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I.-Theoretical Background

The present project is an exploratory study, which attempts to comtline

ethnography and conversational analysis in order to seek systematic ways of

explaining how classroom learning environments Can contribute to the failure

of modern school systems to serve the ethnically and occupationally different

populations of large urban centers. Anthropological research builds on the

premise that human action is governed in large part by taken for-granted assump-

tions, as \hey effect the educational process; to isolate issues for further

analysis in the classroom and to explore systematically some_of the influences

that link the home experiences with those of the school. It,is expected that,

in the future, such diagnostic episodes as we select could form the basis for

teacher training activities.

In formulating the problems to be investigated, we build on recent ethno-

graphic studies dealing with such issues as (a) the function of school in

American society (Ogbu, 1978; Leacock, 1969; Rist, 1970), (b) the social struc-

-ture of classrooms (Jackson, 1968; Henry, 1963; Dreeben, 1968; Silberman, 1970),

(c) the interactional processes in the classroom (Philips, 1972; MtDermott, 1977;

Florio, 1978; Mehan, 1979).

The major criticisms leveled at the traditional methods of ethnography

in educational research have been the nagging problems of validity and gener7

alizabtgty. By its very nature, classroom ethnography is atime consuming

enterprise, often requiring a full time researcher in each classroom. This

kind of work then does not lend itself to random sampling procedures or large

enough sample sizes to allow for standard statistical treatment. Problems with

validity arise because, in many cases, the ethnographer relies solely on his

own field notes and interview protocols in writing up his report. Withou any

records of actual behavior (from_tape recordings or videotapes) to support the

analysis, the reader has no means for assessing alternative interpretations of

the data. Another complaint is that the ethnograp er often makes no mention of

the criteria used in selecting so-called ezempla or representative anecdotes,

or fails, to make explicit the criteria for determining what counts as representa-

tive.

California University, Berkeley.
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However,. although the questions asked, methods, and areas of concentration

vary, the early ethnographic work in the classrooms has identified a number of

issues that are 'widely agreed upon. :The evidence is overwhelMing that the earlier .

notions of cultural or linguistic deprivation or difference cannot account for

minority school failure. Rether,,thiavork has clearly demonstrated that the.

problems in urban education must be viewed as a function of societal processes.

Among the processes that have been shown to be related to school failure are

the following:

1) The role models society provides and differential access to oppor-.

tunity with respect to jobs, housing, and political power results

.
in lowered motivation to learn on the part of minority students

(Ogbu, 1974)

2) Learning environments in urban classrooms differ radapally from their

suburban counterparts. This seems to be partly a matter of social

factors such as class size and differential treatment in the more

successful suburban and less successful urban classroom (Rist, 1978;.

Leacock, 1969).

3) Of the various treatment factors identified, an especially important

one seems to be teacher expectation (the Pygmalion effeCt) and its

pejorative consequences for those cases where there is a discrepancy

between the child's actual ability and teacher expectation (gist, 1970;

Brophy and Good, 1970).

4) Another factor, emphasized by Henry (1963), Philips-(1972), Cole and

Scribner (1973), and others is the problem of formal versus informal
,

learning. Schools tend to_emphasize formal learning, but thia`,uvrk

has shown that a great deal of learning is accomplished through the

formal processes which act as the indirect socialization of the child,

as a result of the informal grouping that the child enters into in

the classroom. Formal and informal learning strategies may sometimes

conflict.

5) Finally, there is the question of social class'variation and-language,

as discussed by linguists such as Labov (1970) and Cazden (1971).

While correlations between social class and language do-exist, and

while there is some evidence that. this does relate to school failure,

exactly what the relationship is remains to be spelled out. Nosystem-

atic attempt has been made to explain the processes that give rise

to such correlations.

4
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Building upon the basis of the researches made in the.ethnographic tradition

we can identify the problem of classroom environments and differentiated learn,

ing as more complex than a matter of different material classroow resources

or the social grouping of teacher and student. What central to.ihe problem

is what is communicated in school both as the content and the structure of the

learning events and environments. A primary purpose of our study is to show

(a) how this process is affected by differences among children and teachers

social backgrounds which are demonstrated in different communicative strategies

(b) how these differences affect the evaluation of performance and education

progress, and indirectly for our projectudoes not directly address this issue

(c) how these differences can serve either to reinforce or change preexisting

differences in motivation to learn.

Although communication is crucial to learning, the processes of inference

which determine results and the perception of communication cues on which they

are based are for the most part subconscious and not subject to direct verbal-
.

ization. They must be studied through indirect means. Our method can best be

called the "typical case method". It concentrates on the isolation of key

episodes which (like Erickson's gate keeping encounters, 1976) are revealing of

the issues we are concerned with.'

' Our research procedures can be divided into the following operational

stages:

1) gathering ethnographic information on the school setting, the class-

room interaction, on students' cultural and family _background and

- peer networks

2) selection of key episodes

3) conversational analysis of episodes

4) search for further comparative ethnographic data and conversational

data to test the assumption', about intent and findings of communicative

stategies at work, from the selection and analysis of key episodes.

II Research Procedures

1. Ethnographic Data:

a. Selection of fieldwork site

Our ethnographic procedure began with the location of a research site; two

classrooms which would be most revealing of the type of phenomena we are inter-

ested in. The ethnic distribution in the Berkeley uuified School District is

regulated by district policy, so that the problem of finding- classrooms with

the proper ethnic balance was not an issue.

_3
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The communicative phenomena we are investigating are recurrent and part Of -

the everyday teaching situation. Our analysis focuses on the indepth study of

these phenomena over time'rather than on distribution'counts. Ate'success of

our project depends crucially on. the,Willingness of teacher, parents -and children

to cooperate and comment on ongoing findings andhypotheses. Our main criteria,

then, in selecting a classroom was to find a normal classroom with an experienced

.

,teacher who was interested in and willing to permit a researcher to become a

part of her classroom for an entire year. In return, ourtwo researchers under-

took to participate fully in classroom life as teaching aides, working under the

direction of the teacher as other teaching aides do. The researchers' work began
r.

wee efore school opened and field notes-were kept of..all the- reparations

made.

b. Obs rving the organization of the school day

The first few days at the start of school involved beComing acquainted with

the daily routine of the classroom, getting to know the children's names, ob-

serving when and where various types of activity consistently occured, and noting

preexisting developing play and friendship groups both within class and during

recess. Field notes, a running account of classroom events, snatche ::. of talk,

and the teacher's comment on events; were made on site and filled out the same

d&y after school:

We began our actual observation on the first day. of school, focusing Pri-

marily on the teacher and instructional aide, in their classroom organization

and structuring of the day. V batim speech was recorded,' especially teacher-

centered talk: inst

group or individual,

troductions of activities, questions to the

udents,j-eprimands. We made particular note'of any seem-
-A

ingly problematic moments ("uncomfortable moments"), where children appeared not

to understa what was going on or what they should have been doing (that is,

fzonfusion about what activity comes next), or not getting the point of a particu-

lar line of questioning; and also noted any strategieb used^by the children

that were clearly worked out, such as to get the floor, or to get the right

answer to a questfon, or to show off.

Participant observation showed that the school day could be mapped out into

relat'.vely discrete segments. After the first two or three weeks of observation

musch of what happens in school becomes predictable; the daily routine.of the

classrooa is a stable pattern of activities and interactions which is perceived

as being. stable by the children and teacher as well. So that after several

-weeks of detailed general observation, we turned our attention to selecting,
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from the mass of details, the common core of activities that happened everyday

in a relatively consistent pattern: Some of'these activities, were formulaically

opened or closed by the teacher and so formed "bounded" entities. Among these

were activities named by the teacher as well as non-named activities.

It became possible to come up with a formulation of "A Typical Day",

a schedule "of predictable activities and group structures with, their locations

throughout the room, and the times spent at various activities.

Selection of Key Episodes
e

Our knowledge of how the day is divided by teachers and studehts; how the

various episodes within the day are structured and what is expected to be achieVed

at any one time forms tho background for the conversational analysis.. The actual

conversational,analysis is-based on tape recordings and videotapes which are

illustrative of some of the problems raised. In other words, in the course of

their work in the classroom, the rzsearthers were on the lookout for particular

kinds of incidents reflecting or illustrating issues which involved processes

that could be related to the earlier ethnographers' findings. The following is

a.list of some of these issues:

1. Differential treatment of children and its causes. A number of

incidents illustrating this were found by comparing teacher's

reactions to children's performance in such instances as sharing

time, and in reading groups (See Collins and Michaels and Cook- Gumperz

Appendix two).

2. Teacher expectation and its relationship to children'serformante.

Initial evidence on teacher expectation was obtained through analysis

of ability groupings and through recording of the teacher's judgements

that went into the formation of these groupings. Indirect evidence of

teacher's evaluation can be gotten from teacher's informal judgements

in a variety of settings. Similarly, a true e:sure of the range of

children's ability can be ascertained by comparing children's verbal

performances in classroom elicitation situations with performances in

peer-group settings and other experimental settings.

3. Incidents of miscommunication. We are particularly interested.in,such

things as teacher's directives Or teacher's miscommunication in the course

of teaching a task.

4. Children's attention getting strategies; that is,-the ways that children

attempt to get access to learning opportunities or access to individual

attention from the teacher.
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5.'-Evidence of peer-group networks and behavior and its effects on class-.

room interaction. For example, white children seemed to be, moved by

threati of grades, while black children didn't seem to care; becauie

their attitude is supported by peer group approval.

.

1.4

\1

3.; Conversational Analysis. ,

Microethnographic studi s have shed some light on the nature of classroom

processes by demonstrating Illst whatever happens in the class is a matter of,

communication at both the verbal and nonverbal level.. Working in this tradition,
. .

Erickson and his students, Florio (1978), Bremme,(1977), McDermott (1978), and
. 4

others, have done detailed analysis of everyday classroom interaction, in an

attempt to uncover the unspokan classroom rules, norms of_behavior and rights

and obligations of participants. This.work has shown that it cannot be assumed,

asthe earlier small group analysts had assumed, that the.classroom constitutes

an undifferentiated structure where teacher and child interact as individuals.

Interaction processes are at work within each setting that lead to subgroup

formation and determine the contexts which guide and channel behaviorTand

limit access tolearning opportunity.
1

The value of this approach is that it provides replicable ways of discover-

ing types of behavior that are not ordinarily commented on but which nevertheless

guide interaction; and reveal the unstated conventions that may influence teacher

evaluations of student performance.

As we have suggested in,the previous section, children must learn what the

structures of dairy.activities are, they must know how transitions between

structures are: signalled, what behavioral strategies are required to-gain the

teacher's attention or to secure cooperation of the:peer. group. Knowledge of

strategies appropriate to these structures is a precondition for obtaining

access to learning.

From this kind of micro-ethnographic work we know that children, teachers;

and outside observers may.reach different understandings depending on their

social experience and their knowledge of the signals that participants use in

interacting with one another. It is for these reasons that we need to know

more about the process by which specific social meanings and conventions are

created through conversational exchanges and to explore more fully the uses of

language.in the classroom. Micro-ethnographic studies of non-verbal behaviors

are highly successful in revealing previously unnoticed fe4tures and unspoken

norms of subgroup formation and social presuppoSitions which affect classroom
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learning. The impoxtance of such non-verbal work is that it offers possibilites

for the measurement of what Coffman (1971) calls conversational involvement. It

enables us potentially to tell without knowing the content, whether two speakers

are communicating. The goal of the work reported here, is to study claisroom.

communication at the verbal level, in ways similar to those studied at the non-

verbal in order to determine the semantic Acess by which participants evaluate

the success of any speech encounter; it ':his way we develop knowledge of the

specific patterns and conventions of'verbal usage.

Our approach to classroom interaction is perhaps more revealing of the

relationship between macro and micro processes. We take a strategic approach-

that is, the analysis of participants' strategies and the outcome of interactions-

to show how classroom processes affect teacher evaluatiOns as well as children's

performance in class and their perception of what takes place.

The theory of communication on which our work is based is outlined in

Gumperz, 1979. To summarize briefly, our analysis concentrates, on. processes

of conversational inference,, that. is, the situated process by which participants

in a conversation assess the intents of other participants and on which they. base

their responses. Inother words, what we are concerned with is how people deter -

mine what is intended at any particular time. We assume that in making this,.

. determination people rely on factors such as their socio-cultural background,

their understanding of what the ongoing activity is and what goal is to be

accomplished as part of the activity, as well-as-their kiowledge_of grammer

and lexicon.

One important assumption we make, based on our own previous work on language.

acquisition'and interethnic communication, is.that judgements of intent differ.

That is, children and adults, or individuals of different ethnic backgrounds may

interpret the same message differently as a function of differences in background

or differences in developmental stage.

While our analysis depends on our understanding of classroom rules and

ethnographic knowledge of social background, the detailed analysis of these

processes relies on conversational processes. That is, we utilize the ethno-

graphic findings in conversational analysis to show how grammatical knowledge of .

linguistic conventions combine with background knowledge and-the understanding

of goals in the interpretive...process.

4. Comparative Studies Supplementary to Ethnographic Data .

The final aspect of our classroom research is concerned with combining our
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ethnotiaphic data with hore formal performance measures, in order to explore

the way in which, the classroom processes work to produce the measured performance.
-

The substantive focus of this work i4 on the influence of children's language

On their acquisition,of literacy skills. More specifically, we want to examine

the effects of the discrepancy between children's essentially oral language

background and the ddmands of the written culture of school.

Our main concern is with learning to read in school and with the evaluation

of reading performanCes. Both learning to read and the reading task require the

ability to receive and produce decontextualized language (Simons and Murphy,

Simons and Gumperz); that is the acquisition and practice of metalinguistic

skills. To do this children mugt have access to the linguistic knowledge, with which.

they are able to segment this speech sigmal alone. 'Learning to comprehend texts

requires readers to understand the frame. of reference. -o-f' the text-as opposed to the

immediate context (Cook-Gumperz and Gumperz, 1977); and to depend more heaVily on

syntax andsemintics to segment sentences and develop meanings rather than tirinn the.

prosodic devices of oral speech. Furthermore, children must use language for school

intereccions in a way Lhat is biased toward a literate model by such teacher in-.

junctions as "speak in full sentences". It is in ,these ways among others that the

school makes demands that are more consistent with a decontextualized
0
use of language

which is.opposed to the practices Of everyday speech and communicative nderstanding

which itself is context embedded.

Our work in this area has been concerned with exploring different aspects

of the literacy skills measured and evaluated in schools, in, tasks. that can be

systematically given and analysed. We havejocused on three. areas:

1) the relationship betWeen 'decontextualized' use of language, 'that is

language used without the normal context supports with the relation-

ship between children's performance on these tasks and their ability

in decontextualizing reading skills and ,classroom performance..

2) the relationship between oral and written language skills. A task

was designed that required children in lrst grade Co view a film

without a spoken narrative and then later to recount their version

of the story. A study was made of the children's use of thematic

cohesion devises in the oral account with.the strategies used in a

-written version of,the account.

3) a further exploration of the idea that the compehension of texts

requires assumptions about the frame of reference formed by the text

itself. This study has looked at the concept of the narrative as a
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frame. of textural. reference. A study has been made of different forms

of narrative accounting from provided stimulus material with 2nd

graders and the relationship between 'strong and weak' story-tellers

and children's performance in reading.

At this point we should give a summary of our methods. To the extent tit

we analyze the intricacies of classroom interaction, we use our.hypothesis to

direct our observation and selectioh of key situations in the classroom which

are illustrative of.the processes and issues that we want to study. It is this

search for key situations,' and-key comparisons, that underlies our research

design; comparative 'study within classrooms with a focus on children in

high and low reading groups and between home and school. Our basic, method

is both analytical and comparative, using conversational-linguisttc.analysis

to uncover die social processes at work in the classroom performance and

evaluation of primary school children.

5. The Home Environment Study

The greater amount of'dbr'research time and resources went into the study

of classroom related communication. The study of home comihunication.environments

proved to be extremely time consuming in that iewas difficult to obtain co -.

operation from many parents either because of their own time constraints or because

they. did not feel comfortable in co-operating with a project which was already

part of the'-school context. For thesereasons we have fOCused on a narrow band

othome communication issues which provide a direct continuity of theme iith erK

enquiry in the classroom communication.

From the large amount of possible instances of home talk we have chosen

to focus on the kinds of discourse occasions that have some parallel in the

classroom, and that represent discourse styles which carry over from home to

school and back again. These discourse occasions are best shown in mother=

child explanations of events; mother-child appeals and justifications; mother

and family narratives and anecdotes. Our rationale for these choices of

strategic discourse occasions is that while we do not expect or even look for a
3

one-to-one-or direct correspondence between teachers and mothers, and home and

school, we do hypothesize that over time children develop particular discourse

styles of reasoning, explaining, and accounting that form a basis for their,

social understanding. We are aware that children at five or six are unlikely
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to confuse the actual context of home and school, but their experience in the

home of styles/of discourse and reasoning provide an enduring set for_the inter-

pretation and/understanding of other, novel, discourse occasions; e.g., children's

uses. of indirect strategies or their interpretation of the teacher's indirect

control. as we haye indicated in some of our key episodes which follow. For these

reasons we are focusing on motheVs discussions with children and on family

occasions where the child can be-seen as'part of the natural communicative

groups.

We have approached this task in two ways: One, an open-ended question-

naire has been devised and piloted which allows us to explore with a fairly

large group of mothers of lrst grade children in some systematic detail both

their view of their children within the family and the family's relationship

,to other- members and friends. The mother is asked to discuss with us her

view of children's friendships and the importance of these, and how the child's

friendi are known to the rest of the family. Our selond aim has been to focus

upon disOurse protesses in the'home, and the quality and character of mother-

child and. child7:family interaction from naturally occuring family.talk. This

has meant regular contact and time spent in the early stages with mothers and

their children.
4

.

The focus of our present analysis has been on the selection of episodes

which show us something of the way in which mother's talk,expresses the relation-

ships between members of the family and the linkage between the family and the

outside world or extended network of relatives and friends. This talk provides_

a specifically lexicalized comment or expression of the:3e relationships. That

is, it puts therelationship into words and by so doing provides the child with

a framework ofverbal knowledge which will prftide, across time, information and

guidance on how to manage this and other similar events.

,III Findings of Research

The point of departure for our investigation is the analysis or classroom

communicative environments. Ethnographic descriptions of classroom routines and of

key episodes provide the-basis eor the discOvery of critical classroom cammuni- .

cative tasks involving such abilities as narrative skills, exposttoryskills,

evaluative justifications and co-operative information ..*change. All these

are general tasks which form an integral part of the verbalinteractiOn

everywhere; but the way in which'they are realized and evaluated are context

specifil. To uncover the extent and import of this contextual variationom

turned to.the analysis of communicative constraints in home settings and in
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naturalistic experimental situations which parallel the tasks situated in the

classroom. Using criteria outlined in Gumperz S Cook-Gumperz "Beyond. Ethnography"

(See Appendix 2, . .), we worked out comparative analyses of task performances

in these settings which we hope should ultimately:enable us to trace the effect

of home and ethnic bsckgroand on student behavior and teacher evaluationo'm

Summary of Findings from Research on Communicative Environments - At Home and School

Previous ethnographic studies have focused on cross-cultural differences in

the paiticipant structures i.e. the interpersonal-relations associated with learn-

ing situations in different social groups. Others concentrate on event structures

within -a single classroom and on the verbal and non-verbs1 routines associated k

with them. Our own work, by contrast, attempts to shoW\how assumptions about

these structures and the signalling of them enter into the interpretation of

intent.and evaluation of performance providing for a chain-of understandingof

inference that effects the co-operation of students and teachers it learning re-

lationships.. Our findings confirm Erikson and Schultz's suggestion that class-

( 'room learning involves the learning of event structures and when anal how a new

context can be recognized. But we go on to show that these structures'are'con-

stituted by indirect verbal strategies such as conventions of questionag, direction

giving and information. exchange. Children's performancee are evaluated on the

basis of.their knowledge of asse strategies. The following results are listed

under specific issues:

1. Learning and teaching as an interactiv process'

. A partial; analysis of_our data in this area are given in Michaels and Cook-
,-

Gamperz(1979) Michaels (1980) Collins (1980). The Michaels and Cook-Gumperz.

papers (1979) show in. detail how the teachers use of verbal conventions reflectd

her hidden theory of pedagogy and guidesher teaching strategies. This results

in some children's verbal offerings triggering teachers actions which lead to
,

,,the joint production of narrative and. the setting'Up of the ioteractivt condi-

tions within which learning can take place; while other children's offerings do

not. These, papers provide a detliled conversational analysis which shows that

the. processes involved:-are automatic processes not consciously planned acts.

Collins, using sOeimilar)sethod of conversational analysis, deals with the

question of how a-teiaher eValuates4 child's understanding ofwritten sentences..

Building on work" by ,McDermott and others who have pointed out that a teacher

working with low reading groups devotes Proporxionateiy afire tithe to control

behavior and less time to,context,than'a("eacher working with high groups.
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Collins goes on to show through a systematic linguistic analysis of questions

and answer response patterns that in low groups what is emphasized is pronoun-

ciation, grammar and single word decoding to the neglect df overall content.

In high groups what is emphasized is content while spelling and pronounciation

and grammatical cues are often disregarded. The result is that the two groups

get different training and acquire a different view of what the reading process

is about.

Both studies suggest that while the Overt pedagogic message of schooling

is concerned With the teaching of the specific content of differentiated

disciplines (math, language arts, etc.) the latent effect is that the demon-

stration of what is taught and known rests upon.the finding and evaluating of

information in discourse sequences. Children learn what information to high-

light and what to background within the specific conversational or discourse

structures of leassons. A similar point is made by Mehan (1980, Learning

Lessons) and to some extent by Edwards and Furlong (1980). Teacher's treatment

of children is in large part determined by their cfaluation of children's verbal

skills. Those who ha.1-1 discourse skills are more likely to be categorized as

high achievers and high achievers are taught to "go for the meaning at a more

global level" (Cambell 1981). This point is also documented in Collins. The

result within the long-term classroom context is that is is not so much what

is unown by a student thatcounts in an evaluation of performance, but how that

\knowledge is revealed or demonstrated. Teachers rationale, that is their

.
explicit theory of pedagogy, is given in terms of the evaluation of content,

where as the implicit latent effect of this evaluation process, is that

discourse form is what is evaluated. This is not to say that knowledgv 0:

content is not valued. The'prAnt is that presuppositions about discourse style

interfere with the ability to evaluate progress. (See Cook-Gumperz (1978) and

Cook =Cumperz & Gumperz (1980) for further discussion)

The long -term effect could be c1aracterized as discriminatory
(Simons and Gumperz)

inthe sense that low achievers are not being as well prepared to go ontothe more

complex tasks in later grades; as Cobk-Gumperz (1979) points out, the socio-communi-

cative problewlor children lies in making the discourse form match the recognized

communicative task. 'Furthermore teachers have as an implicit goal appropriate

discourse forms for differing tasks. It,is only if we unpack the complex

of communicative assumptions and discourse goals, which influence everyday

routines'and practites in classrooms at several levels of detail, that we can

begin to see the very.complex nature of skills and pressures that make up

successful teaching.'
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. Differential access to learning opportunities

The main thrust of our research has been under this heading. The work

reported in these studies. made by Collins and Michaels;41ichaels and Cook-Gumperz;

and Simons and Murphy; all document in different skill areas how differential

learning results in the unintentional consequence of communicative classroom

processes. This finding provides a new rationale for micro-analysis of class-

.

rooM interaction as a diagnostic means; not of ridding teacher-student communi-

cation of attitudes and stereotypes, but of learning to recognize different

discourse patterns when they are occurring. Such positive knowledge could

provide an input for changing practices.

The actual phenomena studied in this project by the above research m4tDods,

are all phenomena occurring in the short run, situated context. However, over

time the cumulative effect of recognizing or of failure to recognize discourse

strategy such as a child's contribution to "sharing talk" or as a valid peer

teaching instruction or as a gain in reading progress, provides a selective

'reinforcement or a selective motivational reduction for different students.

Our preliminary hypothesis concerning the interactive processes that lead to

differential access to learning opportunity are now being tested in two

large scale studies. Collins has begun work in several Chicago classrooms

under the auspices of the Center for the Study of Reading, University of

Illinois repplicating his Berkeley research. Michaels is planning a large

scale study of sharing situations under the direction of Courtney Cazden at

Harvard. It is by highlighting the process by which communicative strategies

in the classroom open up opportunities for some students, and lead others to

feel that they are misunderstood that discourse studies in the classroom can

move beyond globally descriptive or analytic studies to provide an analysis..

of teaching strategies that can be effective.

3. Oral and written schemata

As we have indicated in the research outline, a focus of our concern with

discourse form and structuring has been centered around the ways in which oral

language skills such as telling a story or giving an account of some daily event,

are transformed into other'more formal, oral skills which are perceived as training

for expression in written expository' prose. Much of classroom teaching is built

around communicative experiences which are directly related to such literacy

training. (Simons and Gumperz) Our studies explore different aspects of these

oral skills such as the ability to give concise instructions which model the

referential precision necessary to written instructions: the ability to make and

keep to a thematic point, and elaborate this; the ability to evaluate others

communicative effectiveness. Our classroom observation/ethnography shows that by

10,
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fourth grade the teacher relies upon such training work having been completed. There-

fore, the children whose discourse styles by fourth grade have not been transformed

find much greater difficulty in formal learning tasks. Gottfried and Schafer

(1980) show, yin a case study, that if a child who performs well on informal

oral tasks cannot or does not produce an adequate demonstration of competence

in more formal learning tasks,. he will becarze_a fringe member of many of the

organized learning occasions in the classroom. Simons and Murphy, in a detailed

statistical study shcw that success in being able to produce and evaluate oral

referential communication relates very strongly to abilities in decoding written

language and other reading related language tasks. They suggest that specific

training tasks in oral language skills which emphasize precisiOn of reference

and the production of a thematically tightly organized sequence of speech are good

bases for the acquisition of 'decontextualized language' , the appreciation that

language can stand in ways that are self-stifficient and independent of any refer- .

ential context. Skill at recognizing and producing decontextualized language is

a general ptecondition for success in reading and in other areas of literacy

expression.

Cook-Gumperz and Green suggest that one of the major problems of evaluating

children's oral skills in educational situations is that within this context

the notion of competency and proper discourse form relies almost completely on

adult based models of such phenomena as proper story form and narrative accounts.

They show how in story-telling situations with young children inventive or

alternative uses of form can be adversely rated if an adult centered model of

simple expository prose is the only standard of performance. Similarly

Michaels and., Cook-Gumperz (1979) and Nichaels (1980) show that teachers look towards

an ideal schema of expository prose even when judging oral skills, which may

in themselves show language inventiveness. Collins and Michaels (1980) study of

narrative re-telling demonstrates that while children of different socio-economic

backgrounds can be equally effective as story tellers, nevertheless they differ when

forms' of their story schemata are compared with the form expected in written prose.

Additionally, Cook Gumperz and Worsley show that the ability to tell a well-formed

story which has connected sequences - as a measure of well-formedness, is not highlY

related to school tests of language arts or component reading skills. Furthermore,

there is not a direct relationship between good story tellers and reading group

placement in-first grade. However, they suggest that as classroom curricula

through the grades from first grade ori place more reliance on written literary

tasks, the relationship between low reading group, good story tellers and the

high reading group good story tellers will diverge sharply. The former group

16
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will lack or be slower with other supporting literacy skills with which to

capitalize on their 'natural' flair for narrative expression,

The conclusion we can draw from these studies is. that children upon entering

school have had exposure to a range of literacy experiences all of which have

formed their pre-school language capabilities - these multiple, various skills

may not be tapped by the more limited focus of the sc1bol classroom,curriculum

with its focus on direct literacy training through simple expository prose.

Cole, Ball and Downey (1980) in a study of children's language' in and out of

classroom in an inner city kindergarten, show how limited children's verbal

offerings can be within a classroom context. Perhaps an awareness of the

multiple sources orinput and evaluation in discourse level decoding skills

and discourse planning strategies available'to children can be used to

provide a wider basis for classroom language skills.

4. Social network influences on school children

Initial obserVation in both first.and fourth grade clasAroom demonstrated

that children's responses to teachers' questions-of directions in the class were

frequently not motivated by what was said, than by the response of other children

in the classroom. Similarly studies have shown that not only teachers control

but student motivation to learn becomes more strongly under the influence of

peer group:norms and pressures in later grades.., Schafer in a detailed study of

the social organization of a fourth grade classroom shows that children's per-

ceptions of classroom interaction and the competencies of other students were

efected, often in conflicting 'Ways,.by their own friendship group allegiances.

In a series of questions Schafer explores the students' perceptions of the .

classroom organizationalheirarchy through looking at the informal-groupings

of students, classroom friendships, and children's'perceptions of the teachers

judgements about other students. She notes that a child who is a member of

a peer network outside of the classroom will only be influenced in classroom.

behavior if several other members of this peer group are also a part of the

classroom. Such a child has to "weigh the odds" before conceding to the teachers

control or accepting her/his point of via... A child who is an isolate or in a very

loosely organized paired friendship situation is under rio such constraint.

Cook-Gumperz, in an interview study with the mother's of first grade children,

in home settings, shows that mother's perceptions of their children's friendships

differ greatly between black, lower class mothers and white middle class.
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These findings indicate that even in first grade, the composition of the net-

work of friends differs, such that white middle class children are likely to have

a very differentiated group of friends, many of whom are exclusive to the family

setting and may not be within the geographic neighborhood nor at the same school.

For black children the friendships within schoollisre much more likely to be rein-

forted by contact out of school, or vice versa, or to be within the same neighbor-

hood. The child's friendships were seen as an area of independent activity for ,

black children, where as for middle class white children, they were seen as an

area under the selective surveillahcc of the mother.
L

These and other findings from the home interview suggest that the middle class

child is more likely to keep school and home activities separated, even though there

is no conflict of interest, because school is only one part an activity filled

life space which is adult organized. For the lower class child school is another

arena where the same friendships and conflicts are played out as they are in the

home,-base neighborhood. However, there may be conflict of in4rest between

home, peer and school concerns. Also, in contradistinction to the organization'

of the school and classroom for -many of the lower class black children

life outside of the immediate space of the home, is not adult-organiZed nor

dominated; SO making the acceptance of the adult domination of sthoOl mare diffi

.cult.

5. Informal learning in home and school

Cook-Gumpetz (1981) in a case study of the middle class mothers, children

and teachers deals with the informal learning styles in the home.and with the

ways these differ from the more consciously planned strategies of the classroom

teacher. Teachers work to contextualize the knowledge they seek to impart by

creating predictable situation which highlight the saliency of the verbal message.

In the informal. processes at home the situations in which learning occurs are .

interactively much more varied. It is suggested that,whai.home learning does for

Children is that it teaches them to disembed the information they want: from a

varied .situational field.

Gotfried and Schafer show that where discoUrse styles differ between home

and school contexts, children's out of school discourse planning and informa-

tional search procedures become non-transferable so that informal home learning

cannot become a resource in the classroom.

Simone and Gumperz (1979) in a general review. paper discuss the nature of

these home originated'discourse constraints on school performance, especially

as these relate to the low'attieving and lower class children. While it is the
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case that all children learn to recognize and keep home and school discourse

contexts separated; and learieto select from the multiple.rqsaages

the relevant interpretive cues that they need. Where there is an ethnically

.based difference in discourse strategies it is harder to recognize these cues

especially if they occur in novel contexts. Simone and Gumperz make the argument

that on this assumption the process of being socialized into the classroom

discourse practices is a longer and harder task for a child where the out

of school discourse experience is different from, the predominant style of the

classroom. Such an observation gives more detailed support to the findings of

Piestrup (1970) on the success of teachers who created ethnically very distinc-

tive language and discourse styles particularly with children,of an ethnically

similar background. Cazden and Erickson have made similar observations on

-Chicano-hispanic teachers.

6. Methodological observations on ethnography and natural experiments

The initial stages of our fieldwork consisted largely of unstructured

obsetVation. Soon after familiarizing'ourselves with the teachers methods,

the childrens personal background and the generaloLassrocm setting and

daily routine, we began to look for cues in the1orm of anecdotal incidents and

HeXpressions of opinions which reveal the underlying assumptions and.:presupposi-

tions that govern classroom performance. These semi-systematic observations`

then served to generate hypothesis of how the behavior we observed Otiginated

in interactive and communicative classroom processes. These hypotheses were

tested in a series of natural experiments - staged situations, which replicated

naturally occurring behavior under more controlled conditions and which enabled

us to test predictions from earlier ethnographic obserVation - two such experi-
,

ments are described in Collins and Michaels, Schafer and Gottfried. The Cook-i.Gumperz

and Worsley, and Simone and Murphy papers employ more formal tests to check out

similar'predictions. Out work thus shows how ethnographic findings can lay the

foundations for more replicable methods of investigation.



APPENDIX ONE

1. Additional Notes on Collection of Data

a. Inventorying the recordings

Once a tape recording or videotape is made, it is coded bythe date, segment
of the day in which the interaction took place, major participants involved
(e.g., Teacher and high,reading grouping, Instructional aide,and whole class),
and the major activities within the episode. Thus, a tape of a reading leeton
might be coded as follows: December 5, 1978, Reading lesson, Mrs. J. and Tigers
(high group), getting organized, making flash cards,, passing out reading books,
"round robin" reading, workbook assignments, C's goto owndesks.--Each.selected
tape is then tndexed in more detail to indicate the kindof interactional pro-
cew:ses, participant structures and control_ talk (directions, repriminds, sanc-
tions) that occur. Specific activities and'sub-activities of interest are coded
z well at. exemplary instances of differential control behavior -for retrieval on
the computer. We ate now working on a computerized storage and/retrieval system
which win enable us to locate-comparative data_relevant to issues discovered in
ttriA anr.lysis of key episodes.

One.e a segment of the tapehas been telected for transcription, each line is
coded fzr speaker, addressee and interactional goal, and linked to the activity
(or sub-activity), participant structure, etc.,in which it occured. In this way,
we are able to,retrieve, for example, all the reprimands to a particular childi
during oral reading lessons taught bythe teacher, instructional aide, student

- teacher, or reading specialist.

b.. Natural ilcperimental situations

In addition-todocumenting day to day school activities we created-two
experimental settings for-the contrastive study of children's behavior in well-
defined, naturally occurring situations.

1) Peer teaching and science field trip

The first, a school 'field trip to a "bidlogy discovery room" in the-Lawrence
Hail of Science at Berkeley for the fourth grade class, was undertaken to provide
an opportunity to compare children's behavior ina-freechoice learning environ-
ment with patterns of behavior observed in the-classroom. 'Comparison of child-
ren's behavior inthe two kinds of educational settings demonstrated the context-
bound nature Of evaluation of children's abilities; which are.in Part a function
of the particular setting, the explicit or implicit rules for participation in
thattsetting, and the criteria for success. Recent research.(Gottfried, 1979)
on children's exploratory and social behavior in the science center setting
,provided baseline data and identified the discovery toom_as a strategic research
site for investigating children's informal modes of learning. Turing school
fiel4trips, Children are given a brief orientationand are then free to explore,,
touch, and holcLanimalt and engage in variousactivities.

Theweek following the field trip the animals from the discovery rooM.were
brought to the school and the children taught. anotherfourth/gradeclass "What°
they had learned about the animals". These peer teaching sessions were also
video-reCorded and are being analyzed,in.relation to classroom. patterns. Pre-
liminary analysis of a case study documenting one childis behavior-in the two
educational settings deMonstrates that tiLUational factors strongly influence

... motivation, level or participation and ability to demonstrate competence. The
same behaviors defined in one setting as "immaturity", "insubordination" and

.



A- /7

"inability to focus attention" are seen as "curiosity", "creativity" and "strong
exploratory tendencies" in the other setting.

2) Film showing of "pear" narratives

The second experimental setting involved both first and fourth grade classes;
as a means of eliciting narrative discourse on the same topic from all the child-;
ren, we showed a 6 minute film developed by Wallace Chafe (in color, with sound-
track but no language) about a boy-Who steals a basket of pears from a man,.
henceforth referred to as the "pear" film. Each child saw the film and was then
asked to tell "what happened in the film", to the participant researcher who had
not been present during.the film viewing. First graders also gave a second telling
four to six weeks later. Fourth graders gave both a written and oral version -of
the film, a day apart (with a counterbalanced design; that is, half gave the
written version first, half the oral).

We anticipate doing a detailed comparative analysis of

.a) oral discourse styles among first and fourth graders, with
particular emphasis on the role of prosody/in signalling
thematic cohesion.

b) developmental differences between first and.fourth,graders with
regard to discourse style, narrative structure and.detail.

c) oraInd written differences among fourth graders with regard
to oral style characteristics and their influence on the develop-
ment of literacy skills.

. School-Classroom Ethnographies: First and Fourth Grade.

In what follows we will give a step by step description of our ethnographic
procedures and findings.

Location of fieldwork 0.te: Our ethnographic procedures began with the location
-of .a research site that would be most revealing of the type of phenomena we are
interested in, those being factors related to differential participation, learning
and success in urban, ethnically mixed classrooms. The overall design of our
project specified in advance guidelines for the, selection of a classroom. We
planned to study an integrated, socially heterogeneouslbelf-contained first
grade classroom in an urbanarea,A.n which there were clearly defined reading
groups. The ethnic districution in the Berkeley Unified School Distridt is
regulated by district policy and a program of voltintary.busing,-so the.problem'
of finding classrooms with the proper ethnic balance was not an issue.

Since our study_would be limited to two claSsroOms, .a first grade and'a
fourth grade, it was important that the classrooma be representative or compar-
able in-important respects to a great many other classrooms' throughoUt the country.
Clearly, there is no such thing as the "typical" classroom. However, the liter-
ature has,shOwn that, the phenomenon of differential learning is a-perVaSive one
and that the c8Mmunicailve processes at work are; general and recurring. That is
to say, to some etent there is a culture of the classrooM in urban areas that
transcends regional'and ethnic grOup boUndaries. For this reason, any reasonably

normal classroom would have Sufficed. However, our analysis focuses on the in-
depth study of these phenomena over time rather than on short term observation
sessions and distribution cOnnts.,: The Successof.our project depends crucially
on the willingness of the teeth and children and parents to cooperate and



comment on ongoing findings and hypotheses. We needed to find an experienced
(average to good) teacher who ran a relatively traditional self-contained first
grade classroom who felt comfortable being observed and tape recorded in action.
most importantly, we needed a teachnr who was interested in the project and
willing to permit a _researcher to become a part of her classroom for an entire
year. In return, our two researchers undertook to participate fully in class-
room life as teaching aides, working under the direction of the teacher as other
teaching aides do. The researchers' work began the'week before school opened,
as does the teacher's, and field notes were kept of all the preparations made.
During the first 3 months of tbe project, the researchers spent between 3 and 4
full days each week in the classroom. In the latter part of the year, class-
room time was reduced to 2 days.

An important characteristic of our ethnographic procedures is the constant
cycling back and fourth between ethnographic observation, hypothesis generation
and then field experiments and ethnographic observation to test out the hypothe-
sis under consideration. As an example of this approach, our ethnographic'in-
quiry took the following course during the first month of school, it become
apparent that the law and high reading groups were receiving` somewhat different
kinds of reading instruction. While the high group was already reading stories
in a reader, the low group was working with workbook-type materials, emphasizing
letter shapes (tracing, letters, etc.), letter sounds (a 'b.' makes a 'buh' sound)
and letter names (using flash cards). Somewhat later,-though still during the
first month of the year, the low group children were reading in books, but they
were still being drilled in letter/sound correspondences.

There were several variables involved in this situation that could have
accounted for the discrepancy in instructional approach. For one thing, they
high group children were already "readers"--they all had a substantial sight
word vocabulary and could handle short texts without difficulty. Some of the
children in this group had been in this'particular class the year before as
kindergarteners (in a mixed K-1 classroom), and had already become familiar
with letters and elementary deca414 skills. Additionally, there were two teachers
in the classroom, the regular teacher as well as an instructional aide. During)
the first few weeks of school, the instructional aide worked with the low group
children exclusively as it was thought that they needed a strict, disciplinarian
approach and would be less:likely to "act up" for the far stricter instructional
aide. (It happened that all the low 'group children were black as was the
instructional aide.) At first I assumed it was merely a. difference between the
two, and that each had their own particular approach to early reading instruction.
However, when the regular teacher switched roles with the aide, and took over the
low group reading lessons, she continued and even added to the heavy phonics
emphasis.

My initial impression, based on the differing instructional approaches, was
that the low group children must have needed more practice and instruction on
letter names and sounds. I w4s quite sure that the high group children, for
whatever reason, had enteredlirst grade knowing more of their letters and
corresponding sounds than did the low group children; and. that. the differing
approaches were designed to compensate for this.

To test out this hypothesis, I brought in my own set of hand-made letter
flash cards and tested each child individually on his ABC's, during recess or
free time. I found to my surprise, that the low group children were not sig-
nificantly less well versed in their ABC's than the other (high or middle group)
children. While kt did turn out that the very best readers in the class, already
in a small groub'Y themselves (which I called the high-plus group), did know
all the letterWwithout any errors, the rest of the children were more or less
equivalent, knowing most of the letters (and sounds) but forgetting some of the

O
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less common ones (j, z, x) and occasionally confusing the reversable ones
(p, b, d, q).

Thus; our ethnographic observation.of differential treatment across reading
groups led to the hypothesis that this was in response to a real ability differ-
ential across the groups. Wethen tested this hypothesis and found it untenable.
Our ethnographic observation was then directed toward other possible explanations,
requiring more figs- rained analysis of the actual interaction during the reading
lessons, themselves.

An Ethnography of the First and.tourth Grade Classrooms

Getting started: During the week before school officially begmc for the children
the participant observers worked closely with the teachers. called Mrs. Jones
and Mrs. Hayden,'in setting the classroom up, arranging desks, organizing materials,
putting up bulletin boards, making name tags _and so on.

During theSe early pre-school days, the researcher was able to talk to Mrs. Jones
about overall plans and goals for the year, early lesson plans, expectations, etc.
In explaining her methods for getting started, Mrs. Jones said, "First of all, I
get my class list. "I see where the kids are, so to speak. And I'm really talking
about reading. 'Cause I've got to group them. And I've got to get in there fast.
There's no point in wasting alot of time.in the beginning of the year, fooling
around. So, uh if I have any doubts I'll put 'em in a lower group but I want to
get going just as soon as I can....The sooner you .get going and get the kids in
their routine (snaps fingers), the happier the whole thing's gonna be. And the
tighter it's going to be....more together. You've got to put up some little things
so your room doesn't look so bare. You want to put up some things that you're
going to use, like number 14nes on the kids' desks and on the wall. And then the
first few days you.do a loe.of art work 'cause that's fun and it isn't evaluatilie.
Everybody wins. And it helps to decorate your room. And you do as many fun things
with them as possible 'cause you do have the time at that period. And you jump
right into handwriting inspite of all the moans and groans because it takes two
weeks to get over that. 'z,A4d then they know they can do it and then you do little
poems or-nutty things to sort of'get 'em with you. You know 'cause they're
looking at me all the time'. What kind of person is she gonna be? And some of
'em can be very fearful. And so if I can have fun with them and still, keep it
at a certain level, so I still have control ff"

It was also during these early daYS that a great deal of teacher to teacher .

information about children got traded over coffee breaks and lunch: in the teacher's
lounge.. Teachers.freely passed on impressions about children or siblings of
children they had had,.making comments such as "Boy, I wish you luck with X;
I certainly had my hands full with him last year". Often, information about a
child's home background was disclosed, such as'"Y's mother,will:be on your
back from day one, pushing, pushing". Or, Vs parents juSt_got divorced so she
may be somewhat upset". Or,"Q is a real darling. I just loved her and her
'mother is a terrific helper."' True to Mrs. Jone's expressed plan of action, on
one occasion, she sat down with-the kindergarten _teacher (who had had 25 out
of the 30 children the year before), with a Class roster in hand, and system-
atically solicited information about each child. She got ability'judgements
(each child was rated a High, Medium, or Low or in. some .caseS a High + or
Medium She also noted down family information such as "broken home" or
helpful parents", as well as personality information such as "shy", "St. Bernard"
or whether thechilaLhad been an attendance problem or needed to be""pushed".

On ithe second day of the zchcol year, the children weregrOuped into
High +, High, Middle and Law reading groups, which correspond to the kindergarten
teacher's assessment almost without exception. It was not.until a week later that



that Mrs. Jones received the kindergarten CTBS. (Comprehensive Test 'of Hasid Skills,

a standardized achievement test, given to all elementary school children in May)

scores for these children. In some cases there were discrepancies, where a low
group ch:.ld had tested higher than a middle group child, but no changes in group
placement were made.

ti

Segmenting the school day

After several weeks of detailed, general observation, we turned our attention
to selecting, from the mass of details, the common core of activities that happened
everyday.in a relatively consistent pattern. Some.of these activities were formu-
laically opened or closed by the teacher and so formed "bounded" entities.. Among
these were activities named by the teacher as well as non - named activities.

It then becomes,possible to come up uith a formulation of "A Typical Day':
a schedule of predictable activities and group structures with their locaty.ons
throughout the roam, and the times spent at various activities. It will b
noticed that not all the activities on the following list-are bounded speech
activities -- such as "announcements" or "seatwork" or "quiet play". To a

certain extent, depending on the child's reading group and speed in doing workbook
or other seatwork assignments, each child's day looked slightly different. A
closer analysis of the day of two or three select children would highlight
this fact. Nonetheless, all the children are involved (to greater or lesser
degrees) in all the major activities and do learn over time, when they occur
and what the expected norms of behavior are at these times.

The daily organization becomes so much a part of the children's under-
standing of "going to school" that they are acutely aware of any change:.
in particular contextualizatiop features regularly used by the teacher.' An
.anecdote will illustrate this point. In October, only 7 weeks after school
had started, 'a substitute teacher took Mrs. Jones' placg for a day. The sub-
stitute made every effort to follow the general framework of activities laid
out in Mrs.Jones' lesson plan, but she did not conduct lessons or move from

activitytto activity in the same manner as Mrs. Jones. Several children were

visibly disoriented. One child said, "we didn't do sharing yet", though in
fact it had already occurred, before doing the calendar,(which was unusual).

One child even asked "Have we had lunch yet?" upon.coming in from recess and-
another child asked "Is this morning or afternoon?" as we werd going to lunch,
in order to know whether it was time to put his chair up on his desk, which

occurs only at the end of the day.



8:55 - 9:00

9:00 - 9:02

9:02 - 9:15

1+,. a 3

A Typical Day in First Grade

Coming in from outside; putting away jackets and lunches

Transition to rugtime

Rugtime (call to order)

Roll

Calendar

Sharing

Announcements

9:15.- 9:18 Transition into reading groups

9:18 - ****

**** -.9:58

9:58 - 10:00

10:00 - 10:02

10:02 - 10:15

10:15 - 10:30

10:30- 10:35

10:35 - 10:38

10:38 - ****

**** -'11:40

11:40 - 11:43

11:43 - 11:45

11:45 12:20

Reading

Gtoup work

Seat work

Quiet play

Clean up for recess

Line up for recess

Organized game on playground

Free play on playground

In from recess, to desks, heads down

Transition into math grobps

6.1ath time

Group work

Seat work

Quiet plai (early part of year)
Spelling (from late NOvember ot!)

Clean up for lunch.

Line up for lunch

Lunch and free play on playground



12:20 - 12:22 Come inyand sit on rug

12:22 - 12:40 Story time on rug

12:40 - 12:42- Transition to handwriting, moving to desks

12:42 - 1:00 Handwriting

1:00 - 1:56 Movie, science, art projects, diaries, etc.
(different each day)

1:56 - 2:00

os

Get ready to go home

-1*
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It should be noted that the teacher's segmentation of the first graded5...:
looks, quite different:-

9:90 - 10:00

10:00 - 10:30

10:30 - 11:30

Sharing and keading

P!E. and recess

Math and Spelling

11:30.- 12:20 Lunch and supervised play

12:20 - 2:00. Literature, book enjoyment, art, science, handwriting
Project Write, free time.

In contrast 2Q the ethnographer's version, the teacher's conception of the day di'

looks like a discrete series of bounded activity units, with no transitional
activity.. Furthermore, her units are more general, less descriptive and more
inclusive than the'ethnographees. For-example, for the teacher, "sharing

"includes with it all the activitide.on the rug (roll, calendar and announcements)-
that so along with sharing everyday.. ',Reading" encdMpasses'both-sMall group:-
lessons and seat work. It appears that the teacher's conception and segmentation
of the day is based on named, organized and clearly bounded activity units.
At Any:point in the day, she could-describe to an outsider what was "happening"
in her class by reference to one of these bread activity slots. She would say
"We are doing reading now" or "We are having lunch'," or, if caught at a transi-
tional poiit,' she would say, "We'are getting ready; to do reading; go to lunch,
etc." The-Children also respond similarly to this kind of,question, using the
same broad,:naMed.activities,the teacher used. This does not imply that.the .

teacher'and children do not have a fider tuned conception of.the'day, which
includes-,notions of appropriate behavior at transition points. Under carefal-=::.
obserVationit becomes very,cleat that they do; inasmuch as.the children
systematically modify their behavior and the teacher systematiCally expects
and demands that this occur, in moving smoothly in and out of activities and
transitional segments throughout the day. 'It is something that all competent
members of the'claesroom.come to.know and hold each other accountable forbut
have a.hard timAtalking about.

In order to identify°exhaustively the different segments'of the day', the
ethnographer loOkeboth for the typiCal and the atypical. That is, he watches
for"and records Commonplace events, with an eye for the regular patterns of
behaviorthat,emerge over time. At the same time, he notes down disruptions Ito

' the regularflow orthe day, surprises or uncomfortable moments that seem to
.evidence some confusion or misunderstanding: A detailed analysis of some of
these moments ofeenAlighlights anunspoken.rule, Oee'that the children must'
learn in:the doing, rather than by being told, These moments of confusion may
also highlight a subtle transition from one segment of the day to another, where
for example, there is a verycoinor.shift in the norms of.hehavior and, few Or
subtle oontextualization cues. which signal tfie,shift frot,one- context to another.
It is in just these,oasee, that children get confused, not, knowing exactly. what-._
the appropriate rules are or exactly segment of the day theyar0 in. Two
anecdotes will illustrate this point. .

After approximately four weeks of school, the following interaction took
place during rugtime,-right after, the roll had been called and before sharing
,haft taken place.

1 J: . One two, three, four people not here. -Oooh, that's'bad.
0

j



a4,

2

3

4

C:..,

J:

B:

Consuela here
77.7:

I was thinking about the notes that your motheraAlave been sending
-in, boys and girls.

5 Deena: Mrs. Jones?

6 J: Yes?

7 Deena: I've got something to show you. (Comes toward J. touching front
tooth)

J: OK waia minute. Wait, can you show me later? (J holds up hand
in front of Deena)

9 Deena: Uh huh.

10 J: Just me or the class?

11 Deena: Uh--, the class

12 J: OK wait just a minute and we'll do that. Thank your mothers for
sending in notes. Alright?

13 C's: Alright

In this interaction, Deena waits until a transition point, after roll has
been called, to try to gain J.'s attention. Once called on, Deena gets up from
rug and'begins to approach J. In doing this, Deena is violating an unspoken
.rule which says that a child cannot approach the teacher for personal. matters.
Mrs. J. immediately puts her hand up (as if to say, "don't come any closer")
and asks Deena to wait until later. In this way, the unspoken rule, "Don't
approaeh the teacher during rugtime" is invoked and Deena acquiesdid to it
(line 9). ,However the situation is Slightly more complex. There are subtle
shifts to rugtime rules, depending on the sub-segment activity, whether roll,
calendar, announcements 'or sharing. During sharing time, the children are
allowed to approach J. provided they have something of interest to show the
whole class. It is likely that from Deena's gesture to her tooth that Mrs. J.
inierred that Deena's comments might well be appropriate for sharing time
(as loose or lost teeth are always an acceptable sharing topic). Deena's
behavior, then, rather than being seen as inappropriate and a violation of
rugtime rules, is seen as being appropriate but slightly premature. It is
worth noting that after this bit of interaction had occurred, J. continued
to talk Der a few moments about-notes from home and then initiated sharing time,
saying, "OK, who has something interesting to share?" Deena was the irst child
to be called on and did indeed share abouther veryloose tooth. This indicates
just how unspoken rules get created and invoked and how children gradually come
to learn them without ever hearing the rules outright. The full message here
is thatthe teacher cannot be, upproached during rugtime for a personal chat,
but can be approached with matters of interest to the whole class, provided
it's during sEaring-time. However, this is not a rule that either Mrs. S.
or Deena could state explicitly.



'During the second week of school, the following interaction took place.
It occurred just after rugtime.had begun, while Mrs. Jone's was calling roll.
and at the same time trying to figure out who needed lunch tickets.

1.

2

3

T:

Nori:

T:

Nori has a ticket. Do you want to use your ticket?

(Nods)

( -)

4 T: Merle, do you want to use your lunch ticket' Wally isn't here.

5 P.O.: He's coming now. There he is.

6 T: Was the bus late?

7 Chuck: Yeah.

8 C: Yeah.

9 Chuck: Our bus, huh? (....)

10 T: Sh, sh, Chuck. Sh. Sh. Sh. (Wally walks in the classroom)

11 T: Was your bus late Wally?

12 Wally: Was it late?

13 T: Was your bus late?

14 Wally: Nope, I don't think so.

15 T: Why are you coming in late then?"

16 Wally: Ah don't know. (chuckles)

17 T: Uh Wally, Wally, I want you to sit right here quickly. If you come
in, late you just pop right down on your bottom. (loudly)

18 Wally: Yeah, I cane in late.

20 T: Sh. Sh. Merle you want to use your lunch ticket today?

21 Merle Yeah.

This example illustrates the fluid and subtle,naturt of contextual cues
which signal to'participants what activity is taking place, and hew any given
utterance oUght.to be interpreted. Here, Wally's misreading of.surface.contextual
cues, coupled with a degree of natural playfulness, results'in a-series of-exchanges:
in which both teacher and child misinterpret the other's intent. The misunderstand
ing escalates into a minor confrontation between teacher and child.

Wally comes into the classroom late, duringa moment of confusion when seVeral-
children had begun to talk (lines 7-9). Mts Jones asks Wally if his bus had been
late and Wally responds by casually turning the question back at her, saying
"Was it late ?" (line 12).. Mts, Jones repeats her original question more firmly
and Wally answers fliply (line 14) saying,:"Nope, I don't think so." grg..jones74.



further probe, "Why are you coming in late then?" indicates that the force of
these remarks is not so much interest in whether or not his bus was late, but
rather an indirect reprimand for walking in late himself, and a demand for
some kind of explanatory account. Wally misses the indirect force of the
question and thus appears to be acting disrespectfully in the face of her re-
primand. His comment, "Ah don't know" (line 16) is produced with exaggerated
Black intonation, with a wide grin, glancing over at his friends on the rug.
Mrs. Jones' responds with uncharacteristic harshness, raising her voice sharply.
This time Wally catches the force of her reprimand and says sheepishly, "Yeah
I came in late."

I interviewed both Mrs. Jones and Wally (independently about this exchange
playing them the tape and asking. them how they interpreted the other's utter-
ances. I learned that Mrs. Jones had indeed interpreted Wally's response as
"sassy", testing her in front of the group to see haw far he .1ald go. She
said she felt it was important to be firm with Wally from the very start so
he "would know who's boss and kind of settle down." She had already begun to
single Wally out as a child who had a lot on the ball, a lot of spunk, but
who needed limits.

