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OBJECTIVES

Upen completion of this chapter, the reader should be
able to:

|. Describe what language is and why it is important.

2. Describe how communication, language, literacy,
and speech are related.

3. Understand the relationship between culture
and language literacy.

4. |dentify the six building blocks of language.

5. Identify the five primary stages of language
development.

6. Learn how to distinguish between language
differences arising from cultural variation from actual
language disorders.

7. Define what constitutes language-based learning
disabilities.

8. Understand standardized and nonstandardized
approaches to assessing language, with particular
emphasis on cultural diversity.

9. |dentify a model for teaching spoken language within

the framework of state academic learning standards.

WHAT IS LANGUAGE AND WHY
IS IT IMPORTANT?

Every culture in the world has some kind of spo-
ken language, and most have a corresponding
written language system. There are approximately
5,000 languages in use today, almost a third of them
African languages. The most spoken language in to-
day's world is Chinese, followed by Hindi, English,
and Spanish. The United States has 176 living lan-
guages, that is, languages that are still spoken by
at least some native speakers (Ethnologue, n.d.).
The most spoken language in the United States is
English; the second most spoken is Spanish. Ap-
proximately 96% of the people in the United States
claim to speak English well or very well (U.S. Cen-
sus Bureau, 2011b), while Spanish speakers ac-
count for approximately 12% of the U.S. population
(U.S, Census Bureau, 201 1a).

Mast people use language without thinking
about what it is, how it works, or how it influences
their thinking, relationships, and values, among
other things. For most, language is like water to a

fish—essential but not anything to talk about. It's
just there, part of the fabric of life. Unlike fish,
though, people can survive without language, but
at great cost,

One way to think about language is that it is a
technology, a system for organizing and express-
ing what we know (McLuhan, 1964). Language has
evolved considerably in the 5,000 years since hu-
mans first began using actual speech rather than
prearranged signals to communicate with each
other. It has become more complex and varied
and now functions as a powerful, complex system
by which we categorize what we know and think,
communicate with others, even develop the val-
ues we do.

Some scholars believe that language is the sole
means by which we think symbolically, while oth-
ers believe that language is one of many such sym-
holic systems, other instances being mathematics,
music, formal logic, chess, bridge, digital computer
codes, Braille, and various codes (e.g., Morse code),
among others. Nonetheless, few people doubt the
significance of language as a social tool, a shared
code that allows people to communicate with each
other. R. E. Owens (2008) suggested that language
represents the collective thinking of a culture an
that every culture is, in turn, influenced by its lan-

s
guage. Facility with the language of one's culture
serves as a primary means by which people par-
ticipate in the relationships, experiences, events,
rituals, politics, and learning that comprise every-
day life.

People use language to communicate thoughts,
ideas, desires, and needs to others. As with any
system, language operates through several sets
of rules that govern the arrangement of arbitrary
symbols in relation to one another. The symbols
are arbitrary in that, for instance, the word chair
is not inherently related to the actual thing we re-
fer to with that word. What is chair in English is
silla in Spanish, chaise or fauteuil in French, and
so on. Obviously, the thing referred to appears as
different words in different languages, each an arbi-
trary designation for the same physical object. The
rules of any given language determine how sounds,
words and word parts, and phrases can be com-
bined to make meaning. Because these rules, too,
are arbitrary they can be used to describe almost
anything. A person can use any allowable combi-
nation of these language parts to describe virtu-
ally any thing, idea, belief, experience, or feeling.
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Because there is no inherent reason why a horse,
for instance, is called a horse or why compassion
is called compassion, the rules of language remain
independent of the way the world works.

Further, because the forms and content of lan-
guage are arbitrary, language can never be a com-
plete description or explanation for anything. In
other words, language mediates between the thing,
experience, process, event, or feeling and the say-
ing of it. The very act of saying something is one
step (at least) removed from the actuality of what it
represents, This arbitrariness and the meditational
quality of language can be difficult for children to
grasp and often poses special difficulties for stu-
dents, as will be shown later in the chapter.

Besides being rule-governed, language is unique
in another way: It is a generative system, meaning
it is creative. Using the finite rules of language and
a finite set of words (e.g., nouns, pronouns, verbs,
adjectives, and so on), a person can generate an in-
finite number of meaningful utterances. How does
this work? First, words can be used to refer to more
than one thing, as in “That is some sweet-sounding
music,” “I'd like sweet iced tea,” and “She has such
a sweet nature.” Second, things can be called more
than one name, as in davenport and couch, curtains
and drapes, or plate and dish. Third, words can be
combined in a variety of ways to mean the same
thing, as in “May I have more gravy, please?” or “Is
there more gravy?” or “Pass the gravy,” all of which
have the same meaning: “I want gravy!”

Typically developing children do not learn all
the possible word combinations. Rather, they learn
the rules underlying their spoken language, which
means that they can understand and create an infi-
nite variety of word combinations, sentences, and
phrases in order to communicate,

BOX 4-1

|

Spoken language underlies most school-baseq
learning in the early grades, and it predicts chil.
dren’s success with reading, spelling, written lan.
guage, and literacy in general (E. A. Polloway,
Miller, & Smith, 2012). Many children diagnosed
with learning disabilities have spoken language dif-
ficulties that interfere with their ability to succeed
in reading, writing, and spelling, without which
they cannot make the transition from learning lan-
guage to using language to learn (E. A. Polloway
et al., 2012).

HOW ARE COMMUNICATION, LANGUAGE,
AND SPEECH RELATED?

Language is only one of the forms of communica-
tion people use. Communication can occur through
various means, both verbal and nonverbal, includ-
ing the ones shown in Box 4-1.

The list in Box 4-1 demonstrates that commu-
nication need not be solely linguistic, that is, com-
prised of words, word parts, phrases, or sentences.
Much of communication occurs either through
other codification systems (music, dance, math-
ematics, or codes) or through nonverbal, paralin-
guistic, or metalinguistic signals, discussed in the
following text.

A large portion of communication occurs via
nonverbal cues, including head, hand, and general
body posture; gestures; facial expressions; head,
body, and hand movements; eve contact; and physi-
cal distance (called proxemics). Most people are
identifiable by the way they utilize nonverbal cues,
for instance, arm waving, winking, standing too
close, showing no facial expression at all, frowning,
crossing their arms, and so on. For some students

Yerbal and Nonverbal Means of Communicating

= Speaking

* Signing

= Alternative augmentative communication (AAC)
systems

* Reading

= Writing (including electronic forms)

= Music

* Dance

@

* Mathematics

* Codes

* Games

* Runes (characters from one of the alphabets used
by Germanic people between the 3rd and 13th
coenturies)

* Glyphs (symbols that convey information nonver-
bally, such as road signs)



with language disorders or learning disabilities,
learning appropriate nonverbal cues is fraught with
difficulty and often results in social rejection or
outright ostracism.

Paralinguistic signals—intonation, emphasis
(stress), speed or rate of delivery, pause or hesitation—
are superimposed on speaking, writing, or signing to
convey attitude or emotion. Consider, for example,
how using either a rising or a falling intonation alters
the meaning of this sentence: “Are you serious!” (fall-
ing intonation) compared with “Are you serious?" (ris-
ing intonation). Spoken with a rising intonation, the
sentence becomes a sincere (or not so sincere) ques-
tion of the listener, while using a falling intonation sig-
nals, not a question for-the listener, but a comment on
the speaker’s perception or feeling. Besides indicating
emotion, asides, or emphasis, paralinguistic markers
convey information about the speaker’s relationship
to the listener(s), the importance of the information
being communicated, and the status and role of the
participants.

Metalinguistic skills include being able to reflect
on and talk about language and all its aspects, be-
ing able to separate it from its content enough to
manipulate and play with it. For children learning
language, developing metalinguistic abilities allows
them to define words; identify homonyms, ant-
onyms, and synonyms; recognize homophones and
the semantic ambiguity that results; identify various
syntactic and morphological elements; and match
sounds to letters (E. A. Polloway et al., 2012). An
inability to see language in this way poses a serious
disability for students learning to read, write, and
use language to learn, a topic explored later in the
chapter.

CULTURE AND LANGUAGE LITERACY

In the United States, cultural diversity is the norm,
which means that anyone providing instruction in
the schools must be aware of and responsive to a
variety of cultural differences. Pena, Summers, and
Resendiz (2007) reported that, in a typical school
district in the United States, “thirty-seven percent of
the students are from racial minorities (5% Asian,
15% Hispanic, and 17% African American” (p. 1).
Further, “up to 12% of the total population will
be hilingual or in the process of becoming bilin-
gual as they learn English as a second language”
(p. 1). The most successful teachers for this diverse

group of students are those who appreciate cul-
tural diversity and take steps to insure that cultural
differences are seen, not as problems to be over-
come, but as opportunities to assist all students in
learning to the best of their ability (E. A. Polloway
et al., 2012).

The word literacy has multiple connotations and
is used in a broad range of contexts. More narrowly,
though, literacy can be defined as “an individual’s
ability to read, write, and speak . . . compute, and
solve problems, at levels of proficiency necessary
to function on the job, in the family of the individ-
ual, and in society” (Literacy Information and Com-
munication System, n.d.). This definition includes
not only abilities necessary to become proficient
with language, but also a variety of other compe-
tencies. However, in this chapter the term literacy
refers to the set of competencies children develop

with both oral and printed 1anguage* (including
:?Eﬁ?ﬁﬁmorms):ﬂgninﬂ. speaking, reading, and
writing, regardless of the medium. This definition
inCTieles the set of linguistic competencies that chil-
dren must acquire to succeed in school, as well as
in their lives outside school.

Mahendra, Bayles, Tomoeda, and Kim (2005) de-
scribed the characteristics of teachers who are best
able to appreciate and understand cultural and lin-
guistic diversity:

1. They develop knowledge of the key parame-
ters that characterize any given culture, shown
in Table 4-1.

2. They learn a self-reflexivity through which
they understand their own culture (or cul-
tures, as everyone belongs to several cultures
at once), their place in it, and the strength and
limitations of what they have experienced and
learned from cultures other than their own.

3. They become able to recognize how preju-
dices and stereotypes—both positive and
negative—influence both their own and
others' behaviors.

4. They learn to become aware of their own
biases and to separate them from their ability to
offer professional instruction to their students.

5. They become adept at understanding cultural
conflict, what causes such conflicts and how
they escalate, and the different types of con-
flicts that may occur.

6. They know how to use strategies to reduce
and resolve cultural conflict.
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TABLE 4-1 Primary attributes that characterize cultures
I e L e e o T
* More emphasis on the individual or on the group

= Importance of linguistic ability

* |mportance of reading and writing

+  How the culture defines the roles of individuals and groups

* Importance of class and class differences

* Status of different classes

* Primary rituals/superstitions

* Role of work, play, and people's attitudes toward it

*  How the culture defines itself in relation to time and space

= Principal types of entertainment

*  What is considered "smarl”

= Allitudes toward learning and education

= Status of teachers
L e e e o ——E

Source: From “Diversity and Learner-Centered Education,” by

N. Mahendra, K. A. Bayles, C. K. Tomoeda, and E 5. Kim, Nevember 29,
2005, ASHA Leader, retrieved May 5,201 |, from http:/iwww.asha
.erg/Publications/leader/2005/05 | 129/f051 1 29¢.hem.

Cultural differences in language present several
challenges for educators. One is that many educa-
tors have limited opportunities to learn the skills
described by Mahendra et al. (2005). Unless they
graduated recently, many teachers attended train-
ing programs that offered little, if any, coursework
aimed at preparing them for the rapidly changing
demographics of today’s classrooms.

A second challenge is that the curriculum in most
schools in the United States rests on the assumption
that children will enter school with some metalin-
guistic abilities already developed (e.g., knowledge
of the alphabet, how print works on the page, and
that print represents spoken language). However,
this assumption is true only of typically developing
children from homes in which:

* The native language is the language of school

® Print is visible and valued

* The adults talk about language and provide
opportunities for the children to demonstrate
their own linguistic knowledge

* The adults tell stories and encourage their
children to tell stories

®* The children are read to

* The children have had multiple opportunities to
interact with print and print artifacts (e.g., books,
magazines, pencils, lists, menus, signs)

Children from these homes usually arrive at school
able to understand and tell stories, respond to

@ Chapter 4

adult questions in a way that demonstrates what
they know, and, at least in basic ways, talk about
language and its parts. For children from cultures
outside white, middle-class America, such activities
may be completely unfamiliar and result in them
feeling overwhelmed and confused.

A third challenge is providing fair and accurate
assessments of the language abilities of children
whose predominant language is not English. One
of the primary barriers to obtaining a truly repre.
sentative assessment is that most general classroom
teachers and educational diagnosticians frequently
are unable to differentiate between language dif-
ferences related to cultural factors and language
differences that stem from a language disorder,
In addition, many tests are biased against stu-
dents from minority cultures because they contain
items that represent values or knowledge different
from those held by students from minority cul-
tures; because they don’t really test what they
purport to test; or because they are unavailable in
any language other than English (E. A. Polloway
et al., 2012).

A fourth challenge is that, outside middle-class
America, parents often face significant obstacles.
For instance, the lack of access to adequate health
care for their children can result in their missing
school or having difficulty focusing when they are
in school. Nutrition may be enough of a problem
that a child’s brain development is slowed, with
potentially devastating effects on cognitive growth.
They may not be able to provide access to books
and writing materials, and funds may not be avail-
able to provide the child with the cultural activities
and experiences that other children are exposed to.
Parents may not know that language stimulation in
the early years is a critical predictor of a child’s aca-
demic success. Thus, they may believe it is unnec-
essary to talk to the child, or, if they do, they may
use only directives (Roseberry-McKibbin, 2001).

However, many children who enter school from
diverse backgrounds, including impoverished cir-
cumstances, learn and adapt quickly to the school
environment and go on to perform as well as or
better than their peers. Some who display differ-
ences in their language abilities may require indi-
vidualized modifications in the classroom, whereas
others may need intervention aimed specifically at
a language disorder. Differentiating between lan-
guage differences and language disorders is a topic
we return to later in the chapter.



BUILDING BLOCKS OF LANGUAGE

The American Speech-Language-Hearing Associa-
tion (ASHA) estimates that between 2 and 19% of
preschool children have severe language difficulties
(American Speech-Language-Hearing Association
[ASHA], 2008). In school-age children an estimated
7% have an identifia e disorder, which
is often associated with later difficulties in learning
to read, write, and learn; 61% of speech-language
clinicians in schools reported Tz v provided
services to children with language disorders
(ASHA, 2008).

Because the favored method of providing ser-
vices to students with language disorders is within
the classroom setting, often in collaboration with
the classroom teacher, teachers are highly likely to
have one or more students with a language disor-
der in their classes.

To offer the most effective instruction, then,
teachers would benefit from becoming proficient
with the components of language and the termi-
nology used to describe them. The most prevalent
model used by language professionals comprises
five parts: use, form, content, and literal and fig-
urative language. In addition, any discussion of
linguage must include a description of the literal
and figurative levels of language use. )

Language Use

Language use, or pragmatics, refers to how lan-
guage is used to negotiate socially through the set |

of implicit rules people use in various communi-
cative contexts, These rules govern how people
change how they talk according to those to whom
they are talking. In other words, people use these
rules to guide what they choose to say, to whom,
how, and under what circumstances (E. A, Polloway
etal., 2012). Another way of saying this is that prag-
matics is a description of the functions of language,
or what people are trying to make happen through
their language, especially in social situations.

Pinker (2007) described ongoing conversation as
a sort of unfolding diplomacy berween participants,
They continually modify their language through
reading each other's verbal and nonverbal cues,
thus saving face, offering each other easy “outs,”
and figuring out how to maintain plausible ways to
deny what they're saying to each other. Thus, con-
versation is a negotiation of “the mix of power, sex,

intimacy, and fairness that makes up their relation-
ships” (p. 23).

In general, pragmatics is a way of describing
how people get things done through their language
through an informal conversational “code of con-
duct” (first described by Bates, 1976) that includes
the following:

* Tell the truth when you're communicating.

* Cooperate with your conversational partner.

* Offer only information you believe to be new
and relevant.

* Ask only for information you truly want to have.

* Give your listener neither too much nor too lit-
tle background information to make your point.

* Be unambiguous.

* Alter your language to fit each social setting.

Of course, no one strictly adheres to these rules.
In fact, violations of the rules are themselves con-
ventionalized and carry separate meanings. For in-
stance, the use of satire or irony in storytelling or
journalism is, strictly speaking, a violation of the
truth principle. Similarly, idioms violate the truth
principle because, though they say one thing, they
actually mean something different. For instance,
when someone asks us how we are and we reply
that we're fine even if we don’t feel fine, that reply
violates the truth principle in favor of the polite-
ness required. Overall, polite forms offer people a
way to navigate through a wide range of the social
situations in which they find themselves. Using po-
lite forms—all the tacit rules, really—allows people
to get their message across without insulting others
or treating them as subordinates.

Learning the conventions for violating the rules
comprises an important aspect of children's lan-
guage acquisition and frequently appears as one
aspect of some language disorders. In addition,
because cultural and dialectal variations of these
rules exist, students communicating across dialects
or from culturally different communities can suffer
communication breakdowns or misunderstandings.

Another aspect of language use is discourse,
which is defined as a linguistic unit (e.g., a conver-
sation, story, speech) larger than a sentence. People
use a variety of discourse types, shown in Table 4-2.

In almost all cultures, children are first exposed
to conversational discourse, which, though it var-
ies in form and content across cultures, functions
primarily as a way to communicate within social-
interactive contexts. As children’s language develops,
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TABLE 4-2 Discourse types

TABLE 4-3 Characteristics of classroom discourse

= I =

=

Conversational Classroom

Narrative Poetic (including sengs)

Dramatic Expository (descriptive, explanatory,
argumentative/persuasiva)

| p—— . gr=—p u

they become more proficient with the nuances of
both conversational partners and conversational
contexts. In the early stages of language develop-
ment, children generally adhere to the rules of prag-
matics and take them at face value. Only gradually
do they learn that there are sanctioned ways to vio-
late those rules, including the notion of polite forms
and how they are used within their culture.

Almost all cultures utilize narrative discourse
in the telling of stories. As a consequence, children
hear narrative discourse in the stories told within
their cultural group. In many cultures, children are
routinely included in oral storytelling activities and
are expected to become proficient storytellers as
soon as their language skills allow. In other cul-
tures, only specific elders are allowed to tell the
stories, and children are expected to remain silent.
In cultures with a strong tradition of oral storytell-
ing, narrative discourse often includes poetic and
dramatic discourse, which function to highlight cer-
tain aspects of the story, create dramatic tension, or
to complicate the action.

