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This report presents the findings of a seventeen-month project
funded by the National Institute of Education as one of a group of
investigations of teaching as a linguistic process at the elemen-
tary level. The aim of the project has been to analyze the com-
plexity of language use in the classroom through examination of
one classroom "event" or key episode~type--the "service-like event".
This term covers those situations during periods of individualized
instruction in which a child who is not officially working with
the teacher solicits the teacher's attention in order to get help
with a task or confirmation or other needed attention.

Most elementary classrooms are comprised of one teacher and
many children, and traditionally much of the social interaction of
the classroom has been "whole group" with the teacher as the focus
of the lesson or activity. Howev:r, mcst elementary classrooms are
now designed such that part of the day is spend in an alternative

‘participation structure. In recent years, in response to the tran-

sient and heterogencous nature of many school populations, and in
response to the schools' desires to match every child's aptitude
with appropriate levels of instruction, many elementary classrcoms
are conducted so as to provide individualized instruction to the
students for at least part of the day. Thus, a class of 18 to 30
students may be divided into three or four reading groups,; each of
which will meet with the teacher separately at different times.
Another part of the school day may involve the teacher's giving a
brief lesson to the whole group and then asking the children to
work on an assignment individually or in small groups, with the
teacher typically working with one individual or group on that
assignment,

When the structure of classroom participation changes away
from whdle group this places new communicative demands on both tea-
cher and students. In particular,teachers must orient to having
one primary focus of activity and many secondary ones (all the
children not involved with her/him). The students must orient to
either managing without the teacher's help or effectively solicit-
ing the teacher's attention in a way that is minimally disruptive
to the teacher's primary activity. This study was an attempt to
£fill part of the gap in our knowledge about how effective teachers
structure their actions and their responses to children's actions
in these situations.

Tesui.s indicate that effectiv '+ -“hers develop norms for
-ug communicative responses to - s initiatives and that
<hey apply these norms with som- 2 0i consistency across -
ticipation structures. In ord. cate these patterns it .
been necessary to develop new coucepes and formulations for
describing the dynamics of classroom interaction.
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(abstract continued)

The theoretical perspective that has been brought tn this
research can be characterized as social interactional and socio-
linguistic. One of the specific objectives of the pr ject has been
to explore the importance of language use in the classroom by bring-

of communication, and the broader perspective of language use as
social interaction. A second objective has been to explore the
nature of continuities between norms for conduct within the class- .
room and norms for conduct outside the eclassroom, and the nature of
continuities between situations within the classroom. A third ob-
jective has been to look at language in its function as conveyor of
academic information in addition to its function of establishing and
maintaining social ceontact,

The methods employed in this study have been socioclinguistic
and microethnographic. The techniques involved are baslically those
of qualitative analysis built on liwuguistic and ethnographic methods.
These methods reflect the nature of the data available for investi-
gation. The study was based upon an available bank of video-taped
and audio-taped data from naturally occurring classroom situations.
These data were collected over the course of one school year (1975-
1976) in two classrooms at each grade level (nursery through third)
within one primary school. The school involved was a private
independent school chosen for its reputation as an effective school
as well as its cooperation and interest in research collabora ion.
This N.I.E. funded study was a follower study of an earlier study
funded by the Carnegie Corpuration of New York. The Carnegie study
was responsible for collecting the taped data, and has further
provided descriptions and analyses of other portions of the total

event data of this N.I.E. study.
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T the anonymous twelve teachers and ten classrooms
who have shared that spontaneity of behavior
without which this work could not have been
undertaken,

i

to Peg Griffin and Reger Shuy

whose foresight and intellectual energy for
applying linguistics to social needs made possible
the original collection of data used in this project,

Merritt, Brienne Merritt, and Seth Merritt_ ..
and
Alexis Mazzocco
who have given the most, of that peculiar combination

of intellectual and moral support without which it's
not clear what would have been possible.
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"The assessment of pupil progress by Calhoun teachers ik a
familiar routine...the gradebook and the report card provide the N
most functional profile of pupil progress for the teacher attempts
ing to give evidence of competence to her constituencies, but in
a personal sense they are not the most meaningful. When Diana
talks about measuring pupils' progress, she, like her colleagues,
dwells not on quantitative measures, but on those unpredictable
moments when the behavior of a pupil manifests a step forward.

"A light goes on in their faces." '"They exclaim over solving a
problem that has frustrated them." "They suddenly begin asking
a lot of questions.” These unforeseen moments may occur because
of or in spite of the way Calhoun teachers proceed in the class-
room, but their unpredigtabillty does not diminislh their signifi-
cance. One might view these des;r;ptiana of pupil progress as
persanal and sentimental characterizations of role fulfillment.

It is more important to understand them as embcdying a central

ideal, the individualization of schoaling it iz 2n ideal which

Calhaun teachers as individuals have to reconcile with more
impelling features of clagsroom life."

Richard L. Warren, 1975, p. 145
(Italics added)

"...In anthropology and in personal life, much of what we
know is known through narratives, anecdotes, firsthand reports,
telling observations. But in our scholarly chairs we find it
difficult to acknowledge their validity. If we are to extend our
understanding of language to the full, so that we can fully com-
prehend its role in schooling, in education, in social life, in
our lives, we have to find a way to come to terms with the
validity of uses of language that are aesthetic. Indeed, such
uses do play a vital part in decisions and perceptions, so that
we handicap our understanding of educational institutions and the
forces that affect them if we do not make them explicit objects
of attention...."

Dell Hymes, 1977, p. 93

" ..Service systems are one of the fur/-ment1l organizational devices
or public order, and their close study .as uardly begun..."

Erving Goffman, 1971, p. 37 note
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National Institute of Education providing funds from September 1,
1978 through January 31, 1980. The grant was awarded under a
special grants competition soliciﬁiﬁg work that would deal with
teaching as a linguistic process, especially targeted at under—
standing what goes on at the early elementary level.

The notion that teaching is a linguistic process is one that
has recently acquired some currency, but the investigation of what
this means - both theoretically and practically - is still verf
much at issue. The challenge for each project that undertakes
‘such investigation is to make a systematic entree into the morass
of data, or rather "possible.data", in such a way that one can
locate both manipulable and intrinsic features of the linguistic
process of teaching. The approach of this project has been to
selert a key classroom event for descriptive analysis - the
"service--like event". Briefly, this is an event that occurs
during individualized instruction time, that is characterized by
a child approaching the teacher and soliciting the teacher's

“evtion for some kind of help,

.+ke most research undertakings, this one came aboutsthrough
the confluence of a number of different happenings. In the
summer of 1973 the Linguistic Society of America held its annual

1

Ly

summer institute at the University of Michipan on the gener

[

topic of larguage variation and social context, and inspired with
the promise of interdisciplinary exciange. As at all LSA
institutes faculty and students from many schools met and mingled,
and lasting friendsh.ps and working relationships were formed. A
significant mix were linguistiecs students from Georgetown University

(which included Peg Griffin, Stephen Cahir, and Donna Christian)
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and the University of Pennsylvania (which included me). The
Georgetown group, largely under the guidance of Roger Shuy, Ralph
Fasold, C.J. Bailey, and Walt Wolfram, came with special back-
grounds in variation theory and edu;ational linguistics. At that
time I had began work on my dissertation 6n service encounters in
stores and public service areas. (This was a topic I had first
looked at in St. Lcuis while taking a class from David Sudnow and
George Psathas in the course of graduate study in anthropology at
Washington University.) My dissertation advisors included John
Fought, Erving Goffman, Dell Hymes, and William Labov, and I came
" to the institute with a special background in social interaction,
ethnography of communication, discourse analysis and ccuversation-
al analysis (much influenced by the two vears of Gail Jefferson's
post doctoral association with the Center for Urban Ethnography
at Penn). That summer we all learned a lot.

In the summer of 1974 I moved to the Washington metropolitan
area and re-established contact with the Georgetown group. I
was still working on my dissertation which was not completed
until May of 1976, 1In 1975, through the Center for Applied
Linguistics, Roger Shuy jair~! th~ financial backing of the
Carnegie Corporaticn of New York to launch a large project to
study children's funéﬁianal language development and education
in the early years. Peg Griffin played a majér role in the
development of ideas for the research and served as Projoct

Director through the intensive period of video-tape collection

-

re
in 1975-76 and throughout the ensuing period of analysis which
culminated in a final report in 1978. Stephen Cahir and Donna
Christian had significant roles in the project, at the nursery
and second grade levels, respectively. Another Georgetown

graduate student, Frank Humphrey, participated at the kindergarten
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level. and was also somewhat involved at the third grade level.

I first met Frank Humphrey in the spring of 1976 when I sat in on
Ralph Fasold's course in discourse analysis and made a presentation
of some of my dissertation vork.

In late 1976 and early 1977 discussion began betwaen Peg
Grirfin, E:iephen Cahir, and me in which I was actively encouraged
to consider developing a research project ¢f my own that would
involve using the large video and audiotape corpus that had then
only recently been collected. At that time a number of researchers
were working on various aspects of the data, but it was clear that

the quantity and richness of the materials were such as to almost

demand further investigation. Since I had not previously worked

in an educational setting, thinking out a research project
required some timeg.

By the summer of 1977 T had a fairly good idea of what I
wanted to look at. I had chosen the service-like event no: only
Fae o ¢s "keyness' in terms of types of classroom events,

ui .ilso because the social interactional phenomenon of copresent
individuals engaging and disengaging in focussed verbal (and non-
verbal) exchange was a major concern in my uissertation work and
therefore something that I m.;ht have a headstart at analyzZing
in another setting. When the N.I.E. sent out a grants competition
notice in fall of 1977 I proposed my ildeas and funds were awarded
for this project, which began in September 1978.

During this period of development the possibilities of who
from the original data collection project might be involved as
staff in the service-like event project went through some shifts.