When I played the tape for Wally, on the other hand, he seemed genuinely
puzzled about the interchange. He said that at first he just thought that
Mrs. Jones wanted to know if his bus had been late and he didn't think that
it hod )-een. Then when he said "Ah don't know" (limp 16) he thought maybe
he would "get in trouble a little, but not that much!" He said he hadn't
really meant to make Mrs. Jones so mad.

Now the question remains, what went on hete to create such discrepant
interpretations of the same interchange. In light of the speech activity
structure in this classroom, it is likely that Wally and Mrs. Jones were not
seeing eye to eye with respect to what context they were in and hence what norms
of behavior and likely goals for the activity were. That is, it appears that
Wally misinterpreted Mrs. Jane's indirect reprimand, "Was your bus late?" as
a sincere question, based on a faulty sense of context.

During the time I call "transition to rugtime", children are free, to chat
quietly_or ask questions. of Mrs. Jones, Mrs. B. (the instructional aide) or
myself. The adults often ask individual children questions of apersonal nature-
during this time (e.g., "Joel,.did you bring a note from your mother?", "Is
that a new\jacket, Bob?", ','Merle, did you remember to bring in your green form ?').
After the formal call to order, "rugtime" norms prevail: children are not address-
ed informally by the teacher and they are reprimanded for talking°(even quietly)
to one another.

Wally cam' into the classromafter rugtime had officially begun, but it
was during a moment of confusion ("Merle isn't here."..."He's coming now.") and
several children had begun to talk'(Charles: "Our bus, huh? (...)"). It then
makes sense that Wally misinterpreted the intent of Mrs. Jones' question as one
of a chatty,nature, rather than as an indirect reprimand, thinking that rugtime
had inotetlgotten underway, and he was not all that late. His chatty, playful
response then seen.2d appropriate tn him but totally out of line to Mrs. Jones.
Hence, confusion.

Speech activities and participant structures

Within these daily segments, it becomes possible to focus on the major-
speeePactivities and their corresponding norms of behavior and rights and
obligations with, regard to speaking and participation. Philips (1972) used the

term "participant structures" to charaCterize the canstellation,of these norms,
and showed that these structures influence interaction and participants'



perceptions about what is going on and, over time, the amount of learning that
takes place. Eritkson and his students have shown that these participant struc-
tures change from activity to activity throughout the day, each requiring the
child to internalize a new set of norms and strategies in order to behave °

appropriately. (Florio, 1978; Florio and Shultz, 1979)
Philips notion,of participant structures has to do with broad patterns of

structural organization in any given interaction, with regard to who gets to
talk, haw turns are allocated and what kind of, talk is deemed appropriate.
She notes four major participant structures that occurred with varying degrees
of frequency in the classroom and home community she studied: 1) teacher or
adult leading the whole group, 2) teacher leading small group, 3) peer initiated
interaction, 4) independent seatwork (with the teacher keeping a watchful eye).
However, as Florio and Shultz (1979) have pointed out, participant structures
change continuously throughout the day, often shifting several times during the
course of a single activity depending on whether it is the beginning, middle
or-end of the activity. Their notion of participant structure is more specific,
based on nonverbal analysis of. eye gaze, postural shifts, back channel vocali-
zations, etc. to determine who the focal and peripheral communicatants and
listeners are. The result of this analysis is a larger number of participation
structures reflecting the'variety of patterns of turn taking, floor holding, etc.
In our approach to the analysis of participant structures in the classroom, we
have found that the norms of behavior and rights and obligations of speakers
vary both across and within participant structures, as you move from context
to context throughout the day. For example, rugtime is a bounded speech activity
that occurs at,the same time and in the same place everyday. It has a teacher to
whole group participant structure, in.that it is opened and closed formulaically
by the teacher and she decides who gets to talk and what counts as appropriate
topics. However, as was seen in the example above, the rules for appropriate .

behavior, such as when a child can approach the teacher and about what, shift
from sub-segment to sub-segment within rugtimeji.e. from taking the roll, to
doing the calendar, to sharing). While the general participant Structure ,(in
Philips use of the term) remains teacher to whole greup,"the norms and rules
do shift in important ways and the children are held accountable for this.

In characterizing the various segments of the day, we will briefly describe
the kind of interaction that regularly takes place, noting the general participant
structures as well as the specific norms and rights and obligations of participants
with regard to the kind of talk that takes place.

Each activity segment can be characterized by a particular verbal statement
of the teacher -- a formulating comment which can, across time, be seen to form
a contextualizing signal for an activity's commencement or cessation. It is

precisely these kinds of cues that a substitute is unable toaprovide, which
creates confusion and disorientation in the children.

Rugtime ."OK, everyone, come to the rug." (this initiates a very fluid,
gradual movement into position)

. Roll "OK, I,m going to call roll now. Only answer to-your own name."

Calendar" "OK, special person, will you get the calendar for us?"

Sharing "OK,who has something really exciting to share?"

Reading "OK, Mrs. B., are you ready for your group? Will the Lions come
up in front?"



Clean up for
recess

Line up for
lunch

"OK, everybody freeze. want you, to put everything away 4nd.
get ready for lunch."

"OK, everyone, ve--ry slowly, please line up for lunch."

Free time "OK, we've got 15 minutes until lunch. If you can handle it
(occasionally) you can have some free time."

Major speech events: Participant structures, norms, rights and obligations

1. Coming in from outside

Children (henceforth C's) line up outside back door to classroom.
When bell rings, door is opened and C's come in, move freely,,gO to coatrack,
drinking fountain, desk, rug.
C's group themselves along lines of friendship. Regular peer structures

emerge: group of 3-5 white boys interact around .a desk or on
the rug, group Of black girls gather around an adult or on the

y. -rug, group of black boys gather usually-away fren the rug. These
are student initiated structures, not dealt wt.: by Philiph.

C's talk freely to each other (even loudly).,
C's approach J., B., or S.*with notes, hugs, or simply to chat ( "Know what

. I did yesterday ? ").

2. Getting started; transition into rugtime

Teacher (J., B., or student teacher) comes to the front of the rug and sits,

down in chair.
.Teacher calls-C's to front, collectively ("OK, everybody come to the rug:"

or individua4y'("Walter, hurry up and put your coat away and come
up here.")'. ,,

C's talk to' others,nearby. Loud talking or moving around gets mildly sanctioned
(Walter; sit down now and be quiet"; "Sh, sh, Darrel,:PaulaM

C's .talk'quietly and can touch each other(e.g., Sherry fixes Paula's barrette).
C's may approach an adult but are usually not responded to warmly ("Not now

please,.tell me later.")
C's may initiate conversation with the teacher but these interchanges are kept

brief,
Much calling of names of those C's who are slow to come to the rug, standing

up or talking loudly.
(This "transition" time shortens as time goes on.)

Rug tune

J. issues a "call to order" ("OK, everybody stop. talking. It's my turn now. ")
From this point on, talking, even very quiet, is sanctioned.
C's are not to move around or touch each other .("OK, now give yourselves some

space.")
C's dotalk surreptitiously (turning asid6 covering mouth) and'are reprimanded.

("Celena, it's my turn," "Darrel, what did Ilust say? Please listen.")
C's do not approach J. (though they do occasionally approach- B. or S. with

notes from home or lunch money.:
C's are called ap.if they raise hands but must have topically relevant comments ,

so teacher; B. ='instructional aide; S. researcher aide.
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in order to keep the floor.
C's can call'out in response to J's questions, or with topically relevant

comments. If several C's begin to talk, they are stopped ("Sh, sh,
my turn.").

C's may be asked to bid for nomination. C's raise hands and J. selects
individual to talk. For some ragtime activities (such as sharing),
there are norms for selecting children, such as first a girl, then a
boy, etc.

-Loud talking or moving around are grounds for being moved to the front,
near the teacher ("so you can hear better"), or getting sent back to
their seat. ("Deena, go back to your seat and put your head down."
This is rather severe punishment.)

This is a teacher-to-whole-group participant structure, in which the teacher
controls (by in large) who talks, when, and about what.

Sharing (an activity within the larger event, Rugtime)

Sharing is opened formulaically by the teacher ("OK, does anyone. have anything
really important (interesting, exciting) to share?").'

C's must raise their hands to get the floor to share, but they may call out
topically relevant comments in response to what another has shared.

If several C's call out, . J. attempts to regain the floor ( "My turn, my turn").
C's anticipate the end of each child's turn, and raise their hands just as the

child sharing is finishing.
To signal the end of sharing, J. says "OK, one more and then we have to stop."
After the last child s turn, J. says, "OX, Mrs. B. are you ready for your group?"

which simultaneously marks the end of sharing and the beginning
of the transition into reading groups.

Reading

Getting into reading groups: Low group (Kittens) leave rug, go to desks and
over to their table at side of room. C's talk freely to one another.
Names are called and C's are hurried up, etc. C's it in their
"special place". Middle group (Lions) move to desks and then to round
table, haggle over seats and-graduallzrget settled. High group (Tigers)
move to their own table and get,sesred-. High-plus group (Dolphins)
either get workbook assignments from J. on rug and then go to seats, or
they work with an adult (parent, researcher) on rug.

C's can approach S. or call from seats (while doing workbooks) for help, but
rarely approach J. or B. while they are leading a reading group.'

After formal reading lesson and assignment of workbook pages, C's get cardboard
carrels and go to their desks. At their seats, C's call out for help and
can talk quietly. Moving around aimlessly in the room, talking loudly,
or going over to another.C's desk gets sanctioned.

The reading lesson proper is a "t4oher to small group" participant structure
where the teacher initiates and directs the sequencing of activities and
tontrols who will participate and whether participation is individual
or collective. Each leader of a reading group (whether J.,. B., helping
parent or researcher) structures the group somewhat differently
(nominating C's in a round-robin fashion or allawing C's to bid for a
turn, etc.). This seems to depend both on the personal style of, the
"teacher" and on the level of the group.



All. reading lessons can be further segmented into series of activities,
such as making flash cards, dictation, reading in, the reading books.
Each of these activities can then 13 broken up into sequential patterning
of tasks. FOr example, in the Kittens reading lesson,.the activity
"reading in the. reading books". can be aiVided into the.f011owing'
pattern of disks:.

One child geis nominated to read.

That child reads a sentence or a whole page-(if very short)

The whole group reads the same material in unison.

The pattern then is repeated.

The comparable activity in the high group reading lesson is made up of
a different series of tasks.. The pattern for this group is as follows:

One child gets nominated to'read.

That child 'reads an entire page.,
..

Another child is nominated:. The pattern repeats.

(Implications: more material is covered in the high group. There is more internal
coherence to the reading material in that the:gromp.soes through the story only

' once, at a reasonably fast,pace (usually.irione sitting)., In the low group, it_
takes several days to read.a story and -the same sentences. are read twice before
moving on. That is, the story doesn't "read" like a story.)

Story time

Participant structure is the same as for rugtime'(Teacher to whole group).
C's are assembled on the rug and told to get comfortable ("give yourselves

some space"). .

As the story is being read, Moving around, sitting up on knees (so that other
children can'taee),.or talking are sanctioned.

Before or after the actual reading takes place, there is often a group discussion:
about whathappened in the story the previous day; who the characters
are; what is likely to happen. next, etc.

During the discussion, C's raise their hands to get-the-floor-Or are .

nominated by-the teacher.: Short, topically relevant comments may be called
out but if several C's begin to talk at once, the teacher attempts to
regain the floor ("Sh, my turn" or "Sh, TOst one at a time").

Math time - Dolphins (the,entire class except. for the low readinggromp)

Participant. structure is the same as for rugtiMe and groUp disdussion atstory
' time. , .

C's assemble;: usually with pencils and passes out workboOks. C's are more
spread out on the rug (a$ it is a slightly smaller troup than At. rggtime)
and occasionally one or two will stretch out andlic, on their stomachs.
This will sometimes provoke a gentle sanction ("sit up.Lincolni we're
doing math") and sometimes not.

3. directs 'questions at individual C's, or calls for bids frau the floor.



C's maytalk to each Anther or help one another find the correct page:in the
workbook but obvious "chatting" or loud. talking is sanctioned.'

C's are chosento go to the board (one ata time) and,do problems in front of the
groUp. C's may call' out from the floor afterwards to evaluate the work.

Handwriting

C's are seated at their desks and given .a large pieceof writing paper.
The structure is teacher to whole group (but. the group is widely spread out).
J. stands at the board where she has drawn lines across it, comparable to the

line's on the childrenis paper. She begins with several, letters,
usually completing a. short word or .two. She describesaach.letteras
she makes it, using formulas such as "teenager 't'","',: "pointy nose 'e'e",
"first a line,"then a hump" for '10. As the year progressed, and
children became very adept printers, some of these mnemonic formulad
dropped out. ew

C's.call'oui relevant comments fram their seats, saying "Wait,. you're going too
fast", "I-can't .see",'"I know what that word says!", etc.

,-Children are prodded:to hurry up, sit down in their seats, print carefully, etc.
--A-gok-deal,vt_noise istolerated as the Cos generally working "on task".
After the handwriting at the-board is-done, J. reads the sentences with the

children, sometimes callingamindividuals, sometites-letting-the
children call out in. unison..

C's then work at their own pade, if they haven't finished and bring -heir paper
up to one of the adults for approval and evaluation (a check mark,
a "very good", a scribbled star).

Free time

C's are free to roam anywhere in the classroam, except in the area of the teacher's
deik.. This is a,s'tudent initiated participant structure.

C's join' friends or play alope,. at their desks, on the rug area, at the blackboard-
or one of the larger reading tables. There is a game section (along
one wallof the room) and C's are free to pick any of the games (blocks,
felt materials, board games, etc.) and take them anywhere in the room.

Talking; even loud talking, calling to friends across the room, etc, is allowed.
Running around wildly gets sanctioned, by individual name calling, but mild rough

housing on the rug is tolerated.
If the noise level gets "out of hand", the children are sanctioned as a group

( "I'm sorry, but. I guess-you just can't handle-free time right now").
C's are told to be, quieter or else, if one warning has already been
issued,.free time ends. In this case, C's are told to put things away
and go back to their seats.

The Fourth Grade School and Classroom ,

The school is-4. .very largi (700 students) Middle school (grades 476) with
approximately 50% minority racial and ethnic enrollment. There is verraittle

.

'resegregation 'made the,school. By districtdirective school,.classroOmS are
acially balanced to represent the same raciakmixture As gthe school. .Although

_white students are somewhat disproportionately.reOrteented*in- high reading and'
inathgroups and in the Mentally Gifted-Minor-program, while Blacks are somewhat
disproportionately represented. in low reading and math groups and the:Learning:
Assistance-rogramf. these groupings have been de-emphasiied by the practice of-
"mainstreaming" where special clasies meet for not more than one hour or so a day.



800 Bell

8:3 - 8:45

A Typical Day in.Fourth'Grade

Coming in from outside

Getting settled.
eatwork on desk
roll
announcements
lunch count

8:45 - 9:55 Reading groups-
Seatwork

10:00 Bell Recess

10:15 Bell In from recess

10:20 - 10:30 Figuring out new spelling words

10:30 - 10:35 Change classes for math

10:35 - 11:25 Math

11:25 - 11:30 Change classes

11:30- 11:40 Spelling review (or work on unfinished assignments)

11:40 - 11:45 Get ready fOr lunch
clear desks

' get out book for reading after lunch
lunch tfckets are distributed

11:45 Bell Dismissal of whole class by row to line up in the hall
escorted to cafeteria by teacher

12:30 Bell Comity 1:66);from lunch
tr

12:35 - 12:50 Silenerreading

(or 1:00) \\ \

12:50 - 1:30 Major afterno\on lesson:
Language\\
Creative wrting
Social Studies

,

Spelling test \\

alternatively: ;catchrup seatwork period
Jorganized'P.E.
in class arc'period

N. \

2:00.- 2:30

2:30 Bell Dismissal

34



This segmentation coincides in major respects with the teacher's emic
segmentation of the day as indicated in her 'Schedule' drawn up for Parents'
Open'House night early in the school year:

0

Schedule

3S-

8:30 Roll, lunch money, etc. Handwriting for children

8:45 Reading (3 groups)

10:00 Receis

10:20 Introduction to spelling words

10:30 Math

11:30 Spelling

11:40 Give out lunch tickets-

12:30 Silent reading

12:45 Language

1:30 Social Studies

2:10 Spelling test

2:30 Dismissal

Tuesday: (every other Tues.)

1:30

Thursday:

1:30 - 2:30

Library

Art in 104

Occasionally the day's schedule was referred to explicitly. . Early in the
School year the time for lunch period was changed and the rest:of the schedule
was changed accordingly. When this happened the teacher posted changes on the
blackboard.

Schedule posted on board

5

8:45 Feelings (LA/ reading group)

9:15 Secret spaces (middle reading group)

9:40 Growing: (high reading group)

10:20 Spelling



V

Schedule posted on board - (cont.)

10:30 Math

11:30 Language

1:00 Library

2:00 Spelling

Teacher's lesson plan and activity grouping

Within these dailysegments, it becomes possiKe-to focus on the major speech
'activities and their corresponding norms of behavior'and rights and okligations
with regard to speaking and participation. Philips (1972) used the tXrm "partici-
pant structures".to characterize the constellafionof these norms, and rights and
obligations, and showed thatthese structures influence interaction and partial-
pants' perceptions about what is going on.and,,over time, the amount of learning
that takes place. Erickson and his students (e.g., Fldrio, 1978) have shown that
these participant structures changivfrom activity to activity throughout the day,
each requiring.the child to.internalize a new set of norms and strategies inLorder:
to behave appropriately.

.
.

After four weeks we began. systematic audiotaping in the clatsronm in order :.
to identify these participant structures. During the initial ihtroduction of the
tape recorders,into fourth grade each child was taken to a desk in the hall outside
of the classroom and Shown hoW to operate the :tape recorder. After a short re.;..

cording was made the.child listened to the tape. At this time-itwAS also
explaihed that we were working on a project to describe how children learnitu'
classrooms; We said that we needed parentspermission'imorder to record the
child's participation in the lesson and gave each child a letter:of lanstion,

imli
and release to-besigned by the parent. The tape recOrders_were / s_cOnscioUsly
introduced. into the first grade class, and after initial qUestio. were answered,,
children paid little attention. Parent permission fOrms were returned at arents'

Night and with the teacher's assistance. ,

,

We,will now briefly chakahterize various segments of the day With regard to the
kind of talk that:takes place, focusing most attention on clearly bounded, teacher
structured activities, such as reading or math. .

Getting settled
,-

Participant structure: individual seatwork
Students are Seated at their desks. An assignment is usually put on the children's

desks before they come,in the7-rood. For.the-first two .months of the school:
term-the work is a dittoed handwriting exercise:.

Mrs. Hayden .gives:explidit instructions concerning work-requirements for the
beginning of the sOhool day: "When you come in, sit down and begin
working on the cursive. ditto on your desk. Trace the'model first,
then imitate the model on the line below it. When you'finish,hring
your paper.to me or Miss Schafer. Then work on your reading. or. math
assignments. If all your work is finished, read your free readingHbook.".

Later in theyear the work on the children's desks is usually a. dittoed language
arts assignment.,

1 -
Mts. Hayden sits at her desk in the back of the-room and-is available for students
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approach and ask questions privately.
The rule,ts that no more than 2 or 3 studentsishould be waiting in line to

speak with any of the adults in the classroom:
"Use your heads, people. If you see that there are already 2 or 3
people up here waiting to talk to me, go on to something else for a
few minutes until somebody up here sits' down."

t "I shouldn't see more than 2 people at Miss Schafer's desk."
Students confer quietly with each other: "Yours doesn't look like mine,

"I'm finished" "Un unh, you gotta do that still."
Quiet talk is tacitly permitted. Mrs. Hayden monitors the noise and keeps it

at an acceptable level with group and individual, sanctions:
"Hey, cut the talking, please, and get to work."
"I hear some yakking."
"Danita, I'm waiting for you to get to work."

Named sub-segments of getting settled:

Roll

Mrs. Hayden calls each student's name and students answer "here", or she
dhecks the roll silently and calls only the names of students,
who are not at their desks: "Has anyone seen Sean this mdrning?"

Announcements

Mrs. Hayden calls for group attention, "OK.people, and gives an outline of the
morning's work schedule, directing attention:to any assignments written.
on the blackboard, and the order and times when she will meet with the
different reading groups.

Announcements end formulaically with the statement: "You all have work to do."
or "Everyone should have plenty to_do to. keep them busq while I'm working
with the reading groups."

Talk, movement around the room or sharpening pencils gets sanctioned during
'announcements.

.Reading (group meetings)

Participant structure:- Teacher to 11 group
Student participation is at the t cher's direction and is mandatory.
Mrs. Hayden moves to the table aisle of desks where the reading group

-meets and calls for the reading group to assemble, naming the group.
by title of the reading book: '"Everyone in Pastimes, over here."

Stragglers are told to hurry: "Derrick, we're waiting for you."4.'

Phases of activity within reading group meetings:

dorkbook collection
\

As the children come to the group they stack their reading workbooks in a pile
in front of the teacher; open to the page of the assignment.

Mrs. Hayden corrects the.workbooks while directing oral reading/recitation.

Oral reading/recitation

ltms. Hayden goes around, the group calling on each student in turn to read a page

,
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in the text aloud or to give answers to questions on the dittoed
worksheets that accompany each. story-unit.

Side envolvement with peers or playthings is not tolerated and seldom occurs.

Discussion of, the story

Mrs. Hayden asks comprehension questions about the story, telling on students
on the basis of raised hands.

Students who come to the reading group without having prepared the assignment
or having read the story well enough to participate in discussion
are sent to their seats: "Phyllis, I hope one of these days you
decide to join the groupby starting to do some work.". Alterna-
tively, students may be kept in from recess to finish work on the
assignment.

New Assignment

Mrs. Hayden passes the corrected workbooks and answers any questions concerning
mistakes, correction, etc..,

A' new assignment is, made in both the reading text and the workbook and
the due date is written in the margin of each child's workbook page.

Mrs. Hayden dismisses the reading group and alerts the next group that
meet in a fewminutes. In the interim between reading groups children
approach the teacher with questions or problems that have come up while
she was working with the small-group.

MIS

Participant structure: Teacher to whole class

HISS stands far Reading Management System, which refers to a 'management by
objectives' program in reading. These sessions are taught by the
team leader, Ms. Girschwin, usually on Tuesday and Thursday
mornin0. v_

The content of the lessons is a series of units on various7reading "skills",
for example, there are units on capitalization, punctuation, possessives,
distinguishing fact and opinion, finding the main idea, prefixes,
suffixes and their meanings, and so forth.

Prior to the lesson, Ms. Girschwin selects students to pass out paper
or set up posters or other visual aids for the lesson: "Alright,
who'd like to give everybody a piece of lined paper. Who can do it
like a really wonderful grown-up person?" _Students hold their hands
high, anxious to be picked. "Alright, Derrick, I want to see you give
everybody a piece of paper, really qUickly and efficiently."

Ms. GirSchwin opens each lesson with a reiteration of what she calls the
11th - 13th commandments:

11 no talking, no whispering.
21 no banging, no tapping.
31 raise hands and wait.

(3..) and (2) explicitly prohibit the most popular forms of side involvement
duffing lessons and C3) -.cefers to rules for participation in the lesson.

38
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Ms. Gifschwin.attempts to give everyone, an opportunity to contribute;
"Somebody'else,"I see the same hands."

'Occasionally a form of chorus in unison is used as a mnemonic technique.
Children repeat the same phrase aver and over, louder, then softer,
and with accompanying finger movements at the teacher's direction.

Silent Reading

Participant structure:' individual seatwork
Before the children are dismissed for lunch, Mrs; Hayden reminds them to clear

everything of their desks except theirbook-Ifot silent reading.
When the children reentet the clasaroom following lunch they are expected

to put their coats.in'the closet, go to their seats,. and remain seated
quietly with their books out.

Silent reading.A.s the fourth grade counterpart to "rest period" in the lower
primary grades; Students do. not have to read; they must simply 'remain
seated with their'books out. Some students read, others rest their
heads on their deslc and drowse.-

Interaction with peers isP-proscibed behaVior, as is doing other assigned work:
"Amos and Lucy, it's not flirting time."
"Leslie,.put your math away. You're supposed to be reading.

The teacher intends that this activity be a calming down period following the
avetstinuIation of lunch.

Sanctions tend to Be mild and directed to the noise level of the class: "I have
anoisy class." "I don't recall telling anyone to talk."

Seatwork.during Reading,

Participant structure:. individual seatwork
Students who aremot in the reading group meeting work at their=desks on the

morning Getting .Settled assignments, reading assignments or math homework
assignments.

Quiet talk is tolerated as long as it does dot disturb the reading groupmeeting.
The7re is a high degree of work interdependence during seatwork.

Students cooperatively figure out what to doandtoupare answers
Having around the -room without an apparently legitimate errand (such as

shatpening a pencil), talking loudly, or interrupting the reading
.group. to. ask the teacher a question are forms of behavior that gets
sanctioned.

Math

Participant structure: Teacher towhOle class

Phases of activity within Math:

Changing classes"for Math

Mts. Hayden alerts the class to putaway other work and take out their math
..text and asaignments: "Get ready for math."

Slightly. 'more than half of M57. students take math with Mrs. Perry,
the other 4th grade teacher on the team. Ten of 'Mrs... Perry

`come to Mrs. Hayden's-room for math. .'Grouping is-done on the basis
of mat.&Piacement,tests at the beginning ofthqyear.to form a high



and a low ability group for math instruction; Mrs. Hayden takes the
smaller group or behavior problems.

Mrs. Hayden directs the students to change classes for math; "Those students
who go to Mrs.Perry's class line up quietly .at the door. You may go",
She watches at the door as the students file down the hall until they
round the corner to Mrs. Perry's room. .

Students from Mts. class arrive and find their seats..

Homework collection/Minute Math

Early in the year Mrs. Hayden is attempting to establish, the principle that
assigned work must be completed. There is a daily assignment of
math homework to be turned in the next day.

Students are to put their completed math homework out on'their desks:
"I want to see your homework out on your desks."

Also on the chtldren's desk is a dittoed sheet of math problems. This
'Minute Math' test is plaCed face down on the desks.

Mrs. Hayden says "Alright, you may begin" as a signal that students are to
turn over the page and start working. The 'Minute Math' is to be
completed in the time it takes Mts. Hayden to collect homework papers.

Mrs. Hayden walks around the room collecting homework, recording zeros in her
roll book for those studeuts who have not completed the assignment:
"These zeros stay zeros until those papers are turned in."

The names of students who have not done the homework are-also put on the black-
board. These students must stay after class to write a note to their
parents explaining that they have not completed the assigned work in
math. Mrs. Hayden adds heron short note. Students moat have these
notes signed by a'parent and return them the next day.'

Talking is not permitted during 'Minute Math'. The penalty for talking during
this or any other tests is that the student's paper is thrown away:
"Oh, I hear talking. Do I have to throw papers in the basket?"

By January, most students have learned to complete math homework assignments.
The workload lessens somewhat, students are more proficient and most are
able to complete assignments during class time. The homework collection/
minute math phase is replaced by test on 'multiplication facts' givent
orally by'the teacher.

Daily test score's for each student are graphed on a chart hanging in ele class,
roam.

By March most of the-students have' earned a paperback boakof their cboice
as a prize for having "perfect scores" on the multiplication tests
for ten days in a row.

Mrs. Hayden asks if everyone has finished the test'(iinute Math or Multipli-
cation tables). Students ,may be given a feW more minutes to finish.

Students' raise their hands in anticipation of being selected to pick up the
papers.

One'or two students are chosen to pick up papers and put them on Mrs. Hayden's
desk.

Boar

Students are called on 4 to 8 at a time to work problems on the blackboard in
front of the class.

Each. student_gets a turn to put a problem on the board and solve it.
Students maymake quiet, comments concerning the loardwork or call out agreement

___4 or disagreement with the Solution: "Look how' Reggie makes his nines.
He just go like that," "That's what I, got,"
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The whole class then checks each problem orally in unison led by the teacher.
In May and June the homework collection/test phase of lessonsis discontinued.

ath problems are written. on the blackboard when Mrs.:Perry
eaters:the room.

Students work the problems individually at their deski.
Mrs.,Hanson calls on individual students for their answers.. She asks if

amirbody got a different answer and calls for a show-of,handsto
indicate agreement-with the variousanswers,

The whole class then checks each problem orally in unison to see who is right.
Students mark their own papers or exchange them with a partner far correction

based On the answers to the-problems on the board.

New Lesson

.Mrs. Hayden stands at the front of the class and introduces the next unit in
the math text.

The new lesson is Usually developed through question and answer recitation.
Students get called on by raising their hands. ----
Alternattvely, Students may be called on to read segments of the text aloud or

the teacher leads a call and response drill on a particular point:

W: 3 x.4 apples
Ss: 12 apples
T: 3 x 4 shoes
Ss: 12 shoes
T: 3 x 4 tens'
Ss: 12 tens

Talking or other side involvement is not tolerated.

, NeW Assignment

Mrs. Hayden makes a new assignment, typically one or two pages in the math text
and a dittoed worksheet.

The teacher works, through 2 or 3 problems as an example, calling on individual
students or calling for group responses in unison.

Worktime for 'Assignment

This phase of math is, a period of time for seatwork on the new assignment.
Students may talk quietly, sharpen pencils and approach adults in the classroom

'for help, as in'other seatwork activities.
Students who need extra help may be assigned to work individually with the math.

aide who comes to the class for this period.
Wring this time hrs. Hayden corrects the math assignments or tests and

passes back corrected work.
As she corrects papers ihe may call individual students to her desk to go over

persistent errors.

Changing back

, .
.. . ... .

.Mrs. Hayden directs.Mrs. Perry's-students to lineup at_theAbor'andthen.disMisset
them to return to their regular classroam.

Mrs. Hayden's students returning from Mrs. Perry!s.class files into the roam and
,

. . ..takes.their seats. ..
. _il

Coming into the room noisily will be sanctioned. Students are sent back into the
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hall and told to come in again, quiet17-,

Spelling

_Spelling is a slot activity in that it fits into a small span of time between
other major activities, for example, the 10 minute slot following recess

- 10:30 --before math, or after math.-- 11:30 - 11:40 -- before
. inch.,
Spelling has a recurring weekly cycle in addition to the daily unit of work.

Introduction to new words Monday

p&rticipant structure:- Teacher'to whole class
,Students -have a weekly list of new and review. spelling words.
At the beginning of the school day or before the children come into the classroom,'

Mrs. Hayden writes the new spelling.words on the blackboard ommitting,
the vowels; just the consonants-are on the board, with a space for the
omitted vowels: SP _R1 D

Duringrthe 10:30 or 11:30 slat, the children figure out the new spelling words.
Vie. Hayden stands at the blackboard and calls on indiiidual students to guess

the missing vowels.
Verbal participation is voluntary, on thebasisnf raised hands.

. There is some competition between students trying to guess what the words are.
Students who think theY know wave their hands in the air and call
"ooh ooh" wanting to'be:called on, or "Darn! That's what 'I was gonna
say." when another student supplies the correct vowel or guesses
the word.

. L

After the new words are identified, Mrs. Hayden leads the class'in spelling the
words aloud in unison, The format for this is a visualizing activity,
as follows: Saythe word. Point to each letter, as you say each letter.
Look at the word. Close your eyes and visualize the word.. Write the
word in the air with your index finger, saying each letter as you write-
it.' Open your eyes and look at the word. \

After a few roundsof the yishalizing-activity in unison, Mr's. Hayden calls on
Individual students to sialthe word while keeping their eyes closed.

`Spelling Assignments - Tuesday and-Wednesday

Participant. structure: individual seatwork

Spelling'assignments are incorporated in the morning 'getting settled' work
assignMents.

On Tuesday,: students are given a dittoed list of all the-new and review spelling.
words for the week.

. 4'

Students are assigned to write a sentence_using each of the spelling words.
On Wednesday the students are given a dittoed spelling worksheet.

Typical "exercises include:
1) write the words in alphabetical order
21-write,the words which are verbs (doing).
31 write the!nouns (person, place,. or thing)
41 How many words have one syllable? two? three?
5) unscramble the following words.
61 write the word 'typewriter' and make as many words as you can from the

letters.;



Review-

Spelling review is a slot activity: Students
4
are also given about 10 minutes

to review before a spelling test,
Spelling review is handled in a. variety of ways;

- As a'whole group activity led by .the teacher. The visualizing routine
is used, as described above,
As .a self selected activity with a partner, Students are told that they

-my pilk. a partner and study their spelling words, Students also have
. the option of doing other work individually at their desks. Students

are told to use "Whatever method of study works foe you."
Usually students elect to take turas testing each:other on the spelling
list.

- As an individual seatwork activity. Students sit at their desks and
write each word without'looking, then check:it against die dittoed
spelling list. This form of study is used frequently as a review before
a spelling test.

Test - Tuesday, Thursday and Friday

Participant structure: Teacher to whole group
Mrs. Hayden tells the students to clear everything off their desks except for

a pencil.
Students raise their hands in anticipation of being selected to pass out paper.
One student is called on: "Terry, would you give everybody a piece of the small

lined paper, please."
Mrs. Hayden calls out each word, uses it in a sentence and then repeats the word.
If a student is seen-fo be cheating, for example, by looking on a list of words

sticking out of the desk, Mrs. Hayden throws the spelling paper in the
wastebasket. This is also the penalty for' talking.

At the end of the test Mrs. Hayden goes around to each student's desk and corrects
the test.

Mispelled words are to be written ten times.
Spelling tests are usually the last activity of the day. Students are dismissed

individually as the tests are corrected or the ten times word lists are
completed.

r..

Ecosystems (Science)

Participant structure:.structure: six small groups with student leaders

Ecosystems is a SCIS observational 'learning by doing' science unit.
This activity took place from March. through May. Six permanent eco-

. systems groups were formed by Mrs. Hayden, each with a designated
student as the group leader. Mra. Hayden and Mrs.Perry
exchanged classrooms to conduct formal ecosystems activities.

Each group has an aquarium with algae, daphnia, guppies and snails; and a.
terrarium with alfalfa, clover, rye grass and crickets.
Each child also has an individual cup garden of peas and beans.

Learning' by doing activities.involve setting up the aquariuns any
terrariums and keeping records of changes in .population and environment.
Children are.charged with maintaining the aquariums and terrariums,
watering, fish-feeding, etc., outside of the official scienceactivity
tine.



After lunch, Mrs. Hayden announces that Mrs, will be taking over the
class for ecosystems and that she expects respect and helpfulness.

Mrs. Hayden leaves the room and Mrs. arrives.
Mrs. , gives general instructions at the, beginning of the activity and

writes the official terms to be used in recording observations on the
blackboard.

A:large portion of the period is taken up with dispensing materials: containets
labels, observation sheets, soil, water, seeds and wildlife,

Each. group is assigned an aria of desks as a work space. Children pick.mp the
aquariums and terrariums from the ecosystems table at the front of
the room and take them to their group locations.

Mrs. calls each group leader to came to the front of the room and pick up
supplies for the group, (thermometers, observation sheets, etc.) Although
each group has named and labeled their aquariums and terrariums, the groups
are called by the name of the group leader, eg. Ellen's group, Leslie's
group.

A great deal of noise and movement is tolerated during group meetings.
Disputes within and between groups are frequent -- arguments over
who gets to do what, charges that someone'is splashing water with
the thkrmameter or hogging the water bottle, etc.

Lively discussions also occur -- debate over the relative merits of guppies
vs. goldfish, tall. of :infanticide among guppies.

Children approach the tqacher to ask questions and -complain about the behavior
of other children.

The teacher does not intdrvene in children's disputes.
When Mrs. stands at the blackboard and calls for the attention of the

class the hubbub is supposed to stop: "Boys and girls, I'm going
to write the names of,the plants on the board. These are the official
names."

Talk ovmavement around the room when the teacher is talkingmgets sanctioned.
Children are sent out into, the hall, made to stand in'frant of the
roam facing the blackboard, or their names are written on the board
to indicate that they must go to. Mrs. room after school for
detention.

At the end of the hour, Mrs. leaves room without comment, leaving the
children, involved in recording their observations.

Mrs. Hayden returns to the classroom and alerts the group to the next activity.
Children are directed toclean up and return the terrariums, aquariums
and other equipment to the ecosystems table.

Language,Writing, 'Model'-.Lessons

Participant structure: Teacher to whole class
Language, writing and model lessons taught by district personnel are teacher to

whole class activities with very similar formats.
Phases within these activities:

Lesson (or prewriting activity)
Assignment and check that children understand what to do
Seatwork on,assignment

Lesson

Mrs. Hayden alerts the class to the change in activities: "Alright people, you
may put your reading books away and take out your language books."
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Before starting the lesson Mrs. Hayden attempts to secure group attention?
,sanctioning talking, movement and other forms of inattentivenesa;

"I did not say to talk."
"Wherets your language book, Sandra?"
"Kitty, -there's no need for you toSharpen.your pencil
right now,"
"Quit_playing with. pencils. 'Babies do that, not grown up fourth-
graders."

The body of -the lesson .is developed thrOugh question and answer recitation.
Children raise their hands to be called on. ,

Frequently an averhead. projector is used, or Mrs. Hayden writes the words or
'sentences that the children suggest on the blackboard.

Children are exhorted to lisienery carefully and apply what they know.
Side involvements or day dreaming gets sanctioned: "Gabriel's off in Timbuktu,

again. Pay attention, man."

Assignment and check that children understand what to do

Mrs."Hayden-readi the directions for the assignment aloud, or. calls on
students to read aloud.

.

The first 2 or 3.qnestions on the assignment are done in front of the class
AS an example: "OK, what.will.go in the -first space? 'Margo, What are
we going to write?" ,"OK, fine-. How do.you know?"..

.In'a writing assignment one complete example of the exercise'is done as a whole.
group activity, for*example, the class collectively writes an expository
paragraph containing an'assertion, proof,'and conclusion. Mrs. Hayden
then goes around the room asking each child in turn to tell what he or
she is going to write about: "Leslie, what is your assertion?"

Seatwork on the assignment

Participant structure: Individualseatwork.as described in .Getting Settled',
Assignments, uctually must be handieiirbefore beingdiamitsed to go home.

Alternatively, they are due first thing in the next. day.

Library activities 'Vary. Usually children wander around the library with a
friend looking, for a book. When they have selected a book.qhildren are
dismissed individually to go back-to the classroom as they check out with
the librarian aides.

Other activities are formally conducted by the librarian:
giving a got* tour of the library
reading a story aloud to the class
displaying special interest books, sports, mysteries, etc.
giving s short lesson on using library reference materials

Differential Access. to Learning Opportunities.

The main thrust of our research. has been under this heading; the work re--
ported in these studies fade By Collins, Michaels, Michaels and Cook Gumperz and
SiMone and 'Murphy, All dotuMentin different stall areas heir differential learting
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BEYOND ETHNOGRAPHY

SOME USES OF SOCIOLINGUISTICS FOR

UNDERSTANDING CLASSROOM ENVIRONMENTS

John J. Gumperz -UniVersity of CaITfornia,Berkeley

Jenny Cook Gumperz - University of California, Berkeley

In this paper we will survey some recent. directions in the ethnographic

study of'clasproom interaction and then suggest that the analysis of language'

and conversations in classroomscan provide us with both a perspective, and

some evidence, for solutions to problems of urban schools and children.

Clearly schooling as such id_not the sole cause of educational failure.

Society has its ownRoWerfulselectiOn mechanisms which:may override even the

effect, of many classroom reforms (Ogbu 1978);.and yet it is also true that if

we look beyond the macro trends to individual Careeri, Many students of minority

background do quite, well,' under conditions that lead others to fail. To under-

stand modern educational problems we need to know how and by what mechanisms -

cultural, Political and economic. factors interact with specific teaching.con-

texts to affect the acquisition of knowledge and skill. That is, we need to

provide .tor the linking of explanations at the level of institutional processes

of cultural transmissions right throUgh to the.understanding of the details of

the daily practice .of teachers and children in classrooms.

nteresting initial Insights intoe'what takes place in the classroom come

from the early autobiographically-oriented. writings of teacheraithemselVes,

such as Holt (1964); Rohl (1967), and Kozo' (1967). These writings pointed

to,the contrast between the officialidescriptions of curricula:and program

goals and what actually takes-jlace in the classroom. They provided antm--

petnS,to'the increasing awareness of the need for ethaographithat is; situa-

tionally specificdescriptions of the prOcesses of "conducting lessOns'andorganizing

classrooms as environments for learning, within mapy different school Situations.
I



Our growing understanding of the classroom environment can be attributed

to the'se ethnographic studies; we will now summarize briefly some findings

for research on classrOoms as social environments:

Ma-Ethnographic Evidence for the Classroom de'a Social Environment

Some ofthe most revealing of the recent classroom ethnograt3hiee

concentrate on the contrast between home and classroom learning experiences.

In one of the first and most influential of these,'Philips (1972) compared

patterns of classroom.participation among reservation-reared Indian children,

and among non-Indian children. She found that the Indian children partici-

pated more enthusiastically and performed more effectively. in ClassrOom

contexts which minimized the obligation of-,Individual students to perform

in public contexts and the need for teachers to Control performance styles

and correct errors. Preferences for these contexts reflected the kinds of

relationships that the children were accustomed to on the reservation, where

lateral networks of children in groups were more important than hierarchical

role-differentiated networks of adults and children: .Philips attributes

the generally poorv'school performance of Indian, children to the far greater

frequency in conventional classrooms of conditions which, for" them, create

unfamiliar and threatening frameworks of particination She proposed the

Motion of "participant structure" to characterize the constellation of-norms,

mutual rights and obligations that shape .social relationshpa,'determine

participants' perceptions gout what goes on, and influence learning.

Philips' findings are supporreCby a number of other ethnographic investi-
,

\

gations where learning or failure to\learn have been attributed to

discontinuities between the participant` structures. of the.home and

community and those of the school: Native Americans (Cazden & John, 1971;.



Dumont,1972), Afro-Americans (Heath, 1977; Kochman, 1972; Labov, 1972),

1-Ugaiians:(Boggs, 1972), rural Appalachian whites (Heath, 1977), and working

class British (Bernstein', 1974) have all been studied.

These studies highlight the point that children's responses to school

tasks are directly influenced 'by values and presuppositions learned in the'.

home. They demonstrate moreover that classroom resources or social groupings

of teachers and students are not the. printary determinants of learning. What
.

is important is what is communicated in the classroom as a result of a complex

process of interaction between educational goals, background knowledge, and

what various participants over time perceive as taking place.

How can we measure or study this communication process?' The bulk of

the evaluational measures of -m performance that have been used over

th last few decades in such systems as the Flanders System of Interaction

Analysis (1967) build on the tradition of small group studies developed

by Bale, and others.

These
\
methods have been valuable in poirting to important differences

between Subtirban and inner city classrooms. Leacock (1969), who used

int:%:!raction analysis in connection with het ethnographic. workfound

°teachers in inner city environments to be more COntrolling, more critical,

,
and less accepting

\
of children's learning errors than their suburban

.
colleagues. She argues that since classrooms are part of schools and

that since teachers oper
\
ate within a system of educational knowledge

and ideology, this ideology is bound, toinfluence teachers' strategies.,
__..
_.....

. :. .

'Mut is, the prevailing soc\-cultural attitudes affect teachers

_evaluations in Specific classroom events and althOugh these appear

momentary in any observation, if they influence recorded evaluations,

. - ./11mI-'.
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they are then fed back into the bureaucratically constructed career profile

of individual children. Further impressive evidence for the importance of

teachers' socially conditioned expectations influencing evaluations and in

determining individuals' progress is given by Mist (1974). In this way we

can begin to see how social factors and the. climate of opinion outsideof

the classroom may enter into the classroom learning.process.

But useful as small group measures are in demonstrating that cultural

differences do create problems in thaclassroom, evaluation measuresave.

been unable to account for the full effects of classroom environments. .One...

difficulty-is that the coder's interpretation of behavior rather than the

actual.behavior is the basis for analysis: When interpretations of behavior

diffir as they do 'in most ethnically mixed classrooms,, there is no way to:

safeguard against cultural bias in evaluating performance and to distinguish

.

betWeen differences in cultUrai style.and differences in ability. Without

reference to the actual process of Interaction, nothing can be said about

how participants react to and make sense out of partictilar'tisks.,

Some qualitative insights everyday'into eyerydayprocesses of Ciaddroo nter-
.

actimn come from -tie micro-ethnographic analyses of Erickson. and his students

(Florio, 1978). Among other things this work has shown that it cannot be

assumed, as the earlier small group, analysts had assumed, that the classroom

constitutes an undifferentiated'structure where teacher andl:child interact

,

as Interaction processes are at work wiOhin'eaChsec,t ng that

lead to subgroup' formation and determinethe contexts whiCh\cguide ald channel

bi 'tvior.

The value Ofthese methods Is that they provide replicablawayS of

discovering types'of behavior that are not ordinarily commented on b

which nevertheless guide interaction,. and reveal. the unstated conventi=s
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that.may influence teacher evaluations of student performante EriCksonl.s

study of schools, for example, shows that ih the course of a typical

class session thechildren move sequentially through different types of

participant structures. Some of thete have established names such as

'show and tell,' 'story telling,' others do, not. But each involves different

modes of cooperation and learning, as well as rules for the evaluation of

_behavior and for the interpretation of what goes on. Children must learn

what these structures are, they must know how transitions between structures
. _

are signalled, what behavioral strategies are requited to gain the teacher's

attention or to secure cooperation of the peer group. Knowledge of strategies

_appropriate to these structures is. precondition for obtaining access. to

learning.

McDermott applied similar, techniques of nonverbal analysis (1978) to

an investigation of. the process of getting turns at.reading in an urba*.

elementary school. He was able to show that because of the organization

of the students into separate.subgrOups and because:of-the teacher's

definition of the lower group as requiring more explicit and consistent

direction, much of the teacher's time with. that group:4s spent in looking

ar ad the room to ward off possible_intarruptions and similar kinds of

control behavior:

McDermottrs'findings recall those of an earlier informal ethnographic

account carried out in Berkeley (Lewis,.1970), which describes :..a reading

lesson in which chiidran seated in an informal group arrangement are

slic"s0-Wly'calle'd'orlseeitenc'edirlastori'141mn a Black child

fails to make a.phonetiC distinctionbetween the lkowels

the teacher ',who_had recently been to ..a lecture on. Black.dialectand'had
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learned that a) failure to make this.distinctlqn is a feature of the

dialect of many low reading Black childzen,.and,b) 'properPronundiationt

is a precondition to reading, writes the two words,.om the board end asks..
.

the child to pronounce the two words in soTation. When the thild.still
.

does not Make the distinction, she removesthe.child from the group and

. , .

asks him to°,join'another low reader in the corner of the room, telling
.

him to praCtice his letters: In the., minutes that followed thi's incident,
.t.

th two children who had been singled, out took a reading gate and

to work with-it enthusiastically, making a considerab e amount of noise,
- .

whereupon the teacher said: "stop playing ard,start)torking.!' In inter-

pretingwhatwent on here, it must be noted that the 'lingniatic.faCt at

issue here, the failure to make a distinction between'al enema, is

characteristic of approximately 80 percent of theBlack children and

40 percentof the White children in California. In that very grou0;

fact, there was aWhite child who also did not distinguish between the
i

two vowels, but perhaps because of the association of ethnicitywitbthe:
.

;phonetic feattire-Javolved,.the teacher failed to notice this.: 'In any
.

case, it .seems doubtful/that the. child who was. asked to leave the reading.

grOup understood the ,reason for-hisbeing Singled out; the effectof:this

incident was -to .remove the child from situations art ,he might have learned:

-7.

these examples something is being conveyed either through,
.

words, or movements or gestures, which wheninterpretedby%participantAs

.
in relation.to their background - social knowledge servesito Channel-inter-

,

r
.

action. Our Special tisk; if we are to provide the linking that we spoke..;. J'

of in the beginning Of thii paper, is to.explorefurther,the relatibdshipi.

started
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4tween words, vocal, and kinesic systens_and the interpretive procedures

of participants., We 1,.now that children, teachers, and outside observers

may reach different understandings depending on their social experience

and their knowledge of the - ,signals that participants use. It is for these

reasons that we need to know more about the process by which specific social

meanings and conventions are created through conversational exchanges and

to explore more fully the uses of language in the classroom.

Micro-ethnographic studies of.non-verbal behaviors are highly successful

in revealing previously unnoticed features and unspoken norms of subgroup

formation and - social presuppositions which affect classroom learning, but

-we also need to know more about specific patterns and conventions of verbal

usage.

Language in the Classroom

Perhaps the best known and the most recent systems for analyzing class-

-----romm-1-anguag-e-are-those-of-Bellack--(-1-966)-,--and---of-Sinelair-and--Coulthard

(1975);' both of these systems ,propose that the structure of discourse in

the classrOom arises from sequential constraints on selection such that

one type of -act is likely to follow or be-followed by others of specific
/

types. \That is,,verbal interactions among teachers and students in a

classroom are conceptualized as moves in a Wittgensteinian language game

that follows implicit rules of'behavior. Further, the Sinclair and Coulthard

system has finer detail in that it specifies the role of btith,grammatical

forms and content in the funCtioning of these classroom mews.

, .

.

ThoUgh an important step forward,-hoth f-theseanalytds are limited

! by the fact that they are based :on 'CIPt; collected in.experimental situations:

":
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where-teachers were instructed to teach predetermined lessons and what

was examined were their actual lectures. The social significance of

classroMn speech is evaluated in terms of profiles of utterance functions.

Yet since function is taken as a/given, what is in fact studied is the

. significance of teachers' and students' moves in relation to the stated

lesson goal.

To explore the ways in which social meanings are generated and

. interpretation of specific sequences of words and actions given, within

the flow of ordinary classroom'talk, it is perhaps necessary to take an

approach which starts with the central issue of the attribution of meaning
4

and intent to specific utterances both in and outside of the classroom.

Such an approach,*as that taken by the linguistic pragmaticists to.the

study of adult-child verbal interaction, requires that classroom talk be

seen as functioning in its essential forms as any other conversational

exchange. The linguistic pragmatics approach builds on the speech acts

theorists' distinction between.propositional content and illocutionary

force, to,focus on participants' interpretation of message intent (Ervin-

Tripp, 1977; Ervin-Tripp & Mitchell-Kernan, 1977; Garvey, 1975; Keenan &

Schieffelin, 1976). The focus of the analysis here is on what Searle

calls "utterers' meaning" (1975), that is, what a speaker intends to

achieve by an utterance. By taking account of the linguistic and extra-

linguistic settings in which a sentence occurs, it can be shown that

speakers and listeners regularly build on context-dependent presuppositions

to arrive at interpretations which are often quite different from their

literal meanings. Given this approach, if a teacher is heard to make a'

statement such as 'I don't see any hands' when a question has been asked
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and several children begin to call out, this statement can-be analyzed

as a request for a show of hands and a. directive to be quiet. Fragmaticv

analyses explain some highly significant aspects of the conduct of

1

conversati 'ns. But, they assume that linguistic mechanisms involved in

interpretation of speakers' intent can be analyzed entirely in terms of

grammar and lexicon, and that what the content is can be determined an

the basis of extra - linguistic information. When, as is the case in a

classroom, setting and participants are constant, it is assumed that all-

conversationalists share one definition of the ,situation. There is no

attempt to account for the changing nature of participant structures and

for the role of verbal and nonverbal signs in signalling these changes.
-.7.=

Furthermote the major problem of urban education, the problem of

differential learning resulting from the varying effects that similar

teaching strategies and classroom conversational sequendes may.have on

students. of different background;.is not dealt with. This aspect was

taken up in a recently completed year-long study by Cazden and Mehan

which focuses directly on participant structures. Cazden served as the

teacher in an ethnically mixed urban classroom and in the course of her
.

daily activities was able to build a number oi,interesting experiments
\ .

into her teaching schedule. One of the main conberis of this study was

to show how small group participant structures are f \lectedIn converse-

tional practices and to elucidate teachers' ,,nd student .,' discourse
,

.

stl ,:egies. Among the impottantlindings.cited in preliminaryreports

are, that while children and adults have different ways of,forM4 ting

what are functionally similar tasks, teachers on the whole,relymore on

lexical specificity while children rely more on context, these differences.
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do not result in differences in efficiency of communication or teaching

efficiency. (For similar findings, see Gumperz & Herasimchuk, 1972;

11' Cook-Gumperz, 1977.)

Cazden and Mehan take an interactive approach which_concentrates

on the mechanisms through which turns at speaking are assigned and verbal

interaction is"controlled. Their theory builds on the ethnomethodological

studies of conversation (Garfinkel & Sacks, 1969; Sacks, Schegloff, &

Jefferson, 1974). What is examined are constraints on sequencing of

utterances as they appear in such naturally occurring instructional

routines such as teaching the content of a story, teaching problem

so ring strategies, and giring instructions.

Ethnomethodological studies of conversation have made a basic

contribution to sociolinguistics by demonstrating that speaking is not

simply a matter of individuals saying what they want, when they want to

. say it. Sacks-and Schegloff have pointed out that conversations of all

kinds are characterized by: one, adjacency pairs, such as question-

answer, greeting-greeting, request-acknowledgement, where a. first

utterance creates a necessary condition for. the second; and two, that

such intersentential ties constitute an important resource for conversa-

tional management (Sacks &.Schegloff, 1975). Following a similar line

of reasoning Mehan demonstrates that instructional talk differs from

casual conversation in that it is based on a tripartite structure of _

initiation-response-evaluation.,

I .

Findings such as.these clearly show that participant structures

are in large part created and sustained through discourse conventions.

Like non-verbal signs these discourse conventions are rarely overtly

c'6



discussed and must be learned indirectly through active participation in

th, .nstructional process. We can assume that to the extent that learning.

is a function of the ability to sustain interaction, the child's ability

to control and utilize these conventions is an important determinant of

educational success. But focus on the structural underpinnings of verbal

interaction is not enough. We must go on to determine how this discourse
(

knowledge is acquired and practiced in specific educational contexts; and '

how differential practices can result in educational evaluations that are

based on communicative misunderStandings. To do this we require an ever

fuller theory of the prOcesses of communication.

One way of beginning to accomplish this goal is to apply methods which

build on the linguistic pragmaticists' distinction between propositional

content or literal meaning and illocutionary force or intended effect to

analyze conversational management in classroom activities. Work carried

out in Berkeley during the last few years has begun to deVelop methods

for analyzing verbal strategies and to isolate features of the verbal

message which are rhythmically coordinated with nonverbal behavior and

which also reflect the operation of participant structures (Bennett;

Erickson, Gumperz, 1976; Gumperz 4_,Herasimchuk, 1975; Gumperz, 1976)..

When applied to classroom interaction these linguistic measures of

_verbal behavior can serve not only to simplify, analytical techniques but

can also enable us to establish .a more direct relationship between the

interpretation of specific utterances and what g es on in the classroom.

The initial problem that any potential conversationalist faces is

to create what Erviroffman has balled conversational involVement, that

is, to gain others' attention and to sustain their participation in talk.



To do so. participants must at least in very general terms--explicitly or

implicitly--agree on what the interaction is about. That is, even though

they may differ on specific details of what is meant at any one time, they

must at least share some basic expectations as to where the talk is going,

or what is likely to follow. Without this sharedness, interactants are

likely to lose interest, interactions tend to be brief or. perfunctory,

and productive exchanges are unlikely to result.