Cazden's (2001) classic definition of classroom
discourse remains the most prevalent among stu-
dents of language development. According to
Cazden, classroom discourse comprises the con-
tent, forms, and functions of the language used in
teaching and learning. The primary characteristics
of classroom discourse are shown in Table 4-3,

Adults in language literate households fre-
quently converse with their children using class-
room discourse, particularly in their efforts to teach
their children about the world and how to display
their knowledge about it to adults. However, chil-
dren from homes that are less language literate
may not be exposed to classroom discourse until
they enter school and, therefore, have little experi-
ence demonstrating their knowledge in ways that
are expected in the classroom,

Narrative discourse refers to the language used
to tell stories and relate experiences in story form,
This type of discourse involves characters, some
sort of mativation (plot), setting, and resolution.
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+ The teacher does most of the talking and takes most of the
turns.

+ The teacher usually determines the topic.

+  The teacher usually decides when students will talk, for hoy
lang, and when to stop or relinquish a turn.

* The teacher evaluates students’ responses and correclts or
radirects them.

« Language is often decontextualized (i.e., the context is not
immediately apparent).

*  Students are often required to talk about language or the

companents of language (a metalinguistic skill).

—— T

In stories, the characters are usually fictional and
their motivations are driven by a problem (usu-
ally some sort of conflict, quest, or reversal) that
the character then goes about trying to resolve. The
character’s efforts toward resolution constitute the
plot, which may involve various conflicts (episodes)
that alternately increase and release tension until
the problem is resolved in some sort of final way
(except, of course, in postmodern fiction, in which
problems are often left unresolved).

In most cultures, children learn to relate expe-
riences using the story format (i.e., narrative dis-
course). They themselves are the main character, and
what they do and what happens along the way be-
come the plot, usually resulting in a happy ending.
As children become more adept with stories, their
ideas, vocabulary, and grammar become more com-
plex, they include dialogue, and they exhibit an in-
creasing amount of creativity. Children who are read
to and become readers themselves are able to incor
porate into their stories more and more complexity
and ingenuity, as well as showing increasing mastery
of mechanics characteristic of the narrative form.

Dramatic discourse is used whenever a scene,
story, or play is portrayed by actors (amateur and
professional) conveyed to an audience either live or
through radio, film, television, or via the Internet.
Children acting out scenarios or playacting stories
utilize dramatic discourse by describing or showing
the set (the scene), utilizing lighting effects such as
darkness or bright light (or, with mare advanced
students, colors and light changes), what the char-

acters look like and what they're wearing, and how
the actors talk to each other and use interruptions,
silence, ignoring someone, and speaking simultane-
ously. Often, young children playing together will
construct make believe scenarios in which they
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first negotiate who is going to be which charac-
ter (e.g., “TI'll be Batman and you be the Joker”),
how to portray the setting (e.g., throwing a blanket
over two chairs to simulate a cave), and what sort
of costumes to wear. In addition, they will negoti-
ate what the characters should say (e.g., “You have
to talk like the Joker”) and how they should say it
(e.g., “Now you say, “You can't do that!"").

Poetic discourse utilizes language “chosen and
arranged to create a specific emotional response
through meaning, sound, and rhythm” (Merriam-
Webster.com, 2011). Children are exposed to poetic
discourse when they hear song lyrics or play rhym-
ing games, or when adults read (or sing) poetry or
songs to them. Nursery rhymes expose children
at an early age to the most basic form of poetic
discourse. Films created for children often contain
music with lyrics that also exhibit some of the char-
acteristics of poetic discourse. For instance, girls
seem to be drawn to the lyrics from the animated
movie Beauty and the Beast, while boys are more
partial to songs from Cars. Both contain songs with
lyrics that manipulate rhythm, pacing, and sound
to convey meaning in a particular way, one of the
characteristics of poetic discourse.

Expository discourse includes the non-narrative
discourses common to textbooks, articles, essays,
editorials, and some online blogs. Usually the ex-
pository discourse forms are seen in print; however,
depending on the circumstances, speakers may use
them in presentations, speeches, or lectures. The
most common types of expository discourse are:

* Descriptive (describes a thing, process, event,
experience, or idea)

¢ Explanatory (explains how something works or
how to do something)

* Argumentative/persuasive (attempts to con-
vince or persuade the audience or reader of
something)

Although some children are exposed to exposi-
tory text (either orally or in print) before they enter
school, they are usually not expected to understand
the structure or function of print-based expository
discourses until they have learned to read.

Language Form

Language form is typically described using three
basic categories: phonology (or in sign language,
cherology), morphology, and syntax.

Phonology comprises the set of rules govern-
ing which sounds in any given language are pro-
nounceable and used to make meaning, as well
as how they can be combined to make meaning.
Different languages have varying rules for how
this works. For instance, although in English /t/
and /1/ cannot be combined at the beginning of a
word to make meaning, in Tlinglt (a native Alaskan
language), /t/ and /1/ at the beginning of a word
are pronounced “kL.” Another example is from lan-
guages that use few vowels but include combina-
tions of dental, lateral, alveolar, or palatal clicks as
phonemes. Nelson Mandela is perhaps the best-
known person who uses a language, Xhosa, that
incorporates clicks. One of the first times most
people outside Africa heard a language that uses
clicks was in 1966 when Miriam Makeba, a singer,
appeared in Sweden and sang what came to be
known as the Click Song. Her appearance was
shown on Swedish television in 1967. You can
see it on YouTube at http://www.youtube.com/
watch?v=M3IfENV_U6tM&feature=related.

The smallest linguistic units to carry meaning are
the phonemes, which are pronounceable sounds
in any given language. Thus, in each language,
some sounds carry meaning, and some do not. In
English, how one pronounces /t/ or /p/ makes no
difference in meaning, though in other languages
(e.g., Bengali and Hindi), adding a puff of air, for

instance, indicates a shift in meaning and is consid-

ered a separate phoneme.

Phonemes are typically represented by a nota-
tional system, the International Phonetic Alphabet
(IPA). Figure 4-1 shows the phonemes associated
with five common English words.

English consists of a set of 44 phonemes that are
further categorized into vowels and consonants, the
latter including voiced, voiceless, oral, nasal, and
place and manner of articulation.

FIGURE 4-1 Five English Words Represented
in Phonetic Notation (IPA)

Engh‘sh- Spelling IPA Notation 1
_aller foltar/

church Igady/

remember {rimemba/

clinging fkligig/

apportunity lopartuniti/

Spoken Language | 75



Morphology. Morphology is the set of rules gov-
erning how phonemes can be combined into larger
units (syllables and words) in order to convey mean-
ing. Morphemes are the smallest grammatical units
that carry meaning. Morphological rules govern the
specific phonemic combinations that can be used
by any given language to indicate, for example, past
tense (e.g., “The three girls swam across the pond”),
plural number (e.g., “The dogs were barking at the
intruder”), pronoun differentiation (e.g., "My broth-
er's sons gave him a puppy for his birthday”), or
possession (“The truck driver’s brakes failed, but he
managed to get his rig stopped without incident”).

Syntax. Syntax is the set of rules governing how
phrases and sentences must be constructed in or-
der to convey meaning. For instance, syntactic rules
include those governing word order (“The dog ate
the bone” and not “The bone the dog ate” or “The
bone ate the dog”) and those governing active or
passive voice (“The chairperson counted the votes”
[active], “The votes were counted by the chairper-
son” [passive]). Syntactic rules allow people to con-
struct unique utterances in order to perform these
functions, among others:

* Greet

* Comment

* Seek attention

* Request information, acknowledge others, and
respond to others

* Negate, refuse, reject, protest, indicate absence,
and assert falsity

* Direct others to carry out instructions

* Tell stories

* Teach

* Make indirect requests

* Describe or explain things

* Bargain and negotiate

* Repair conversations and persuade others

Language Content

Language content is usually discussed in terms of
semantics, defined by E. A, Polloway et al., (2012) as
“the meaning level of language” (p. 8), or as Pinker
(2007) described it, the relations of words to reality.
More specifically, semantics describes people’s “un-
derstanding of ideas, feelings, events, relationships,
processes, and things" (E. A. Polloway et al., 2012,
p. 8). In children, semantics is described through
analysis of their oral vocabulary development
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(preschool and early elementary), their reading vo.
cabulary (elementary), and their written vocabulary
(upper elementary and beyond). Learning the se.
mantic aspects of language involves learning:

* How words relate to their referents (the actual
thing, idea, concept, feeling, event, or process a
particular word stands for)

* That the relationships between words and refer-
ents are arbitrary (which we addressed earlier
in this chapter) and symbolic (i.e., words are
symbols that represent some thing, idea, con-
cept, feeling, event, or process)

Children learn these two aspects of semantics grad-
ually. Their earliest words are more iconic, with
meaning closely tied to the word (e.g., moo, choo-
choo, bowwouw).

Literal and Figurative Language

Language users employ language on different levels
of abstraction, ranging from the literal and concrete
to the abstract and figurative. At the literal level,
language, while still operating in an arbitrary re-
lationship with what it is referring to, functions to
convey the concrete, primary meaning of a word or
phrase, as in “The man slept deeply.” In the earliest
stages of language development, children use con-
crete, literal language to get things done in a direct
and efficient way.

At the figurative level, language conveys a more
abstract and secondary meaning through express-
ing one thing but being understood as meaning
something different, as in “The man was sawing
logs all night.” In the figurative meaning, the man
slept deeply, even though the sentence says other-
wise on the literal level. As children’s language abil-
ities grow, they see that they can use language in 1
less direct way to alter how—and how efficiently—
they can get things to happen. Table 4-4 lists ex-
amples of figurative language forms.

Many types of humor rely on figurative expres-
sions or words or phrases with double meanings.
Puns use double meanings to convey humor, as in
these two examples:

* “We saw an old beater,” which could mean
either an egg beater or a car

* “When we took 12 rabbits and put 6 in one pen
and 6 in another, we were splitting hares,” which
plays on the pronunciation of bare to evoke its
homonym in the expression “splitting hairs”



TABLE 4-4
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« Polite forms (e.q., "May | please have more juice?" or “Would

you mind closing the door?")

+ |dioms (e.g., "The man was sawing logs all night")

» Simile (e.g., "She swam like a porpoise” or “It was as bright
as daylight under the lights")

« Metaphor (e.g., "She was a jackrabbit once the race began”)

« Salire (e.g., an essay, story, poem, play, or novel that
ridicules or scorns human vices)

+ rony (e.g., the expression of something other than the literal
meaning, as in “You look fantastic” meaning the opposite)

+ Adage (a metaphorical saying embodying a common
observation, e.g., "What is essential is invisible to the eye,”
Saint-Exupery, 1968)

= Proverb (a short maxim, e.g., *You can't teach an old dog
new tricks")

+  Allegory (fiction using symbolic characters and actions to
express a truth regarding human existence, e.g., "Jack and
the Beanstalk,” or “The Matrix")

+ Aliiteration (e.q., “She sold seashells on the seashore”)

« Parsonification (e.g., “The sun smiled down on us that day”)
[ i e S T e -

Figurative language forms

Riddles also use double meanings as a way to
express humor, as in:

* “Why didn't the skeleton cross the road?
Because it didn’t have the guts,” which refers
both to courage and innards

* “What is the smartest insect? A spelling bee,”
which refers both to the insect and the class-
room spelling game

To be able to understand and use figurative lan-
guage, children must develop the ability to reflect
on language, talk about it, and manipulate it. This
ability is called metalinguistic ability and begins
to emerge when children first grasp the idea that
different people can have the same name. As chil-
dren become more proficient with language, they
learn how to use it to better get what they want
(e.g., through using indirect language to request a
wanted object or food, “I need to have this pop-
sicle” vs, “Give me a popsicle!”). Gradually, most
children discover that idiomatic expressions say
one thing but mean another, that polite forms are
required in certain social situations, and that lan-
guage parts can be rearranged, At the higher levels
of language development, people use their metalin-
guistic abilities to understand and express ideas in
graceful and artistic ways.

For schoolchildren, one of the most important
aspects of metalinguistic ability is phonological
awareness, the understanding that speech consists
of sounds and syllables. Phonological awareness is
a basic prerequisite for learning to correlate speech
sounds with printed letters in order to decode the
written word and evolves out of the child’s aware-
ness that language has parts that can be talked
about and analyzed.

LANGUAGE DEVELOPMENT STAGES

Language development is typically described as a
stage-by-stage process that unfolds from the first
few weeks after birth through adulthood. The stage
model we use here includes:

Early communication and emerging language
Toddler language

Preschool language

School-age language

Adolescent/advanced language

s 4B R B

Early Communication
and Emerging Language

In most families, children are surrounded by lan-
guage from the time they are born. Adults in these
families include their babies in social interactions
that are based in the routines of everyday life and
punctuated by language. During infancy, normally
developing children begin smiling when interacting
with an adult, glancing toward a familiar adult voice,
and smiling as a familiar person is speaking to them
(Huer & Miller, 2011). Soon they begin vocalizing in
response to a familiar voice, and they begin to en-
gage in what Bruner (19753), in a classic work, called
joint attending and joint referencing, both of which
lead directly to the use of words for communicating.
By approximately 5 months of age, they are attend-
ing to a conversational partner for two conversational
turns, the “conversations” consisting mainly of the
adult imitating the baby’s coos and gurgles, as well as
talking in what is termed Motherese: the adult usu-
ally speaks in a higher than usual pitch, uses simple
words that she or he repeats, often in a slow, sing-
song manner, and exaggerates the rising and falling
intonation contours of each “sentence.” In these con-
versations, the adult usually talks about something
the baby can see or hear, looks into the baby’s eyes,
and smiles throughout (E. A. Polloway et al., 2012),
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At approximately 6 months, children begin to
babble, which means using a consonant and a
vowel together in a repetitive way (e.g., “mamama-
mama,” or “nananana”). As their babbling becomes
better developed, their participation in conversa-
tions with adults changes. Now they begin imitat-
ing the adults, even though they may have no clear
idea of what they are saying.

By around 8 months of age, children begin
changing their responses when they hear different
intonation patterns from adults, and they engage in
vocal play by using sounds from their own reper-
toire (Huer & Miller, 2011). By the end of this stage,
at around 12 months, children are able to vocalize
at least two consonant-like sounds, they respond,
sometimes inconsistently, to their own name, and
they overtly demonstrate their intention to commu-
nicate with a familiar adult (Huer & Miller, 2011).

Toddler Language

Between 12 and 24 months, children’s language de-
velopment changes dramatically. They begin using
single words to name familiar people (and house-
hold pets), objects, and activities. During this stage
children discover the power that comes from using
language to get attention from familiar adults. They
practically demand that the adults around them pay
attention as they emphatically name the things they
know and bask in the delight the adults show at
such prowess. Once such behavior appears, most
children soon begin initiating conversations with
others, engaging in conversations that last for two
turns, and following simple requests or directions
(Huer & Miller, 2011).

One of the most significant developments dur-
ing this stage is the child's emerging ability to
express negation, at first through gestures or pos-
tures, and then through the use of “No!” Socon they
begin putting “no” in front of whatever it is they
want to negate, as in “No juice!” or “No go!” Along-
side the emergence of verbal negation is the ability
to respond appropriately to an interrogative (usu-
ally a wh- question) and then, a bit later, to ask a
wh- question (e.g., "Juice?” to mean, “Where is the
juice?” or “More juice?").

At the beginning of the toddler stage, most chil-
dren are not yet able to respond consistently to an
adult “no.” but by approximately 24 months, they
have developed this ability, Somewhere between 18
and 24 maonths, children start vocalizing wordlike
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“sentences,” which may not contain actual wor,
but which mimic the intonation patterns typical 4
complete sentences (Huer & Miller, 2011). By this
time, too, they are able to identify at least thre,
bady parts, respond appropriately to a yes or g,
question, follow three verbal directions (unaccon,.
panied by gestures), and understand some basj;
prepositions such as up, out, in, on, and dowy
(Huer & Miller, 2011).

By the time they reach 24 months, children up.
derstand how plurals work, use some persong|
pronouns appropriately, use some adjectives such
as happy, sad, big, and round, spontaneously uses
both wh- and yes-no questions, and know how
past tense works (Huer & Miller, 2011).

The most important development in children’s
understanding and use of semantics during this
stage is that their vocabularies increase from ap-
proximately 20 different words at the end of their
first year to about 200 words by the time they are
2 years old (Gillam & Bedore, 2000). Most of these
words serve a communicative purpose, described
in the following pragmatics and discourse section.
For most children, nouns predominate. R. E. Owens
(2008) reported that nouns account for 60 to 63%
of the words that a toddler produces, while action
words account for less than 20%.

Most toddlers’ receptive language emerges first,
followed by expressive language. In other words,
toddlers understand many more words than they
actually use. One characteristic of toddlers’ vocabu-
lary knowledge is that, when they are first learn-
ing how to map concepts into words, they often
use both overly restricted meanings (called under-
extensions) and underrestricted meanings (called
overextensions). An example of an overly re-
stricted meaning occurs when a toddler uses the
word dog to refer only to her or his own dog (real
or toy), not understanding that dog refers to a gen-
eral category of four-legged canines. An example of
a toddler using an underrestricted meaning is using
the word cow to refer to all four-legged animals.

Toddler's syntax emerges first as one-word utter
ances at approximately 12 months, and then two
word utterances by 24 months (Gillam & Bedore.
2000). Most of these two-word utterances are used
to convey a small number of semantic relationships
between agents (whatever initiates an action), ac-
tions (what occurs), objects (things that are acted
upon), and locations (places). For instance, typical
two-word utterances at this stage are “Daddy eat’



(meaning “Daddy is eating”), "Doll chair” (mean-
ing “The doll is in the chair”), "Go Nonny's"
(meaning “Go to Grandma's”), and “Mommy car”
(meaning “It's Mommy’s car”).

In addition, toward the end of this stage, chil-
dren develop two-word utterances to express both
negation and interrogatives; for instance, “No milk”
(meaning "I don't want any more milk”), or "More
juice?” (meaning “May I have some more juice?”).

Toddlers’ phonological development shows
much individual variation, but, in general, most
children acquire vowels before they acquire con-
sonants, nasals (m, n) before plosives (b, p), and
glottals (g, k) before bilabials (b, p) (R. E. Owens,
2008). Typically developing toddlers usually ac-
quire sounds first in the initial position in words,
only later learning them in the final position in
words. Even though across languages there is no
universal order in which consonants are developed,
there is some similarity in speech-sound acquisition
(R. E. Owens, 2008). Most children develop a set of
words that, while different from the forms adults
use, are recognized by their adult conversational
partners (and their siblings) as having a particular
meaning.