Peg Griffin left the Center for Applied Linguistics and took a

i

position in California, Donna Christian was fully committed to

research projects with 17-1t Wolfram, Stephen Cahir liad become
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heavily involved in completing his dissgertation and was starting
to think of projects of his own. Also during this time pericd I
came to know Frank Humphrey and Judith Otteson much better. They
were actively involved in discourse :ﬁalysis of portiomns of the
data bank for the Carmegiz veport of 1978. Also, Frank Humphrey
had begun to zero in oa his dissertation topiec of turn-taking
sanctions and he asked me to serve as one of hirs dissertation
readers,

At the time the proposal was submitted it was expected that
Frank Humphrey would be the major research associate and that
Stephen Cahir and Judith Otteson would work at a more reduced
level of effort. By the time the project b»egan, however, there
bhad been a significant reduction in the level of funding and
Judith Otteson had left for Norway. As the project began Stephen
Cahir was just completing his dissertation. He was able to work
on the project from October through mid-January, durizng which time
we compiled the nursery data. In December he was awarded his
degree and in February he began directing another project at C.A.L.
Full-time,

Frank Humphrey has worked with me throughout the project,
and much of what has been accomplished is owed to the strength of
our working relationship. Concurrently, he has worked on ﬁis own
research as a dissertation project. Happily, this work has been
also concluded and Humphrey's degree awarded in December 1979.
Some of the results of that work are conveyed in section IV of
this report in which we contrast teacher sanctions in the service-
like event datg with teacher's turn-taking sanctions in whole grcup
lessons. One of Humphrey's major contributions to the project has
been the detailed transcription of large sections of the data.

Over the past few years, since the original data bank collection,

&
by
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Humphrey has been involved in transcribing video-tape data, and
his expertise reflects this experience.

Ip writing this report it has been difficult to come to grips
with the fact that the major pioduct of the research is probably
my own understanding and that of others involved. Then there has
been the further realization that what is known or understood
through several months of work is not readily (if at all) trans-
ferrable through a certain number ~* pages of written prose. Never-
theless T have made an effort. What I have primarily tried to
convey is the understanding that has been gleaned from doing this

research. The methodological "proof" or documentation of how we

know what I think we know is more elusive, though great energy has

been expended in this direction. Whatever has been achieved in
this vein owes a great debt to the consistent prodding of TFrank
Humphrey and Sterhen Cahir to explain my early formulations, and
their determined und painsiaking efforts in sifting through potential
analysis segments Lioth with me and on their own. Much also is owed
to project consultants Rebecca Barr, Courtnay Cazden, Erving
Goffman, and Jeffrey Shultz, and to various conference participants,
discussants, and editors who have helped to shape my thinking.
Several portions of the findings given in this report have been
already presented at gatherings of nrofessionals and are in varying
stages of publication (see appendix on dissemination).

I would also like to acknowledge the more diffuse influence
of research colleagues at the Center for Applied Linguistics.
These have included not only Humphrey aﬁd Cahir, but also Donna
Christian, Tom Dietrich, Cissy Freceman, Evelyn Jacob, Don Larkin,
Pha Bo Lang, Ceil Kovac, Sylvia Scribner, Roger Shuy, Dick Tucker,
Walt Wolfram, and Nancy Yanofsky. I would also like to thank
the staff and administration of C.A.L. generally for their support
of the project. S8pecial thanks go to Ruby Berkemeyer and ,
Tomasina Blackwood for their secrctarial support. Ruby Berkemeyer

has typed this report in its entirety.
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Finally, the pervasive influence of my own children, Brienne
Merritt and Seth Merritt (now in 8th and 3rd grades), conve:rsations
with their teachers, and consideraticns of their home and school
experiences is difficult to assess. And the often shared psychic

energy ¢f my husband, Gary Merritt, has been invaluable.

Marilyn Wilkey Merritt
Principal Investigatoer
March 1980
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A. Why Service-Like Events

In recent years, interest in the study of classroom
communication has burgeoned. Whereas much of the study of
language in the classroom prior to this period focused on the
evaluation of language use as output of the educational process,
recent interest has turned to language in the classroom as con-

stituting much of the process. Several studies have greatly

enriched our knowledge about the diversity of functions of
language in the classroom (Cazden et al. 1972, Griffin and Shuy
1978, Simon and Boyer 1969, Stubbs and Delamont 1976).

Despité the growing interest in the nature of classroom
communication, it is apparent that some aspects of classroom
communication have been the object of a great deal of attention
while others are just beginning to be explored. As pointed out
by Koehler (1977) and by Barr and . Dreeben(1977) many process
studies have in fact been what Duncan and Biddle (1974) have
called process-product studies. These are studieg that attempt
to determine which teaching processes are effective in relation
to specified desired outcomes or products, such as student
achievement. Despite the value of this line of research, there
seem to be problems with it as well. As our knowledge about
the limitations of process product design have increased (see
Koehler op cit, Barr and Dreeben), and as mére recent studies
have expanded our knowledge of the scope of functional variation
to be investigated, it is clear that there is a continuing need for
research of an exploratory and integrative nature.

One kind of research that addresses this need 1s that which
views the interrelations of functions of language in the class-
room in terms of rules for classroom discourse. Very recently,
some studies of classroom communication have developed their

results in these terms (Mehan 1979, Griffin and Humphrey 1978,




Sinclair ang Coulthard 1975, Mishler 1975a, b). The interest

generated by these studies has led to the realizavion that we

significant on both a theoretical and practical level. 0On a

theoretical level, these studies have provided an important data

base for investigating the nature of language uge, Important

questions relevant to linguistic and sociolinguistic theory have
been raised. For example, "How does the context of situation (e.g.
a schoolroom) affect the pragmatic "valuye" (e.g. "request",
"order") of an utterance?", "What kinds of 'conversational work'
do questions do?", "What is the nature of the relationship be-
twveen referential meaning and non-referential meaning?" (Christian
1976, Griffin 1977, Mishler 1976a; cspacially as these relate to
theoretical Perspectives raised in Cole and Morgan 1975, Goody 1978,
Gumperz and Hymes 1972, Hymes 1974). And, from the theoretical
perspective of socia}l sciencg generally the following question has
been raised: '"How shall regularities of language use be inte-
grated into a moré general theory of socisl interaction?" (Bauman and
Sherzer 1974, Shultz 1976; eapeciallf as these relate té theoretical
perspectives developed in Goffman 1964, Gumperz and Hymes 1972,
Sudnow 1972).

On a practical level, studies of communication in the class-
room have provided an important deseriptive base for investigating

the relationship between educational achievement and the

of communication. Tt has been demonstrated that educational
achievement is related not only to the child's knowledge of the
formal grammatical systems of his language, but also to the child's
knowledge of the functional systems of language usge (Halliday

1975, Labov 1970, Shuy 1976, Griffin and Shuy 1978). This

"functional knowledge is basically knowledge of e conventions

“o 1



for performing and interpreting language behavior. It is tied
to the use of language in particular social situations (or types
of- social situations), and conventions that are more or 1é§s
specific to speech communities, cultural groups, and to parti-
cular social institutions and activities within them.

We know that children from all backgrounds have learned
rules for talking with ﬁarents and peers before they come to
gchool and that new rules must be acquired for classroom
communication. Recent evidence has suggested that children
have rove difficulty in acquiring classroom discourse rules
when they are very different from "home discourse' rules
(Philips 1972, Erickson and Mohatt 1980,. Inadequate learning
of the processes and rules of classroom discourse often results
in severe consequences for the educational achievement of the
child. It may lead directly to misunderstandings of referential
meaning, or thrgugh misunderstanding of soclal meaning it may
academic information presented. In both instances, the child's
level of cognitive achievement is held back. Further, these
problems are often compounded at another level, Studies of
classroom communication have shown that teachers' evaluations
of children's cognitive achievement are also affected by child-
ren's knowledge of the rules for classroom discourse (Brooks
1979, Carrasco 1979, Reader and Cherry 1978, Mehan 1973 and
Shuy 1970). . ’

One of the most:important concerns of the American
educational system is that of equuiizing opportunity for
learning and standards for evaluation. These recent studies
of classroom communication strongly suggest that continued
basic descriptive research is needed to better understand some

of the dynamic i1ssues involved. These include the issues of -
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"preparatory learning" and "interference," of knowing "when is
a context" (Erickson 1977).and how to "transfer" a format or a
complex cognitive processing skill from one situation to aﬁcther
(Cazden 1979). These issues are central te the educational salience
of understanding more precisely the form of classroom communication.

Equally important issues concern tﬁe multiplicity of
functions of classroom communication. Central as it is, we know
that the function of providing a coding system for the transfer
of academic information, is not the only one served by language
in the classroom. The need for studies of the social use of
language in the classroom has been widely acknowledged. 1In
discussing functions of language in the classroom, Hymes
(1972:xxix~xxx) has argued that in terms of identifying communi-
cative acts:

The difficult ané important point is that one often

cannot tell the act from the form of the message. One

and the same sentence, the same set of words in the

same syntactic relationship, may be now a request, now

a command, now a compliment, now an insult, depending

upon tacit understandings within a community. These

understandings, ‘'or presuppositions, or norms of inter-

pretation, involve recognition of certain sentences

as conventional ways of expressing or accomplishing

certain things--from long - established proverbs to

lines from popular songs and currently established idioms;

involve recognition of some utterances as pertaining to

certain genres...; and involve specific ways of inter-

preting speech in relation to its verbal and social

context. The place of something sald in a sequence of

things said, the scene, and the rights and obligations

that are recognized as obtaining between participants in

an
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speech, all may éntepﬂinto defining the status of
what is said.
To a considerable extent, then, the use of language
that is of concern in the classroom has to do with
stylistic or social, rather than referential, méaning,.-“
In a recent NIE spmﬁsaréd National Conference on Studies in
Teaching the paﬂél reported that (p. 1):
...Wé'afe-interésted’in linguistic forms only ingofar
as through them we can gain insight into the social
events of the classroom and thereby into the under=-
standings which students achieve...the actual (as
opposed to the intended) curriculum consists in the
neanings enacted or realized by a particular teacher
and class. In order to learn, students must use what
they already know so as to give meaning to what the
teacher presents to them. Speech makes available
; to reflection the processes by which they relate new
knowledge to old. But this possibility depends on
the social relationships, the communication system,
which the teacler sets up.
The potential contribution of sociolinguistic and ethnographic
research has been discussed by John (1973:229), Whé concludes:
Theoretical debates...are empty exercises without
the support Eendered;by data gathered in systematic
observations conducted by psychologists and by the
ethnographic approaches of the sociolinguists. These
are enormously useful in depicting those aspects of
learning which may be overlooked or minimized by

developmental theorists with specific biases..."




