, and
for the whole curriculum. It is pre-requisite to all
composing.

7 The average percentage of time allocated by the res-

pondents to the language arts was stated as:

Speaking . . . . .. | O I 4
Speaking and Moving . . .. . . ... . . . - . . 10,0%
Listening . . . . . . . .. .. ... . . .. . 15.0%
Listening and Viewing . . . . . . . ... ... 6.7%
Reading . . . . . . . . . . .. . . e v v . . 26.7%
Writing . . . . . . .. ... . . 28.3%

The analysis of the data supplied by the respondents
in their response to question 7 indicates that oracy
received 45% and literacy received 55% of the time
allocated to-language ‘arts.

o
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Table 3

Behaviors Rejected by Total Group

Respondents to the buestionnaire

Item Behavior Rating Against
#15 Dictates a passage once a week .42
for students to write
#28 Corrects all errors 5 1]
#32 Tells the students what to write 5 :1
#33 Exp]ain§ fhe meaning of a story 4 .2
#34 Puts ideas and experiences together 4 .2

for the students
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Hymel

’ FOE_ANALYSIS: Elements of Language Arts

Element  Constituent Speci fic
! -«
Level 1 Level 2 Level 3
g " phonemes, order of phonemes ;
A 1. Conventions syntax; intonation, rhythm,
L A , Y and stress
A Oral . .
N 2. Semantics 1ex1c§],g§yntact1ca1 and
G experiential context
U ‘ . alphabet; order of graphemes
A, B 1. Conventions (spelling); syntax; punctuation
G Written .7 .
. lexical, syntactical and
E 2. Semantics . .
_________ foommmmeeedeeoo_________.experiential context |
E A 1. Sensory experience of environment
g glgzt' 2. Rational development of sensory repre-
E sentations by differentiation and
R interconnection
I B 1. Experience of the compositions of others
5 Egﬁgnd— 2. Rational development of the experience
C gained from the compositions of others
N ]
1. Sensory receptors of raw data: touch,
I A taste, smell, sight, hearing
N Recep- : dial s
S tors 2. Audial receptor of oral composition
B T 3. Visual receptor of written composition
M E 1. Voice (and movement) expressor of oral _
A M B . composition ' Y
N E E;g:es— 2. Hand-and-eye expressor of written
N composition
S
F A 1. Improvisation of form
0 Formu- 2 Re f1 . £ t of the i . .
R lation e e§t1ve retfinement of the 1mprov1§at1gn
M to build unity, coherence, beauty, simpli-
city, fitness, and power
1. Intuitive response to "gestalt" of received
B compositien: comprehension and enjoyment
i?%?g; 2. Reflective, critical analysis and evaluation
of form of received composition by criteria
of unity, coherence, beauty, fitness, simpli4
_________ dememe oo cit ’__E’IQ-EQ‘L’?E-.--___---______-___-_____-___4
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Code

! @
T
Figure 2
FOE _SYNTHESIS: Modes of Language Arts
‘Oral Language Written Language
(Phonemic Symbo1 (Graphemic Symbo?
System) System),
LA iLB
P e - - T —————————————————————————————— F————-———-——'- ———————
Secondhand Selection Secondhand Selection
Experience from total" Experience from total
experience experience
3:] 3 EB E
———————————— 4&—-‘_—-———_———-_1.—_--——.--—-———--1-———--———-—-———-—-—--
Audial Oral Visual Manual -
Receptor Expressor Receptor Visual
Expressor
IA2 IB2 IA3 IB2
_____________ L,_______~-<_--"-~_n__‘--_w~_m¢~,____-_~_“-__“~
IS
Recogni - Formula- Recogni - Formula
tion of tion of tion of tion of
Form Form Form Fofm
FR FA FB FA
L s R W
I p E R
S E A I .
T A D T )
E K I I
N I N N
I N G ., G
N G o
G
M1 M L M IIT M IV
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it easy to use as a ready reference for coding (Figure 3). The
di fferent categories are numbe;ed, or lettered, in the hierarchical
convention (A 1 etc.). These letters and numbers can then be used
as a system for coding teaching behaviors oriented to‘identified

categories.

Modes of Composing

Coding

‘The FOE instrument of categorization is structured to make

Figure 3

FOE Coding System

Synthesis «----

MI

M II

M 11T

M IV

N

- ELEMENTS

‘Constituents
Level 1 Level 2 Level 3
1
Ammomomoeo- 2
L ~ommmmmcmm e
1
B'f -------- 2
1
Amoomooooes 2
F omcmmmmcciee
1
(Bommmooeoe- 2
1
. L 2
G 3.
: - 1
B-oommmnoos 2
1
A-momomome- 2
F memmcmcccce e e
1
B"""""Z

- -Analysis
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Figure 4

Individual Profiles of InstructionaT*

Emphasis by Element and Mode

.

127

tional emphasis,

Subject # Subject #4
L XXXXXXXXXX XXXXXXXX
E XXXXXXXXXXXX XXXXXXX
I XXXXXX
F XX XX
M I XXXXXXXXXXXX XXXXXX
M II XXXXXXXXXX XXX
M III X XXK et s et
M IV X e
Subject #2 =" Subject #5
L xxx;;§5xg”’/’r XXXXXXXXXXXX
‘E XXXYXXXX XXXXXXXX
I XX o ;
F ) - -u—-//./xlxx
MI XXXXXXXXXXXX XX
- M II XXXX X
M III XXXXXXX XX
M IV XXX XX
Subject #3 ~ Subject #6
L XXXXXXXXX XXXXXXXXXX ‘vGrade 3
E XXXXXXXX - XXX Subjects 1,2, 3
I X Grade 6
F X | Subjects 4,5, 6
MI XXXXXXXXXX XXXXXXX Orientation
vy X = 5 minutes
MII XXXXXX XXX XX duration
CMOIIT - XXXXXXXX XX '
MIV - XXXX XXXXX ;
As a "powerful" behavior is regarded as having more than one instruc-

the total of the duration time is expected to be more

than the total instructional time, for language arts in one day.

>

"
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Figure 5a

Individual Profiles of Instructiong&vfﬂ“' -

-
e
P /

Emphasis by Elemeptat~Specifics

i
—_ .
/////’// Grade Three Subjects
L r‘“" )
o
It #1 #2 #3
o
] X . X
A Oral 2 XX XX XXXX
L
. 1 XXXX X .
B Written 2 XXX XXXXX XXXXX
. 1 X X
' A Firsthand 2 XX XX . X
E .
1 XXXXX XXX X
B Secondhand XXX XXX XXXXX
1 X
A Receptors 2 X.
. 3 X X
I
1 X X X
B Expressors 2 XX
A Formulation 1 XX - XX X
2 X
F T
» B Recognition ; - XX

Orientation

X = 5 minutes
duration

128
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Figure 5b

Individual Profiles of Instructional

Eﬁphasis by Elemental Specifics:

)

: Grade Six Subjects

44 | #5 6
1 X
Oral 2 ~
Written ] XX XXXXXX XXXX
rh 2 XXXXX XXXXXX XXXXXX
. 1 X
Firsthand 7 XXX XX
Secondhand ! X B
2 XXXXXX XXXX X
1
Receptors 2
3
1
Expressors 2
- . 1
Formulation 2
. 1
Recognition 2
&
drientation
N X = 5 minutes
duration
g