During the toddler stage, children begin learning
the pragmatics of conversational discourse, or how
to use conversation to get things done. They use a
combination of nonverbal and verbal means, first to
express direct communicative intentions and then,
as they begin experimenting with using language
in different ways, to participate in more sophisti-
cated conversations. The intentions toddlers first
demonstrate evolve directly from the intentions
they first showed through gestures. Some of the
most common intentions toddlers exhibit include
(Paul, 2006):

* Requesting information through asking what
things (and events, processes, actions, elc.) are
called, or later, through using rising intonation
or a wh- word

* Acknowledging that the conversational partner’s

utterance was received through nodding or imi-

tating the partner's intonation pattern

Answering, or responding appropriately to the

conversational partner's request for information

As toddlers move from single-word utterances
to two-word utterances, they begin to develop an
ability to provide their listeners with some sort
of background in order for their comments to be

understood, which is known as presupposition
ability. In other words, they begin to understand
that not everyone shares what they themselves
know and so need to be given that information
so that the conversation can proceed. However,
because this ability is in the beginning stages,
toddlers sometimes assume their conversational
partner knows more than she or he actually does
know, resulting in a conversation that can leave
adults struggling to determine what, exactly, the
child is talking about.

Preschool Language

Between the ages of 2 and 5 years children’s lan-
guage development explodes. They go from using
two-word utterances to manipulating sophisticated
syntactic constructions; their .vocabularies increase
at a rate of five'new words a day (R. E. Owens,
2008); children learning English master most of the
speech sounds; their pragmatic language abilities
increase dramatically; most become facile with nar-
rative discourse; and they begin showing awareness
that language functions on the figurative as well as
the literal level.

Children’s semantic development during this
stage is tremendous. By 4 years of age, children
typically understand 3,000 to 4,000 words, and they
use at least 1,800 different words (Gillam & Bedore,
2000). Their vocabularies begin to expand beyond
nouns and verbs to include prepositions (e.g., on
top, under, beside), temporal words (e.g., first,
then, next), adjectives (e.g., pretty, big, sunny), and
pronouns (e.g., she, bis, it) (E. A. Polloway et al.,
2012).

One of the more obvious changes in children's
vocabulary during this stage is the emergence of
inflections such as plurals (e.g., cats) and present
tense (e.g., running) and past tense (e.g., walked).
As children learn the so-called regular forms of
plurals and tense markers (as in the examples in
the previous sentence), they apply their learning
to the so-called irregular plural and tense markers
(e.g., childs rather than children and eated rather
than ate). It is only later (for some children, as early
as 3 years of age; for others, as late as 10) that they
learn the exceptions to the regularization rules and
use the irregular forms correctly.

Children in this stage also begin contracting
words (e.g., I'm, she’s). Not all words can be con-
tracted in a language; for instance, in English, "He's
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fast” is a permissible contraction of is, while “I's
fast” is not. However, “I'm fast” uses a permissible
contraction of am.

Another development that occurs in this stage is
that children begin elaborating their understanding
of the verb to be, which E. A. Polloway et al. (2012)
described as challenging because #s functions
both as a copula (e.g., “She is hungry”) and as an
auxiliary verb (e.g., “The dog is running”). As with
learning the exceptions to the regularization rules
for plurals and tense markers, separating these two
functions of is requires that children hear adults us-
ing the two forms in everyday conversations.

At the beginning of this stage of language de-
velopment, children are typically using two-word
utterances. By the time they reach 5 years of age,
most children are using sentences containing up to
10 words (Gillam & Bedore, 2000), Most children at
age 2 increase the complexity of their utterances by
adding modifiers or auxiliary verbs, whereas most
children at age 5 use sentences including phrases
within clauses or combinations of two or more
clauses into one, a process called embedding.
One of the earliest instances of embedding ap-
pears when children use wanna, gonna, or bafta
to mean, for instance, "I want to go,” “I'm going to
eat now,” or “I have to pick up my toys.” Later, more
complex forms appear, examples being, “Show me
how to do it" and “I know where the keys are.” By
the end of this stage, most children are capable of
using more sophisticated forms of embedding, in-
cluding these examples: “I saw who took the keys,”
“I know [ like macaroni,” “You know what I'm go-
ing to do tomorrow?"

A hallmark of preschool syntax is the emergence
of joining clauses together using and, but, or, be-
cause (e.g., “1 jumped and she turned the rope,”
“We can eat macaroni but we can't eat brownies,"
“We can’t go to the zoo because Mommy's sick”).

Preschool children’s morphological devel-
opment in this stage begins with using plurals
(e.g., “the dogs play”), the possessive (e.g., “the
doll's dress"), and the progressive (e.g., “Daddy
sleeping”). Later, they use the copula (described
earlier), as in "Daddy is happy" and the auxiliary,
as in "Daddy is sleeping.” Notable during this stage
is that children tend to generalize the morphologi-
cal rules they're learning, as with the plural forms
and tense markers described above, with some of
this learning continuing well into the next stages
of development.
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TABLE 4-5 English phanemes acquired during the
preschool years

/k/ (the first sound in caf)

fg/ (the first sound in gum)

/i (the first sound in fish)

Ml (the last sound in nerve)

A/ (the first and last sounds in church)
idsf (the first and last sounds in judge)
/T¥ (the last sound in fish)

/87 (the first sound in thimble)

10/ (the first sound in the)

f3/ (the second sound in azure)

/sf (the first sound in sick)

/zf (the first scund in zip)

A (the first sound in last)

irf (the first sound in red)

e e e

Typically developing children acquire most of
the phonemes of English, including those shown in
Table 4-5. Soon after age 3, most children are able
to begin stringing consonants together into con-
sonant clusters such as spin and string. However,
children will continue to use many of these pho-
nemes and consonant clusters inconsistently over a
long time before fully mastering them.

During the preschool years, children’s abili-
ties as conversational partners grow considerably.
They become able to maintain a topic over sev-
eral conversational turns, they develop the ability
to take turns and understand what signals a turn
change (both when they are speaking and when
they are listening), and they become more profi-
cient in understanding their listeners’ needs for
background information. Early in this stage, chil-
dren acquire the knowledge they need in order to
repair conversations that may need clarification,
revision, or repeating in order for the listener to
understand what is being said. Initially their revi-
sions or clarifications may not be sophisticated o
effective, but as their skills increase, they becom:
more adept.

Another pragmatic development that occurs in
this stage is that children shift from using direct re
quests when they need something to using indirect
means for the same purposes. In the early part of
this stage, children tend to use straightforward “re-
quests” for what they want, and there is no ques-
tion about their intent. For instance, a child might



say, “I want a cookie!” Later in the stage, as he or
she becomes more familiar with polite forms, the
child shifts to more indirect statements, such as
“I need a cookie,” or “I'd really like another cookie.”
By the end of the stage, the child's requests can be
quite indirect, as in “I'm thirsty” rather than “I need
another cookie.”

A significant development during this stage is
children’s dawning awareness that language ex-
ists on more than one level (i.e., that it is arbitrary
and that it can be nonliteral, or figurative). Early
in the stage, children typically have difficulty com-
prehending that anyone can have the same name
as theirs, or that another adult has the same name
as their mother or father. Confronted with such co-
nundrums, children will either deny the possibility,
ignore the person, or become upset (E. A. Polloway
et al., 2012).

Similarly, children at the beginning of this stage
understand very little, if any, humor involving lan-
guage, primarily because they have not yet devel-
oped sufficient metalinguistic awareness. A bit later
in this stage, they begin developing an ability to
understand and use various forms of humor such
as knock-knock jokes, and even later, riddles. How-
ever, most children are not able to “get” humor
that relies solely on truly metaphoric language
(E. A. Polloway et al., 2012).

At the same time that children in this stage are
developing more proficiency with conversational
discourse, they are also learning about stories and
narrative structure. Especially in literate families,
children hear stories and narratives in the course
of their everyday routines so that by the time they
are nearing the end of this stage, they are telling
stories with fictional elements, and they are con-
structing retellings of their personal experiences.
By the time these children reach kindergarten age,
they are usually able to tell a story that contains
these elements:

* An initiating event, or some problem that puts
the events in the story in motion

* Some sort of attempt by the main character to
solve the “problem”

* A consequence or resolution that wraps up the
story line

During the preschool language stage, children also
begin incorporating dramatic discourse into their
play. When engaging in free play, children act out
scenes from their own lives or imaginations, such

as playing house, going on a trip, and pretend-
ing to be animals or monsters. Later in the stage,
children begin attending to detail, time, and place
and often dress up and use stage props for act-
ing out scenes such as playing store, doctor, or
firefighter.

As mentioned, children at the beginning of this
stage use language on the literal level. They are un-
able to understand that words are anything differ-
ent from the things they refer to, and they show
limited understanding that language can be talked
about, analyzed, or parsed. They gradually discover
that different people can have the same name
(as in their mothers and fathers) or that words
can sound the same but carry different meanings
(e.g., two, to, toa).

Toward the end of the stage, though, their aware-
ness and comprehension of the metaphoric aspects
of language begin to emerge, particularly in fami-
lies that talk about language, its humorous aspects,
and different ways of talking. For instance, children
from these families may say something like, “My
mother told me I can’t say aint,” or “That’s not how
you say it. You say it this way.” And, as pointed out,
children nearing age 5 may be using some forms of
humor, especially riddles, although they may not
yet understand exactly why these forms of humor
are, indeed, funny.

ASHA (2003d) offered an online overview of the
speech and language characteristics of preschool
children, including tips for parents about how to
communicate with their preschool children. In
addition, ASHA (2003d) hosts a public page de-
scribing language and literacy development in
preschoolers.

School-Age Language [%{f 1|

Once children enter school, their language devel-
opment is increasingly influenced by their educa-
tional experiences. Although during the preschool
years children made a considerable leap in their
language knowledge and use, in this stage their
language abilities are impacted dramarteatty By
l;ﬁmmed figurative lan-
e :

guage forms and-uses, and the incred com-
plexities of narrative, classroom, and expository
discourse. In addition, these children become sig-
m more proficient in understanding and
using various forms of figurative language, at first
in oral language, and then in print.
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Hulit and Howard (2011) characterized the lan-
guage of children entering school as exhibiting
these characteristics:

® Almost all the basic words of their language/
dialect appear in their vocabulary.

® Their phonological sound system is almost com-
pletely developed.

® Their syntactic skills are sufficiently developed
that they use declaratives with no difficulty, can
transform declaratives into negatives and inter-
rogatives, understand and use imperatives, and
still have difficulty with passive constructions.

* Their conversational abilities now include making
indirect requests, taking turns appropriately, and
knowing when listeners need more information.

When children enter school, if they come from
literate families, they know how stories work; how
to talk about language; and how to demonstrate
to adults, through specific conversational routines,
what they know and have experienced. They are
familiar with the various “artifacts” associated with
print—pencils, pens, computers, paper, magazines,
books, and e-readers—and they know that lan-
guage is a powerful tool for producing results.

Perhaps the most important developmental shift to
occur during this stage is what is called the oral-to-
literate shift, which means the ability to communicate
not only in the immediate context of the here and
now, but also to communicate across time and place,
a process that includes reading, writing, and other
more formal oral and electronic language genres. The
children who are most successful in making this shift
are those who have intact and well-developed oral
language abilities in all areas (Paul, 2006).

In the early school years, children continue to
add new words to their vocabularies, but they also
learn to refine how they use words, a large part of
which is influenced by their developing ability to
read. Specifically, children learn how to:

* Choose among words to select the most precise
meaning to fit what they are trying to express

* Use the same words to mean different things
(e.g., sweet cookie compared with sweet girl)

* Distinguish among words with similar meanings
(e.g., knife compared with dagger)

* Classify words into categories and hierarchical
subcategories (e.g., animal=mammal=clawed>
omnivore=bear compared with animal>mammal
>hooved>herbivore>horse)
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It is during these early school years that Chi]dren
complete their elaboration of the English pronoy,
system, shown in Table 4-6.

In addition, children figure out that pronoun,
have antecedents that can appear in previous sep.
tences, or, more complicated, previous convers.
tions. For example, children become able to decode
sentences such as these: “Monica’s mother told hep
to come home. She (Monica’s mother) had some.
thing she (Monica's mother) wanted her (Monica)
to do.”

Syntactic development in this stage is both ap
expansion of forms children have already acquired
and the acquisition of some of the more difficult
semantic forms. Examples are shown in Table 4-7.

When they enter school, most children have
acquired most of the phonemes in the adult sys-
tem. However, some children are 8 or sometimes
even older before they finish acquiring all the pho-
nemes, and some may exhibit inconsistency in their
use throughout this stage of language development.
Among the last phonemes children acquire, usually
in this stage but sometimes earlier, are shown in
Table 4-8.

Most children entering school are decent conver-
sationalists, though they will continue to develop
proficiency with conversational discourse through-
out their vears in elementary school, and some-
times even beyond. Children in this stage are much
more adept at maintaining topics during a conver-
sation, they can clarify something they've said that
resulted in a conversational breakdown (called a
conversational repair), and they are now using in-
direct requests (i.e., polite forms) to get what they
want. Throughout their years in school, these con-
versational skills become increasingly important in
their interactions with peers.

As mentioned, children in this stage make the
transition from being primarily oral to being in-
creasingly literate, which requires proficiency
with narrative, classroom, and various expositor}
discourses.

The narrative abilities of children vary with the
circumstances in which they are telling a story, par-
ticularly who their listeners are, how much time
they have to tell the story, and whether there are
other people vying for a turn to talk. Their abilities
will also reflect the culture(s) in which they have
spent their years prior to entering school.

R. E. Owens (2008) described some of the cul-
tural differences in the narrative abilities of children



TABLE 4-6 English personal pronouns

- —m——— = e

Singular Plural
1st 2nd 3rd 1st 2nd 3rd

Subjective

Female she you you

Male he you you

Meutral " it, one we” they
Possessive

Female her, hers YOur, yours your

Male his your, yours your

Meutral my, mine* its, one's our* their, theirs
Objective

Female her you you

Male him you you

Meutral me* it, one us® them
Reflexives

Female herself yourself yourselves

Male himself yourself yourselves

MNeutral myself* itself, oneself themselves® themselves
| e ||

*Self-referring pronouns are assumed to carry the gender of the person using them.

TABLE 4-7 More adult syntactic forms children learn in

the early school years
[ —=

In the early school years, children learn how to:

* Expand noun and verb phrases (e.g., putting adjectives in
the correct order, as in "big black dog” and not “black big
dog”).

* lse some (not all) passive sentences (e.g., "The bone was
eaten by the dog” and not “The dog was eaten by the bone”).

* Use exceptions to the regularization rules for plural and
tense markers (e.g., ate, swam, drove, children, mice, deer,
sheep).

* Embed more complicated structures (e.g., “My friend has a
song | know you'll think is crazy”).

* Conjoin sentences with conjunctions other than and and but
(e.g., “You can have either this truck or that ong”, “We can't

go because it's raining").
e

in the United States, One example he provided is
the difference between the narratives of African
American and European American children, He de-
scribed the narratives of African American children
as being rambling tales with multiple events and
episodes, usually told with the intent to entertain

TABLE 4-8 Phonemes acquired last by most children
MR IS aee o 00 0. w oo o h oo Segnl Fopny o gy oD e S

as in she
as in thimble
5 asin see
z asinzip
a as in there
| as in lake
r as in read
3 as in measure

listeners. The narratives of European American
children, on the other hand, are more sequen-
tially organized. In contrast to both of these styles,
Japanese children's narratives are typically concise
and to the point, the focus being not to disrespect
the listener through wandering or embellishing.
Typically developing English-speaking children
at the beginning of this stage generally tell stories
that, while containing most aspects of a narrative,
cannot be considered a true narrative. According

Spoken Language 83



to R. E. Owens (2008), for most children, narrative
plots emerge sometime between 5 and 7 years, but
it isn't until age 7 that children begin telling stories
that are directed toward the resolution of some sort
of problem or conflict. When children develop this
ability, they also begin using stylized beginnings
and endings, such as “once upon a time” and “the
end” (or “they lived happily ever after”).

Sometime after about age 8, most of these chil-
dren begin telling stories that are more typical of
adult narratives (Hulit & Howard, 2011):

* Plots that are clearly defined and developed

* Problems or conflicts identified clearly and
resolved by the end of the story

* Details that are important but not superfluous

* Time and place clearly established and
developed

* Characters’ feelings, thoughts, and motives
developed throughout the story

In addition, children across cultures introduce dia-
logue for the characters in their stories, and they
develop an increasing ability to switch between
their characters and the narrator easily as their
story unfolds (R. E. Owens, 2008).

The unique discourse of the classroom is charac-
terized by a recurring pattern of the teacher impart-
ing information, requesting that the student display
their learning and/or understanding of that infor-
mation (i.e., the student’s knowledge), and evaluat-
ing the student’s response. For children in literate
homes, being asked to display what they know
through language is familiar because the adults
in their lives often use this form of discourse with
them. However, for many children, especially from
cultures other than white, middle-class America,
this type of language use can seem foreign and
intimidating,

Classroom discourse differs from conversational
discourse in several ways. The teacher chooses al-
most all the topics to be talked about; takes most of
the turns (i.e., spends much more time talking than
the students do); and determines whether, when,
and how long students talk, when students should
relinquish turns, and whether their responses are
correct or acceptable,

As students gain experience with classroom dis-
course, and as they encounter the ways in which
different teachers utilize classroom discourse,
they develop the ability to customize their own
participation to match their teachers' varying
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expectations. In other words, they learn how beg
to display their knowledge within the specific cop,.
text of each teacher’s mostly unspoken rules fo
classroom discourse.

The information conveyed by expository dis.
course is often unfamiliar to the student because
it uses abstract, enumerative, and logical means tg
convey information. In contrast, conversation ang
narrative both convey information that is familiar to
the student in a more concrete and not necessarily
purely logical manner.

Children making the shift from being primarily
oral communicators to acquiring the skills neces-
sary to develop proficiency as literate language
users are expected to learn to understand and
use various expository discourse styles. The most
prevalent types of expository discourse children
encounter in the early school years are description
and explanation. Both of these forms of discourse
differ from conversational and narrative discourse
in that they are more decontextualized. That is,
rather than referring to shared experiences, events,
or settings, they function to state facts or hypoth-
eses, to ask questions and draw conclusions, to in-
terpret, classify, synthesize, and summarize,

In addition, expository discourses typically use
a hierarchical organization scheme, in contrast to
conversation and narrative, which both use either
an event-driven structure (conversation) or a plot-
driven story grammar (narrative). The format of
expository discourse depends on the paragraph
(oral at first, then written) with a topic sentence
that states the main idea, the body of the paragraph
elaborating on the main idea, and a summary sen-
tence or sentences,

Later on during the school years, children en-
counter a more abstract and complicated exposi-
tory structure, argumentative discourse (also called
persuasive discourse). Most school-age children de-
velop some proficiency with the oral forms of argu-
ment or persuasion, which do not always contain
all the components characteristic of this type of dis-
course. However, when they enter middle school,
children begin learning about the formal charac-
teristics of argumentative/persuasive discourse and
are soon expected to be able to present written ex-
amples of successful arguments. We return to this
topic in the section on adolescent and adult lan-
guage development,

During the school-age years, children’s abilities
to understand and use figurative language expand



considerably. They become able to understand
and use various forms of humor, including riddles,
puns, and witticisms; metaphors, similes, idioms,
proverbs, adages, and maxims. This expanding abil-
ity with figurative language is described as metalin-
pguistic, metapragmatic, and metacognitive.