Recently, there have been several studies designed with
a more descriptive and particularistic approach, integrating
into the study of language use such factors as social relation-
ships (Walker and Adelman 1976, McDermott 1976, Miller 1979).
The recognized significance of thsse and other studies has
engendered the support of other descriptive research projects
on the nature of classroom communication and interaction.

This report presents the findings of one suchAresearQh
project. The purpaééméf this study has been to investigate
the nature of rules governing classroom discourse and social
interaction, by analyzing in detail the occurrence of speech
and communicative interchanges during "individual work" time
over the cours: of one school year and acrass.five grade levels
(nursery through the third grade). Specifically, we wanted
to find out how, during "individual work" time, children go
about seelking information from their teachers and peers, in
such a way that they get thé information they seek and in such
a way that social relationships are maintained or enhanced. The
"locus of ‘observation'" (see subsection I-B) that we selected for our
investigation is what I have termed a "service-like event."
This label may be a bit inelegant, but it has been chosen beﬁausé
it emphasizes the positive aspect of the event (satisfying immediate
communicative needs of students) rather than the negative aspect
(interrupting tha(teazher's current activity).

The following are examples of this classroom "event"
taken from video recordings of a éecond grade classroom. Both
of these interchanges occurred during a period of individual
work tiﬁe during which meny children were individually involved

in writing a description of how a camera works:
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(1) Child approaches teacher with a manila folder, stops

a few feet awvay. e
The teacher looks up from her work ana agks, "What
word do you need help with, C?
Child: Lens
Teacher: Lens, L~E-N-§ (turns back to her work).
(2) Child comes running up to a teacher who is sitting
on a desk while students are working individually:

Child: I can't do it, Ms. H. T can't do it

Teacher: W:at can't _you do, D?
Child: I can't do it. I can't write it all down.
Teacher: 0.K. Go get your folder and I'll help you
with it. {child goes and gets her folder;
teacher works with child several minutes;
ends by taking dictation from the child and
writing in the folder for the child.)

In principle, this event may involve either teacher-child
or ghildﬁchild participation. An 2xample of a child-child
gorvice~like event is the follcwing::

(3) Individual work time on a third grade classroom. G

has just finished one assignment and walks over

to where the assignment sheet is posted.

G: (to self) Betta% do my dictionary work.
(scratches head and scans room, walks over
to E., who is working alone nearby)

Elizabeth, can I borrow your dictionary?

@

Yeah.
(looks down at E's work, does not leave table area)

"You can use it" 1 said. (without looking up)

oMo

: Where is it?

&
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E: (lonking up at him, slightly quizzical expression)
It's in my tray
G: Oh. 0.K. (leaves table)
G: (finding E's tray and pulling dictionary out)
Dictionary work for me.
However, because the child-child social relationship is so
highly variable (depending on their relative academic status,
age, gender, friendship relationship, other arenas of coinvolve-
ment (after school, etc.)) from one dyad to another and because
it is so structurally different from the teacher-child relatioun-
ship in terms of classroom dynamics (the teacher being a focal
pcint for all the children), the child=chi1d-type of service-
like event has not been the focus of our investigation.

With either teacher-child or ch'ld=child service-like
events we redsoned that it was the teacher who is basically
respensible for esfablishing the social enviroument that
makes such learning communication pcssiblé_ Accordingly, we
anticipated that, in .ur description of the nature of the
rules for communication, it would be useful to incorporate
a notion of managing ritual equilibrium (Goffman 1956, 1971,
1976 and Merritt l97éa) among the classroom participants.

‘ The specific focus of the service-like event Jor our
descriptive investigation of classroom interaction seemed
especially appropriate for a number of reasons. ,a;

First of all, wvery little descriptive work has attended

to individual work time activities and virtually none have
investigated the kind of service-like "event" that we set out
to study. In general, a teaching situation can be thought

rces.

of as involving both conveyance resources and query resour

Whereas most studies of classroom discourse have focused on

conveyance resources, our study has focused on query resources.

Y
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Conveyance resources aré those resources which the teacher
has for cﬁnveying information -- including level of language
development and devices for focusing attention. In school, a
teacher usually spends a godd deal of effort in teaching
chiidren his/her instructigﬁal formats. Children must learn
to focus their attention in accordance with formats or they
will miss the instructional information that is being conveyed
there. (An all too familiar occurrencé, for example, is a
teacher's saying "You don't know the answer because you
weren't paying attention".)

Query resources are those resources which the student has
for confirming alreééy conveyed information and/or asking about
nev instructional information. In school, a child must learn
how to ask for confirmation and for new information. Open
classroom situatlung and pericds of individualized instruction

, are especially dependent for their proper functioning on
students' acquisition of these query resources (see John op. cit.).
Though query resources puts the focus on what the students do,
it should be kept in mind that query formats are set up and
reinforced by the teacher,

Most studies of classroom discourse rules have focused on
whole group or small group lessons, and teachers' development
of these formats as conveyance resources (Sinclair and
Coulthard 1975, Griffin and Humphrey 1978, Mehan 1979). Inas-
much as "lessons" are tho times during which most teachers focus
their instructional presentation this is as it should be.
However, recent evidence (Cahir 1978) has suggested that “tran-
sition time" between lessors or other organized activities is
frequently us=d very effectively as a teaching time, and studies
in multicultural settings have reported that the most effective

participant strugturés are sometimes not those involving the
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several Indian studies reported in Cazden et al. 1972, Erickson
and Mohatt 1978).

the focus on service-like events may have

Secondly,

implications for the theoretical contrast between formal and infor-
nial education (Scribner and Cole 1973). Most often fcfmal and
informal educatiomal practices are defined in terms of setting
variables, so that education in formal settings like schools
is called formal education whereas education in non-formal
settings like "home" is called informal education. Yet another
variable would seem to be that derived from mode of instruction,
such that within the home setting direct iaustruction from care-
takers (see Miller 1979) is more formal than that provided by
opportunities to obsczrve and sometimes '"help" accowplish a
task. Just how to characterize instruction that occurs in
classrooms using a lot of individualized instruction time is
~not clear. In some cases we might want to say that academic
winstructiéﬁ that occurs during whole group lessons is more
formal than that which typically occurs during service-like
events. On the other hand "one on one" tutcrials, whether set
up by the teacher or initiated by a service-like event, are
probably the clearest instances of the direct instruction model
at work.

service-like events are of interest to the study of

classroom management. Though research.in classroom management
has not specifically focussed on the kind of incident I hava

called service-like event, some studies have begun to approach

that are responsive to child behaviors (see especially the
recent work of Walter Doyle and associates). Further, a recent
study by Tikunoff and Ward (1979) reported that when teachers

were involved in research design and collaboration the topic
fg
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the teachers chose for investigation was (teachers') coping
with distractions in the classroom. Though the focus of our
investigation has been away from the negative perspective of
"interrupting', service-like events do fit into some general
category of "interrupting teacher's ongoing activity'.

Fourthly, the study of classroom communication during

individual work time highlights social meaning. Because
children's interaction during this "time" involves initiation
of verbal exchange, a child must learn discourse rules which
regulate "conversational accessibility" -- that is, the degree
to which one individual ‘is accessible conversationally to another
(ﬁatéthat management of conversational accessibility is
analyticall? prior to turn-taking which is relevant once the
conversation is underway). This, of course, depends on the
situation and the relationship or relative status of the
particular individuals (e.g. child-child, teacher-child).

Management of conversational'acgéssibility involves
control of the mechanisms by which individuals signal their
interchange. It is a notion derived from a model of socia.
interaction in which conversational prerogatives are viewed
as a form of territoriality (Goffman 1971), and which has
proven useful in the analysis of adult service encounters
(e.g. buying something at a store, Merritt 1976a). Managing
EOﬁversatianaliaceessibility is oné of the major ways in which
individuals monitor the ritual equilibrium between themselves
and other copresent individuals.

It should be noted that management of conversational
language use, and thus is not new to the child when he enters

school. Rather, the school presents him with new situations

{
S




O

ERIC

Aruitoxt provided by Eic:

(and status relationships) in which he must manage. Before
school, the ritual brackets "Hi" and "Bye-bye" are among the

first things most children are taught (see Gleason and Weintraub

young child "not to interrupt" (i.e. recognize that the pirent
is not conversationally accessible) when the parent is talking
to another adult or is "on the telephone".

Whenever a child initiates an exchange, then, the timing

and the form (whether verbal ot non-verbal) he/she uses to do
80, automatically carry an element of social meening. The
social meaning derives from the "value'" of the initiating

move as appropriately attentive to the rules for managing
conversational accessibility. Accordingly, a child must

acquire straicgles for "remedializing' the initiation of con-
versation in certain situations. Tor example, when a child
approaches a teacher for help, he/she may see that the teacher
is engaged in some other activity and that he/she will be in
some sense encroaching on the activity. The child will usually,
then, adopt one of several strategies for remedializing the in-
trusion: For example, he/she may approach and "wait" nearby

to be addressed first by the teacher; or he/she may useée a verbal
routine like "Excuse me". The teacher's social interpretation
of the child's choice of strategies may vary according to the
teacher's background, the age or cultural backgroun of the child,
or in terms of what, strategies have been talked about or taught
in class, perhaps as paliteﬁesa formulas (Ferguson 1976), and
which have been adopted informally (with attention to variatien
across grade levels and over the year).