X2
5
Yot

;
A
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Figure 6

Profiles of Instructional Emphasis

by Grade and by Total Group /

Grades Total Group

MT -

g iiiiiiiiﬁix XXXXXXXXXXX ' -
g §§§§§§XXX XXXXXXXX
g XXX ' "
2 XXX - ‘
g §§§;§XXXXXX XXXXXXXX
H g §§§XXXX XX XXX
HI g | §§§XX XXXX
o ' g ))&i - XXX

15 minutes duration of the or1entat1on of instruction for the
Grade Profiles

30 minutes duration of the orientation of instruction for the
Total Group Profiles .
(Half duration is rounded to full duration for the total

group) « ~



W Figure 7

vl

Count of Teaching Behaviors Recorded in the Inventories

Actual Recalled Intended Pre ferred Added Tdtal

'A; 1 : 1 . .
2 10 2 1 '
] 7 (26) 5 (8) » (10) 44
Al 2 .3 3 2 2
E f g (22) j (15) } (5) g (15) f (5) 62
B )
2 1 4 5
1 2 _ 2
A2 2 (18) 1+(2) 1 (6) 26
: 3 5 1
g ] 7 1 1
2 2 1
5l 5 6 1 2 1
F ]2 3 (16) ? (14) ]3 (10) a1
2 6 3 4
M I 9 ] 4 14
M II 7 6 3 "5 ‘ 21
MIII 15 6 1 2 ' 24
' \
M IV 12 5 2 4 : : 23
g . "
l ,

When comparinggthe count of teaching behaviors reported in
Figure 7 it should remembered that the behaviors on the ques-
tionnaire were "given" by the researcher for preference. However,
the behaviors recorded by observation and interview originated
with the subjects and, therefore, offer a better summary of the
subjects' own point of view.

The Added column contains behaviors "added" by the subjecfs
through question #36.
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: , - APPENDICES

The protocol material of one'sugject is provided as an examb]e

in Appendices A, B and C:

Appendix A . . . . . . . . Coded Observation of Subject #1.'s

| Instruction and a Rationale of the
Coding |

Appendix B . . . . . . .L. Questions Prepared to Prompt the
Respondent During the Interview
and the Coded_Tfanscript of an

Interview with Subject #1

Appendix C . . . . . . . . Subject #1's Response to the
Questionnaire
?
Total group inventories are provided in Appendix D:
. ’ ; . ‘<
Appendix D . . . . . . .. Inventories of Actual, Recalled,

Intended and Preferred Teaching

Behaviors.
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APPENDIX A~
Coded Observation of Subject #1's

Instruction and a Rationale of the Coding



'Recorded Observation of Subject #1

144

Time

Teaching Behavior -

Code

Item

Lesson 1

8:50

9:00

Initiated oral presentations (anec-
dotes: having a haircut, barbecue,
kicking a ball, remote-controlled
car, dancing)

Requested children to move from open
area classroom to enclosed music room

Wrote words on blackboard: woman

cloud leave beat edit

Directed children to read the words
Asked "How many morphographs?*
Requested children to spell each word

Asked for the meaning of the last
word '

Explained meaning of "editing" by
context "for television"

Efaséd words f;om blackboard

, X
Dictated the same set of words for
the children to write )

Directed children's attention to a
worksheet exercise on contractions

Began spelling review

Dictated words such as: whole, hole
later, you, coming, human, careless-
ness, conform, safer, whether, what,
confine, rising, saddest

Put each word into context during
dictation to draw attention to
meaning

Asked what word they see. in each-
word as it is dictated e.g.: care
and less

Asked how many morphographs'in each ~
word as it is dictated

M II

M III
I A3

=
—

S W

(8]

10

11

12



. .'Subject #1

Time

Teaching Behavior

4

Code

Item

9:20

[

Lesson 2

9:30

Requested the children to repeat.
the word in unison as it is.dictated

Requested the children to move to the
next part of the worksheet (rule of
changing y into i) '

Directed children to think about the
rule: “When a work ends in a conson-
ant and y, and the added morphograph
begins with anything but i, change

y into i." :

Provided examples of the rule:
unhappy - €ss - unhappiness
kindly - ss - kindliness
fly - ing - flying

wrong - 1y - wrongly

Directed children to worksheet exer-
cise and moved .around to attend to
needs:

Went over the exercise providing
answers: ‘

carry - er - carrier

play - full- - playful

worry - ing - worrying

grey - ly - greyly

Called children into line near
exit and all returned to open area
classroom

Explained duty chart for the week
(inner and outer circle of names
and duties)

Requested children to take out their
reading books (basal text) Asked
question: "What do you think this
unit means, from the title: Does the
Kennel Fit the Dog?"

Supplied a synonymous metaphor:
"If -the shoe fits .-. ."

L Bl

L Al

L BT,

L BI

F Bl

13

14

15

16

17

18

145



. Subject #1 \\\

- child replied "Take care of your-
self . . . and your pet."

|
)

Time - TeachinngehaVior Code Item
Asked questions about parallel L B2 19
sayings such as "Does the punish- "
mi%t fit the crime?" ' _

Read the fikst paragrapﬁ aloud M I . 20
with children following the print M IIT
Applied the meaning of the title L B2 21
to selecting appropriate language F B2
“Identified two situations described E BI 22
‘in the text: (i) crossing on a red
Tight; (i1) a lady pushes ahead of
you at the supermarket
‘Explored each of the two situations
as problems:
Asked questions about problem situa-
tion (i):
- what would you do about it? E B2 23
- why did he do it? + MI
- what would yod say to him? ' M II
Asked questions abyut problem situa-
tion, (i1): E B2 24
--is it fair? MI '
- can you push kids around? M II
Initiated discussion about politeness: E A2 25
- one. child related an anecdote M I
- another child said it was unfair M Il
to boss kids around '
' 9:40 Asked questions: . ,
- what would you do if you were E Bl 26
told you could do as you liked? M1
.- would you 1ike to have the respon- MII
- sibility to look after yourself
and make your own decisions?
Gave children time to think about F Al 27
this angle of the consequences of
responsibility v o
Asked a child by name: L B2 28
- what does responsibility mean? M1
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. Subject #1°

147

Teaching Behavior

* Time Code Item ~
Initiated a.discussion about total M1 29
care: buying clothes, choosing -
schools, paying for everything. MII

»(How ‘much could a child earn? ,
Can't say "Hey Mom, I'm taking ' E B2
care of myself" if she is buying .
the food and clothes.)
“Asked the question | E Bl 30
- what kind of a job do you think :
you'd get? ' M I
Received answers such as: running E B2 - 31
errands, ‘working at Macdonalds'
serving food -.- M II
Repliéd with: ’ E ) 32
- there is a law against chil '
labor '/ ~— - M1
Enjoyéd ild's answer: E B2 33
- I'd try to win a Tottery M II
Posed another problem for $olving: E Bl 34
- Yyou have just beaten your best
fri/nd. What would happen? M1
Recejved replies such as: E B2 35
- - your best friend would beat you
up e M II
- He'd be a little hurt
9:50 Tran;fefred the situation by posing -
the question: S E Bl 36
- supposing your friend beat you,
) how would you feel? : M1
| Received replies such as: E B2 37
- disappointed, badly, awful, L A2
angry (at self)- MII
Asked question: _ L A2 38
- How do you feel if you try your M1
best and you sti]l don't get it? MII

Led. the children to the precise
word: frustrated




. Subject #1

148

Time

Teaching Behavior Code "Ttem

Summed up the discussion with the ‘
conclusion: ' F A2 39
- sometimes we expect too much of M I '

ourselves. Nothing wrong about

making ‘a mistake as long as we

learn from it. We can help each -

other to learn from our mistakes.