In this stage of language development, children
develop substantial metalinguistic ability, especially
as they meet the challenges of learning about defin-
ing words; identifying homonyms, synonyms, and
antonyms; resolving semantic ambiguities (e.g., “Vis-
iting relatives can be a nuisance"); identifying
sounds in words and learning their corresponding
letters in print; and identifying the various syntactic
and morphological characteristics of both oral and
printed language (E. A. Polloway et al., 2012).

One of the most critical metalinguistic abilities
for children is phonological awareness, which has
been identified as the best predictor for spelling
ability in elementary school (Nation & Hulme,
1997) and as a predictor of reading skills (Hogan &
Catts, 2004). Phonological awareness is the abil-
ity to recognize individual phonemes in spoken
language, that is, to identify the sounds, syllables,
and sound structure of words (R. E. Owens, 2008).
This ability also includes the ability to manipulate
sounds either through segmenting words or syl-
lables into their individual phonemes, or through
blending phonemes together to form syllables
or words.

To make the correspondence between sounds
and letters (i.e., to decode words) children rely on
their phonological awareness to identify the sounds
in the first place. Developmentally, most children
leaving second grade decode well enough to com-
prehend what they are reading, and by the end of
fourth grade, most will be able to decode fluently
encugh to use reading as a vehicle for learning.
However, some children do not develop these abili-
ties until they are older, which makes learning to
read and write more difficult and requires skilled
intervention from teachers knowledgeable about
these processes (E. A. Polloway et al., 2012).

Children in this stage of language development
also acquire a more elaborate understanding and
ability with the metapragmatic aspects of ma-
nipulating conversation, narrative, classroom, and
expository discourse, That is, they become able to
evaluate the specific requirements of each type of
setting (i.e., conversing with a peer, demonstrating
their knowledge to a teacher, disagreeing with a

TABLE 4-9 The pragmatic aspects of various learning
situations school-age children learn to manipulate

appropriately

School-age children learn to:
» Ideniify who has mare or less authority and how to change
ong's speaking or writing accordingly.

+  The degree of formality required in this situation, either with
a particular conversational partner or in the classroom (oral)
or for a specific audience of readers (written).

= The role of cultural diferences among participants in conver-
salions or classroom discussions, or ameng potential read-
ers of something written.

* How to manage conversational breakdowns with peers or
with teachers or other adults.

+  How to interrupt appropriately.

« How to manage other people's interruptions.
e = e S S e T e O ————— |

classmate) and how to manage the pragmatic as-
pects of each. The specific pragmatic aspects chil-
dren learn are shown in Table 4-9.

Children in the school-age years develop a third
meta, metacognitive ability, which allows them
to reflect on and manage their own thinking and
learning processes. The two metacognitive pro-
cesses that have been described most thoroughly
are comprehension monitoring and organiza-
tional and learning strategies (Paul, 2006). Com-
prehension monitoring involves recognizing when
one does or does not understand something (such
as a teacher’s instruction or something the student
is reading), an ability most children acquire be-
tween the ages of 5 and 8 (see Chapter 6). After
age 8, most children also begin to exhibit compen-
satory strategies, including:

* Recognizing they need help and asking for it

* Analyzing context for clues

* Reasoning through

* Checking to see if there is additional informa-
tion somewhere (e.g., overhead, chalkboard,
book, computer)

A related development occurs when children
begin to exhibit the ability to organize themselves
to process new information through such means
as analyzing what they already know or inferring
from what they already know (Wallach, 2007). For
instance, the child may ask herself a question such
as, “What do I already know about this?" or "What
do I need so I can understand this?” Or, she may
infer from what she already knows: “This is about
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whales. Whales are mammals. | know mammals are
warm-blooded, Does that mean whales are warm-
blooded, too?"

Adolescent/Advanced Language

By the time students reach adolescence, most have
achieved a myriad of abilities with the language
required for the intense social interactions they
engage in with peers, for manipulating literate lan-
guage forms, and for engaging in critical thinking
through reading and writing (Paul, 2006).

Adolescents continue to add to their vocabular-
ies, but they also further refine the meanings and
usages of the words they already know, such as dis-
covering how words are related through language
family (i.e., Greek and Latin), derivation (e.g., poor,
impoverish), meaning (e.g., antonyms, synonyms),
and sound (e.g., homonyms). By the time most
students reach late adolescence, they have learned
how to define words using more sophisticated
structures than they used in earlier stages of devel-
opment. For instance, where previously they might
define a word using simple, one-word descriptions,
during adolescence they become able to provide
definitions such as “An edict is a proclamation”
(superordinate term) “carrying the force of law”
(description of characteristics).

Most syntactic growth during adolescence oc-
curs across sentences rather than within sentences
although some occurs within sentences as well,
Adolescents begin using more coordinate and sub-
ordinate clauses, as well as sentence structures
more typical of literate (i.e., printed) language, in-
cluding low-frequency types that don’t work well
in oral language (E. A. Polloway et al., 2012). Their
sentences are usually longer and tailored for spe-
cific discourse types, and usually contain more
morphosyntactic markers to mark interrogatives,
negatives, and verb tenses than younger children
(E. A. Polloway et al., 2012).

Most adolescents can be skilled conversational-
ists, especially with their peers. They understand
that different listeners require different amounts
and types of background information, and they
know how to efficiently and effectively repair con-
versational breakdowns and how to request and
provide clarification when needed, They maintain
topics appropriately; take, maintain, and yield turns;
and interrupt according to the politeness rules of
their culture. R. E. Owens (2008) reported that,
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when conversing with peers, teens in the Uniteg
States—regardless of culture—use specific strage.
gies to make sure their listeners know what they're
talking about, they give both verbal and nonver.
bal positive feedback, and they respond directly tg
what their conversational partners have just said,

By adolescence, most students will also haye
mastered the art of negotiating classroom discourse,
regardless of individual variations in teachers ang
teaching styles. They will have read and written nu.
merous narrative pieces, giving them additional ex.
perience and practice with narrative discourse, and
they will have been exposed to a wider variety of
expository discourse. Nonetheless, during adoles.
cence, they continue to develop their skill within
discourse types, and they begin developing profi-
ciency with an argumentative/persuasive discourse,

As described earlier, argumentative/persuasive
discourse differs from the other discourse types in
that it puts forward a fact or proposition as a the-
sis, then uses a set of logically ordered statements
to support the thesis. Although argumentative and
persuasive discourse use the same formal structure,
they differ slightly in their basis. Argumentative dis-
course expresses a statement or proposition, along
with a set of supports for the proposition. A typical
example of argumentative discourse is an essay in
which the speaker or writer proposes an idea (the
proposition), provides several supporting statements
for the idea (the arguments), and a summary itera-
tion of why the arguments support the proposition.

Persuasive discourse offers a statement of belief,
along with a set of reasons describing how the be-
lief is “true” or should be believed. Advertisements
commonly use persuasive discourse in an attempt
to convince the listener or reader of the wvalidity,
superiority, or truthfulness of a particular product
Both argumentative and persuasive discourse can
express disagreement with facts, beliefs, or inter
pretation of events.

Argumentative/persuasive discourse is probably
the most abstract and decontextualized discourse
students experience and, with appropriate instruc-
tion, learn to understand and use, The nested or
ganizational scheme of this type of discourse
presents another level of difficulty for students, es-
pecially those with language or learning disorders
(E. A. Polloway et al., 2012). However, typically
developing children usually acquire some facility
with this discourse type by the end of this stage of
development.



One of the most striking developments in adoles-
cents’ language is their increased ease with figura-
tive language, particularly in spoken conversation.
One of the most obvious examples is slang, which
changes generationally and is influenced by mov-
ies, television, music groups, music videos, and the
various forms of electronic communications used
by adolescents. Because conversation with peers is
vitally important during adolescence, a proficiency
with slang is a basic prerequisite for belonging to a
peer group.

Reading is one of the primary ways adolescents
acquire experience with various types of figurative
language. If they attend schools in which writing
is stressed, they may also have experienced oppor-
tunities to practice using these figurative forms in
their own writing. Table 4-10 shows some of the
more common types of figurative language and ex-
amples for each.

By adolescence, much of the school process
rests solidly on the metas described earlier. Ado-
lescents must use their metalinguistic abilities to
analyze, manipulate, and synthesize both oral and
printed language. Writing is particularly demand-
ing because it requires students to focus or reflect
on and manipulate language forms, content, and
usages. Students with more experience in writing
tend to develop more skill with the metalinguistic
processes necessary to succeed in the secondary

TABLE 4-10 Types and examples of figurative language

e e e e S
Type of Figurative

Language Example

Metaphor “He's a machine," meaning rugged,

strong, invulnerable
Simile “She’s like a computer in math,”
meaning highly skilled

Allegory Extended narratives, usually poems,
parables, fables, etc., that convey a

hidden meaning

Irany Exprassing meaning through language
that usually means the exact opposite
ie.g., “He's s0 bad," meaning good,
cute, smart, funny, etc.)

diom “It's raining cats and dogs," meaning
it's raining hard

Safire Using language to make fun of some-

thing, the goal being to improve behay-

ior, policy, or proecedure (e.q., Gulliver's

Travels by Jonathan Swift)

e R —— ey

curriculum, particularly note taking, paraphras-
ing, summarizing, recognizing and using figurative
language forms, and understanding and using di-
verse literate styles in their own oral and written
language.

An advantage gained from developing skill with
figurative language is that, at the same time, these
students are developing strong metapragmatic
abilities. For example, deciding ahead of time
what to say (either orally or in print), how to say
it, the discourse type to use, and using humor ap-
propriately in discourse all demand metapragmatic
proficiency.

The secondary curriculum requires students to
be able to reflect on their understanding of what's
happening in the classroom and how they can most
effectively and efficiently learn what is expected of
them (i.e., metacognitive ability). Adolescents are
expected to independently devise learning strate-
gies that work best for them and to modify them
when they encounter new, more demanding learn-
ing tasks. To do this, they use their metacogni-
tive skills to, first, analyze what they know, what
they're expected to learn and how, and how best
to accomplish that learning, and, second, to apply
the results of their analysis. The development of
strong metacognitive skills allows adolescents to
become less dependent on specific support from
teachers and more independent in figuring out
their own unique learning strengths and needs and
how to use those strengths in order to meet their
learning needs.

The secondary curriculum carries special meta-
linguistic, metapragmatic, and metacognitive de-
mands. Students must negotiate multiple teaching
styles and communication rules, a wide assortment
of decontextualized language forms, increasing
amounts of work requiring increased length of time
focusing (including increased demand that students
be self-organizing), working independently, and us-
ing logical and critical thinking (Paul, 2006).

LANGUAGE DISORDERS

The National Dissemination Center for Children
with Disabilities (referred to as NICHCY, after its
original name) defines language disorders as “prob-
lems expressing needs, ideas, or information, and/
or in understanding what others say” (NICHCY,
2011). Some language disorders, called specific
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language disorders, or SLI, can occur after a period
of normal development through infection, tumor,
stroke, epilepsy, or brain injury (ASHA, 2008). Oth-
ers may be a consequence of other developmen-
tal conditions such as hearing loss, brain damage,
chromosomal anomalies, or motor functioning
disorders. Frequently, however, the cause for a lan-
guage disorder is unknown.

H. D. Nelson, Nygren, Walker, and Panoscha
(20006) estimated that between 2 and 19% of pre-
school children have some form of language im-
pairment, and Ziegler et al. (2005) reported that SLI
affects 7% of all schoolchildren.

Language Difference Versus
Language Disorder

It is imperative that teachers not confuse lan-
guage disorders with language differences aris-
ing from differences in dialect, culture, ethnicity,
or influence of a foreign language. Children from
culturally and linguistically diverse (CLD) back-
grounds can exhibit characteristics that, without
careful analysis, may be confused with a language
disorder.

The primary factor that differentiates a language
disorder from a language difference is that the way
children from CLD circumstances learn language
(both primary and secondary) is significantly differ-
ent from the way children with language disorders
learn. Although children with language disorders of-
ten have difficulty acquiring new language content,
forms, or usages, children from CLD families usually
show no such difficulty when given appropriate in-
struction, a topic we address in the assessment and
teaching sections.

BOX 4-12

R. E. Owens (2008) stressed that the way chijl.
dren from middle-class, English-speaking Americap
families learn language is not culturally universa]
nor is the way families regard verbal communica.
tion consistent across different cultures. Oweng
gave the example that in some Latino families,
the emphasis for children learning language is “tg
be silent and thoughtful, to listen, and to hesitate
before speaking” (p. 416). Another example from
Owens contrasts the way middle-class, white Amer-
icans teach their children language through the use
of Motherese and/or the mother acting as a lan-
guage assistant or coach with the way inner-city
Puerto Rican and African American children learn
language, which is primarily through socialization
with peers.

Determining whether a child has a language dis-
order or is simply a “late bloomer” can be difficult,
particularly in young children. ASHA (2011c) re-
ported four factors that differentiate slow language
development from a true language disorder, shown
in Box 4-2.

Children who are non-native English speakers
can sometimes exhibit characteristics that can be
mistaken for language disorders. For instance, chil-
dren learning English at the same time they are
learning academically can struggle academically, go
through periods when they appear silent, and in-
termingle words and phrases from both languages
(Roseberry-McKibbin, 2001). Children learning a
second language require 2 years to acquire the
basic interpersonal language abilities involved in
context-sensitive conversational speech, and it can
take them 5 to 7 years to acquire the decontextual-
ized language of academics at a level commensu-
rate with their peers (Roseberry-McKibbon, 2001).

Factors that Differentiate Slow Language Development from aTrue Language Disorder

* Age-appropriate receptive language abilities are
typical of late bloomers, while the receptive lan-
guage abilities of children who have language dis-
orders are usually significantly delayed.

* Children who use a large number of gestures as-
sociated with different communicative intentions
are more likely to catch up to their peers in lan-
guage development (i.e., they are likely to be late
bloomers).
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* The older the child is who is still behind her or
his peers in language development, the more likely
that child will have a language disorder and will not
catch up, especially if she or he exhibit slow growth
when peers are in a period of rapid progress,

* Children showing little progress in language de-
velopment are more likely to develop language
disorders than slow talkers who continue to make
noticeable changes in their language.



Compared with their peers during these years,
the language abilities of children from CLD back-
grounds can be mistakenly thought to represent
language disorders. Pena and Bedore (2008) ar-
gued that most CLD children are sequential bilin-
guals, learning first the language spoken at home
and beginning to learn a second language only
when they begin formal schooling. Until recently,
little was known about the language development
of sequential bilingual children, how to properly
assess their language abilities, and how to design
appropriate instruction or intervention and instruc-
tion. However, Pena and colleagues (2007), utiliz-
ing information about language development in
bilingual children with and without language im-
pairments, described methods that distinguish be-
tween language difference and language disorders
and intervention/instructional techniques that work
well with CLD children. Some of their methods and
techniques are described in later sections on as-
sessing language and teaching spoken language.

Language-Based Learning Disabilities

E. A. Polloway and colleagues (2012) reported that
language-based learning disabilities (LLD) are the
most common type of learning disability, primarily
because most learning disabilities involve deficits
in reading, writing, or spelling, which are based on
oral language abilities. LLDs are believed to include
the child's phonological, semantic, syntax, prag-
matic, and discourse systems.

School-age children diagnosed with LLD often
have a history of delayed speech and language
development during preschool. ASHA (2011c) de-
scribed the risk factors associated with LLD, as well
as some of the problems typically exhibited by chil-
dren with LLD, shown in Box 4-3.

ASSESSING LANGUAGE

In school-age children, language assessment is driven
primarily by the purpose and goals for instruction,
and, if necessary, intervention. With students of any

age, the overall purpose of assessing language skills
is to learn what the student’s needs are to design

appropria i 25, classroom modifi-

ions, and accommodations in order to help the
student succeed, For young children (and older ad-
olescents and adults with severe language impair-
ments), the primary goal of language assessment
is to determine their level of development to assist
them in moving to the next developmental stage.
Once children reach school, however, the goal of
language assessment shifts to determining whether
their language abilities are developed well enough
for them to make the shift from orality to literacy to
succeed in the academic environment. For elemen-
tary students, language assessments focuses on dis-
covering how (and how well) they use language to:

¢ Participate successfully in the classroom

* Talk about language and its parts

* Understand and tell stories

* Learn to read, write, and spell

* Comprehend the various types of expository text

For adolescents, language assessment is aimed at
discovering:

* How adept they are with the social discourse
used by their peers

How they interact with literate language forms,
including the various discourse genres charac-
teristic of the secondary grades

The extent of their metalinguistic, metacognitive,
and metapragmatic abilities and how successful

they are in exercising them appropriately for
learning

Risk Factors Associated with Language Learning Disabilities

Difficulties in these areas are highly correlated with
LLD:

* Learning the alphabet

Retrieving specific words

* Learning new vocabulary

Understanding questions and directions
Recalling spoken or printed letters and numbers

* Understanding and recalling stories or classroom
lectures

*  Discriminating left from right

* Learning sound-letter correspondences

* Mixing up letters in words when writing

+ Spelling

* Memorizing multiplication tables

= Telling time
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Culturally and Linguistically
Diverse Backgrounds

As discussed previously, students from CLD back-
grounds sometimes exhibit language characteristics
similar to those shown by students with language
disorders. Because these characteristics sometimes
represent an actual language disorder or delay, an
assessment may be recommended. R. E. Owens
(2010) suggested a set of recommendations for
whether a language assessment is indicated for stu-
dents learning English as a second language, and, if
s0, how to conduct the assessment. The recommen-
dations, shown in Table 4-11, are based on degree
of proficiency with both English and the students’
first language.

Damico, Smith, and Augustine (1996) devised an
assessment strategy, regarded highly by teachers
and speech-language clinicians, for students from
CLD backgrounds. Their strategy entails five as-
pects, shown in Table 4-12.