This focus on managing conversational accessibility also

For one thing, we can note that managing conversational
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accessibility involves attention to the general question of
when, with respect to the activities of one's interlocutors,
it is appropriate to talk. This is, of course, the same
general question that is addressed by the study of turn-
taking (Sacks, Schegloff and Jefferson 1974, Duncan 1976,
Humphrey 1979). TFor another thing, we can note that strategies
for remedializing initiating often involve "request'" behavior.
This may remind us thzt the analysis of the social meaning of
linguistic forms in terms of their pragmatic "value" -- as
"requests" or other speech acts —- has been afmajgrAappraach
to tﬁg study of the social meaning of language use (Bruner
1975, Clark and Lucy 1975, Dore 1975, Evvin-Tripp 1976, Garvey
1975, ZLabov and Fanshel i977, Sadock 1974).

linguistics, philosophy, anthropology, sociology, psychology and
artifieial intelligence have provided important models for the
description of what linguistic forms mean when theay are used.
One of the significant contributions of this work has been the
recognition that "meanin

matter of assigning semantic interpretations to individual
sentence units; this provides us only with réferantial or

literal meaning. Rather the "meaning" or "function" or
"significance" of language in use always involves non-referential
or conveyed or social meaning. Much of the linguistic research
has focused on the relationship between referential or literal
meaning and non-referential or conveyed meaning (Gordon and

actually occurring events) it has been widely recognized that

the relationship between linguistic form and social meaning is



We know, for instance, that a given form (such as "have you

finished your math?") may not always have the same social
(e.g. in one case it may be a request for information,

while in another it may be a request to stop some disturbing

activity (and get back to math)). We know also that a given '

social intent (such as getting a teacher's attention) may, at

forms (e.g. sometimes raising the hand 1s appropriate, and
sometimes moving physically closer to the teacher and calling
his/her name 1s appropriate).

That we observe variation in the relationship between
linguistic form and social meaning does not, of course, mean
that vardiation is Qampletaiy random and haphazard. Although
we cannot predict which form will be used in a given instance,
recent studies reveal that there are identifiable factaré that

are systematically related to how we interpret the use of a

form in a given instance.

One way of conceptualizing these factors is in terms of
the notion of context. In general, four "levels'" of contesxt
can be iddentified:

a. Local context (what acts occur immediately before
or after the one being considered?).

b. Event context (what kind of an event or interchange
is the act a part of? e.g. a group lesson or service-like
event). .

c. Setting context (what is the setting in which the

n an elementary

o

event takes place?, e.g. a nursery level classroom
school).

d. "Mutual biographical' context (what is the past
history of interaction between the participants and what kinds

of things do they know about each other?).

ERIC

Aruitoxt provided by Eic:



In our study, local context and eveut context, both of
which are structural, were carefully considered. Setting con=-
text has been noted in terms of the five grade levels (and
the five points in time for each grade). Mutual-biographical
context was not in.estizated, but the role relationship of
teacher-student has been considered.

Another way of conceptualizing these factors is to note
what differences there are between the linguist's "traditional'
sentence-unit characterization of language (Chomsky 1965) and =
characterization of language use. There are at least four
interrelated major differences: é
a. Language use involves a model of social interaction

(see Goffman 1964, Fillmore 1976). This means that there are

=

not just words, but people saying words.
b. This has consequences for the designation of analytic
units., The notion of sentence is not adequate for a model of
social interaction. Minimally, the form unit must be some kind
of action -- utterance or preferably "move", which has a formal
"shape'" in terms of words and/or gestures (see.Goffman 1976).
Though sometimes this unit for designation of occurrences or
"tokens" is referred to as a speech act or communicative act,
usually the notion of "act" is reserved as aifpﬁctiqn,unit;
to designate the interpretation of "type". Both form and
function can be defined at various "levels", of course. We
can look for specific forms like "0.K." and "Thank you", and
we can look at certain "form-types" like question and "playback
(Merritt 1977). We can look for function in terms of act-type
or illocutionary force (e.g. "request for information", 'reques
'

for action"), or in terms of "event slot" (e.g. the "initiating

move, ''response to initiating" move, etc.).

17



¢, The existence of two levels of function point to the
fact that sequencing of units nust play a role in the inter-
pretation of any unit as a particular act-type (For a detailed
discussion of this, see Merritt 1076 MTear 1979)

d. Finally, the impact of this act-type interpretation on
the "overall social meaning" of a nove must be reckoned ip
terns of its effect on the ritual equilibrium between participants,
It is in this sense that act-type sequences like "request
compliance and "apology plus account" are "functionally equivalent.
That is, if in response to "Can I borrow your dictionary?" one
either conplies "Sure (handing it over)" or dpologizes and accounts
for non-compliance, "Sorry, John's using it", then one has acted
50 as to naintain the balance of ritual equilibrium between the
requestor and the requestee. The two responses can be said to
be "functionally equivalent in tetns of ritual equilibriun" or
perhaps “ritually equivalent”,

A fifth jj:egsbn to study service-lilke events is that service-
like events involve both social neaning and referential meaning
Although we know that children often ask questions in order to
get social attention, in many cases it seems clear that the child
is motivated to initiate an interchange in order to get substantive
acadenic information (see, for example, (1) and (3) abovt),
Service-like events, then, provide an ideal focus for observing
the interdependence of the social and referential functions of

. language use in the classroom,

These five reasons are not intended to be exhaustive. Other
impr;rta'nt alvantages of studying service-like events include the
prevalence of questions (the patterns of which are of gencral
sociolinguistic Interest; see Churchill 1978, Goffman 1076,

Goody 1978, Holznan 1972, Merritt 1976b, 1977, Mishler 1975, 1976a,b),
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and the fact that the discourse processes in service-like
events seem to have a continuity with those of events that tzke
place outside the school (for example, requesting "help" from
someone at heme and requesting service from someone at a store
or place of business),

In fact, a further consideration in the original design
of the project was based on this continuity, This study has
been carried out using prinarily the node of descriptive analysis
developed in Merritt (1976a) for the analysis of adult service
encounter events (e.g. buging something at a store),

The reasons for this were twofold:

a,  The mode of analysic was designed to integrate the
concerns of several different approaches to the study of language
use, and had besn implemented in the description of & particular
compunicative event (service encomnter),

b The patticular communicative event which vas described
uging this mode of analysis seems to be structurally very similar
to the service-1ike event of the classzoom.

Basically, the model of investigation imvolves the follow-
ing: locating a structurally identifiable event (service
encounter, service=ltke event during individual work tine);
describing the event in terms of "stages" and "nornal sequence”
of act-types; identifying forn units that recur and forn-type

units that recur, and then examining each for the event-slots

_in vhich it occurs and the act-types that it represents;

exanining event-slots (and subevent-slote like "response to
question') for what forns and form-types occur in them; quali-
tative analysis that looks for patterns of co-occurrence between
fornal items and functional items (including act-types):
qualitative analysis that examines these patterns in terns of
the "conversational work" they do and their "functiof' in terms

of maintaining ritual equilibrium.

19
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Finally, it should be reiterated that the purpose of
selecting the service-like event as a locus of observation
was not to reify it as an isolated entity but rather to use
it as an entree into studying teaching as a linguistic process.
We wanted to find out how children initiate and follow through
on activities that they are interested in. We wanted to in-
vestigate the ways in which periods of individualized instruction
time faecilitate the maximizing of individual cognitive growth.
We wanted, further, to be able to characterize our findings using

parameters that could describe other classroom events and other

settings. Again, we anticipated that the noticn of managing
ritual equilibrium, analytically applied, would be useful = in
distinguishing social and referential meaning on the one hand,

and in integrating verbal and non-verbal means on the other.



B. Methodological Comment: On the Notion of Locus of Observation

In a recent issue of Anthropology and Education Quarterly
Dell Hymes put forth an argument for the use of what we might
refer to as "linguistic methodﬂlagﬁ" in the qualitative analysis
of the processes of education: |

"...Any consideration of qualitative methodology

in the study of human life must take into account

the success of linguiétics in establishing a sector

of study that has a methodology that is at once

qualitative and rigorous." (1977, p. 92)

This line of thinking is one that I have attempted to follow
in developing my own research objectives. As a linguist,
however, I have at times been acutely aware of the face that,
although linguistics has developed a rigorous methodology for
qualitative investigation, the discipline has not always
embraced the pursuit of investigating natural human interaction.
other linguists with this issue, and argued more specifically
for the viability of looking at communicative events using
"linguistic methcdology":l ’

Perhaps one of the most engaging theoretical concerns in

semantic character of language, and, more generally, that of
language use. Though many linguists might argue that issues

of the "semantics" of language use (sometimes referred to as
"pragmatics") fall outside the scientific domain of "linguistics
proper", most would agree that one of the most salient evalua-
tion metrice for comparing any two grammatical descriptions is
provided by a demonstration that one of the two descriptions

is more easily tied to known features of language use. It

seems, therefore, entirely appropriate that a few linguists might

21
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turn their attention more fully to the issues involved in con-
ceptualizing units, levels, or other primitive element-types

that can be used to describe the social use of 1aﬁguage; and,

in particular, apply themsclves to the task of taking the
principles of traditional linguistic methodology and argumentation,
rather than the traditional boundaries of linguistic data, as
pfimafy givens.

That is the tack I wish to take. I sbhall not be concerned
here wit% gocial use in the sense of phonological or syntactie
variants that have social value by virtue of their correlation
with speaker style or social group identification; that is an
important avea but one which has already received considerable
attention and resolution in terms of fruitful directions of
inquiry. . Rather, my cbncern is with an area that is receiving
increasingly moze attention but for which there has so far been
little resolution - especially within linguistics - as to fruit-
ful directions of inquiry: This is the social use of language
in terms of the "embeddings" or "interpreting" of language use
within a fraaework of social interaction; that is, taking as a
"data-sensitive starting point" what all of us native speakers
of language know--that the "interpretation" or "pragmaﬁic value"
or "socially significant semantic value assigned" of any bit
of spoken language depends on, and is derived from, the sociul
interaction of which the language use is a part (as well as,
course, participants' knowlodge of the language as an internally
consistent code). »

With gross oversimplification for the sake of brevity,
four current lines of inquiry into this area can be pointed to

and characterized in terms of inadequacy:z (1) Speech act

22
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analysis-borrowed essentially from philosophy and carried out by
philosophers and linguists; elucidating in many ways but
impossible to relate adequately to larger units; context becomes
"possible context" and "possible wocrld" and ultimately fails to
capture the true creativity of language as it is used in everyday
life. (2) Discourse analysis-largely a linguistic and even
literary enterprise; solves some of the speech act problem of
dealing with larger units by starting with one, but still is
focused primarily on written texts rather than actual speech

and dialogue, in particular. (3) Conversational analysis-carried
out primarily by a group of ethnomethodologically inclined socio-
logists who have chosen to study the social order through
analyzing conversation: their attention to the details and
regularities of spoken language is recognized by most linguists,
but a-nagging questiou concerns their claims about the generali-
zability of the rules and units across situations and cultures
(in many w this is the same sort of question that is often
asked of the work on conversational maxims put forth by the
philosopher H.P. Grice). (4) Event analysis - that which
frequently follows out of the concern of linguistic anthro=

ologists to be sensitive to cross—cultural and cross-situational

Lw]

differences through use of the "ethnography of communication":
is sensitive to many of the inadequacies in (1) through (3) in
terms of its data base, but also frequently turns out to yield
either no very formal description of the event or else no very
generalizable (to other events or situations) description.