When partiCipants:are questioned or analysts are asked to describe

a conversational sequence, they are likely to resort to descriptive labels

such as: A,was telling a story about X, explaining why he/she did X,

teaching, B how. to do X, giving a lecture about X interrogating B about X,

or chatting with B about X. Such descriptive statements are generalizable

in terms of what ethnographers of communication have called speech events /

(Gumperz & Hymes, 1972) 'or psychologists and discourse analysts call scripts,

frames, or schemata (Tannen, 1979; Shank & Abelson, 1977). One might be 1.

. /

tempted therefore to argue that the study of conversation must begin by I

describing and listing these.broader interactional units and then go on

to state how and under what conditions' they are used, and what styles of

speaking they require. This type of description presents no serious

problem in the case of the.bounded event, such as ritual performances,

formal lectures, or even for staged experimental classroomjlessons; but,

everyday conversation does not take the form of such set routines. The

very labels we use are often quite different from what we really intend

do. If Isay to some one, "Let's have a chat sometime," I'may not

intend to engage in the activityof casual and leisurely talk implied by

. the term "chatting". Nor is it possible to predict what activity is being
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enacted simply by specifying what is known beforehand of the'extra-

linguistic setting, and giving the social characteristics and personal

goals:of participants and the content of what is being said (Cook-GumperZ6

Gumperz, 1976). Verbal. interactions of all kinds, formal and inforial,

rarely take the form of7.set-sequentially specifiable routines. Most talk...

is characteriied by frequent and often quite subtle shifts in focUs and

maintenance of conversational involvement which requires that participants

must be able to recognize and follow these shifts.

The theoretical notion on which our analysis rests is the'concept of

conversational cooperation: the situated process by which participants in

a conversation assess other participants' intentions and,on which they base

their responses. Conversational cooperation is commonly understood to refer

to the assumptions that conversationalists must make about each others'

contributions and to the conversational principles they rely on in judging

intent. It is also evident however that cooperation implies joint action.

involving what students of nonverbal communication have called speakership

and listenership signals. This process involves, not only communication throug

the uses of words in their literal orillocutionaiy meaning, but builds upon

the construction across time of negotiatedand situationally specific conven-

tions for understanding. Interpretation of actual sequences also relies upon

the-Speaker's and listener's knowledge of how to conduct and interpret live

_performances. The features Previously referred to as paralinguistic-intonati

stress, as well as rhythms and contrastive shifts of phonetic Values-are all

ways of conveying meaning that add to or alter the meaning of semantic choiteS

To the extent that we can talk about conversations 'being governed and

controlled by shared expectations, we must assume that these expectations



are signalled and sharedness is negotiated as part the interaction

itself. Such linguistic signalling of communicative intent involves signs

\-

which go'beyond what. is usually included in the Iingu tts' analyses of

I\
grammar and lexicon._ And it is,for this-process that 7e. will use the.

1term contextualization convention, to refer-to the non-lexical and non-

grammatical, yet neverthelEss linguistic, cues involved'in conversational

management.

.- One way in which the contextualization conventions unction is to

serve as guide' posts or measuring sticks for the progress of the con-

versational interaction. We use our knowledge of grammar, lexicon, as

\-
well as contextualization conventions and whatever background information

we have about settings, and participants to decide on what aCtivity is

being signalled, or to establish likely communicative goals and outcomes.' ,

We then build'on thete predictions to identify the communicative intent

whi. underlies particular utterances. Contextualization conventions
,

channel lnterpretatiOns in one direction or another. The batic assumption

`Is that something is being communicated. What is at issue is how it is to

be interpreted. The judgments involved are contingent judgments, they are

either confirmed or disproved by what happens subsequently. -If \they are.

confirmed our expectations are reinforced, if they are disconfirmedwe try

to recode what we have heard and change our expectations of goal , outcomes,

or speakers intent.

Contextualization conventions are acquired,as a _result of a s eaker's

actual interactive experience, that is, as a result of an individu 1

partizipation in particular.neiworks of relationship (Gumperz, 1976 and

.where these networks differ as they do in ethnically mixed settings, or in

1; 9
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interaction between children and adults, varying conventions arise (Cook-
.

Gumperz, 1978), as in the following example:

Cora and Sally are standing at a play table which has some,

scrap paper and a stapler on it. They are working at stapling

together pieces of paper. They have taken over the table from

another child who had beeen using it as a police station and had

referred to the table as his police desk. The girls had come to

share the table, saying "We are the teachers"; after a short while

the other child left. Marty, another child, comes along and sits

down at the table as the stapling episode begins.

(1) S: (touching table, as M comes up) This is our desk.
Nobody can come in our office. (i sits down opposite
teacher)

(2) C: (taking .no notice of M) No, we show the kids, right.

(3) S: We working.

(4). C: Yea.

(5) .S: .Nobody can come in. (C and S loOk at each other while
C replies)

(6) C: No.

(7) ,Si Then we ... teaching (as M reaches for the stapler)

(8) S: NO. He not can't come in.
=-_-_

(9) . C: No, ,no, we're teachers.

Note how the game develops naturally. There is no introduction

such as ''let's-plaj school", no attempt to formulate the activity

verbally by saying "we're playing teachers", just simple statements

such as "This is our desk" (1), "We working" (3), etc. The fact that

C responds to S's shift from conversational tone and copies her

declarative style is the only signal we have that the activity of

playing teachers has been agreed upon. The activity, Moreover, lasts
g

only as long as the same prosodic. style is maintained. OnceJt. is

recognized what game is being played, this recognition feeds back

into an interpretation of the component messages.. For example, the

77-s

phrase "no" occurs several times, each time wi

t4

different situated

meaning. In (2) and (6) it is simply a response' ggesting agreement



with S's preceding statement. The loud "NO" (8) marks'a.Stylistic

departure and signals a .command addressed to M so-that the meaning

is "don't". While in (9) the return to the prosody and rhythm of

(6) and. (7) suggests that "no" is -meant as game talk... Similarly

the. fact that'"nabody can come in" receives the same piosodic

treatment as "we-' -re teachers "-identifies-it as game. structuring

contextualization Convention. The teaching game is also built

up through a semantic, tie between the use of "our office" and the

statement later.on "we teaching ", -into which the "Nobody can come in",

fits as a statement about being a teachei in the office. The idea

of "being teachera!' is gradually developed.from.the two children's

entry into the situation, as they took over the play table from

another child.

In this short episode we can perhaps begin to see that there is

nwning about these contextualization conventions that is totally

unfamiliar to adults; the point is, that the frequency with which they

are used and the signalling load they carry are likely to be unfamiliar

to adults. When adults use such.intonation and semantic ties they are

likely to surround them with qualifying phtases and other leitical

acknowledgements which make up a different situated use of the same

(practices and hence have a different communicated value.

The question we must finally ask, then, is What do these subtle and

until recently apparently marginal differences of communicative' and inter-

pretive ability mean for the child in the classroom? When,.because-of our

differences in social background we do not recognize the meaning potential

of an utterance sequence weiare usually in the immediate situation forced

to make a judgment of communicative intent without realizing the extent or

-cnnsequence of our- of knoWledge. Across time and given the realities

of classroom situations, if such differences continue, these interpretive



protesses,can easily lead to culturally biased evaluAtions-of performance,:

-especially in ethnically mixed classrooms where interpretive problems

arising frOm developmental differencesin contextualization conventions

are compounded by ethnic differences. In this way we can begin to shOw

how verbal communication can be analyzed to find interactionalvexplanations

for some of the problems of teachers in classrooms that Rist, Leacock, and

others have identified.

These problems can- in fact be reformulated, for although the language

differences looked at in terms of linguistic values are small, and the

processes of conversational interpretation are subtle, the classroom

environment generated by these small and subtle differences ispowerfully,

influential. These factors begin to provide an answer 'to the question of

what is is about the school and classroom-environment that leads some

children to learn andothers to fall behind which has long remained.an

unsolved problem. That factors other than isolated differences in language

-,or cultural background are at issue has been demonstrated by the research

of the 1960's and early 1970's. The hypotheses tested then which derived

from cultural deprivation, and from linguistic deficit and difference, models,

were found to be incapable of explaining the failure of minority children

to achieve in urban'schools (Baratz & Baratz, 1971; Labov, 1969; Melmed,

1971; SiMons, 1974,,1976; Simons & Johnson, 1974).

We now know that what the child learns in school is determined by a

comvination of-forces. 0OU's recent work, for example, has convincingly

shown that the goals, policies,and practices of the society at large, the

oppOrtunities and role models that society provides for individuals of

. .

minority background significantly affect motivation to learn (1977).
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But. while the motivation to. learn is Undoubtedly influenced by the: world
\

H
\

outside of the school, the

1

aily process of communication difficulties within

the classroom, and the stress, that lack of support for personal, and familial,

icommunication patterns gene ate for a growing child, can produce a situation

of progressive detachment from school activities and from school achievenent:
1

that is, unless the myriad small but significant communicative features making:

up a classroom environment is better understood.
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Perhaps the most suggestive evidence for the role of classroom environments
comes from statistics on school performance. which show that the gap in average.

achievement' level between middle class children and poor or minority children

increases as afunction of grade level (Gibson, 1965; Harlem Yo'ith,Opportunities

Unlimited 1975; Katz, 1964).H ..

0



LANGUAGE AND COMMUNICATIVE INFLUENCES ON SCHOOL PERFORMANCE*

Herbert D. Simons
Department'of Edutation
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.Schools make important and pervasive language demands upon children

.which require them to 1136 and to think about language differently than they

do at home. The degree to which children are able to meet these demands

will to A great extent determine their success in school.

7 ;, Two areas of language usage are affected.' The first;'which has received

the greatest amount, of attention so far has to do with literacy. .Elementary

school curricular are built around the teaching of literacy and secondary

school assumes it as a prerequisite to learning. Learning to read is the

most important task facing children in school,sinceMnch of what is.

learned there lb communicated through written!texts. The demands that the

acquisition of literacy skills make revolve around the differences between

written texts -and informal spoken conversation; and the ability to monitor

your own language performance often called 'metalinguistic ability!.

The second area where school makes new language demands is in the

classroom where children must learn to accommodate to the communicative

conventions of teachers and peers who do not share their background and to

\the fact that their behavior is subjected to continued evaluation. They must

\develop new interactional and interpretive skills to participate effectively

in classroom activities,-to gain access to learning opportunity as well:as

to\ demonstrate what they have learned.

In this paper. we will present a brief discussion of what is knoWn about

these two areas of language use and then attempt to'show that understanding

Of these language demands can yield new insights into the educational

problems of minority students.'

.Classroom Communication

We begin with the second problem area, thequestion of verbal interactionL.:

*paper presented at the-American Educational Research Association annual,
,meeting. aoSon, 1980:'



In the classroom. Sociologists and anthropologists havp long argued that:

entry into school marks a. major social transition (Bernstein, 1971). The t

child'coming to class for the first time must learn to interact and-cooperate y

,,both with peers and adults outside his home network who do not share his

background. This has importalitymplications-hoth for interaction as such and

for the transmission of information. An important precondition, if communication

is to take place at all, is that .a speaker be able to capture and hold an

audience's, attention for a sufficiently long time to get a point across.
0

Recent research in conversational analysis focusing on what is involved in

the ability to generate and maintain conversational involvement and to be

persuasive or rhetorically effective has demonstrated that much more is

needed than knowledge of the lexicon and grammar and the sharing of attitudes

and abstract cultural values. Sighalling of intent in conversation relies

heavily on matters of linguistic form such as use of idiomatic expressions

or formulaic utterances, use of prosodic cues, selection of lexical, phono-

logical and syntactic options and turn taking and sequencing strategies;

These contextualization cues as they have been called, are interpreted in

accordance with unverbalized conventions, created and-learned in the course of

interactive experience. They'fOnction both to decode particular messages and'

to generate expectation,. which enable the listener to fill, in information'

Was.left unsaid.aifd determine what 'the activity is about.

As long as the child remains at home and within the family'circle,!
.

;

communication takes place within an atmosphere of shared - background knowledge,_.

where it can be assumed that interpretive conventions are shared and where

the audience is able to compensate for vagueness oe.lick of explicitness
'-

hi' the child's talk. In the classroom especially.in our modern culturally

diversurban settings, assumptions about shared backgroundno longer!hold

and the child must become alert to and learn to compensate for differences

in contextualization conventions.

The problems of'develOping new language and strategies are compounded,

by the' fact that in the initial stages oi schooling the child must adapt'. to

previously unaccustomed modes of behavior. Before much content is taught at

all 'the new studentS have to learn to work cOoperatively.Jh groups, and

adapt to a fixed, strictly regulated, daily schedule involving frequent shifts

in activity and requiring. long periods of concentration devoted to.a single

task,. Communicatively this means..that they must developtheir'attention span
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so as to listen to long and detailed adult instruction. To gain access to

learning opportunities they-peed strategies-for getting the-floor or getting

the teacher's attention and generally acqulre a sense of when to talk and

what to say.

Recent micro-analyses of classroom interaction show that'much of the'classroom

instruction during the early= school years concentrates on developing behaviors

appropriate to particular classroom activities. in our own year -long

ethnographic study of a Bay Area first grade class the teacher accomplished

this socialization task by developing set 'formulating phraes4 which she

used repeatedly and pronounced with special emphasis both to announce activities

or to sanction inappropriate behavior. Thus rug time was announced.by "O.K.,

everybcoL come to the rug." Directions to stop working and get ready for

-recess or cleanup were prefaced by "O.K., everybody freeze." Sanctioning

often takes indirect forms as in "you can wear a hat in class when I wear

a, hat" or I can't see all the sharks on the rug." What is special about

. these phrases is less their actual content than the way in which they are

spoken and the contexts in which they are used. It is thi manner of articu-
kkoL.v.

lation which lenWtheir formulaic character and eir special significance

for the class.

The daily organization becomes so much a part of the children's under-

standing of classroom activities that they are acutely aware of any change

or absence of particular contextualization conventions regularly used by the

teacher.. An anecdote will illustrate this point. Seven weeks after schoc'

had started, the class had a substitute teacher. The substitute made every

effort to F.1014 the general framework of activities laid out in the teacher's

lesson plays .4t she did not conduct lessons or move from activity to

activity in tha same manner as the regular teacher. She did not know and

use the same formulating phrases as the regular teacher to i ;duce and

close activities. Several children were visibly disoriented me chi d

"we didn't dosharing \yet," ihr.Q.:gh in fact it had already occurred. It had

occurred out of its normal sequence. One child even asked "have we had

lunch yet?" "Is this morning or afternoon?" as the class was doing to lunCh.

He wanted to kno4 whether it was time to put his chair up on his dctlx,.

which occurs onty,at the end Oe day.

6;)



The Language Evaluation Demands of School

One major fact of life in school is that children's performance is

subject to continual evaluation. Evaluation is presumably necessary because

schools are obliged to determine how much children are learning. The

necessity for evaluation requires not only formal testing but it also affects

the nature of classroom conversational interaction. Both the forMal testing

and the classroom conversational interaction require children to /use.language

differently than'they would outside of school.

Much of classroom interaction has a structure that differs/from ordinary

conversations. This is in part due to the teacher's obligation to evaluate

children's performance. This is accomplished in large part through the

use of known answer questions which differ from the usual question that is

a request for information. This distinction can be seen in/the following

example from Mehan (1979):

Request for Information

I Speaker A: .What time is it Denise?
-Speaker B: 2:30 1

Speaker-A: Thank you, Denise.

Known Answer Question

II Speaker A: What time is Denise?
Speaker B: 2:30
Speaker A: Very good, Dertise

The known answer question is characteristic of classroom conversation

while the other is not. This difference which children must adapt to is

motivated by the fact that evaluation is an iroortant part of classroom activity.

Another consequence of the fact that evaluation of performance is an important

part of school is that both the form and the content of the language used

in classroom interaction are important. Chill:,ren must not only produce the

logically correct answers to classrcm questions butithey must produce them

in a form o-7.r.; able to the teacher aid at an appropriate place in the

interaLtioc o 1Qacher's questions that are produced out of turn

I

are ignomd J"rs'' ; 4,:ven if the lx content is correct. Likewise answers

that are no,' :'?-tr 7n proper 1 ins4stic form are treated as being

incorrect b , e.g. "Say ;t again in a full sentence." This em-

phasi.s on 'arm as vil/ 7,s content may be \due in part to the "literate bias"

to our reucational system (Olson, 1977). \As Olson puts it:



... the major aspirations of the schools are concerned with literacy,
nd the means of instruction are predominantly literate. Schooling is

a atter of mediating the relationship between children and printed
tox .

This literature bias pervades much of classroom instructional talk. Children

must not only learn to read and Write but they must learn to talk in a lit-

erate manner during classroom instructional activities. Talking in a literate

manner requires that the form of their spoken language must conform to

certain aspects of written language. Since written language tends to have

more full sentences, more complex sentence structure, more endophoric

reference and is more lexically explicit than spoken language, childrf.in's

spoken language is seen as needing td contain these. features. These are

differences more of form than content. Since children come to school wtth

primarily oral experiences in which the focus in most of their interactions

with adults as well aspeers is on content or meaning rather than form, they

must 'begin to focus on form as well as content in their instructional inter-

change in order to conform to the teacher's literate expectations. Thus

another language task facing children in school is that they must learn to

plan their contribution to instructional interchanges with an awareness of

form as well as the content.

Another way that evaluation takes place is in formal and informal

testing situations. These situations tend to be highly decontextualized so

that the usual clues that are used to determine intent are missing and thus

children often as Mehan (1978) has shown misinterpret the intent of the

test questions. They may produce the wrong answer because they have misin-

terpreted the question not because they don't possess the information that

is being tested. The very nature of the testing situations which require

childrin to produce knowledge out of the.context of its use does not allow

children to use the conversational repair strategies that they are accustomed

to using when they don't understand something. This is particularly true of

group testing where there is little interaction with the tester. However,

In individual testing,as Mehan has pointed out the child's score is% social

accomplishment which is the joint product of the child's knowledge, as well

as the interaction between the child and the tester. Here teacher's expec-
__

tations about children's cognitive abilities and social and ethnic background'

can influence performance. Children must learn new language interaction

skills in order to negotiate these situations.

4



The Language !demands of Literacy

One would think that children's encounters with writte- text in school

would be problem Free given the relative ease and the degree of linguistic

sophistication all children show in becoming competent speakers of their

native language. Unfortunately, the, transition to reading is not as easy

as one would expect from looking at language acquisition because being a

competent speaker does not automatically provide children with.the skills

necessary to learn to.read. The processing of written language requires some

skills that are different from those required to 'process spoken language.
1

These new skills are. the result of the differences between written and spoken

language and the importance of metalinguistic awareness in learning to read.

The differences between written and spoken language create problems for

the child learning to read because children come to school having learned

oral language and with a limited exposure to written channels. Spoken

language is used mainly in face to face situations, where prosodic and non-

verbal signs, the total extralinguistic setting as well as the listener's

gestures, acknowledgements or back channel response which punctuate the speaker's

stream of talk are an important input to interpretation. In written language,

writer and audience are separated-in space and time and the communication is-

unimodal, and relatively independent of the situation in which it is produced

or read. Thus the childl in learning to read written text must adopt a much

more decontextualized perspective than that required in his/her oral communi-

cations. He or she must depend upon the purely linguistic aspects of the com-

munication and less upon the situation in order to interpret its meaning.

And within the linguistic system only certain aspects of it must'become the

focus of attention. More specifically the lexical and syntactic-semantic

signal 'system must be the focus rather than the prosodic signalling system

which exists only minimally as punctuation in written text. In spoken language

the meaning is signalled redundantly with non-verbal, situations, prosodic

as well as lexical syntactic semantic cues so that one system can be emphasized

over others and in fact children tend to foreground the prosodic as well as

lexical syntactic semantic cues so that one system can be emphasized over

others and in fact children tend to foreground the prosodic and non-verbal

channels and background the lexical and syntactic-semantic. Gumperz and

Herasimchuck (1972) E-nd Gumperz and Cook-Gumperz (1976) have shown that

children rely more on heavily intonational signalling than do adults.
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Intonation is important to oral language in that it provides cues in

addition to syntactic and semantic ones in the parsing'of sentences and in

distinguishing between given and new information both of which are important

in language comprehension (Haviland and Clark, (1971); Chafe, (1976).

In written language, prosodic cues are of course not available so the reader

must depend only on syntactic and semantic devices for parsing and distinguish-

ing given from new information. Thus the child in reading text must shift

from a dependence on Intonation with syntactic and semantic cues in the back-

ground to the use of syntactic-semantic cues only. Evidence that this presents a

problem. for children comes from a. study by Kleiman, Winograd and Humphrey

(1979). They showed that in a task requiring fourth grade children to parse

written text into'meaningful units with and without prosodic information,

children were better at parsing sentences when they had prosodic information

than when they did not have it. They also found that poor readers were better

at parsing when they had prosodic information than when they did not.. Good

readers on the other hand did equally well with and without prosodic information.

The differences they found were small, but this may have been due to the

grade levels of the readers. By fourth grade one would expect readers to have

adopted strategies that did not depend upon prosody. One would expect stronger

effects in the lower grades. However the findings suggest' that poorer readers

are more dependent upon prosody than better readers, presumably because they

are dependent upon oral language strategies: Other evidence supporting the

argument, albeit in an ,indirect way, is the finding by Clay and lmlach (1971)

that poor first grade readers use a word by word intonational pattern while

reading aloud while good readers produce the expected intonation. This finding

suggests that the poor fii.st grade readers were not able to shift from a focus

on inton:tion to a focus on syntactic and semantic cues while the good readers

could, given the assumption that the production of proper intonation when

reading aloud indicates the use of syntactic and semantic cues. While the

evidence from these two sOdies supports the claim about the shift of strat-

egies required by written text, the issue is far from settled and will require

much more researcn. There are other differences between written and spoken

language that have been hypothesized to require children to use different

language skills than are used in spoken language when encountering written

language. These differences which include different uses of deixis, different

repair strategies when miscommunication occurs, different content, degree of
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redundency, different lexical items and syntactic structures, etc.

(Rubin, 1977; Schallert,. Kleiman and Rubin, 1977). All of these proliide

other ways that reading text requires new language skills. The theoretical`

explanation of the new demands these differences make and the empirical

validation of them remainsto be worked out. It appears that this area

could provide fertile ground for both basic and applied research that could

have a practical significance.

Another demand that reading makes on children's language use is that

they be conscious or aware of their primary linguistic activities -- listening

and speaking. This awareness has been called metalinguistic awareness

(Mattingly, 1972). Metalinguistic awareness is the ability to focus on the

language itself as an object rather than on the meaning or the intention of

communication. Metalinguistic awareness allows language users to focus

attention on the phonological, lexical, and syntactic as well as on the

semantic and pragmatic level of language. It allows them to notice anomalies

at different linguistic levels and to comment on them. It allows them to

segment spoken sentences into words, and words into phonemes (see Ehri, 1978

for a review of these studies). In their informal conversations speakers

and listeners focus on the meaning and the intention of the conversationalists

rather than on the language itself. They are conscious of the content rather

than the form of the communication. The phonological and syntactic rules

and units used are out of their focal awareness.

While all normal children develop into linguistically competent users

of spoken language, there_ are. great individual differences in metalinguistic

skills, and these individual differences differ depending upon the linguistic

level, As Rozin and Gleitman (1977) put. it:

The lower the level of the language feature that must be attended
to and accessed for any language like activity beyond comprehension,
the more individual differences we find in adults; further the lower
the level of language feature, the later its accessibility to,the
language learning child. Semantics is easier to access than syntax,
and syntax easier thin phonology. With phonology, again, global
syllables are easier to access than phonemes and phonetic features.
(p. 90)

It is further believed by Rozin and Gieitman and other researchers that

metalinguistic awareness is intimately involved in and possibly a necessary

prerequisite for learning to read. This belief is based on 1) the fact of

individual differences in metalinguistic awareness and with the relative lack



of them for speaking and listening, 2) the fact that learning to read

is so difficult while learning to talk is apparently effortless, 3) the

findings of positive correlations between such metalinguistic skills as the

ability to segment words into phonemes and sentences into words with reading

achievement (Calfee, Lindamood and Lindamood) (1973) 4) the fact that pho-

nological segmentation skill which has strong relationships with reading

achievement appears to be closely related to understanding 'the alphabetic

nature of English orthography and learning sound -- spelling correspondences.

Both of these-skills are believed to be-important in learning to read. To

put it another way learning to decode is important to learn to read. There

are large individual differences in phonological awareness (metalinguistic

awareness at the phonological level) which appears to be a prerequisite to

learning to decode and these differences show high correlations with learning

to read. Therefore phonological awareness is an important skill in learning

to read. This argument has some problems. First, the importance of learning

to decode as a necessary part of learning to read has been questioned by

Smith (1971), Goodman (1973). The empirical evidence is mainly correlational;

thus it is consistent with several other versions of the relationship, one

of which is that metalinguistic awareness develops as a consequence of

learning'to read. However Ehri (1979) has reviewed the evidence and has

argued that it facilitates learning to read. Finally, we,do not have a good

theoretical explanation of the relationship between metalinguistic awareness

and reading.- However, whether or not metalinguistic awareness is a cause or,

a consequence of learning to read it is an important language skill that is

associated with learning to read and is not very well developed before

reading is encountered. The acquisition of metalinguistic skills in school

requires children to use language in a different manner than in their normal

communication. Instead of focusing on the content or meaning of language

they, must focus on its form particularly at the phonological' evel in order

to acquire decoding skills. And since most beginning reading programs focus

on decoding to some degree almost all children need to develop phonological

awareness. There are of course great-individual, social class and, ethnic

differences in the\possession of these skills among children entering school.

These differences may,, in part be due to exposure to literacy and literate-

like activities. Thus\some children have previous experiences that make

meetiqg these new demands easier.



The Role of the Teacher

The role of the teacher in the acquisition of these new language use

skills is crucial. The teacher is the mediator through which students

participate in most school activities. It is the teacher who sets the Implicit

as well as the explicit goals of the classroom and sets the rites for class-

room language use and behavior; controls the language interaction during

classroom lessons and is responsi e for the evaluation of children's per-

formance. Because of the central role that the teacher plays in classrooms

it is his or her behavior that determines along with the child's background

and language skill the degree to which these new language uses can be learned.

The teacher determines in large measure whether the transition to new language

uses will be easy or difficult. The teacher's behavior toward children and

her evaluation of their performance is not only dependent upon their actual

performance but upon his or her expectations and cultural presuppositions about

their abilities to perform school tasks. Teacher's attitudes and expectations

play an important role in the way they treat children. Thus children's

language use in school and its influence oschool achievement is a product

of their own abilities, their interactions with teachers and texts, and the

teacher's expectations and evaluation of their competence.

The Achievement Problems of Minority Students

The new language demands that,school makes upon children may account to

a large degree for individual 6fferences in school achievement. However,,

since all children face these problems upon entering school, why is it that

minority children as a group do more poorly in school? If these new language

use demands influence school performance, what accounts for the problems of

minority children over and above those faCed by all children? We believe

that the language demands outlined above in combination with other factors

can explain at least part of the problems of minority students. We believe

it is the combination of culturally specific communication Strategies that

minority children bring to school and teacher expectations and interpretations

of their behavior that gets translated into differential treatment which,

in turn, leads to lowered achievement.

Minority children.often come to school with culturally specific language

use skills which are differentyrom but are in no way inferior to white'
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middle class language.use. Thus Black children produce phonological and

grammatical features of Black dialect while white children do not for "the

most part produce these features. So far the relevant dialect features

have been studied mostly at the level of.phonOlogy and grammar. Our own

work in .conversational analysis suggests that 'phonological and grammatical

differences which by themselves do not hinder intelligibility nevertheless

reflect differences in discourse conventions which.although'they often remain

unnoticed are discovered only through systematic analysis, nevertheless affect

teacher expectation and hence the instructional process.

The teacher who plays a central role in children's classroomexperiences

has definite expectations about minority children's language use and their

behavior in general. These expectations are formed by ethnic and class stereo-

types (Rist, 1970) and the literate bias to the school's notions of language

use, previous experiences with minority children, and testscores, These

expectations predispose teachers to interpret minority children, and test

scores. These expectations predispose teachers to interpret minority children's

language differences as, deficiencies. Thus dialect phonology and grammar

are often seen as signs of verbal deficiency. the literate bias of ,their

language use expectations and the language use characteristics of minority

children can attract teacher's attention and exacerbates their predisposition

to focus on form at the expense of content. As a result the teacher may spend

more time focusing on form rather than content with minority-children than

they do with middle class children. This is part of'a more general phenom-

enon in which the language and behavioral differences of minority students

interact with teacher expectations to produce differential treatment of lower

class minority students.(Rist; 1970; McDermott, (1978). The differential

treatment of minority students takes the form of differential positive and

negative reinforcement, a focus on form at the expense of content which

results in miscommunication, less time spent on actual learning and more

time spent on keeping order and warding off distractions. (McDermott, 1978).

Over time the, differential treatment results in less exposure to.learning.

It may lead to loWered motivation which shows up in poor performance in the

classroom as well as on standardized tests. The lowered school and test

performance becomes a self fulfilling prophecy which then provides teachers

with an "objective" basis upon which to base their lowered expectations.

These expectations then lead into another cycle of differentia-1 treatment etc.



"Po

Once this cycle begins it is very difficult to break out of because the

lowered expectations of the teacher are so quickly reinforced by lowered

performance.

Classrbom Examples

In the last section of this paper we would like to discuss some of

these issues in the context of,examples from actual classroom episodes.

The data cues from two sources, Piestrup (1971) and from our own

ongoing study (Gumperz and Simons, 1978). The Piestrup data comes from

12 first grade teachers teaching all Black"students. The Gumperz and Simons

data comes from one ethnically'mixed first grade classroom.

Black Dialect

The first issue is that of dialect. Black dialect has been the subject

of much research and discussion over the last decade or so. Much of it

has been concerned with the question of its interference with learning to

read. For a while it was believed that the major problem for reading was

that it interfered directly when children read standard English text. It

is now pretty clear that this method of interference, is not a big problem

It has been pointed out by Simons (1979) and others that the empirical

evidence is almost wholly negative. It has also been argued that the phono-

logical and grammatical nature of the differences between Black dialect and

Standard English are not likely to interfere with comprehending text

(Simons, 1979) It appears that if dialect per se interferes at all it

Interferes during reading lessons in interchanges between teachers and children

rather than while children are reading texts (Simons 1979).

The problems due to dialect revolve around probledis of focus of attention

in which the children are focusing on the content of the task while the

teachers are focusing on the form of the child's response to it. 'The

production of dialect features which are socially marked as "bad" speech

intensifies teachers' tendencies to focus on form and at the expense of

content. These problems can be seen in episodes A and B.



Episode- A

Line 1. Teacher (T) this one, (C). This. way, (C1). Come one
aright here. Hurry up.

2. CI /dey/

3. T Get yuur finger out of your mouth.

4. C1 call

5. T Start again.

6. C1 /dey/call, What is it? What is it?

7. T What's thii word? (pointing out the word "They")

8. C2 /dey/

9. C1 /dat/

10. T What is it? (contrastive stress on What)

11. C3 /dat t/

12. C2 /dey/

13. C1 /dey/

14. 7 Look at my tongue. They (stress on th)

15. C 'They

16. T They. Look at my tongue (between her teeth)

17. C1 /they/(between /8ey/ and /dey/ but closer to /dey/)

18.. T That's right. Say is again.

19. C1 /they/' (between /ley/ and /dey/ but closer to /dey/)

20, T They. O.K. Pretty good. 0,K. ...C1



In episode A, the child's original response in line 2 and 4 is
.

I

appropriate in terms of content and Indicates that he can decode the

word, The teacher however focuSei on_form. It seems that standard English

pronunciation is expected even though it is not particularly relevant to

the task at hand. Intent on correcting the form thelteacher goes on to use

a series of indirectirepair strategies,' lines 3,5,7,10 that are only partially

successful in getting the proper form to the response. She, only begins to

be explicit about the fact that it is the pronunciation, i.e., the form of

the response that is incorrect, in lines 14 and 16. In the process of the

interaction the children indicate that they do not know what is wrong.

fact one child C3 in line 11 actually produces a response that is even

more incorrect than thefirst response. It is wrong both in form and content

in that it doesn't fit into the meaning of the sentence. It is not clear

'in his case, whether the children understand what the correct response

should be since this is a distinction thatmay not be part of their dialect.

The tiocus of this episode shifts from content to form. It shifts from a

reading lesson to a lesson in, standard English pronunciation. The children,

are unable to follow the shift. This discrepdncy plus the Indirect correction

strategies prolong the episode and distract from time on the reading task

which what the children need most. Thus an excessive amount of time may

be spent of the form of the children's resWonses at the expense ;Of their.

content.I

'
This constant focus on"form sometimes causes the children to focus

on farm at inappropriate times. In episode El the teacher is focusing on

I

the distinction between singular and pliiral by appealing to its semantic

basis, The-production of a dialect fea
iture in line 4 which is partly a

response that indicates an distinction leadsunderstandi ri
g of the original

the teacher to believe that the .:.iild does not understand the distinction.

She then focuses on the offending lexical item still appealing to ,a semantic

distinction;" The children, because oflher previous attention to dialect`

features and her emphasis on producing final consonants as a response to the

dialect feature of consonant cluster simplification, ignore the original
i

syntactic and semantic issue and focus, on phonology and produce the word with/

an exaggerated final consonant plus.avowel in lines 6 and 7. This episode

graphically demonstrates the way the production of dialect features can



distract attention away-from meaningful' learning to. the production of

responses that' are irrelevant to the task at hand,

Episode .B

1. T: This is a , this is a hard one. What was this one

everybody.

2. C: /meyn/

.3. T: man, this a hard one. We say man when we mean more than one man.
This is when we're talking about more than one .. Read the sentence

Nathan.

4. CI: There was a rot of men.

5. T: Do we use "was" when there's a whole bunch. What other
word can we use instead of wcs.

6. C2: i4AzA/

7. C3: /wAzA/

8. T: No

6. C 1 : is

10. C
2

: There "are"

T: There "are" or there "were"

12. C: Were

T: Can we say there were a lot of men at.the ballgame.

Ygu could say it both way. But let's say "were."

Say it for me with "were.,"' Nathan say it for me with "were."

15.C1: There were a lot of me3h.at the ballgame.



The problems in these episodes and others like them arise because

the teacher focuses on having the children produce standard English in

Its phonological as well as its grammatical features. The children have

a different focus which is sometimes on the content and sometimes on the

form. The result is a distraction from the learning and a loss of time on

reading, tasks. It is in this indirect way that dialect interferes with

learning to read. However, the problems are not limited to the level of

specific phonological and grammatical dialect features. They arise at the

level of discourse as well. Here the ethnic differences are not those of

phonological and grammatical dialect features but of discourse strategies.

Ethnic Differences in Discourse Strategies: Sharing Time-

The preceding examples reflect misreadings or misunderstandings of

communicative intent which detract from time devoted to content. More

'.systematic studies of key situations such as "sharing time"and "reading

lessons" show that differences in discourse conventions can also affect both

the teacher's teaching strategies and the child's opportunity to learn.

"Sharing time" or "show and tell" as it is called in,soMe 41assrooms is a

recurrent classroom activity where children are called upon to give a formal

description of an object or a narrative account of some event. It is in this

activity that we can see the interaction of teacher expectations about ethnic

differences and literacy, and ethnically based discourse strategies produce

differential treatment. Sharing can be viewed as an activity which attempts

to bridge the gap between the child's home based oral discourse and the

acquisition of the literate discourse features that appear to be necessary

for written communication.

A Main goal is to train children to describe events or objects in front

of a group that does not share the child's own baCkground knowledge commun-

icatively. ThiiMeans.that:

"1. Objects are to be read and described even when in plain sight.

. 2. Talk is to be explicitly grounded temporally and physically.

3. Discourse is to be tightly-structured so as to highlight one parr

ticular topic (which then-makes it sound important)

' 4. Thematic ties need to be lexicalized if topic shifts are to be seen

as motivated. and relevant." (Michaels and Cook-Gumperz;' 1978).

Our examination of a number of sharing episodes showS that white and
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black children's sharing performances clearly fait into -two distinct groups.

White children's stories deal either with event an object. The descrip-

tion centers about a single topic in such a ww,s, that a middle class, adult

can easi:y recognize a unitary narrative thread. An ..xamHe of this can be

seen in episode C.

Episode C

Child.: Well today, uh I, my mom- I'm gonna ,get by bunk beds and then

we have to paint em and yesterday I got my dresser that we're gonna stiin.

Teacher, Oh boy, you bave a lot of work to do, don't you? And you're

gonna help your mom and dad do It.

Child: Uh huh!

Teacher: Oh great. Which bed am you going ir upstairs or

downstairs.

Child: Top.
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The white child's topic centered discourse conforms more loosely

to the teacher's notion of proper sharing, Her comment indicates that she

has undef.stood the child's communicative intent and she succeedsln inducing

the child to respond appropriately and building on his discourse.

Out data shows that Black children on the other hand tend to tell stories

which focus on interpersonal relations. But in order to\set the background

for their tale they refer to a variety of objects or facts using a style

such that the middle class adult is often unable to locate the main theme.

This style Michaels and Cook-Gumperz (1978) have; called topic chaining. An

example can be seen in episode D.

/7- Episode 0
,

1 Sherry: Yesterday ... I went ... yesterday ...
2 ... yesterday when I came home from school
3 my grandmother was over there ... and my
4 :auntie ... and ... my grandmother ... we
5 goin' to stay down at ... her house when
6 my mother have her baby.
7 Student Teacher: Oh.
8 Sherry: And um my ctner cousin ... any" my urn .

9 uncle he gon' to pick up his .. son ...
10 and we goin' trick 'r treatin'.
11 Student Teacher: Oh that sounds like fun. 0:K., thank you.
12- Celana: Uh, we gon' go trick 'r treatin' too.
13, Student Teacher: O.K. Peter.

In this episode the teacher's 'oh' in line 7 and concluding comment

suggest she has considerable difficulty in discerning what the child is getting
.

at. The child's account begins with a number of seemingly distinct statements

which show little relation to and do not build up to what seems to be the

main theme, i.e going trick or treating.

Because cf the dirnrepancy between the children's narrative style and

the teacher's literate narrative schema and perhaps also because of the

teacher's expectations about Black children's language, the interaction that

takes place during these sharing episodes is less than satisfactory. Typically

the interaction with Black children is asynchronous and full of mistimed

interruptions often stop the child at midclause. Because the teacher's

inability to unders4;Eind this communicative style, her attempts to shape it to

meet to her expecr,:',ons (tell me about something is that it is very important)

are unsuccessful and tne child's sharing narrative which the teacher sometimes

8 ,4



refers to as "filibusters' are often cut short before the child can finish

his or her account and the opportunity for learning during sharing is diminished.

Sharing provides a good example of the interaction of teachers' ethnic

stereotypes, literate notions-and differences in children's discourse styles

which produces differential treatment and reduced opportunity for learning

for the minority children.

Differential Treatment: High and Low Reading Groups

Another area where teacher expectations influence performance is in the

differential treatment provided for the high and low reading groups. In our

study we found that for the high reading group the teacher treats reading

as a meaningful activity where meaning and making sense out of print is

stressed. For the low reading group it is a nonmeaningful activity where

the mechanics are stressed.

The research of Canney and Winograd (1978) and others has shown that

good readers view reading as an activity that has its focus on comprehension

and meaning and that poor readers view it as a process' that focuses'on the

mechanics of letters, sounds, wores, etc. He also found as have others that

poor readers are less sensitive to syntactic--and semantic information. Theo

questicn is where do they get these different viewpoints? The most obvious

answer is that they get it as a result of differentjal treatment dur'ng reading

instruction.- The high and low reading groups view reading in these different

ways because that is the way it is presented during reading instruction.

In our first grade classroom we have found that the high and the low

reading groups receive the kind of differential treatment that would lead to

different views of the reading process. In our class the high group was all

white middle class with one Black child while the low group was all Black

lower class children.

In the high "group the attention during oral reading is to meaning and the

notion that the word should make. sense, i.e., fit into the sentence context.

The following episodes demonstrate this point.

Episode E

1 C; ride

2 T: ride. And what, what's he gonna put after that. Which word? Is

'e gonna ri - use Bob or ride? What would make sense?
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3 Cs: why, ride, why, ride (etc.)

4 T: Can'you ride Bob? Say it. Can you ride, Bob? Does that make sense?

So you gonna ( ) ride Bob, right here, Right? You wouldn't write

( )'you wouldn't say Can you ride why?" That doesn't make sense,

does it?

5 T: Blank says I can ...

6 Cs: ride

7 T: Right. I want you to say it with me "Blank says I can ride" which

one, uh, these are you ...

8 Cs: Biz!), .

9 T: Right. Now read it the right way. Say it.

10 Cs: Bob says 'I can ride'

11 T: Does that make sense? Bob says 'I can ride' Always read it n'

say to lourself 'Does that make ...,ense?' 'Does that sound right?'

When letter Identification ta.As are introduced their onerous nature

is acknowledged. It is also cies, that the teacher fully expects the children

to be able to do the task with ease and tells them so. Here we see teacher

expectations at work.

Episode F

'We're talking about sounc:s. And I know this is very easy for you,

but sometimes we just need to remember them again, Okay?

,,The low groupolessons on the other hand focus on decoding where "sound

it out" replaces "does it make sense,"

Episode G

1 W: The chair runs to the car

2 T: good, Warren

3 W: the owl

4 T: owil, I want to heir the 1 .

C: . .

6:T: does it sound like L? . . .

7 T: want you to listen now, we're talking about sounds, say one for me;

nine

nine

9 T: good

10T: Right, lid, now spell it out for me . .



11 J-o-b, will you sound it out for me .

12 W: come ( )

13 T: a-t is ( ) sound 'em, a is ( ) a-t is ( )

14 w- at

Yz. have also found that in the low group the teacher interruptions came

at places, usually within a phrase, that disrupt the production of proper

intonation patterns thus producing word by word reading. In the high group

the interruptions tend to come at phrase boundaries so that reading is in

more meaningful units.

Our findings are-supported by Allington's research (1979) on a larger

sample of teachers and students. He found that when a number of errors are

controlled poor readers are corrected more, than twice as often as good

readers. He also found that teacher corrections focused on syntax and semantics .

for the good readers and in decoding for the poorer readers.

Thus we see that there is substantial differential treatment between

good and poor readers which often means between white middle class good readers

and black lower class poor readers. Once a child is placed in a low reading

group there is often little chance of moving out of it especially if he or

she is-lower class Rist (1970). Lower class minority children have a

eater chance cf being placed in the low reading groups because of teacher

,...oectations and the other reasons, discus -edhere.

We are not cli.,im;ng that focusing on decoding and not meaning is

responsible for the diffe79ntial reading achievement of high ana low groups.

One important aspect of lear...ing to read involves learning sound-letter

correspondences which appears tb require phonological awareness skills. Thus

decoding must be taught. The question is how? Our data and that of Piestrup

suggest. that placing decoding skills in a meaningful coccext ar4 with the

teacher expecting that children will learn these skills easily appears to

produce better reading than nonmeaningful decoding. However we are at a

very preliminary stage of our work and these are only tentative hypotheses.

The issues are much more complicated than this simple dichotomy.

Conclusion

The achievemnt problems of minority children are complex and not easily

understood in enough detail to suggest solutions. However we believe and ;have
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`tried to show in this paper that an understanding of the language demands

of school, the home based communication strategies of minority children,

teacher expectations and attitudes, and the way all these are realized

in classroom learning situations will help us to understand the problems

more fully. This knowledge base will then provide a foundation for improving

the training of teachers and improving classroom instruction. We further

beleve that detailed ethnographic and conversational analyses of actual

classroom language use is the most useful way to acquire this knowledge.
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A Study of Sharing Time With First Grade
Students: Discourse Narratives in the Classroom

"Sometimes the world doesn't need
to know about everything, right?"

-- 1st grade teacher at sharing time

Sarah. Michaels and Jenny Cook-Gumperz
University of California, Berkeley

For children, entry into the adUlt conversational world .

requires a lengthy apprenticeship which isdeveloped partially
\, through the wags- in which adults interpret and respond to messages

from children (Ryan, 1974) and partially-.by direct.teaching of
narrative accounting skills. Such skills begin to be taught
formally when the child enters school in speech events such as
"show and tell" sessions, where an object is usedas_a focus_for
a single child to present an account to the whole class.

The child's problem in these sessions (and subsevent similar
occasions) is firstly, to select from the multiplicity 01: things
to tell about, as the quotation above suggests. Secondly, the child
must presenCinfoimation in a form whichis interpretable to others
who do not share the child's background knowledge and aesumptions
and so develop a sense of how to present this selected information to
an audience. It is theSe two problems of selection and discourse form
which we :air. explore,in this paper, as they occur in sessions of .show
and tell, which is called "sharing", in a particular first-grade
classroom.

Models of naratives
The literature on narratives.does not usually treat narratives as

a part of everyday conversational exchange but as.speech events some-
what separate from other kinds of talk. The exoeptioniS the model
developed recently by Becker & Polanyi which iid-plifieS---and_buildS-upon
the Labov-Waletsky model of narrative structures. Labov suggests that
there are six structural components to a story: 1) abstract,2) orientation,
3) complicating action, 4) eValuation,.5) resolution, and,6) coda. These
syntactically and semantically organized elements represent the necessary
temporal sequence-Of any story. The elements must occur in their
designated order with the exception.of evaluative devices which can
occur in any the segments. Most other,models.of narratives
similarIfteke-the form of a structured organization of elements which'
account for temporal sequencing but vary _in the degree and extent
to which the structures compose necessary and definable parts of the-
narrative. We can, in fact, distinguish between those approaches that
emphasize hierarchical structure and those that focus on the- linear
flow of elements.

Story grammars make use of the structural elements of a .ory but

4 see these as.specifically hierarchically arranged, where the
elements are part of a.neceSsary entailment of levers,And story



parts. Chafe (1979), on the other hand, suggests that stories are
more linearly organized, focusing not on elemental organization
but on the real-time production of stories where an element grows
out of another and gets related to the story line in different
ways in retelling. This flow model approach, allows for fuzziness
in the presence or absence of any one structural element and in
the boundaries between them.

Oral tradition versus literate tradition differences
Both these approaches can be seem as having something of a

literate,bias., in that they assume thai narratives whether orally
presented or written will follow the same rules of form. Moreover
it is assumed that oral narratives can be analyzed from a written
traLscriogslioAngachetlmna.and the
rudiments of intonation afforded by punctuation. Folklorists,
however, who have worked more specifically .with the oral presenta-
ti02 of narratives, albeit usually within a ritual storytelling
context, have found that oral narratives are built around foriulas

of content, syntactic form and meter which allow for the rapid
production of sequences necilisary in oral composition (Lord, 1960).
This work has shoWn the difficulty of translating into writing an
oral performance, which depends upon the paralinguistic presence-
tion (stress, intonation, and pitch) to carry essential information
(MacClendon, 1977). These findings have influenced our study of
the materials from the children's sharing time.

Sharing -- some ethnographic background
Sharing takes place every morning in this,particular first

grade classroom, within the context of a larger episode which we
refer to as "rugtime", a time when the children assemble on the

rug for various :eacher-structured activities such as taking roll,

doing the calendar, etc. During this time the ,children are
expected to sit quietly on the rug,- engaged in what Cook-Gumperz

(1978) has called "attentive listening."
Sharing is a clearly bounded speech event,-opened formu-,

laically by othe teacher (or'student teacher), saying "OK, whop
has something important (interesting, exciting,' special, etc.)

to share?" or simply offering the floor to the person whom the

teacher has designated the "special person" (a different child
each day).

To get a turn, children raise their hands and wait to be
nominated by the teacher, but while another child, is sharing,,

anyone can call out short; topically relevant comments from the

rug.
In anticipation of sharing,. some of the children bring in

objects from home to talk about, ranging from books or toys to a

ngw article-of clothing worn by the child. But the children.are

not required to bring in things e0 share (is is the case in some

classrooms with organiied :essions of "show` and cell") , and many

children simply share about a recent experience.

91°



BEST COPY AVAILABLE
The only explicit rules for sharing are: 1) no /sharing

about TV or movies because it takes too long;- and 2) no sharing
about priVate family matters, such as quarrels, etc. eYery early
on, children. were urged to tell about events that had already
taken .place.

When,a child is called on, he or. she goes to the frow: AE
the rug and stands next to the teacher who _is seated on a ,:hair.
The teacher, whom we will call Mrs. Jones, 'is actively involved
in each turn, holding her arm around each child as he or she
talks, holdidt the floor for the'child (e.g., "Excuse rde, it's
Merle's turn.") and freely interjecting questions or reactions
to the child or group at large.

Sharing as a unique speech'event

That the children see sharing -time as a completely unique
speech event is evidenced .by their use of a highly marked intona-
tion contour. This "sharing intonation" is an,integral feat re
of sharing discourse and occurs in no other classroom speech
activity (uther than robe - playing sharing as a part of "playing
school"). In this particular classioom, which is half white and
half Black children, we have identified two contrasting, but very
comparable intonation patterns, both clearly identifying the talk
as sharing-talk. The contour used primarily by the white children
is a gradually rising contour, stretching over the last word or
two of a tone group.' The accompanying utterance is'often a
syntactically complete, independent clause where an adult speaker
'would often use falling intonation. This particular curve seems
to indicate "more to come" and is almost nlways followed by a
significant pause.'. This perhaps serves to ward off comments from
peers or teacher, allowing the child some extra time for planning.
For example,

`of

Ahab:. I got this Chinese Checker'-

for my 'birthday ... and

The second intonation conEour:is used exclusively by, the
Black' children and very pronouncedly by' some of the Black girls.
It occurs i,n exactly.the same environments (independent clauses),
and can be characterized as a lilting high rise-mid fall contour,
also generally followed by a -pause. The contours are used
primarily at the 'beginning of a turn (as the ,child introduces the

. topic), where perhaps more planning is, required, or the talk most..
ritualized as,sharing talk. For some children, especially for
thoge who use the second contour, this sharing prosody involves
rather sharp pitch modulations, giving the talk an 'almost sing-
song quality. For example., ."

PM

Sherry: October my mother gonna have her baby., ,..

=s1.

and I want it-to be a girl ...



There is also evidence of the use of a lexical formula. In
Melling about past events, children very. commonly begi by saying:,

, 1/
I

.Yesterday ... or :Yesterday ...I

depending on which intonation contour they generally use. That
this is formulaic .(rather than simply a function of theIfact that
children want to talk about' the immediate past) can be seen in
the cases wliete children correctla false start./ For example,

wiNNIO was.

Boll: Yesterday ... I mean I mean .. when I went
to Arkansas [which happened a year earlier].

Deena: , Yesterday ... I mean it was last night ...

It turns out that usingsuCh a lormUli serves saveral discourse
purposes. First, it serves to'ground the talk temporally, the
importance of which is repeatedly emphasized in Mrs. JOnes'
comments. Secondly, it establishes a frame that helps the child
in structuring, and the listeners in interpreting, the disCoursg.
as event :vr perSon-oriented ,"accountii-ne.

Sharing narratives or not?
There is no clear cut answer to the questiOn of whether- .!

sharing 4.s a narrative because sharingvdiscourse evidences cetiaip
features that have been considered basic to narrative discourse, /
while sytetitatically lacking others. In the cases where the child
does event - oriented accountin gAas opposed to object-focused, !'show
and tell". type discourseL the'order of reported events generally-.

. conforms to the order (presumably) in whi6h the events occurred.
Inasmuch as this isa'necessary and'overriding,characteristiC of,
narrative discourse,, we feel tnclinedtO treat this talk as a
particular varian:: of narrative discourse. . For example,

1 Martin: Yust'erda/y/

2

3

t
\

,,
... Burt/.. and /I wac -.1Burt's house/

and um//:. this7dog was runnipg dcross the street/
I

-'1 ,../

4 ... and tilt/

5 T: What 'did?
i - r6 'Burt: This dog 4 0

7 Martin: was Irunninacross the street /.

8

9

10

and a car, unned him over/

and/. .. and he/and he fe
Nt
ll/. down ,

and he was screeching/

qa-
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11 Martin: 'then he didi/

12 Wnd i 1

then his momkut him on a board
A

13 and then the 'bus Fame/

14 and he an&he got

15 Burt: called, called for help/

16 Martin: called for help/
t .

.

17 T: -.I'm sorry. Life isn't all fun and pleaantry.I.S it?
"".

18 Martin:J tIt a lost dog/

19 T: That's a' Very sad .",

20 Burt: , LIB was a lost dog/
4 r

\ 4.

21 Martin: !sp, the guy who owned him/doesn't know/he 'was dxadj
Pf

22 T:
I

:
Really? Right,

23 ' that's very sad. That' makeS me; feel very bid. But
. . .

24 life's like that. We can't pretend it isn't can we?

25 C's: I Ng.

26 T: ' 'cause, things like that du happen. Sorry.
it

-'

Marti's discourse, produced collaboratively with Mrs": Jones
and Burt, Shows a great deal of rhythmic synchronization. The
discourse be be analyzed as containing orientation section
(lines 1 and 2),,complicating action (lines 3 -11), a!resolution
(liras 12-11..1)), and a coda (lines 18, 20, and 21),-whicil also .serve
as Martin;': 741 evaluation of the'discourse. Mrs. Jones provides her
own 'evaluet've comments (lines 17, 19, 22-24, and.24,-which differ
in forr. fio Martin's. Martin's comment 'It was a. lost dog."
(line 18). adds'sadditionalidnformation abodt the dog, whiCh ties.
leXically back to line 3, where Martin originally mentions "this
doe, His omment, then, serves several Ourpoies. It adds new
and important information about the dog, brings the narrative to
a close (al o indicated by pronounced falling intonation)°, and
evaluates tie discourse implicitly,\as if, to say, "It's especially
sad because it was a lost dog.",. Mr.. Jones does not overtly
respond to his comment, perhaps because. sheinterprets it merely 4,
as addition li'detail rather than as Martin'sevaluation and point /.

In telling he Story'. The' comment is then repeatemore loddly
and with em basis by Burt, and then.fUrther elaborated On by
Martin (lin 21), writ: again evaluates by means of providing
'additional *nformation. Mrs': Jones then/Makes explicit the "poi t"
of Martin's story (lines 22 .;-24). Sae accomplishes this by refe ring
to the event as a c.oie, standing outside the actual aCcount,.
whereas Martin's and Burt's evaluative.comments.are an Integra
part of the6accouiyt, and hence remain indirect.
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Iabov has noted that a common trait of middle class narratorsis that they often use explicit evaluation. That is, they inter-,

rupt their` narrative midstream, turn to their listener and ex-
plicitly state their "point". Mrs. Jones, who uses this strategy \in evaluating'the children's talk, often'fails to see the implicit \evaluative force of the children's remarks and even, on occasion,'
misses their point entire y. In providing explicit evaluative icomments (as with Martin) or 'prodding the children to produce

,their own (as will besee later with valter). she may be providingthe children necessary tr ining 1( mokieg their talk more explicitand hence less dependent on context, shared assumptions, and back-ground knowledge for correetinterpretation.

/

While clearlyclearly a narrative-account in structure, this kind ofdls( purse deviates-systematically from narratives generated in a
ncrMal conversational setting, in the following Alays:

i

lOhe floor is held for the child by the teacher, as,a rulelfsh4ing etiquette. For example,

Deena: Today, when I; go home um ... and um .. and I see my
baby sister

Student Teacher: Excust' me. Walter, !it's Dee a'S turn right
\ now. Could you please list n.

Deena: When I so 'home tod .. today and see m baby sister ..