Pefia and Bedore (2008) reported that identify-
ing language disorders in bilingual children and
designing appropriate language instruction is
challenging for two reasons. First, the tests avail-
able for assessing children’s language do not ac-
curately discriminate between bilingual children
with and without a language impairment. Second,
although there are many models for planning lan-
guage intervention and instruction for CLD chil-
dren, there is little evidence-based research that
describes what actually works. Further, determin-
ing the most effective language of instruction for
bilingual children is fraught with political and
cultural differences of viewpoint and power. We
describe some evidence-based strategies and in-
struments that can be used in assessing CLD stu-
dents next,

Types of Assessment

Two types of assessment are typically used tp
evaluate students' language, standardized angd
nonstandardized,

Standardized assessments compare students’ lap.
guige development with other children of the same
chronological age. Standardized tests are designed
to be administered and scored the same way ‘each
time, usually in a quiet room with no one present
except the student and the examiner. As a result,
standardized tests do not reflect a student’s ability
to use language in contexts other than the testing
situation. In addition, standardized tests tend to un-
derestimate the language abilities of children for
whom English is not their native language. Conse-
quently, assessment also includes the use of non-
standardized approaches. Table 4-13 shows some
of the more commonly used standardized instru-
ments used for assessing language.

ASHA (2011b) offers a complete listing of cur-
rently available test instruments and assessment re-
sources for language disorders.

Nonstandardized assessment procedures include
criterion-referenced procedures, curriculum-based
language assessment, developmental scales, inter-
views, questionnaires, observational checklists, lan-
guage sampling, and dynamic assessment.

Criterion-referenced procedures assess the child’s
ability to attain a certain level of performance. They
are used, first, to establish what the child knows
about a specific language function, form, or con-
tent, and, second, to design instructional targets
based on the results. Criterion-referenced ap-
proaches are usually used with school-age children
and adolescents.

Curriculum-based language assessment is the
process of evaluating the student’s use of language

TABLE 4-11 Guidelines for assessment of students from culturally and linguistically diverse backgrounds

Bilingual English Proficient

Limited English Proficient (LEP)

Limited in English
and Native Language

* Proficient in both the native language = Proficient in the native language but * Experience difficulties in both the native
and in English. nol in English. language and in English.
+ |l an assessment Is neaded, conduct it *  Conduct the assessment in the stu- +  Conduct the assessment in whichever
in English. dent’s native language, as mandated language is dominant and most appro-
by federal law. priate for assessment, instruction, and

intervention.
T T T S el |

Source: Adapted from Language Disorders: An Approach to Assessment and Intervention (Sth ed.), by R. E. Owens Jr, 2010, Upper Saddle River, NJ;

Allyn & Bacon/Pearson Education,
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TABLE 4-12 Five strategies for asssssmg students from CLD bsckgmunds
1 e L e e ———— == e - — - =

1. Build a collabora-
tive team, including
the student and her

2. Utilize the teacher 3. Design a dluarsit',r

framework into
the assessment

assistance team
before referring

4, chus on iun::tit:malltmr

5. Use all collected
data to determine
the student’s

or his parent(s) to the student for process. communicative
include members special education and linguistic
wha bring: testing. competence.
« Knowledge of lan- Design modifica- » Determine which of Observe the student
guage and assess- tions for the stu- the difficulties of the within the context of how
ment instruments dent that provide student exhibits are successful the student is
and procedures time and learning attributable to the as a communicator in a
(SLP) supports to the CLD background. variety of school contexts,
»  Knowledge of the “cent + Use functional as- Tocusing on:
student's culture Assess how the sessment procedures * How effectively the
(cultural informant) student is as- to describe the stu- student communicates
+ Knowledge of the similating after the dent’s communication meaning
academic curricu- modlfjcaliﬂns have and academic per- «  How fluently the stu-
lum (teacher(s]) besn in place for a formance in various dent communicates
student's strengths Students with . . + How appropriately the
; typical language/ ties, then determine ;
and needs in ¥p student communicates
learning will as- whether features of 3
the classroom arning ; . meaning
classroom instruction
(teacher(s]) similate more _
quickly and eas- or the student's cog- Use a rating scale, proto-
= Knowledge of bilin- ily than students nitive and linguistic col, or checklist to guide
gualism (bilingual with language abilities account for observation.
teacher) disorders. the difficulties. Use structured probes
= Use the collected such as guestion-answer,
data to decide role-playing, interactive
whether the student's computer probes.
difficulties are most  »  Use behavioral sampling
likely attributable to such as a video or audio
culturalflinguistic dif- recording of the student
lerences, disorders, performing a required task.
or a combination.
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Source: Adapted from “Multicultural Populations and Childhood Langunge Disorders,” by |. 5. Damico, M. Smith, and L. L.Augustine, in Childhood
Language Disorders (pp. 272-299), edited by M. Smith and ]. 5. Damico, 1996, Mew York: Thieme Medical Publishers.

TABLE 4-!3 Csmmsnly used standardized Ianguags assessment mstruments

[ - e—— i~ E
Clinical Euaruanc:n of Language Fundamentals (4th edition) (Semel, Wiig, & Sscurd}
Detrait Test of Learning Aptitude (4th edition) (Hammill & Bryant)

Expressive One-Word Picture Vocabulary Test (4th edition) (Martin & Brownell)
Pragmatic Language Skills Inventory (Gilliam & Miller)

Sequenced Inventory of Communication Development (Hedrick, Prather, & Tobin)

Test of Adolescent and Adult Language (3rd edition) (Hammill, Brown, Larsen, & Wiederholt)
Test for Auditory Comprehension of Language (3rd edition) (Carrow-Woolfolk)

Test of Early Communication and Emerging Language (Huer & Miller)

Test of Early Written Language (Hresko)

Test of Language Development—Intermediate (Hammill & Newcomer)

Test of Language Development— Primary (4th edition) (Newcomer & Hammill)

Test of Phonological Awareness Skills (Newcomer & Barenbaum)

Test of Pragmatic Lsnguags {End sdlt:sn) {F’hslps-Tsrssskl & Phslps Gunn)
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| TABLE 4-14 Types of data used in curriculum-based language assessment

TABLE 4-15 Lan

Product Analysis Oniooker Observation

Participant Observation

i [ i — Arnarisa, an 8-year
* Lecture notes ¢ Classroom observation . Obserlver utilizes dynamlcdgssessment as th; studentl allempts_ o that ohe has bes
of aftention, listening, a curricular task (e.g., reading a passage and answering questions), o rd. Shd Mo

* Written assignments Y i '
communicalive expression,  «  (Observer addresses four questions: development was pr

+ Class notes

i : Wnguege ussge + Which external contextual demands influence how the student 4. Administer the Cc
el »  Videos of the student in the processes the information? has been shown t
* Portiolios claesmom + What linguistic abiliies does the student bring to the task? 2. Observe Amarisa

* (B * What new linguistic abilities or strategies would help the student Bl cukalai
improve in this situation? 3. Analyzeda langua

o i nd modal auxili

+  What contextual modifications would help the student achieve o s s
success? 4, Admlmster_the Di;
e e e T Sl r=ry o~ to be nonbiased &

Source: Adapted from Language and Litzracy Disorders: Infancy Through Adelescence, by N.W. Nelson, 2010, Upper Saddle River, Nj:Allyn & Bacon/

Pearson Education.

in attempting to learn the curriculum (N. W, Nelson,
1998). Nelson's recommendations for curriculum-
based language assessment are still used today and
are shown in Table 4-14.

Developmental scales are used more often with
children in the emerging and developing stages of
language development. These scales provide de-
velopmental milestones against which the child is
compared in order to determine where along the
scale a particular aspect of language development
lies. Interviews, observational checklists, and ques-
tionnaires are used to collect information about a
child’s use of language in specific situations. Evalu-
ators use interviews, observational checklists, and/
or questionnaires with parents, caregivers, teachers,
and students of all ages.

Language sampling is a technique aimed at dis-
covering detailed information about the child’s use
of the structural aspects of language, specifically,
syntactic and morphological forms. Examples in-
clude the number of morphemes per sentence,
number and type of embedded clauses, number
and type of conjunction, complex sentence us-
age, proportion of simple to complex sentences,
type of complex sentences used, and number of
disruptions.

Dynamic assessment is a method used to ob-
serve how a child changes a language behavior
when given structured help. First, the evaluator
determines what the child knows about a spe-
cific language behavior (e.g., including setting in
a story). Then, in a series of sessions called medi-
ated teaching, the evaluator provides information
and supports the child uses to begin incorporating
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the language behavior. For a detailed description of
dynamic assessment, see Lidz and Pefia (2009).

Assessing CLD Students

Pena and colleagues (2007) advocated using a
greater number of informal measures than standard-
ized tests in assessing the needs of CLD children,
primarily because most standardized instruments
have been designed for and normed using children
for whom English is the primary language. They
provided a list of procedures to use in assessment
that leads to designing appropriate instruction for
CLD children.

Table 4-15 illustrates the process used to, first,
assess the language abilities of an 8-year-old African
American girl in the second grade, and, second, to
use mediated instruction as a means for discover
ing the student’s responsivity to learning how to in-
clude character descriptions in stories.

Assessing Students Who Might Need
Augmentative or Alternative Communication

Students with certain disabilities often need to us¢
augmentative or alternate communication (AAC) s¥*
tems in order to communicate. Augmentative and
alternate communication refers to methods peDPl"
use to communicate when speech may be difficul®
The most common of these methods involve facid’
expressions, gestures, and writing. According U
ASHA (2011a), AAC “includes all forms of communt®
cation (other than oral speech) that are used to €X
press thoughts, needs, wants, and ideas” (para. 1)

Test/Procedure

Comprehension Sub
Stanford-Binet Test ¢

Diagnostic Evaluatio
Variation Screening

Language sample

Given these results,

responded to this typ
episode structures ir
Mediated Instructior
To teach Amarisa the

Teaching Sequence
1. Show Amarisa Thi
2. Tell Amarisa what
3. Using the stary, he
4

. If Amarisa describ
help her evaluate

w

. Help Amarisa plar
. Help Amarisa resf
7. Help Amarisa figu

=]

Strategy
s
What you're going to

Why that's important




TABLE 4-15 Language assessment and mediated instruction for an 8-year-old speaking AAE
B o o T mmrtae sz —— e R e e T e e e e S|

Amarisa, an 8-year old African American girl, is in second grade. Her teacher, Ms. Rodriguez, indicated in her weekly team meet-
ing that she has been concerned about Amarisa’s ability to understand classroom instructions and to answer questions in the

classroom. She also indicated that Amarisa uses African American English dialect, and she wanted to make certain her language
development was progressing appropriately. The speech-language clinician recommended the following assessment procedures:

1. Administer the Comprehension Subtest of the Stanford-Binet Test of Intelligence Scale (Thorndike, Hagen, & Sattler, 1986), which
has been shown to be unbiased toward CLD children.

2. Observe Amarisa in the classroom and interview a family member to determine how well she communicates in the classroom
and outside it.

3. Analyze a language sample to determine whether Amarisa produces complex sentences and uses various conjunctions, articles,
and modal auxiliaries.

4. Administer the Diagnostic Evaluation of Language Variation Screening Test (a nonword repetition task) because it has been shown
to be nonbiased toward CLD students,

Results of Assessment Procedures

Test/Procedure Score/Resuit Significance
Comprehension Subtest of the Standard score = 99 Mean score = 50
Stanford-Binet Test of Intelligence Scale

Diagnostic Evaluation of Language Language variation status Mo further testing
Variation Screening Test Strong variation from mainstream American English

Diagnostic risk status

Developing language normally. Amarisa converses easily with family
and friends and interacts easily with peers outside the classroom. Her
mother reports that Amarisa is shy about talking in the classroom.

Language sample Amarisa’s use of AAE indicates that her language development is
typical for children her age speaking AAE.

Given these results, the team designed a mediated instruction lesson for Ms. Rodriguez to use with Amarisa to see how she
responded to this type of instruction. Because Amarisa enjoys books and stories, the lesson centers on including appropriate
episode structures in a story.

Mediated Instruction Lesson—Providing Character Information in a Story Point of the Lesson

To teach Amarisa that stories should contain information about the characters.

Teaching Sequence:

1. Show Amarisa The Ugly Duckiing and have her retell the story. Remind her before she begins to describe the characters.
2. Tell Amarisa what you're going to do in this lesson and why it is important.

3. Using the story, help Amarisa describe the main characters.
4

. If Amarisa describes the characters without much help from you, help her extend the concept to another story. If she has difficulty,
help her evaluale why it is important to describe the characlers in a story.

Help Amarisa plan how to describe the characters when she tells another story.

& o

- Help Amarisa respond to the questions throughout. Use prompts, cues, and models as needed to support her.
7. Help Amarisa figure out how she can remember to describe the characters next time she tells a story.

What You Did to
Strategy Examples of Instruction Support Amarisa How Amarisa Responded

What you're going to do. "Tc&éy wa're going to talk about Peinted o cock Lokeol cavefully at the characters
telling stories, When we tell stories,  cravacter as [ tolked
we usually describe the characters.”

Why that's important. “Telling about the characters is im- Ackeel Amorise haw she waulel U tall andl ig eyes are bras Lo
portant because it tells your listener  desoribe who she. is aud what like as ice arecm ome”
who they are and what they are like." she’slike

(continued)
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TABLE 4-15 (Continued)

e mam =

What You Did to

L _

Strategy Examples of Instruction Support Amarisa How Amarisa Responded

Help Amarisa describe the “Let's lock at The Ugly Duckling skl Amorise whot mode "She pretty She grean and shin

main characters, again. Let's see if we can describe the mrther duck ladk differ-  The baby bizser than the sthers gy
the mother duck, the duckling, and the  eut from the sthers Tittore.  Kindo brow e feel bod beoause 4h
old woman." Help Amarisa describe ~ fhe boby sthers teose him”

Help Amarisa extend the
concept to another story.

Help Amarisa plan.

Help Amarisa generalize her
learning.

who they are and whal they look like,
“What dees the mother duck look
like?" “What does the baby duck look
like?" “What can you tell me about
the baby duck?" Help Amarisa use
descriptive words and phrases.

How would you change the story if
there were a dog and a cat instead
of ducks and a swan? What would
you say about the dog and the cat?
“Would the dog and cat do the same
things as the duck and the swan?"
“Have you ever read or heard an-
other story that described things
about the characters?” If not, present
a familiar story and help her discover
the character information.

"The next time you tell a story, what
are you going to remember to put

in it?"

“We've been talking about describing
the characters in your stories, How
are you going to remember to de-
scribe characters when you make up
your cwn stories?”

e e e T

eSSy ST ST —"

Td s the :x'a; WS i?i? el "uf':'T g
the oot was wm{?t.ﬂ-ﬂoll ol

kot the chavpotors ok ke and
feel”

*How the ek ook whes he st bis

self i the water! He beasdiful”

AAC systems, both unaided and aided, are used by
people with severe speech and/or language prob-
lems to either supplement or replace nonfunctional
speech. Unaided communication systems are those
that utilize the speaker’s body to communicate by
using gestures, body language, facial expressions,
and/or sign language. Aided communication systems
require some sort of tools or equipment and include:

* Paper and pencil

* Codes

Communication boards or books
Communication charts

Speech generating devices (SGDs) such as com-
puters or voice generators

* Written output

a & @

Communication aids and electronic devices can
include representations of objects, events, and
people using pictures, photographs, drawings,
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letters, words, sentences, special symbols, or any
combination. Assessment for students using AAC
systems or devices should focus on whether the
student would benefit from a low-tech device
such as pointing with a headstick or laser light, or
from a high-tech device such as a computer that
produces synthesized speech. In addition, assess-
ment should include attention to the suitability of
the symbol system used (iconic symbols are easier
for younger children, while more abstract symbols
may work for older students); whether the system
or device is easy for the child, family, and teachers
to use; the social effectiveness of the system; and
its suitability for promoting language development
(E. A. Polloway et al., 2012).

E. A. Polloway and colleagues (2012) argued
that adolescents who enter secondary school us
ing an AAC system or device will benefit from a
assessment addressing several issues. Specificall



they recommended that the assessment should ask Every state publishes a list of standards using a va-
whether the current AAC system or device: riety of categories and subcategories to specify what
its citizens have agreed are the critical aspects of
learning they want their children to achieve as a con-
sequence of public schooling. Although this varies,
the academic standards most likely to be addressed
on IEPs for students with language disorders include:

e s adequate, for the communication demands of
the secondary curriculum

* Is equal to the student’s cognitive abilities

* Can expand to meet the student’s developing
communication and cognitive growth

* [s appropriate for nonacademic communication * Communication
needs * Listening

* Can be maintained independently by the student * Receptive language
in vocational, recreational, domestic, and aca- * Expressive language
demic seftings; if not, how maintenance will be ¢ Speaking
provided ® Reading

* Writing
¢ Mathematics

TEACHING SPOKEN LANGUAGE * Science
* Spelling
One of the most effective ways to teach spoken lan- * Literacy

guage is within the context of academic learning
standards. For students who qualify for special edu-
cation services, IDEA 1997 and its reauthorization
in 2004 mandate that their individualized education
programs (IEPs) be linked with their state learning
standards so that their IEP goals, objectives, and
benchmarks reflect the learning standards deemed
most appropriate for them by the school-based
team. The linking process involves first identifying
the state standards applicable to the student’s age
or grade level, and second, generating annual goals
and benchmarks geared to help the student achieve
the applicable standard or standards.

In many states, these categories may be subsumed
into a broader set of learning standards, as in Indi-
ana, which categorizes its Common Core Standards
into English language arts, Literacy Standards for
Science, Literacy Standards for Social Science, Lit-
eracy Standards for Technical Subjects, and Math-
ematics (Indiana Department of Education, 2011).
Table 4-16 shows details of the Indiana Speaking
and Listening Standards subset of the English Lan-
guage Academic Arts standards for Grade 2.

For a second-grade student with a language disor-
der, the team might decide that the Comprehension

TABLE 4-16 Example of spe::mc Englnshilanguage arts standards for grade 2 Indiana students

[+ 0L = st WA = PG i e aew s e —— Lo s 2 =

Comprehension and Coliaboratlon

2.5L.1 Participate in collaborative conversations with diverse partners about grade 2 topics and texts with peers and adults in small
and larger groups.

a. Follow agreed-upon rules for discussions (e.g., gaining the floor in respectful ways, listening to others with care, speaking
ane at a time about the topics and texts under discussion).

b. Build on others' talk in conversations by linking their comments to the remarks of others.
c. Ask for clarification and further explanation as needed about the topics and texts under discussion,
2.5L.2 Recount or describe key ideas or details from a text read aloud or information presented orally or through other media.

2.8L.3 Ask and answer questions about what a speaker says in order to clarify comprehension, gather additional information, or
deepen understanding of a topic or issue.

Presentation of Knowledge and Ideas

2.3L.4 Tell a story or recount an experience with appropriate facts and relevant, descriptive details, speaking audibly in coherent
sentences.

25L5 Create audio recordings of stories or poems; add drawings or other visual displays to stories or recounts of experiences when
appropriate to clarify ideas, thoughts, and feelings.