Grade 3's, have learned a Tot from

the Grade 4's in this class

Lesson 3 Jeweme oD P Rt EECELETEES EEEEERES

Selected a problem situation for the
children to work out in partnerships E A2 40
Expected a dramatic enactment of the o
solution to the problem sjtuation: E A2 41
- Suppose you observed a fall, what

would you do? : F Al
Advised the children to identify the .
role of the "faller" such as: an FA2 7 42
old man, your friend, a little child,
and supervised the preparation by M I
moving from one pair to another
Drama Presentation 1.
Requested a selegﬁ}d couple to F Al 43
enact their solution as a model for M II
the others.
Requested the other children to watch MI 44
the action, listen to the words and
be a good audience. (One fell, the
other helped. The helper asked:
"You lost your Mummy?")
Initiated post-presentation clapping F Bl 45
for praise and thanks followed by . E B2
discussion of presentation: M1
- How old was the faller? M II
- How. do you know?

(Reply: She used the word,

"Mummy" . ) . X’

10:00 Asked: Did you hear how she spoke? I A2 46

(Reply: It was different.) m iI
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. . Subject #1

Time Teaching Behavior Code Item
Drama Preséntation Zv(children watched)
(Boy entered skinning'én imaginary F Al 47
banana. He threw away the skin. ‘£ B
Ariqgther boy entered. - He s1ipped
on thesskin. The first boy helped
the “second up and led him to sit on
- a chair. He felloff the chair)
Asked the questions: S MI 48
- What age group was Craig portraying? E B2
- (Reply: His own) MII
- What does portray mean? ‘
Supplied several meanings for por- L A2 49
tray. Developed the experience E B2 50
through discussion
Drama Présentation'3 (children watched)
(Two girls hesitantly worked out F Al 5]
their presentation. One fell. The E Bl
~ other helped and said: Are you 0.K.? - MI
Who's your Mummy? Where's your Daddy?) M II
Asked the question: M1 52
- What age? , E B2
- How do you know? M II
Developed the experience through
~discussion
Drama Presentation 4 (children watched)
(First boy entered limping and using F Al 53
an imaginary walking stick. He fell. E Bl
The helper entered and said: Are you M1
0.K.?) : 2 MII-
Asked the questions: E B2 54
- How old? MI
, - How do you know? M II
(Replies: stooping, stiff)
10:10 Repeated an earlier question: L A2 55
" - What does portray mean? MI
(Replies: act out, draw, describe) E B2
Developed the experience through MII

discussion
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150

Teaching Behavior

Item:

1
Lesson 4

Drama Presentation 5 (children watched)

(Two girls entered. Both fell. They
helped each other)
Developed the experience

Returned to the purpose of the unit

with the gquestion:

- If you are working with someone the
same age, or younger, or older, how
do you talk? .

(Reply: Differently for each)
. ™~

- Pointed out that even if the wordsﬁ

are the same, the tone may be differd

ent as words and tone contribute to
appropriate use. -

Began handwriting instruction in
forming

Directed children to draw big "cups"
on scrap paper (U U U ), then to

put on the handles (W U-U) and to
get a flow:

- Don't try to be neat on scrap paper

Asked quesfions:
5 Is 77 a vowel or consonant?
- How can you tell?

Referred children to alphabef™chart
along the top of the blackboard.
(Nonsense name writing below each

pair: a ﬁ/&,

and a sentence: Veep said to Noogie,
"Let's have an Ubba sandwich.")

Ended handwriting practiée

e e = i —— - = . - = o - ——

Gave no direction bhut childran antorad

TTMmN
—— 0 X
— —

B4 4N

]

—X

56

_________

61

62

63



. Subject #

Time feaching Behavior Code I tem
and continted handwriting practice E g} 64
Distributed the new order catalogues
for purchasing pocket-book stories,
through duty monitors - “

Explained how and when to order and M 55
requested an early return M III

1:10 ‘Wrote an instruction on the black- MIII 66
board for the children to move desks
together:and share books. {Children
read the instruction and moved)

Wrote an assignment on the black- M III 67
board and a reminder to share- books
‘nicely and work on their own:
- Turn to page 82
Diécussed pictures on pége 82:
- .
Asked children to describe the puppets M I 68
in the picture. MII
(Replies: handmade, made from socks L B2
and wool, funny, made of potato and F Bl
apple) _ -
| - What is the man making? E B2
- Use your imagination ) I A3
(Replies: .birdhouse, aeroplane,
toy)
- Remember the puppet-show

1:20 Organized a game of tellihg about M II 69
anything they have made. (As each
child finished he named the next
teller) :

1:30 Divected the children to turn to page E BI1 .70
90, and to think about hands. Dis- M I
cussion: . _ : MII
- What can hands do that feet cannot? £ B2

1:40 Directed chi]dren'to take off a shoe E Al 71
and use toes to pick up a pencil from I Al
the floor . ' :

Spoke about the manually handicapped M i 72
, E A2
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. Subject #1 B

Time Teaching Behavior | Code |1 Item

Asked children to list five things M IV 73
that hands can do but feet cannot; E A2
1:50 and five things that feet can do and : . L
‘ hands cannot : .

AN

S

2:00 | Asked the question: f £

- What is the most important thing E
feet do? M

(Discussion and replies: stand, feet M
as platform, feet like tree roots
keeping the body erect) S

/4

Collected books and directed children
to move onto the carpet

2:10 Read a story to the children:

“< interspersed the story with questions

" about the meaning of words in context,
and the inter-relationships, empha-

sizing humor caused by exaggeration.

75

mrrx
O I —
N RO

76

2:15 Recess .
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5

Rationale for Coding

Item

Code

Rationale - _ .

to

16

17

to

M

M1

L A2

LBl

E Bl

E B2

Lesson 1

Although the oral presentations were
initiated by the teacher they then became

undirected oral compositions.

Orientations 2-16 are coded by the codes
listed in the margiﬁ. The primary orienta-
tion of inéfruct‘gn in lesson 1 may be identi-"
fied as spelling. Although the subject was
intent on ensuring knowledge of the spelling
conventions she was also concerned with attaching
meaning to the word.