Once a child has the floor, he or she is allowed to finish/(in
general), so that "boring the audience" is not-An overriding
concern of the speaker. It 4oes happen On occasion that when a
child is considered too tong winded or unfocused, a child on, the
rug may comment on this (e.g., Walter:Jtow many of them rocks is
she goin to show us ?) or more commonly, Mts. Jones intervenes
and qui ly brings;the turn to an'end.
'2) The hill is not expected to tie his or her,topic to the pre-.
vious d scourseT:- The relevance constraint requires only that the..
discourse topic be "appropriate" to sharing, that is, some kind of7
personal account'cir description of an object. Thus the constraints
on demonstrating-relevanceand topic tying are far looser than is
normally the case in couversationally embedded narratives.
3) Thp child's talk does; not have to stand by itself as a fully
formed narrative. .Rather,,:as our first,example shows, shat'ing
turns are highly collaborative. Mrs. Jones interjects questions,
comments, and reactions, often providing slots for orienting or
eValUating the discourse, if this informOtion is not explicitly
provided by the C(Iild Spontaneously. For example,

I Walter: went to the 7/beach/

2 I found 1-this little thing' n the wateri
'3 T: For'goodncss sake. What is 'it?

4 Walter: Huh?
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5 Doral: rA block,

L6 C's: A block, a block

8 Carl:

_

1--

7 T: A block. W hen did you go to the beach?

[9 Walter: I went to--

10 Carl: I have tons of those blocks -- 1:7

11 Walter: Ikaent to- /the Santa

Cruz beach/
es.

12 T: You did? When? 0-Over the weekend?

13 Walter: [Nods]

14 T: Oh wow. I bet it's nice down there. Wasn't it?

15 Walter: Yeah. (breathy)

16 T: Was the water.cold?

17 Walter: Yeah.

18 T: It's always cold down there, thank yoU.
In this example, Walter holds up a weather-beaten wooden block

and says he found it du:ring-a trip to the beach. Mrs. Jones then
asks a series of questions that structure his presentation for him
so that it contains. the following pieces of information (and no
more): 1. the name of the object- found in the water,

2. the name of the beach,
3. when his visit took place,
4. that it was nice there, and
5. that the water was cold.

Walter here begins his account with an orientation that could
easily lead into a narrative. The teacher's contributions, howcver,
rather than helping him develop this narrative, serve to turn his
performahce into a restricted account that contains explicit ori-
entation and evaluation but no comviicating action whatsoever. In
this respect, it is closer to object-focused, "show and tell" type
discourse than to event-oriented or narrative accounting. Further-
more, the teacher's responses seem to throw Walter off balance so
that the descriptive information which is part of this limited
account ends up being supplied bythe teacher. The child does not
get. the kind of practice that the previous child-did.

The teacher's model -- a literate bias
.Both these examples demonstrate that the child's discourse

cannot be analyzed 'in isolation. The teacher plays a crucial role
in structuring the child's discourse and providing an example of
the kind and form of discourse that she considers appropriate.
In analyzing Mrs. Jones' comments in response to the children, it
becomes evident that she has an tinderlying model of what constitutes
"good" sharing, and that this model has an implicit literate bias.

9 7



However, this teacher's model has little direct correspond-
ence' with traditional notions of narrative structure, but rather,
takes the form of a simple statement and resolution centering on
a single topic. Importance is attached, not to content per se,
nor to the sequentially ordered structure of an account, but
rather, as in simple descriptive prose, to clarity Of topic
statement and explication. What the teacher seems to be looking
for is a decontextualized approach to any topic, whereby:
1) objects are to be named and described, even when in plain sight;
2). calk is to' be explicitly grounded temporally and physically;
3) discourse is to be tightly structured so as'to highlight one

particular topic (which then makes it sound "important");
4) thematic ties need to be lexicalized if topic shifts are to be

seen as motivated and relevant.
The teacher's notion of sharing is thus far removed from

everyday accounts which depend upon their situated character for
much of the detail. In the teacher's model this kind of detail
must be fully lexicalized and explicated. The teacher's expecta-
tions thus seem to be shaped by adult notions of literate
description. It is probable that such a literate bias puts many
of the children at a disadvantage, particularly the Black children,
who may be, relatively speaking, less familiar with "prose-like"
oral style. Moreover, many of these children have a way of doing
narrative accounts that does not include the strict temporal and
causal chain ordering constraints of literate narrative.

Children's discourse style
We.now turn to a more detailed analysis of the discourse

style used by the children in doing sharing, in particular as it
conforms toi-'or violates, the teacher's underlying model of what .

counts as appropriate and adequate sharing.
Just as there :s an identifiable difference in sharing

intonation used by the Black and white children, we have found
corresponding differences
the white children tends
single topic or series of
style we have called "topic-uentercd".

1 Jenny: Yesterday/

2 my mom

3

4 went

5 and

6 ...

7 Student Teacher:

8 Jenny: my

in discourse style. The disdourse of
to be tightly organized, centering on a
closely related topics, a discourse

For example,

^/
and/ .. my whole family/

with me /... um/... to a party/

it was a Thanksgiving prty/

where and ... we .. um

mm

mom/
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9 Jenny: ... we had to/Um .. getiLh11dress up as

Pilgrims/
.

10 ... and my
I

mom made me this ha\ t `for a

Pilgrim"
".

11 Student TeaOher: Oh great.

12 T: Try it on model it for us. Let's see how
13 .

you'd look as a 1Pilgrim.

14 Jenny: LI don't want to //

In contrast to a topic-centered style, the Black children are
far more likely to use. a "topic chaining" style; that is, loosely
structured' talk which moves fluidly from topic to topic. This
style resembles that found by Scarborough in Black children's
stories (personal communication). For example,

1

1 Sherry: Yesterday)/
I 4- 1

2 ...-I Went .

'I
yesterday

3 ... yesterday when I icame home from 'school

4 my grandmother was over tfiere .. and mylauotie

3 my grandmother,/

6 ... we Igoinito stayidowniat ... ther house

7 when my mother have her babi

8 Student Teacher: Oh.

9 Sherry: And um my other cousint.. and my um/ .. uncle
A if Ar.

10 he .gon' to pick up This /... son/

11 a .. andAye goin' 'trick 'r. tra'atini

12 Student Teacher: Oh that sounds like fun. OK, thank you.

13 Celena: Uh, we govt' go

14 trick 'r treatin' tc6.

15 Student Teacher: OK Peter.

In this example, we see shifts both in topic _and temporal orienta-
tion in lines 1-7, moving from the past (who was at Sherry's house
when she got home from school) to the future (associating her
grandmother with the time in the near future when she would be
staying at her grandmother's house). At the point Of the topic
change, there is a 1.5 second pause (after the word "auntie") and
a high, level pitch on "and", features which for some children
regularly accompany a topic shift. While there are no explicit



lexical or syntactic markers, to indicate a topic shift or to
relate the two .topics, the repetition of "my grandmother" is
intonationally marked, indicating the semantic association across.
topics. However, a literate adult, telling a similar story, might
indicate the shift to the new but related topic lexically, by
saying, "And speaking of my grandmother, ..." The further shift
in perspective that occurs in line 9 (the shift in focus away
from her grandmother to other relatives) is not marked overtly in
any way. The. juxtaposition of the two pieces of information
(staying at har grandmother's and going trick or treating) and the
use of the same tense indicator ("goin' to") forces one to infer
that the two activities are related temporally. This relationship
might be marked lexically by an adult as "And while we're at my
grandmother's, my uncle is ..."

,

We now look at another sharing turn where trouble arises, due /

to the mismatch between the child's style and the tcher's impli-
cit model. In this case, Deena moves fluidly fi-om topic to topic

i

without making explicit the thematic ties connecting (or separating)
the various topics. Deena is known for producing this kind of
loosely structured discourse and some of her longer turns have
jokingly been referred to as "filibusters" by Mrs. Jones.

t

1 Deena: Um ... I went to the Oach/.. riaday/

2 ad/Ito MaeDonalds/

3 andito the pa^rk/
s

4 ... and/.. I Igor this for my /.. birthday/"
5 ... My'mother bought it for me/

s 1I6 .. and umt... I had/.. um/. two dollars for my birthday
nee.

7 and I 'put it 'in h6rei
/ 0

8 .. and I went to 'where my fr4-nd

9 .. inamed Gi Gi/
1

scc
10 ... I went over to my

I

grandmother's house with her
I

11 ... and um she was on my back

12 and II//.. and we wasiwalkin' ar,pund/

13 ... by my 119oseif
A

14 .. and um/... 'she was hea--vy/
.

/
15 She was in the 'sixth or 'seventh grade/

16 T: OK I'm going to stop you. I want you to talk

17 about things that acre really really very important.

18 That's important to you but tell us things that are .

19 sort of different. Can you do that? And tell us what



20 T: beach you went to over the weekend.

21 Deena: I went to um ... um

22 T: Alameda Beach?

23 Deena: Yeah.

24 T: That's nice there huh?

25 Deena: I went there two times

26 T: That's very nice. I like it theft. Thank you Deena.

Deena here begins with-explicit temporal and physical ground-
ing, by telling without much specificity what she ,did on Sunday.
She then shifts gears radically to object - focused- discourse about
a small purse she..had brought from home, embedding it in person-
oriented talk that shiftS-focus away.from her birthday present to-
an activity related only temporally (if at all) to her birthday
(playing with a girlfriend). She-begins to tell about her Activi-
ties with her friend.but is stopped just before she gets to what
on the basis.of her prosody appears to be the "point" of htr dis-
course, the fact that she was able to carry her friend, fully twice
her age, around on her back (and Deena is a tiny six year - old)..
The lack of any lexicaliied markers other than "and" between topics

makes the discourse difficult to follow thematically for ',-.hose who,
like the teacher, expect the narrative. to focus on a single topic.
It gives the impression of having no beginning, middle, or end,
and hence no point at all. Perhaps for this reason, Mrs. Jones .

(in line 16) interrupts Deena and explains what she 'considers to
be appropriate topics for sharing: events that are "really, really
very important ... and sort of different", that is, topics that
would be of general interest.

In spite of Mrs. Jones' insistence on "importance", all the
children have some degree of difficulty understanding what is meant
by important.. For example, early on in the year a child raieed,
his hand to share and when Mrs. Jones asked, "Is this very, very
important because we don't have much time this morning," the child
replied, "I don't know if it is or not but I Want to say it."
It must be noted, however, that the white childzenhave far less
difficulty with this notion than the Black children.

The Black children in the class (especially some of the
girls) tend to use a topic-chaining discourse strategy, stringing
together with "and" a long series of loosely structured topics.
The result is that they may seem to "ramble on" about a series of
commonplace occurrences. However, if we take a closer look at
many of these turns, we see that it is not the topics of discourse
that are inherently trivial or uninteresting, but rather that the
rhetorical style used makes it seem as if there is no topic what-
soever: Taken by themselves, each separate topic, discussed by
Deena above would have counted as highly appropriate: activities
on a Sunday, a birthday present, and acrobatics with a friend.
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The problem with Deena's presentation is more one of discourse
form than of content:. In asking the children to tell aboUt
"important things", the teacher is tacitly assming that the
children understand how to do the actual telling in a literate
style--that is, telling-about one thing only and in such a way
that it sounds important. Simply reminding the children to talk
about important events does not provide them with the criteria
for either topic selection or discourse-form centered around a
single topic.

For the white children in this class, who already have more
elements of the schema for-topic-centered style, the teacher is
better able to collaborate with thym and so build on their narra-
tive intentions. With the Black children, on the other hand, the
teacher's questions lack rhythmic synchrony and therefore must
often be seen by the children as interruptions. Most importantly,
the teacher's comments do not build on.what the child already
knows and so provide thY necessary guidance and synchronized
collaboration that would lead to the acquisition of an expanded,
lexicalized, topliccentered

It is important to note that, in this classroom, a child's
general discourse style does not reflect or predict reading
ability. Among the children in this class, Deena, who has con-
sistent problems doing 'appropriate sharing, is one of the very
best readers. Furthermore, 'while Deena's reading, math, and
spelling skills have all shown marked improvement over the course
of the school year, her sharing discourse style has remained un-
changed. And so, while sharing can be seen as an oral preparation
for literacy, this has, as yet, had no Influence pa her progress
in reading. However, Deena's topic-chaining oral discourse style
may, in time, greatly interfere with her ability to produce
literate-sounding descriptive prose. Just what effect Deena's
nonrprose-ltke oral style will have on her participation_in school
activities such as sharing or creative writing, and correspondingly
on the teacher's evaluation of her performance in class, remains
to be seen from what she does in the second and third grade,, where
discoUrse style and ability to write cohesive prose assume increas-
ing importance.

Footnote

1:Prosodic and paralinguistic cues arc transcribed using a
simplified form of a system developed by John. Gumperz and his
collaborators, based on Trim's work. In this system, speech
sequences are first divided into tone groups or intonational
phrases. A phrase can be marked by a minor, non final boundary
" 1" or 'a major or final boundary "41". Within a tone group we
'indicate: 1) location of the nuclei: (i.e., the syllable or
syllables marked by change in pitch) " 41 low ;fall, "' " high
fall, ", " low rise, i,"/ " high rise; 2) other accented syllables
in the tone group, " ' high, " " low; 3) paralinguistic features



such as a) shift to high pitch register 1, n
or shift to loW pitch

register (both applying to the entire tone group), b) pausing
".." indicating.a break in timing and "..." indicating a measura-
ble pause, c) speech rate: '"Acc."- indicating accelerating tempo
and "ret." indicating slowing down, d) loudness over an entire
tone group is indicated by "p" (soft) or "f" (loud). Doubling of
one of the above symbols indicates extra emphasis.

Acknowledgements.
We Would like to thank John Gumperz for his many valuable

.

ideas, comments, and suggestions. Thanks also to Herb Simons,
Janice Schafer, and Karen Carroll for helpful comments on earlier.
drafts: And most importantly:, we want to thank Mrs. Jones and her
fitst graders for making our study so%enjoyable.

Work on this paper was supported by NIE Grant No. NIE-G-78-0082;
Project.No. 8-0093.

Bibliography-

Becker, A. L.. Text,-building, epistemology, and aesthetics in
Javanese shadow theatre. Unpublished manuscript.

Chafe`', W. L- The recall a:nd verbalization of past experience.
In R. W. Cole (Ed.), Current issues in linguistic theory.
Bloomington: Indiana University. Press, 1977.

Chafe, W. L. Thy [low of thought and the Flow of language. In
T. Givon (Ed.), Discourse and syntax. New York: Academic
Piess,. 1979.

Cook-Gumperz, J. Instructional talk. Delivered at American
Anthropological Association meetings in Los Angeles, 1978.

Labov, W. The transformation of experience in narrative syntax.
In W. Labov (Ed.), Language _in the inner city. Philadelphia:

PUniversity of Pennsylvania Press, 1972, 354-396.

Labov, W. S WaletSky,-J. NarratiVe analysis. In J. Helm (Ed.),
Essays on the verbal and visual arts. .Spattle: University
of Seattle Press, 1967, 12-44.

Lord, A. The singer of.-tales. Cambrldge, Mass.: Atheneum, 1960.

MacClendon, S. Cultured presuppositions and discourse analysis:
Patterns of presupposition and assertion of information in
Eastern -Pomo and Russian. In M. Saville-Troike (Ed)., Anthro-
olo and lin,uistics G.U.R.-T. on lan ua es and linguistics.

Washington, D.C.: Georgetown University Press, 1977.

Handler, 4. M. N Johnson, N. S. Remembrance of things passed:
Story structure and recall. Cognitive_ Psychology, 1977,
9, 111-151.

Polanyi, L. False starts can be true. In Berkeley Linguistics
Society, 1978, 4, 628-639.



lo>

Ryan, J. Early language development: Towards a communicational
analysis. In M. R. P. Richards, The integration of the child
into a social world. Cimbridge University Press, 1974.

Paper presented at the Berkeley Linguistics Society

To appear in Educational Discourse: ed. Jenny CookGuaperz., Ablex Press.

Do not reproduce this paper or any part thereof without permission



with fluency, to the neglect of content, versus a notion of reading as a

purposive, meaning-directed activity. But the differing emphases, which

must beseen as a response to perceived differences in ability, must themseNes

be explained. 'Given the state of affairs reported in the literature and

our knowledge from preliminary anal'yses4f SHEP materials, ouVprimary

question was how young readers acquired, or failed to acquire, a hierarchical

understanding (lexicon, syntax and semantics) of the text being read from,

and further, how they signalled or failed to signal that-understanding.

question in turn had to be related to previous studies ordi.fferential

treatment and to our hypotheses about the rnfluence of discourse cues on

classroom interaction.

We had evidence of significant differences in terms of amount of time

spent on various reading tasks and of differing coriection straiegi'es used

for similar or identical 'errors. Our hypothesis was that the distinct

conceptions reported in the literature resulted from the differing emphases

that we had seen in our materials and had reason to believe Were widespread.

We felt that/we could discover empirical evidence for how the, differing

concepticns were formed by studying reading as a process of student-teacher

exchanges. By analyzing systematic differences in student-teacher exchanges

across the ability groups we would begin to see how collaboration between

students and teacher served to rigidify 'conceptions' into text processing

strategies. In the process of being formed these strategies influence the

teacher's response and the kinds of instruction which the teacher is able

to give. 'Thus a sort of feedback mechanism is established wherein initial

perceptions of children's language abilities result in differing instructional

emphases; the emphases contribute to differing conceptions of the task of

reading; the conceptions influence; in part, prosodic reading aloud styles;

and these, in their turn, determine teachers' online correction strategies.

3.3 In order to have material with which to examine the relationship of

reading aloud styles and correction strategies,'we selected passages

in which the same teacher worked with high .and low group readers as they read

from texts of equal complexity. The texts were transcribed with a detailed

prosodic notation.
5 This allowed us to study how different readers segmented

the text into breath groups, into major and minor tone groups, and further,

1 u
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how intonational prominence was established; - in short, how the text was

divided into what M. Halliday has called .'information units ' (Halliday,

1967: 200 -206): Because we sought to study the role of conversational

inference in classroom interaction, we analyzed the placement of tone

group boundaries and tonal contours for their predictive value: That is

to say, we sought to establish the language units being demarcated by tone

groupings and nuclei placement. We did this by taking into consideration .

both the phrase-level and sentence-level constituencies of the text being

read from and the student-teacher exchanges which took plaoe during a given

reading turn. we'

4.0 By studying these transcripts/Tdere able'to infer cer4in things about

how instructional interaction is linked to reading aloud styles. In particular,

we found that members of the two groups intonationally segmented a text

different ways, and further, that these ways of prosodically organizing

a text, which we haVe variously called prosodic text-processing strategi4es

or reading aloud styles, appear to be related to oral narrative styles.

The differing prosodic strategies provoke,differing correction strptegies:

although low-group readers do make more errors, the extreme emphasis on

isolated decoding cues intheir lessons would seem in part the teachers

response to the student's' reading styles. It should be kept in mind that

the groups are reading from equivalent texts, taken from the same basal

reader; presumably they are at the same 'level' of reading ability, yet ehey

receive very different instruction. The differing approaches to error

correction in' their turn create a context in which queries designed to

elicit or reinforce comprehension differentially succeed.

4:0 To,the casual adult observer, both groups read in a staccato or

"word-by-word" fashion, that is to say, with slight hesitations' after each

word and even stress on most lexical items. However, the staccato quality

is more noticeable withtlow-group readers. MembemsZof this group read

with long pauses between words and frequently place equivalent stress on all

items in a passage. The process is comparable to reading single items

from a list: to the listener it sounds as if each word is a breath group

or.tone group unto itself. High group members, on the other hand, are more

likely to have some of the intonational characteristics of fluent, adult

reading aloud. In particular, even when they .read in a halting, word-



by-word fashion,- they finish sentences with falling tone; frequently they

begin sentences with a'relatively high even tona. Both traits are typical

of the fluent reading aloud of dec.laratives)sentences.

The differences (between relatively staccato and relatively fluent

reading styles can be seen in items IA and 1B. The.story being read from

is entitled "A Visit to Grandmoiher's"
6

The actual seDtence being read

appears as follows n,the text. "%hat did you cook for Grandma?" _asked

mother.'

I A, Low Reading Group (staccato)

1 C: 'what/. . 'did/ . .'you/ ccnk/ . . 'for.. gran'ma / /

2 C: . . asked/motheri
t

3 T: Aaskedi Irighta

In IA each item receives equivalent stress and there are lengthy -pauses

between items; effectively, each item is 'treated as a-minor tone group,

an isolated inofrmation uni: "WHAT/ 'DID/ . . 'YOO/ . . . COOK? . .

'FOR GRANDMA//. The reader pauses and the teacher supplies the next word.

The sentence is completed, but it Is as if the final segment which attributes

speakerhood ASKED MOTHER is-a sentence separate from the preceding material.

As regards our earlier stated concern with the 'predictive' value of tone

grouping, we should note that this pattern of stress and hesitations makes

it difficult to ascertain clause or sentence constituency in the oral

reading signal; instead, each item sounds like an isolated element andcthere

doesn't appear to be a large language-unit.(namely, the sentences); lastly,

the relationship between quoted material, and attributed speaker is not clearly
.
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signalled. The teacher'; correction cues attend to the isolated word -

ASKED - and do not attempt to improve the word-by-word reading style.

When we look at episode 18 we see a more fluent style of reading aloud.

The story being read from concerns a Man who lives in a house in the woods,

one day. The passage read by the student is treated as an entire paragraph

-in thereading book: 'He saw trie 'fishes and the birds.
. And he saw his green

rock. The man was happy. "What a day!" he said.'

18 High Reading Group (fluent)

C: He 'saw the 'fishes and the bisrds //

2 And the saw his green rock //

3 the 'man was halip. //

4 11What a 'da;1/ he said //

5 T: very good// 'so he had a happy day /right //

In the first sentence there is a high even tone o'h SAW and a low fall on

BIRDS.. Similarly, in the second sentence there is a high even tone on HE

and a low fall on ROCK. The effect on the listener of this use of contours

and tone group boundaries is that sentences are easily dentifed in the

oral reading signal; it is easy to predict which elements go with which

because one has a clearperception of larger language units (sentences) which

encompass the word groupings. Additionally, the second line is said with'a

slightly lower pitch register than the first, which signals an inter-

sentential connection between thetwo. The third line is prosddically odd,.

with a high even ,one-on the final word, and With'-elision of a final' syllable

('Happ-' instead of 'happy').. But in the fourth line WHAT and DAY are strongly

stressed, as is correct for an emphatic quote of tlis sort. Low, atonal

stress on HE SAID clearly separates the quoted mcerial from the attributed

° speaker. Despite errors in the third line, the reading is notable for its

'clear demarcation of-sentence boundaries and quo..es. Overall, the oral reading,

gives sense of coherence because it is easy-for the adult listener to

identify constituents above the word level; Lt is as if an intonational

template were provided'with which to arrange phrases, sentences, quotes and

speakers into some sort of meaningful whole. The.teacher responds favorably,

does not correct the slight miipronunciation on .HAPFY;- but instead follows

with comprehension questions about the man's feelings, what he saw and so

forth.. .
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Episodes IA and B are intended as typical instances of general reading

styles which are characteristic of the low and high group readers. What

we have conitdrasti-ng the two groups are'different strategies for handling a

text. One strategy seems to treat individual words as independent elements,

or at least places tone groups and contours in such a way as to make

it difficult to ascertain clause and sentence constituencies. The other

strategy places tone groups and contours in such a way as to make identification

of constituency relatively easy; or at least uses falling contours utterance

finally, thus making it easy to identify sentence boundaries. The'different strategie

would seem to indicate differing conceptions of the task of reading - the

one perspective views reading merely as pronunciation, the other views it

as meaningful. As we shall show below,' teachers' correction strategies seem

to tacitly assume the differing conceptions and to respond accordingly.

4.2 There are, however, suggestive similarities between elements of the

two reading styles and what we have. elsewhere. called "community-based

discourse styles." In a study of oral narratives conducted by this project

(cf. Michaels and Collins, this report, for a description of 'Pear

Narratives') it was found that the same children who are high group teaders

tend to place, tonal nuclei near the end of a tone group boundary, while

the children who are low groupreaders tend to place tonal nuclei in the

middle of tone groups. The first group talksin such a way that,sentence

boundaries are easily discerned; they 'talk in sentences.' The latter group

organizes talk into larger rhetorical units, which may or may not correspond

to sentence boundaries; they use, rhythm and pausing in a different way'

from their 'white mi.ddle class counterparts, and they tend to use high

contours to signal special thematic connections within a narrative. Both

ways of organizing talk are logically and communicatively effective. But

they sound different. The high group oral habit of placing contours clause-
.

finally sounds more literate and translates easily into the placing of low

falling tones on final words when reading aloud. Conversely, the low group

habit of placing contours mid-clause sounds less literate and translates

less easily into the placing of falling tones on final words in sentences

being read from. At this point, given the exploratory nature of the SHEP

project and,the novelty of these hypotheses-, it is difficult to determine

the degree to which the placement of falling contours clause-finally is a

home and community-based disCourke cobention, a formulaic habit of oral
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language, rather than the result of advanced text comprehension. Similarly,

it is difficult to determine the degree to which the more fluid placement

of nuclei in the middle of tone groups is a discourse convention, a

rlammunity based habit, rather than an index of inferior text comprehension.

More controlled study of oral narratives and'passage readings is needed,

. comparing prosodic strategies in tasks of differential complexity. But

we do have initial evidence that community-background and prosodic reading

style are related. Now let us examine the consequences in the classroom.

4.3 When we look at the correction strategies which are predoMinantly used

with one or the other reading group, it would appear that the teachers are

socialized to the differing reading strategies. They respohd to the

different intonational segmenting of the text by handling what are equivalent

errors in very different ways. However, the descriptions which follow of

'differential treatment' of reading errors should not be construed as .a

condemnation of individual teachers. The insight which we on the SHEP

project have gained about the role of prosody in reading group instruction

is the result of comparative analysis, contrasting activities, participants,

-'classrooms and communities: When we study conversational interaction in

multi-ethnic situations we are looking for the effects of unconscious habits

of organizing talk (prosodically, lexically and syntactically) on the

unfolding interaction; but an 'on-line' participant, either a teacher or

student, can not be expected to employ the analyst's detached perspective.

Instead, they are busy in the process of assessing and responding to another'S

contributions. All of which is to say that the differences described below

should not be regarded as the result of overt decisions to consign one

group of students to a year of decoding drill, but rather that the prosodic

reading strategies described above influence the teachers'engaged perception

of student performance, and hence the use of correction cues.

In episodes. 2A and B we contrast the context provided for decoding

cues. 2A is taken from a story entitled "A Day in the Park." In the story

one character, Debbie, has called to her friend Ann', inviting her to. come

out and play. Ann replies with the sentence which is being read from.

"I'll be out, wait for me."

2A: No Context Provided for Decoding Cue.

1 C:11111 be out . . .

2 T: L a-i says 1a L . .Q1011. . say it /writ-.
3 C: wait for lz //

4 T: 'Go gp //



As we see in the example, the student reads I'LL . BE . . OUT and then

pauses. The teacher prompts A-I SAYS A. . . WAIT . . . SAY IT, WAY-.

The student finishes the sentence WAIT FOR ME. There is no further instructional

interaction; the decoding cue is provided and received in isolation.

A very 'different situation obtains in episode 2B, taken from a high

group reading lesson. The story being read from is entitled "John's Afternoon."

It concerns a young man who has had a falling out with his mother and

his friends; he has walked to the local park where he sees some other boys

playing with a cardboard box; he suggests that they make a house out of it.

The passage being read from is as follows.'"(I'll paint the house) and you

can make the windows. Let's make big windows!"'

2B: Context Provided for Decoding Cue.

1 C: Ardlyou can make .

2 T: Lth; . . . what'slwji-in//

3 T: Put your finger over it/everything but'w=ijn//

4 Sound out with a short it/ win- whl.t //

5 F' Wi ndoW1/1 I'll paint the house/and'you can'make
"Rh

6 the'windows//

7 C: 4Let's akedbig'windows

The student reads AND YOU CAN MAKE and pauses. The teacher provides a word

and then begins spelling out the following word: WHAT'S W-J-N? PUT YOUR

FINGER OVER IT, EVERYTHING BUT W-I-N. SOUND OUT W-I-N WITH A. SHORT I. WIND

WHAT? "WINDOW!" She provides the word and then inserts it in a repeat of

the entire sentence. I'LL MAKE THE HOUSE AND YOU CAN MAKE THE WINDOWS!

The student then reads the following sentence. Contrasting 2A and 28 we can

see that the context provided for the same instructional cue a decoding

cue - is different: in the former it is an isolated'word; in' the latter the

word is situated in a full sentence and a model of expressive intonation, is

provided.

In episodes 3A and B we can see similar differences in correction strategy.

In these examples the cue consists of providing a word or phrase when the

reader hesitates. AA is taken from the same story as 2A; a new character has

been introduced. He calls out to the two girls and then approaches them.

The passage being read from is as!follows. "The boy ran up to the girl."

3A: Cue Provided After Hesitation; Single Word.

1 C. The by craTrAlp to the girl 7/

2 T

3 C: o you... want to come to the 'park//

4 T: Lent

111
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In 3A the student reads THE BOY RUN and the teacher corrects RAN;

the student corrects and finishes RUN UP TO THE GIRL. The student

continues DO YOU . . . and pauses, the teacher provides the word WANT

the student continues WANT. TO COME TO THE PARK. During this and the

continuing reading, there is no correction of the'staccato, broken into-

nation used in reading. Instruction consists solely of providing isolated

words.

Episodes 3B is taken Irom the same lesion as 2B. The main character's

mother has come upon the boys working on their cardboard house, expressed

her satisfaction and offered to help them. The passage being read from is

as follows.'"I'll make you a doorway," said mother.'

3B: Cue Provided After Hesitation; Circumlocution and Quotative Model.

1 C: 11'11 make you . . .

2 T: I.)//andihere's,anOther compound

3 word/ what', .

4 C: idoorwv//)

5 T: 16eoputiful// 1I'll4make'you a dqorway//

6 C: L
11'11 make you a doorway / said mother//

In this exchange, the student reads I'LL MAKE YOU . . . and then pauses.

The teacher supplies the following word A and then proceeds to the item which

is presumably causing the hesitation. She continues AND HERE'S ANOTHER

COMPOUND WORD, WHAT? The reader responds DOORWAY. .The teacher praises the

student and then models the full sentence with-proper intonation. I'LL

MAKE YOU A DOORWAY. The student mimics the teacher's example flawlessly

and finishes the sentence, correctly desi"ressing the attributed speaker

(SAID. MOTHER). As in 2A and B, the context provided for what is ostensibly

the same instructional cue is different: in 3A an isc,iated word is the cue;

in 38 information about the word is provided and then the word itself is

situated within a model of the full sentence. Contrasting the low-group

episodes (2 and 3A) with the high-group episodes (2 and 3B), we see that

the former are given isolated decoding cues, whereas the latter are given

decoding cues situated within the sentence context.

5, We should emphasize that episodes 2 and 3A and B are representative

examples taken from transcripts of complete reading lessons. The episodes

were selected to illustrate the ways in which errors corrections strategies-
-
were sensitive to what we have called prosodic reading strategies. This was

done by showing how identical 'errors' prompted either decoding cues or

meaning cues. In the complete lessons it is also clear that different kinds

112
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of instructional interaction are taking place. With the low group,

correction consists predominantly of low-level linguistic instruction

about the grapheme-phoneme correspondences and lexical-level composition

of texts. With the high group correction refers to a broad range of text

elements and processes. Instruction is provided about orthography and

lexical items, as in the low group; however, information about clauses,

sentences, expressive intonation and attribution of speakerhood is also

brought into play. The differing interactions provide very different contexts

for the business of learning to read. Furthermore, what these examples

do not indicate is the way in which high-group reading lessons are winnowed

with comprehension questions - questions about the inferences which can be

drawn from the sequencing of events in two sentences, about speakers and

addressees, about emotional states as revealed by expressive quotes. Such

inquiries,which frequently use sentence frames like the 'models' found in

2 and 3B, are rarely encountered in low group lessons. Instead, the context

of reading in low group lessons is usually so fragmented by heiitations,

corrections for mis-pronunciation, dialect and failure to recognize words,

as well as distraction's from within and without the group, that synthetic

comprehension is difficult to achieve.

In this section we w:'1 Illustrate the differential effects of reading

styles and correction strategies on the 'context' for questions. In the first

example it will be argued that although the student is able to answer

the question correctly, the fragmentary and distracted character of the

reading aloud process makes comprehension difficult at best. In the second

example it will be argued that corrections and questions attend. entirely

to meaningful levels of text structure and that as a consequence more material

is covered and comprehension is enhanced by a series of questions.

5.1 In episode 4A the passage being read is from the story "John's Bad

Morning," (The story preceding "John's Afternoon" (20), The main character

has just had an argument with :his mother. The passage appears in the text

as follows.

He ran out of the house with his things.
And then he threw his boat into the garbage can.
Liza was there. And she saw'what John did.

Although there are many, corrections and several questions, as we shall

seed only one of them concerns comprehension of a language unit larger than

a single word.



4A: Minimally Effective Comprehension Questions

1 M Here, the/. . ran/ . . out/ . . of/ . .

2 J CO

3 M the house . . . wuh-, iwith'his 'things//

4 J Li thi

5 M And then . . . he .
(threw his

6 J 'sound it out/ thr:ew:)

7 M bu- (boat) boat/ . . i. nto the . gahbage can//

8 Iguh-J

9 J garibage// Say barbage//

10 M gahbage

iJ11J Don't say.gebage/ 'look at me//Say ga:r:.bage/ gar:/ Say //

12 . Everybody ;%ay it//

13 CC gar: bage

14 J Ceiena/.say it//

15 Ce gar:bage

16 J !Right// Marlon/ Liza

17 M Liza . was fthere. and \she was

18 J tNhere are we Sherrie-1 Itherei

19 J What
7

20 M /she was r sawlwha

21 J Ino//sss... Ihow does -j- sound

22 M
-

23 J hat's the' boys' name // . .

rJohn

24 M John . .

25 J idrvi// She 'saw what John did// Marlon/ Nhat did he

26 J She 'saw what he did// Now What did he go//,

27 M He 'threw his things in the gahbage)

28 J 6p:bage// 5jght// Go on//

In lines 1 and 2 we see corrections for incorrect recognition of

words. In line.3 we find the decoding instruction SOUND IT OUT, followed

with a stressed and exaggerated pronunciation of the word. Then in lines

5 through 11 we see a long and embroiled attempt to correct dialect

pronunctation. in lines 13 and 14, as the reader ii beginning to resume,

there is a distraction to correct an rnattedtii4i group member. In lines

17 and 18 there are MO phonics cues. The student responds to the second

of these - HOW DOES -J- SOUND - literally, and the teacher is forced to
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rephrase her question, B.he then provides the answer. Finally, on line

21 the passage is finished and a content question is asked. ,The final

sentence is modelled twice as a frame for the question. The student is

able to answer the question, no mean feat considering the number of

distractions and interruptions which have occurred during his turn at

readihg; he is, however, again corrected for dialect pronunciation before

being instructed to proceed.

5.2 This can be contrasted with the following episode in which all of the

teachers instructions and cues are concerned. with text structure above the

word level with the prosody (pitch register) of sentence initial position,

with inferences deducible from the use of a lexical idiom, with how an

invitation 'sounds', and finally, with ac,nsulting the pictures which accompany

the text. The text found below is taken from the same story as that in

episode 4A. John and two boys he encountered in the story have made a

toy house and gotten inside of it. John's pet frog has joined them. Then

John's friend Liza looks inside of the toy house. John, still angry and

suspici:Jus, informs her that shy; cannot come in because his frog, which

she supposedly doesn't like, is inside the house with him. The printed'

passage reads as follows.

"John, I have your boat," said Liza.
"And I have a fly for your frog, too."
"But you can't have your boat or the fly if I can't come
John looked at his frog, and he looked at Liza.
Then he said, "Come in, Liza. Come in."

Although the passage read from is much longer than that in episode

4A, the sequence of student-teacher eXchanges is shorter and, as noted

above, the teacher's correction cues attend to elements of linguistic

structure above the word-level.

'When the passage is being read the teacher.focuses on 'how' ths

material sounds and on the inferences which can be drawn from the Occurrence.

of certain phrases and the overall turn of events.

48: MaxiMally Effective Meaning Cues and Questions.

1 C: 'John 'I 'have your boat /said Liza and

2 T: 4rand9

3 C: And l'have a fly for your frog too //

4 T: 1What's she mean by Ole
ri

5 C: For the 'frog' to eat //
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6 T: Okay //

7 L: but..414 . but

8 J: qait a minute ti 11. she gets through' //

9 L: but,
[butt

10 J: Latch YOuebooksJ 1J,..7.stch your books

11 C: 'But'youlcan't..have your II:oat/or the fly /if I 'can't come in//

John looked at his fr.og/. and tm'looked at Ltza/..

13 Then he sa4Wicome in'Lizao

14 T1 /what did he say//

15 C: .Come i94

16 T: HOW'd he say it //

17 C: .ome in Lini

18. T: (Did he suleome in Liza-come.iy/ Or did he say

19 C: kome rliza/ come in //

20 T: tome in/ Liza 1

21 T: Here is the other little boy and I didn't see it in Fanny's

book. -The little boy is kinda caught in the middle of the

page, but here-he is._ Here's. one little boy and here's the

other little boy and here's JOhn-and._here's Liza. I think

John is in a much better mood, don't you?

In line 1 the student hasread the sequence SAID LIZA AND with little pause

and no perceptible change in pitch level. THe teacher corrects by providing

the correct-pitch-levelfor the initial segment in a declarative sentence.

In line 3 the student changes her intonation and reads the following sentence.

In line 4 the teacher asks WHAT'S SHE MEAN BY THAT? In 5 the student

demonstrates 'that she understands that the apparently declarative sentences

are in effect offers by responding FOR THE FROG TO EAT. The response indicates

that she has made certain assumptions about flies, frogs' eating habits and

the frame TO HAVE X FOR Y. In line 6 the teacher acceptS the response. Then

in 7 through 10 there are several distractions and the student repeats the

initial word several times. She begins anew on line 11 and finishes the
,

passage. The fourth exchange, occurs when. the students reads.the final part

(13) ,of the passage very softly and fails to separate the request. COME )N

from the addressee LIZA. The teacher interrupts. asking what.John said.



The st dent responds by repeating the material in the same expressionless-

mannerl. The teacher interrupts again and asks HOW it was said. Although

the student apparently has gotten the drift of the queries and begun to

change he intonation, the teacher continues DID HE SAY and repeats the

material with an exaggeratedly low voice and extra pausing. Then she proceeeds

to the alternative. The student responds, overlapping with the teacher (19-20)

and finishes the quote with expressive contours and a clear separation of

request from addressee. The teacher finishes the exchange by pointing out

and discussing the characters in the story as they appear in the pictures

which' accompany the text and by making the judgement that John's mood has

changed. This establishes a_scene' for the following reader.

5.3 An instructional process which consists primprfly of children reading

in a word-by-word fashion and teachers providing isolated decoding cues

,will leave the beginning readers without much practice in applying their

knowledge of spoken language to the task of reading, This difference in

application seems to be a major distinction between high and low-ability

readers. The former are much more prone to apply their knowledge of spoken

language to the task of reading: Hence: the 'findings of Cohen (1980) that

'good' readers will attempt to map spoken intonation onto a string of

nonce-syllables in order to make sense of them, where poor readers will

not; hence the findings of Canney, etl al. (1978) that,good readers will

reject a text which does.not make sense. :It is useful in this light to

reconsider episodes 4A and 4B.. In 4A decoding cues predominated. At

times Ifi-ey were of such a low linguistic level as to impede effective

instruction (lines 17-19, where the student responds literally to the

cue and the teacher is forced to rephrase the query). Comprehension questions

occur rarely and in the context of a fragmented reading process. In 4B

knowledge of spoken language and of the world is frequently evoked: once

the query concerns knowledge of animals (line 3); once knowledge of how

heartfelt invitations sound (line 13-23); and finally, the students are
N\N

encouraged to consult the pictures accompanying the text when engaged

in reading.

6.0 In this report we have said certain things about lastih4 differences

_Ln Instructional emphasis. Our remarks were based on an analysis of

the SHEP materials, bu are corroborated in the ethnographic and comparative

literature. We have also said certain things about the possible causes

of differing reading styles
NN
orN rosodic strategies. They appear to result,
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at least in part, from the differing instructional emphases. However,

they also share suggestive similarities with community-based oral

narrative styles. Several general conclusions are in order. Firstly,

teaching and learning are collaborative processes in which the use of

language provides various long-term interactive options on the part of

participants. Teachers appear to have certain implicit models of literate

behavior, of discursive prose, what it sounds like and how it is put together.

They appear to have differing expectations about students' readiness or

ability to assimilate the skills necessary for literacy. The expectations

derive in part from whatever non-linguistic criteria are used in setting up

ability gaups. But an important additional component is interactional

history. The beginnings of this history are to be found in the early lessons

and in closely related classroom activities, like the Sharing Time episodes.

In th aarly lessons the teacher's expectations helped to produce, and

were in turn reinforced by, the students' conceptions of the task of reading.

One observable manifestation of such conceptions are prosodic strategies

used for text-processing; and these strategies, by treating either single

words or phrases and sentences as primary units, helped to determine

which interactional options the teacher will take. These strategies share

certain features with oral narrative styles, however, and as is discussed in

some detail in the analysis of Sharing Time episodes (Michaels and Cook-

Gumperz, Michaels and Collins, this report), where children's community-

based discourse. habits do not jibe with the teachers notions of narrative

schemata and prosodic cues, then instruction is reduced both in quantity

and quality. A similar state of affairs should be expected in reading group

instruction. Secondly, and on a methodological note, these findings did

not result from experimental studies or surveys of test populations. Rather,

we used our ethnographic data ancrthe relevant literatures to generate

hypotheses about the role of language use in strategic educational settings

($1). We then searched our corpus of episodes for material with, which to

clarify the hypotheses ($2 and $3). Our explanations take the form of

additional hypotheses which suggest directiOns for further research ($4 and $5).
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NOTES:

1. The concept of conversational inference and the role of prosodic
contextualization cues in such inference have been discussed by John
Gumperz and collaborators in a series of papers which analyze inter -
ethnic communication. For applications to West and Asian Indian English,
see Gumperz (1978, 1979 and 1981),Gumperz and Kaltman (1980);for appli-

cations in educational settings; see Gumperz (MO) and Gumperz and Cook-

Gumperz (197S).

2. This raises the controversial issue of what standardized tests measure
the importance of situation on language use in general and test-performance
in particular has been documented: Labov (1970) has shown the effect of
situation on the willingness of minority children to become engaged in
conversation and answer test questions; Hall and tirre (1979) corroborate

Labov's findings and elaborate on the question of situation.

3. Five sessions in which individual children read with peers or for

an individual adult were excluded from the initial count of 36.

minutes4. The higher minutesper-lesson ratio is due to disruptions in several
low-ranked lessons, which then require extra time for completion. This

of course is relevant to McDermott's findings that low ranked reader
spend much less time at the actual task of, reading because of dis ption

of the reading group.

5. The notations we use in transcribing prosodic and paralinguistic cues
were developed by Gumperz and his collaborators based on Trim's work.

1-n this system, tone group boundaries are indicated as major "//" or

minor "/". Within the tone group we indicate the pitch contour on the
nucleus as follows: 1\1' low fall, "" high fall, 1:,," low rise, "/"

high rise, "A" rise-fall, "v" fall-rise. Secondary heads are " " high

or " 1" low. Paralinguistic features such as a) shift to high pitch
register ,14.11 or shift to low pitch register "L' (both applying to the entire
tone group), b) pausing ".." indicating ..a break in timing and "..." indicating

a measurablepaus, c) vowel elongation " :" following the syllable,
d) speech rate: "acc." indicating accelerating .tempo and "dec." indicating
slowing down, e) loudness over an entire tone if indicated by "p" (soft)

or "f" (loud). Doubling of any one of the above symbols indicates extra

emphasis.,

6. All the episodes discussed in this report are taken from lessons in

which the students were reading stories contained in the basal reader
Amigoes; Ups and Downs (Hoguet, 1975).
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Spoken Language Strategies and Reading Acquisition

Herbert D. Simons and Sandra Murphy
University of California, Berkeley

Child #1: It looks like a music note...but it has points and it sort of

looks like a saucer.

Child #2: This oile just looks like a...something right here, like this

part right here, looks like a key. And this right here...'

looks like a planet...like a ship.

Both of-these children are describing an abstract figure in the_preSence

of an adult. They have been told that their description, which is being tape

recorded, will be read by one of their classmates, who will have to pick out

the figure they are describing from an array of ninl abstract figures. Al-

though these descriptions were equally successful in accomplishing their task,

they have a number of differences. One of these differences concerns the de-
o.

gree to which they are tied to the temporal and physical situation in which

they are being produced. Spoken language is typically produced in face-to-

face encounters in which participants share the same temporal and spatial

frame of reference. This characteristic of spokenlanguage differs from writ-

ten language in that the production of the written message is separated in

time and space from the decoding of the message. We believe that children's

sensitivity to this difference between written and spoken language influ-

ences their acquisition of reading skill.

Teacher: Say the word "sand" without the "(s)".

Child #1: and

Child #2: sand

in order to successfully. perform this task children must be aware of the

segmental nature of English words. They must be able to focus on the phono-

logical properties of the words rather than upon their meanings. This aware-

ness, which has been called phonological awareness, is important in learning

to read because reading acquisition, at least in its early stages, involves

learning to map sequences of sound segments on to sequences of graphic units.

The purpose of this research then, is to study the relationships among

several factors: A. sensitivity to the spatio-temporal dependence of spoken

language; 2. metallnguistic awareness of its segmental nature; and, 3, read-

ing acquisition.



The Language Demands of School

The entry into'school marks major social. linguistic, and cognitive tran-

sitions for children. Children coming to school must learn to communicate and

erate with adults 'and peers outside of their home network who do not share

their communicative background._ They must develop new language use skills in

order to participate in classroom activities, to gain access to learning oppor-

tunities, and to demonstrate what 'they have learned. (Simons and Gumperz, 1979).

Children also face the demands of becoming literate, which is the major focus o

of th of schooling. The sophisticated language skills that children develop

in the course of their language acquisition are not sufficient for an effort-

less transition to leteracy. Their encounters with written text require them

to become aware of their spoken language and its units, and to develop differ-

ent discourse processing strategies. These new discourse processing skills are

needed because of the differences between written and spoken language.

Written and oral language differ in multiple ways. (Rubin, 1978, Schal-

lert, Kleiman and Rubin, 1977) Speech tends to be multi-channeled, including

lexical-semantic-syntactic, tractional, paralinguistic, and nonverbal. modes

of transmission, while writi unimudal, depending heavily on the lexical-

syntactic-semantic channel. u anguage usually involves a high degree of inter-

action and involvement of participants who share the same spatial and temporal

ldo

context. Written language, because the writer and reader do not share the

same temporal and spatial context, has almost no interaction and less involvement.

Written language is more decontextualized or autonomous than spoken lang-

uage in that it confines itself to the lexical channel. 1 "It is minimally de-

pendent upon simultaneous transmission over other channels, such as the para-

longuistic, postural or gestural, and it is minimally dependent on the contri-,

bution of background information on the part of the hearer." (Kay, 1977).

Written language is more decontextualized than spoken language because it is

typically less dependent on the spatial and temporal situation in which it is

produced. While situational cues and simultaneous multichannel transmission

of information are used in, interpreting meaning of oral language situations,

in written language there is only one channe. Both spoken and written lang-
.

uage require a context for interpretation, but extra cues in the situation,

in addition to linguistic cues, help create a9context for the interpretation

of spoken language. In written language, the context must be created from

-----1 --The-termrlexical will be used as.4 shorthand for lexical-syntactic-semantic.
-Jr



the information available in the lexical channel,and in general the situation

contributes little to the production and decoding of the message. It is in
4

this sense that written language is more decontextualized than spoken lang-

uage.

Because information can be exchanged over more than one channel in oral

language communication, gesture, intonation and posture, etc., can be used re-

dundantly and'sometimes even substitute for elements of the lexical channel.

Adults tend to foreground the lexical channel with the intonational channel,

and background other channels. Children, on the other hand, tend to foreground

the intonational channel and background the lexical channel. (Cook-Gumperz and

Gumperz, 1978). Since in written language the burden of the transmission of

information must be carried by the lexical channel almost exclusively, one of

the tasks for children in acquiring literacy skill's is to shift from multi-
.

channel-signalling to uni-channel signalling. '.They must learn to confine tnem-
.

selves to the lexical channel in producing and comprehending written text,

which requires that the lexical channel itself must be treated differently.

In oral communication, words may be used to refer-to. elements present in

the situation, and to its participants, because the physical and temporal si-
L

tuation are shared by the speaker and the listener. This type of reference,

where a word refers to an element in the context of the situation, has been

called exophoric. (Halliday and Hasan, 1976). In general,,reference speci-

fis the information that is to be retrieved 'by a listener or reader. Exo -.

phoric reference signals the listener or reader that the information is to be

retrieved fro he context of the situation, while endophoric reference Sig- --

nals the listener or reader that the information is to be retrieved from the

text itself. For example, if in a conversation the speaker says: "Will you

please put the cheese over there," the interpretation of "you" and "there" de-

pends Upon knowing or being present in the situation in which the utterance oc-
.

curs. "You" and "there" are used exophorically. In.the sentence "Johnny

walked over to the table and he put the cheese on it" the words "he" and "it"

are used endophorically, when "he" refers to "Johnny," and "it" refers to "the

table" or to some other antecedent in the preceding text.,2 Exophoric refer-

ence is more characteristic of spoken lnaguage than of written language, with

the exception of texts where the author refers to himself, or to the reader,

as in first person narratives, or letters, etc. In fictional narrative, how-
.

ever, all reference is ultimately endophoric, becaUse in narrative fiction,

2
It is possible to use the same words exophorically, however, if "he" and/or
"it" bear heavy stress and are accompanied by a gesture, etc.,,indicating
that their referents are present in the context of the situation°, in which
case "he" would refer to someone other than "Johnny," ans:Wsit" to somethin
mthAr than the tablp_



"the context of situation includes a 'context of reference,' a fiction that is

to,tm,constructed from the ,text.itself." Dialljday_and_Hasan, 19771. One,prob-

lem for children learning to read is to learn when to interpret forms endophor-

ically-v-and-when,to-interpretr,them,exophdrically,rwithout,Ithe-disambiguating

clues provided by stress, intonation, and gesture that are available in oral

janguage,sitUations.

Many linguistic forms that are used exophorically are, also.deictic. .Dei c-

tic categories are-relevantto the er-,horic-endophoric distinction and to-the

question of: the acquisition of_jiteracy Skills, because in general, deictic

forms .relate an utterance to.e parri ular time,.location, speaker, or,discourse

context. .Categories of deixis incipde:
3

Ptrson-Deixis:- pronouns

Li17-,May I ride your bike?_. :

- , You have my pencil.

amporal-Deixis: temporal; adverbs; tense .

I saw the game yesterday.

_Give.it.to.me

Place-Deixis:

--Adverbs: ,.here; there _

Put it there.

.Put it here.

Demonstrative Adjectives and. Pronouns: this; that

1 want` this little toy.

- Give me that. -

Motion verbs:, come,. go; brng., take.,

.,w May 1.:come

-,--Do.you.want to. go in?.

::-:-.Forms that are.typically,deictic in character:may, be used non-decti7

cally, ..The word "here," for examplewhen_used in represented thought in a

third Arson narrative,' does not require knowledge of a "speaker's" location

because.it refers.to.thelocation.of-the character whose thought is,being re-

presented..-.1n other words,. if I write or:say "He liked. it her& in a third per-

son:narrative mode, "here", refers to the-location of "He," rather than to-my own

jocationt as ,1:.14rite(or, 5ay),:ttle,sentence. in.mostoral,language situations,-

3 Social deixis (forms of address determined by social status), and discourse
"delxis (features which Signal new, given or "old" information) have also been
discussed in the literature.



many written situations, such forms are used deictically, i.e., they in--.
corporate.information about the speaker's perspective. Represented thought appears in

".

some early'reading iexti, although it'is an infrequent phenomenon: It is
. . .

likely that most children will have had little experience with this narrative.
anu vrnli

mode,. especially if they have not had such stories read.to them in in home.
.

. .

More commonly, forms that are typically deictic are used in direct quoted

speech in early reading texts. In indirect speech, the word "here" would refer

to the. location of. the speaker of a sentence, e.g., "She'Sard(theirifie liked
-.:;- .--:
it here." In direct speech, the word "here" would refer to the location of the

.

quotedspeaker of the sentence. In other words, in hearing or reading the sen-

'She said, "He liked it here,"' the child must interpret "here" as re-

ferrIing to the location of "She," rather. than to r'he location'of "he" or the
!"-7-7!-7!-1- :7! " 7

speaker (or writer) of the sentence. The compreh=4-osion of deictic Or referring

exprjessions in texts requires an understanding of how these elements function .

in differing text situations. Although all of the sentences above could occur
; i.:(;!--.;::;

1-11' either speech or writing, they require a shift in context from the chiles

own temporal and spatial context for interpretation. The use of.deictic terms

in written text requires different language processing. strategies of children,

whose language-experiences are-mainly oral, and who are accustomed to using

the physical and temporal situation to interpret- deictic terms. The child must

learn to anchor deictic terms in imaginary contexts and to interpret them endo

phorically. Some examplet froin priMary grade texts follow, in which deictic
:- .-n:

items
': ;, ; ; '-."

terms, as well as other lexical. , must be interpreted from the perspective

of the text and the situation 'described.

But wait: Sorneone was there!

"That's just-the old baby," thought Nicky.

But, no! It was not just the baby.

:,Butch was there, too (Macmillan, 1975, Colors p.67)

The proximal-distal contrast which underlies the distinction between,

"here" and "there," must be, interpreted in relation to. Nicky, the main charac-

ter of the story. "There" refers not Only to the location of the baby, but to

aplace other than where'Nicky is at thatmoment in the narrative.
)0,7.0,,i0h as : HI MO:.%1: Orcil 1.1

,"See that thing in the bush!'! Dad and Paul.

went near it.- A fawn! :(Barnhart. and Bloomfield,

Lees:Read, p. 194),



.in-this example,-"that thing" i-s coreferential-with "a fawn," and must be

Interpreted endophorically, while "that" implies a distal location in-relation

to "Dad and Pabl."
; : ; e ;

"Sally said to-Jill, 'Come to my house tomorsrow.".

(Rubin, 1978)

11 raz.r.imp text:. In :nairect. :=7,aer.ne ",:tr;:tf

When reading this passage, the child must realize that "my" refers to

Sally, that "tomorrow" refers to the day after the utterance is produced, that

'come" indicates that Sally Will be at home the next day, and that Jill will

come from some location other than Sally's house. "Come," "my" and "tomorrow"

must be interpreted in relation to Sally, and to the hypothetical "moment" she

utters the invitation in the context ofthe narrative. While quoted discourse

proVides an indirect kind of anchbrage for "deictic" expressions, in that one

an refer them'to a charatter rn the' context-of- the narrathea,-some first

grade texts use deictic forms'without introducing the'speaker. Some examples

follow.

"Such a load to bring into the house," (Barnhart

and Bloomfield, p. 227)
;,

Here the deictic form "bring" indicates that the "speaker" is in the

house, but it is left to the child to create a context Mr its interpretation.