2 SLE Produce complete sentences when appropriate to task and situation in order to prmrlde requesied detail or clarification.
E= o= - e S e S
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and Collaboration standards in the table represent
the most appropriate standards for this particular
student. The student’s annual goal could be derived
from the performance descriptor (e.g., “The student
will participate in collaborative conversations with
diverse partners about Grade 2 topics and texts
with peers and adults in small and larger groups™.
However, instead of expecting the student to meet
all the standards listed under 2.5L.1, the team
might conclude that, for this student, a more real-
istic objective would be to target the first objective
(i.e., “The student will follow agreed-upon rules
for discussion [e.g., gaining the floor in respectful
ways, listening to others with care, speaking one
at a time about the topics and texts under discus-
sion]”) by dividing it into three steps and design-
ing goals for each: gaining the floor in respectful
ways, listening to others with care, and speaking
one at a time about the topics and texts under dis-
cussion. The IEP would then specify these steps by
describing:

* Present levels of education performance, the
student's learning strengths, and how the stu-
dent’s disability affects his or her progress in the
general curriculum

®* Which people and/or programs are going to
be involved in assisting this student meet these
objectives (including personnel, frequency, loca-
tion, and duration of services)

TABLE 4-17 Section 504 classroom modifications

® Goals and objectives (the four aspects of stage 4)
including how they will be evaluated and by ’
what objective criteria, and expected date of
accomplishment

For those students who do not qualify for speciy
education services, instruction linked to state leam.
ing standards can be designed using a Section 504
plan, which provides a way to specify the accom.
modations and modifications necessary to ensure
the student’s success (L. Miller & Newbill, 2000).

Using the same process described previously for
linking an IEP to learning standards, the team can
link the 504 plan to standards and specify a learning
plan for the student. An example is a fourth-grade
student whose psychoeducational report shows
slow processing speed and some language delays,
neither of which interferes enough with academic
functioning to be considered a disability under
IDEA. The school-based team members designed
a Section 504 plan using the standards shown in
Table 4-16. The team concluded that, with appro-
priate classroom modifications, all of the standards
listed were appropriate for this student. The modi-
fications they generated, based on L. Miller and
Newhill (20006), are shown in Table 4-17.

Children entering elementary school face formi-
dable challenges if they have language disorders,
particularly when they are expected to make the
transition from the world of oral language into the

- e ——————n I S | £ e R R S S P G PN ] i L DL R S R B AR i WA R e R i i
1. Because of slow processing speed, target modifications toward completing work without losing motivation.

« Allow more time lo complete assignments when practical. However, long extensions for projects often encourage procrastination.,
Break big assignments inlo smaller parts and give small amounts of extra time for specific parts when needed,

+ Reduce assignment length and amount wherever possible. If the student has been working diligently for the whole time period
allotted for a specific assignment, give full credit for that assignment and move on.

«  Allow the student to demonstrate mastery in diffierent ways (e.qg., orally, on video, etc.).

Limit homework time. Agree with the student and his parents on a reasonable and developmentally appropriate amount of time
for homework each day and accepl what can be completed in that amount of time. Prioritize assignments so essential work can
be completed first,

Clearly identify who is responsible for tracking all work. Classroom leacher, sludent, parents, and support staff (e.g., the speech-
language cliniclan) might need to provide a supervised place for untimed tests o be taken,

2. Because of mild language delay, larget modilications toward impraving test scores.

Allow for unlimited tests, which have been shown to best support studants with slow processing speed. Although students with
weak atlention controls often waste exira lime, students wilh slow processing speed and adequate attention controls often see
significant gains in test scores when lests are untimed. Frequently they don't need a lot of extra time, but knowing they have as
much time as they need lowars anxiaty and actually improves processing spaed,

Clearly idenlify who is responsible and who can provide a supervised place for untimed tests to be taken.

Source; Adapted from Section 504 in the Classroom: How to Design and Implement Accommodation Plans (2nd ed.), by L. Miller and C. Newbill, 2006,
Austin, TX: PRO-ED.
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literate world of print. These children have particular
difficulties when the curriculum shifts from teaching
them to read to using reading as a way to learn.
Perhaps the most important aspect of language in-
struction for elementary age children with language
disorders is literate language forms and metalinguis-
tic, metapragmatic, and metacognitive ability.

Literate Language Forms

The most pertinent literate language forms
elementary-age children and adolescents encounter
are the discourse genres (narrative, classroom, and
expository discourse) and figurative language.

L. Miller, Gillam, and Pena (2001) advocated
teaching students about narrative discourse through
the use of dynamic assessment and mediated teach-
ing. Their approach involves having the student
first look through a wordless picture book (they
used Two Friends [L. Miller, 1999b] and Bird and
His Ring [L. Miller, 1999a]) and then tell the story
the pictures tell.

Using a protocol they developed, teachers ana-
lyze these aspects of the story as a baseline mea-
sure for comparison with a second story the child
tells following two mediated teaching sessions:

® Story Components:
* Setting: Time and Place
* Character Information
* Temporal Order of Events
* Causal Relationships

* Story Ideas and Language:
* Complexity of Ideas
* Complexity of Vocabulary
* Grammatical Complexity
* Knowledge of Dialogue
* Creativity

After the first story has been analyzed, the teacher
then conducts two mediated teaching sessions in
which they utilize this set of mediation strategies to
support the student’s learning about stories:

1. Intention to teach—the teacher explains
what the goal is for the session.

2. Meaning—the teacher explains why the goal
they're addressing is important in telling good
stories.

3. Example—the teacher shows the student spe-
cific examples of the targeted story structure
or element.

4. Planning—the teacher helps the student think
about what new skill(s) he or shue has learned

and how the student will use it the next time
he or she tells a story.

5. Transfer—the teacher summarizes the session
to help the student think about using his or
her new narration skill in related situations
(story time, show-and-tell, etc.).

6. Hypothesizing/transcendence—by asking
a series of “what if” questions, the teacher
helps the student develop some metacognitive
awareness of alternative strategies or
responses in telling the story.

7. Self-evaluation—the teacher helps the student
become aware of his or her own learning.

The mediation sessions are designed to be fluid
and dynamic interactions, rather than static lessons.
The idea is to provide the student with support, ex-
planation, examples, and opportunities to try things
out, all the while focusing on what it is that makes
a story good, that is, worth listening to.

Following the mediation sessions, the teacher
has the student tell a second story, using a different
wordless picture book, which they analyze using
the same criteria used to analyze the first story. By
comparing the student’s performance on each as-
pect of narration, the teacher can determine which
areas need to be targeted for instruction and which
are likely to develop on their own given adequate
opportunities to interact with stories.

E. A. Polloway et al. (2012) described an ap-
proach for teaching narrative discourse to use with
students whose language skills are developed well
enough that they can use printed worksheets as a
guide, as shown in Table 4-18. Students can use
the worksheets as they analyze a story they've
heard or read in order to determine its story ideas
and language, story components, and episode
structure.

Adolescents are expected to understand and ma-
nipulate more complex aspects of stories that in-
clude, according to C. M. Scott (2012):

* Understanding what motivates characters

¢ Identifying how characters feel and plan in
response to the main problem or conflict

® Drawing inferences based on what the author
presents in the story

* Summarizing episodes and the story as
a whole

* Providing listeners (or readers) with enough
cohesive markers (e.g., pronouns, conjunctions,
ellipses, definite articles) that they know how
things in the story hang together

Spoken Language = 97



TABLE 4-18 Worksheets for narrative discourse
_
Story Components
This story takes place and

(where) (when)

The main character

(describe what he or she did, looked like, said, thought, felt)

Events in this story happened in this order

(first, next, then, and then, last)

Events in this story happened because

{describe why things happened as they did)

Story ldeas and Language
The literal events that occurred in this story are

Some things that happened that weren't described in words were

Some things this story could mean that weren't described in words were

Some words that were used that mean more than one thing were

Some examples of figurative words used in this story are

(simile, metaphor, irony, satire)

Some examples of grammatically complex sentences used in this story are

(compound, complex, compound/complex)

An example of dialect | particularly liked and why are

Here's what made this story interesting

Episode Structure
Here's what happened to start the story

(the problem or conflict)

Here's what the main character(s) did in response to the problem or conflict

Here's how the main character(s) felt about the problem

Here's what the main character(s) intended tc do about the problem or conflict

Here's how the problem was solved

Here's how the main character(s) reacted to the solution

If there was another episode in this story, what happened to start it?

How did the main character(s) in this episode react to the problem or conilict?

How did the main character(s) feel about this problem or contflict?
How was this problem or conflict resolved?

If there was more than one episode, how were the episodes related to each other?

How did the overall stary end?

‘ How did the main character(s) feel about how the overall problem or conflict was resolved?
‘ I Source: From Language Instruction for Students with Disabilities {4th ed., pp. 224-225), by E.A. Polloway, L. Miller, and T. E. C. Smith, 2012, Denver: Love.
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In the secondary grades, students encounter
a variety of forms of narrative discourse, each of
which, while obviously exhibiting the primary as-
pects of narrative discourse, exhibits a unique set
of characteristics. According to E. A. Polloway,
Miller, and Smith (2004), some of the most com-
mon are:

* Novel

* Comic book

* Folktale

* Myth

* Tall tale

* Personal essay

¢ Autobiographical narrative
* QOral history

* Creative nonfiction

Novels, regarded almost as prototypical nar-
ratives, utilize numerous linguistic and organiza-
tional devices to convey their intent. For instance,
Lenard-Cook and Miller (2011) described three
possible voices in a novel: the narrator (or narra-
tors), the author, and the implied author. The narra-
tor (or narrators) is the character (or characters) in
the story; the author is the person who wrote this
story (and possibly others); and the implied author
is the personality or character a reader attributes
to the author, regardless of whether that person-
ality or character bears any actual resemblance to
the author. Each author’s unique blend of syntax,
semantics, figurative language, and presence or ab-
sence of lyricism results in a characteristic “voice”
that readers associate with that particular writer.

Further complicating narration is the fact that
narrators tell their stories using a particular point
of view, usually third-person or first-person nar-
ration (although occasionally a writer will use
second-person narration for specific purposes).
Third-person narration occurs when the story is
told about a character using third-person proper
names and pronouns; for instance, these first sen-
tences from A Visit from the Goon Squad, the 2010
Pulitzer Prize for Fiction winner by Jennifer Egan
(2010): “It began the usual way, in the bathroom of
the Lassimo Hotel. Sasha was adjusting her yellow
eye shadow in the mirror when she noticed a bag
on the floor beside the sink” (p. 3).

In first-person narration, the narrator partici-
pates in the story directly so that the reader sees
the action unfolding through the narrator’s eyes, as

in this first paragraph from the foreword of Patti
Smith's (2010) Just Kids, the 2010 National Book
Award winner for nonfiction: “I was asleep when
he died. I had called the hospital to say one more
good night, but he had gone under, beneath lay-
ers of morphine. I held the receiver and listened to
his labored breathing through the phone, knowing
I would never hear him again” (p. xi).

Table 4-19 shows a set of questions teachers can
use to guide students’ learning about the more ab-
stract aspects of narrative discourse; the questions
can be modified for students to use in writing their
own narratives.

For students who struggle with narrative, comic
books and graphic novels offer two advantages:
they usually exhibit a less complex narrative
structure than novels, and they use visual im-
ages to convey a significant portion of the mean-
ing. Specifically, the visual images convey setting
and character information that, because it is
present visually, does not need to be described
linguistically.

Using comic books is a good way to introduce
students to the idea that printed forms of narra-
tion encompass various components. Teachers can
target setting, character information, temporal or-
der, and causal relationships. Using a particular
comic book (carefully screened), the teacher can
have students identify and orally describe the set-
tings, which are usually provided visually in the
comic. Next, students can write their descriptions
of the setting as a way of practicing the inclusion

TABLE 4-19 Questions to guide students' narrative
discourse learning
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*  Who is communicating with the reader in the story?

*  Which voice did the author use to communicate: a charac-
ter's voice, the author's “own” veice, or a relatively “objective”
voice?

* From what position or angle regarding the story did he or

she tell it? Where was the “camera” (above, periphery,
center, front, or shifting)?

*=  What channels of information did the narrator use to convey
the story to the reader (author's words, thoughts, percep-
tions, feelings; character's words and actions; or characler’s
thoughts, perceptions and feelings)?

* How much of the story was “telling” (describing action) and
how much “showing” (i.e., having the characters engage ina

scenario that “shows" an idea)?
TR T e e gy e A T T e e
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of setting in their written narratives. They can ex-
periment with different ways to describe the same
setting, trying out different adjectives, for example.

The same approach can be used to help students
learn to include information about the characters,
At first, the students can identify and orally describe
the characteristics of each character, focusing on as-
pects such as clothing, physical features, body type,
and so on. Then students can write descriptions of
the characters, again experimenting with the effects
produced by using different adjectives or shifting
focus from describing physical appearance to state
of mind or mood and the language required to suc-
cessfully describe these character attributes.

The comics can be cut into individual panels so
that students can see how temporal order works,
and, by rearranging the panels, students can play
with how meaning is altered when temporal se-
quence is changed. At first, they can orally describe
what is happening and use appropriate linguis-
tic markers such as “First,” “then,” “and then,” and
“finally.” After they've had some practice with orally
describing temporal order, they can begin writing a
description of the unfolding of events, again prac-
ticing the use of appropriate linguistic markers.

Causal relationships can be targeted by having
the students focus on which events seem to result
in which consequences. With the comics cut into
individual panels, students can experiment with re-

arranging the causes and the effects to see if events
still make sense. All the while, they can be orally
describing their perceptions of why things in the
panels are happening the way they are. After ex-
perimenting with rearranging the panels and orally
describing the resulting causal relationships, the
students can write out two or three scenarios de-
picting the different causal relationships emanating
from their experiments. Emphasis in each scenario
should be on describing which event(s) resulted in
which consequences. For more advanced students,
the teacher can have them write their assessment of
the degree to which each set of causal relationships
in their experiments seemed most likely to be con-
sidered realistic or probable.

Harrison (n.d.) compiled a comprehensive set of
rubrics and lesson plans teachers can use to teach
secondary students about incorporating the vari-
ous aspects of narrative discourse into their writing.
Her approach is organized around the Six Trait An-
alytic Writing Model (Web English Teacher, 2003),
which addresses ideas and content, organization,
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voice, word choice, sentence fluency, and Writing
conventions.

Purdue University's Online Writing Lab (Owy)
offers resources for students and teachers op ,
wide range of aspects related to writing. For teach,
ers wishing to incorporate writing across the curric.
ulum, the OWL site provides information and links
to resources for both teachers and students.

For some school-age students, the various types
of discourse they encounter in school are familia
from their experiences at home. For others, however
particularly those from CLD backgrounds, classroom
discourse may pose particular difficulties, primarily
because some of its rules are never verbalized by
teachers. As a consequence, classroom discourse thar
is not talked about constitutes a separate and hidden
curriculum, Most often, the hidden curriculum com-
prises an unwritten, informal, and often unspoken
code of conduct to which students are expected 1o
adhere in the classroom. In education, “the hidden
curriculum refers to the way in which cultural values
and attitudes (such as obedience to authority, punc-
tuality, and delayed gratification) are transmitted,
through the structure of teaching and the organiza-
tion of schools” (Dictionary of Sociology, 2011).

A typical example of classroom discourse is what
happens when the teacher initiates a topic, a stu-
dent responds, and the teacher evaluates the stu-
dent’s response:

T. Who knows the origin of Memorial Day?
[Pauses.] Remember, you need to raise your
hand. [Waits for students to raise hands.] Tomy?

5. World War One?

T. No, that's what most people think, though,
isn't it? [Points to another student.] Jessica?

S, The Civil War?

T. Yes, that's right. And who knows when it was
[first celebrated?

N. W. Nelson (1998) first identified the four primary
functions of classroom discourse:

1. Instruction from the teacher in how to read
and write language

2. The teacher talking about and expecting
students to talk about language (requiring
metalinguistic ability)

3. The teacher using language to convey proce-
dure and expecting students to use language
to learn how to do other things



4. The teacher using language to convey content
and expecting students to use language to
learn about other things

In a 1998 survey, Simon asked secondary class-
room teachers which classroom behaviors they
judged to be most desirable. Although their results
were collected from secondary teachers, the behav-
iors they listed can be used to guide instruction re-
garding classroom discourse at both the elementary
and the secondary level. The behaviors can be used
as standards, with students progressing toward
them at varying rates, depending on their language
abilities. Each of the eight behaviors, or standards,
can be fine-tuned into a set of steps progressing
from the least linguistically demanding through in-
creasing levels of linguistic load.

To teach students about instructional discourse,
N. W. Nelson (1998) suggested that teachers modify
their language expectations, for instance, by add-
ing redundancy or slowing speaking rate, and focus
on helping students develop skill with the metas, a
topic addressed later in this section.

By the time students in elementary school reach
third or fourth grade, they are expected to begin using
their reading skills to read texts that teach them new
information. Those texts typically use one or more
forms of expository discourse, which, as discussed
above, differ significantly from the narrative discourse
of stories. In the middle elementary grades and later,
the most common types of expository discourse stu-
dents encounter are descriptive and explanatory.

Most typically developing children begin produc-
ing oral descriptions before they begin school, and,
once they enter school, their verbal descriptions be-
come tied to academic content. In addition, much
of classroom discourse contains elements of de-
scription and explanation. By third or fourth grade,
students are expected to read, understand, and
write descriptive and explanatory discourse, and by
the time they enter the secondary grades, to read
and understand argumentative/persuasive texts. By
the time they leave secondary school, most students
will also be expected to produce their own written
argumentative/persuasive discourse.

Students usually encounter expository discourse
first in oral forms such as lecture, oral reports,
laboratory reports, and research reports. Later,
they interact with printed forms of expository dis-
course such as essays, descriptions, letters, explana-
tions, and argument/persuasion. To begin teaching

students about expository discourse, one approach
is to show them how to differentiate narrative from
non-narrative genres, which requires that they first
understand what constitutes a good narrative, or
story, a topic discussed earlier in this chapter. Once
students can discriminate the narrative from non-
narrative, they can begin to learn the characteristics
of the non-narrative discourse genres. N, W. Nelson's
(1998) graphic summary of the salient characteristics
of non-narrative discourse is shown in Figure 4-2.

There are five types of expository discourse:
cause and effect, compare and contrast, descrip-
tive, explanation, and problem and solution. Each
of these types uses a unique set of key words, also
shown in the table. Using the graphic organizers
from Figure 4-2 and the five types of expository
discourse, the teacher can have students begin
identifying the characteristics associated with each
type of discourse that they're reading. Once the stu-
dents have learned how to recognize the various
types of expository text, they can begin focusing on
the structural aspects, as shown in the basic outlin-
ing strategy shown in Table 4-20.