In general, the children listened to or
read the words. When the orientation was to
convention it is coded as L Al or L B1; when
the orientation was toAmeaning it is coded as
L A2 or L B2, depending on whether the meaning
was presented orally or in writing. 1 A3
coding indicates that at this point instruction

was also oriented to visual d1scr1m1nat1on

Lesson 2 ¢

The primary orientation of instruction in

lesson 2 may be described as "languaging"
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Rationale for Coding (cont'd)

-~
~

[tem Code ﬁationa]e

39 F Al experiencé.' In this process the students'
F B2 command pf language is expanded and their
M1 experience is extended. Sometimes the subject
M II presented a situation to be experienced (E B2)
M III ‘aﬁd developed the oral or written language

for it (L A2, L B2). The exberience presented
was eitherufrom the text or invented by the
teacher. Thus it was received at second-hand
(E B1). When the"studenfs were requested to
fespdnd to the given form of the experience
,‘the orientation is coded as F Bl §r F B2
~according to the nature of‘the response.

In genera]ithe experience and‘1anguage
werepresentediﬁ the Qra1 modes (M I and M I1),
but, on one occasion, the students were requested

o) éo follow the print (M,III) as the teacher
read it aloud.

The coding F Al is used when the teacher
called for improvisation of form in reply to
"What would you do'if . . .?" F A2 is used

R when the téachéﬁ co]]ectgd.the discussion and'

-formulated a new thought from it.

---—--_—-_....._-——--—--,---_---—---..-..—_..-_-——_——-_-_..——___-—-_-‘_--—-—-.
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Rationale for Coding (cont'd)

Iteme Code Rationale
Lesson 3
40 L A2 | The orientation of 1hstructioh in lesson 3
to E A2 apbeérs to be two-fold: jthe Students were to
58 " E Bl recall first-hand experience and give it
E B2 aﬁpropriate oral language and form (E A2, L A2,
I A2 I A2, F Al). The development of first-hand
I Blf oexperience (E A2) was to be p;esenfed in a
T F Al dramatic improvisation (F Al1). Thé peer audience
F q1 were to réspbnq appropriately to thi‘experience
F B2 ,anq to its form (E B1, F B1).. Each presentation
M I was followed by a discussion (M I,.M II) which
M II developed tone of voice (I'B1), understanding of
the experience (E B2) and apprec1at1on of the form (F
Lesson 4
59 I B2 . The primary orientation of instruction
to- L Bl tn lesson 4 was handwriting (I B2) together
63 | with the conventional use of vowel and con-
-sonant (L B1).
Lesson 5 ’
64 . E Al p The primary“br%entationbof inStruct%én
to. "M ‘

in lesson 5 was to reinforce the instruction

B2).
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Rationé]e for Coding (cont'd)

Ltem Code Rationale i . A

76 M Il given during the day, filling out omissions
and integrating the éomponents of instruction.
Thus the students were given an opportunity
to sense and manipulate their environment
(E A1) and then to enjoy first a game of
“telling" (M II), then a short piece of writing

(M IV), and then a story (M I).

It seems tolbe worth noting again, at this point, that eacht
mode is a synthesis.of different aspects of therelements (pages
' 63 and 64). Thys, instruction directed to a mode will address,
at the'same time, the elemental constituents combined in the mode.
.However, only when a constituent is identified separately by.thg
teacher for direct instructional emphaﬁis would it be coded separ-
ate]y.' Nevertheless » a teaching behavior orighteq fo a mode may
be viewed, in this study, as a "powerful" beHavior because it com-
bines instructional orientations. |

For example, requiring the chiidren.to listen to a story (M I)
combines in;tructidn in cdmposing the meaning of language in‘tﬁ%-
text (L A2), experienging another's composition at secon@hand (E B]j,
practising the audial reception of oral composition (I A2), and

practising the intuitive recognition of a continuous series of

"gestalt"” for comprehension and enjoyment (F B2).
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Questions Prepared by the Researcher to Prompt

the Respondent during the Interview

t

Nhaf do you understand by "composing in language"?

How do you start the students composing?

When the ideas are flowing what do you do to he]p the studenfs
organize their ideas? ’

H&w do your help the students to find a focus?

Of what va]ue are worksheets in he1p1ng the students to compose?
To what extent do you think the read1ng of Titerature helps

composing?

Would you say that reading, itself, is composing? In what way?

. Looking back across the year was there any act1v1ty you cons1der ‘

particularly. successfu] in caus1ng composing in language? Please
describe it. ! |

Have you got anything in mind for next year that invoTves composing
in language? Please describe yohr intentions.

A

Do you think the teacher is a composer? What makes you think so?

’
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TRANSCRIPT OF INTERVIEW WITH SUBJECT #1

First of all, in this intervfew, I would Tike you to

respond from your own background and frdm.your own point of

view in order to tell me what you do as a teacher to help thé
students compose in language. Perhéps you would begin by describing

what you understand by composing in language.

From what I understand of composing, it is teaching children
to communicate their ideas, feelings and thoughts in a logical
manner so that someone else will be able to understand what they

have to say or write.

Alright. bne of the problems in composing is how to begin, what '
to talk about; or to write about, and where to find ideas. Now,
as a teacher, how do you help your stddents to do_thfs?« How do
you help them to start?

In Languagé Arts, mdst of my lessons are on a thematic view-
point. Then I talk to the children of their own background
experienceé, ahd from there the children are my source 6? ideas. ’
What interests them is usually where,f go td help'them compose. |

Alright. And when they have the ideas flowing, and when they have
lots of experiences collected, how do you help them then to

organize in order to give the ideas some meaning? What do you

¢
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do to help the students to select and structure their.ideas?_
[ use various methods. One of them is to chart their ideas
on the blackboard, or on chart paper, and we will compose
a-poem or a story together, a paragraph, so that they under-
stand the structure that I need, or that I want to see, at that
point in time. Then we will use that as an example or a set
assignment.
Just going a little more deeply into the idea of organization:
Do you establish a focus from the ideas? I know you referred
to themenearlier. Do youalways establish the theme, or do' you
help your students to collect Tots of information and then find

a theme for themselves? And, if so, how do you do that?

As a focus I do use the thematic approach, and it depends
on what I'm working on - “a poem, a-certain style of paem,
or a'fiQUre of speech - I would use the theme of the unit that .
they;are working on, thqt the children ére most familiar with.
- Then, if théyfhave their own ideasg_I will Eﬁve them an oppor-
tunity to share those.ideas. That is for those children who

don't have an idea at that point in time; I will be giving them

- something ‘that they are most familiar with.
Just going on into literature: 1 noticed that your students
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do quite a lot of reading of different kinds of books. Do you
" consider reading and studying literature as a composing activity?

Do you. think that reading stories helps the students to compose?
‘

Yes I do. 1 thfnk at the more advanced stages that they are”

reading, it gives them an oppbrtunity to see how»sentences and

stories, and themes and ideas, are-put together in an inter-

esting fashion, whether'they'like it or not, with their opinion.
.

. _Qhat about?yorksheets? From time to fime I noticed that you do

use the wohhsheet;as part of your 1essongsty1e. ¥hat contri-

butipn do you think the worksheet makes to composing?