The point of this argument, however, will not be to dwell
on any of these inadequacies. For one thing, having dabbled
a bit in all four of these areas I have fully shared and share
in all the attendant inadequacies as I see them. Further, and
more to the point, each of these approaches has to be seen as

establishing some useful entree inte discovering generalizations



about language use in situations of face-to-face interaction.
What I do want to suggest, however, is that there is
another very obvious entree-one that I have argued is quite
fruitful and one that has been shamefully neglected, especially
within linguistics. That entree is simply to look at naturally
occurring instances oi language use in situations of face-to-face

interaction, using as a focus for data collection a single social

defined communicative event serves as a locus of observalkion.

I would like to suggest that this kind of "raw empirical
enterprise is fruitful not just as a sociological endeavor but

also as a linguistic eideavor. The idea that one might get

]

useful insighte about _he pragmatic interpretation of specific
linguistic forms by looking at the natural occurrence of those
forms in human social interaction seems in one sense a trivial
triism. But the fact that linguistics as a field has chosen

to expend most of its efforts in the investigation of pragmatic
interpretation by developing theoretical constructs like speech

act theory, performative analysis, and conversational implicature -~
based primarily on native speaker intuitions about isolated

gentences in hypothetical contexts - gives pause.

It is enough to cause one to wonder if, in fact, it is
If so, it may be philosophical in origin or historically
derived, possibly rooted in some basic pteéonceptieﬂs about
what constitutes a data base that is "'properly 1iﬂguistié"3
or, it may siwply be based on a 1ackxaf understanding of how
such an entree might be implemented. Having now beeun involved in
studies of language use in two kinds of particular soecial

stores and other public service areas, 1976a, and service-like
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events in primary school classrooms), I ar convinced that this
kind of approach is fruitful, and that, minimally, it shculd be
vliewed as complementary to other approaches. I am also convinced
— based on numerous informal conversations with colleagues -
that there is a general "fear" and/or lack of understandiug about
dealing with the Jdata of social interactionm.

Cn the "fear" side many linguists are wary - and right-
fully so = of being overwhelmed by, or mired into, a myriad of
contextual features. This is especially true if one considers
languagé use in social interaction at large. Nor is the obvious

remedy to this overwhelmingness - the study of language use in a

o

particular situation - a viable solution to those who are wary.
For those who are wary all that can be gained by such an approach
is the analysis of a single situation; the event under analysis
is viewed as a highly specific analytical unit-that is basically
of little interest for a general theory of language use. This
view, T feel, is quite unfortunate and one that I shall argue
against. The source of the problem, I believe, is in the

failure to treat the event under analysis as an instance of an
empirical implementation unit - something like what I shall
discuss here as "locus of observation.”

First of all, the notion of locus of observation implies

a principled rationale for looking at a particular phenomenon

in order to find out something about-the larger thing of which

that pheromenon is a part.

My own rationale for having selected the service encounter
is roughly as follows: When I first began to be interested in
language units larger than the sentence I was immediately drawn
to dialog discourse rather than text or monolog discourse. I

think this was because the most interesting question to me

.
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about language concerns its functioning as avehicle for communi-
cation - that is, '"When one person says something (or writes
something, for that matter) how does the rezipiéﬁﬁ o2 hearer of
that saying understand what is being said?" The issue of the
speaker’s intent is, of course, a sticky one. But it has

always been my feeling that we do not have much access to speaker's

intent except when we, ourselves, are the speakers; while, on

mation" or "data'" available to us as does the hearer or addressee.
The primary thing we overhearers may not have equal access to
is what might be called "mutual biographical” context (What is
the past history of inteiaction between the participants and
what kinds of things do they know or assume about each other?).
Instances in which it can be established that recipients and
analytic overhearers have essentially equal access to this
mutual biographical context can thus be seen to be of special
methodological interest. Accordingly, instances in which "a
stranger talks with a stranger" might provide crucial evidence
of how language serves as a communication system (or so it
seemed to me). Like mést investigators I was looking for an
entree into the plienomena - a way of slicing out certain
complicating factors that needn't be dealt with, a way of
eliminating some variance ~ especilally the  kind that might
turn out to be random (as mutual biographical context essentially
is). |

Looking at talk between strangers thus seemed a good
strategy. At the same time, I had come to the study of language
through the door of social science and anthropology in parti-

cular. I was committed early on to a fully descriptivist
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empirical approach to language, grounded in language use, and
Dell Hymes' notion of the ethnography of communication (1964)
was especially intriguing to me. If, however, I wanted to study
‘anguage use in English-speaking ''mainstream" American society -
as I did - it was not at all clear how to proceed. The early
formulation of the ethnography of communication was grounded
in the holistic study of an entire speech community and, William
Labov-'s (1966) study of New York City as a speech community
notwithstanding, that unit did not seem to me directly accessible
in the case of any modern highly-urbanized highly mobile society.
It seemed, rather, that a reasonable starting point might be
to look at speech events or communicative events as repositories
of norms of language use for the "speech community". In terms
of finding out something about the speech community as a whole
it seemed that looking at speech events that occurred in public
Yzccessible—-to-anyone" settings would be especially appropriate.
This led to a consideration of a very ffeguently o;éurriﬂg,
public, accessible-to-anyone event - that captured by looking at
situations of focused interaction between a '"posted" server and a
second party ("customer") who jpvokes the server's participation
as an operator of a '"serving post'. That was essentially my
rationale for initially selecting as a locus of observation the
event T have called "service encouﬁter",q It also quickly became
an object of study in its own right.
In the case of the service-like event study, my rationale
was much less global and ambitious. I simply wanted to find a
"place to look" in the classroom that would tell me something
about how the exchange of acaéemic information occurs outside
the highly structured format of group lessons. 1In order to

look outside the group lesson format there must be a consideration
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of how "conversational accessibility" is managed - that is, what
are the mechanisms that teachers use, and that students have to

learn, about "who is in" and "who is out™, who can talk and who

~1s expected to be listening. In sum, the "service-like event"

that I have selected as a locus of observation is not just an
interesting kind of thing to look at. It is primarily a "way
in" to find out something about what goes on in elementary
schovl clasarooms.

observation implies that

no prior assgmpg;pngrareﬁbgiﬁgrmgjgiaboutrthg;fpightnesg?ipf the

structure.

In general a locus of observation will be only loosely

defined in terms of a form-function correlation; otherwise

there is no source of variation to observe and analyze. It
is true, of course, that linguistics is committed largely to the
discovery of invariant rather than variant relations. But we
all know that invariant relations do not apply at the level of
predicting the exact linguistic forms that people say to one
another in everyday life. Rather, invariarn: relations have. to
be discovered as the mechanisms for making sense out of what
people aétually say when and where to whom. In conjunction
with this lack of constraint on tightness of structure a
particular speech event need not be seen as a full-fledged
analytical unit nor as the primary object of study.

The notion of locus of observation speaks to the investi-
gatgr's interest in using an empirical focus to locate units
or dimensions of analysis within the empitical focus and to
"anchor" these elements in terms of the identifiable character-
istics of the empirical focus. The use of a speech event as

such a locus is important because it involves not only a
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particular setting and a specifiable aggregate of co-present in=
dividuals, but it also has a functional orientatf:ion that is
grounded in the participants' interactive accomplishment of the
function. In the case of the service encounter, for example,
there is an orilentation to the transaction of a service. In the
case of the service-like event there is an orientation to the
exchange of academically relevant information.

Typically, of course, this functional orientation lends
itself to a normative structure of the whole event in terms of

n expected sequence of linguistic or communicative forms or

o

form types. As I have argued elsewhere (1976a,b) this normative
sequencing is important to the pragmatic interpretation of a
particular utterance as conveying a particular illocutionary
force. The specifiability of the structure of the whole evert
(or at least its proper initiation) is thus an important
interactional resocurce for the participants in the EVeﬂt;

Tor the analyst, specifiability of overall structure
makes for an elegant analytical unit. This is, of course, the
basis for event analysis within the ethnography of communication.
However, to the extent that any given type of speech event does
not have a very specifiable structure it is problematic as an
analytic unit. In line with this it can be noted that research-
ers operating both within and outside the framework of ;he
ethnography of communication have expressed concern over the
aplicability of speech event analyses to the not-so-highly
prescribed everyday happenings in modern urbanized societies
like our owm (Sherzer 1978, Brown and Levinson 1978). Some
of this concern can be resolved, howaver, if we view these
everyday speech events not as analytic unit. that require the
same kind of tight form-function definition that can be pro-

vided for highly ritualized events in "less complex' societies
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(e.g., Irvine 1974), but rather as general loci for observation
in which élements can be located within and/or across types of
event:. In this view speech events with less predictable
structures are seen not as "defective" analytical units, but
rather as sources of data for investigating generalizable aspects
of language use. They provide an empirical base from which te
observe the co-variation of form units and function units not

at the level of event.

In order to implement this, the flrst thing the analyst
must do is to look to see more or less globally what is going on
in the event he/she has chosen to look at. Then, keeping this
in mind, he/she must identify "pieces" of language or "types of
pieces" that ave "significant" and that can be characterized in
identified and aunalyzed.

For example, one can locate a particular linguistic form
that occurs both within the event and in other contexts as well.
One can analyze the function or use of the form as it occurs with-
in the event and thereby make predictions aBéut_itS use in other -

natural settings (which can be investigated at a later date).