The teacher can show students how to use this
format to create a checklist or outline to follow as
they begin learning how to comprehend and orally
describe the organizational characteristics of the ex-
pository text they interact with. For more advanced
students, a rubric system can be used to help them
increase their skill with expository text. Figure 4-3
shows an example of such a system.

The Secondary School Educators (2011) web-
site offers a set of rubrics for students and teachers
showing how to evaluate compare/contrast, exposi-
tory, debate, and persuasive essays. The rubric for
expository discourse emphasizes focus, organiza-
tion, conventions, and understanding and support,
each rated along a six-point scale. In addition to
the rubrics, the site also provides a tutorial on how
to write rubrics for any assignment.

Sponsored by Thirteen.org (WNET New York),
Friedman (2011) offers a lesson plan for 10th, 11th,
and 12th graders on how media shapes perception
of events through analyzing the subtexts present in
the audio, language, and visual aspects of media
coverage of tragic events. Students have opportuni-
ties to explore how the media shapes their opin-
ions and emotional reactions to tragic events. After
looking at various news organizations’ homepages,
students convey their own opinions and emotions
by creating their own homepage designs.
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FIGURE 4-3 Example of a Rubric System for Increasing Skill with Expository Discourse

Just Learning | Getting There | Sometimes

Mare Often | Almost There | Got It!

Organization and structure
of text

Cohesive features

Developmental levels of
syntax, vocabulary, and
| cohesion strategies

| Writing mechanics

i Sense of audience (reader)

helpful definitions and links to a variety of sites
that teach figurative language.

The earliest types of figurative language el-
ementary students learn about are usually hom-
onyms, synonyms, and antonyms. Numerous lesson
plans for teaching homonyms are available online.
YourDictionary.com provides numerous resources,
including a list of 700 sets of homonyms, 56 online
homonym quizzes, and several homonym lesson
plans for students (including English as a second
language [ESL] students).

Florida TechNet.com (2011) has posted a com-
prehensive lesson plan to teach homonyms, as well
as a list of the most common homonyms; they also
have provided a lesson plan on synonyms and ant-
onyms. Although they are designed for adolescents,
and adults, they can be easily modified for use with
younger students. Garosshen’s (1988) Ask Eric les-
son plan for second and third graders uses jokes
and riddles as a vehicle for teaching students about
homonyms. The Internet TESL Project (2002a) has
compiled a set of self-study homonym quizzes stu-
dents can use to learn about the most common En-
glish homonyms, ranging in difficulty from easy to
medium-difficult.

Teachnet.com (2011) provides a lesson plan for
middle school students using sports headlines to
teach synonyms and antonyms. And, in an inter-
esting application, CyberSmart.org (2011) has de-
signed a lesson plan teaching students how using
synonyms facilitates searching on the internet. Sass
(2011) has compiled a list of online lesson plans,
elementary through secondary, to teach homonyms,
synonyms, and antonyms.

Most children are exposed to idioms and idio-
matic phrases well before they enter school. How-
ever, because idioms vary by geographic region,
cultural influences, and education level, children

entering school do not necessarily know the exact
idioms commonly used by their schoolmates. Also,
children from families that are less oriented toward
literate uses of language may not recognize that
idioms are figurative expressions. J. C. Miller (2003)
has designed a lesson plan for third- through fifth-
grade students that also includes a list of common
idioms. The ESLgold.net (2011) has devoted an en-
tire section to teaching idioms. It recommends text-
books and dictionaries in four areas: slang, idioms,
proverbs, and clichés. Rizzo (2011) used Amelia
Bedilia (Parish, 1992) to devise a lesson plan for

teaching idioms to fourth through sixth graders.

A comprehensive collection of English idioms
and quizzes is available from the Idiom Connection
(2011). Idioms are grouped by category, such as ani-
mal, heart, food, fish, clothes, business, body, money,
and number. The multiple-choice quizzes provide
immediate feedback in an easy-to-use format, mak-
ing them ideal for students to use online. The In-
ternet TESL Journal (2002b) has collected a set of
idiom quizzes, organized into three categories (idi-
oms, phrasal verbs, and slang) by level of difficulty
(beginner, more difficult). The site, which is devoted
to idioms and slang, allows the student to select an
idiom (from an alphabetical list) in a sentence and
then click to see what it means in plain English. The
idioms are categorized from medium to high diffi-

culty so students can choose the appropriate level.
AtoZTeacherStuff.com (n.d.) provides numer-
ous links to lesson plans and rubrics for teaching
various types and aspects of figurative language,
including alliteration, simile, metaphor, forms of
poetry, imagery, onomatopoeia, personification,
proverbs, and puns. Rekate (2003) has designed a
lesson plan using Martin Luther King Jr.s "I Have a
Dream" speech to teach fifth- through ninth-grade
students about analogy, symbolism, personification,

Spoken Language |03

— T T P S A g ———




the use of repetition, chronology, metaphor, and fig-
urative language. The National Endowment for the
Humanities's Edsitement.neh.gov (2011) includes a
thorough lesson plan for teaching students about
allegory and the art of persuasion, using George
Orwell's novella, Animal Farni. The plan includes
an introduction, guiding questions, learning objec-
tives, preparation instruction for the teacher, lesson
activities, lesson assessment, and ideas for extend-
ing the lesson.

The Family Education Network has a lesson
plan that can be used with students in Grades 3
through 12 addressing both simile and metaphor,
The Harris Middle School has developed a les-
son plan for 5th- through 12th-grade students to
learn to interpret and write similes and metaphors
through studying poetry. The Shelbyville Middle
School has developed a lesson plan for teach-
ing upper elementary school students about puns
through using poetry and valentine verse.

Merriam-Webster.com (2011) defined slang as
“an informal nonstandard vocabulary composed
typically of coinages, arbitrarily changed words, and
extravagant, forced, or facetious figures of speech.”
In other words, slang is a set of specialized idioms
and idiomatic expressions that change frequently.
Because slang is a variant of idioms, teaching stu-
dents about slang is virtually the same process as
teaching them about idioms. ManyThings.org (n.d.),
a website aimed at ESL students, offers a compre-
hensive list of commonly used American slang, and
LessonPlan.com (2011) provides a set of links to
lesson plans centered on teaching students various
elements of slang.

Learning to reflect on and talk about communi-
cation, language, speech, and one's own learning
is one of the most critical skills students learn in
elementary school. As discussed earlier, the ability
to reflect on and talk about how people communi-
cate is called metapragmatic ability; the ability to
reflect on and talk about language and speech is
described as metalinguistic ability; and the ability
to reflect on and talk about one’s own learning is
termed metacognitive ability.

Teaching students metapragmatic skills focuses
on helping them recognize that the “rules” governing
how language is used in different situations can be
talked about, analyzed, and broken (E. A, Polloway
et al,, 2012). According to Palloway and colleagues,
metapragmatic instruction for elementary students
emphasizes showing students how to:
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* Decide when to violate the “tell the truth”
principle

Identify the unspoken rules governing class-
room discourse

Participate in classroom discourse
Demonstrate knowledge appropriately in the
classroom

¢ Talk about different types of discourse

(e.g., slang, school talk, home talk, church talk)
Participate successfully in different types of
discourse

* Talk abour discourse rules

* Use different discourse genres in their writing

For secondary students, E. A. Polloway et al,
{2012) emphasized how important it is to under-
stand and be able to participate successfully in
the unspoken classroom rules (the hidden curricu-
lum, discussed earlier), which requires significans
metapragmatic ability. They recommended utilizing
a set of questions, shown in Table 4-21, devised
by Creaghead (1992) to assess students’ awareness
of the different sets of classroom rules required by
their individual teachers.

For elementary students, one of the most im-
portant metalinguistic abilities they must acquire
is phonological awareness, which plays a major
role in learning to read and write. Teaching phono-
logical awareness, however, has become entangled
in a controversy about whether to teach students
using a whole language or a phonics instruction
approach (also called phonemic awareness).

TABLE 4-21 Assessing students’ understanding
of unspoken classrcom rules

* How do you know when to be quiegt in (name of teacher)’s
class?

*  How do you know whean it is OK to talk in (name of teacher)'s
class?

*  How do you know when you can ask guestions in (name of
leacher)'s class?

+ In {name of teacher)'s class, how do you know what kind of
answer you are supposed o give (short or elaborated)?

+ In (name of teacher)’s class, how do you know if it's OK 1o
ask another sludant lor help?

+ In (name of leacher)’s class, is it important to use correct
grammar and spelling in your writing?

Source: Information based on “Mutal Empawerment Through
Collaboration: A Mew Script for an Old Problem.” by M. Creaghead, in Best
Practices in Schoo! Speech-Languoge Pathology (Wol. 2, pp. 103-116), edited by
W, A Secord, 1992, San Antonio, TX: Psychological Corporation,
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specifically regarding whether to teach students
how to read by using a whole language or a direct
phonics instruction approach, supporters of a whole
language approach argue that reading can best be
taught by incorporating children's literature, writing
activities, and communication activities across the
curriculum. In contrast, supporters of phonics in-
struction argue that, for children to master reading
in an organized way, they must be taught through a
direct, sequential mode of teaching phonics, What
has emerged from this long-standing controversy is
an increasingly pervasive view that each approach
has a role—albeit different—in children’s learning
to read. Many teachers now incorporate phonics in-
struction in the context of literature and other cur-
ricular activities that require reading and/or writing.

The International Reading Association (2006)
published a position statement saying that teaching
phonics is an important part of beginning reading
instruction, but, to be effective, phonics instruction
must be “embedded in the context of a total reading/
language arts program” (para. 2). Further, the asso-
ciation’s statement explicitly stated that it denounces
“the ‘reading wars'—the pitting of phonics against
literature in literacy instruction, as if the two were
incompatible” as well as “the growth in curricular
mandates that require teachers to follow highly pre-
scriptive plans for phonics instruction” (para. 5 & ).

What follows here is a discussion, not of direct
phonics instruction, but of approaches to assist
children in developing an awareness of the pho-
netic and phonemic aspects of spoken language.

A rich resource for teachers is Chard and
Dickson's (1999h) online discussion of instructional
and assessment guidelines for phonological aware-
ness. These authors provided a brief history of pho-
nological awareness and described both historic and
contemporary research into the relationship between
phonological awareness and early reading. The bulk
of their discussion is devoted to evidence-based
guidelines for teaching phonological awareness and
phonemic awareness, including students with learn-
ing disabilities or difficulties with early reading,
Their instructional guidelines include specific activi-
ties that can easily be integrated into any curriculum.

Edelen-Smith (1997) developed a comprehensive
set of phoneme awareness activities for use in col-
laborative kindergarten and first-grade classrooms.
Arranged developmentally, the activities are based
on research demonstrating that explicitly teaching
phonemic awareness to children reduces their risk

of early reading failure. She recommended beginning
with word play involving rhyming, followed by simple
phoneme awareness through activities focused on:

¢ Recognizing isolated sounds

* Counting words, syllables, and phonemes
* Synthesizing sounds

* Matching sound to word

* [dentifying sound positions

* Segmenting sounds

* Associating letters with sounds

* Matching word to word

* Deleting sound

Bowen et al. designed teacher resource sheets,
showing academic strategies across content areas,
to use to teach students general learning strategies
as well as some tailored specifically to communicat-
ing, focusing and attending, staying organized, and
solving problems.

Culturally and Linguistically Different

According to the North Central Regional Educa-
tional Laboratory (NCREL 2000), a critical aspect of
instruction for CLD students is to build on students’
prior knowledge and skills and provide appropriate
scaffolding, or first providing a model for learn-
ing a particular behavior or skill and gradually
shifting responsibility for learning to the student.
NCREL pointed out that building instruction around
these elements not only provides students with op-
portunities for authentic learning, it also improves
student engagement (para. 3). Following this teach-
ing strategy requires that teachers acquire an un-
derstanding, not only of their subject matter, but
of their students. That is, teachers must continually
develop their knowledge of literacy instruction at
the same time that they increase their awareness
and understanding of “their students’ cultures, ex-
periences, and backgrounds” (para. 3).

The knowledge necessary for teachers to effec-
tively teach in classrooms with CLD learners ranges
from self-knowledge to being able to work in a dis-
organized environment. Table 4-22 lists a summary
of the knowledge bases described by G. P. Smith
(1998) and Haberman and Post (1998). A perusal
of the summary clearly shows that developing this
knowledge is, while an ongoing and long-term
commitment, necessary given the increasingly di-
verse nature of classrooms across the country.
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TABLE 4-22 Knowledge bases needed for teaching in diverse classmoms

= e - T = B
G. P. Smith (1998) descrrhed 13 knowledge bases needed for teaching in diverse classrooms:

== = il Lo

* Foundations of multicultural education

= Sociocultural contexts of human growth and psychological development in marginalized ethnic and racial cultures

* Cultural and cognitive learning style theory and research

= Language, communicalion, and interactional styles of marginalized cultures

= Essential elements of cullures

Principles of culturally responsive teaching and cullurally responsive curriculum development

+ Effective strategies for teaching minority students

* Foundations of racism

Effects of policy and practice on culture, race, gender, and other categories of diversity

= Culturally responsive diagnosis, measurement, and assessment

= Sociocultural influences on subject-specific learning

= Experiential knowledge (pp. 132-135)

Haberman and Post (1998) listed the knowledge bases they believe are necessary for teaching in diverse classrooms:

+ Seli-knowledge—a thorough understanding of ane's own cultural roots and group affiliations

= Self-acceptance—a high level of self-esteem derived from knowing one's roots

Relationship skills—the ability to work with diverse children and adults who are different from oneself in ways that these others

perceive as respectful and caring

* Community knowledge—a knowledge of the cultural heritagas of the children and their families

* Empathy—a deep and abiding sensitivity and appreciation to the ways in which children and their familias parcaive, understand,
and explain their world

* Cultural human development—an understanding of how the lscal community influences development

* Cultural conflicts—an understanding of the discrepancies between the values of the local community groups and the traditional
American values espoused in schools

* Relevant curriculum—a knowledge of connections that can be made between general societal values and those of the culture
groups in the community, and the skills needed to implement this knowledge

* Generating sustained effort—a knowleﬂge and set of implementation skills that will engage youngsters from this community to
persist with schoolwork

+ Coping with viclence—skills for preventing and de-escalating violence and the potential for violence

= Self-analysis—a capacity for reflection and change
= Funclioning in chaos—an ability to understand and the skills 1o cope with a dusorgamzed environment (pp. 98-99)
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shown to help them understand their language
goals, why they are important, and how they can
use their new skills to enhance their own learning.

Table 4-23 shows a sample mediated instruction
lesson for the same second-grade student described
earlier in Table 4-15. The lesson was built from in-
formation gleaned during a mediated instruction
session that measured the student’s responsivity to
learning how to include character descriptions in her
stories. During the mediated instruction session, the
student responded quickly and eagerly as the lesson
guided her understanding of how to include charac-
ter information in a story. She was able to generalize
her learning to different characters, and she was able
to tell her teacher how she planned to remember to

Pena and colleagues (2007) proposed designing
instruction for CLD children based on two funda-
mental principles. First, mediated instruction that
focuses on their underlying skills that can be used
to support language learning, regardless of the
language or dialect the children speak, has been
shown to increase children’s ability to learn specific
language structures. The authors concluded that an
important aspect of mediated instruction aimed at
underlying cognitive skills helps children develop
behaviors for learning in general. Second, mediated
instruction that focuses on skills that are specific to
the language, dialect, and circumstances in which
the children need language in order to communi-
cate effectively and interact successfully has been
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TABLE 4-23 Mediated instruction focused on including setting information in a story

Lt e e

Mediated Instruction Lesson—Providing Setting Information in a Story
Point of the Lesson: To teach Amarisa that stories should contain information about time and place.

Teaching Sequence: 1. Show Amarisa Two Frisnds and have her relell the story. Remind her before she begins to include infor-
mation about when and where the events in the story take place. 2. Tell Amarisa what you're going to do in the lesson and why it
is important. 3. Using the story, help Amarisa describe time and place. 4. If Amarisa describes the setting without much help from
you, help her extend the concept to another story. If she has difficulty, help her evaluate why it is important to describe time and
place in a story. 5. Help Amarisa plan how to describe the setting when she tells ancther story. 6. Help Amarisa respond o the
questions throughout. Use prompts, cues, and models as needed 1o support her, 7. Help Amarisa figure out how she can remem-

ber to describe time and place next time she tells a story.

What You Did How Amarisa

Strategy Examples of Instruction to Support Amarisa Responded

What you're “Today we're going to talk about telling stories. When we tell  Reminded her wrat she "0k, yeak The baby uos

gaoing to do stories, we tell when and where the events happen.” learueo abaut inchicding chav- by auel inclo. brown”

acter infarmatin

Why that’s “Telling about when and where things happen is important  Asked Anavise fo desoribe "Ml ann haie o pory

important because it tells your listener about the world the characters  ker #h birthdojand hav it fhis year Lost jorwe g
live in” was dlifferent frame her 20 3 iy grommonn(s’

Help Amarisa “Let's look at Two Friends again. Let's see if we can see Peieted ast the pictures in Ok, he. sleeping It wight

describe the where and when things are happening.” Help Amarisa the stary that shaved where  there” e suimming in

setting describe where the dog and cat are at the beginning of el ke o virer "
the story. “When do you think this story happened? Was it
yesterday? Ten years ago? A hundred?" Help Amarisa use
timefplace words and phrases.

Help Amarisa “How would you change the story if the dog and cat lived I colof an the, mmomm Mol

extend the concept  on a different planet? How would you change the story elok o ome. siale” "Iy 2000

to another story. if it happened in the year 30007" And, "Can you think of they ridle. in o spase ship”
another story that tells where the characters are and when “In the ur'T'Ma,, they
things are happening?” If not, present a familiar story and i o loke”
help Amarisa discover the setting.

Help Amarisa plan  "We've been talking about telling about time and place. The Tell the place. ondl
next time you tell a story, what are you going 1o rememoer the time, lke nw o the
to put in it?" fuure”

Help Amarisa “We've been talking about putting time and place in your I think adwit the nf.:?

generalize her stories. How are you going to remember to include time and switurning in The. viver O

learning place when you make up your own stories?" ki ::f;tpén? ot kame ot

the ead”
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include character information next time she told a
story. As a result of the student’s high responsivity,
her teacher designed a mediated instruction lesson
for the student’s reading and writing group, who
were each telling the group their favorite story in
preparation for completing a story guide that would
act as a template for them to use in writing a story
over a 5-day period. Although the teacher addressed
each of the five students and elicited their responses,
she recorded only the questions, supports, and re-
sponses related to the specific student. The lesson
focused on including setting information in the story,
which the student learned relatively quickly.