There is no explicitly named character which can be identified as. the

speaken

"Jack may play with this train, and Dick may play.

with that train." .(Barnhart and Bloomfield)
,

In ;his example, the proximal-distal contrast .implicit in the meaning of
. .

this and that indicates'thatthe train that Jatk will play. with is closer to

the 'speaker" of the' sentence than the one that Dick will play with .Because

the sentence is, not part of a larger text, however, the creation of a context

for interpretation is entirely left to the child. Th speaker is never expli-

citly identified.



."Nick and Frank .cannot lift the big bench. Gus

and an will help them bring it out on the lawn.

Gus will help Nick and Dan Will help Franks Gus

will help lift Nick's end, and Dan will help lift

Frank's end.. Gus will help at this end and Dan

help 0 that end." (Barnhart and Bloomfield)

In this passage.the deictic term"bring",suggests that the speaker js. out.

on the lawn. The proximal-distal contrast between this. and.that indicates

that Nick's end,is-closer.to the speaker-than is Dap's The passage, and the

two examples which precede. it would be easily interpreted inappropriate ..oral,

face-to-faceisituatjos,,because.thejocatIon, and,i,deptLty.of.the speaker

would,begivenjnformationwhicti cpuld,;be,retcieved:ftom:tle,_context of_the.117

tuation, providing reference points for. interpreting "bring:,'"."this," and

"that."Aswritten texts,..they are more difficult tointerpret,.because;the

context.must,be created solely frOm.theAnformati.on available.in .the lexical.

channel.

In the examples above, the reader must interpret the deictic terms from
o

perspective of the text, rather. thari: frOmhis.ownOhysical perspective.

He must,create a contexti interpret the text in terms of it, and become lesi

dependent upon the Immediate situation for tsjs language. use.. He must learn to

process language.in a more.decontextualized_way.

The precise manner in which deicticlerms-in text may create reading prob-

lems for children is not clear. In some cases,. they may misinterpret deictic..

termsand-actually misunderstand the text,'or, the shifting of perspective may

add more processing time and central effect to reading, and add to its "diffi-

culty. The extra difflcuttyjntroducedbydeicti_o,terms_may_accumulate.over

time to interfere with the-reading ;icquisitiOn prOcess..,;-One,would-also expect

that there would be individual differences in the ability-to .adapt to interpre-

ting deictic terms endophbrically. These individual differences should be re-

lated_to chi.ldrensabilitytodetachthemSelyes from .the.:iMmediatesituational

context and-to;..create a different perspective from which to interpret deictic

terms. One of thei3UrposesofOis study:is. the examination ofthe-relationship

, between children's to'use decontextualized spoken language in a situa-

tion where it is required and their reading ability. An association would be

predicted, given the assumption that the use of decontextualized spoken langu7-
. .

age facilitates an endophbric interpretation of terms in Written text, and the



further assumption that the ability to interpret such terms endophorically

translates into improved reading' performance.

Metalinguistic Awareness and Reading Acquisition
_ .

Another demand that reading makes on children's language use is that

they be conscious or aware of their,primary linguistic activities -- listen-

ing and speaking. This awareness has been called metalinguistic awareness.

(Mattingly, 1972) Metalinguistic awareness is the ability to.focus on the

language itself-as an-object rather fhan'on"the meaning or-the intention of

the communication.' It allows language users to focus attention on the phono-

logical., lexical, sYntactic; semantic and pragmatic levels of language, to

notice anomalies at these different linguistic levels, and to comment on

them.It-allows'them to segment spoken sentences into words, and words into

phonemes (see Ehri, 1978 for a reviet-. of 'these studies). in tneir informal

conversatiOns, speakers andlistene,_ focus on the meaning and the intention

of the participants rather than the form of the communication. The phonolo-

gical 'and syntactic rules and units used, are out of their'focal awareness.

While all normal children develop into linguistically competent users of

spoken language, there are great individual differences in metalinguistic

skills, and these individual differences differ depending upon the linguistic

level. As. Rozin and Gleitman (1977) put it:

The lower the level of the language feature that must be attended
--to and accessed for. any languagelifce activity beyond comprehension,

the more individual differehces we find in adults; further, the loo-'.-
er thetlevel of language, feature, the later its accessibility to the
language learning child... Semantics is easter to. access than syntax,

,:-,,and,syntax easier' than phonology.. Wittrphonology, again, global syl-
.lables are easier to access than phonemes and phonetic features.(p.90)

It is,belleved by:Rozin and Glet and.other researchers .that metalin-

gOstic awareness in-general-i--,a -lit7nologi_cal_awareness in.particularLare

important factors in, and OS-SiblY necessary prerequisites for-learning to

read. Thit'belief ased'on'l) thd'existenCe'of indiVidual differences in

metalinguist i wareness,,2) the fact that learning to read is difficult

while leaning to talk'is-apparenily effortless,-3) the findings of positive

correl Ions between reading achievement and Metalinguistic.skills'suCh as

the bility to segMent words into phonemes and sentences into words,. and 4)

e fact that phonological segmentation skill, which has strong relationships

with reading achievement, appears to 'be closely related to understanding the

abetic nature of English orthography and learning sound-spelling corres-

pondence.



Understanding the alphabetic nature of English orthography and learning

sound-spelling correspondences are important in learning to read because they

are important_in _learning to decode.. Lt has been argued that Metalinguistic

awareneSiat the-phonolOgiCallevel Is an.tmportantskill.in-learning-to.read

because ii-aPPears to be a prereqUisite. tO'lerningto decode; and because

15-rgeindiVidualtdifferenCeS aorreitionswith.leatiing

to read. This argument has some problems; however. First,-the importance of

leaning tO.deCode as a neCesairy partOrlearning to read has beeh question-a
U.

ed by'Smith (1973), and Goodman (1979). Second, the empirical evidence is

Mainliocorrelational;-thUS'itinsiStent.with-several.Other'Poistble

.sions of the relationship, including the possibility that metalinguistic a-

WI.Feness'develdiis'ii'aCon4querice-Of-Teening-tO 979) bas.i.e=

vieWeirthe'evidence and bas-argUed'that'it'facilitetei:learning to

However, whether or not metaliguistic awareness is a cause or a consequence

of learning to read, it-is-an-important language.skill that is associated

With.leaFning.to'read';andli IS'nOt very well- developed before reading

encountered..'The-aaquiSittOn'of-MetalingUistia skil9sin school requires'

children to use language in a different manner than in their normal communi-

cation:. Instead of focusing on-the content,Or-meaning of the language, they

must.cocus on its form.; particularly at the phonological level in order to

acquire decoding skills, and since most beginning reading programs focus on

decoding- to ''Some de6ree:, ilmoit ali.chiicirehneed to:develoli'PhonologiCal

wareness. Thpreare of cOu-Segrat social -class AhcLettiniC,

differences in'ihe 'possession'of'thete skills among children entering school.
-2.

These differences may in part be due to exposure to literacy and literate-

like activities. Thus some children may haveLprevious experiences that make
- - -

meeting these new demands easier. This study examined the relationship5,_be:7

tween phonological awareness. and reading skill.

Decontextualized Language and Ph7o1cTical Awareness -

The,relationship between phonological awareness and sensitivity to:de-

contextualized language useis,-relatively unexplored. HoWever, we predicted

that they would be significantly correlated because they both reflect, at

different levels of language, .-: common ability to manipulate language outside

of its every day use. Both require that language be treated as an object of

attention rather than a vehicle of communication. At the phonological' level,

phonological awareness reqUires attention to the segmental nature of the

sound system. At the discourse level, sensitivity to decontextualized langu-

v.



age use requires an awareness of the influence of -the spatialrtemporal sit -

u`ati on "

These skills differ in that they obtain at different linguistic levels,

arid` they °may require -dirfeFehedigi.eis

would expect that phonological awareness, because it is so far removed from
. .

the focus of normal discourse, would be more difficult to develop and would

exhibit greater'individual dtfferenCes,' as Gleitman and Rozin"tlai, than

would seniliiviiytO deCOniextUalizedlanguage use which' is a'discaurSe

ski 11. It is assumed-here thit discourse skills are more available and sen-

"Sitkee 'iii(gibieCtl.Slavarene.''IFWOUldsilso be ikpectedA'hat Ohonolog'cM-

awareness should show a higher correlation with reading skill, because
_ .

greater individual' differences appear at lower levels' of language..features.'

7.

Design

Hypotheses,
r: I! 7, "7. _

On the basis of our analysis of children's language uee and the language

demabds of.school,we formulated the: following- hypotheses;

1.. Children's use of inappropriate contextually dependent language will be

positively related to4their reading achievement.

2. Children's phonological awareness will be positively related to their

reading achievement.

.3 Children's use of inappropriate contextually dependent language will be

negatively correlatediwith their phonological awarenos.k.

'These hypotheses were tested through a-correlational analysis of the rela-

tionships among metalinguistic awareness,-inappropriate contextually depend-

ent language use and reading achievement.

Variables

Inappropriate Contextually. Dependent Language Use '.

Children's use of inapproprIate contextually dependent language was

measured by a modified versiOn of the referential-communication task.:(Krauss

and.GluCkaberg) In thisAask subjects, were' required to desCribe into a.tape

recorder a series of ab'striCefigures1-i-he subjects were told that their
.

descriptiOn would be used at a later time to enible a classmate to identify

each figure described.; 1* referential c6Mmunication'task has been typically

administered with the other child present, but behind a .screen. It has been

used to study chiidren's communication strategies. (See dlucksberg, Krauss and

diggins, 1975,:for a' review of these- studies) It isalso believed to measure,
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children's accuracy of communication and 'their ability to take another per-

son's perspective(Flayell,et a1,1975) It wal. used in this study because it- .

requires language use that is similar to that required in reading written,

text.. .The sender.and.receiver of the,message are separated. in.time.and,

space. Both written langUage and this task require a subject to use language

that is minimally dependent upon the situation. In other.words this task,

aswell as reading written text, requires. the use.of decontextualized langu-

age, Assuming that learning to read written language requires learning to

give up dependence upon the physical and temporal context or situation, it

was,predictedethat-the.production of inappropriate contextually dependent-

Janguage.would be negatively associated with reading achievement.

. . The measures of inappropriate contextually dependent language use em-
.

ployed were the absolute number of exophoric-deictic references, and the num-

ber of exophoric-deitic references divided by/the number of clauses (EXO

Language Use-Task: Materials* and Procedures

The stimulus items were .nine,.abstract.figures (Krauss and Glucksberg,

1969, Heider, 1971), drawn in black ink and mounted on separate 3 x 5 inch

cards. They were assigned numbers for the purpose of identification1 and as-'

sembled into'a fixed array:
r

4

Subje ts were individually asked to describe each of the nine abstract F!-

guresctto a tape recorder, With the purpose of enabling a future peer.lis-
_ .

tener to se ect the stimulus item which elicited each encoding from the ar-

ray. E presented the following instructions to S:



E: Do you see all these pictures? I'm going to point to one, and I'd
like you to look at it and describe it...tell what you think makes
it special from the others...mention anything you'd like to say a-
bout it. But the description is not for-me. Yourre doing it for

or someone else who's not here right now. You
are talking to this person in a ways that, if I were to bring him

_ here later, show him the pictures all mixed up, and play him the
tape, he could pick out the one you're talking about Just from your
description, without you present here.

E proceeded from figure 1 to 9, although some Ss spontaneously varied this:

order slightly. Ss were permitted to take the target stimulus card and turn

the figure around or upside down in examining it. E prompted each S to say

more if he/she stopped after a minimal encoding. When Ss prbduced descrip-

tions with exOphoeic-deictic references they were reminded that the person

who would hear the tape was not present.

Scoring Procedures

The protocol descriptions produced by each Subject were transcribed,.

and the wirtten texts were used for the scoring procedures. Three scores

were produced: number of exophoric-deictic forms, number of clauses, and the

proportion of exophoric-deictic forms, which was computed by dividing the

number, of exophoric-deictic forms by the number of clauses.

A clause was defined as any single word or group of words operating in

conjunction with a verb to convey an idea. The T unit, which has been used

in many language stueies , was not used as a

measure in this study because syntactic complexity was not being investigated,

and the ratio reflecting the subject's communicative strategy would have been

distorted by such a measure, having the effect of penalizing those students

who exhibited greater control\over syntactic subordination. If one subject

_tends_.to_produce-single-clause T-units, and another-PrOdUCeSWOreComplex

structures, the ratios would not be strictly comparable. For example, in one

protocol the subject said, "...but it\doesn't have...um something...that is

underneath this part." One could count ths as a single T-unit and it would

have-a-r io of exophoric-deictic reference\to clause of 1/1. In the proto-
.

cols of other subjects, t-e-same-i_dea might e expressed as w...but it doesWt

have something underneath this part and it's not7Uhtlerneath_this part, re-

sulting in a ratio of 1/2. In oral discourse, the latter construction is

perhaps the more typical because people tend to loosely connect ideas with

conjunctions (e.g., and, but, and so), not having the time ;to more explicitly

structure their relationships.
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Items were counted as separate clauses-if all 'or part of a verb con-

struction-was present. in-the following sentecne,. for-exampl, three- sep-

arate "clauses" would be counted: "Sort of looks like a moustache going

like that andC..curls." This'type of construction presented something of

a problem in that curls.in the example cited could be either a nOun or a

verb--,w4th the.subject_deleted.,..Only two ..such incidents occurred, however,

and they were counted as clauses. Items were not counted as clauses if

they were lists of attributes, e.g., "And looks like a....turtle, and a

tail." Repetitions were not counted more than once, e.g., "Now that one
-

got...now that one got six corners to it." Single word and short phrase re-

sponses to Experimentor's prompts were not counted, because they are more ap-

oropriate for_conversational interaction. Longer responses were also omitted

if they represented conversational digreisions, i.e., only clauses that re-

presented subject's attempts to actually describe the object were counted.

incidents of exophoric-deictic reference were counted if it could be de-

termined that the reference was to one (or part of one) or in a few cases,

more -than one of. the objects, e.g. "These look-like-those."..The incidents.

of exophoric-deictic reference consisted almost entirely of the gestural it-

ems this, that,here and there. Less frequent was the occurrence of plural

deictic pronouns, e.g., these,those, and them (a form used interchangeably in

some dialects with those). "That" was not counted if it was.used endophoric-

ally,' or to introduce a relative clause, and it was not counted if it signal-

led the end of a sequence. All three conditions apply in the following exam:-

ple: "That's all that I can say.":.,Pure repetitions were not counted, e.g.,.

"Um...this one, this one is shaped like a triangles" See also examples be-
_

10.4.*__Noweveri-sequences:such-as-"thri one got lines.and_this one got

lines,".were counted as having two incidents.of exophoric reference when it

was clear that the subject was contrasting separate items or parts of items.

The following-examples listed In Table .1 .from the protocols are ,repre-

sentative of the types of exophoric-deictic reference that occurred:

Table I

Zxamples'of Exophoric-Deictic Reference

"This looks like...*that looks like a flyin' sadcer...but...that looks like

a big, giant hook!"

"This one just looks like a...uh...somethin' right here, like this part right

here, ooks-like a key."

"...it looks like...um...it's a monster-,---here's his lip and here's his paw."



Table 1 (cont.)

"This'Ohe IsrshaPed-down;7a6d^..:itit goesaround and-theie
_

points."-

kinda like a key;' 'cause" it hive tWoOttiese things...two of these

.ri-...and it's round an' got these little things stickin' out."

"Theselthem-two'i.s

"That one looks like a sqUere..-.It's like 'that."

"That s-, *that looks like the gun shooter like, when you hold it like...

t- -thisn'...that's look like that."

"That look like:-..um:..part2.:Of-i.:?riih.t hWre:::.the'S'elOok"like..:6;.two

fingers...look like two fingers...um that look vase, like

you put water in there."
.

"...that's a triangle...right there...and this look like...a thing you cut

grass with, right there...and you put here a. little...it got here a

1 i tt le tiook." I

"Oh...and these, n' these* don't have mo holes like this, dont' have nothih'

Me this go around like that; go straight like..."

"And this one, this* one look like this..." -

!'...and these fOok like some fingers go-goin' aOunrd 'em, and it gots twoII
and it gots two corners, no, no, it got four corners right there."

"And--, and that one, like, and that* one, urn down there, it kinda it look

like, um the one that,that um, I'm talkin' about."

"Well, there's sort of a...triangle in here, and there's sOrt of...almost a

trPang-...um...a--;.:triangle in here, on these 'thing's that don't go-
. .

-all-the way down yet."

"See-...this one...these two is the same, but this one is not."

A measure of reLiability was obtained for the exophoric-deictic refer-
o

ence-scores by having a second person score and rank the ?ate. Because the

analysis was .based =on ranked data, Ondall's COefficient'of Concordance was

used to obtain'a measure of agreement between rankings. Whh,10.7, the x2

distribution may be used to test the significance of the coefficient. In

this case, with an'ti of 21, the critical ,4a1ue of the.x2 distribution (df
_ . . .

2
3995) indicated statisfically significant agreement

between the rankings which was judged adequate for considering the scoring

system consistent.
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11 (33

To rule out the possibility that clause length differed significantly,

Which woUld,have_had.the effect of altering their rankings.on.the:dependent

variable, Kendal-Vs Coefficient of Concordance was also computed as a mea-

sure of agreement between subjects' rankings on number of references per

word,_and their rankings on number of references per clause. The results
2

.x 38.15, P<.01) showed significant agreement.

Phonological Awareness
1

Phonological awareness was measured by a phonemic segmentation task

(MEG)... in this task subjects are required to listen to a:word, repeat it

and then say the word with a specified segment missing. For example: sub-

jects were asked to produce the word "tall"-wIthout the /t/. When subjects

failed' to produce the Correct response they were given a second trial. Sub-

jects were given credit for the item if they produced a-correct response on

the first or second trial. : , Z.

There were 22 words included in the task, 11 real and 11 nonsense mono-

syllable words. The-nonsense'words were parallel to the real words. The

words are listed below, followed by the segment that was to be deleted.

Real . Nonsense

tall Et] [t]

chi 1 - [6mk ] [61

sane- [s[ ) [said ]

ship - [s] Nap I - [S]

shape -[g] Dan 1 --D1

pray - [p]

brat - [r]

stay-, -

stack - [s]

soap - [p]

ant - [t]

All the rei;1\Words pro uced real but different words after the specified

segment was deleted,. The nonsense words all produced nonsense words wheriTN-r

specified segment was deleted [top] which is a real word, "top," in the di-

alect of one of the authors wa mistakenly included as a nonsense word. Sub-

Two other metalinguistic tasks were adminis.ered - a phoneme blending task
and a lexical_deletion\task. 8 th of these tasks produced the same results
as the phoneme segmentation task. This report will only report the phoneme
segmentation task. . ea,

[pret ] - [p1

Ibriv1 - Eri

1st ig 1 -

rstek -[s]

Poor) [p]

tent [t]



Jects were given a set of,two practice words to explain the task and to de-

termine whether subjects understood it. These words were compound words

"toothbrush" in which 'Thrush" was to be deleted, and "cowboy" .in which "boy"

was to,...be.deleted. This type.of,segmentationhas been shown ..to be easier

than phonemic segmentation becauie the units are more Salient in spoken

language than are phonemes. All subjects appeared to understand the task.

The total number of item's correct'was used in this study.

The major assumption underlying the use of this task was that the abi-

lity to successfully accomplish it indicates an awareness of the segmental

nature, of English pronunciation.

Reading AChtevement .

Reading achievementwas measured by the Comprehension Subtest of the

California Test of Basic Skills ('CTBS) Level B Form S (McGraw-Hill 1973).

The metalinguistic task and language.usetask were administered over
_

the'first.half of the .year by, the research team. The CTB$ was administered

by, the teacher as part of the regular school district testing program..

The metalinguistic tasks and the language use task were administered

individually by a research assistant who was familiar with the subject's be-

she'worked in the classroom several daysfa week `as a teaoher'iald.

The tasks were administered in a separate private room.

Sub.i ects

The subjects of this study were in one first grade classroom in a pri-
_

.mary school in. Berkeley, California. These children .were in a classrbom

that was chosen for the larger ethnographiC study thatiS,Oescribed in this

report (Gumperz and Simons 1977). The classroonPoodtained 29 children. Two

children were excluded from this study because they failed to complete sev-

eral of the tasks. The class was ethnically mixed wiA 13 lower SES Black

children (7M and 6F) and 11 middle and upper'middle class Caucasian child-

ren (6M and 5F. Race and SES were almoit toally confounded in this study,

so that it will be.impos'sible 'cc distinguish separate effects.''To

the reporting of this'studOhe term race will be used. The reader :ihould

underitand 'it to mean race and SES.

_

. °

134

--x-Themeani.and Standarddeviations are presented in Table 2. The per-
.

centlle scores on:the COMP indicate that.the lroUp as a whole was well abo;ft



average. There was.e cluster of Ss at the -90th percentile or above-in COMP

(37.5%), and 62.5tof the. Ss were above grade level (50th %tile) .

.Variable X.

_ PHSEG

EXO . _15.2

Clause 35.4

EXO -INDEX . 38;1.

COMP (%tile) 66.0

Basic Statistics

- .

.

Highest
Range ,-----Possible

i

_5.1. . 6 -24. _ 24.

13.9 , _0-51

22.9 9-97

22.1 0-79

26.8 1-93 99
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Hypothesis 1. Children s.use of inappropriate contextually dependent

.language will be negatively related to their-reading

achieVement.

The relevant cOrrelations..,can be seen in Table-3.

Table 3

'Correlations

Inappropriate Contextually Dependent
Language Use and Reading Achievement

COMP

EXO

Clause

EXO-IND
.,

*p.01<.05

While EXO and Clause showed nonsignificant correlations; EXO-IND was

e significantly correlated with-reading peilormance. Thus .the nuMber of exo-

phoric-deictic references adjuSted fdr-the'numberW-Clausesproduted, rather

than the absolute numbers of-exophoric-deictic references, is related to

reading achievement. The smaller the proportion of exophoric,references the

higher the reading achievement and the higher the proportion of exophoric.re-

ferences the lower tile reading achievement. The amount of talk as measured

by-the number of clauses produced and the absolute number of exophoric refer-

ences are not related to reading achievement. 1.



When race is partialed out of the significant relationship it becomes

nonsignificant. The correlation between EXO-IND and COMP drops from a sig-

nificant to nonsignificant correlation (-.39* to -16). Race appears to act

as mediating variable between inappropriate contextually dependent language

use and reading comprehension.' The results support the hypothesis,but sug-

gest that other variables (race and SES) mediate this relationship.

Hypothesis 2. Children!s phonological awareness will be positively

related to their reading comprehension.

The releVant correlation can bee.seen in Table 4,

Table 4

'r?' COrrelatiOn-

Phonological Awareness and Reading
Achievement

Variable COMP

PHSEG .74**

The correlation supports the second hypothesis. Metalinguistic skill

at the phonological level is substantially related to reading achievement.

This relationship is only weakly mediated by race. When the effect c'f race

is partialed out of this relationship through the use of a partial correla-

tion,.the correlation drops but remains substantial, as can be seen in Table.

5.

Table 5

Partial Correlation

PhonologitalAwareness and Reading
'Achievement with Race-SES

. .

Oaitialied Out Zero Circler
.

PHSEG - COMP .74**

**p<.01

Partial "r"

.55**

The data provide strong support for the hypothesis. Subjects who have

a high degree of phonological awareness have a strong tendency to be better

readers than subjects who have'a low degree of phonological awareness, re-

3l.
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gardless of their race or socio-economic status, Awareness of the segmental

nature of spoken language appears to be an important factor in learning to

read.

"Ai4ithesfiti:"Chadn''s'Ug'cif inappropriate contextually 'dependent

language will be negatively correlated with their phono-

logical awareness.

The- correlation between EXO7IND and PHSEG is -.46*. This correlation

supports the hijpothesis and suggests that these tasks reflect the same under-

lying ability on different linguistic levels. This is the ability to treat

spoken language as an object, breflect on itand to manipulate it to meet

the task demands that require it to be used differently than normal conversa-

tion. It is this ability that may be necessary in learning to read.

Discussion a

The results of this study provide strong support for the importance of

metalinguistic skills in reading achievement, independent of the effect.of

race. The support for the relationship between reading achievement and use

of decontextualized language is more equivocal. Moderately significant nega-

tive relationships were found between the measures of contextually dependent

language use and reading achievement. However, this relationship was com-

pletely mediated/by Race-SES. The question.to be,dealt with in this discus-
.

sion'is what are the mechanisms of these relationships?- In the case of meta-

1inguiitic skills, the mechanisms ,are much clearer. Either before learning

to_read,or.,during the process of learning to read, a child must become a-

ware of the segmental-na pre of-English words and sentences. This can be ac-
.

comptished throughargu,geactivities that focus on the segmental-charact-dr7

istic of language., Par icipating in language activities which focus on Tang-

uage segments, such pig latin(Savin, 1972),-rhyming activities; and other

types of group and individual.OTy--Wculd increase children's metalinguistic

awareness before they enter-schopl. Cazden (1974) presents several examples.

from the literature of the type of language play that could develop metalin-

guistic awareness during the co rse of language acquisition. Prereading ac-

tivities such as working with lttters and sounds could also develop metalin-

guistic skills. 4owever, the miost likely place that they are learned is dur-

ing the course of reading instruction,'particularly during decoding or phon-e

ics instruction. In fact, one of the implicit purposes of decoding instruc-

tion is to develop metalinguistic skill. One would expect then that decod-
.

.13J
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ing instruction. would develop-metalinguiSticawarenessi
/

An_the classroom under_study,:the low reading-group (11.,Black-low

SES) received more decoding instruction than did the high group (all. Caucas-

ian -mid SES, with the exception of one. Black child). .(Collins)..1980, this

report) The middle group was racially mixed and received decoding and mean-

ing emphasis approaches. Reading group membership correlated .84 with COMP.

It is not clear how successful-decoding instruction was for the low group.

No post metalinguistic awareness tests were given, so improvement in it could

not be measured. If decoding instruction. was successful, one would expect a
.

3..

lower correlation_between metalinguistic awareness and reading since decoding

instruction should close the gap between those that have metalinguistic aware-

nesscand those that do not. However, the nigh reading group who possessed
. . .

high metalinguistic scores to begin with, may have profited considerably from

the meaning approach. If so, the-gap would remain the same, resulting in the

high correlation between metalinguistio awareness' and reading achievement.

It may also be the nature of the decoding instruction that affects the- corre-

lation between metalinguistic awareness and reading achievement. Collins

(1980) has argued that the failure to place phonics instruction in a meaningful

context interferes with reading achievement. However, the ladk of a M.A. post

test and the effect of other far:tors that may influence reading achievement

make these possibilities highly speculative.

The significant correlation between contextually 'dependent language use,

and reading achievement provides support for the hypothesis. However, the fact

that the correlation becomes nonsignificant when race-SES is partial led out

suggett that these variables paly a role in mediating.thee relationship. One

explanatior is that Black (low SES) children may use more exophoric-deictic refer-

ences than Caucasian(mid-SES) Children,thus confounding race -SES with contexr

tually dependent language use. "This explanation is supported by a T test be-
_

tween group means. Caucasian children (X = 29.3, SD =.18.0) had lower XO-IND

scores than the Black children (Z = 45.5, SD .= 23.2). The difference approach -

d, significant leveljp. = 1066). -The explanation' is also supported by the'

fact that race correlated with EXO-IND (-.37). Black children produced higher

EXOIND scores. This correlation was significant at the p = .03 level,

gui..Bernstein.(1971-i975) and Hawkins .(1969) have-shown.that there are class

differences !ri deixis use, with the lower class using more of it, Others, in-

cluding Hess and ;Shipman (1966) have argued on the basis of the Bernstein work

that this type of language use carries less meaning in communication. However,

Hill (1977) has shown rather conclusively that this is-not the case, by show-



ing that exophoric-deictic terms are just s Meaningful as are lexica

plicit'words such as names.

'-. In-an oral context in which information is conveyed holtitically,exo-
; 1,, ' ; i/r

phorie-deictic. referenCe may designate.location.(or other? -Informationabout an

object) more precisely than other forms of reference. ExophOric-ddictic ex-

pressions are motivated by their-intrinsic efficiency, because they allow a.

redUctiOn in the linguistiignarand avoid 'Unnecessary-redundancy andela-.

boration.However.exophoric-deictiC expressions appear less often in written
...-

texts than in spoken. language. Thus children's ability to interpret deic0c

itermSeWICPally shoUliibe'keletiotheli-abilTiyiOrWaeWkfteWieXe

The EXO-IND score provides an indirect measure of children's ability to

deal with endophoric interpretation's by measuring their'skill at adapting

their language In situations-where the use of exophoric reference is inapprO-

priate. The correlation of race -SES With.EXO-IND;fOUnd in this study suggests

that Black. children haie!more..iroUble'doing this'thah CaUcasian-Children.-

However, the moderateness of the correlation'suggests that ethnicity.and/Or:

social class differences are not the only factors in decontextualized language

use.

How do children learn to use decontextualized language? It is to this

question that we now turn. Reading instruction certainly provides no system-

atic or explicit instructi-on designed to help children handle the decontextu-

alized language that is encountered in written text,:althougli factual ccmpre-

----hension ques-ti-ons--that-fecus-oni-nformation-explicitly-mentioned in the text
, .

may be of some help.

Howev4r, there -is another area of classroom activity that may serve as a

iehicle for teaching children to use decontextualized language. This is shar-

ing time, or show and tell, an activity in which children are required to des-

cribe an object or give a narrative account of some past event in front of the

rest of the class. Cook-Gumperz and Michaels (1979) argue-that this activity

is implicitly designed to bridge the gap between oral discourse .and the acqui-

sition of literacy skills. Their analysis of the teacher's questioning stra

tegies in sharing time episodes=shows'that the teacher's notion of adequate

sharing follows a literate mode. As Cook-Gumperz and Michaels demonstrate,

the tiaCher:4ipears'EC he trying to .get the)chadreWtO prodUce"discOuse that

shares some of the characteristics of written language.. The teacher's notion

has the following characteristics:



1. Objects are to be named and described, even when in plain/srght.

tobe-explicitly grounded, temporally and physically.

3. _Discourse. is to be tightly structured so as to highlight one pati-

.cular topic (which then makes it sound `important:'):

4. Thematic ties need to be lexicalized if topic shiftsare to be seen

w.,"as,motivated and relevant.c,(Cook-Gumperz and Michaels0879, p.8).

These characteristics tend to be features of written discourse. The first

two, lexical explicitness and the necessity of grounding the narrative temp

orally and physically, are relevant to this paper.: They.require that the

child shift from a.use of.exophoric referents to endophoric.referents. They

require that the child lexicalize information in the narrative that is filled

in -by the'situation and shared background knowledge in ordinary.conversation.

the following examples from sharing time protocols demonstrate this point:

Example

C:,LYesterdayi when I came.home. my mother took me to a store and 1 .bought

these.

T: What are they?

C: Bells.

T: little jingle bells.

Example 2:

C: Saturday I got a Tom and. Jerry game.

T: Haw do you play it?
\
(Starts to open game)

1"; Pretend.l can't see it.

Example 3:

Warren: I went to the beach and I found this little thing in'the water.

For goodness sake, what is it?

Derek: A block.

T: A block. When did you to to the beach?

Example 4:
. _

C: When I went to the...when I went to,the doctors and r thought I was gonna

get a shot but I didn't and, I had to put this thing, in my mouth for a long

-;.;

T: What was it?

In these examples, the children refer to objects exophorical-ly and they



sometimes fail to ground their talk temporally and physically with explicit

lexical information. examples 1, .2 and the objects are present.iii the

temporal and physical situation.' The teacher's questioning strategy is de --

signed to-elidit'an'explIdielexital'hame and/orldetcription. In example 3,

the child is encouraged to anchor his narrative temporally. In example 4, the

object is -not present in the situation.- Here the-item is anchored.in,the si-

tUation'being described. -In' general, the teachers comments are designed' to

help the child detaCh him or herself from the physical situation (Pretend-I'

can't see it) and to encourage the use of lexicalized rather than pronominal

de'deictiereferences-(What is it?).

The teacher of the children in this study attempts to shape the children's

Oral sharing disCourse through her questions and comments'so that it conforms

63 her literate notion. By doing this she may help prepare thed to use spoken

language in a way that makes written text easier to read. Cook-Gumperz and

Michaels (1979) have shown that there is widevatiation In the degree-to. which

"sharing" is successful in the teacher's terms. These variations tend to be

correlated with race, with the Caucasian children producing more successful- '-

sharing discourse and the Black children producing less successful sharing dis-
.

course. Because Black discourse style Is very different from Caucasian dis-

course style, it tends to be harder_for the Caucasian teacher to follow, and

thus her questions interfere with the production of adequate discourse by.the

Mack children, rather. than building upon it is with the Caucasian-children.

ful-for-Black-chifdren and-successful- for -Cau-

casian children as an aid to literacy. This may helP to explain the finding

in this study that race mediates the relationship between inappropriate con-

teXtually dependent language use and reading achievement.

Sharing thus provides at least one mechanism for showing how school acti-

vities help children adapt the oral language to the demands of written text.

The importance of.teacher questions in fostering or interfering with this a-

daptation deserves further study:

FutUre rub:arch should explore the process by which metalinguistic aware-

ness-develops, before and while children are in school. ft should also focus

in more detail-oh classroom language activities such as sharing in order to

show. In'detail how children's language is shaped to meet the teacher's liter-

ate language notions.

Do not reprodUce this 'paper or any part thereof without permission.
,

Paper to appear in Educational Discourse: ed.. Jenny Cook-Gumperz.Ablex Press
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CTIVE STYLES IN INSTRUCTIONAL TALK

envy Cook-Gumperz

A c tical problem for the study o childret s\latguage competence in

educatiOna settings has been identified. Scribner'ead Cole as the discre-

pancy betwee the cognitive-coMmunicative s lls that: `the chilc1:bringsto the

school andth e.expected of the child in formal educational settings. \k

Scribner and Co -e say -'the "the school represents a specialized set of edud,

tional experience which are discontituousft those encountered in every-
,

day-lifeand that t requires and promotes waysof learning and thinking which

often ran:counter to those nurtured in praCtical\daily activities." (Science 1973)

While Scribner and Co d have examined in some detail -the CoghitiVe-cotseqUetdes

of this discrepancy, es ecially.as it. affecte children in different cultural

Contexts, there is &nee also to study the discourse requirements made by the
N\

school as as the chi 's Communicative experiencet and practices-gloth in

and out of school.

The school Classroom is highly complex social system, socialization into

which requires a. developmeatal y varied amount of time fdir'Tt ldren.. 4twever:.:
,

classrooms, like Mayothersett gs in real-life, are suChthatrt e par dipants

areoperating.withit them before uch times:as theycoU1d-he regardecias having

learned all the requirements of th social situation:

learning the necessary'requirements or adequate perfo

by practice (Florio 1977/. It is part cularly for this r

styles of explatation, of giving instruc ions, ofiettitg

t is the . childret, are

ace. as they go

son that teachers'

out rules of q1a67. .

roam actions at the beginning.of the schoo Iwir make up a good amount of the

school day, and provide a very essential discours7encodin

ledgesnecessary to be "in echool"and in the-_social entiOH

classroom.,

School -days are social events in which latguage forms

action.- Havener, Malty of the speech.events are intended to



that attain to certain goals, most particularly the move from spoken communi-

cation to communication through writing. We will takg it to be the case that

the teaching and attainment of literacy as "reasoning. through.written and re-

corded,symbols" is the principle aim of the school in our society--in fact, in

"schooling" everywhere. To begin with the notion of literacy as written and

recorded information places a special set of discourse Constraints or require-

ments upon the ideas ahout'what constitutes good. or adequate communication.

These adult-centered ideas of communication competence are availabl.. to shape

the teacher's instructional and explanation styles, and further to influence the

teacher's own idea of language as a social forM. By this I mean that for adults

language as a social phenomenon has aidifferent place iv. life; and .that within

aurculturewe have a view of language which is intrinsically shaped by the in-

fluences of'the written forms, that is, by.adult.literacy itself. For while

speech itself is reflexive and in its own production generates andguides.social

interaction, at the same time the actualsequencing and linguistic choices in

talk are constrained by discoUrse requirements which express previously developed

ocial. expecte.

In order to begin to explore the influence uponthe teacher's andchildren's

communication and interaction within classroom dituations,we decided to highlight

one specific area of communication where differential expectations about communi-

cationand discourse form were likely to operate andwhere the discontinuity be-
\

.

tween schoolgoals and practical activities outside of school were likely to

clash: the
\

a.krea of instructionLgiving and instructional talk. Instructions can

be seen as one form of rule-giving in which the main constraint upon form is. that

Of adequaty/acCuracy of information to accomplish the'desired goal. :.(Much &

Schwader 19781 'part of the problem for the formulation of instructions is that

coupuniCation aboUt the goal for which the instructions are intended, and the

instructions themselves, need. to be presented in such .a way that similar solutions

cam be reached_hy different people in different situations--that is, in a way that

is contextually non-specific Or communicatively decontextualized.

It is for these, as
\

as the more 'apparent organizational reasons, that ,

instructions both as directives and as explanations, make up a large part of the

communic tiv? context ofthe\school classroom. In order to 169k at performance

of instru tion7gping, we need\first a digression tolook at some of the ways

that inst uction-giving:ie structured both as a discourse form and-as a communi.,

cation tar , in order to sew:the culturally- accumulated influences that underlie

the'teache s performances. I



A Digression on Instructions

The adult ideal of instructions is that the right set and sequence of words \

and structures will provide an algorithm for action. As Ellen Markman (1977) in

a recent paper looking at children's. comprehension of instructions comments:.

the person instructed listens, mentally rehearses the sequence of instructions -

to see if the words and structures, and the listener's understanding of them,

corresponds to possible do-able actions which. will results in the desired goal;

.then proceeds to follow the verbal instructions. Our assUmption of the instruc-

tions is that they should be completethat is, both -giving relevant description

and sequencing orders in such a way that each action is the best choice follow -

;on from the preVious one. The sequence should begin at a reasonable or formu-

lated starting point and the instructions should contain all .the- information

necessary to reach. the goal. A good example of such ideal-typical forms of

instructions can be ,found in cooking recipes (see also Goody 1976). The follow-

ing example provides diagrammatically some evidence of the ideal of clear and

sufficient instruction-giving.
1

The basic Characteristic of written instructions

that all sufficient'information should. be explicated so that correct action can

follow, is met in the cake mix, instructions as diagrammatic 'instructions,

by avoiding syntactic complexity, which for prose instructions is -the usual means

to achieve such detailed explication and by substituting design features.

, ,......,,,,--....6+.-7-,,,,,,- ... - . ---,_ _7.--..::,,:,,,,evlitriT=... 6%1 11.1-$5'1 -r. ',..74.7:-.4...-- ".=...-..,,--zr,,...0,,,,;s,-.7-7:-

. ",-27 A.-. ...-____1.1.:17e:.....,:::::-..,..-:..,7:-.. al4!
.. :-y -' L .1^-r.... ii,.......1

t'''

Preheat-oven to 350°. Generously grease (about 1/2 Tablespoon each pan)
and then flour pans..`.,

' '
...

n; ,.,.. ha large bowl combine mix.1-1/3 cups ofrrater and 2 egg whites; 5- 1

- d a il.r% blend until moisten,sd. Scrape.bowl and heaters. ; ti:
.0:..,J Beat 2 minutes. at high Speed, than 1, minute at medium speed. For best

results use an electric mixer. If hand mixing, .heit vigorously 600 strokes... k!.-i

Note Deluxe 0 batter is made specially fluid.to make a very moistc\ ak Ie. . ..,- . Ft.;t
a ki

,..-1.
B 817 ca flake at 350° -until done. coke is dtme if territi Iprints a

"-.7 back when touched lightly with finger. ' .

Whan baking at high altitudes or using only 1/2 packoGe, see side panel. I . i
r?74

Baking Two r 214/r round lams about IS-29,minures n , ::

\ Two 9' :.1.1/2 round tams ., about 20-25 minutes, Lt.7.

limes \ tins 13': S. x r oblong. gout 30-35 minute; i''''
24. medium Cup.ca2us . about 15-20 minutes

For
.: Co'ai cake ,in pan, on cooling rack, at ihst 1.0 minute's but no longer than . E-.;

, Handling 20 minutes. Remove from par: and coot tea siz:a up cn raci..Frost when: 14.. .

Ease ully cool side panel far frosting recipe). .::
i..
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The particular skill needed to write and design such instructions involves

b4hlighting those statements which provide key pieces of information for the

interpretation-action chain. The entireobet of. instructions can be seen as a

single icon, from which subsets of information can be extracted, not merely by

a reading which moves-in one bingieiJinear dire8tion but by moving fowards

through the items marked in large; or colored type and then recycling back through

the instructions to read the small print details. This method can be used for

any written prose and of course itis'this, among other features,' which sets.the
--s,

understanding of wrAtten language apart from the understanding of the spoken.
.

, 65. .

.

But in the case of the example instructions the graphicigt-initially frames.h -__-_--..

the,total set of instructions in such a way that-it is.4parenthatinformation

is primary, what secondary: Such a' priorities is usually.given in
._.,

ordinary. expository prose indirectly through the use of certain syntactic de-

, vices, such as placing detail in the embedded clanses.-. The clearly designed set

of instructiOns'far cake mixes. have a dual function; the syntactic features pro-

vide for ,adequate information to. be received.froM a."normatively correct"

linearreading;whereas the:deSign features, iconographic feitnres, provide for

recycling of the instructions from instructions of greater to those.of lesser

urgency, for correct completion of the actions. A prose rather than a diagrammatic
.0

account provides for a different relationship between the linearly presented

instructions and the conduct of the activity.' The graphic tedbniqueslill out

the syntactic information in such a way that the syntactic complexity is not

necessary. We can summarize the discOurse and-communicative task evidence.

-provided in these pnblidally available good and effective instructions as a-get

of discourse agymm, that can be taken as underlying the discourse choices.nedessary

tmlati±gituation of instruction- giving, and as being available to guide performances.

Maxinl -of Instruction- Giving

Discourse decision one: How to begin? 4%.

instructions are seqnsties rf talk= -writing that'haVe-a very specifically

formulated-goal or-purpose, and for these reasons the sequence of instructions

needs a specifically formulated beginning to proVide a linkbetween the-opening
.

of the sequence-and.the projected goal...

'Discourse decision two Haw is the informationtO be chunked; how big a chunk?

'Since the aimed purpose of4inStruction.is to impart information to someone

else either named or redognized,ot indirectly recognized such as a readership



audience, then the decision as to howthS information is to be presented

next step,of effective instruction-giving.

Discourse decision three: Feedback check ;, how is the action proceeding?

Discourse Decision.four: Managethent 4f communication

instructed person receiving these'3 tatement0.

Discourse decision five: -ReforMulition;" how to present

°

blocks; how is the

information not understood?

Assuming the instructions to beprojOessiVeithat is, that the purpose of

instructions is tq move the action sequence forward-towards the goal of the

completed action,.discourSe means have to be provided %o achieve a progressive

development of'the action sequence.

is .the

in an alternative form

Discourse decision six: Completion-Evaluation; how the

\reached?

Finally, assuming instructions to be goal-oriented as we have, it is

n oessary to assess die task as it occurs or to provide'the means for doing

ask or goal has been

I

shown in these maxims,..aSsUmes that, words are adequate. triggers foi human actions

and that the speech event of instruction-giving requires utterances to be aseembled
o

in discourseorders such. that the utterances will be sufficient to lead to the.

desired action. Haw these. ideal osiTling are appV.ed within everyday contexts may.

, -

So we can see that the underlying model for adequacy in instruciiam-giving;

however vary within the social-contexts of everyday life.

Everyday Instructions are Achieved Within Situated Performances

Within everyday/Social situations We talk to achieve a multiplibity of

purpOSes, some of which only become clear after the event. However'', we make

the,asiumptiam that .utterances.-are the precursors to. our deedsjas,in:commands

,/requests, directives,. instructions) and:are the ideal pragmatic constraint:rhat

governs much of Our thinking. communication. We assume that utterances

both:predede-and make a case for any actions. But we find practically many

everyday situations where speech encodes experience after the fact., or where

the relationship of.action to.direction is note precise Or teatly'resolVed

language - directed sequence.



It is in'these ways that everyday instructiQns, that occur within spoken

discourse, differ in essential features from those that are written. The

essential difference lies in the nature of situated-meanings and their

transmission thrdughvisual, kinesic, and prosodic means.' Member's'reliance

on the situated features of the communication means that essential non-verbalized

information can be added to the linguistic form of spoken instructions, what is

called -rack channel information. Further, the spoken performed instructions

vary not only in lexical choices, but in the conveyed meanings realized thraugh

semantic-syntactic choices. Everyday instructions, such as telling a visitor

at your home how to switch on the stove or find the coffee while carrying on a

conversation, depend on being already embedded within a stream of action. Some

linguistic'or paralinguistic features mark the instructions off from the other

topics, but the key difference is the lack of verbal precision that usually marks

everyday spoken instructions - and the seeming aimun of verbal redundancy

which takes the pliCe either of the syntactic complexity'of written instructions

or the graphic, conventions of diagrammatic instructions.

Because everyday spoken instructions move in the opposite direction from

written instruction, the move from general to greater specificity does not take

place. The recommendation of clarity does not have to be realized syntactically.

In everyday instructions the interpretation can be unfolded during the interaction

in which the pragmatic goal, of finding the object, is the only constraint on

the verbalization. Instructions could be carried on in simply repetitive phrases

like, "not that," "not that, move right, over up," and not be taken to appear

too strange in a face-to-face situated context. On the other hand, too great

detail or verbal specificity can appear to be strange.3

Given the two influences on school experiences and speech events, that is

the nature of everyday'situated conveying of meanings and the perceived need in

school conteits.to produce 'clear talkl-rtalk which does not rely upon implicit
s .

assumptions and additional knowledge on the part of the audienceas a training

ground for literacy, bow do children and teachers respond? We shall focus first

upon children's and adults' performances within an experimental context. We shall

then go on 6 explore, how these ideas and ideals are worked out in practice in the

actual situated occasions of the classroom. (Within the context of this paper

the,instructional experiments can only be described very briefly.)

The InStruational_Experiments__-

The pUrpose of this experimental task.was to provide a suitable, task for a

face. to face interaction and instruction but which did provide the possibility for
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the use of verbal strategies whiCh differed from everyday instruction-giving

in context. The pairs of 4th grade children were asked to make a model.using

a'kit of straight and circular pieces of wood, which were color coded (Tinkertoy):

These kits are used in many kindergartens. One child volunteered to be the builder,

the other the instructor. The builder was blindfolded so that the instructor'

had to rely upon verbal cues to guide. the building process The instructor was

Taraded the instruction booklet that comes with the kit, with one of two.models

.ringed. The model was described as a cat in the booklet or a top. In this way.

the instructor was required to encode the picture diagram into verbal instructions.

A special characteristic of the tasks is that the interactional quality of face -

to -face contact between friends gives to the formal interview situation some of

the properties of an everyday event. This kind of instructional task differs from

one -'way screen type tasks because the tasks do not require a special degree of

lericalization to bt accomplished. The verbal instructions.can.be adapted to the

visual, events, so that the relationship between verbal encoding and'decoding and

the actiVity==.that is, the semantic-interpretiVe-action chain--is the same as in

an everyday instructional event.

The children sat facing each other at a small table (taken from the classroom)

and the pieces were briefly emptied on the table so that the blindfolded child

could see them but not touch them before the blindfold was put on and the task

began, therefore both. children knew that the_pieces were colored. and of two after-7

.ent basic shapes before.the task began. The children mostly kept their place facing

-each other throughout the task.

The point of the task is to give instructions and on-going directions to thE\

partner child to enable him/her to make the Model according to the, picture which

the instructor in front of her/him has. The model build. for the first task

will never have seen the model diagram. Since the builder is blindfolded

the instructor has to give the partner information. which is specific enough

for her/him to make the model,. find the piecei, and put them togetherw3th-

out seeing them. No instructions were given to the pair apart from saying

to the instructor, "Try not to touch the pieces but.tell-your partner in

words only haw.to make the =del.":

Possible strategies that could be taken up were One, the item to,be'made

could:be described to the builder. It-never was; in fact, some children seemed

to think it had ta_he concealed. Two_an outline of the_direCtions could_hame

been given first on the lines, "What you'll have to do is " Three, all the

pieces needed could have been collected in a pile first (two children did

this), and the table cleared (10 child did this). .



All the children in the experiment without exception gave a move-by-MOve

acdbunt, starting'at the beginning and going on to the end. The builder-didn't

question or negotiate.with-the insmuctor about the kind of.instruction he could- _

receive, although in some cases he did complain in retrospect about the kinds

of instructions he had received, e.g., "Tell me more". There was no preliminary

discuSsion. [..In fact, in some cases the task was begun before the builder knew

it had, no a noundement og a starting place. Some gave beginnings, e.g.,.."Okay,

let's-begin" or !'Let's go ". The impression was given that the situation was

let's get going and then we'll see what kind of task it's going to turn out to

be. The formulation of beginning came after it had begun; many everyday direc-

tions have ttis qualitythey exist within the stream of talk and are only

formulated during their course.

A similar task wasgiven to a small group of adults, With the same initial-

instructiOns, in a third experiment, and a small group of 4th graders were asked to

instruct several first graders at the task so that they had repeated trials at

giving instructions to the younger children.

In the comparisan of the adult and child strategies, we can see that the

child instructors rely more upon their own monitoring of the builder's actions--

as with C's visual knowledge that T has 'sized up' the pieces.- However, u7lilL

,the ficiu.,lts,,_who,...tend_to..,give...a....verbal----commentaryl-

"It's too.bad because those are the hard ones: That's good
you're replacing that one because it's not at the tops. Okay.

I've placed the other stick sort of sticking straight up., Can't
you feel that?",

: \

_children do not verbally encode the information they have witnessed.

The children also rely more upon prosodic cuss- -heavy stress and raised

pitch to accomplish difficult situations andinstru tions,:where adults are

.more likely to lexicalize and reformulate.. Children clitawevet add moredetails

when in difficulties as adults do, more information in relative clauses and

longer descriptive strings as a move towards greater specih4t7 as with M and

S's example-, "not that, not that thing, that 'orange one". When--,-the fourth'

grader on her third trial instructs a first grader, her strategy, tOsolve
`-.

difficulties is to produce longer, more specific strings; when these donot
. _

work she returns to a simpler, blow-by-blow directiVe, e.g., "no, no, one over,

_no"



CHILD EXAMPLES OF STRATEGIES
OF INSTRUCTION-GIVING

BEGINNING

D: Put that one down um umph

N: This one

D: Yes put it straight down. Move

your hand around a little bit

and loo4 for a piece (very quiet)

NEGOTIATION OF SIZE

C: OK get two balls take two balls

OK now get the two middle sized

ones yeah uma

T: This middle sized

C: Wait You're wrong Trent not the t

Yeah yeah OK now stick them in

the front I mean on the top of

them. Now on the other top

DETAILS OF INSTRUCTION

D:

N:

D:

N:

D:

Hut

OK

On the other side

Like on the-top

now make one about 120

No the next one no not that one
but in between the top and the
middle in the same joiner that
hole which you have your finger

on
FURTHER EXPANSION OF DETAILS

C: Put it down just like that OK now

get a teeny stick OK now stick it
right (Pause) right a little bit on
top of yeach the first one no the

top, one the top one the cop pne

Trent yeah no not (louder) top

the next one go down a little it

the, other way the other way

yeah right there

M: OK that's OK now don't stick that

take well put it down someplace wh

you know where it is the little or

thing. Take one of tt2 round Chia

no not that kind there's another 1

that now stick the orange thing it

of the round things hole no not tl

hole the side hole.

S: Is this the side oh dear

M: Sylvia don't kill yourself.

S:' I can't find the hole to put it in.

M: OK pick up the thing you're making put

down pick up the thing you're making put

the orange stick with the round thing

connected to it down put it dewy on the

ground.

ADULT EXAMPLES OF STRATEGIES
OF INSTRUCTION-GIVING

BEGINNING

I: You're going to make a trycycle
Alice and I think you should
first feel. the pieces.

NEGOTIATION OF SIZE

And thentry to find a piece.
Feel the long thin pieces.
You will see there are one,
two, three, four, five differ-

ent aizse.

B: This is the long one. I need
five?

I: No, no, I wanted you to feel the
length of them so whenI asked
you to gat a piece you'll know
which one to pick up. You
want one smaller than that. You
want one that's about half that
size.

DETAILS OF INSTRUCTION

I: Ya. Maybe,you can stick it
around a little further dawn
like the, other one. That's
the opposite side. You need'
to face it maybe, oward you.

FURTHER EXPANSION OF DETAILS
I: That's the middle Hole. There're

holes, around the rim too. Ya. This
doesn't look as elaborate as it is.
I hope the holes are big enough.
That stick may be too large. / can't
touch them to see. t t look
clear that the holesIare big enough
for that stick. Oh, great. Okay,
now you need a couple short pieces,
sticks. Uh, I think even the shorter
ones, they're some even shorter.
Those are tah shortest ones. Those
wt11 go kind of in the side. Well,
not the side, there's no side. Also
in the hole on the top. Course
you can't see the top.

0
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The general impression of the adult instructional strategies is that the

task is under greater verbal control; however, the adults took longer to make

the model than the children and the instructed- builder waited for the next .

announcement from the instructor before proceeding. The children as we have

described began in on the task immediately, the builder feeling around for the

pieces and the instructor fitting in the instructions where they could to fit .

the progressiof the builder's activities--Thisstrategy was quicker if it worked,_

if it didn't it could lead to a breakdown or the wrong shape of model being

made.

Conclusions: -Whereas in studies of instruction-giving as referential communi

cation (Krauss and Glucksberg) (1977) it is concluded that children even as

late as fifth and seventh grade have difficulty in as3essing the social effect ve-

ness of their communications in laLoratory.test situations, we_find that withi

our experimental contexts children are certainly effective even if unorthodox

as communicators. Their attempts show moves in the direction of the adult-

specified and practiced norms of greater specificity and reformulation. Boweve

as Krauss and Glucksberg suggest of the one-way screen experiments, the experi-

mental contexts may provide situations which present too great a cognitive load

for children, or are too removed from the context of everyday life and its

communicative reasoning to allow the cniiaren to operate within the experimental

context with full control. The study of instruction-giving begins to allow us to

unravel the problems of communication situations a little further. Within any

instructional context there are perhaps two conflicting pulls to be considered:

one, the everyday situated communicative logic which allows for the incompleteness

and indexicality of talk; and two, both the faeal and operative discourse forms

necessary to achieve the communicative objectives.

This finding is most salient for-language communication within the classroom,

and for any specific attempt to unravel the complex of communicative and discourse

requirements generated by teachers and made.of Students in the context of the

formal learning environment of the classroom..
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4A.
Instructions in'classroom

In making explicit the courses of action teachers are preparing the ground

both for strategies of learning and for an orally-experienced literacy.

Children must learn how to lexicalize the assumptiona which are spezific to

many interactional sequences and what distinguishes particular settings from

others. The lexicalization of the necessary details both of the speech activity \

and of what is assumed as shared knowledge providesawaylof_shaping_the_outcome.

and controlling the interaction itself. In the comparison of the instruction
I

iments between adults, and fourth graders, we noticed that.while the communicative

effectivmaess between the pairs seemed slm41ar-the lexicalization provided

greatly increased with adults. However, between first and fourth graders increasing-

the lexicalization of details did not increase the communicative effectiveness4

Given these findings our problem now is what purpose does the move towards

clarity achieve? Mow is communicative effectiveness and its requisite discourse.

forms realized in classrooms?