Examples of this are my analysis of the use of word "0.K." in
service encounters (Merritt 1978) and th« analysis of the uée of
the particle "sh" in classroom lesson events by Frank Humphrey
(1978, 1979).

is "form-type." The major example of this is the form~-type urit
question (See Merritt 1976b, Mishler 1975). The general notion
of "form-type" is a loose cne. Here I simply intend some unit,
occurrences of whicﬁ can be identified with some criteria

based on linguistic form. Thus, to the extent we can

identify the occurrences of questions on the basis of formal
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properties (e.g. conventional interrogative word order) the unit
"question" is a form-type unit. Other possible form-type units
I have used in my own work involve formal identification of
occurrences based on some notion of "repetition'" of actual
lexical items in adjacent or near adjacent utterances: 'replay"
(see 1976b and section III-C of this report) involves repetition
by the speaker of a previous utterance that he/she has him/her-
self made: "playback" (see 1976a, 1977b) involves repetition by
the speaker of a previous utterance made by his/her inter- '
locutor. ‘

A third kind of elemerit that can be look:d at is that of
"event-slot" - for example, "initiating move", "response to
initiating move', "customer start'. "Event-slots" are defined
with respect to the particular event under analysis, of course.

And, of course, one can look to see if any of these fbfmally
defined units turn out to be describable as particular act=types
like request for action or request for information, and, if so,
how they are distributed.

It should be ﬁointed outy, however, that the most interesting
things one can learn from this kind of data - and that one cannot
really get at with non-naturalistic data - have to do with sets
of related facts which index the multiple functioning of con-
ventionalized strategies for managing intéraétiong These sets
of related facts are available for analysis only by looking at
sequences that can be compared and described as somehow functionally

similar on "external grounds" (e.g., these were all sequences

social interaction is the concept of "move":
31
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I cannot provide a really tight definition of "move". Initially
it should be noted thats although what is linguistically described
by thn term speech act is often coterminous, it would be a

mistake to equate them. The notion of move is firmly tied to

changes in the ritual equilibrium (see Goffman 1971, Merritt 1976a)

between participants. Though the notion may be operationalized
in the significance of goal-directed interaction as an act that
has "significance" in terms of moving the interaction in the
‘direction of the goal T believe this is too limited. In general,
it seems right to say that whatever actions of participants
are interpreted as "officially ritually significant” may be
interpreted us moves, the concept of "official" having to do
mzinly with channels used and precision of reportability (in
general, words are always official whereas gestures may or may
not be), and the concept of "ritually significant" having to do
with whether or not ritual equilibrium is affected.

Finally it should be noted that a move is not analytically
identical to a speaking turn. For instance, a speaker may
answer a question, and then proceed to ask a question back,

both at the same turn at talk. Here I would want to say that

In summary, then, my argument has two basic prongs:

1. I suggest that a fruitful line of inquiry into
the study of language use ought to involve looking
at naturally occurring situations of social inter-
action; and that if it is not clear how linguistics
can systematically explore such a data source,
then linguistics should expend some effort'in
trying ¢~ tackle the problem.

I ha + tried to demonstrate one approach to

systematically exploring the richness of everyday
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language use. My approach of using social-
interactionally "definable" situations as
entrees subscribes to an implicit medel of
language use that is (in the terminology of
cogﬁitive ?syzhology and artificial intelligeunce)
"top~down" rather "bottom-up". An issue, of
course, is how to empirically investigate
language use in its natural settings without
getting overly boggled and baggea down by how
far up is the "top'". One must make operational
decisions about how to make a systematic entree
into the vastly interconnected stfesm of human
social behavior.

In studying the loosely structured occurrences
of everyday life in complex societies 1lik. our
own I suggest that it may be quit- ful to have

an understanding that when . particular speech

event type is selected for that entree, it need

not be conceptualized, initially, as anything

more than a locus of observation. The analytical

units and/or parameters will derive from within

that locus, and, ideally, ocecur across other

event types as well. In other words, the

systematic study of language use in naturally
occurring situations of social '~teraction can

be implemented. The procedures that I have partially
presented here are ones that I have used not only

in this study of service-like events, hut also
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also in the work of William Labov (1972, 1977), )
Frank Humphrey (1979), and other sociolinguists.
Furtherx, these "implementation procedures" are,

I would argue, in the best tradition of the qualitative
analytic methodology that is the stock in tféde of
general linguistics. .

-~ 2. T would like to argue that this line of inquiry into
the nature of language use should be implemented and
pursued to a gfeater extent within linguisties. It
should be pursﬁed, [irst of all, simply because it
is there and it can be done. Secondly, it should le
pursued because it allows us to find linguistic
regularities that we would otherwise have little
access to, happenings which 1 feel linguistics as
a discipline must be responsible to.

.There is no doubt that there are claims about
normative regularities we linguists may come up with
simply by thinking about language use, but even these
ought to be verified (and would be made stronger by
éirtue of being so verified) by the indices of
pragmatic interpretatién that are provided by real
people responding to each other in naturally occurr-
ing social ‘interaction. Nor Shaﬁld we squirm too

much when actual language use comes out looking

o9

pretty strange, as it does in the following example

from our classroom data.

"Whatn't I did do". Second Grade. December. Mid-morning.

(Children are working individually on the same math assignment.
Teacher G is sitting at one table and cheeking work or tutoring
as children solicit her help. David has just gotten her help and
is returning to his seat at a nearby table with two other child-

ren, Lynn and Kate.)

FN
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David:

David:

Lynn:
David:

Lynn:
David:

Lynn:

4 )

(sits down and begihs working)

up in a victory gesture)-I'm smart. (half-sung)
You're smart. {Lynn points to David) (half-sung)
I'm s:mart. (kicks his chair back and stands and
throws both arms up on the second 'smart’, retain-
ing his earlier melody.)

You're smart. (with earlier melody.)

(puts his left foot up on his chair and starts to
stand up even higher. Then he apparently thinks
better of it and drops his right leg back down on

floor.)

. (surveys his paper) (2.1")

" How come you're sma:rt

o s

. ("matching intonation" of "you're not so sma:rt")
[

(points to his paper) Look, you didn't do this.
(plunks her pen down in front of her as if the
matter is settled and turns back to her own work)
(2.6")

(staring at his paper) What? (1.3")

What did I do?

Whatn't I did do?

(taps his paper) This and this.

I'm doing 'at.

Oh.

Sh:eesh::. (long hiss)

For one thing, we can usually account for the strangeness of such

I

examples, and in so doing learn more about underlying regularities.

In this example, for instance, it's fascinating to observe

that David's formulations of his query to Lynn about what might

L
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be wrong ("What? - What did I do? - Whatn't I did do?) seem to
be reformulated on the basis of Lvnn's (lack of) response and

a reorientation to the semantically correct "directional

(positive or negative) force of the query ("Look. You didn't
do this." - "What? What did I do? (semantically incorrect
direction) Whatn't I did do? (reformulated for semantically
correct direction)"). The '"semantically reformulated" query

(Whatn't I did do?) is, of course, grammatically incorrect,

but there is no further reformulation to correct for this
(with lexical reordering something like "What didn't I do?")

The fact that, pragmatically, the grammatically incorrect form

"worked" in the interaction, whereas the sem:ntically incorrect

‘form did not, seems to provide an important kind of evidence

for speculating about when and why reformuiations gét made.é

In this example it's also interesting to speculate
about what this example might have to say about syntactic rules
for "negative attraction" in English (see Labov 1972, Prince
1974). Or to speculate about placement of focussed "new informa-
tion-~here.the negativeness of, or reversal of semantic direct-
ional force of (or of negative polarity of) the underlying pre-
supposition: The question What-did-T-do?. presupposes I-did-
something (''that I should not have"); What-not-I-did-do? pre-
supposes I-"failed to'/did not-do-something ('that I:%ﬁ@qld
have)).7 -

For another thing, such examples keep us alive to the

fact that actual language use, often - far more often than

so many of linguistics' made-up examples of possible language

use - provides poignant glimpses of the truly creative
capacity of language for human communication.
In this sectiorn on the possible application of linguistic

methodology to naturalistic datz T have argued that this might be
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facilitated by the notion of locus of observation. In concluding,
I want to indicate ways in which the general thrust of this
methodological perspective has broader implications.

The study of communication in classroom settings has begun
to occupy a unifying role in the arena of interdisciplinary
research. It is unifying berause the classroom provides data .
for so many different zeseatéh interests, including at least the
following: education, language development, child development,
general properties of social interaction. But whether applied
or theoretical researeh interestsz are involved it is important
to take seriously the spe.:ial characteristics of classrooms
as compared with other settings from which data might be gathered.

For example, researchers are aware that every classroom
constitutes its own verbal communit§.(Ph{llips, Dunhan, Brebaker
& Bﬁtt, 1970; Stubbs and Delamont, 1978) hith,more or ;éss con-

tinuity between it and other classrooms, and with more or less

continuity between it and other verbal environments that the

classroom participants areat other times involved in (such as
home). Further, it has recently been recognized that some
kinds of discontinuities between classroom environments and
cfﬁéragnvironments can lead to "speech participation problems"
within the classroom (Cazden, John, & Hymes, 1972; Florio &
Shultz, 1979). It has become clear that discourse in the
classroom is a special kind of happening and is expected to he,
as evidenced by the fact that teachers design and use special
discourse formats in teaching lessons (Sinclair & éaulthard,
1975; Griffin & Humphrey, 1978; Mehan, 1979) that they expect
students to know or learn (see Cazden, 1979, Heath, 1978).

It has also become clear that children in primary classrooms
come to school already knowing certain norms and routines

about using language and already having certain expectations
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and strategies for adapting to new situations (e.g. the current
classrooms) and/or new interlocutors (see Ervin-Trip;
Mitchell-Kernan, 1977; Snow and Ferguson, 1977; Hiebert & Cherry,
1978; shuy & Griffin, 1978; Miller, 1979; Uchs & Schieffelin,
1979). The issues of "preparatory learning" anc "interfefence",
of "transferring" a format or a complex cognitive‘processing
skill from one situation to another, and how this might be
accomplished, are exciting ones; and they are central to this new
area of inquiry (See Scribmer, 1977; Cole, Griffin & Ncwman, 1979;
Florio & Shultz, 1979; Cook-Gumperz, Gumperz, & Simous, 1979.