. ‘The worksheet, as I see, only helps as far as the prbcess of
~ things that have already been taught in the language exercise.
f;do not Tike using worksheets as a beginning idea unless they
have some sort of a:focus on them, mayhe'a cartoon or something
of that fashion.. But a worksheet as for draw1ng c1rc1es around
ideas or filling in the blanks I don't agree with as much as
- writing out a full answer, and pract1s1ng what has been previously
.taught, as I think the one you observed in paragraph form.
Yes, I think on youh‘wprksheets in the.mafn you.asked them to
- write sentences. You consider that as a means of moving them

‘into composing on a larger scale. - 3
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Looking back across some of the projects you refer to, and
compos1ng in 1anguage act1v1t1es that you have shared w1th your
Students, I wonder if you could recall one and describe it first,
and then Say why you identify.ft as a successful composing in

language activity.

[ think the most successful one‘that I ‘have had in composing -
was teaching the cinquain. We did a chart exerc%se. First of
all I read them some examples of some humofoUs cinquains. Then .
we went from that point and started talking about our class.

[ wrote down a11 of their contributfons as adjectives, adverbs,
about our own classroom. Then we went togethea and composed -
our own cinquain on the chart papér which I took home and mounted
on a final copy and left it on display for three months. And
vthey enjoyed it; they were proud of jt; ahd they understood

what a cinquain was. The results were the1r own cinquains about
themse]ves that were very enlightening and humorous and had lots

’

of feeling.

Looking ahead, to next year: hayé yop anything in mind
at this,moment that you afe_going to do, that you are planning

in order to motivate or facilitate coﬁposing in language?

t

I'd 1iké-them to have more outside experiences and share with
them more of the famous poets and aufhorS‘éo that they'have‘more

of a style to follow. Then go outside-and look at things that |
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are around them, and teach them to feel and see as an artist

or a poet or as an author.
Just one last question here;vbdq you consider teaching as composing?
Would you say the teacher is a composer? If you do agree with

that statement, what then do you do that you could describe as
composing?

A _

I don't think that teaching is -composing. I think the teacher,

in looking at it in & musical sense, is the conductor. We shall
give them the instruments, the knowledge, and the children do

the composing. We are the guide and not the composer per se.

Thank you.

B
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1.

A

Answer8d by Subject #

Questionnaire on Composing-in -Language

$

Part A .

How would you define the term "Composing-in-]qnguage”?
"Composing-in-language" is ‘communicating one's thoughts
and feelings in a logical fashion.

Which kind of composing do you emphas.ier most in your teaching?

-Please check one box only.

D Oral composing

] Dramatic composing
] Literate (print) composin.g

[] Balance between oral and literate composing

Balance among oral, dramatic and Titerate composing o

Give a reason for your choice in #2. >

~Once children can communicate through speaking or acting in

a composing mamer they will have the experience to draw from.
They can then proceed to literate eomposing.
Which of the following activities do you classify as composing?

Please check the appropriate box (or boxes ).

]  speaking | [ Listening

Writing - [x] Reading

‘ < , .

Speaking and Moving - Listening and Viewing
~

Where /wou]d you place composing-in-language on a teaching priority

scale? Please check one box.
Low Priority~ | : - High Priority
| ] 1 [ [¥]

1 2 3 Ty 5

165
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. Subject #1

‘

P]lease give a brief rationale for your Gchoice Jjn #5,

Composing is essential for the student to express himself (or
herself) so that others may shar; Eheir ideas and expand on

each other's experiences. A pyramid effect, or a chain reaction.-
Approximately, what "percentage of the total time'aHocated to
La.nguage Arts for your c]ass,‘per week, is given to each of the
following activities? Please insert the appropriate percentage

in each box to total 100%. .

[ ] Speaking 1 Listening

Writing : Reading
Speaking and Moving [—_Zt] Listening and Wiewing
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. Subject #1

Questionnaire on Composing-in-Lanquage

Part B

Following next is an inventory of teaching behaviors that are ja-

tended to help the student to compose in language.

rate them?

How would you~

Do they help the student to compose in language?

Please check the appropriate column.

10.

11.

12.

13.

14.

15.

p
Provides 'skill. drills in:

(a) spelling (a)
(b) punctuation ' A (b)
(c) handwriting (c)

Gives practice in voice development

“through speech jingles, é;ngue-

twisters and choral speaking
Giveslpractice in observing.details
Builds vocabulary

Expects each student to build his

-~

own dictionary

. Provides exercises in combining

11
sentences o

Provides exercises in sentence analysis
to find the main idea
Dictates a passage once a week for the

students to write (the composing of
cognitive gkills)

Helps the Student

Little

Much
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" Do_théy help the student to compose?

. Subject #1

ot

16.

17

18.

19.
20.
2.
22 .

23.

2.

" 2.

‘Tbont%ndia)

R @
X

Asks the students to draw, make, dance

or act out the meaning of a story”

.. Asks the students to make outlines or

draw diagrams to explain the meaning

of a'story or é passage in a text- .
book .

Draws -diagrams and modéﬂs on £he
chalkboar; (or on an o;erhead)

to show re]étionships é.q. between
the characters of a story

Asks the students to summarize

a sto;y

Provides a summary of a story }
Expéct§ fhe.;tudents,to take notes
Adopfsza role to challenge a

point of view

Poses problem situafions’for the

)

students'tq solve

- Povides puzzles and jigsaws for

the students to work outﬁl TR

Grdups thé studentsjin pafts, or in

“small groups, for peer interaction

Arranges the furniture to provide =

for different activities

Helps the étudent

Little

Much
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. Subject #1

Do _they help the student to compose? "—-‘ﬁéﬁps the Student -
(continued) . 4 B

Little | Much
27. Expects the students to put together )

a dramatic improvisation of a story

or a historical event ‘ X
28. After the students have<compdsed-

in-language:

(a) expects proo f-reading and o - i
' polish . : (a) X
(b) PBraises the work ~ (b) ‘ X
(c) “corrects 511 the errors (c) AN ¢

- (d) responds with a comment about

the content ' ' : (d) | ‘ X

(e) collects the 1nd1v1dua1 s
work 1nto a folder or a

. booklet ey || X

29. leads the st&dénts to find the
meaning by questions

30. Encourage% the students to

discoxgr the meaning for ‘them- .
selves : . , X
- r B

\ ‘. : = _
31. Expects the students, to research
a topic before writing a

compos it 1ongy, _— X

32. Tells the students what to write. . ) | x
(as a beg%nnzng) _ ‘ . T

Al
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Do they help the student to compose?’ _Helps the Student

33.

-~ 35.

"36.

37.

(with interaction of class) sometimes

(continued)
Little Much

Explains the meaning of a story

they have a worthwhile meanzng to contrmbute X

Puts 1deas and experience together

for the students X

Helps the students to find a, focus,

"sefiething to say" 4 o X

Do you ‘wish to change your definition,

) #1 page 1? If you do please re-write

it here.

. o %

Please add any teach1ng behavior (not included here) thét you

use to optimize compos1ng in- language

An unstated necesszty 18 to have a "healthy (socially) class™. -
The chzld?en feel free to express themselves in a worthwhzle

fashion, as long as some thought has been put into it.