.Within the classroom context instruction-giving varies from situations /.

similar-to those of ordinary daily face-to-face interactions where the beginning

and:progression can be negOtiated between the two participantsi to those situa-

tions which are specifically teacher's instructions where the activity is from

one to many andwhere-the-begibiiihrtif-a-adifireifeesta-ifatked-btrthtearcirl"aiiir-7---

prosodically. For example, in ethnographic recordings of daily classroom

activities the day's events are orchestrated by the .teacher, and switches

are 'made and marked between addressing and teaching an individual child,

and conducting a lesson fora group or the whole class. For teachers the

switches back and forth between the:different speech activities. and social

settings which are generated in moving through the day's lesson plans, Trovidei

a necessary communicative basis for learning and teaching. It is-'apparent that

the marked initiations of sequences of instruction-giving provide cues for

children that the-following talk is subject to special conditions for the

interpretation of intent. However, if we consider the reasoning underlying

these ordinary teacher talk activities it appears that. -these Switches of

sequence indicate some very important basic assumptionslaboutthe functions

of language as a social experience. The ultimate goal of teaching (from

first to intermediate school) is the acquisition af-iiteracy and the adult-
.

centered assumptions-of language that we have discussed at the beginning of this

paper are held and demonstrated, even if implicitly, in these teacher's practices.
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Teacher's speech activities are in these ways an oral preparation for literacy--

the establishment of a fashion of speaking whicln is subject to.special conditions

of clarity, explicitness and adequacy which is a part of the ideal-norm of

written instruction - giving, --and to which.focused classroom talk could provide a

bridge, by establishing conditions for an 'oral literacy!. We can provide further

evidence for this point of view by examining ethnographic accounts of communicative

events in classroons.

The Role of Listening

Anyone who'has spent time in the classroom knows the emphasis that is placed

by most teachers upon listening. IfAUestioned about these practices, teachers

comment on the children's need to "settle quietly", to "pay attention", "not to

have directions repeated unnecessarily", and include constraints of time, etc.

However, listening. and the explicit reference to the practice of listening

within the communicative context of the classroom seem to Suggest-further

understandings about the role of language-And its social functions.

'In exploring. the functions of listening in the classroom there seem to be

two different uses for the term which gloss two rather different speaking practices

and understanding about language.

One, which we will call attentive listening, is represented by such cadments

as,

lrst grade teacher at sharing time: "Boys and girls, I want you to
learn to listen to each other..." (said about not talking at sharing
time when one person has the floor);

. Story time: "If you're all sitting quietly and listening then I'll
begin...",

. Fourth grade classroom at the start of an English period: "If everyone

is sitting up straight.and listening then...."

It is not surprising that listening occurs in concurrent use with terms for body

posture and control--the'emphasis in this use of listening is upon the act of

attending both posturally and mentally (for which posture is a symbol of,-.-a non-

visible attention).

The underlying language assumption is that it is necessary to hear every

word that is said and the implicit assumption is that wordS said (or later

written) are valuable. We know that most daily talk can.be adequately monitored

without close attention--much of the meaning can be extrapolated without

hearing or knowing every word that is said, as the situated context provides as

essential part of the meaning. The understanding is in the contextas well as



the words that provide only a part of the meaning. But the underlying assumption

for written-language is that.Meanings can by the process of writing be. decon-

textualized. As such the words alone should provide sufficient information
A

for their own interpretation. Teachers' insistence--andit i:very 'common

and repeated--upon attention to the-words goes beyond the mere appearance of

politeness, or to__let___the_other-person-have_their__turn.-1 -The-act-of attentive

listening:provides the grounds for socialization into this understanding about.

language, the valueand.quality of every-.word which lead to the notion of a

decontextualized use of language, as a preparation for literacy.

The second form of listening we have discovered can be referred to as

\collaborative listening. This is indexed by such teacher comments as,

Fourth grade teacher addressing the class at the beginning of a
new assignment: "I want you to listen very carefully to what
I'm going to say ";

\

Third grader addressing a peer group in a readi ng- to ak: "This is hard,
you're gonna have to listen..."

\

Our problem is of what does "listening carefully" consist, and why does listening

help when something is hard? we suggest that the term of listening carefully

provides-a gloss for the activity of the hearer when listening. The assumption

- made-by-these-comments-is- that--careful-listening-not-only-tatches-every-word-

but provides an essential linking to them so that the hearer can reach under -

standing, if necessary by filling in or remedying any imperfections in instruc-
\

tions that make them do-able. The underlying implication about language recog-
\

nizes the essential imperfection and indexicality that was mentioned at the
\

beginning of this-paper; and the necessity of how to interpret what is said.

, So that while the aim in the classroom instructions is a complete decontextuaiiied
1

message, additional help is given by the collaboration of the hearer in the act.

of interpretation. It is by these listening cues and instructions that theteacher

both recognises and helps the children to relate their everyday e erience

of language to the experience being prepared for in the claSsroom7
\

Children's Practices of Instruction-Giving

From these examples we can begin to see that in the actual cl ssroam the

specific problem of discourse form pulls apart.from the ways of acc mplishing

the-communicative taskso that for children it is quite possible t accomplish

the task without being able to produce the correct discourse form. n the following

examplgma firel%grader helps another with a math problem. The probl is

confounded by the graphic organization of the textbook which becomes for the

children an intrinsic part of the problem.



Aide to Ben: "Can you help Connie with this page?" Ben looks,
thinks

:L

for a while, then says:

1r

3

AMS-7

Ben to Connie: how you makectwo?

Connie: Oh. I see-you put this here.

Ben to Connie: Yep.

-Ben begins on his solution to Counie'sproblem and his teaching by providing a

recapping of the problem. However, as a discourse solutiOn to the request to

help Connie he does not make any of the Moves a teacher might have done to set

up An instructional situation or to find out what Connie already knows. When

children do.peer teaching their very success may rely upon not being under

the same discourse contraints that teachers have, either to present the

'best order' of information or to provide an example of "good" instruction,

giving. As we showed in the instruction-giving experiments children move to

-idatever-communicatiire-choicea-that-schieves-eff4ottveness-and-as_Cazden_et

(1978) haVe-shawn in classroom studies the children's, need in peer teaching to

maintain the social relationship over the taught peer-pupils requires them

to Switch their teacher strategies and to:appear to.move in and out of the

"teacher role ". While not being aware of the discourse constraints:of adults

within the teachingsituation children are often able to chunk infOrmation .

in ways that provided-more directly useful information. to the pupil as in the

example with Ben. Where children also attempt to try to be 'grown-up'

and to improve on their communication performance as in the example of a

fourth grader at several trials instructing different first-graders, the

very attempt to improve the instructions, the discourse form, gets in the

way of her achieving the. goal she seeks.

Conclusion

The socio-communicative problem for children lies in making the discourse

form match the-reCOgnized communicative task. Ourexperiments.have shown that
.

children can recognize and manage the communicative task of situated-instruction

giving but cannot, forlexample, manage experimental situations where some of

their essential communicative channels are missing as in the one-way Screen
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experiments. In everyday usage, verbalizations do not have to attempt to fit

to the possible and most effective action sequence- through-the- -order of presenta-

tion of information -(SS in diagrammatic instructions) or thionethe.use of

syntactic...semantic deVices which givd priority ordering to the information

as in-prose instructions. The action sequence and the situated prosodic cues

are the determiners of-the verbalization;_how-muchaPecificity is:given.and

-in-What order, depends Jon what actions are visible on the part of the person who

is being instructed. Tostructionigiving as a feedback interactional situation

would be expected to-have a different lingUistic'realization from a situation

guided by written instructions. We have shown that the maxims for instructions

are particularly sensitive to the reqUirements of communication where verbal

message does not rely on any background knowledge and presents a model 'of

'decontextualized! language. Such ideals of good instructions _are perhaps

especially influenced by the literate/written language bias of our own-modern

technological society (Goody 1977). Adults, both as teachers and educational.

administrators from their position in a literate and written communication
0

'dominated culture, often assume the standards for ideally clear add satisfactory

instruction that are not realizable in practice. Their perceived need is for

children to be able to'use decontextualized language is part of. an adult-centered

discouriiiiiait-efiae-a-ciiierns much of edUcational'thinking. However, children -
. ,

grow up into the early stages of linguistic and sociolinguistic competence in

an orally- biased culture (Cook-Gumperz 1975,. Halliday 1976), and their entry.

into school and into formal literacy training requires a very big change of

communicative strategies for the young child, perhaps a much greater one than

much of the evaluation of the classroom as a learning environment often provides.
I

for.

Given this reasoning children are not faulted performers nor inadequate

communicators but they,are governed more completely than adults by the situated

perfOrmancecriteria of communication. They have not yet learned to foreground

the verbalized- semantic channel and to relegate other forms of communication-to

the position of background signals. Within certain specialized contexts the

requirements of the communication task and the adult notions of correct or,

adequate discourse form are often at odds, and provide discrepant signals for

the not experienced communicator. The overt demands of teaching of

on



\7 'oral and VT tten literacy' within the formal classroom context provide one

such.experience.

V It is for t ese reasons that instructional talk plays a very important role

\wit the classroom communicative contexts as a training ground for literacy

throw 'oral' means and as a/preparationfor adult's ideals of 'clear, infor-

m pecific' talk. While within the, classroom, teacher's practices move

hese two communicativePositionsbut in ways that show that they are

of\ en not quite aware of the underlyingreasons for their long-established

"t aching utines". They are likely in response to quest4oning (Cook-Gumperz

1978)\to gi responses about behaviorll criteria (paying attention, not wasting

time) x\aen-as we have tried to show in this paper an analysis of the underlying

assumptions a that teachers have a,goal of appropriate discourse forms for

differing tasks. As our findings in the classroom so far indicate, teachers

operate within a double standard both of the need ithin the classroom:to shape

their-communicati e expectations, to the adult (ideal) standard; and at the same

time trading and r lying upon the situated understanding of students. Out\,

analysis' of the rol of listening as it provides a "formulated gloss" fdr the

negotiated-features f many classroom interactions and instructions gives us

some evidence of this\communicative "double bind".

It is only if we unpack the complex of communicative assumptions and

discourse goals that influence everyday routines and practices within the

classroom, that we can begin to see the very complex nature of the skills

and pressures that make up successful and effective teaching, andTthe-nature

of the discrepancy with which we began--between the skills expected of the

child in formal educational settings and those brought from home.

1'6
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FOOTNOTES

of textbooks are similarly organized in ways such
cdrganilation provides part of the learning exper-

uming details under headings -- directing problem -

ies, etc.

2. Diagrammatic instructions and bureauCritiC directions for forml-

filling are addressing the same problems as linguistic preJill-41cm

of how toevaluete the communicative intent and effect of the

semantic structures of everyday speech. Effective desigaera'and

drafters of instructions attempt to let inside the semantic 'frame-,

work of instructions and judge their relationship to an effective

course-of acticT. They take the instructions to represenean

algorithm for problem-solving strategies and for the storage of

information.abo t everyday life action-sequences (Lewis and

Edwards 1968). Such everyday instructions are far fr0m the

prose of high 1 vel bureaucratic writing such:as the drafting of

legislation (th literary versus literacy). What is Interesting

from our point f.view is the relationship between the organi-

zation of the s utic structures and the action'seqUence thatma
they are requir

t
d- to guide. Instructions differfrom much other

prose or writte:4 language, in that they do luilie this direct preg-

matic intent.
_

-
'3. One wayto recognize blind persons from others in transcribed

------eddblitits-te-thelemount-of-verbaltacene-settingv,an&additional___
_

comments that - blind persons give to accounts of. everyday actions.

Seeiqg people take for granted features of the scene and in re-

telling a past eirent are not likely to mention or even to be able

to recall "background' information. Such information about the

scene is not backgrounded for blinded pertons'end has to enter into

pragmatic judgements about' activities in everyday settings.

\
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Embedded within the emergent work on narratives is work on children's

acquisition and development of knowledge of stories and narratives.. ,Contri-

butions-to rhis'area have come from bothexpetimental work and work on oral

storytelling. This work has-provided information shout children's ability

to:remeMber and reproduce story sequences correctly, children's recognition

of story structure,, as WEI as the strueture-ofchildrees-spontaneously

generated narratiske anecdotes: In general, these studies, have focused on

1) how children's narratives compare structurally with well-formed stories

2) how children's performance at different ages differs from adequate per-

formance in terms of an a priori model of what constitutes a ifell-forMed

story structurally,,and 3) what children's evaluations of. violations of the

well-foried story model suggest about their cognitive knowledge or concept of .

story.

While this work suggests what children's narratives will look like under-.

certain conditions, it does not explain how childten acquire a -"sense of story ";

that is, a concept of story, as well as the ability to produce stories and

other forms of narratives. This issue will be explained in this paper; speci-

fically, we will discuss some of the influences on children
fs acquisition and

development of sense, of S

some factOrs that have'not been considered previously and to raiee questions

for further study.

Before ,roceeding to the discussion of influences on children's sense of

story, we will overview past work to provide the historical context for the

issues we wish to discuss. Two types of past research.. will be overviewed --

experimental studies of story forms in children and studies of oral storytelling.

Experimental Study of Story Forms in Children

Expeiimental work on stories has focused mainly on two areas: 1) the

ability of children to remember and reproduce a story sequence-correctly, and

2)' children's recognition of story structures as shown in their ability to

evaluate good and poor story forms (Applebee, 1976). In both types of studies,

children are presented with well-formed Stories and with those that violate this

structure. A well-formed story is defined in these-studies-as-Lone-that-has a

canonical form; that is one in which the structure and syntacticrealization

contain a beginning, an initiating sequence, a sense of consequential actions and

a conclusion. The purpose of these studies is to determine.the underlying, models

of story held by children; therefore, the researchers violate the story structures-
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in specific ways to explore.how this disruption affects recall and/or compre-

hension.

Ttie studies in area 1 fOcus on the effect of such violations on children's

ability to reproduce and remember stories.. Findings from'wori on story recall

tasks (Mandler & Ktight,_197Wand on story-sequencing tasks (McClure, Mason &

Barratz, 1978) show that the ability to recall a story accurately varies accord-
,

ing to"the structure of the story. Differences in performance are due to the

degree to which a story follows-the.normal (canonical) form; thatis, when

violations in.structure and syntactic realization. occur, recall and comprehension

are disrupted.

For example, in exploring developmental differences in story ComprehenSion,

McClure, Mason, and Barratz (1978) found that from grade three to six to nine,

there was a difference in children's abilities to order stories (story cards)

which varied with the degree. to which the story departed,froi the normal (can-

onical) form. At grade 3, only the normal form was recognized. Any stylistic

'realizations of different stories were reordered so as to follow the normal-form.

The childrenere found' to provide a beginning and a cohesion, even when these were

at odds with the verb tense and pronominal cohesion of the sentences of .the task.

The reordering phenomenon.is taken as an indication of the cognitive model of

'stories Children hold.

Awed _in these studies tend to be highly constrained tasks for
- .

, I

children. -The tasks have an a priori underlying mode or story logic against

Which children's performance isjudged. Work in area 2, children's recogni

tion of story structures as. shown in their-ability-to evaluate good and-poor

stories (Applebee, 1976),'Ilso uses a constrained task. .However, the underlying

mode or story logic in this task is less elaborate than that proposed byqthe'

research based on story grammar.- Thiswork also supports the finding that child-

ren need to have certain structural components in stories in order for them to

see thestory as adequate. Applebee (1976) found that children's ability to

recognize story structures and 't6° evaluate' them when presented with completed

stories that were read to them depended on/the presence (or absence) of "proper"

-Introductory and concluding sequences.

The work in these two areas suggests that children. have cognitive. models for

What a story structure should include

Models are consistent with the normal

however, is only one form of research

Story.

and that under certain' conditions these

.or.canonical story form. Experimental work,

concerned with Cli-ildre-'es-knowledge- ofL
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Research on oral storytelling is also concerned.with the structure of

story narratives. However, what constitutes "story" differs in this research,'

as does the way in which story knowledge is elicited. In experimental work,

children do not.have to make any active storytelling contributions; that is',

their task is to evaluate, reproduce, recall or sequence stories presented to

them. Experimental work, therefore, assesses children's comprehension, not

childien's spontaneous ability to produce or,contribute to narratives. In oral

storytelling, children are active produoers or contributors to narratives. In

the next section-, we will explore past work on oral storytelling. This work,

while concerned with structure of freely elicited narratives by-children and

teenagers.

Study.of Oral Storytelling in Children

Much of the research on oral storytelling is a development of earlier re-

search of Labov and Waletsky (1970) with teenagers. These researchers and

researchers such as Rernan & Kerman (1977) are.concerned with the spoken story.

In working with children's freely elicited narrative anecdotes, Labov & Waletsky

(1970) suggested that the spoken storyhas the following structures -- an abstract,

an introductory sequence, a complicating action, evolution and resolution or coda.

Each segment,: if present, must come in this order for an adequate story to be

-told-and-must-be represented-by-at least-one clause in the three core segments.

A modification of thisModel for the spoken anecdote way losed by

Polanyi (1977, 1978). She suggested that the spoken story consists in its

essential as an introduction sequence, a series-of action statements, building to

a point, and a conclusion. Put as'a visual metaphor, the spoken story is a Wave

Model with a crescendoing sequence of actions that. build to a point or crest then

subside into a concluding coda which can also arzt as an evaluation.. The key,

however, is that all spoken stories must bul AD a point.

Kerman & Rernan (1977). have explored a m- w. similar to one derived by Labov.

They collected narratives from children from seven to thirteen years of age and

found a similar ordering of forms and structures. Their work also substantiates

Polinyi's suggestion that stories build to a point.

More recently, work by Michaels & Cook-Gumperz (1978) aLso shows'that spoken

stories use to point. .
These researchers explore6 ,..hildren's story anecdotes

told in classvivems during newstime (also called shaving time). They found that

children devziolmentally acquire the ability to cmatruct an oral story that

rises to a single, and sometimes elaborated Point,

6 5



f Children's Sto tellin: and Narrative Abilities

The studies reviewed above represent work on the structure of children's

storytelling and narrative abilities from two different perspectives./'The

review suggests that we can divide the general term narrative or storytelling

ability into two components: the passive or comprehension ability and the

active or performanhe ability. The passive or comprehension ability includes

recognition of story structures and the ordering or sequencing of stories when

provided with existing verbal story material (characters, plots o sequences),

I

on story cards. , /

Thin focus has been a dominant influence in-the research on narratives.

Such work does not recognize that for Children an essential part of the story-

/

telling prodess is the interactive relationship between teller and audience;

that is, that storytelling is an active or performance ability in addition to a

comprehension or recall ability. As/a performance ability, children create a_story

for a person or group of persons as audience with a minimum of verbal stimuli. .

This work, therefore, provides information about only one type of.narrative abil-

ity in a very constrained manner.

The oral storytelling traditiOn does not suffer from the same constraints.

i

While past work has focused on the structure of adequate spoken stories, the
1

researchers working in this area r cognize the interactive nature of story-

tellingtelling and.narrative constructions 7 This work, then ilia beginning paint in

understanding the acquisition and development of'narrati4 ability and sense

of story by children.. In the remainder of this paper, we will explore'narrative

\I

acquisition and development as an i teractive process,.-To do this, we will ex-
_

plore research on influences on narrative acqUisition and development and present

and°diacuss data that illustrates th

\

s view .

.

.

/
.

'Toward an Interactive Model of NarratVe Knowledge iniChildien

S-i.en.loork in storytelling suggests that for children-an essential part

:.-f -,f:,
crtelling prQ.,,:ess must be an Interactive relationship betweenthe

\

,

ta,.4 AWL the audience (Michaels fi -Cook,Gumperz, (1978) Watson-Gegeo &
Boggs,

(15 1W7). Thig_relatibiiilip is also true of instances of reading stories

to children (Green, 1977; Green & Harker, \"171 press)', and of teaching reading

to children (Cazcien, 197 ; McDermott, 197\; Bloome, 1981).

For example, anthropological work on story reading in a' folk genre, parti-,

cularly_that by Watson-Grego & Boggs (1975; 977) /has shown the important part



that audience reaction plays in helping to structure the story. Similarly,

recent esearch on children's classfoom performances has '.sown how essential

the teach r's contribution can be in helping a child structure a story event

(Michaels & Cook-Gumperz, 1978) and how the way in which the teacher structures

interactions between teacher and children can affect students' story recall

and retelling performance (Green, 1977; Green & Harker, in press).

Work on narratives from an interactive perspective is related to the grow-

ing research field of teaching-learning as a communicativeprocess.* This work

has shown that interaction between teacher and children is an essential part

of the learning process; that children lgarn to extract instructional and social

demands and expectations for behavior from the on-going interactions in class-

rooms; and that factors such as_ communicative competence, cultural background,

experiential background, and ability to!
) "read" contextualization cues influence

children'S participation and performance in classroom activities.

Such research when combined with the work on oral storytelling suggestsc.

that when we explore both children's understanding of concept of story, as well

as their productions of stories, we need to consider the multiple-Ources of

influence on children's acquisition of a "sense of story". Such influences might.

be More various than the influences of other well-told stories as suggested;

\. that is, well-formed stories told to children and read by children are but one

tsource- -of-- information -about narratives-. and one-type-of---Influence-on-narrati-ves

from participating in on-;.going interactions which include'instances of spoken

stories and from participating in construction of narratives as part of ongoing

events in the environment.

The interactive model differs from those presented previously in several

ways. First, children are not assumed to move linearly froi an oral model whose

form matches the literate or adult form directly to the adult-or more literate

written model. Rather, the process is seen as more complex with a variety of paths

possible to reach the goal of a literate-model. Second, no one model is assumed

to exist for all narratives on an a priori basis.- Rather, the narrative perform-

ances of children, must be explored for patterns indicative of the childs own

model of narratives. Third, the process of acquisition ofTnarrative ability is

not viewed as similar and assured forall'children.

These differences suggest that the question of how children acquire

and develop narrative ability is still open to question. Specifically, questions

about what contributes to children's development of their own "model of narratives"

-*For representative work in this area see Cazden, John & Hynes, 1972; Cook-Gumperz

& Corsaro, 1976; Dowling, 1977; Green, 1977; 1979; Green & Wallat, 1981; Mehan,

1976; 1979; Wilkinson, 1981.
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are still to be explored, as are questions about the actual sources of influences

on narrative acqUisition and development. We would now like to consider these

questions. Focus for the discussion will be the identification of potential.

sources of influence.

Some Potential Sources of Influence on Narrative Acquisition

In exploring the forms of storytelling, we have noticed different potential

sources of influence on children's narratives. This investigation leads us to

think that there is not just one "narrative function" but that narratives are

seen by children to be fulfilling several communicative tasks.

Paralinguistic Influences I

Initially, our assumption .s that "telling a story', that is engaging in

story performances, differed from the accomplishment of a written story. In

the course of our investigation, we found that the task was even more complex.

We found that oral narratives are not directly transcribable to written form.

This finding parallels work by J. Goody (1979). Goody suggests that one

adult assumption about the structure or schema of a narrative rests primarily on

the notion of a written story or the transcription of folk tales. He points out

that "oral literature cannot be reduced to written without a loss". For example,

in a study of Pomo Indian narrative, McClendon found that th use of direct

quotations in correct voice character-is an essential part of the storytelling .

and any synopsis or written version would lose this character of the actual pert

formance. Based on this, she suggests that the model of narrative needs-to

include a notion of speaking or storytelling.

A similar point was made by Watson-Gegeo & Boggs (1975; 1977) in their

studies of children's acquisition and use of a specific Hawaiian folk narra-

tive form, "talk story". They showed that in this genre, the story structure

necessarily includes the interaction between the storyteller and the audience.

The storyteller begins a theme but constructs the story around the contribution

of others. The audience participates while the teller remains thematically in

control of the direction the story takes.

These studies suggest the existence of a folk narrative model that closes

the gap between spoken stories and formal narratives by producing a structure

which interactively incorporates facets of story organization that are developed

or introduced by.specific semantic-syntactic devices in written stories (Polanyi;

1977) .



This model Suggests .that paralinguistic dimensiOns of interaction need

to be incorporated in a model of acquisition and development of narratives, as

do dimensions of oral storytelling organization. These influences are important

when we consider. influences on young children's acquisition of sense. of story or

narrative form. In Western culture, however, there are additional influences

derived from the extensive exposure children have to written-literate sources as

well as to spoken oral experiences.

Written-Literate Influences

We expect very young children in the process of acquisition of sto form

must learn the arts of oral storytelling. With the amount of experience young

children have with literate material in addition to and in conjunction with

spoken material, they may also develop concepts of narrative which contain a

combination of elements. This notion will now be explored.

In a recent storytelling experience, a three-year old was asked by a re-

searcher if he could tell a story. He replied, "Like tell a book?" She agreed

that he could tell a story he knew from a book, so he told the following story.

Alright/I think the truck book I have/new truck book/

(loud, declamatory voice)

Uh The dump truck has miles of...of... ,..rocks/

(voice trailing off)

Wheels/even on fields are...are...like that/like that...
like soft...like that

(voice rushing)

And then/in front it ride upstairs 'Of the... the...double

bus

(sing-song voice)

.

and downstairs/fountain/ride downstairs and upstairs of the

double-decker bus/It's fun to...to...to look at trucks/The

end/

!- At first sight this 6story" lacks the necessary structure or_cohesion to

make it a proper story. On analysis, the story does include the three essential

elements of a "proper" story, a beginning, a piece of actions, and an enc.

However, the beginning is only marked proaodically by loudness -and pitch. -In

1 6j
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this style of verbal attack, the actions seem disjointed, and the end is.both

announced and seems to have a summing up which is prosodically marked by a .

special interaction, "It's fun to look at trucks" (said in a sing -song voice).

The biggest problem with this story is the disjointed nature of this action

sequence, which is not a sequential or consequential unfolding of any action.

However, when we went bad( to the child's original query "Like tell a'

book?" and then looked at the first part of his "story", we saw that the child

was using a literate (book) frame.- When we considered the types of books avail-

able for children of this age, we found that there is a perti6ular-genre of

children's book that conforms to this "mode of narrative" which is represented

by the illustrated books by Richard Scarry. In these books, the eleients of the

story are not potentially consequential; there is a theme in the written text

but the picture can be. used to tell independent stories which need not be:part

of the main text. Perhaps, what this child may "see" or rather have a.mental

image of the book as a frame for story, he does not have a complete sense of

audience and how to communicate his-"image" of'story.

The problem with this type of narrative is that the child has not made

the image overt. Indeed, "telling a book" Father than telling a story per se

=57'f:occur if young children see books of-all kinds as synonomous with stories;

If we had been able ,t4:1 determine the structure of the child's truck book, we

would not need to be so tentative.

This analysis suggests that young children may have a model of story that

includes what a book is and how itjs organized. In such a model, young.children

might see pictorial aspects of books as part of the story and use this notion as

a frame when."telling a book". This notion will be discussed further in relation-

ship to children's early written work.

This work suggests that future research must consider the frames young child-

ren bring to the task and the types of experiences with oral and literate mater-

ial they have had, if we are tomndeistand and interpret children's sense of

story in the early years. This example indicates that the way in which pictorial,

and verbal elements combine-in the story suggests that there is a special influence

of the form of books on the presentation of stories by young children; that is,

young children may combine both elements to produce meaning when they "tell a

book".

While the influence of graphic form has become a part of research and. analy-

sis of instructional material (DeFord, 1980), it has also been found to have a

special meaning in children's early written work (Cook-dumperz, 1975;_Ervin7Tripp,-

1977; Deford,'1980). Consider the following example:
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...... In Figure 1, for example, the whole message is container:
iptioth the picture and the words, including the size or du; (ypnraphy.

(cookGumperz 1975, p. 62)

In this example, the size of the lettering and its placement on the page,

as well as the diectic referencing in relation to the following drawing, pro-

vide both a syntax and a graphic form at one and the same time. Together these

elements produce a single message, icon.

In a recent study of children's discou7se, Ervin-Tripp (1977) reports

similar findings. She suggests that children's early written work can show

such an interrelationship of graphic and syntactic forms included in a single

semantic message. The graphic-syntactic interrelationship can be seen in the

following example of emblematic poems from a seven year old's own notebook.

people think
that you
open a door but
that is not
true you close a
dOor and go out

00 ..... CI C
0 .., 0 = tz

-0 0
.F. gl

0 oq
4.1 Q0 .4.

people think
that bears are
dangerous but
that is not

ire I sleep
with a bear and
he never bothers me

ptoplethink
that you go into

\a door but that
is not

do\

ductile),
into keys

8
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Ervin-Tripp suggests that:

The content is a dialectic: an assertion of an opinion and its contrary,

and finally, an explanation of the paradox or a synthesis in which both

are true. The synthesis is heard as a second voice, which is visually

set off-at the side like another person conversing. Poets report that

emblem poems are popular with children. These are poems visually emu-

lating the theme. While this child knew no emblem poems, she invented

an emblem of Alatogue...The child continued to create these poems until

the semantic ,.:ructure deteriorated.

What do these emblematic written forms and the "tell a book" form have to

tell us about children's conception of storytelling? As we have suggested,-the

canonical adult forms of narrative structures, loth oral and written, are based

(to a large extent) on written or literate form of stories. In contrast, child-

ren's oral performance of Stories often seem closer in many stylistic functions

to the "folk" or "oral" model where performance details add to or change mean-

ings of, utterances than they do to a formal, literate model.

As suggested in the examples above, performance details are not the only

mediating factor; children's concepts about books and their structure may be

part of the meaning of young children's stories. If this is true; then more

is involved in the acquisition and development-of narrative than simply learn-

ing to transcribe oral language into written form. What may exist is an emble-

matic phase; that is, one in which the knowledge of written or book format in-
.

fluence the oral production of story narratives. Therefore, if as we suggest,

children developmentally move through a phase which we will call the emblematic

Phase of developing their own notions of story, then children's acquisition of

narrative may not be a direct process of acquiring. the adult canonical form

(s espoused, for example, in story grammars). It may be a more complicated

process where children generate for themselves different genre of narratives

from the various influences of,both forms of speaking and forms of written-

graphic expression°.

What we are suggesting, therefore, is that the spoken story is not a ver-

sion of the written, nor a revision, but that children do see the elements of

expression available to them --_e.g., graphic forms, pictorial elements, char-

acter -plot elements, syntactic style, and idiomatic expressions, as being

suitable for contributions to stories. The weight given to these elements

in the process of acquisition will depend on the discourse tradition and

experiences of children within their own familial/community context. It is

these different uses and perceptions of story that we propose to examine in

future experimental work. This work would involve asking children to give a
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performance; that is, to create stories encouraged by-different kinds of stimuli

and support. In addition, we plan to explore statisically the relationship of

narrative skill/ability to other forms of verbal and communicative ability in

order to give some answers to the questions of the sources.of influence on

children's narrative ability, ability in school and the relationship of this

ability to children's future progress in school defined literacy tasks.

Analysis of Concept of Story: An alternative Approach

Befcre concluding this argument, we would like to explore one last example

of a story told by a kindergarten child. This example provides evidence of the

complexity of children's concepts of narrative form and the influence of the

emblematic phase. This example was first analyzed using Applebee's (1976) cate-

gorization scheme. Applebee distinguishes between a "true narrative" which has a

verbally explicit connective thread or coherence and other less adequate forms

-- a chaining level. He, suggests that the simplest level of organization is the

sequence or chain.. In this form of organization,' there is a main character, but

the events appear to have very little connection with each other. Sean's story
4

is an example which may be viewed as using Applebee's sequence level Of organ-

ization.

Sean's Story

1 once I went to the .Koo

2 I saw the elephaniAl
3 and I rode streetcars
4 and I rode a horsie
5 then I went to my grandmother's house
6 and I went home
7 then I have a ABC book
8 and I looked a. the tigers and the lions

9 and I looked at a snake
10 then I went home again .

11 and I had an ABCDEFG all the way up to Z calendar

12 then I looked at the rain
13 then four monsters and I runned
14 I went back home
15 then I went to D'Ante's house
16 five monsters looked at D'Ante too
17 and I had smoke to scare the-monsters
18 and D'Ante went back to his house
19 and I watched TV
20 I saw Sesame Street
21 then I saw Batman too
22 I had a'ABCDEFGHIJKLMNOPQRSTUVWXYZ all that poster

23 then I had to throw-bad guys
24 and then I worked at my Batman pule

ft



25. then I went to bed
26 then ,I got up

27 then I had to go somewhere
28 I went to Bugs Bunny Follies

29 the end

Within this story, there are groups of related events, but the story as a whole

seems to have the characteristic of a list of factual and fantastic events; on

the surface level, little cohesion is apparent between the events.

The question that must be raised in light of our previous discussion is, does

this reflect the child's model of narrative or are these influences outside of the

formal narrative model that need to be considered -- e.g., the frame for story

the child has, what story means to a child. The Applebee categorization assumes

that the main purpose ofinarrative is a sequential presentation of events such that

the connection between one or more of the.events'is evident within the story.

Such a model of narrative is fundaaental to most work with narratives (e.g., story

grammars) as indicated previously. This work is based on the assumption that all

stories have a basically linearly progressive character which leads from a de-

fined beginning through some purposeful actions to a conclusion.

However, after considering the varied nature of the narrative task in view

of the differential influences on storytelling, and how, in fact, children may be

developing their own perceptions and notions of genre of story telling, we de-
.

cided to re-examine this narrative contribution by Sean. We felt that this story

was more complex than Applebee's categorization suggested.

Previously we suggested that a young child m13ht equate telling.a story

with telling a book, that children's early story efforts often have an emble-

matic character to them, and that children's past experience both oral-spoken

and written-literate provide a frame for a storytelling task. Using these

arguments as guides, we would like to propose a different interpretation of

Sean's story, one that suggests that Sean is working.with.a model derived fram

both spoken and written experiences and one that is more sophisticaied-than the

Applebee categorization suggests.

We do not want to suggest that Sean is telling.a specific book, although.

.

he may be, but tha. he has abstracted a model of story that includei a notion

Of this genre of book and that the model he is using in this instance reflects

aspects of both written and oral stories. In .essence, we aresuggesting.that

Sean is using an'emblematic model as a frame for this story.

.To make this argument, we must first assume that Sean has had exposure

to one of Scarry's books or'books of similar organization and that from such
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exposure and exposure to oral storytelling, Sean has developed a model of story

or narratives that contains elements of both of these narrative forms. With

these assumptions specified, we can now proceed with a discussion of our analysis.

When we looked at the seemingly loosely-linked set of events in Sean's story

we found that there was a definite beginning, "Once I went to the zoo" and a

definite conclusion, "the end". What occurs between this introduction and con-

clusion appears to be a loosely-tied series of actions,'perhaps based on per-

sonal experience. However, closer inspection indicated recurrent patterns, an

ABC line and a "went home" line. When we segmented the story according to the

"went home" line, we found that the story began to segment into a series of stanzas.

The stanza segmentations is presented in Table 1. (See Table 1)

The stanza format is not solely arbitrary. If we assume that Sean had ex-

posure to Scarry-type books, then the stanza format is applicable. Many of

Scarry's books are organized in stanza format; that is one or more pages have a

theme (e.g., zoo, alphabet, foods), a series of pictures spaced at various points

on the page, stanzas that are both pictures spaced at various points on the page,

stanzas that are both loosely tied to the pictures, and sometimes a character

that engages in actions with others across the page. In addition, some pages,

with common themes face each other. The themes cover a limited number of pages

and not the entire book; therefore, a book can be said to be composed of a series

of sub-themes, some related so as to form chapters and some only loosely related.

One other characteristic needs mentioning; on a page with a series of stanzas,

one or more stanzas may begin with "then" (Scarry, 1967; 1967). The Scarry

books are not the only ones with this format, however; classic nursery rhymes

also use a stanza format. Therefore, there appears to be an interface between

two genre of children's literature forms and a stanza oriented analysis.

The segmented story was explored for recurrent patterns in theme and struc-

ture, as indicated in Table 1. Once this information was obtained, we then

searched for indications of possible influences on Sean's performance. We

found that these influences could be locakiones,, one directly stated in the

text, or more distal ones (Fenstemacher, 1980), ones part of the broader context I

for this story (e.g., past experiences, concepts of stories, books, what you do

during the day, etc.). This latter group must be inferred from the data included

in the story or from the actual performance. In this instance, we depended

mainly on the text. Past research also provides a baiis for the analysis. In

this instance, we depended mainly on the text. Past research also provides a

basis for the analysis. 'In this instance, the idea that children sometimes
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equate telling a story with "telling a book" was considered.- Which of the in-
,

fluences or combinations of influences actually were used by the child or

existed as part of the child's frame and concept of story cannot be specified.

What we have done is listed some of the potential sources of influence, those

that 'were triggered by either the structural aspect of the, text or the thematic

factors.

As we suggested, Sean's story is more complex than the Applebee categori-

zation would first suggest. When we explored the stanza structure 'for the func-
,

\ion of each line of the. tanza; we found that five of'the seven stanzas con -

ained an introduction, a sequence of actions and a conclusion. Therefore; there

i internal structure within fiVe of the seven stanzas. On a global level, the

st ry also has cohesion. It has an opening sequence, "once I went to the zoo",

eries of events around a main character (with a second character introduced

par way through); and a closing event, "Then I got up....I went to Bugs Bunny

FO1 ies". The story structure, therefore is a repeated set of stanza:.happening
.

to two characters -- a true picaresque, if not a true narrative inthe literal

sense' of the term. (For an example of an ,adult picaresque see Don Quixote)

The
structure is only one factor contributing to the complexity of Sean's

'story.` A closer analysis of the themes showed the existence of major and minor

themes; these themes contribute to the cohesion of the events in/the story. The

recurrent themes are presented in Table 1. A major thene.is defined as one that

occurs in more than two stanzas. Using rhis definition,. We found four major themes.

Two relate to introductory actions, "go somewhere" and "Alphabet"; one relates

to the ELion sequence of the stanza structure, "look at" and onero the con,.

clUding aspect of stanzas,'"go home% The-minor themes_relate to objects of the

"look at"actions -- monsters, Batman and going to sleep/getting up. The two
,

types of theme_ _remonstrate the cohesion and how cohesion is built within and

across the stanzas. The existence or recurrence of major themes sUggests that

this storyia not a simple chaining.

If we explore how these themes ght be placed in a textbook, we see that

some of the stanzas seem to stand alone, Stanza I: "Once.I went to the zoo".

This stanza might form a single page a book. The next stanza is linked to ,

'the first by the frame, "then", (Sinclair and Caulthard, 1975) and also intro-

duces the book form, ABC book. This Can also stand alone. Stanza III, expands

the ABC theme to be "ABCDEFG all the way up to Z" calendar. This stanza and

the next appear to be linked by both the frame, "then", and the minor theme'

"monsters". An interesting thing happens.in the 'fourth stanza; the main



character goes to D'Ante's house, but somewhere in the middle of this paragraph.

there is a shift in'Where the characters are that is not specified as indicated

by the fact that D'Ante and not the main character returns home. The next

stanza CV) extends what the main character did when D'Ante left.' These stanzas

could be seen as, forming, perhaps, two facing, pages,'as can the last two stanzas.

The sixth stanza also uses an expanded ABC theme, ABCDEFGHIJKLMNOPQRSTUVUITZ

that poster. In this set of stanzas, a minor theme is going to bed and getti

up.

This analysis suggests that books, personal experience, objects that use

alphabet as a theme, imagination (fantasy), and factors such as television

are all potential-sources of influence. Thier existence in this type of narrative

also suggests that they are part of children's concept of what a story can be

about. Syntactic factors such as the use of "then" frames to introduce and

conclude segments of stories suggest a more advanced knowledge of text

structure than story grammars would suggest. Finally the use of a series of

stanzas or linked completed events suggest that children's concept of story

includes a visual component of what a story might look like in the book.

Conclusion

We have presented some initial findings that suggest that past conceptuali-
-_

zations of the study of narrative acquisition and development have been too
tI4

constrained; that is, the information they provide gives us information about,

only one type of narrative, well-formed stories, and that this:approach may

underestimate the actual knOwledge of children. We also suggested that children

si

may go through an emblematic phase of narrative development.. In this phase,

children have models of narrative that include aspetts of both spoken -oral

and written-literate models. Acquisition, then, does not move linearly from

oral to written-literate rather, the process is more complex.

Our analysis suggests that we must consider not only the transcribed or

written story,, but also the performance aspects of narrative construction and

the concepts children have about story, e.g.,-telling a book. Therefore,

in view of these discoveries about the varied nature-of children's images and

uses of narrative form, as well as the influence of written materials, we must,

in future research, explore children's awn perceptions of narrative in a more

open way, a way that.begins with the view of the child as constructor of reality.

F?'
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REPORT ON THE NARRATIVE DISCOURST, SVIDY

Jenny.Cook-Gumperz and Lyn Worsley'

The work presented in this report grew out of the observations in two

other studies 1) the study of oral narratives reported in ziichaels and

Cook Gumperz, Michaels a & b, Cook-Gumperz and Green 2) the work on the re-

lationship between spoken language ability and reading performance reported

on in Simons and Murphy. Our central concern was to explore the possibility that

there ta'a relationship between the ability to recognize and produce a well

formed story and the development of reading skills.

Our general prediction was that what we shall call oral narrative ability

tthat is the telling of a story) would be somewhat differentially distributed

through the population of children than the ability to read, as measured by

reading and metalinguistic teats, However, our second prediction was that the :-

differential ability to produce a "standard story structure ", with such linguistic

phenomenon as inLersentential cohesive devices and formulaic elements of story

structuring would je highly related across time with children's continued or

improved reading success.

The reasoning behind these two predictions)that might appeat at first glance

as contradictory,wa2 that the ability to.produce oral,narrative is strongly in-

fluenced by home and other out-of-school cultural experience: To be a.good

story miler is for some peivle a highly valued skill, and styles of story-

telling are culturally variant. The ability to tell and to recognize a

standard story form with a begin log, a middle with an elaboration of action

and a marked ending may be different from some children's style. Howevet, this

story-form is experienced in school both orally and in its simplest form in

written texts. If such a form canbeyecOgnized in reading texts,then the

reader has a context-framing device for passa6e reading and comprehension

whi2h reduces the linguistic uncertainty offered by the text. If the story line

and its thematic development are recognizable to the reader then the reader is

more likely to be able to reduce the discourse semantic choice points and to

predict the next possible element in the story.

In order to explore these hypothesis we developed some narrative tasks

which we expected would elicit a range of oral narrative responses from the lrst

grade children. We presented them with a relaxed, experimental setting with narra-

tive 'picture cards and a single picture and asked them to tell a story to the

researcher. The following examples of the two story forms show the different

narrative abilities that were demonstrated in this task using the two different

pictorial stimuli.



Description and Discussio- a Two Tasks

The first task, placing the five pictures in order and then telling the

story they indicated, did not require that the child keep in mind the story

line lot) nor the characters of his/her narrative since the pictures themselves

provi2d those elements. In fact, frequently the children did not bother to

describe the main character at all, beginning their narratives simply: "he

-was walking..." Although all the children were asked to "put these pictures

in the right order to tell a story", their interpretations, or at least their

responses varied widely. Some children offered only very unadorned descriptions

of the set of pictures. -- .1.s an example of such a story: "first he was walking

and then he ran to the tree and Climbed on it and sit down. The he went up to

the tree." Closer to a true narrative is the story which provides underlying

motivation for the set of events depicted: "first a boy wanted apple, and

the..." This story , however, continues with a plain description of the pictures.

Sometimes the children provide links between actions in the story thus adding

an element of consequentiality. Story ' has such links, and also includes

descriptive details such as: "the dog's black and there's green grass" but ,

these details are listed rather than incorporated into the story line.

A few of the children told a true narrative complete with formulaic opening,

introanction of character. and motivational details:.

"once there was this boy and he was walking along the sidewalk
and he saw this tree but there was a wY1l arOund:it_and so
started running and he climbed up and then started to run to
W^ -wall and he climbed over the wall and then he was and
then he started sitting down. He'sat down on the wall.for
a little wbile.and the dog came. And a dog came and iriad:.

to climb up the wall and then - he started .to eat an apple."

Since it was possible to order the of pictures in various ways, the
4

same plot and characters were not always provided. Story introduces a in

brother and has a rather incomprehensible Plot because the child who told this

story placed the cards in sequence without regard to content. He then attempted to

construct a story that would fit the order of pictures, rather than order the

tures by considering what sequences made the most sense.

L: Okay.
D6: I guess thpsp are mixed up.
L: Do you want to change them around?
D6: /ill change this one...right here, and this one right here.
L: Okay, now tell it to me.
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D6: T'see. He was running to get that apple cause it was fittin to
fall. So he got it instead, got--got another one instead cause
that cause he p he pushed that one back_ilp._ Then hethen thr
he sit dawn then the dog start lookin up then he w--walked and
then he climbed over the fence and get it. And another w--and
th and another boy came, his twin brother came then he--then
his twin brother was gonna get him a apple.

L: Mhm. Okay. So that's--um two five 'four one three. Great.

The second task consisted of telling a story based on one picture, that

of the African woman (included in the appendix). Again, the responses of the

children ranged from a simple-description to a fully developed narrative.

Story B3 contains no formulaic opening nor any information that is not visible

in the picture. Even after the interviewer probes: "Is there anything else?"

the child adds only one more bit of simple description.

,B31 Hmm that's a hard one.
L: It is a hard one.
B3: Is (name ) do it to?
L: Mhm.
°Mt Hmm. Let me see. Lad;-'s walking and he has somes-- in her basket

and she's balance it c hcr ",K 1.

L: Is there anything e.10
B3: Um. I don't know. -ing by ,the water.

L: Anything else?
B3: No.
L: Thank you.

Storf al ooctains neither formulaic opening nor any information about the

main chatv:tor, ,TArroducIng hei only as she. Again, the story begins as a simple

descriptit.1A: "ehe was carrying..." but then the story teller lets his imagination

run free eta ha ii.;ts, in a kind -2f litany, the contents of the basket: "...apples,

plums, grapes, cabbage, greens..." and constructs .a reason for the action shown

in the picture: "...so she could-bring them to her mother se her mother cook all

kind of things for her or dinner". However, this stor: is more a reason for

the action than a well-,r,,-Ided narrative "which presupposes a reason for the

action.

Story B6, in contrast, begins with a forulaic phrase followed by t descrip-

tion of the maf, character and the setting. The story teller provides few con-

crete details but makea'evalmitive statements instead: "she was really poor" ,

"they had a-really tough life". So, although the story is very sparse, several

of the basic narrative elements are given.

Some children had considerable difficulty producing a story from this

stimulus. With the interviewer's encouragement, however, they could increase



the length of their stories. Several of these:children' would continue adding

details until they found a closure for their stories. Al "...then later on

that night she 'goes to bed". Probes from the interviewer, though contentless:

"is there anything else?" seemed to provide'a fraMe on which the child
f

could

hang her/his story. iu a recent study of classroom stories Dowley MacNanee

(1979) found a similar phenomenon and has suggested that the collaborative work

of teacher to produce a story is an essential developmental part of

learning strategies. Without any input from the intervierer, two children in

the study told fully - developed, narratives, complete with formulaic opening,

introduction of character, several elements of action, a problem and its

resolution and evaluative statements. Story B5 is an example of such a story:

L: Okay. Now, another thing I'd like you to do is I'd like you to
make up a story about this person.

B5: Mhm. Mhm, I wonder where -this place is...
L: That was an envelope sent to a friend of mine. And the person

who seat it thought that it was a nice picture so they put it
on the other sideT But I just wondered if you could make up a
story 4%.,out that picture.

B5: Once there WAS a boy named Jimbo, and he lived in..,I dan't know...
where he lived.. And he...and he used to carry things on his head
back to his house. And, sr one day he was walking along the road,
fixing to go to the store and he saw this basket. So he took the
basket and walked and walked and walked, until he got tired. And
so he sat down an(' :argot all abou; ...forgot all about goin to the
store, and so he -lc: got back up, ran to the store, but it was too
late, the store closed. So when he got back home, his mother was
angry and so he hr= to go to bed without no dinner.

This task was perhaps the mc3t difficult since the children were provided with

a character but no sequence of action. They wera asked to build-a story with

its complicating action mround a specific character who, perhaps, resembled

no "one they had .met before in stories ei_ther-heard or read.

Our analysis on the use (7, : ;Lary schema in the storytelling

performances, whether the story schema was :fully developed and presented.,c

adequately sequenced with.Possible'narrarive/descrip4iva embellishments.

We coded both stories according to the adequacy and quality of the stories

told, and then assigned each.story a numerical evaluatian.repoTt-tur-todIng

schema). Our statistical analysis was in two stages; firstly, we correlated the

story-narrative variables for the lrst grade children4s performances on standard-

izedieadingtests, metalinguistic tests and on other discourse tasks. Secondly,

we selected nine composite discourse and reading/metalinguistic variables in.

cluding three 7ariables developed from story narrative tasks_ in Which we

performed a cluster analysis hy cases.. The resulting clusters'of 'children,
1 0

could then be compared both with the reading group "clusters" formed

by the teacher on the basis of the perception-of classroom performance, and with

the clustee-1 performances on other:discourae/reading tasks.



TABLE I

Correlation with School Reading andlietnlinguistic Tests

Word Recognition

I II Blends List

P.N. I .15 .30 .41 .24

P.N. II .38 .27 .42 .64.

P.N. .02 .18 .31 -.09

Correlations with School Tests Relating to Discourse

Passage Vocabulary Sentence

P.N. I .48 .42 .38

P.N. II .51 .41 .40

F.N. .40 .27 .34

Correlations with Other Discourse Variables

Exophoric Index Connections CommUnications Task
Accuracy:

P.N. I

P.N. II

F.N.

-.27

-.49

-.26

.15

.14

.49

.23

.48

-.08

P.N. I - Picture Narrative Schema I

P.N. II - Picture Narrative Schema II

F.N.- Free Narrative Schema KAfrica story)
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The results of the correlation analysis (see table r. ) show us that the

story narrative scores have a close relationship with other discourse tasks and

yet are differentiated in the narrative skills that they represent. The free

narrative which does not provide either element of plot or character has its

strongest correlations with discourse variables which relate to_the construction

and processing of longer strings of text. The picture story tasks relate more

strongly to sentence word and phonetic tasks which stress accuracy of perception

and precision of expression. It is interesting that the highest correlations are

with the re-telling of the picture story when verb recognition of a different

story sequence should be made. This second telling has a relationship to the

accuracy score on the communication task reported by Simons and Murph...,, rad

-another high correlation with a word listing task which requires preclAon.

These correlations give support to our hyp- hesis that there is a productive

discourse ability that exists which relates to, but is independent of,

reading skills.
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Groupings for Readin - lrst Grade

LowHigh + High Middle

Jenny (W) Ahab (W) Connie (B), Celena (B)

Jessie (W) Eleanor (W) Christine (B) Clark (B)

Joel CW) Laurie (W) Nori (W) Darrel (B)

Deena (B) Daniel (W) Andrew (B) Melinda (B)

Martin (W) Ndumbe (B) Merle (B)

Carl CO Chuck (B) Sherry (B)

Francis CW) Paul CO Wally (B)

Jon CW)

Students in the 4 Cluster Groups

Francis (H)

Jenny (H+)'

Eleanor (H)

Joel CR+)

-Laurie (R)

Celena

Chuck CM) ,

Ndumbe (A)

Cluster 1

Ahab (H)

Jon (M)

Cluster 2

Carl.(H)

Daniel (H)

Cluster 3. -

Melinda CL)

Clark (L)

Cluster 4

Wally (L)

Christine CM)

Andrew 00

Deena (H+)

Paul (M)

Nori (A)

Darrel (L)

s4

le{
sc..1,0.1)
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The Variables Entered into the Cluster Analysis,

1. Reading ability at the word level: CTBS word recogni ion tests at
time 1 and 2.

2. Reading at the discourse competence level.
3. Metalinguistic awareness atlthe phonological level
4. Metalinguistic awareness at the word level - lexical deletion
5. Oral discourse - I

- Exophoric reference index (See Simons and Murphy for description of
variable)

6. Oral discourse - 2
- Picturb narrative schema I (first telliu3)
- Picture narrative schema II (2nd telling)

7. Oral diScourse - 3
- Picture narrative order of pictures

8 Oral discourse - 4
- Free narrative. story schema (African story)

9. Picture perception and reading group placement

X z scofes on 9 cluster variables for 4 groups

Group 1 2 3 '4

1. RDAWD .365 .285 .276 -.393

2. RDADIS .285 .268 , .195 -.435

3. METAPHON .111 .237 .271 -.116
)

,

4. METAWD .165 .29.6 .263 -.527

5. ORDIS I -.025 -.066 -.070 .062

6. ORDIS II .494 .009 .115 -.256

7. ORDIS III .251 .282 .251 -.426

8. ORDIS IV .317 -.397 -.040

9. TEACHPER .565 .4J0 .251 -.330

N=6 N=8 N=6 N=X4

St

Rank Orders

RDAWD 2 3

RDADIS 1 2' 3 4

METAPHON 3 2 1 4

METAWD 3 1 2 4

ORDIS I 2 a 4 1

ORDIS II 3 2 4.

ORDIS III. 2 3

ORDIS IV 1 '4 3

TEHCHPER 1 2 4

tyC
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Discussion of the Findings in the Cluster Analysis

The Cluster analysis by cases. was performed on nine va .iiables. constructed

from the key reading,- metalinguistic and other discourse tasks described'in the

following chart. Our aim was to see in that ways theatory-narrative 'tasks and

their related discourse/reading skills could be used as a'selective principle for,

categorizing students, and if these discourse, sbilitiils'were' in any way,differ-

entially distributed from reading skills and reading group nlacement. If

differences were to be shoshi, then we need to see which of these variables were

differently distributed.

Our findings briefly summarized support our hypothesis that discourse-

narrative skills while related ,to reading.are an independent dimension. Ini-

tially we can see in the following chart showing the cluster group's composi-

tion by child that reading group placementis-not Synonomous with either dis-

course skill nor ethnicity;there is however-a high degree of overlap with

reading skills. The first formed and therefore most alike group on discourse

relatedtaska,isclusteronemposed of 4 _white and 2, black' children

who are in H+,11 and middle reading groups. The second cluster group is:all

white children in both high and middle reading groups. The third and fourth

groups while both composed of black children differ in that group three ,is

made up of-low reading group children and group fonr'is made up of middle

reading group children.

When we look at the variable values in the matrix as a rank ordering of groups

on the nine variables we begin to see in more detail how the discourse tasks

ontLory-narrative relate to the other skills (see chart 2. ) The Specific

reading tasks have a similar ordering., in relationship to the. clustergroups,

although as we have shoqn they do not ave a precise agreement with reading

group placement itself.but represent an nteresting diversity. Variables

3 and 4 relate to the selected metalingUistiC tasks, .here the reversals of

rank ordering between the g ups suggest'An alteration of the relationship

between specific reading skills such as phonetic.recognition, word segmentations

tasks and discourse; abilities. 'It is interesting, following on from Collins

study, r,7,,t1c.,:l that cluster 3 formed of low readers. has the highest relation=

ship with phoneme segmentation and recognition tasks, the skill in which low

reading groups get most-practice. The mostly high reading group (cluster two)

has highest rank With the word recognition, tasks. Both reading tasks and the

teacher's perception Of reading ability agree with the cluster ordering suggesting

(p.



that while cluster 4 'members are quite good !7-ory-tellers and are in the

middle reading group, they are perceived by. the reacher as potentially

difgicult to evaluate. Rank ordering of the cluster groups and the discourse

variables shows an interesting'variation. On the first telling of the picture

-narrative group four has the highest Z score suggesting that the members of

this group did best on this task as a group;, but for the

ordering followed the group assignments. Discourse variable three was the

correct placement of the five story cards in sequence, in this,t:7.uk group \

two scored highest. Discourse task:four, the free narrative, uzain group

one scored highest/with group 4 scoring higher than group r1 lusgesting

that our predictiOn about story-telling ability with readir, eceive

some support.,

Our conclusions to this study.are that the cluster grolip r.atalysis gives us'

a way of estimating the influence of story-telling abilities as part of the

discourse competrnce that children bring to. achieving based skills

of reading and literacy. These findings auggeet that ciourse abilities
1 1

are varied, and/that not all discourse tasks develop the same talents.