Yet, almost as a counterpoint, these very issues, and wh=it

" we know about them across settings, sugiuests the need Zor further

refinement in our understanding (and our tools for analysis) of
what goes on within a setting (See Erickson & Schultz, 1977;
Kendon, 1978; Goffman, 1979). ‘

While study of the special characteristics of a particular
setting should lead us to a particularistic description of that
setting, it should also lead us to a more detailed conceptuali-
zation of social fnteraction and —ommunication that can be applied
generally. In a similar way, study of the special character-
istics of a particular‘activity or participant structure in a
classroom should lead us to a particularistic description of
tﬁat locus, but it should also lead us to a more detailed
conceptualization ¢f classroom interaction generally.

This report aims to show how some special charactevistics
of individualized instruction periods in early primary class-
rooms cause some general features of primary clazsroom inter-
action to be ‘exaggerated (as compared to "whole group" or -
teacher-led periods of instruction), and to be thus quite visible.
Hopefully some of our findings will be useful to the study of
classrooms generally, and perhaps even to the general study of

social interaetién and the natural use of language.
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NOTES

1This liﬁe of argument was addressed to the Ghicago Linguistic
Society in April 1979, A version of this presentation has since
been published in a volume of their proceedings (see Merritt -
19:9a). For the impetus ‘to actually specify in this way what

I take to be thas methodological significance of the notion

"locus of observation" I am especially indebted to Stephen Cahir.

EAS will be reiterated at several points later it should be
understood that I am not claiming that any of these lines of in-
quiry should be dropped, but rather that there needs to be iiore
cross fertilization of existing schools af ﬁhéught (for a recent
attempt at a synthetic overview see Conlthard 1977) as well as

a more serious consideration by linguistic theorists of other Ehan
"tragitional" sources of data. By characterizing these four lines
of inquiry in terms of their iﬁadaquacies (rather than in terms

of their value) we can see more precisely just what kinds of
"gaps" exist in the input to linguistic theorizing about language
use. (Since the focus here is not to dwell on the limitations

of these.approaches but merely to use them to point to the need
for other lines of inquiry, I shall make no attempt to cite the
literature in these areas except to cite a single volume in

each area that may be considered either semiual or exemplary.

(1) Cole and Morgan (eds., 1975), (2) Halliday and Hasan (1976),
(3) Sudnow (ed., 1972), (4) Bauman and Sherzer (eds., l§7é).)

3The concern with delimiting the concerns of 1inguiétics as a
discipline is, of course, an old one. TFor example, there is
Bloomfield's (1944) famous discussion of primary, secondary,

and tertiary responses to language; Voeglin and Harris' (1947)
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discuszion of the scope of linguistics; and Chomsky's (1965)
famous delimitation in terms of data that reflects on competence

versus data that reflects on performance.

éF?’f a fuller discussion see Merritt 1976a and section III-B of
this report. It should be pointed out that the term "service
encounter” makes use of a wholesale borrowing of Erving Goffman's
notion of "face engagement" or "encounter" (1963:88-89).

5., ; . T
Since we are not able to acoustically demonstrate this "in-

tonational matching" at this time, we can not now make any
strong claims alout this intonational gloss for the purposes

of analysis. The reason I am pointing it out is because it is
go strilking {when aﬁe hears the recorded segment) and seems
worth trying to analyze at some future time, A line of thinking
I would like to pursue,for instance, is the following: The
syntactic sequence of lexical items is interrogative (why-are-you-
smart?); and interrogative form is more "polite" (see Brown and;

Levinson 1978) than a statement or assertion ("You're not so

smart'"). By using the lexical sequence of the interrogative

form Lynn's utterance - move "officially" subscribes to a polite
mode of comveying what' seems to be clearly a "put-down'. Yet

by delivering the lexical sequénce with the known (this is my

presumption, of course) iutonational pattern of formulaic'X not so Y

. "(}pu};e not so

She's

etc.
the "meaning" and ritual significance of the move is unofficially,
but quitg adequately, conveyed. One might say, in fact, that it

was superbly conveyed in a spontaneously creative use of language.

And David seems to display an attunement to the possible ritual
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intent ("put dow") of Lynn's query (Why are you smart) when he
ends the sequence. David uses a form that seems designed to
"ritually match" the tone of Lynn's suggestion (You're not so

smari.). David clrses the interchange with "Shees:::: (long hiss)".

EThough we would not want to argue that this example is typical,
it is not a singular occurrence of this communicational phenomenon
in.our data., We have noted several instances in which clearly
non-grammatical forms are used (which are not "typical" of the
speaker's "syntactic style" or "level of competence) and are
not replayed in grammatically correct reformulation (that is,
there is no self correction). It seems to me highly relevant
that in all these cases pragmatically, the grammatically in-
correct form "worked" in the interactiom. )

We will discuss later (see section III-C) in this report
what seems to be the opposite phenomenon: A child makes an
utterance - move that does not pragmatically work (that is, there
is no uptake) and so replays it. Sometimes the replays are
simply repeats, but there is often a shift to reformulated re~
plays when there is no uptake. And it seems, further, that
uptake is more likely when there is a reformulatad replay than
when there is a simple repeated repla&; - .
7There is, of course, a considerable literature in the role of
given and new information in discourse, some of which deals with
the notion of presupposition. See, for eﬁample, the recent
pragmatically oriented work by Ellien Prince (1978, 1979), the
more psyéholoéicélly orient2d work of Haviland and Clark (1974),
and the classic syntactic work of ‘Halliday (1967).

BDnce again, however, let me say that this is not an argument
which proposes that everything that is relevant to linguistic
theory can be gleaned from observing natural language use. I
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vish to reiterate that I am not suggesting that linguists drop
other current lines of inguiry, but rather that they be avare
of the linitations of each and of the value of looking at natural

language use in overcoming some of those limitations,

IT  Discussion of Data and Procedures

A, Introduction

B, Procedures

[ois 4
<y
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A. Introduction

The data upon which this investigation is based consists of
an extensive collection of videotapes and audiotapes which were
year 1975-1976. This was done through a grant from the éarnegie
Corporation of New York to Peg Griffin and Roger Shuy at the
Center for Applied Linguistics. This grant provided the funding
for carrying out a major study of the acquisition of children's
functional language competence in a primary school setting. The
results of that study have included not only analysis (see Griffin
and Shuy (eds.) 1978), but alse teacher training "protocol" tapes,
and the massive collection of data now housed at the Center for
Applied Linguistics, upon which this study is based. Currently
a secondary project for dissemination of these protoecol tapes is
being carried ou* at the Center for Applied Linguistics by Roger
Shuy, Stephen Cahir, and Ceil Kovac through an additional grant
from the Carrncgie Cerporationgaf New York.

The data was collected in a Washington, D.C. area private
elementary school, grades Nursery through Third. Composition of
students was basically ethnically honogeneous, all English-
speaking, and of middle-to-upper-middle class backgrounds.

The resultant naturalistic data bank consists of 437 half-hour
videotapes, with a corresponding number of backup audiotapes.
Teachers and children in grades Nursery, Kindergarten, First,
Second and Third were recorded interacting in a wide range of
everyday grade school activities: classroom whole group and small
group activities (both with and without teachers present), in-
dividual work activities, reading groups, free iime activities,
playground, lunch and resource (dance, physical educatie::ﬁj music)

activities. At all five grade levels, sitvations were recorded
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which exhibit various levels of formality, teacher involvement,
orientation to academic tasks, procedural and silence requirements,
etc, Each classroom had between 16 and 20 children, with one
female teacher in grades kindergarten through third, and two
teachers in each of the nursery claséraoms. Other teaching staff
included resource teachers and oecasional aides (student teachers).

The data was collected at five points in time during the
srhool year:

a. The first week of school (mid-September, 1975). 55 video-
tapes were recorded.

b. The second month of school (late October, 1975). 101
videotapes were recorded.

c. The fourth month of school (early December, 1975). 120
videotapes were recorded. . '

d. In mid-winter (late January, early February 1976). 147
videotapes were recorded.

e. The eighth month of school (mid-April, 1976). 106 video-
tapes were recorded.
Two classrooms per grade level (Nursery through Third) were

recorded in during each of the five data collection periods. The
following table shows the number of videotapes (wi!h audio back-up
tapes) retained at each grade level after tapes with technical

difficulties were discarded. This is the total naturalistic data

bank:
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Grade Teacher Taping Period Total Tapes
Level Number a. b. c. d. e. Per Classroom

N 1, 2

] 6 12 8 10 43
3, 4 6 4 14 12 10 46

]l

K ? 5 4 3 3 13 10 33
' 6 4 8 12 15 12 51

1st 7 4 6 11 12 12 45
8 3 7 11 8 10 : 39

2nd 9 3 7 13 9 13 45
10 4 7 12 10 8 41

3rd 11 2 9 14 10 11 46

12 19 10 13 10 43

TOTAL 38 71 112 110 106 437

Since Mervitt was not involved at all in the original data
collection prajeét, since Humphrey and Cahir were each involved
with only certain grade levels, and since this study began two
and a half yzars after the last recording of data, this research
project-unlike most descriptive analytic studies of naturalistic
data-in some ways falls into the category of "secondary analysis".
Obviously, from the standpoint of investigating any particular

research problem this has serious limitations. As an ethnographer,

from the data collection. She would like to have been there when
these "slices of reality'" were carved out for research posterity;
she would like to have had the enthnographer's prerogative of
shifting the focus of data collection as pre-analysis dictated.
On the other hand, she has had the intellectual constraint that

the data available to her as researcher have not been really much

9
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greater than those available to the research audience that the
findings will address. And that may be good. Further, in terms
of the tremendous cost of video data collectioﬁ, it seems -
imperative that researchers learn to make use of already collected
data banks as much as possible.

In this particular endeavor, the investigator has been ex—
tremely fortunate in haviﬁg available probably the most favorable
situation for secondary analysis. The three major contributing
factors are the following:

First of all the extensiveness of the collection of data has
provided a very real naturalistic contextualization. And because
of the location of the site school within the Washington
metropolitan area it has been possible to visit the school, talk
to some of the taped teachers, school administrators, and even
some of the taped students - "three-years-bigger". And it has
beer: reinforcing to the investigator to walk into the school for
the first time a-d ~ecognize teacher voices as well as faces
from the videotape viewing.