APPENDIX D
ﬁ .
Inventoriés of Teaching Behavior

Addressed to Language Arts

by the Total Group:"

Actual, Recalled, Intended and Preferred.
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e
Inventory of "Actual" Teaching Behavior

Category L: LANGUAGE

A. Oral

1. Conventions (LA1)

Requests the repetition in unison of a dictated word

" 2. Semantics (LA2)

Explains the effect of tone
“Refines syntax by drawing attention to words which obscure
meaning , _ _ y

i4

Requests the utterance of sounds interjected to dramat1ze
meaning .

’.
Elicits the meaning of a word by questioning
Definew the meaning of a word

' Exp1a1ns the 1mportance to commun1cat1on of selecting
precise words ‘ - v . .

Extends the vocabulary to match the observat1on of
-spec1f1c attributes . .

Compares old-fashioned with hodern usage ‘
Elicits synonyms
Develops particular vocabularies

B. wkitten

1. Conventions (LB1)
\d . .
Requests identification of the order of graphemes

. - Dictates words' to be recorded by ‘thé student in print
o (writing) A E

Sets worksheet exercises to practise ahd'to;test the use
of conventions, . : S ;

N

. Provides the accepted convention

-

4
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\\\\\_ﬂ~//fo'_’
‘ Explains a "rule" for the order of graphemes (speliing) )
; Provides examples of the rule |
| _Rewards know]edge}of conventions
2. 'Semantics (LB2) ‘ \
EXplains the morphemic structure of words
. “ Asks forthe meaning'ot a word
Enplains word meaning by putting’the word in context
Requests identificationtafsmaiier words within‘a word
Elicits. the prec1se word for a particuiar experience
Elicits synonyms - , o N _ ’ a
Asks the students to group words 1n\asbrgoriatetcategories - ) ';\
of meaning f N _ -
Uses workbook exercises :to practise and test the use of P
a;%ropriate ianguagé _ . ‘ ;
ategory E: EXPERIENCE , o 1
— _ , ; ]
A. First-hind ) . : S \ . i
1. Sensory experience of env1roment LgA]) o : . ' X \ } ‘
Directs children to oaﬁtq;; their environment by’toﬁch _ o '3
{ Directs children to use their feet to pick up a penci} . ¢ o |

- tion of concrete objects,,natura] or man-made ‘ _ _ o T :ﬁi;

Rationa] deve]opment of sensory represgggktions (EA2)

Extends the pgrception and manipu]ation of enVironment
1nto a discussion of a physical handicap v

Leads discussion about the funct d& of the physical organs 2
that sense and manipulate theagdzironment , S

Compares the function of the. physica1 organs with the func- S Q";'_. -

Sharpens the observation of detai] by requesting the 5; | jl e f,; o
identificatioﬁ of sPeE;FiC attributes of an object e N O

IR - T e R
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{
©o

Discusses the behavior that peers have observed in the
schoo1 environment of classroom, hallways, or pJayground

Uses personal experience as a starting-point for f1ct1ona]
composition L

4

B. Second-hand

1. Experience of the composi tions of others (EB1) é
. ) » ' 4
Poses a prohblem situation _ R ' 1
é;asents a prob]em from another point of view . ;
s
* i

‘Requests students to watch a dramatic 1mprov1sat1on of

a problem situation presented by their peers ‘ ::

3

Z'twna/l development of the experience gamed from the
mpos#t1ons of others (EB2] o - L

Prov1dés a metaphor1ca1 saying synonymous in meangng

>

PR N e

Requests other say1ngs with .the same meaning
}

l
E]1c1ts-d1fferent poihts of view of the same problem

Develops an experienoe by.probing with questions .

Cha]]engés thevvalidfty of a.proposed solution g
- Accepts possibie solutions of'a problem “ N f
- A]]ows time for reflection L - ' 3
A .
= Prov1des extra 1nfo¥mat1on refevant to a d1scuss1on } 'A -
' Requests a summary of a story | % ’f ‘tf( i : y‘\\"y
. ‘Leads the students to, draw an 1nfe;énce o f 1~_;;'u:¢tf}¢;;f;; 1
R 'Requests,documentat1on ofdqugrggce:‘_, . - v;

'Caytetgor‘y I  HUMAN INSTRUMENT B R MAPR L I
1. Sensory receptors of raw data. touch,f%aste,jsmellg.Sant," ‘ 1

e eimum B

. L. o B / ':‘ . , o o ) TR .,?'."‘ - PR
N D SR \ - S ! T T Y
g . S S e . o N
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ironment by touch

‘Directs children to manipulate their environment

Audial receptor of oral composition (IA2)

Requests identification .of tone |

Requests an eva]uation of tone by the criterion of dppro-
priateness :

Visual ‘receptor of written composition ‘(IA3)

"Asks for-differentiationiof morphographs‘in_a word

_ DraWS'the shape of a grapheme ‘to be'remembered

Points out the main features of the grapheme for-discri-
mination ~

Presents the 1etter 1n di fferent p051tions in a nonsense
word.

) -

Compares the shape of the smaii and capitai'representatjon'
of the same sound = h

{

Expressors }9 - : d ' ' o

E

Voice (and>moVement) e_pressor of composition (IB1)

~

Encourages the use of appropriate tone (accompanied by

'g movement of ‘face, hand, etc. to reinforce tone) .

Reques ts the utterance of appropriate sounds in unison f

Praises the articulation of . appropriate sounds R j. fi_ -

Identifies 1ack of c]arity 1n articu]ation and pronun-

~'c1ation f ] . C : R

b4

Requests retinement of articulation and- pronunCiation by
reiteration : : )

., ) A . . »

gncourages voice proJection and volume )

Encourages an appropriate pace of presentation o f e

o+

as. 1nter3ections in a.story

- Hand-and-eye expressor of Written composition ?IBZ) ". : ."«ﬂ{'

,~_«‘.ReqUests the practice of writing (or printing) 1etter _2'17;, ?f-f'
‘?g,ﬁshapes and combinations T PR
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Suggests the transcribing of a printed passage into
handwriting (for inclusion in personal Journal)

- Category F: FORM . ' N
A. Formu]ation '
1. .Improv1sation of formy (FAT)

Q .
Expects the formu]ation of a so]ution to a ‘preblem

Expects the prediction of.consequences "

L
.

.Requests the dramatization of a probiem situation. -and its
solution

Requests ‘the improvisation. ofan 1nterv1ew w1th a peer
u51ng a particular focus .

Praises an improvisation -

. ivg. ~Reflective refinement of an_improvisation (FA?2)
' % faraphrases the discussion of a problem
. Summarizes the proposed soiution oftaaprobﬂem,v R T ,,-ﬁ

Requests a summary

B. Recognition | S
. oo o .
A Intuitive response to "gesta]t" of neceived composition (FB1)

-

: Asks for prediction of. content from the meaning of its
g tltii :

B
-

ok "] : ;' Expects the response of. clapping to indicate enJoyment
C S <and understanding of'an 1mprovisation L

T 3 ’-Reﬂective critical analysis’ and eva‘“at“" of the f°”"
* . of a received _composition (FBl) S

Lo Asks questions about the inter-relatiqpship of the
e characters of a story B N

-‘gExplains the humorous effect of exaggeration Lg;;{f‘w?' .
‘Eiicits examp]es of exaggeratiom_in a story L

f‘Identifies the charagteristics of se]ected 1iterary fbrm
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?
‘ - . . Q -
Expects the students to recall knowledge of form in order
to identify the form of another selection

Applies know]edge of literary form to categorizing a
lTiterary selection - ‘

(o

Category ‘M I: LISTENING .