We suggest thatimore work with oral narrative in-several forms might be an

alternative preparation and support for the development of reading skills..

We would like to thank Don Lue,(Pchool of Education,Berkeley1 for his help

with the statist cal analysis.
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SITUATIONAL.PROPERTIES OF COMPETENCE:.

- A CASE. STUDY OF ONE CHILD'S BEHAVIOR IN;TWO EDUCATIONAL'SETTINGS

I
1,

Janice. Schafer ,- University Of-California, Berkeley

I

Traditionally, experkal res6=.h on teaching and learning attempts to

manipulate one variable while holding all others Constant; the results are then
I

general z )d to other settings.. The setting itself and the reasons for subjects

being ihi particular setting are not typically considerefilas variables of
o/

any imptance. The students themselVes are commonly viewed as objet with

attribu4S.that can be measured, so that the focus has:been on developing
,i e,

objective measures of absolute capacities that a child uses for

-

all situations,

.0/rather than on interactional contexts and:on teachers' way of assessing and

typifying students'and on theways inwhich teachers and students interp6 ret and
,

give meaning to educational situations. Children's coupe ency and motivation

are seen as fixed attributes and not as varying/qualitie whigh are dependent

upon the particular demands of specific setting's and situations..

An alternate perspective on teaching and learning views children's abili-

tied as a function of, the particular setting,',the explicit and implicit

for participationinchat setting and the criteria for success.. Barker (1968)

was an early proponent of environmental theories of human behavior and more

recently Col (1979), Stressed the need for a."theory of environments" or a

"taxonomy of behavioral settings", whichawill take into account influences

resulting from particular settings' and contexts. I

The pesent paper\deals withone child's observed behavior in two different

educational settings, a 'fourth grade classroom and a field trip to a "discovery

room" located in a public science center. In comparing one child's behavior

in the two kinds of educational settings we will document the context-bound

Aature of evaluation of children's abilities, analyzing the physical features

of each, setting,: rules for participatiot and the behavioral displays, both

kinesic and verbal, that demonstrate attentiveness and involvement, Competence

and learning in each of the settings.' We will argue that these environmental

variables combine to produce situations which strongly influence children's moti-

vation, level of participation and ability to demonstrate competency. We show



how the same behaviors defined in one setting as "immaturity", "disruptiveness"

and "inability to focus attention" are seen as "curiosity", "creativity" and

"strong exploratory tendencies" in the other setting.

The present Work is a part of the School -Home Ethnography Project (1978)

that seeks to document and explain differential learning in the classroom and

children's behavior and modes of learning. across-settings. For seven months

Schafer was an active participant and observer in a fourth grade classroom.

Prior to the outset of this project, Gottfried (1979) had conducted a study

of children's behavior and learning in the context of school field trips to

the "biology discovery room" in the Lawrence Hall of Science (LHS) at Berkeley.

This study pfovided baseline data on chiIdten's exploratory and social behavior

and learning in the science center setting which enable us to characterize

this setting as a strategic research site for investigating children's informal

modes of learning in a free-choice educational setting.

DERRICK'AT SCHOOL

Derrick was selected as one of six target students to follow through the

school year in a multi-ethnic, urban fourth grade classroaM. Focal individuals

were chosen on the basis of ability grouping and observation of informal peer

associations as part of an ethnographic study of haw classroom participants or-

ganize events like lessons, reading group meetings and seatwork and with the
o

implications these processes have for the evaluation of students' performance.

We were particularly interested in how children's experiences in the classroom

differed as a function of participation in different abiltr.57 groups and with

the interactive processes that created and maintained the social identities of

good and poor students. Derrick was selected because he was in the low ability

group for both reading and math and yet he seemed to be socially influencial

with peers both in and out of school. By the second week of school, Derrick

was identified by the teacher as a "behavior problem" because of his "immaturity".

The teacher describes Derrick as "eo immature, he's unable to do as instructed
v

for any period of time. He's young, June or July birthday, has low skills. I

still want to send him back to the third grade." From the teacher's perspective,

Derrick's problem, the location of his trouble, is his immaturity. Immaturity

is a common sense construct,. a social type, used by the teacher to interpret

student behavior in the classroom. Designations of maturity/ismmtAxity are ways

of explaining why certain actions occur in the classroom because of posited

'developmental abilities. But immaturity is not a characteristic of the child
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independent of the context of the environment in which the "immaturity" manifests

itself. The:teacher's assessment of Derrick makes sense only if it is embedded

in some understanding of the nature of social organization of the classroom.

That is, the teacher assumes a shared notion of classroom activities as the

contexts in which such troubles present themselves and become impediments to

teaching and learning. Here we will be concerned with documenting. the teacher's

assessment practices in relation to the classroom contexts in whiCh the evaluation

is situated in order to show how the practical circumstances of implementing

group instruction are transformed into criteria for evaluating student competence

and learning potential.

THE SOCIAL ORGANIZATION OF THE CLASSROOM

Much of what goes on in the classroom represents relatively stable patterns

of organization established by the teacher in response to the basic conditions

of teaching: the teacher must plan and manage instruction for a diverse group

of 30 students and deal with the social properties of the collective. The daily

routine of classroom activities operates as a sequence of "controlled behavior

settings" that were planned by the teacher to ensure both order and constructive

activity in conformance with her learning goals for students. She is explicitly

aware that the immediate social setting shapes student behavior, that students'

actions are grossly controlled by the pattern of constraints and opportunities

provided by the instructional contexts by which the teacher. structures the

school day. The episodic organization of the school day becomes one of the

primary schemes of interpretaion by which she assesses behavior and typifies.

students. Very early on the teacher begins to formulate.a picture of the

individual students in the class in terms of the way they behave in recurring

educational situations. The appropriateness of a student's behavior is assessed

in relation to the context of its occurrence and in terms of how the etudent's

actions impinge on the scheduled. activity for the collectivity. Derrick's'

behavior violates the teacher's expectations for appropriate behavior in two

well-defined situational frames for classroom events: Independent work and

whole group lesson situations.

INDEPENDENT WORK: The teacher's view of Derrick's "exploratory behavior"

One particularly salient feature of classroom organization. in the elementary

grades is the assignment of students to ability groups for reading instruction.

Teachers perceive that most classrooms contain children who vary widely in reading'
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ability and attainment, and hence in the capaCity to benefit from any particular

level or pace of reading instruction. In this particdlar class, the beginning

of the year reading test scores, measured in grade equivalents; range from 1.6

to 7.9. The teacher subdivides the class into 3 ability groups and meets in-

dividually with the two students who read at a first grade level, in order to

accomodate the student diversity. The popular belief is that ability grouping

reduces "pacing problems", allowing the teacher to adjust the curriculum to an

appropriate level of challenge for each group. However, grouping for instruction

also poses a management dilemna: Since all groups cannot have a teacher directed

lesson at one time, the teacher must Plan and manage multiple activities that

occur' simultaneously. A common pattern, and the one used in this classroom, is

for the teacher to conduct a reading lesson with one group while the other

students work independently on seatwork assignments at their desks. The fact that

the teacher has to monitor and maintain the entire social setting as an appropriate

work environment while she is engaged in working directly with a small group of

the children, has an important influence on the forms of control and'evaluation

applied to individual behavior. Students are expected to exert self control

and "act like grown up fourth graders" by staying in their seats, focusing

attention on their work and avoiding behavior that is distracting to others.

Early in the year, the teacher rays that her role as a fourth grade teacher

is "to grow up. the children" and "teach them to work" in order to enable them

to make the transition from the,Ptimary grades to middle school and meet the

requirements necessary toetheir "survival", based on her knowledge of what lies

ahead in 5th and 6th grade. One of the teacher's primary goals, and a stated aim

of the fourth grade curriculum, is to foster "independent work habits"-or more

specifically, the-ability to follow instructions and settle down to work in

the presence of others with little direct assistance or supervision from the

teacher. From the teacher's perspective, the daily morning seatwork assignments

accomplished both instructional and management aims. They provide students with.

opportunities for and practice in doing independent work, and free the teacher

to work with small groups of 01.1dren. As the teacher works with one group of

students, she also monitorn the activities of students working independently

at their desks, attending to noise and movement as cues indicative of an appro-

priate level of work engagement. Moving around the room without an apparently

legitimate errand (such as 'sharpening a pencil), talking loudly, or interrupting

the reading group to ask the teacher a question are forms of behavior that are
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sanctioned. Quiet talking is tolerated as long as it does not disturb the reading

. group meeting. Provision .is made, at least tacitly, for children. to cqnfer with

others about assignments: the children are seated in two aisles of desks. Desks

are side by side, facing another row of desks. Part of acting like "grown up

fourth graders" is learning to "maintain" themselves in a very interactive seating

arrangement without the teacher's direct supervision. Children who cannot sit in

the gtoup without distracting themselves or.others are excluded from.class seating

and have their desks placed on the borders. of the room. away from the group.

It is in the context of this activity that Derrick's identity as. a "behavior

problem" is initially formulated by the teacher. Derrick does not stay.in his

seat. He likes to move around either shifting to.one of the group study tables-
,

in the classroom to work, or getting up and walking to various locations in the

classroom under the guise of a legitimate errandsharpening %pencil, getting

a kleenex, throwing paper in the waste basket, etc. One of the variable, negotiated

elements of classroom discipline is how the teacher defines a particular student's

movement in a particular situation. Thereachei might ignore it, she might inquire

as.to its purpose:

Teacher: Michael, what are'yoUAoing in the closet?

Michael: I was only getting my pencil.

or she might view it as symptomatic of an underlying problem. In deciding how a

particular student's action is to be "seen" or "taken", the teacher makes some

identification of the student involvement in terms of past academic performance

and general classroom deportment. In this particular case, Derrick's behavior

is glossed as "inability to focus attention, inability to stay in his.seat and

to do work independently". Derrick's behavior is seen as an impedimentro his

learning andras a distraction to others. Thus sensitized to this behavior problem,'

the teacher "makes an issue" out of compliance. Derrick's desk is moved away from

the class group to a location near the reading table so that: the teacher can monitor

his activities more,closely. Every Movement which occurs in the guise.of legiti

mate activity is commented on:

Teacher: "Derrick, I'm going to have to start charging you a nickel
for each kleenex."

The teacher's perspective is determined by the practical circumstances of teaching..

4th grade with its particular forms of classroom organization.. If students cannot

, work independently, the classroom. organization of ability groups for reading

instruction cannot function. The pragmatic task of maintaining ability groups

and the situational demands on appropriate student conduct in this setting
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underly the teacher's characterization of Derrick as an immature student. A

student who cannot stay in his seat and focus his attention distracts the teacher

from her work with reading groups and requires extra attention and, effort in

monitoring his seatwork activities so that his behavior does not result in the

disintegration of the classroom situation as a setting conducive to serious

work.

W1OLE CLASS LESSONS: Derrick as a catalyst for misbehavior

In the whole class lesson situation/ehe teacher addresses the class as a

group; transmitting information during actualimtruction, giving directions for

assignments or issuing procedural directives and announcements. On these occasions,

the students are expected 'to be "listening" or "paying attention" to the teacher...

Suth listening precludes students simultaneovsly attending to side involvements,

such as interacting with peers, playing with pencils or rulers or other objects

on the desk, beginning work on the assingment before the teacher has completed

-giving directions, and so forth. At the beginning of a lesson, the teacher

frequently issues directives such as "sit up straight and look at me" or "I

said to get books out, not open them. I want your attention up here" until

the group.assumes a coherent configuration of both postural and visual attention

to the teacher. She withholds instruction until the room is completely silent,

symbolizing the termination of all side involvements. In this situation, -where

all children are expected to direct undivided attention to the teacher, such acts

as fidgeting, whispering, daydreaming, and minor disruptive behavior are seen as

threatening the main involvement in the lesson and are sanctioned. For example,

in the beginning phase of a math lesson, Derrick stretches and yawns audibly.

The teacher says: "Please leave the room if you're going to be sc rude. Cote

on now, leave the room." Derrick goes to sit at a desk in the hall and begins

to look through its contents. The teacher says to the. class: "He even disturbs

us when he'sout of the room." Addressing Derrick, she says: "Quit banging the

desk top." (A few minutes later she goes out to Derrick and says: "Hey, why

can't you behave yourself." She brings him back into the class to hear the

directions for the assignment.)

Part of the teacher's expertise in maintaining-collective attention to the

task at hand, is her knowledge of the characteristics of individual students:

which students are easily distracted, what kinds of answers to expect from

different students, and the likelihood that a particular student's behavior



will elicit reactions from:other students. .In-this contextp Derrick is viewed,

as a catalyst for misbehavior. .Detrick is verbally adept at making pima and

.other 'double meanings', refraining the context in a way'that is disruptive to the

lesson focus. For example:

During a spelling lesson involving words with variant spellings

for the long e sound, the teacher says: "Sometimes that same sound

might be spelled..." Derrick calls out: "Wrong."

The teacher is writing students'. responses on the board. Derrick

calls out "Yabba Yabba Doo!" (Another likely offender in this context

is a boy named Abba. Derrick turns around in his seat and looks at Abbit

as if he is reacting to Abba's comment.)
The teacher turns from the board and looks at Abba. She says: "What?"

Abba says: "I didn't say that."
The teacher looks at Derrick, then resumes writing do the board.

A teacher from the district office is conducting a written lesson as

a model for the classroom teacher. The lesson involves writing an

expository paragraph containing an ASSERTION, PROOF, and CONCLUSION. The

visiting teacher has elicited an assertion statement: "Mrs. Hayden is

. nice". She calls on other Students for statements that prove this

assertion.
Margo says: "She doesn't yell at us too much."'
Derrick calls out: "Prove it! OK, take it out."

In other contexts, Derrick's behavior might be taken as a sign of verbal

creativity and intelligence. In this context, the teacher views it as
0

being "uncooperative". Calling out is an inappropriate form of "attentiore---

getting" behavior characteristic of immature students, further evidence of

Derrick's immaturity and inability to participate appropriately as a member of

the classroom Collectivity. Underlying the, teacher's use of the social type
P

"immature student", and:the grounds for its application'to Derrick's behavior

in this setting, is a very practical concern -- keeping the attention of 29 students .

while_ one student is misbehaving and diverting the attention orthe others.

PLACEMENT IN SUBGROUP STRUCTURE AND SUBSEQUENT GRADE RETENTION

The teacher's designation of Derritk RS an "immature" student is used as

a resource for making placement decisions in regard to ability grouping and

promotion to the next grade At the beginning of the year, Derrick and three

other entering students join two "retainees"--students repeating the 4th grade--

in the low reading group. The teacher's practices in' making assignments to

reading groups rely on her assessment of the child's behavior -- trouble- making

propensity, willingness and ability to work independently--as well as on

academic indicators -- test scores, academiC record and teacher recommendations
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from tte previous year.

end of 3rd grade and at

group. Test scores are

The following table shows reading test scores at the

the end of 4th grade for the students in the low reading

expressed as grade equivalents.

"new" Students end of 3rd grade end of 4th grade

Derrick 2.9 3.8

Trent 2.8

Danita 2.0 2.4

Alice-Jean 2.0 4.4

"retainees"

Cam 2.4 3.8

Terry 2.2 3.8

In the fourth week of school, the teacher changes the group assignment for one

of the students, Alice-Jean, moving her into the middle ability group. A

comparison of the teacher's remarks following the first parent-teacher confer-
')

ences reveals some of,the social criteria that enter into the teacher's judge-

ments and affect the student's school career:

Alice-Jean: "Good worker. So motivated, I expect her to be on grade
level by the end of the year. I wrote nothing but good

things in the report."

Derrick: "So immature, he's unable to do as instructed for any period

of time. He's young, June or July birthday, has low skills.
I still want to send him back to the third grade. I told

his mother that he will not leave this class until he's

ready to do some work."

What Derrick lacks is not-intelligence. His trouble in school arises fram his:

,failure to exhibit patterns of behavior in conformance with the normative order

for classroom displays of competence, attentiveness and learning. The teacher's

generalized deficit view of Derrick's__. performance is phrased in-terms of his

lack of certain social skills that are necessary for survival in the formal,

organized environment of the classroom. Discipline, is the teacher's gloss for

patterns of control and attention that are seen as prerequisites to school

learning. Derrick's incompetent behavior--his inability to focus attention,

inability to stay in his seat, inability to do independent work, inability to

do as instructed for any Period.Of time--takes on its specific meaning from

the setting and its use by the.teacher to both organize and recognize learning

performances. In contrast to Derrick's failing performance in the classroom,
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his behavior, in an educational setting which emphasizes the active role of

the learner provides a quite different view of his competence.

DERRICK AT THE BIOLOGY DISCOVERY ROOM

The Biology Discovery Room at, the Lawrence Hall of Stience contains an

assortment of animals, most of whith can be picked up, andan apparatus that

allows visitors"to make discoveries about animal behavior, anatomy and physi-

ology such as stethoscopes for listening to heartbeats, materials for building

rat mazes and snake mazes 'and skin temperature maps. During school field trips,

children are given a brief orientation and then are free'to explore the room,

touch the animals and engage in activities. Derrick was systematically observed

as one of six focal individuals during his class' visit to the Biology lab.

Oerrick had been chosen as one of the focal students in the larger. ethno-

graphic study because he was in the low ability group for both reading and

math; other focal students in high and middle ability groups were also observed.)

The hour-long visit to the Biology Discovery Room was videotaped using two statiou-

ary cameras and a Porta Pak unit. The six:target students were audiOtaped during

as much of their exploration as possible. For two of these children, including

Derrick; physical movement patterns were also recorded. Eight adult observers

were involved, one tracking each target child and two doing the physical move-

ment records.. Observers were. unaware of the hcildren's ability group placement

atachool. All episodes of exploration were noted, timed and coded using the

Curiosity Index of Motor Activity (CIMA) (Peterson and Lowery, 1974). Questions

.

the children .asked were recorded, along with information about the social

. grouping at each exhibit and the context of each exploratory episode. The focus

of interest was on how children, influence one_another's exploratory behavior and

learning.. (For a more complete description of the methodology used, see Gottfried,

1979.)

EXPLORATORY BEHAVIOR AND CURIOSITY

One important dimension of children's behaviOr in the discovery room setting

was the degree of their exploratory behavior. When a child encountered an ex-.

hibit, did s/he observe it, touch it or manipulate variables so as to conduct an

experiment? These types of behaviors were rated 1, 2, or 3, respectively, using

an CINA. Derrick was extremely active and exploratory during his school field .

trip to the Biology Discovery Room. Derrick's choice of activities and the

duration of his involvement at different exhibits reflected his out of schoOl
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interest in fishing and related water sports. He Spent more than 2 minutes at.

each. of 4 exhibits: the duck pond, the crayfish pool, the.turtles.and the fish

tanks. At each of these exhibits, Derrick told stories about experiences he and

his father had had fishing and catching crayfish together. On one occasion, he

`proudly described how he prepares gumbo from fish that he catcher.

AS Derrick proceeded from place to place in the room, he displayed the dis-

tinctive "search and dart" type of motion that was also reported in Gottfried's

study (1979) of 30 other focal individuals. This pattern of behavior involved

the child scanning the roam-as he_imlks quickly.in a straight line and then,

without wathing, shifting direction with a sudden, jerky movement in order to

make a bee -line for an exhibit that has caught his eye. Derrick engaged in

more episodes of exploration than any of the 30 focal individuals in Gottfried's

study and. engaged in a greater percentage of experiments (activities rated 3 on

the CIMA).than the average. of the.30 other children. Derrick expressed curiosity

verbally as well, asking twice the average number of questions during his visit.

The. table below provides a summary of the data on Derrick's exPloratory bdhaviOr

along with the averages of similar data on the thirty focal individuals studied.

by Gottfried in the same setting and context.

Table 1. A summary of the data on Derrick's exploratory behavior in
the Biology Discovery Room compared with averages of 30
focal individuals observed in the same setting and context.

taerrick's Observed Behavior Average of 30 Focal Individuals

of episodes rated as "1" on CIMA...29% 35%

% episodes rated as "2" on CIMA...42% .40%

.% episodes rated as "3" on CIMA...29% 25%

# episodes of exploration....57 (s -8.4) 23

# questions asked...7 (s = 4.0) 3.6

DERRICK AS TEACHER AND CATALYST

One focus of particular interest is on how children influence one another's

exploratory behavior and learning. Two behavioral phenomena found to influence

the childrees exploration and thwflow of information during field trips are

peer teaching and observational learning. Peer teaching is where one child

intentionally demonstrates skills and conveys facts to another child. Obser-

vational learning involves one child unobtrusively observing another-child who

2O
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is involved in an activity and then getting involved him/herself after the role

model has left or, at times,jaining the role model in the activity. During the

brief orientation that is presented to all school visit groups before the start

of free exploration, all children are explicitly asked to share their skills and-.

knowledge of animals with others who may be less experienced and possibly afraid

of some animals--

In the course of his exploration of animals and exhibits, Derrick was ob-

served in the role of-peer teacher. and role model for unobtrusive observers.

There observations are summarized below.

Table 2. Idstances in which Detrick was observed acting as a peer
teacher and functioning, as a role model.

Description of behavior Number of Observations

Deliberately demonstrating .

an experiment or skill to
another child or children

DeliberaLely conveying infor-
'nation about animals to
other children

Functions as a role model
and/or innovator by initiating
an activity and attracting
other children as observers
and participants

3

5

0

Since he'drew a crowd of observers on 5 occasions and was also explicitly asked

for help in picking up animals on at least two other occasions, we have evidence

that other children recognized Derrick's competence in'this setting. Derrick

contributed to the flow of information in the field trip setting by deliberately

sharing information and skills that he had and by setting an example for other

Children who engaged in activities af-er having observed him. Derrick's behavior

can also be described as cooperative since 4 of the 7 'demonstrations' listed in

Table'2 refer to incidents where he showed 'other children how to hold or pick up .

an animal of which they were fearful, thus making it possible for the other

children to participate.

We can see from these observations on Derrick's behavior in the context of the

claseroomand.in-the context of a biology laboratory that Derrick pre4ents

a different persona when his own personal interests govein his interaction .

with both students and adults. Learning what balance of impersonality and

friendliness to maintain in each classroom situation is not an easy task for

the ,pupil. Some are more successful in this learning than others. For
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Differences in environmental assessment between:

Biology

Discovery Room

O

Encouragelvmotor-activity--
toiAing, moving about,

. manipulaemg.

2. No uniform Standard of behavior.
A wide-variety of behavior is
acceptable and no formal
evaluation, takes

3. Peer-teaching and collaboration
on activities is explicitly
requested and encouraged.

4. No_formal evaluation or external
criteria of success is used.
Children establish their own

..agendas.

5. Group decorum is not an issue
in the discovery Room.

6.- A wide variaety of activiities.
are'perceived as being educational
including motor exploration
and sensory interaction with the
environment.

7. Student - centered, choice and
d . direction of activities (including

talking).

4th Grade;School

Classroom

Uses passing out papers,
aharpening pencils, carrying
messages to-theoffiCe, and , .

other'teacher-direCted physical
activities as rewardsv self-
initiated motor activity is
punishedu-

2. Compliance with normative
standards of behavior is a pre-
requisite to participation
in learning activities.

Most forms of collaboration
come under the heading of
"cheating ".

4. Evaluation is individual.

-5. Great emphasis is placed on
group decorum.'

A narrow range'of recognizes
learning activities exist.

7. Teacher-centered.

8. The purpose of activities S. The intended outcomes of activities
becomes aPparent as the activity are explicit from the outset.

runs its course; it often changes.

9. Personal Knowledge experience
and out of school interests can be
applied to many situations.

9. Out of school.knOwledge and
interests can be used only if
they'can be expressed in terms
valued by the school.
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all children, haweirer, classroom disdipline serves as the basic. source of

information. It is primarily in the context of playing. around during work -

time that student peer groupings can be observed to contribute to the.

establisbment.of productivity standards among their members - in the direction

',of "restriction of output". Peer group play activity during work-time often

does serve-as a competitive alternattve to working. However, student

susceptibility to-these influence% does vary: and veriescin relation-to the

strength of network affiliations - and the modes of cooperation and conflict

learned in the peer group. Our study of Derrick shows how one.particblar

student'in finding a balance between personal and social interests and cladh-

rooi.rules. creates:a school career that provides differential learning.PpportUnitiesl

when compared to his more.ruli-following peers..
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FAMILIES, SCHOOLS AND CHILDREN: THE HOME COMMUNICATIVE ENVIRONMENT STUDY

Jenny Cook-Gumperz - University of California, Berkeley

General Introduction

The work reported or.'-here was conducted through two different studies using

two different methodologies.

Study one was an interview based study of the,mothers' perception of her child,

how the mother saw her child as a school student and a report on the pattern of

activities that provided a family communicative environment and support for the

school goingchild.

Study two was an ethnographic study of family conversation with the target school
\ .

child in a naturalistic home context. This study necessarily had only a few
,--.6)

cases and is reported in the following paper.' The focus of the analysis of

conversations is on comparison of the home - school environment.

Much of the work on the family and the school has looked at the relation=

-Ships between these two organized groups in a very generalized form as of that

between two institutions that are the Ma n socializing agencies of the riety.

This relationship has usually been desc ibed or evaluated in terms of the amount

of blame or'respansibility that can be attached to either agency for the short-

comings of the end product: -,
the school child and;-' more particularly, the

school leaving-Child. While it is certainly true that the home/family and

the school. are the main agencies of socialization, they both, exist in an actual
,

social space whichls-far more complicated and which carries some of the burden of

responsibility: SchoolS-within-communities-and educational- systems;--families

within neighborhoods and and within wider networks of extended families

and friends. Schools and:families both are definable and define themselves

in relation to this wider series of attachmentsrto the society of,which they

are agents and, given this, their self-definitions are essentially unequal:

For the school is.a very clearly definable entity, both socially and ecolog-

ically, existing in a universally. specified set.of physical spaces, buildings

and relationships. .Families hOwever are much more varied in their composition

and in their location in social contexts.
...,..

While there are pathways of contact between' homes and schools provided by
i

..,

the:institutional organization of the school within the community, the main

contact between the home -fatily,and the ochOol is the school going child.

The. child acts as a go-between; a messenger-between the two agencies, perhaps

even between the two worlds or cultures of hOMe and school. Many children who.,
.
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Come from cultures or backgrounds in any of several ways different ftom the

school majority often become very conscious of their role as cultural go-between's. They

are aware that they must translate the sdbool's requirements of them or any demands

or requests made of the family into terms acceptable to their parents and family.

They also became aware that they must present their family to the schooli.and their

classmates, in ways that are acceptable; and that often means normatively cor-

rected (e.g Daddy works and Mummy stays at home and bakes and cleans, even if

that is not the case or that the roles are reversed). Very early'in their life

career in school some children learn how to achieve impressionmanagement between

these two very particular settings - school/classroom and home/family. Children

also know; is part of their very tangible social knowledge that these two settings

make very particular demands on them which differ. How the child sees his/her

family is very much a part of how the family defines itself. This self-definition

although likely to be.mediated to the child by the mother is created It= the

families interaction with its network of relationships - both its social and

occupational engagement with the world outside.

It is these issues that we explore in .the interview study with tothets

of the first grade children. Our concern focUSes on the issue that the interaction

of these.two groups of family and school as agencies for the socialization of

children is the interaction of two groups of unequal power, meeting as if in

equilibrium; equally concerned with the task of socializing the children who pass

between them. Hawevet, this equilibrium is not always either maintained-or

realized on the part of the families, and schools.

The family studies made in this research have explored the triple relation -

ship fraM two.peTsPectives:

one: the social relationships both within and between families that form the

social network for the family of which the school going child is a part. This

network provides the social context for the discourse experience of the child.

two the communicative conventions that develop within any particular. family and

the communicative experience these provide for the child particularly in comparison

with school discourse experience.

We begin with the exploration of the network of relationships which provide

the essential social context for the child's discourse communication experience

at haMe. The child's communicative understanding and social identity that he/she

brings to school is formed by interaction with family members and by the way in

Whic:h the family (parents/other-adults and siblings) mediate the other possible

soaial relationships of kin, friends and acquaintances to the child. The
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occasiona in social life of a family and certain explicit socializing events

have already provided the experiences through which the school child has learnt

to speak and to use language.to generate all kinds of social interactions. There-

fore in order to develop any theoretical view.if the ways in which. home and school

discourse,are comparable or different it is necessary to ground that inquiry in

some understanding of the social contexts for talk and-communication available

in families. There has been in the recent literature on child discourse very

little explicit consideration of the role of the family and its social relationships

in the development of discourse in children beyond the rJlationship of very early

speech development.. (an exception to this is the theories of Basil Bernstein

developed in the 1960's; Bernstein 1971, 1974, Cook-Gumperz 1973; Gegan 1979)

Such a wider examination of the role of the family and its relational patterning

in the discourse development of children is necessary for a theory of language

socialization which goes beyOnd the early and limited stages of the initial

acquisition of speech (for.critique, see Blount; Review of the development.

of communication Am Anthropologist 1980)

Research. in Families-

First a review of the possible ways of looking at the family in relation

to education. Recent studies concerned with.the families contemporary educational

al role have suggested that the family as a social group is not only hard to de-
__

fine, making policy decisions-Affecting families difficult, but it is also

elusive. Hope Leichter states in the. Family as Educator "the more you look for

the family the more it isn't there "(1978). So that while the family has been

recognized as providing an important learning environment for the pre-school

__child,. research_bn_the_further relationship of the family to children's schooling

have often seen the family. as merely providing either a positive or negative

support for school learning opportunities. Reasoning for this view of the family

sees it As providing secondary, or an informayearning situation for the child as

opposed to the formal learning environment of the school. Families are seen

as providing idiosyncratic learning environments of only. residual importance

compared with the structured learning contexts of the school. The preparation

of children for. economic roles in society has been taken over by the organized

institutions for the transmission of Skills and evaluation of performance that
. ._

are especially created to meet these specific societal needs. The development

of the theory of the nuclear family, of which Leichter's comment is intended

as criticism suggested that modern industrial societies reduce the influence of the

family in the processes of the maturation of children and also reduce the relation-
,

al network of the family itself; to the immediate nuclear grouping of one genera-
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tion of parents and children. This reduced group was functional for the social

and geographic mobility of contemporary society::(Smelser and HaXpern,.1978)
. .

However, recently this theoretical view has been questioned. While this view

has had wide spread influence in aocial and educational thinking in the 1960's,

this truncated view of the families influence has never been in accord with

much of the findings from the research that has seen the family as part of a

social community; as in the studies of the continuing influence of the family

over the life cycle of its members. From such a perspective the opportunities

that-different families can provide for their members is one-continuing factor

in theii class and economic position. (Bell 1968, Wilmot and Young 1963, 1973)

Added to this socio-economic influencelwe are now more aware of the continual

social influence of the'family as a mediator of the outside world and the

community to the child through,a continuing period of childhood. Recent histor-

ical research in the relation of families to community has exploted the nature of

a families education and ..sehociling_soals for their childien:(kaeaile'arid

Vinavokis 1978) finding that where a family views itself as part of the local

community,choices of schooling are related to clearly defined future goals for

children as adults.

It is therefore important to look at learning of discourse skills and langu-

age experiences gained in the family that continue to shape the child's social

understanding through most of the school years with few exceptions; one such

exception would be the socialization process provided by comprehensive institutions

such as boarding schools. Children bring to their early yearsin school a commun-

icatively developed identity. It is in these early years where the clash between

home and school practices are seen as of particular importance.

An initial problem As how to gain access to.the family communicative envi-

ronment, if thi-family is an eiirdive and-bard t-tr-define unit. We suggest that-we

can best begin by understanding the families own.definition of itself. Within

the research context the family has often been regarded as synonomous with the

demographers concept of a household. But,in terms of the communicative experi-

ence -.and language socialization potential of the family, it is only by understanding

particular families own awareness of themselves as a social group and their rela7

tionships to other groups, that we can begin to explain how different communicative

environments and conventions exist. This approach to the family is useful for

several reasons:

1) families are changing environments with different life cycle requirements- -

relational balance becomes renegotiated over the life cycle (changes of age

or of relationships e:g. divorce)

2) families have a changing relationship to the social world outside such as
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changes of employment -status,-eConomic factors and geographic changes.

3) families have a socio-political identity as a household of which they

are aware-but how thin identityis fulfilled must be negotiated in rela-

tion,.to.other families and other practices of the indiiidual family, as

the achievement of the normative ideal.

Central to this concept of the family as .a self-defining unit, is the faMily.

as a social group which has an internal network of relationships. and is part of

a wider social network. The family as a social network was a concept developed

by Elizabeth. Bott (The Family as the Social Network 1957) in a study both of the

patterning of parent-conjugal roles and the parents-conception of their family

as a normal or typically functioning family unit. The conception of a network

of relationships referred both to the balance of responsibilities and perceived

duties of the two adult members and their dual relationships to their kin and/or

their neighbors and friends; these networks of kin/friends were categorized .as

close-knit or loose-knit.

It.has more recently been pointed out that the concept of a network of

relationships made up of kin, friends, neighbors and assodiatealwkile providing

some of the reasoning for what happens inside the family in .terma of the support

system provided for conjugal adults, does not allow for the differences in support

that.ean be given by the ,diffe 2nt'camponents of the network (Barnes 1967, Noble

1976). The idea of a network of relationships that provides a seperate.support

system for the family and a mirror for its self-identity must be considered

also in.terms of the differences in contemporary society between friends, work

associates; close family members and extended kin and the strengthening or

loosening of these-varied ties bY'geographic or social_ proximity. Also the

relationship within families between the members and their own different

links to others may form a ,series of networks. Bott's original network idea

was to treat conjugal pairs as a single unit whose relationship to self and

others formed the central core which shaped the family itself and its rela-

tionshipa. . The recent work whether critical or supportive of Bott's thesis

suggests that, the relationship of members cannot be specified in terms of

only the outside network. This,work serves, to highlight the importance of

giving serious consideration to the basic conception of the families defining

themselves in relation to their internal interaction and the way in which

families evaluate their practices as-a response to the world outside of the

family and to their social network. This idea of social network is centrally

important for looking'at the patterns of communication which develop and maintain

themselves in families.
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Apart from exploring the families existence and identity in the social world

we also need to find a way of conceptualizing the. language communicative

experience that occurs between family members.

The family as a unit can be -seenas having a communicative economy

(Hynes 1968) that ia,an allocation of scarce resources within the family domain:

time, space and psychic energy can all heeen as essentially but potentially

scarce resources within the family and which are distributed differentially.

Decisions about the allocation or distribution ofboth space and time reflect the

ordering of the families roles; this distribution also reflexively creates this

ocder by means of the talk and communication necessary to carry out the de-
.

cisions and reinforce the distributive schemes. Such a view is central to our

theoretical concern with the generation of social order through language. In

order to understand the communicative economy of the family we must explore the

familymember'sviews of the distribution of resources at them:int practical level

of daily life; thetoutinei and deviations from these that"MSke up family-events, the

uses of space andviews about the lifespace of the family members. This will be

a topic area for our study.

Such an approach to understanding relationships between members of a

family group will allow us to see how communicative patterns cat\develop and

how the regulative framework that the relationship of members of the family

provide for the development of specific discourse skills.- That is,we.are

looking for a way of-assessing actual families as social units and as environ-

ments for language socialization. By fotusing on the social network both support-

ing and influencing the family and their communicative economy (distribution

of resources within the family)we can hopefully differentiate between communi-

cative patterns and conventions that exist and proVide a possible predicative

basis for linking children's experience of the fmailY.communicative situations

to that of the school and to other learning experienCes.

w.

The next question is how can this theoietically outlined program be

carried out? The purpose of the Studies reported on here, were to provide.

some basic. information within the two areas theoretically outlined above for the

families of children in the first grade classroom. Our ultimate goal was a

better understanding of the nature of the communicative environment provided by the

home context and as-A basis .for understanding. the socio-communicative identity

these children bring to the school.. As we have described in the previous section

of the report, misunderstanding based upon-different inferential processes and

situated interpretations of intent within the-tillearea.daily,partof communication.

2U;.)
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However, if these misunderstandings are a regular part of interaction discourse

between teacher and student; they can become categorized as. carrying definable.

-social intent. The strategies of remedial communication are severely limited.- --.

where home discourse patterns differ.radically from those of the school. But another

essential component is the home supported communicative identity of the interactants.

HoW Miscommunication-remedial strategies and other conversational strategies are

used will depend to.a large extent upon the interactents previous experience

outside of school, aswell as upon the com4unicative patterns developed in

classrooms. Before we can explore in detail some specific strategies, we need

to get some idea of the social-communicative environment for most of the children

in the class and to develop 10moregeneral'idea of the way in which family prac-

tices provide a broader social-communicaave environment for, specific discourse

skill's to be learnt. We decided to explore the general area of family networks,

those of the mother/parents and children and the relationship of these networks

to the communicative desiciOns made in the family by the mother through an .

view with each'mother of a first grade student. This research strategy seemed

best suited to theresources available, to gain a general view of the families

communicative patterns.

Study 1. The Communicative Economy of The Home and Family

Our ethnographic work in the classroom showed us the importance of using both

work at home and at school in any study of children's school performances. In

the early grades the transition from home to school is a consistently introduced

part of the school day and the classroom curriculum. Such events as newstime/

Sharing, personal objects brought from hoMe.(olothes and clothes style; children's

personal diaries) all bring the home events into the school day and into use

in the-classroom curriculum. Teacher's perception.. of the children's family and

the knowledge many teachers have of other children from the same family. All

become a part of the child's school identity along with ,shaping the teacher's_

perception 'of children's classroom actions and the reasoning/explanations that

-teacher's use in their evaluation of children's performance. Olehat et al, 1980).

We are approaching this problem of the child's school identity from an opposite

viewpoint in. asking what shapes the mother's,perception of her child, the school

classroom activities and the child's growing identity as a school child. How

does the mother see her child in relation to both family and schooll-HoW does

she see.her family as a social group which contains one or more school children

with needs that change in relation to the group?
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Methods

We developed, through pilotinterviews a questionairre which was used as

a framework for an interview between the mother and a researcher.. The inter-
,

view was conducted as much as possible as a conversational interchange and,

although-the interviewer stayed as close as possible .to the. order of the

questions, they were encouragedto follow- a topic if it'developed spontaneously

rather than adhere rigidly to the'question 'ordering. The individual question format was

kept. Experience with the pilot interview showed us that it was necessary in

the interview to establish the school child as the focus of concern and not

the mother herslf or her practices of child-rearing.. Pilot interviews with

black mothers showed us that only by focusing on the childand school relatA

topics at first could we gain any .co-operation.- The ordering of the questions.

was changed for black mothers interviews' from those originally set up.

Our questions were .developed around the theme of the first grade child's

life outside of school and, as researchers, our interest in learning a little

more-shout the-children's outof school life. The researchers were very willing

to talk. about-their observations of, the' subject child in school (of course,

positively) and so tO,--in_a sense, trade observations and information with the

mothers who do not see theirohild-in-a_context with strangers. Our interest

in the mother's views of school were asked for, 150t-ourconcerns with the mother's

family relationShips and support network were only raised as incidental issues'

to the main theme. & similar child focused approach with a much longer but

equally open and relaxed question/interview session is reported in John and Elizabeth

Newson (1977; "The Seven Year Old Child and The School. ") The question set

covered a range of specific topics in what we found to be a 'best-fit'

natural conversational order.' The investigative' dimensions underlying the

questions provides a set of issues to which we can relate the discussions of

the mothers and researchers the order of the questions formed did not relate

to the underlying thematic dimensions but to the conversational order.

The interview was coded from the tape - recordings using a series of,topic

groupings and specific questions, by three coders,.who established their re

liability of independent coding. The topic groupings reflected the dimensions

of interest on which the questions'Were based and whichformed themes for.the

interviewing. Due to the very small sample size (.10_ our findings will be

reported as a narrative account with some questions summarized numerically, as

indicators of the trendd in this small data set. Such a data set must necessarily

be regarded as hypOthesiS generating. Our.findings provide explanations relating



to the immediate ethnography. Any wider explanations must necessarily be

limited to a hypothesis-generating use of these. findings.

We discuss the findings in relation .to each dimension /topic area and

begin'-by focusing on the mother's perception of-the child's relations to the

school; and then go on to look at Alffering ways mothers see their children's

social attachments, responsibilities and friendships, and, in short, the child's
,

life world. The discussion is in general terms referring to the black, lower-.

class mothers and white, middle class mothers as groups and only commenting

on any special cases. (Given the very small numerical counts, these are included

in an appendix )

(Dimension six; Children and.:the schoolitom the mother6s perspective

(Dimension one and five) Children's position. and role in the family

(Dimension four) Children's friendship network.

(Dimension two) The mother's social network

(Dimension. three lie family and the outside world from the mother's point of view

Our aim in analysis and discussion of this material is to give an overall

impreteion of some of the main criteria that influence the communicative economy,_ .

of th° home, in terms of .the relationships and resources ighichfamiliesjiave at their

disposal,

Children in relation tethe School: It has been suggested in a study of school-thome^
1

Sarah Lightfoot (1978) that. this relationship is, considerably affected by the

fact that both mother and primary school teachers as women are required to

take major responsibility for the socialization of children into values and

attitudes which they themselves are mostly powerless to effect or change.

Lightfoot suggests that such a position of powerlessness makes them both

competitive and unsure in their relations to each other's roles in child-social-

ization. Both upwardly mobile and many middle class mothers are likely to ex-

press their anxiety to the school, and their concern about the teacher's

effectiveness; lower class mothers are likely, to be less responsive to the

school, but nonetheless anxious at the relationship.

OUr findings seem to bear out Lightfoot's puggestions'in that the middle

class mothe , while expressing support for the teachers with such comments as

"they, do a ma elous job in difficult circumstances ", would go to the teacher and,

if necessary,to th school principal if their child had a problem. Lower classeNNN

mother's often express 47ncern or even resentment'at.the school situation in

relation to their child. In particular, one mother whose child had been retained

for two years in first.grade finally decided to move the child to another school.
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because she felt this treatment was wrong. However, none said they would 3o

to see the teacher or any one else at the school.

Concern over the child's journey to and from school focused on the child's

psychological as well as physical transition. The middle class mother's most

anxious about school, also felt concern over this. transition. These mothers

ethere were three) also felt themselves.to-be:more limited In their own family

and friendship network and so perhaps less secure. The secure middle class

mothers, some of whom at this stage into the child's school career saw family/

friends as of equal or more importance in the child's life space ..roan school,

expressed no such concern.

Given these findings our main'interest is in the question of how the

mothers would monitor school problems with her child? In what discourse occasions

would talk about school arise, and how would these be developed? Our general view

was that for the middle class mother, talk about school would be occasioned and

indirect. However, the mother would probe and try to talk about "what happens

at school" if she was concerned. She would check with the teacher and inter-

vene if some change was considered necessary. Middle class mothers are often

openly supportive of individual teachers even if critical of the school. These

mothers while they take a non-reactive, or positive attitude in talking with

their children about the teacher/school, they are likely to act independently of

the child's report if they are concerned. Again for the middle class-child

the model seems to be that of the child's environment being stage managed by the mother.

Lower class mothers talk about school in ways that are either more openly

supportive or more openly negative. These mothers are more. likely to be

reactive to concerns about school/teacher/class at home in ways that are

supportive of the-school/teacher authority but they are less likely to act on

their child's reports. School is another area, like the peer group, where

the child gets communicative feedback but little direct action from the parent.

Dimensions one and five provide us with two different views of some rather

similar concerns with the child's life worlds. In dimension one, we explicitly

explore the child's role and position in the family firstly in terms of how

much responsibility is given to and expected of.the-child; secondly, in terms

of whether this position is seen by the mother as being supported by any practical

arrangements of time and activities given to the child. This aspect of the life

space of the child is explored in greater detail in dimension five where the

kinds of activities arranged for or by the school going child are discussed with

the mother. The amount.of,time the child is involved -with the mother or other
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family members in activities especially holiday activities i$

also explored. -These concerns of responsibility and the organization of free

and out-of school time maximally divide black and white mothers; in that there

are two very different views of.the child. The white middle. class mothers are

concerned that their child's time is profitably filled with activities. Dis--

.cussiOns of the scheduling of the child's after school and out.of school days

.,*ca n be very detailed. A large part of the mother's responsibility for the

child's 'home education' is concerned with supervizing what she sees as mean-

ingful out of school activities. The child is given a sphere of operation

often clearly defined as their own, at the same time this sphere is under the

surveillance of the mother. The child's relationship to.the.values and objectives

of the, family is.vier:7...muchthat of an apprentice; while at the same time few

of the mothers really suggested that the child was given any regular chores

or responsibilities: The child is however given a defined child's sphere of

activities, of play and of social and physical space in which "to be.a child".

For black lower class children, social space and physical is likely to be

Outside the home and so to be. outside of the jurisdiction of the mother. The

child is more likely, and at an early age, to be seen as a collaborative partner

in household chores and in responsibilities for younger siblings. The child's

other activities are more likely to be'determined by the child, and the peer/

child world to be defined as the child's own business. However, there are sex

differences in these matters, girls being more eupervized than boys in theiri-

social-play activity; and'more household co-operation expected from girls.

Exceptions to this patterti for lower class families are where there is a concern

for social mobility so that more conscious efforts are made to keep children

.within the home and under surveillance; or where there is a strong commitment

to a set of values such as a religious group which keeps childrenwithin the

family and involved in family-church affairs, pulling the family into a closely-

knit setwork of other friends.

The questions about holidays, both short holidays and long summer vacations,

had great difference presumably directly related to.socio-economic choices. The

question was always seen by middle class mothers in terms of differentiated

activites or ,long-term plans; by lower class in terms of day trips and occasional

familTactivities. ,

For the lower class child school takes up a large part of the

lifespace in terns of the activites it promotes; for the middle class child'it

has a much lesser importance. For the middle class child in these. early grades,

life within the family sphere and within the home context is still of pre-eminent

importance.
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The major difference between middle and lower class children seems to be the

amount of planning and planned/scheduled time slots that are used to divide their days.

Literature from the 1950's and 1960's on child'socialization stressed the social

class differences in 'deferred gratification' and time orientation. (Klein 1965)

While the psychological theory that generated the idea of 'deferred gratification'

may be rejected as a satisfactory description of the child's life, the planning

ahead and segmentation of the day into separate activity areas (classes, visits,

activity) is an important phenomenon. The middle class child learns to make

and keep to planned actions within time slots; a very significant feature of

school life which has a parallel out of school. However such a planned

schedule for a 6-7 year old, is adult-maintained and supervised. Freedom to inter-

act with others independently within their Own time span is a part of lower

class children's lives not often given to middle class children until they

reach adolescence. The lower class child learns to organize and fill their

own day's activities with less direct adult intervention.

In dimension four we explicitly explored the child's social network from

the mother's perspective. In one of the questions, we wanted to know if the mother

saw her influence and actions as important in this area of,the child's life;

and if the child's friends were seen as in some way an extension of the exper-

iences the mother wanted for the child. Children's friendships can be seen as promoting

experiences and values Which the mother/parent want- their children, to have. (J..6 H.

Newson, 1977) There was a large difference between black and white mothers on these

two questions; whether.they knew the names of their child's best friends, and

whether these friends were neighborhood friends or not. For the white middle

class mothers, friends were known by name-they were likely to be separate

school and home/family friends and not necessarily made by the child in the

neighborhood. The picture given was of the selection of friends, from several

different areas of the child's and the family's'life and of the maintenance of

friendship ties, even,if friends moved away from the area. The mother evaluated

the child's friends in terms of guidelines she would like to see in her child:

honesty, sincerity, cheerfulness, creativeness were some of the most frequently

mentioned. 'The mpthers clearly put a great deal eof importance on helping to

promote their child's social-friendships, by encouraging friends who had left

the area to come and stay by arranging events.

For black motheltheir children's friendships were neighborhood based.

Many did not know the names of their child's best friends and they clearly saw child

friendships as an area of autonomy. Where the white middle class mothers

,
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were particularly p7eased if their own friends had children who played or were

friendly with their children,, several of the black lower class mothers saw

their own friendship network as quite separate from those of their children.

To.summarize, we can see a big difference between the middle class conception

of friendships as an intrinsic part of the family social environment, promoted

and_supported by the mother and even sometimes overlapping with the mother's

/autonomy for the child; or one where siblings may be jointly involved with the

same friends.. Several black mothers indicated that for them the sibling and

family/kin cousinage linkage was more important as a source of social life for

their children, than friends who were not in ,any..way involved with family concerns.

The reports of children, at sharing time bear out these differences.

Dimension two deals with the mother's perception'of her own network. We

expected to find a variety of responses to those questions that elicited infor-

mation about the family, its position with regard to other friends and to the

v' family of origin. A network for the mother can vary not only in terms of its

composition and density, but also in terms of its intensity. So that, for example,

a person may not see their family of origin very frequently but may feel a

close'tie which is strongly reinforced'by both distant communication, and

regular if infrequent special meetings especially at ritual ceremonial occasions,.

.(such as Christmas) so that intensity replaces density (frequency) of contacts and

'overlapping contacts but.still provides a strong orientation of interest and

.support for the family. Our concern with'these issues were expressed particularly

in questions as to whether her family lived in the area or whether special friends

took their place.

A network can.also.vary_in composition where family ties are not strong or

are not available (because of distance) so that the friendship dOnnection may

supply.a similar support. orientation as a substitute for kin relations, AS well as

providing greater density of contact. For example, a grOup of three or four mothers

who met when their children were in the same 2 year old nursery group may

continue contact outside of play grodp occasions, so. providing a small Lut dense

and very suPportive network: One of the mothers interviewed referred to

such an experience as "the park-society" of mothers who met regularly at a

local play area, and then continued this relationship outside4f-these occasions.

A central qUestion in this area was 2d. "If you had to so away, who would look

after your child?" The questions which make up this dimension give us a view

of the origins of the mother's network. which can be neralized fraa several

sourdesrpersonal friends, new and old, parents of the child's,frienda or close

family and other kin relations. Studies of contemporary kin rilationshipi suggest



that A feature of modern middle' class kin

/are sociable with their kin only if these

interests. (Firth, Hubert, Forge 1970).
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relations is its selectivity. People

relationships are supported by common

The questions inthis topic area give

Us'some.idea,of bow mother's see their'own network as being a major part of the

whole family life, or as differentiated from it. On this issue Mother's varied

in their comments considerably as to whether family or child concernS.werethe

'clinking factoe'in their network, that is friendstips-acquaintances were through

child oriented contacts or were part of adult. _oriented interests.. One. of the

factors which influenced this (for white-middle class mothers) was divorce

(2 cases out of 14) where the mother was not constantly her child's SUppOrt but

shared support with the father. Here the mother's friends were not linked.

through family contacts but through the mother herself.' Anothe-e, linking factor

to friendships might be the Lhildren themselves, but some of the mother's saw

the move away fromthis'basis for friendship. 4nksge'as:one of the big chances.

that entry into full time sch .1 brought into the-mother's life. Several mothers

tried to keep the pre-schod. -taCts of mothers and children, or: the pre-school

friendship circle*-apen, 4 to the iniprviewer that theyiwere all moving

tiostIlg the white middle class mothers saw friendship as existing either

throUgh the parents ofj:their child's friendi or saw the child/family orientation

as beink she moat important and commonfeature of their contemporary friendships;

With tAq>se2ception of certali%"old" friends from their preLmarriage or.pre-child

days. 1.14t saw the two netwOrks of-family-kin as separate from their friendship.
a

network. One mother made he distinction quite clearly in response
4

question about short holidays,such'ailhanksgiving and Christmas.

was for friends -'tbe group of faMilies who had once been neighbors

to the ., .

ThanksgiVing

still met for

a shared Thanksgiving - Christmas' was for the family-kin. And though it might

not be'carried put.16?-expliditly by the other mothers, for all the middle. class

et hers, the divisionletieen riends and kin remained fairly distinct in their

patterns of sociability. This division of:interest and attention in'patterns

of. sociability was one of the clearest differences, as far as the interviewer

N could uncover,.between lover class black and middle class white mothers. The..._

.black.nothors saw their friendships -as moreSeparate from committment. to children
,

and yet saw their kin in many cases more as personal friends-sisters

Cousins ; mothers were more likely to fori a suppOrtive social network into



which their adult friendships also played a part. (see Stack 1975) These

friendships centered on'the mother's sociability needs not those of the

children; although the children were included in social occasions. One

mother commented in answer to a question about special occasions "I expect

my children to behave when I have friends over, but I want mrhildren to

be here with my friends".

The purpose of dimension three was to develop a view of the mothers per-

ception of the family position in regard to it linkages into a wider social

fromework - into job relations, assumptions of ideological communality with

Others through religion and-other commitments that the family/mothers might

make. Hany'of these questions were- asked-indirectly - particularly the question

of religion which if important to thefamily was always mentioned somewhere

in the interview by the mothers quite spontaneously - but we also, after piloting

With both black and white mothers decided to ask a question about special family

festivals.- (Thanksgiving, Christmas, etc), which were occsions for further

comments. We asked about jobs / occupations directly but answers wereas expected

often evasive. This dimension confirmed that there was a differenCe'in the

mothers views if,a strong value orientation such as religious beliefs existed whiCh

gave the family a close-knit network of associates and support; this was similar

across both black and white families.

Conclusion

From oufindings in study one, we gain an idea of the workings of the

home as a communicative environment. The situation in which the child's

discourse skills develop is provided by the social network and communicative

economy of the family. Briefly) we can give a summary picture of the effects of

our findings of the mother's views of her child's school, friendships, position

in,the family and the mother's own social network, on the_discourse occasions

available for children in the home.

The middle class child is in a home situation where adults accommodate

to the discourse needs of children, and so learn both to collaborate with and to

follow an adult lead. The lower class child learns to compete for the floor,

for attention and turns at talk,vii.th peers, and to some extent with adults who

do aft accomodate as readily to children. Adults expect the child to share

talk occasions or to watch and attend to adult-talk and banter. The, lower class

, child is used to some allocated responsibility in the home, and an autonomy out
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sidof the home in their own peer-child sphere. The middle class child has a

specially arranged autonomy inside the home- a world set-up by adults often with a

specially defined territory which to some extent symbolizes'the child's role. Out-

side of the home the child has responsibility for behavinwas a "family repre-

sentative" that is with values that are shared by the family und'with behavior

that may exercise more self-control than the child needs to show at home.

What effects do these differences in the child's life-world have on the

Children's language and discourse strate5:o3? And what influences will, these

have on the children's classroom behavior. We suggest,(and we will discuss this

further in the concluding section of this report) that all the strategies involved

with boundary maintenance both of the relationship between self and others and

in the maintenance of social space will differ. Both of these boundaries, but

particularly that of social space and territory are important in relationships

between students and these will be differently defined and verbally monitored.