TEACHING WITH TECHNOLOGY

Today'’s children are surrounded by digital technol-
ogy from infancy and use a variety of devices on a
daily basis. In 2005, 87% of teenagers (21 million
teens) between 12 and 17 reported using the In-
ternet; of those, 78% (16 million) say they use the
Internet at school (NCREL, 2005). NCREL further
reported that 57% of all children in school ages 7
to 17 use a computer at home for schoolwork and
75% of online teens (approximately 16 million)
use instant messaging, 75% of them to talk about
schoolwork, homework, or tests.
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TABLE 4-24 |Information and communication
technolagy (ICT) literacy skills described as basic by

businesses and policy and nonprofit organizations
i |

The basic ICT literacy skills include the ability to:

+  Communicate effectively in various media, including print,
video, animation, and design across mulliple environments
that include books, e-mail, websites, streaming media, web
logs, podeasting, and message boards

= Analyze and interpret data available in electronic formals
(including the Internet)

« Understand computational modeling used across a wide
range of disciplines

*  Manage and prioritize tasks while mullitasking across lech-
nology applications while working individually and in teams

+  Solve problems by applying what they know to new siluations
b - = = e B e e s———

Source: From Critical Issue: Using Technology to Impprove Student Achieve-
ment, by Marth Central Regional Educational Laboratery, 2005,
recrieved May 31,2011, from http/fwwwencrel.org/sdrs/arcas/issues/

methods/technology/teB800.hem.

Increasingly, business, policy, and nonprofit or-
ganizations are developing descriptions and defi-
nitions of the higher-level technology-related skills
(termed information and communication technol-
ogy, or ICT, literacy skills) students will need in the
workplace. According to NCREL (2005) these skills
include those shown in Table 4-24.

One of the richest technology resources avail-
able is the Internet, which contains an almost un-
imaginable scope of information for virtually any
subject or content area. As a resource, the Internet
is invaluable precisely because it is so vast. That
same vastness, however, can be intimidating and
confusing without forethought and planning. As a
means of teaching students with special needs, the
Internet offers a wide range of resources related to
specific aspects of language instruction, many of
them noted throughout this chapter. Many of the
online resources related to teaching language arts
can be used or modified for students needing spe-
cific language instruction. Table 4-25 lists some of
the best online resources for language instruction.

Until recently, students with special needs often
had limited access to and interaction with a vari-
ety of technologies. However, with rapidly evolving
communication technologies more readily available
in an increasing number of classrooms, these stu-
dents now have more opportunities to use technol-
ogy in a number of ways. The Center for Applied

Special Technology (CAST), a nonprofit organiza-
tion devoted to expanding learning opportunities

r'. .?"- i,
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for all learners, has adopted Universal Design f,
Learning (UDL) to research and develop ways |
support all learners (Center for Applied Spec;.
Technology [CAST], 2005). According to CAST, th
three basic principles of UDL are:

® Multiple means of representation, to give learn.
ers various ways of acquiring information and
knowledge

® Multiple means of expression, to provide learney
alternatives for demonstrating what they know

* Multiple means of engagement, to tap into
learners' interests, offer appropriate challenges,
and increase motivation

One of CAST's webpages offers a rich set of re.
sources to support teachers who want to learn
about and practice UDL (2006). The page includes
information, opportunities to connect with ather
educators who are learning about and using UDL,
tools and activities that utilize UDL, and mode] les.
sons across content areas and grades.

Each toolkit contains procedures, examples, re-
sources, and an opportunity to share with others
engaged in related work. The site also includes con-
siderable information about UDL, how the brain
works during learning, three case histories, guidance
for planning the UDL curriculum, training guides,
and model UDL lesson plans. An example from one
of the UDL curriculum tools, Digital Content in the
Classroom, contains an extensive set of lesson plans
that use digital content (among others) to teach plot
and vocabulary in Grades 9 and 10 (CAST, 20006).

Another rich resource is the Education Podcast
Network (2011), which provides access to hun-
dreds of podcasts that are helpful to teachers look-
ing for content, including language and language
arts. While the site includes podcasts exploring the
nature of teaching and learning in the 21st century,
the majority of podcasts are subject specific, includ-
ing 38 related directly to English/language arts.

The Colorado State University Writing Project
(2011), which includes poetry, photos, and reports
on a writing camp for young storytellers and teach-
ers from the 5t. Vrain Vally School District, offers re-
sources for teachers, schools, and students. It offers
a summer institute for K-16 teachers from all con-
tent areas with intensive training, that helps them
develop as writers, leaders, and teacher research
ers and a series of summer workshops featuring
research-based literacy strategies teachers can ust
right away in their classrooms,



TABLE 4-15 Online resources for language instruction
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About.com. (2011). hitp:/i7 12educators.about.com/od/englishlessons/Language_Arls_Lesson_Plans htm. Secondary school
pducators: Language arts lesson plans. http:/7-12educators.about.com/msubipineng.htm. Retrieved June 1, 2011, Links to

numerous secondary language arts lesson plan sites.

Cape Breton-Vicloria Regional School Board. (2011). http:/fwww.cbv.ns.ca'sstudiesfenglish/eng.html. Retrieved June 1, 2011,
A large database of language arts lessons (mostly for middle and high school) collected from teachers throughout Nova Scotia.

Education World. (2011). htip:fiwww.education-world.com/a_tsl/archives/00-1/lesson0004.shiml. Retrieved June 1, 2011, A lesson

plan for Grades 3-8 (adaptable for all grades) on using a thesaurus,

Educator's Reference Desk. (2011). hitp://www.eduref.orgfcgi-binflessons.cgi/Language_Arts. Retrieved June 1, 2011. Dozens of

links to language lesson plans and resources.

Educator's Reference Desk. (2011). hitp:'www.eduref.argfegi-bin/printlessons.cgiVirtual/Lessons/Language_Arts/Vocabulary/
VOCO003 himl. Retrieved June 1, 2011. Lesson plans designed to teach students lo choose appropriate synonyms for both speak-

ing and writing.

Educalor's Reference Desk. (2011). hitp:/'www.eduref. org/ecgi-bin/printlessons.cgiVirtual/lLessons/Language_ArtsWriting/
WCP0020.html. Retrieved June 1, 2011. A sixth-grade lesson plan for learning synonyms and antonyms in pairs.

Educator's Reference Desk. (2011). hitp:/fwww.eduref.org/egi-binflessons.cgi/Language_Arts/\Vocabulary. Retfrieved June 1, 2011

Vocabulary lesson plans for all grades.

Educator's Reference Desk. (2011). htip:fwww.eduref.orglegi-bin/printlessons.cgiVirtual/Lessons/Language_ArtsMocabulary!
YOCOZ0html. Retrieved June 1, 2011, A lesson plan tor third- and fourth-grade lessons on homophones,

Mid-Continent Research for Education and Learning Lab. (2011). http:fwww.merel. org/lesson-plans/lang/anglessons.asp.

Retrieved June 1, 2011. Language arts lesson plans.

Lesson Plan Page. (2011). htp:dwww. lessonplanspage.com/LAMatchingWithSynonymsAntonymsd.htm. Retrieved June 1, 2011,

A fourth-grade lesson in matching with synonyms and antonyms.

Outta Ray's Head. (2011). http:home.cogeco.ca/% 7 Erayserd/. Retrieved June 1, 2011, A collection of lesson plans and handouts,

collected by Ray Saitz and fellow teachers in Ontario, Canada.

Read, Write, Think. (2011). hitp:fwww.readwritethink.org/. Retrieved June 1, 2011, Lesson plans, standards, web resources, and
student materials from the International Reading Association and the National Council for Teachers of English.

Saskatchewan Teachers' Federation. (2011). https:/iwww.stf.sk.ca/portal.jsp? Sy3uQUnbKIL2RmSZs02C)V/LiyjbyjsxsOWxE5whH +
Pa=F Retrievad June 1, 2011, Onling unils for the elementary grades,

Saskalchewan Teachers' Federation. (2011a). hiips:/f'www.sif.sk.ca/porial jsp?Sy3uQUnbKaL2RmSZs02CiVILiyibyjsxsYIQb!
uCLCUU=F Betrieved June 1, 2011. Online units for the middle grades.

Saskalchewan Teachers' Federation. (2011b). hitps:/fwww.stf sk.calportal jsp?Sy3uQUnbKAL2RmMSZs02C)V/
LiyjbyjsxsolcCayXgghid=F. Retrieved June 1, 2011. Online units for the secondary grades.

Vocabulary.com. (2011). http:/fwww.vocabulary.com/rsvp.himl. Retrieved June 1, 2011, Root-specific games for middle, junior, and
high school.

For schools, the project also sponsors pro-
fessional development programs for teachers—
presented by teachers—that focus on the most
recent research on writing and literacy, again with
an emphasis on immediate applicability in the class-
room. And for students, the project hosts summer
writing workshops on the CSU campus. The work-
shops include students from elementary, middle
school, and high school students, who work with
published writers to participate in creative writing
exercises and to share their work in writing groups.
Their best work is then published in an anthology
from which they offer readings of their work.

Teaching Students with AAC Systems

While most students with special needs benefit from
using and interacting with a variety of technologies,
some students with limited expressive language
abilities function best through using a specific AAC
system (the types of AAC systems were described in
an earlier section). Students who can access print
rather than pictures are at an advantage over those
who are limited to pictures or symbols. Why is this
the case? It's because print-based systems offer at
least two opportunities that nonprint systems can-
not: the opportunity to develop the literacy skills
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needed to communicate through print, and the pos-
sibility of a greater range of conversational partners
(E. A. Polloway et al., 2012).

However, Paul (2006) pointed out that AAC de-
vices that use voice output (i.e., computers that
produce synthesized voice) bring a different sort
of benefit to the students using them. First, they
help students match words and sentences to their
intended meanings, thus improving phonologi-
cal awareness. Second, children using voice out-
put devices show greater speech and language
growth than children using different sorts of sys-
tems. And, third, voice AAC devices have been
shown to increase children’s language literacy
development.

In recent years, speech recognition software de-
sign has progressed so that it can be used to help
students who have difficulty with reading and
writing. Higgins and Raskind (2000) reported that
students with learning disabilities involving writ-
ing improved significantly in writing productivity,
content, and ideas when using speech recognition
software rather than dictating to someone or at-
tempting to write themselves.

LD Online (2010) has compiled numerous re-
sources for teachers wishing to learn more about
using assistive technology (AT) of all sorts, includ-
ing AAC devices, multimedia software, and reading
software. The site also includes links to the follow-
ing sorts of information:

* How using technology supports struggling
students

* A description of assistive technology (AT) laws,
what comprises AT, and how students can ben-
efit from it

* AT and the IEP

* Sources of alternative funding for AT

* Which consumer products are available and
what they do

* How to integrate the arts with technology to in-
spire creativity

Family Village (2011) described as a global com-
munity of disability-related resources and funded
in part by the Waisman Center at the University
of Wisconsin, hosts an ever-changing webpage
devoted to assistive technology for students with
disabilities. The page includes links to numerous
articles and websites, each annotated with a suc-
cinct, accurate summary to aid the user in finding
relevant information.
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NCREL (2011) hosts a webpage that dEstribE“
various AT devices for students who:

®* Are blind or have low vision

* Have difficulty communicating effectively

* Have difficulties in accessing communication
learning tools, or engaging in classroom or
home activities

* Are deaf or hard-of-hearing

* Have high-incidence disabilities (learning, be-
havior, or cognitive disabilities)

Teacher Tap (2011) has collected a large list of
links to AT resources for teachers, including in.
formation on the American with Disabilities Ac
school projects, specialized information for various
disabilities, and links to resources for children ang
young adults.

Nancy Amdor (2008), a teacher at Corning High
School in Corning, Iowa, has developed a lesson
plan using assistive technology with secondary stu-
dents in language arts, specifically in the writing
process. The purpose of Amdor’s plan is for her st
dents to use assistive technology software, which
she describes, to research, organize, write, and edi
essays. The plan is a unit plan that may take sever
days to several weeks to complete. She describes
the process in detail, including:

* The preparation required and the procedures
the students engage in (linked to Iowa’s lan-
guage arts standards)

* Tools and resources

* Hardware

* Timeline and course outline

* The final assessment

* Technology resources

* Background information about her school and
community

* Detailed information about her students, their
learning needs, and their progress through the
unit

® How the activity has evolved over the school ycif

The lesson plan is downloadable, as are copi®
of the probe questions Amdor used throughott
the unit.

SUMMARY

Increasingly, language instruction takes place in the
classroom through collaborative efforts betwee?
the classroom teacher and other members of th



building support team (e.g., the speech-language
clinician, learning disabilities specialist, psycholo-
gist, reading teacher). Because of the tremendous
heterogeneity of students, including students from
culturally and linguistically diverse (CLD) back-
grounds, teachers must develop a thorough under-
standing of communication, language, and speech.
Specifically, in order to provide the most effective
language instruction, teachers must have knowl-
edge about how children develop oral language,
make the transition from orality to literacy, and be-
come able to monitor and modify their own lan-
guage learning processes.

Assessment of children's language usually fo-
cuses on language form (phonology, morphology,
and syntax), language content (semantics), and lan-
guage use (pragmatics, discourse, and figurative
language). Teachers have access to both standard-
ized (norm-referenced instruments) and nonstan-
dardized measures and approaches (e.g., dynamic
assessment, questionnaires, developmental scales,
criterion-referenced procedures). The primary pur-
pose of language assessment for early elemen-
tary students is to evaluate their progress in using
their oral language to succeed in learning to read,
write, and spell. For upper elementary students,
the primary purpose is to determine whether they
are making the shift into the world of print and
expository texts. Language assessment for adoles-
cents focuses on how well they engage with liter-
ary language forms, as well as their success using
their metalinguistic, metapragmatic, and metacog-
nitive skills to successfully engage the secondary
curriculum.

Teaching spoken language within the context
of academic learning standards offers teachers a
rich template for designing instruction, particu-
larly given the current developments in the vari-
ous technologies available in classrooms. Once the
teacher’s state standards have been identified, stu-
dent goals can be linked directly to specific stan-
dards representing the areas of spoken language
targeted for instruction. For teachers of early ele-
mentary students, the focus of language instruction
is on vocabulary (semantics), metalinguistic abil-
ity (phonological awareness, homonym/antonym/
synonym knowledge, humor, multiple-meaning
words), pragmatic ability (narrative and classroom
discourse), and early metacognitive ability (de-
veloping students’ awareness of how they think
and learn).

The emphasis of language instruction for teach-
ers of upper elementary students is on discourse
(understanding and learning from classroom
lectures, accessing descriptive and explanatory
text) and the meta'’s (fine-tuning metalinguistic,
metapragmatic, and metacognitive abilities). Lan-
guage instruction for secondary students focuses
on increasing their understanding and use of
persuasive/argumentative discourse, expanding
their knowledge of written narrative discourse, in-
creasing their figurative language use, and extend-
ing their metacognitive abilities.

ACTIVITIES

Elementary Level

Developing Metalinguistic Skills

Using the following list of games, construct your
own specialized versions to reflect whichever
language concepts you're focusing on. Have your
students pair off and play!

* Hangman—have students play the game using
familiar words.

* Crossword puzzles—have students use familiar
words and concepts, perhaps from a story or
science project, to construct crossword puzzles.

* Word search—have students find words embed-
ded in seemingly random arrays of letters that
you construct.

* “Begins with . . ."—select a picture that shows
numerous animals, actions, or things and con-
struct a game sheet that shows the first letter
of three or four words shown in the picture,
followed by the appropriate number of blank
boxes that corresponds to the number of letters
in each word. For instance, if there's a goat in
the picture, the sheet would have “g _ " and
so on for the other words.

* Anagrams—construct a set of anagrams vusing
words the students are practicing for spelling.

* Misspelled words—construct a set of misspelled
words and ask students to first identify which
are misspelled and then to spell them correctly.

* Signing—recruit a parent or volunteer to teach
some American Sign Language (ASL) to the stu-
dents, Have them talk about how ASL is differ-
ent from English.

* Communication board—have the students
work in teams to develop a communica-
tion board for a hypothetical student who is
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temporarily unable to talk and needs a way to
communicate, You can make it more realistic by
having the students take turns role-playing the
student who is unable to speak whose job is to
try out the boards designed by each team and
tell the teams how well each worked and how it
could be made better.

* Riddles—have students work in teams to make
up three riddles. Each team presents them to the
other teams and gets feedback on what makes
them funny and how they could be made even
funnier.

* Poem—read a poem (o the students and have
them write their own, using the same number
of words and the same style. Change the type of
poem each time so that the students gain expe-
rience writing in different styles.

Secondary Level

Types of Discourse and Styles of Writing

Try out these activities, which give students ex-
perience playing with and learning about differ-
ent types of discourse and corresponding styles of
writing,

* Divide students into teams of three or four
each. Select a different short piece of fiction
(3-5 pages) for each team to read. Select pieces
with considerable dialogue, Then have each
team create an adaptation of their story that
they then perform for their classmates. Empha-
size the importance of dialogue and the pres-
ence of a narrator to speak the lines of the story
that are not in dialogue. Provide time for them

to create some basic scenery and costumes.
Have the students create a critique sheet each
team can use to critique the other teams’ adap-
tarions (not their performances).

Screen four or five songs that are popular with
yvour students, making sure they contain ap-
propriate content and words. Have the students
read them aloud. Have each student then select
one and write her or his own song using the
same number of words, verses, and style. Have
the students read or sing their songs aloud and
tell how their song is like the song they chose
to emulate,

Divide students into teams and have them do a
survey of online sites that they use frequently.
Then have them identify what they think are
actual ads (a type of persuasive discourse) and
describe the persuasive characteristics of each
ad. Have them present their findings to the
rest of the class, and have their classmates de-
cide whether the team'’s findings correspond
with what they've learned about persuasive
discourse.

Divide students into teams and have them de-
sign a video that presents their case for modify-
ing a school policy with which they disagree.
When each team presents their video, the rest
of the class offers a critique, using what they've
learned about the characteristics of persuasive
discourse. Have the class decide which video
{or videos) are successful enough that they
should be presented to the school administra-
tion {or to the people responsible for formulat-

ing school policy).

CULTURALLY RESPONSIYE CLASSROOMS -

The Ildidproject.net website provides extensive back-
ground regarding how to build and maintain a cultur-

ally responsive classroom: "

* An easy-to-understund description of culinre

* Cultural diversity and its impact on learning

* Kohl's Cultural Values Continuum, a useful (ool for
assessing how one's cultural values are and are not
reflected by those held in the United States

For more information, visit the website ae: hip/ivwow ldldprojectnet'theoretical _foundation.huml.

A concise description of the difference between
culture and ethnicity

The four stages of cultural adaptation, identifying
characteristics of each, and implications for the
classroom

The developmental stages of second language
acguisition

A thorough analysis of second language acquisition
and disabilities