Reads a passage aloud with the children following the
“print ' :
Expects the students to listen to (and watcﬁ) the. enactment
~of an improvisation ‘ '
: A
Reads a story to the class

ArouseS'tHe desire t@ hear mbre by stopping reéding aloud’
at a suspenseful momént ‘

Groups the-chi]dren close to the reader L,

Schedd]es regular story-time for the class with the
Vibrarian as the story-teller )

EXplains,unfam{ifar words when reading aloud

Dramatizes ‘the story when'reading by the use of -
appropriate tone and»movement

Adopts role and iﬁbrovises a situation to motivate 1istening

Category-M II: . SPEAKING
Requesfs oral anecdote
A Expeqté”a discussion of an improvisation

Organiies'é game of telling about‘sbmqthing (as the
speaker finishes he names the next speaker)

Groups the chi}dren in a ci?cie for discussion

.9

. ‘Grdups“the“c'fldrgp-iﬁ paibs.tb'fac11itate interaction

: ¢ e Lo : : -
Speaks in role to challenge a student-to.respond in role .
with improvidation wo T o S

. " Holds bbok;;alks

. . - ) :
. . )
D - . -, '
T D . N . " . '




" Category M III: READING

Reads a passage aloud with the children reading the print
‘Writes an instructional directive on the blackboard
Encourages fhevse1§§£ion of library books

Holds book fa]ks to encourage reading

Organizes ‘the frequent changing of Tibrary books
Organizes the‘research‘of topics

Displays bookuj6ckets to adverfise a book

Assigns the ddesign and construction of a book jacket
appropriate to the content of the book

Al

- Assigns the reading of books
easy achievement

at an appropriate level of
Makes books and magazines available in the classroom
Administers an objective reading test

" Schedules regular sess{bns of uninterrupted'silent reading

" Reads when the students read . ~

Explains how to(ordér paperbackkstories through the school

_Category M IV: WRITING

Uses an exciting character from a story to motivate a
writing assignment - .

’

Encourages the pooling of appropriate vocabulary

Provides the spelling of vocabd]ary appropriate to an
. assignment to facilgtate the development of language

Requests the»Studenfg:to record theMvocabu15ry cont}fbuted
- by the class in preparation for a,writing«assignment'

" Requests ‘the. children to draw a character to clarify
the characteristics'befqrgzwriting a character sketch
. . . . - S . v oo
Describes the details of an assignment a day in advance .-
to allow time for reflection . e
3 \' . .

1

LU
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Séﬁedules the regular writing of a journal

Organizes a writing activity centre

Expects the'students to help each other at a writing centre
Reéds everything the children write

~Displays quality work to set standards to achievement

Rewards quantity and quality of written work

t

—~

~
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An_Inventory of "Recalled" Teaching Behavior
v ’

Catégory L: LANGUAGE

3
A. Oral
1. Conventions (LAT)
~NuH report
2. Semantics (LA2) \
Explains the meaning.of words in the context of .a story:
told to the students ™ ° ’
Develops the language needed.to describe, narrate, or
explain first-hand.experience ,
B. Written - ’
1. Conventions (LB1) ’
Explains and illustrates the conventions of wriﬁtén language
Provides exercises for practising conventional usage
2. Semantics (LB2)
. : . 'Y .
Uses worksheets for controlled exercises that fit appro-
priate language to an experience .

1 ( Organizes the keeping of a personal dictionary which _
provides the .language for an individual's unique experience
Provides topics for categorizing experience through 1ahguage
>Deve1ops the language for other currichfum‘subjects'such as
science or history _ .

£ u .
Category E: EXPERIENCE o e

- A. First-hand

1.

SenSory.expenience of environment (EA1)

e

 Provides opporthnif?es'foQ_the’Studentﬁ to manipulate
their environment. such as making kites or toffee

Esfab1ishe§~céhtres that‘prdvidé Chéllénging.éxperiehcés

e

N ST SRS U

et e

. e e -




Genérates interest(and curiosity about the world around

Rational deve]épment of sensory representations (EA2)
Discusses students' experiences with them
. )

Uses students' experiences as a source for ideas

Sorts out and orders the experience such as sequencing

the process of a recipe

Helps the students to verbalize an experience

-

B. Second-hand

1.

. studies in school

Experience of the compositions of others (EB1)

Provides the experience of music, art, and drama to
motivate composing in language

Provides the opportunity to experience peer compositions
through poetry and dramatic presentations

o - ‘
Displays a collage of "brainstorming" pieces

Provides specialized experience drawn from curriculum
content and uses it_to motivate composing in lapguage

Rational development of experience  gained from the
compositions .of others i T :

Differentiates the experience offred by the curriculum

Discusses television and radio programs

Develops a carefully constructed worksheet to build
insight through reflection - a

Develops procedurég’of research such as searching,
note-making, quoting, and paraphrasing

Category I: HUMAN INSTRUMENT

A. Receptors e o Y]

1. Sensory receptors of raw data: touch, taste, shbl], sight,

and hearing (IAT)
bNu11 report ...

b

-

- )
ARt I e e S KA om0 S -

N e e
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- 2. Audial receptor of qral composition (IA2)

Expects the studentg to be able to discriminate the sounds
of speech

.

3. Visual receptor of written compositions (IA3)

Null report

B. Expressors

'

1. Voice (and movement) expressor of oral composition (IB1)

Provides practice in using appropriate tdne for portraving
a character from a story

7. Hand-and-eye expressor of written composition (182)

Null report

Category F: TPRM
A Formulation

1 Improvisation of form (FAl)

Uses a thematic approach

_ Encourages students to share ideas of an evolving form
through "brainstorming” and interaction with peers

Organizes the building of a group story where each

group member keeps the evolving form in mind and cortri-
butes td its continuity and completeness

Fncourages students to portray a story character in role
Organizes the production of a school news sheet

Provides a framework within which to improvise

7. Reflective refinement of the improvisation (FA2)

Charts the students’' ideas
Refines a story, paragraph, or poem as it is put together
by the class to show the importance of structure and form

Sorts out the ideas of "brainstorming" into a beginning,
middle, and end ; )
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Motivates the students to combine various’ media to
enhance the form of a composition in language

B. Recognition

1.

Intuitive response to "gestalt" or received composition (FB1)

Displays quality compositions for the response of peers .