These differences will be manifested in much of the language of helping, requesting and

sharing, all areas where the amount of time, energy and other resources given to

the other person must either be verbally defined nr negotiated. This will also in-

fluence the authority relationship and recognition of rights of speaking between

the adults in the school class and the children. Differences in what is to be

taken as good, lively or appropriate,speech are likely. Examples of these differ-

ent assesments are in the ethnographic report of the lrit grade and in. the paper

on .a case study of Derrick, by J. Schafer. For example, lower class children

speak up or add comments to adult monologues and so are seen as impertinent;

middle class children wait for the adUlt lead then add or extropolate on the teacher's

words, so are seen as co-operative.
f+^j
understandingnderstanding even at the level of misinterpretation of a single statement

such as a "help me" request by a black lower class child, -- can easily arise. Michaels

1981-)--has-reistitte t t when some black children were given a task to do they called

to her "Sarah help me please" which she took as an inability to do the task. At

a suggestion from the teacher she refused help, whereupon the children easily

did the task. Sherealized that in thii context the "help me" was-not a plea for

aid but a strategy to get her 'to loin them in a collaborativework gradp, rather

than each individual working separately at their- desks doing the. task separately.

Such misunderstandings can naturally arise unless we can understand more about

the communicative environment in which children learn to talk and interact

before they, come to school.
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QUESTIONNAIRE.

Introductory lead-in: We want to know what, 's life outside of school

is like. I was in school with him/her all last year and I got to see all

the stuff they did in the classroom, on the playground, even in the lunch-

room,. but I don't really know what a kid of "6 or 7 does after sChool Or

when school is out.

1. a. What kinds of things does

b. How does, s/he get home from school?

c. Does come right home after school or can s/he stop along

the way, at a friend's or at a park?

d. Do you have specific rules about coming straight home?

What would s/he do if nobody was home?

do aft,. schOol?

2. a. Who are 's best friends? Are these basically school friends

or kids in the neighborhood or children of your friends, etc.?

b. How well do you know the parents of his/her best friends? If friends,

how did you get to be friends?

.c. (i) Does stay overnight with friends or have,friends stay

over? About how often? (ii) Does s/he ever stay overnight with

relatives?

d. If you (refers to mother only) had to go away for a couple of days,

who would y6u like to stay with? Has this ever happened?

e. Have you ever not like one of 's friends? Why?' Did you

ever try to discourage his/her friendship-withthis kid?. If not,

would you ever. conceivably? i What kinds of things are.important to

you about. 's fyiends?

f. If had a fight with,one of his/her friends, what, would

you do? (e.g., Would, you talk to the friend's parents; etc.?) Has.

this ever happened? ..'What did you do?..

22 ti



al?

g. What would you do if had a friend over and'that child did

something pretty bad, like kicKed for no good reason,

or wrote on the walls or something? Hos this ever happened ?. What

did you do?

h.. Where does usually play Vith his friends? (Indoors or outside?

In his bedroom, or playroom, etc.?) (i) Do,you usually know what

they're up to, or (ii) are they off and aboilt.by themselves? (Reverse

i and ii for black families.)

3. a. What other things does do around the houie besides play

with friends?

b. Does s/he have chores or other jobs to do? -(e4 'babsitting for

younger sister or brother)

c. Are there any special rules in the house? Things that you don't like

to do? (What are these miles and how do they work out ?)

What would happen if one of these rules got broken?

d. Are there any things that you would discipline for? Has

this ever happened? What did you do?

4. (i) What about your family and

in this area? Do you seed theal

Your husband's family? Do they live

often?. Where do you usually see them?

(ii) If your family doesn't live in this area, do you have a few

friends who you feel especially close to, sort of like family?

b. most of your very best friends know each other? How did you

meet Most_of them?-

c. What about your own friends, do any of them have children. around

's age? Do they o'er bring their kids along when they

Visit you?

d. Does

yOurs?

have godparents? Are they friends or'relatives of



5. a. What usually happens on 's birthday? (mainly child's

friends or also adults, relatives, etc.)

b. What do you do on big holidays like the 4th of July, Thanksgiving, etc.?

Do you usually spend it with friends or family? What kinds of things

do you do?

c. What kinds of things does do over summer vacation?

6. a. One more thing about school. Does come home from school

and tell you about the things s/he does at school? ThingS s/he

likes? Things s/he doesn't like?

b. Does ever say s/he doesn't want to go to school today?

What would (or did) you say to this?

c. What would you do if was having trouble with a certain

subject or with his/her teacher? Or doing.his/her homework?



The Coding Frame

Mother's view of the child's position in family

a) (2h) Special Space for play?

b) (1b) Chores, jobs? Yes

c) (3a) What other things does
comments from 3a

Yes No

) (3d) Special rules in the house? Yes.

(3c) (comments, if broken)

(3d) Discipline -
(comments, if interesting)

Definite Not

'Strategies,

2) Mother's view of her network of relationshim

a) (4a) Family in neighborhood area?

b) How often visited? (comment)

(4b) Friends in neighborhood -
(family substitute?)

d) (51)) How wide a network of family

described?

e) (2d) If you had to go away, who
stay with? (comments) member

f) (2b) .How well knoW parents of Yes

chila's friends?

ifyes...

Yes

Extend Not

family Not

Close or not? Close Not

(4c) Her friends and their Children - Yes No

do they form. a network for her.

family

Mother's view of family in relation to wider social ordering

a) Work husbands
wife's

Husband-wife_relations .iarried divorced

neither



d)

e)

f)

(4d) Religion

(5b)

Shared responsibility for

children

Important Not

Special holidays-how defined? long short

holidays holidays

Raw celebrated?

4) Mother's view of children's network?

a) (2a)

)

c) Desireable qualities/
undesireable qualities of

friends. Write some

Can mother's name children's
best friends?

Home, friends separate from
school friends?

'd) (2c)

e)

1) With extended family?.;

2) With extended friends?

3) With friends?

4) With immediate fami
with kids?

Are.chil,t-en's.friendshipts
neighborhood based? (qualification)

Does stay overnight with.
friends?

Yes

Yes

Yes

Yes

) (2a -h) ',Does the mother say the child Active Not,

(3a) ,
has an'` active network of
friends? (comments)

No

P

-(2f) Discipline-of-friends .

Yes No

(2g) (comments)

5); lifespace as seen by mother (as related to family lifespace),

Row.:OrganiZed #40.1\ weeklq

schedule?H 1

Row. organized

.`Organized Not



b) (2f)

(2g) with visitor and child?

c)

Haw are offenses defined

d) (3a)
(3b)

e) (3d)

f) (5a) - Birthdays

How does mother deal with

offenses?

How much. are individual's
cha's-daily_activities seen-
as separate seen as. separate

from other: 1) sibs or.

2) family ,(comments)

How is misbehavior seen?

g) (5c) How is summer vacation
spent?

1. Physical attack

2. Verbal attack

3. Offense against property

1. No action

2. Needs intervention

3. Needs ongoing monitoring

4. Calls other parent

5. other

Separate Not

challenge disruption

(wants attention) (negative)

WFamily only

2).Panily7adult only:

3) other family celebration
(could include child)'

4) Alone with Child.

1) Separate froM'sibs? Not

2) Separate from family? Not

3) How different froM
regular schedule?

Mother's view of child-school-family relationship

a) Does.child talk about-school--

at home? .

-Yes

b).(6"c) WoUld-other go to school if: Yes

child had difficulty? (comments) /

How effective does she feel she

can-be?

c) (6b) Not wanting to so to school?

(reasons -64: ies your work)

No .



d). Journey to and from school, Bow? 1) Bus, car, walki-
(valk alone, Walk
supervised)

Any ruled? Yes -No

How anxious is mother? Very Medium Not



Study Two:

a- ail

Discourse Skills and Strategies at Home and School

Jenny Cook-Gumperz - University of California, Berkeley

,

In this paper z am going to develop some general outlines for the study of

discourse in family,- settings and compare these to school discharge. FamiliesT

provide a richly complex and. varied set of organilational features and exper-

iences within which children's knowledge of both language use and social

practices develops. Families and homes lack the clearly designated purposes

of school Classroom as pedagogical settings and yet withinthesesocial groups

much of the child's basic social_learning is accomplished. It is perhaps only

from within the continued intimacy of the home and the family that we can

_appreciate the subtlety .of human communication. We need the continued familiarity

of persons and practices to provide a framework of regularities within which

we as children and as adults can safely practice the complex inter-channel

relationships of words, gestures and tonal patterns which as speech acts Within

contexts form messages to.convey both overtly and covertly our needi or purposes.

.So potentially ambiguous is our. human communication system that the social regu-

larities provided by the cultural contexts of everyday life are necessary as a

disambiguating fraMe for most of our &-ieryday speech. We need-to achieve-channel

redundancy in which any one message receives more than one kind Of-statement.

Given the wealth of complexity which most micro-studies of.speech and non-verbal

interaction have' uncovered (e.g. Rendon; (1977) , Erickson and Schnitii(1979):

studies have focused on necessarily short sequences. Hawever, some of the

judgements that need to be made in,the-interpretation of intent are influences

over wide periodS of time and space. In exploring hOW.childreanequire language

and discourse our model of learning has
.

tolseep this fact in view.

Until recently mostaf the writing on children'S language failed to note

that childretilearn their language 'from an exclusively oral/aural experience.

Models of language learning were based on adult grammars and:experience and
, .

as such _relied upon the literate appreciation and analysis of written or

-.transeribed_texts. 'While such research has given us'a delielOpmentalschima for

children's growth of grammatieal-,Competence in Engligh-(and"in teveral-major_ .

languages) (Brown 1970). it has somewhat distorted:Children's,own:early:
. .

experiences of language.- The focus on the childai7aslearner in.the early work

has neglected to see the'child' AA a-communicator within a social.Context.
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Perhaps a more realistic way of viewing language development is to look

at the practice of.coMmunication skills by children withinactual,settings and

their success at communicating within.the terms of their own perception of the

needs and requirements of the situation. This shift of approach focuses now
1

upon such problems. as the adequaay'of the contributions from the child to the

--communicative situation; the effects of the adillt contributions from the child

to the communicative situation; the effects of. the adult competent speaker upon

the learner; the differential perception of the needs of the situation by adults

and by.children. From this perspective we can better appreciate and assess 4

the language learning task for children as it extends not juit to the first

few years of life but even through the whale .school experience. From thin

point of view the child as a language learner is seen as someone who learns

not by imitation or correction but by creatively shaping a series of acts of

speech into a social discourse. Our research focus has centered on how we can

study and evaluate the discourse experience of children Recent attention

to the language of young children with their mothers has focused both on the

amount of talk exchanged, and on the kinds of talk mothers use with children;

and the extent to which they build upon their children's conversational offerings

and make them into conversational partners. Across time it has been found that

the amount that mothers pick up on their child's, conversational contribUtion and

build it into an extended exchange contributes to children's deVelopmental

skills at linking together conversational discoUrse.

From experiences of typical talk between mothers and children, several .

.
other researchers hive observed that mothers of pre-school children focua-

particUlarly on questioning strategieS (Corsaro, 1977; Cross, 1978;,Leiven, 1978;

Snow, 1977). BCwever, these apparent questions actually fulfill many conversa-

tional functions. These range from genetal purposes of keeping the conversation

going, to providing a means of eliciting more talk from childreni-and onto

the specific purposes of getting a repeated hearing of what the-child said3,,

or checking the information of the child's reply, as a clarification questP11

So that the adult builds up the child-adult discourse through questions.

In the following short interchange between twin boys and their child-tinder,'

_Jill, the adult questions and tries to repair her perceived hearing of the child's

comment, in order to find out what he wants for dessert.

Example Two: Toby and David with Jill at lunchtime (T & D, 33 months)

(eating midday meal, facing caretaker, Jill. Jill has

just asked if Toby and. David would like a banana in

jelly--British term for jello),



d.X

1 T: no no jelly/ (ankel) /.

2 3;. You eat your dinner then.

3 T: (tinkel)/

4 J: What?

5 T: (tinkel)/ (tin of jelly?)

6 J: tinkle?

7 D: yeah

8 T: no tinkle/ (tinkle) (repeats)/

9 J: You're a prank.

(Keenan & Schieflin; 1976)

Our conclusion from this short episode must be that Toby has failed to communi-

cate his request, but also that presumably he did not wish to formulate this

very strongly, since there were several options, other than Jill's closure of

the conversation, open to him at the point of the misunderstood repair. These

are opt$ons that children often use; for'example, he could have shown.Jill his

requested "tin of jelly" by taking her to the cupboard where tins of jelly are

kept or refused to eat his dinner until she listened again to hia request.,-
,

Toby chooses to give up the attempt and in the quoted passage does not make

any further issue of 'this. In this incident he does not stay involved in the

conversation but remains a responder rather than "taking the flotecto lead an

active search after his meaning with the other communicative resources at his'

disposal.

While this short incident suggests, mainly from the child's perspective,

the multiple ways in which communicative tasks can be accomRlighed, it highlights_

the communicative pioblem that exists for mothers. Mothers/must create and
I

maintain conversational involvement with young children whose actual language

skills are limited. Such involvement is not only necessary to accomplish the

everyday tasks of the home but it can also be beneficial. to the child's future

language development. The more the child enters into and stays involved in

conversations the more practice is gained at putting their awn requeSts or

coaments into an acceptable utterance, (following Halliday, 1975) at

"learning how to mean". This development of conversational involvement

provides for the'- Id a framework in whichlthe child can grov to understand

;111i
.hoir conversationa 'contributions can be'made; andlurthermore, how utterances

are linked uttered sequences as discourse frames. Understanding,and analyzing

the language of mothers, and children at home-is not just a matter of analyzing,

04-grammatical form or ideas'itiressed in words, but also of recognizing
e
the

communicative expectations and purposes thatmethers and children have in their.:
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talk. Expectations can be triggered not only by the verbal context or form

but also by situations and events and by contexts where words, events, and

locations or settings combine to produce a specific social occasion. In

looking at home life between mothers and children we can see this as a

series of social occasions where the discourse (that is, the stream of talk)

is-organized as a specific speech event. In the next example we can see how the

ordinary casual dialogue can be organized into a more specific discourse sequence,

by the mother.

In this example a mother conducts her two 4 and 5 year old children in

the presence of their visiting peer-aged (4 1/2 years old) friend through a

sequence of recollections after the children were ready to let the topic drop.

Example Three: Children are making Pizza

(S -Susan (mother); A- Andrew (brother); J -Jane (A's sister);

KKatherine (their frien0))

1 S: d some of these are for your guests. Can't we?

me for our guests, you can make all of them.

2 A: OK(men) it's time for tAht rolly coaster
(A is waving pizza in air)

3 S: Can you get that all on this tray?

4 K: I--know what? I I don't like roller coasters cuz

cl they go fad,

5 S: Have you ever been on a roller coaster?

6 K: Yeah. I tried once but I didn't like it.

7 A: Mom can

I go on a roller coaster?

8 S: Well we were at disneyland, they didn't allow

children your age on rolly coasters.

9 A: Why? Why?

10 S: I guess they think it's too dangerous. Do-you remember

what the name of the roller coaster at Disneyland can

you remember?

11 A: I don't know.

12 S: Jane I think that's enough sause honey you don't

p want to get too much sauseon it. -

13 A: It's called the um-

14 S: The name of a mountain nfiember? And you ;imbed( the

mountain? Remember?

15 A. Yes the uM- why didn't we takea ride ?_'



16 8: Because you were too young.

17 A: N000.' Because umr wail so crowded.

18 S: Oh it wasn't your age, it was becautie'they were so

crowded?

20 S: That.cOuld be._

Here,' Katherine initiates the recollection, a 'typically adult way, by a chance

semantic association of topics, which get developed into a conversational theme.

Her "I know what" (l,ite 5) is linguistically odd but functionally effective.

this incident, the 'iother uses the child's topic of the roller coaster to Contimge.

the conversation much as Kate's mother had done in the first example. Bdt the

purposes here are more than to provide a framework for the expression of the

child's. need, the mother expands.on the topic and purpose of the incident, y

highlighting social information; She encourages the children td.reason with

her as to why Andrew couldn't go on the roller coaster end to deduce ihe implica-'

tion of, the episode. In this.way the mother provides°a linkage between the

event, and its verbally expressed reason and outcome, which proWides a model for

ho4 language events can be used for social purposes. This example shows some

of the discourse. skills that mothers can eall'upon,by not only responding or

encouraging their - children to talk, but by emphasizing the ways in which such

'organized discourse can express and shape the children's-communic4tion needs.

From these exp.:ages of mothers talking with their childien-we catitee that

the way in which the topics of talk'are focused upOni.picked up and made into

themes which are then developed further, provides an essential experience of

discourse as social interaction:' Moreover, when stories and anecdote's are used

'within the flow of conversation, they Are-Set-off from the apnarently;.*noonse-

quential occurrence of topics as an section of talkwithLA point or
,

perhaps even..a "moral". _EVidence_of,both white and black, middle and lower

class. families CMitchell-Kernan, 1970)0 show that eXpectations-aboutstorY forMs,

anecdotes_and their topics,are an early oral experience of an ordered form

of talking. That is, the story form itself (the narrative anecdote) haa.a

discourse structure which requires a selection of topics_And_an ordered, sequence

of telling. By being part of Ad audience, a gdided storyteller ill f40114i

..settings..or by receiving control through the use of homilies .and stories children;.

learn not only dialogue, tow to exchaage a few words, but hoWtelink together
.. .

coherent sequences of utterances' into structure which has aAiscourse.:PUrposeV
_.... --

The sequences provide scAlsOdurst-fraie.lor mhatevertopic,is being.talkedAbaut



The major difference betwee4 middle and lower class children seems to be the

amount of planning and planned/scheduled time slots that are used to divide their days.

Literature from the 1950's and 196('s on dhild'socialization stressed the social,

class differences 'in 'deferred gratification' and time orientation. (-Klein 1965).

While the mchological:theory th.0 ',: generated the idea of 'deferred' gratification'.
_ --

may be rejected as a satisfactsry.descripttan of the child's life, the.planning

ahead-and segmentation of the day into leparate activity areas (classes, visits,

activity) is an important- phenomenon. The middle class child learns to make

and keep to planned actions within time slots; a very significant feature of

school life which has a parallel out of school. However such a planned

schedule for a 6-7 year old, is adult-maintained and supervis ed. Freedom to inter

act with others independently within their own time span is a part of lower

class children's lives not often given to middle class children until they

reach adolescence. The lower,class child learus'to organize and fill their

own day's activities with less direct adultinterVention.

In dimension-four we explicitly explored the child's social network from

the mother's-perspective. In one of the questions, we wanted to know if the mother

saw her influence and actions as important in this 'area of the child's life;

and if the thild's friends were.seen as in some way an extension of the exper-

iences the mother wanted for the child. Children's friendships can be seen as promoting

experience and values whiahthe mother/parent want -their children to have. (J..& E.

Newson, 1977) There was a large difference between black and white mothers on these

.
two questions; whether.thei knew the names of their child's best friends, and

_whether these friends were neighborhood friends or not. For the white Middle

class mothers, .friends were known by name--they were likely to be separate ,

school andlipmegamily.friendsand not necessarily made by-the child in the .

neighborhood. The picture given Was of the selection of friends, from several

different areas of the child's and the family's"life:and of the maintenance of .

.

friendship ties, even if friends moved away from the area. The mother evaluated

the child's friends in terms of guidelines she would like to see in her child:

honesty, sincerity, cheerfulness, creativeness-were some of the most frequently

'mentioned. The mother's clearly put a great deal of importance on helping to

promote their child's social-friendships, by encouraging friends who had left

the area to comeand stay by arranging events.

f"-For black mother,.-their children's friendships were neighborhood based.

Many did not know the names of their child's best friends ancLthey clearly saw child '

friendships as an area of autonomy. Where the white middle-class mothers
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were particularly pleased if their own friends had children who played or were

friendly with their children, several of the black lower class mothers saw

their own-friendship network as quite separate from those oftheir children.

To summarize, we can see a big difference between the middle class conception

of friendships as an intrinsic part of the family social environment, promoted

and_supported by the mother and even sometimes overlapping with the mother's

autonomy for the child; or one where siblings may be jointly involved with the

same friends. Several black mothers indicated that for them the sibling and

family/kin cousinage linkage was more important as a source of social life for

their children, than friends who were not in anyway involved with family concerns.

The reports of children at sharing time bear out these differences.

Dimension two deals with the mother's perception of her own network. We

expected to find a variety of responses io.those questions that elicited infor-

mation about the family, its position with regard to other friends and to the

v family of origin. A network for the mother can'vary not only in terms of its

composition and density, but also in terms of its intensity... So that, for example,'

a'person may not see their family of origin very frequently but may feel a

close tie which is strongly reinforced by both distant communication, and

regular if infrequent special meetings'especially at ritual ceremonial occasions,
. ,

(such as Christmas) so that intensity replaces-density (frequency)-of'contacts and

overlapping contactsbutatill provides. a strong orientation of interest and

support for the family. Our concern with' these issues were expressed particularly

in questions as to whether her family lived in-the area-or whether..special friends

took their place.

A network can also vary in composition where family ties are not strong or

are not Available (because of distance) so dave the friendship connectiot may

supply altimilar support orientation as a substitute for kin relations, as well as

providing greater density of contact. For example, a group of'three or four mothers

Who met when their children were.in th6 same 2 year old nursery group may .

Continue contact outside of play groU; occasionsso providing a small but dense

/ and very supportive network. One/of the mothers interviewed referred to

ouch an experience as "the.park/society" of mothers who met regularly. at a
/

local play area, and then continued this relatilnship outside of.these occasions.

A central_question in thi area wasZd. "If you'had to go away, who would Took

after your child?" The questions which make up this dimension give us a view

of the origins Of,,the/Motheee network.which can be generalized from several

sources; personal friends, new and,old, pareiits of the child's friends or.close

family and other kin relations. Studies of ,contemporary kin relationships suggest
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that a feature. of modern middle class kin relations is its, selectivity. People

are sociable with their kin only if these relationships are supportett.by common

interests.' Girth, Hubert, FOrge 1970). The questions in this topiC area give'

us some idea of how mother's see their own network as being's major part of the

whole'family life, or as differentiated from it.. On this issue mother's varied

in their comments considerably as to whether .family or child concerns were the

°linking factor" in their.network, that is friendships4cquaintancei were. through

child oriented contacts or were part of adult oriented interests. .One of the

factors which influenced this (for white middle class mothers) wasAivorde

(2 cases out of 14) where the mother was not constantly her child's support 'but

shared support with the father: Here the mother's-friends Were not linked

through family contacts but through the mother herself. .Another linking factor
. ,

to friendships might be the children themselves, but some of-the,mother's saw-
.

the move away from this basis for friendship linkage as one of the big chances

that entry into full time school brought into the mother's life. Severalmothers

tried to keep the pre-school contacts of mothers and children, or the pre-school

friendship circle open, but allowed to the interviewer that they were all moving

Most of the white' middle class mothers saw friendship as existing either

through the parents of their child's friends or saw the child/family orientation

as being the most important and common featnre of their contemporary friendships;

with the exception of certain "old" friends from their pre-marriage or pre-child

days. Most saw the two networks of, family-kin as separate from their friendship.

network. One mother made the distinction quite clearly in responie to the

question about short holidays, such as Thanksgiving and Christmas. Thanksgiving

was for friends - the group of families who had once been neighbors still met for

a shared Thanksgiving - Christmas was forrhe family-kin. And though it might
sa

not be carried out so expliCitly by the other mothers, for all the middle class

mothers, the division betieen friends and kin remained fairly distinct in their

patterns of sociability. This division of interest and attention in patterns

of sociability was one of the clearest differences, as far as the interviewer

could uncover, between lower class black and middle class white mothers. The..

black mothers saw their friendships as more separate from committsmnt to children

and yet saw their kin in many cases more as personal friends-sisters-

cousins ; mothers were-more likely to forii,a supportive social network into
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which their adult friendships also played a part.. (see Stack 1975) These

friendships'-centered on the mother's sociability needs not. those of the

children's; although the children were included in social occasions. One

.
mother commented in answer to a question about special occasions "I expect

my children to behave when I have friends over, but I wantinirthildren to

be here with my friends ".

Tie purpose of dimension three was to develop a,view of the mothers per-

ception of the-family position in regard to it linkages into a wider social

framework into job relations, assumptions of ideological communality with

others through religie and othevtammitments that.the-family/mothers might

make. litany of these questions were asked indirectly - particularly the question

of religion which if important to the family was always mentioned somewhere

in the interview by the mothers quite spontaneously - but we also, after piloting

with both black and white mothers decided to ask a question about special family

festivals - (Thanksgiving, Christmas, etc) which were occsions for further

comments. We asked about jobs / occupations directly but answers were as expected

often evasive. This dimension confirmed that there was a difference in the

mothers views if a strong value orientation such as religious beliefs existed which

gave the family a close-knit network of associates and suppOtt; this was similar

across both black and white families.

Conclusion

From our 'findings in study one, we gain an idea of the workings of the

home.as a communicative environment. The situation in which the child's

discourse skills develop is provided by the social network and communicative

economy of the family, Briefly, we can give a summary picture of the effects of

our findings of the mother's views of her child's school, friendships, podition

in the family and the mother's own social network, on the discoUrse occasions

available for children in the home.

The middle class child is in-a home situation where adults accommodate

to the discourse needs of children, and so learn-both to collaborate with and to

follow an adult lead. The, lower class child learns to compete for the_floor,

for attention and turns at talk with peers, and to some extent with adults who

do not accombdate as readily to children. Adults expect the child to. share

talk occasions or to watch and attend to adult talk "and banter: The lower class

child is used to
/

some allocated responsibility in the home, and an autonomy out-
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side of the home in their own peer-child sAhere. The middle class child has a

specially arranged autonomy inside the home- a world set-up by adults often with a

, specially defined tetritory whiCh.to some extent symbolizes the child's role. Out-

side of the home the child'has responsibility for behaving as a "family repre-

sentative" that is with values that' are, by the family Ibid.-with behavior

that may exercise more self-control than the child needs to show at home.

What effects do these differences in the child's life-world have on the

Children's language and discourse strategies?' And what influences will these

have on the children's classroomhehavior. We suggest,Cand we will discuss this

further in the concluding section of this report) that all the strategies involved

with boundary maintenance both of the relationship between self and others and

in the maintenance of social space will differ. Both of these boundaries, but

particularly that of social space and territory are important in relationshipd

be-t-;41n students and these will be differently defined and verbally monitored.

These differences will be manifested in much of the language of helping, requesting and

sharing, all areas where the amount of time, energy and other resources given to 7

the other person must either-be verbally defined or negotiated. This will also in-

fluence the authority relationship and recognition of rights of speaking between

the adults in the school class and the'children. Differences in what is to be

taken as good, liVely or appropriate speech are likely. :.Examples of th(fse differ-

ent assesments are in the ethnographic report of the lrst grade and in the paper

on a case study of Derrick, by J. Schafer. For example, lower class children

speak up or add comments to adult monologues and so are seen as impertinent;:

middle class children wait for the adult lead then, add or extropolate on the teacher's.

words, so are seen as .co- operative.

This understanding even at the level of misinterpretation of a single statement

such as a "help me" request by a black.lower class child, can easily arise. MiCheils

(1981)' has reported that when some black Children'were given a task to-do they called

to her "Sarah. help me please" which. she took as am inability to dOthe task.' At

a suggestion from the teacher she refused help, whereupon the phildren easily

did the task.: She realized that'ih this context the "help me" was not a plea for

aid but a strategy to get her to join them in a collaborative work group, rather

than each individual working separately at their desks doing the task separately.

Such misunderstandings can naturally arise unless'we can understand more about.

the communicative environment in which children learn to talk and interact

before they come to school.
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QUESTIONNAIRE

Introductory lead -in: We want to know what , 's life outside of school

is like. I was in school with him/her all last year and I got to see all

the stuff they did in the classroom, on the playground,' even in the lunch-

room, but I don't really know what a kid of 6 or 7 does after school or

when school is out.

1. a. What kinds of things does

b. How does s/he get home from school?

doafter school?

. c..Does come right home after school or can s/he st(40 along

the way, at a friend's or at a park?.

d. Do you have specific rules about coming straight home?

ed What would s/he do if nobody was 'home?

2. a. Who are 's best friends? ,Are these basically.school friendS

or kids in the neighborhood or children of your friends, etc.?

b. How well do you know the parents of his /her best friends? If friends,-

how did you get to be friends?

c. (i) Does. stay overnight with friends or.have-friends stay

over? About how often? (ii) Does s/he ever'stay'oVernight, with

relatives?

d. If you (refers to mother only) had to go away for a_couple of, days,

who' uould you, like to stay with? Has this.ever happened?

e.'Have you ever not like one of 's friends? Why? Did you

ever try to discourage his/her friendship with this kid? If not,

would you ever conceivably? What kinds of things are important to

you about ''s friends?

f. If had a fight with one of his/her friends, what would

you do? (e.g., Would you talk to the friend's parents, etc.?) Has

this ever happened? What did you Ao?



g. What would you do if had a friend over and that child did

something pretty bad, like kicked for no good reason,

or wrote on the walls or something? Has this ever happened?. What

did you do?
,

h.. Where does usually play with his friends ?.. (IndOors or outside?

In his'bedroom, or playroom, etc.?) (i) Do you usually know what

they're up to, or (ii) are they off and ebout by themselves? (.Reverse

i and ii for black families.).

3. a. What other things does

with friends?

do around the house besides play

A' .

b. Does s/he have chores or other jobs to do? (e.g., babYsitting for

younger sister or brother)

c. Are there any special rules in the house? Things that you don't like

to do? (What are these rules and haw do they work out?)

What would' happen if one of these rules got broken?

d. Are there an things that you would discipline for? Has

this ever happened? What did you do?

4. a. (i) -What, about your family and your husband's family? Do they iive

Do you see them often? Where do you'uSually see :them?

your family doesn't live in this area, do you haVe fei..7/3,

friends who you feel especially close toi sort of like family?

b. Do most of your very best friends know each other? How did you

meet most of them?

in this area?

:c. What about your own friends, do any of them have children around.

's age? Do they ever bring their kids along whenthey

visit you?

d.0)oes

Iveure

have godparents? Arethei.friende-or relatives o



5. a. What usually happens on 's birthday? (mainly child's

friends or also adults, relatiies, etc.).

b. What do you do on big holidays dike the 4th of July,- Thanksgiving, etc.?

Do you usually spend it with friends or family? What kinds of things

do you do?

c. What kinds of things does do over summer vacation?

6. a. One more thing about school. Does come home from school

and tell you about the things s/he does at school? Things s/he

likes? Things s/he doesn't like?

b. Does ever say s/he doesn't want to-go to school today?

What would (or did) you say to this?

c. What would you do if was having trouble with a certain

subject or with his/her teacher? Or doing his/her homework?



The Coding Frame

Mother's view of the, child's position in family,

a) (.2h) Special space for play?

b) (3b) Chores, jobs?

c) (3a) -What other things does
comments from .3a

(3d) Special rules in the house?

(3c) (comments, if broken),

e) (3d) Discipline -
(comments, if interesting)

L--

Yea

Yes No

Yes

Definite Not

Strategies.

2) Mother's view of her network of relationships

el) (4a) -Family in neighborhood area? Yes No

b) How often visited? (comment)

di (4b) Friends in neighborhood - Yes

(family substitute?)

(5b) How wide 's network of family.

described?

Extend Not

(24) If you had to go away, who family Not

staydWith? (gomments) . .member

f) (2b) Hew well know parents.of Yes -NO

'child's friends?

ifyes...

Oloie-or not?

)3' (4c) Her_friends and-their children
'clothey form a network for her

family,

3 Mother's view of family

a) Work

Close Not

Yes No

in relation to wider social ordering

Husband-wife relations harrie divorced

neither



(4d) Religion important Not

(5b)

Shared responsibility for
children

Special holidays-how defined? -% long short

holidays holidays

Row celebrated?

Mother's view of children's network?

a) (2a) Can mother's name children's
best friends?

Home, friends separate from
,1

school friends?
b)

Desireable qualities/
undesireable qualities of

friends. Write some

1) Witti. extended family ?

2) With extended friends?

3) With friends?

4) With immediate:faMil
with kids?

Yes

Yes..

d) (2c) Are children'sfriendshipls Yes

neighborhood based? (qualificatiOn)

e) Does stay overnight with Yes

friends?

No

f) (2a-h) Does the mother say the child- Active

(3a)' has an active network of
friends? (comments)

it) (2f) Discipline of friends Yes

(2g) (comments)

Not

5) Child's lifegpace as seen by mother las related to family lifeepace)-

How organized is daily weekly 'Organized Not

schedule?.

a)

ROw organized7is Sumner. schedule? Organized: Not



b) f)) ., How are offenses defined
with visitor and child?

d) (3a)

(3b)

e)

f) (5a)

. gi\(5c)
N

HoW does mother deal with
offenses?

How much are individual's
'child's daily activities seen
as separate seen as separate
from other: 1) sibs or
2) family (comments)

How is misbehavior seen?

Birthdays

How is summer vacation
spent?

1. Physical attack

2. Verbal attack

3. Offense\agaiust property

1. No action

2. Needs intervention

3. Needs ongoing monitoring

4. Calls other parent

5. other

Separate Not

challenge diertintion

,(wants'attentiOn). (negative):

WFamily only

2) Family-adult only

3) other family_ elebratimu
(coUld:imclude child)

;4) Alone with child:

1) SeparateJrOmSibs?'Nbt

2) Separate froa/lamilyTVot

3) How:different-frOm
replier. scheduleT''

Mother's vi,r of child- school - family relationship

Dees :Child talk about school Yea)

b) i(60

e) (6b)

Would. ,mother go to school if
childltad difficulty? (comments)
How eff etlye does.she feel she
can be?

.

Not *tickt to,go to school?

(Fesich204. -:'W.6'YOur work)

Yes

No

V-fo:7er



d) Journey to and frox school; How? 1) Bus, Car,
(walk alone, walk

supervised)

Any .rules? Yes No:

How anxious-is mother? Very Medium

0



Study Two:

Discourse Skills and Strategies at Home and School.

Jenny Cook-Gumperz - University of California, Berkeley.

0
In this paper / am going to develop some general outlines for the study of

discourse in family settings and compare these to school discourse. Families'

provide a richly complex and varied set of organizational features and exper-

iences within which children'i knowledge of both language use and social

practices develops. Families and homes lack the clearly designated purpOses
1

of school classroonm as pedagogical settings andyet within these social groups,

much of the child's basic social learning is accomplished. It is perhaps only

from within the continued intimacy of the home and the family that we can

appreciate the subtlety of human communication. We,need the continued familiarity

of persons and practices to provide a framework of regularities within which

we as children and as adults can safely practice the complex inter-channel

relationships of words, gestures and tonal patterns which as speech acts within

contexts form messages to convey both overtly and covertly our needs or purposes...

So potentially ambiguous is our human communication system that the social regu-

larities provided by the cultural contexts of everyday life are necessary. as a.,

disambiguating frane for most of our everyday speech. We need to, achieve channel

redundancy in which any one message receives more than one kind of.statemeat.

Given the wealth of complexity whichnoit micro- studies of apeech and non-verbal

interaction have uncoVered (e.g. 'tendon; (1977) ; Ericksbn and/SchultZi(1979).

studies have focused on necessarily' shoresequences.
lewever,-some of the

Judgements that need to be; made in the interpretation.:Of intent are inflUencea
,

over_wide'periods of time and spar.- In exploring how children acquire language

and discourse our,model of learning has to keel:, this fact in view.

Until recently nost'ofthe writing on children's language fi.died to note

that children learn theirlanguage. fron_wexclueiVelyoral/ihral experience.

Models. of language learning.lveribesed on.adult grammars. and..experience and

as such relied ulion:the literate appreciation and analysisof written or
transcribefitexts. While. such' research hae.given us a davelOpMentalechemelor

Children's-growth of grammatiCalcompetente.in.Fngliah (and in, several *Jo;
.

. .
languages) (Brown 1970) it has sonewhat:disiorted:Children"A.00n early,

experiences of language:. The foeuCon/thetchild=a8-learner is the eirly,..work

has neglected to see the chi1claa,:acon0Unicator*thig:a:soCialeottext.
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Perhaps.a more realistic way of viewing language development is to look

At the practice of commUnication Skills by children within actual settings and

their success at communicatingwithin the terms of their own perception of the

needs and requirements of the situation. This shift of approach focuses now
.

. upon such:problems ad, the adequaCy of-the contributions from the child to the

communicative situation;,the'effecta of the adult contributions from the child
.

to the communicative situation; the effects of the adult competent speaker upon

the learner; the differentiAl perceptiOn'ef the needs of 'the situation by adults

and by children.! FromIthis perspective we can better appreciate and assess

the language learding task for children as it extends not just to the first

few years of life but even through thewholeschool experience. From this:

.point of view the child'as a language learner is..seen as someone-who learns

not by imitation or correction but'by creatively shaping aseries of acts 'of

speech into a social discourse. Durvxisearch focus hi centered on how we can

study and evaluate the discourse eXperience of children. Recent attention

to the language of yOUng children with their mother.has focused both on the

amount.af talk exchanged, and on the: inde of talk:mothers use with childkea;

andthe.extent to whiWthey build upOn their children's conversational offerings

and:Make them into canversationalparthers.- Across time it has been found that

the amount that mothers pick up on. their child's conversational contribution and

build it inta-an extended exchange cantributes'to children's developmental
: , :,: . .

skills -at linking/together conversational discourse.

From experiences_of_typical talk between mothers and children, several,.

;other researchers havebobserved that:Mothers of pre-school children. focus

particularly on questionihg strategies (Corsaro,. 1977; Cross, 19780.iven, 1978;
._..

Snow; 1977). However,/ these apparent questions actually fulfillmanycOnversa-

tional functions. These range from general purposes of keeping the conversation

Agoing, to proViding(a'means ofeliciting more talk from children, and on to

the. specific purposes of-getting a repeated hearing of what theehildsaid,

or checking the,:information of the child's reply, as a clarification questicin.

SO that the adult builds up the childadult.discourse through questions.;

In the following short interchingebetweentwidboys and their'Child-minder,.

Jill, the adult lineations ancCtriee to-repair her perceived hearing of the child's

comment, in orderto'find out what he wants ,for dessert.

Example Two:- TObyand-Davidwith.Jill at lunchtime (T & D, 33 months)

(eating midday Meal, facing,caretaker, Jill. Jill has
Ust asked if. Toby and David would like a banana-in.-

jelly7-Briiiph,term for jello)



1 T: no no jelly/ (Onkel) /.

2 J; You eat your dinner then.

3 T: (tinkel)/

4 J: What?

3 T: (tinkel)/ (tin of jelly?)

,6 J: tinkle?

7 A: yeah

8 T: no -tinkle/ (tinkle) (repeats) /

9 J: You're a' prank.
A

(Keenan & Schieflin, 1976)

Our conclusion from this short episode must be that Toby has failed to communi-

cate his request, but also that presumably he did: not wish to formulate this

very strongly, since there were several options, other than Jill's closure of

the conversation, open to him at the point of the misunderstood repair. -These

are options that children often-use; for example, he could have shown. Jill his

requested "tin of jelly"by taking her to the cupboard where tins of jelly. are

kept or refused to eat his dinner until she listened again to his request;

Toby chooses to .give up the attempt and in the quoted passage does not make

any furtheiiitue of this. In this incident he does not,stay involved in the

conversation tut remains responder rather than "taking the floor" £o lead an

active search after his meaning with the other communicative resources at his

disposal.

While this short incident suggests, mainly from the child's perspectiv,-

the multiple ways in which communicative tasks can be accomplished, it highlights

the, communicative problem that exists for mothers. Mothers must create and

maintain conversational involvement with young children whose actual, language

skills' are limited. Such involvement, is not snly necessary to accomplish the

everyday tasks of the home but it can also be beneficial to the child's future

language development. The more the child enters into and stays involved in

conversations the. more practice is gained at putting their own requests ar

comments into an acceptable utterance, (following Halliday, 1975) at

"learning how to mean". This development of conversational involvement

provides for the child-a framework-in WhiCh the-child can grow to understand

how conversational contributions can be made; and furthermore, how utterances

are linked uttered sequences as discourse frames. Understanding and analyzing

the language of Mothers and children at home is not _just a matter of analyzing

the grammatical,foim'or ideas expressed in words, but also of renognizing the '

nommunicettve expectations end.purposeathet mothers and children have in their
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talk. Expectations can be triggered not only by the verbal context or form

but also by situations and events and by contexts where words, events, and

locationa or settings combine to produce a specific social 'occasion. In

looking at home life between mothers and children we can'see this as a

series of aocial occasions where the discourse (iliat is, the stream of talk)

1.1T organized as a specific speech event. In the next example we Can-see how-the

ordinary casual dialogue can be Organited into a more specific discourse sequence,

by the mother.

In, this example a mother 'conducts her two 4 and 5 year old children in

the presence of their visiting peer-aged (4 1/2 years old) friend through a

,
sequence of recollections after the children were ready to let.the topic drop..

Example Three: Children are making Pizza

(SpSusen (mother); A- Andrew (brother); J -Jane (A's sister);

KKatherine (their friend))

1 S: And some of these are for your guests, .. Can't we?

Some for our guests, you cen make all of them.

2 A: OR(men) it's time for that rolly coaster
(A is waving pizza in air)

3 S: Can you get that all on this tray?

4 K: I - -know what? I I don't like roller coasters cuz

they go fast.

5 S: Have you ever been on a roller coaster?

6 K: ,Yeah. I tried once but I didn't like it.

7 A: Mom can

I go on a roller coaster?

8 S: Well we were at disneyland, they didn't allow,
children your age on rolly coasters.

A: Why? Why?

S: I guess they think it's too dangerous. Do\ ou remember

what the name of the roller coaster at Disne land can

you remember?

11 A: I don't kow.

12 S: Jane I think that's enough sause honey you don't

want to get too much sause on it.

13 A: It's called the um-

14 S: The name of a mountain remember ?. And you climbed the ...

mountain? Remember?

15 A: Yes the um- why didn't we take a ride?
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16 Si Because you were too young.

17 A; Nom Because um- was so crowded.

18 S: Oh it wasn't your age, it was because they were so

crowded?

20 5: That could be.

Here, Katherine initiates the recollection, a typically adult way, by a chance

semantic association of topics, which get developed into a conversational theme.

Her "I know what" (line 5) is linguistically odd but functionally effective. In

this incident, the mother uses the child's topic of the roller coaster to continue

the conversation, much as Kate's mother had done in the first example.. But the

purposes here are more than to provide a framework for the expression of the

child's need, the mother expands on the topic and purpose of the incident, by

highlighting social information. She encourages the children to reason with

her as to why Andrew couldn't go on the roller coaster and to deduce the implica-

tion of the episode. In this way the mother provides a linkage between the

event, and its verbally expressed reason and outcome, which provides a model for

how language events can be used for social purposes. This example shows some

of the discourse skills that mothers can eall upon by not only responding or

encouraging their children to talk, but by emphasizing the ways in which such

organized discourse can express and shape the children's communication needs.

From these axamples of mothers talking with their children we can see that=

the way in which the topics of talk are focused upon, picked up and made into.

themes which are then developed further, provides an essential, experience. of

discourse as social interaction. Moreover, wheia\stories and anecdotes are used

within the flow of conversation, they are set-of from the apparently inconse-

quential occurrence of topics as an organized secti n;of talk with a point or

perhaps even a "moral ".. Evidence of both white and b ck, middleand lower

class families (Kitchell-Kernan, 1970)+x' show that expect ions about story forms

anecdotes and their topics are an early oral'experienCe of ordered form

of talking. That is, the story form itself (the narrative anec te) has a

discourse structure which requires a_selectionOitopica and an,or ed sequence

of telling. By being part of an audience, a suided storyteller in fa ly,,

settings, or by receiving control through the, use 'of.homilies and stories children

learn not Only dialogue, how to exchange a few words, but; how to link together

coherent sequences of utterances into structure which has a discourse purpose.

The sequences provide,a discourse frame for whatever topic is being-talked about.
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i.

The role of parent-child interaction in developing these discourse frames

orma a good basis for examining the school language experience. When-children

enter school'it is this home-based experience that they take with them.

In studying children in, first grade we have focused on an event which has much
. .

in common with this everyday home experience--what is now called "sharing time

or news time". Yet however,- as we will argue, this experience varies from

any similar experience of talking or story-telling at home: By explaining the

ways in which this discourse experience differs we can highlight the often ,-

hidden assumptions of the child's entry into the first few years of school.

Sharing is a clearly bounded speech event,'opened formulaically by the
_
teacher (or student teacher), saying "OK, who-has something important (inter-

esting, exciting, Special,.etc.) to share?" To get a turn, children raise

their hands and wait to be nominated by the teacher, but while ,another child

is sharing, anyone can call out short, topically relevant comments from the

rug. During this time the children are expected to sit quietly on the rug,

engagedin-yhat has been called attentive listening, that is even their

posture must symbolize their attention to the specific verbal cues.jCook-

OWImperz 1978) We can see that for children sharing-time is a completely unique

speech event-from evidence of their. use of a highly marked intonation contour.

This "sharing intonation" is an integral feature of sharing discourse. and

occurs in no other classroom speech activity (other than role - playing sharing

as a part of "playing school").

The teacher's notion of "sharing" discourse, while having something in

common with the everyday notions of narrative structure, requires that the

story take the form of a simple statementaid'resolution centering on a single

topic.. Importance-is attached, not to content per se, tor to the sequentially

ordered structure of an account, but rather, as in simple descriptive prose,

to clarity of topic statemeat and explication.

The teacher's notion of sharing is thus far removed from everyday accounts .

which depend upon their situated character for much of the detail. In the

teacher's model this kind of detail must be fully lexicalized and explicated.

The teacher's expectations thus seem to be shaped more by our adult notions of

literate descriptions and are influenced by the need of the school experience

to promote literacy.

Let us see what such a shift of emphasis and expectation does to the7children's
arc

sharing. (Thistexamplejia taken from Michaels, 1981)
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1 Mindy: When I was in1Da:y Camp we made these/um candle:s /

2 T:
1

You made them? /

P47°

3 Mindy: And uh / I- I'tried it withidifferent colors / with'both

4 of them but //one just came out //this one just came

5 out bA lue / and 'I don't know /,what this color is /

6 T: That's neat-o // Tell the kids how you do it from the

7 very start // Pretend we don't know a thing aboUt candles //

8 ... OK // What did you do first? // What did you use? //

9 Flour? //

v
10 Mindy: Um ... there's some / hot wax / some real hot wax / that

11 you / just take a string / and tie a knot'inoit // and

12 dip the string in the um wax //

13 T: What makes it uh have a shape? //

14 Mindy: Um / you just shape,it //
\ A

15 T: Oh you shaped it with your h and // mm //

16 Mindy: But you have / first you have to/stick it into the wax /
gice.

\
1

17 and then water / and then keep doing that until it gets to

18 the size youwant-it //

19 T: OK // Who knows what the string is for? //

In this example the teacher collaborates with the child in order to elicit

further description; she adds questions to provide a shaping of the child's

explanation. Her speech is heavily emphasized, on the comments such as "neato";

or "You made them" (said with great surprise and praise); The child uses a

typical 'sharing' presentation with the introdu tory framing and intonation

and a flattened intonational contour for the explanation. Another white

middle class child's contribution to sharing is the following where the child

presents a well-organized account that requires only a limited supportive. response

from the teacher.
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Jessie: Yesterday my mom, and my whole family went with me, um, to a

party, and there was a Thanksgiving party wh- and we urn, my

ST:

Jessie: mother we had to um get-dress up as pilgrims and my mom made me

this hat for a pilgrim.

ST: Oh. great.

T: Try it on/model it for us. Let's see how you'

look as a Pilgrim.

Jessie: I dou't want to.

=II

These examples suggest that the teacher's literate bias is concerned with

_"making the point clear" and
extrapolating it, this concern she expresses as

"saying one important thing." So that while sharing seems to build upon home-

__

based experience of anecdoting and story-telling as a specific discourse frame,/

the teacher's actions both provide support for and require a rather different /

performance. Conversationally embedded stories told at home often do not need

a clearly elaborated point, but can be collectively constructed. When the

child's performance is close to the teacher's expectations the teacher's /

comments do however act collaboratively:and provide &learning experience for

the child by providing a discourse frame into which the child can incorPorate

more informatidn. (,See

These differences perhaps serve to highlight not only the hidden agenda

of the teacher but that of the mothers who are concerned essentially with the

problems of the transmission of social knowledge to another generation. Where

teachers use story-telling, anecdoting and sharing to teach discourse form,

mothers use it to teach content that is to set up and expand on issues that are

necessary to categorize children's social experience.

We can take this exploration of disCourse frames, and different discourse

performances further in exploring the ways -that specific information exchanges

take place at home. As we have mentioned at the beginning of this paper, mother's

talk to their children is withoilt a specific goal of receiving and exchanging

information to accomplish an activity. A great deal of the talk in family con-

texts is in fact motivated by the practicalities of a common, shared life in a

specific spatial area. The amount of activity of organizing a fandly that takes

place in the haime may seem at first sight less complicated than that in the school

classrdom, but it has one important
difference; family life is less predictable



and less under any one person's centralized control. Such. features make the

discourse occasions of the daily family life more variable than the routines of

classroom days. This has.meant that in order to make any comparisons between

homes/families and school classrooms, we must focus on specific communicative

tasks, which are similar in both contexts.

In our next example, a mother and child (this is the same 6+-year old child

from the first "candle" sharing example.) are at home together after school.

The mother is beginning some of the preparation for supper and the daughter,

Mindy, is helping her. As theydo these tasks they are talking about Mindy's

day at school.

Mandy and mother - At Home June 1979 #106 *

m: What was your uhm MGM thing that you did today

M: ah 'bout mummies
m: mummies
M: uh huh
m: what's a mummy
M: you know those things that come in mummy cases

m: are I a mummy
M: no you're not wrapped up in bandages

m: those things that come - what were they

M: mummies
m: tell me what they are
M: well tbPv're -lust - I.dnrl't really know what they are but

something wrapped up in bandages that are still /

m: no do you know what's inside of there

M: no do you
m: yes

M: what
m: dead people (long pause) long time ago people used to do

that in Egypt which is a country far far away they used

to do that to preserve the bodies so the bodies wouldn't

decay and rot
M: why don't they just bury 'em
m: well it had something to their religion/that's all/that's

what they were supposed to do that's what their gods wanted

thei to do (long pause) was it interesting the stuff that

you read
M: yeah 'cept I only did about threee-sentences 'cause I didn't

know - we had to um tell where you could find them and all I

wrote was in books and museums and
in museums uh-huh

and from
:a:

14:

somebody who knows about/
14: but it has to be in Berkeley

m: it does

NE:
and I

gave myself a three

* MGM refers, not to the film company, but are the letters for a Special series

of materials that are used by the teacher to supplement the reading book. tasks

for the high reading !:p. The letters stand for mentally -gifted-materials.

.
The mother in this eple, has learnt these names as she has spent an houror

(lo,,a week-as a "helping paredein the lassrOoni.i
_

:;,9,r



,na I doubt it there're any =modes in Berke ey

M: I know you just have to um find out about those where

you can find out about them

m: Are you supposed to do that on your own

M: no
m: oh where you-oh I see what you mean (pause) where'would you

go if you wanted to find out about them

M: museum
m: umbra where else-

14: library books about Chem

m:A right
MU I wrote that
m: well I think that was a very good answer (pause)

you know another way you can learn aboUt things

M: what
m: /like that some /times

M: what
is: you can go to a lecture do you know what that s what's a

lecture
M: I don't know
'nu where somebody talks about something that they know something about

and they give you information so I guess you could go -to a lecture

about mummies if you could find out where one was being given

couldn't you
M: yeah (pause) Mathew said he wished he has mine

m: wished he had what
11: now I have classifieds
m: what does that mean

M: not classified something like that maybe it's classified

m: categorizing or something

11: no it doesn't have a g in it

ua what does it mean 1

M: may - it has a g in it but the g isn't at the end;

m: .what is it
M: um/wait/

ua do you like doing it
11: yeah
ua when is it that you do this-um MGM stuff

M at the day /when we have handwriting/

ua in the afternoon
M: yeah
m: do you still do handwriting wait a sec I want you to help me some

more

The first thing we notice is the different "kinds offinterc ange between mother

and daughter, several inteichanges or a tew words,-with an mess oral long'mono-

logue as when the mother describes an Egyptian mummy. mother's ex-

change only succeeds in reaching the point the daughter has been =king after a

lengthy dialogue, when the mother says, "Oh I see what you man". From knowledge

of the ethnographic classroom procedures we know that the key stat nt about the

task made by Mindy was said almost as an aside, with a lowered ton "and I
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gave myself a three". The purpose of these materials is for the dhildto

evaluate and-rate their own answer. The mother who is continuing to keep

to the theme of "mummies" misses the point entirely. We can see in_ this

exchange that the way information is given An adult-Child talking.veries from

direct questioning, to the child offering pieces of information which are put

together_into a Whole explanation by the adult. Neither participant to this

conversation feels the need to tell all they know, or to.encourage the other

to give concise information statements, both are willing to allow themes to

develop, even if they are.off the point.of the others preVious statement.
o

Several themes are begun, developed or dropped in this short conversation and

at several placesthe mother does not probe further the child's meaning except

when they both search for the correct description of the task the child calls

"classifieds".

Let us lookat the intonation/prosodic patteriYof this home speech and

compare it to the classroom. In the classroom context a teacher has what we

can best describe as a one-to-many voice; her intonational contours are markedly

varied and she uses her voice foi dramatic effect, as in the sharing example,

where she says with great surprise "you made it ". The child's voice' however,

except for the formulaic introduction to sharing, has a flattened contour when

she is giving a presentation or explanation, as if concentrating on the meaning-,.-

to be carried in the words.

The mother's voice in this interchange we will characterize as a one to

one voice, low, quick and not.very varied in intonational contour, however, the

child's voice is the opposite of, the school-vOice - very expressive with many

varied stress and pitch changes. We could characterize her school-classroom

voice as attentive, her home speech is expressive.

To continue with this comparison, we can see that the mother offers infor-

mationally complex or ambiguous messages - or contrastively limited and situated

directives. The themes are often repeated but the immediate verbal contexts are

varied and unpredictable. K lopg discussion apeil about museums will be inter-

rupted with an instruction on how to grate cheese. In the home context, mothers/

parents are likely to use any available occasion to give a piece of information

or even a short homily; the themes may be repeated but the situational contexts

will be varied and unpredictable.

At school, in the classroom the teacher aims to create situations in which

to embed the information she is teaching. The situations created by classroom

254.
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routines, both informational and 1w:terms of actual verbal formulae, aim to be

consistent and predictable. ;n this -way attention is directed to the verbal

content-of the message, which, is informationally simple but aims to be under-

stood. The teacher may use either siMpleor elaborated verbal directives, but

her aim -is to have the 'children understand and'act upon her verbal nessage.

These examples show that even for the middle class child the hone dis-

course experience prol4des a set of expectations different from those developed

in school/teacher communication. The time frame for home communication is

very different, understanding can be aimed:at across several interchanges and

ambiguity can be unraveled-without direct remedial strategies.. In school

Situations the teacher\attempts to provide a clearly Marked. discourse frame

especially for key lesion segments which signalls the context of her

talk. The teacher expects the students to learn to recognize the discourse frame

as an essential part of the classroom experience, in this way attempting-to

overcome some of the potential ambiguity of everyday communication.
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