' : : '
Reflective, critical analysis and evaluation of form of
received composition (FB2)

qugt1f1es the theme

Presents selections from literature to serve as models for
the analysis of form

Requests the students to change a received composition
into another genre -

Category M I: LISTENING

Reads stories to the children

Category M II: SPEAKING

Proceeds from first- hand exper1ence into verba11zat10n of
thé experience and then into written composing of the
experience

Builds a story from oral contributions

Requests the students to portray a character from a story

Adopts a role ana requests a student (or students) to
respond in role 2

Arranges book talks

Tapes original poems spoken by the students who composed
them

Category M III: READING

Encourages r&ading to find themes that can be deve1oped
in different ways

Encourages critical reading to identify structure and form
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- Encourages the reading of literature for enjoyment
R . ,

Encourages the reading of literature in quantity for reading
practice ‘ ' :

Provides time every day for uninterrupted reading
Instructs reading through stories at levels appropriate
to the stage of achievement

Category M IV: WRITING

Proceeds from verbalized experience into written composing
Motivates writing from personal ekperignce'
Provides a kramework withinbwhiéh to organize ideas
Used stories to initiate writing

Provides time each week for regular diary writing
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An _Inventory of "Intended" Teaching Behavior

As many categories were not referred to by the subjects when
they talked about their intertions for the next year only the
categor1es that arerelevant are included.

Cateqory E: EXPERIENCE - . ‘ E )

N -
IR g 5

A. First-hand

1. Sensory experience of environment (EAl)

Provides more "outside" experiences

Provides an exper1ence that can be developed in every
aspect of curriculum, and that will provide the focus
and motivation for® the who]e day (or week)

Provides the opportunity for the student to see and fee]
as an artist, poet, or author does

2. Rat1ona1 deve]opment of éensorx,representations (EA2)

Spends the day (or week) developing an experience in every
aspect of the curriculum
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B. Second-hand

1. Experience of the compositions of othérs (EB1)

Shares with the students the experiences of famous poets
and authors

Category F: FORM ' *

A. Formulation

1. Improvisation of form (FA1)

Organizes the improvisation of biographical interviews

l4

Category M II: SPEAKING

Develops formal and informal oral presentations
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Provides opportunity to present scripts .developed through
improvisation , A *

Organizes the presentation of biographical interviews

\
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Category M III: READING

'Provides biographies for reading

Category IV: WRITING - | | .

. Develops .script writing from imp}ovi§$§*ons'

Develops a "disciplined” approach’to writiQéL
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Inventory of "Pre ferred" Teaching-ﬁehavior:,x

As 1n the other inventories of th1s study, each “preferred"
1nstruct1ona1 or1entat1on is coded by FOE and arranged in its

appropr1ate category

Category L: LANGUAGE

A. Oral

1. Conveﬁfions (LA]

Gives practice in voice deve]opment through speech J1n91es~
and tongue- twrsters

2. Semantics (LA2)

Gives practice in choral speaking -
B. Written

1. Conventions (LB1) ) &

Provides skill drills in spelling and-punctuation
Expects proof-reading and polish

2. Semantics (LB2)

Gives practice in observing details
Expects each student to build his own dictionary
Prqvides exeﬁ%ises in combining sentences

Provides exercises in sentence ana]ys1s to f1nd the -
main idea’ : '

Builds vacabulary

£Lategory E: EXPERIENCE

A. First-hand

1. Sensory experienee-of environment (EA1)

’ Gives practice in observing details o



i@. Second-hand
1.

Category I: HUMAN INSTRUMENT
- {

Provides puzz1es and jigsaw§ for the students to work out

1

Rat1ona1 deve]opment of sensory regresentat1ons (EA2) .
Leads the students to find meaning by quest1ons

Encourages the students to find the meaning for themse1ve§

4

Experience of thercompositions of others (EB]YF__~‘T‘\\\\
Gives préctice in observing details

Poses proQ]em s{tuatjons for the siudgnts to so]ve' >

-
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Groups " the students in pairs, or T smal] groups, for
peer 1nteract1qn

Leads the students to find the meaning by questions

B . .
Encourages the students o find -the medning for themselves

Rational development of the ekperience gained from the
compositions of others ,(EBZ) .

Asks the students to summarize a stbnx,"
Provides a summary -of a story

Expects the students to take notes

Adopts a role to challenge a point of view

Helps the students to find a focus, something to say :

A." Receptors ‘ .

1. Sensory receptors of raw data: touch, taste, smell, sight,

4

sound (TAT)
Gives practice in obsérving details
Provides puzzles and jigsawé for the students to work out

Audial receptor of oral composition (1A2)

Gives practice in observing details

B3
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3. “Wisyal receptor ofi written composition (IA3)

Gives practice in observing details

" B.. Expressors _
_ ’ a 5

1. Voice (and movement) expressor of oral-compositions (IB1) :

Gives practice in i development through speech
jing]es, tongue-tiwisters, and choral speaking

2.'Jﬂand-and-eye expressor of ‘written composition (1B2)

Gives practice in hand-writing

Categoﬁy F: FORM
A. Formulation

1. Improvisation of form (FAT)

Asks the students to draw, make, dancé, or act out the
meaning of a story

Expects the sfudents to put together a dramatic
improvisaton of a story or a historical event
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2. Reflective refinement of improvisation (FA2) ;
7 - !

Expects proof—readingahdpoli;h
Helps the students to find a focus, "something to say"

Responds with a comment about content

B. <Recognition

1.e Intuitive response to "gestalt" of received compos{tion (FB1)

Adopts a role to challenge a point of view - i
2. Ref]ectivel critical analysis and evaluation of form 3

of recejved composition (FBZ2)

Asks the students to draw, make, dance, or act out the
meaning or a story

Asks the students to make outlines of draw diagrams
to explain the meaning of a story or a passage in a
textbook -
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Collects an individual's work into a foner or booklet
(to enable him to. perceive the emerging form of his
work )

Draws diagrams and models on the cha1kboard (or on an
overhead) to show relationships betweencharacters of a
. Story :

Category M I: LISTENING
Adopts a role 'to cha11enge a point of view

" Groups the students in pairs or in sma]] groups for
peer interaction

Arranges the furniture to provide for di fferent activities

Praises achievement (to encourage listening)
. <

Categpny M II: SPEAKING
’? . Gives practice in voice development through speech jingles,
"~ tongue-twisters, and choral speaking

AN

Asks the students to summarize a story

Groups the students in pairs or in small groups for peer
interaction

Expects the students to put together a dramatic improvi-
sation of a story or a historical event

4

Praises achievement (to encoufage speaking)

Category M III: READING

Expects proof-reading

Praises achievement (to encourage reading)

Category M IV: WRITING

Asks the students to summarize a story

Expects the students to take notes
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Praises achievement (to encourage writing)

-

* Collects the individual's work into a folder of book]et
(to encourage more writing)

“fhe']ast'item on the questiannaire (#37) provided an oppdr-
tunity to the respondents to add any teaching BehaCior, not inc]hded
in the qﬁestionnaire,that they used to optimizé composing in lan-
guage. As the behaviors they describe are "preferred" by individual,
anq not by group consensus, they cannot, legitimately, be included

in the "preferred" inventory, But they are coded and. appended here:

Whatever the student i%pasked to do or try the teacher
participates in it (all elements and modes)

Painting, music and cooking also help the children to
compose (EA1)

An unstated nécessity is to.have a "healthy (socially)
class" (EA1)

Children feel free to express themselves in a worthwhile
fashion as long as some thought has been put into it (EA2)

Uses students' own experiences (EA2)

Uses media to encourage composing- newspaper, television,
radio (EB1

The teacheiqutempts to compose at the same time the students
are (FAl) e

"

Organizes group discussion before writing (M I, M II)

Has students keep daily writing books (M IV)