Secondly, the direction of the original data collection -
for which Peg Griffin was primarily responsible - was done with
extreme care and attention to the futuvre viability of the video
and audiotapes as resecarch data. The original data bank also
includes a very valuable tape indexing system, and hand-recorded
ethnographic records made during the collection period. This
has provided a means by which the general nature of the inter-
action on any tape can fairly easily be referenced. For example,
the index report for each video tape has a corresponding index
report form which has the following informatiosn noted: (1) size
of group videotaped (whole class, dyads, triads, etc.), (2)

participants: only children, children and teachers, (3) a rough
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characterization of the topic and nature of the verbal and non-

verbal behavior, (4) names of participants entering and leaving

[

the video field, (5) cross-veferences to other videotapes recorde
at the same time or to the audis back-up, (6) grade, teacher, date
of taping, time of day, indexer, equipment used, etc. (7) technical
Thirdly, it has been possible for this study to have access
to and include the input of a large number of the professional
staff who worked on the earlier project and participated in the
data collection: Frank Humphrey is the major research assistant
for this project; he was involved in data collection at both the
kindergarten and third grade levels. Stephen Cahir worked with
us as research associate in the early months of the project.
During that time we concentrated on the nursery level data for
which he had been primarily responsible in the Carnegi: project.
Donna Christian, who was similarly responsible for data collection
at the second grade level, has worked closely with Merritt very
effectively as a staff (CAL) consultant. Roger Shuy has also
been available as an "inhouse" consultant. In addition, two
consultants from the earlier study have been consultants for this
study - Courtney Cazden and Jaffrey Shultz. Though not officially
involved in the project two other person-resources have in-
formally been available as ties to the earlier project. One is
Cecilia Freeman, who worked on the first grade data collectiom,
and who has continued at C.A.L. on other reading research projects.
The other is Peg Griffiﬁj who worked on all phases of the data
collection, bﬁt primarily with the first grade, also. Though no
longer in geographical proximity to the Center fur Applied
Linguistics she has been very generous with her '"telephone time'",

especially in the early stages of the project.
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Other continuities have been provided in this study as well.
Erving Goffman, who was a primary source of guidance for Merritt's
earlier work on service encounters, has bean a consultant for
this project. And providing continuity with the aims of education-
al research, the project has had the consultant services of
Rebecca Earr, with whom no one at the Center for Applied Linguistics
had previously worked. Without the availability and input of these

two people and of all those just mentioned who participated in the

e

earlier project, this study would have been very different in
character.

There is one final point to be made about the collection of
data for this project. It would be a mistake to think that the
service-like event project has had no direct involveme-.t with data
collection. Because of the extensiveness of the data bank from
which we have worked and because of the variety of situations and
participants that were recorded, a great deal of time has been
spent simply locating pieces of data relevant to the analysis of
service-like cvents. In a lot of ways this is data collection, too.

With respect to the number of tapes finally selected, we have
to admit to being both a bit too ambitious in terms of what we
thought we might be able to handle, -and a bit under the spell of
(what Merritt has dubbed) the "Hans Klodhopper s§ﬁdrame"é For
those who may not recall the Scandinavian fairy tale, Hans
Klodhopper was a carefree young man who delighted in ﬁickimg up
and taking with him things that he found along the way. He iept
things that seemed ultimately worthwhile although apparently use-
less to his immediate goal (of winning the smile and the hand of
a certain princess). In the end his habit turned out to be the
basis of his success. This was because he was later able, through

his resourcefulness in using the found items, to greatly amuse the
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I
princess who had been bored by the traditional riches brought to
her by other suitors.

As to whether our efforts will be similarly successful remains

to be seen, of course.

B. Procedures

Although 437 half-hour tapes comstitute an enoxrmous COYfus,
many of these could be eliminated without actual viewing. As
mentioned, the original data bank includes a tape indexing system.
This was developed and applied to the ;ntire naturalistic corpus
in order to provide a means by which the gaﬁEEQi nature of the
interaction on a tape could be quickly referenced. Each tape
has a corresponding index report form which has the following
information noted:

a. Size of group videotaped (whole class, dyads, triads,
etc.).

b. Participants: only children, children and teachers.

c. A rcugh characterization of the topic and nature of
the verbal and non-verbal behavior. _

d. Participants entering and leaving the video field.

e. (Cross-references to other videotapes recorded at the
same time or to the audio back-up.

£. Grade, teacher, daté of taping, indexer, equipment used,
etc. '

g. Technical quality of the video and audio recording
(e.g. "blossoming," static noise, etc.).

The initial step toward developing the analytic corpus was
to separate from the entire naturalistic data bank those tapes
which were likely to include instances of service-like events.

This included videotapes that recorded any of the follerwing four
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situations, as described on the tape index report forms:

a. Classroom individual work activities, where the teacher
is closely i ssisting the chlldren on the videotape.

b. Classroom individual work activities, where the children
on the videotape must approach *the teacher for assistance.

c. Classroom reading groups with the teacher, where children
working elsewhere in the classroom may approach the teacher for
assistance. '

d. Classroom free time activities, where children may
app:éaéhrthe teacher for assistance.

Activities such as whole group lessons or meetings, whole group

ground activities, and lunch activities could be eliminated from
consideration through inspection of the index report forms.
Because we were interested in collecting examples from
different times over the school year we decided to inventory the
entire corpus of tapes. Tapes were collected by the original
project for five grade levels, in two target classes for each

grade level, at five different taping periods over the school

year. Thus there were 50 different '"taping units" as in the
table below. ’ :

Note that teachers and their classrooms have been assigned
to the first ten letters of the alphabet. We have chosen this practice
rather t!un selecting actual pseudonyms throughout this report in
giving examples. In referring to the children we have assigned actual
first name pseudonyms to each child in a classroom unit. We have
made no effort to choose different pseudonyms for all ten classrooms,
and thus some of the pseudonyms have been used in more than one
classroom unit. This is, of course, typical of children's first

names in schools anyway.
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TAPING PERIOUDS:

Grade levals and Classrooms:

Nursery::. A/B ~'B
o c, |c, |c, |c C
Kindergarten: ¢C/D /D",, /D, /E 7 /D /D

First: E/F T F

Second: G/H

Third: I/J | el b sl

A form was developed to be filled out for each "taping unit"
-~ to list all available tapes for that unit and to specify for
each tape a number of criteria to be used in selection (see
attached form). These inventory forms were filled out for all

50 units. In coordination with filling out these forms videotapes
were selected for previewing.

For several weeks following the inventory Merritt, Humphrey,
and Cahir conducted extensive joint previewing at all grade levels,

without making any final selection of segments to be selected.

liminary transcription was carried out, and Merritt led discussions
of the tapes - indicating the kinds of incidents, behaviors, and
participaticu structures that were of major interest. &lso during
this time period, there was a lot of discussion among the re=
searchers about what certain classrooms were like, what impressions
of teachers wer~. what problems were encountered in actualliy
recording . .15, and other miscellaneous features that

helped 5 great deul in contextualizing the recorded data.
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At the time of original recording *:.o video cameras and one
or two audio recorders were used in each classroom. Sometimes
the two cameras would be focussed on the same classroom activity
(usually with one at close range, ' tight", and another from a
distance, "context"), thereby giving two "views" of the same
event. But at other times the two cameras may have bez2n focused
on two different parts of the room, thereby giving only one "wiew'
of any event. Also, sometimes a firm decision had been made to
keep a camera stationary and record whatever came into view,
whereas at other times a child or activity was followed hy the
camera. There was also variatijon in the use of microphones.
Sometimes a centrally located (e.g. in the middle of a table or
hanging from the ceiling over a group circle) microphone was used
and sometimes individual students (never the teacher) wore wire-
less microphones. ©Needless to say, sore kinds of events were more
easily retrieved audially with wireless microphones and some were
more easily retrieved with centrally located microphones. There
was thus some variation in the general technical quality of the
tapes and the extent to which certain tapes were useable for
analysis of service-like events; even though the activities on
tape might show a reading group and that the teacher is engaging
in service-like events with several students, the camera
“angle or the microphone might be so situated as to not show the

goliciting children or voices might not be audible.

Once the orientation period of the project was completed,
we began the second phase. During this phase at least one
researcher examined tapes for every taping unit. Since there had

becnt a separate inventory form made out for each taping unit, there

o

ould be previewing and preselection of segments based on each

g

inventury form. An effort was made to find suitable segments for
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analysis for all 50 taping units (i.e. segments representing both
classrooms at every grade level for each of the five taping paricds)
In a few cases thére were no suitable tapes available, but in most

cases there were several tapes to be reviewed. All cantidotes tapes wer-e

=1

=

at least partially reviewed or screened. A gond deal of this
accomplished during the joint orientation sessions, but sig:ifi-
cant amounts of screening was done individuelly. This screening
proceeded by "grade-classroom" units (e.g. 2H: grade 2nd -
teacher H). For nursery this was done by Cahir, for kindergarten
consultant Christiar, for third grade by Humphrey.

Once this preliuinary screzning had been done, the investi--
gator and at lesst one othar staff merber began preparation of
analysis tames for that grade-eclassroom unit. Cahir was involvad
in the creation of the first set of analysis tapes "cut'', those
of the nursery level. All other gradéelevel tape sets were con-
structed by Merritt and Humprhey.

It was always necessary to have two people in order to
synchronize starting the machines, make locator notes, ete. Con-
structing analysis tapes involved the use of two video-tape decks
and monitors to copy from the original tapes onto new blank tapes
only those segmente to be analyzed for this project. This was
perhaps the most critical phase of project procedures, as the
copying represented essentially final selection of segﬁéﬂts to be
analyzed from the original corpus. We found that we were, in
essence, film editors - making decisicns about where the stream
of behavior (already parscd by the original videotaping) mizht
best be cut so as to least disturb any significant contextualizing
fdatures. This was already pre-analysis.

Furthermore, it was necessary =~ for information retrieval

purposes and to facilitate future analysis - to exercise great.
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care in recording the location of each segment in the original
tapes; to make brief linguistic ethnographic, and mnemonic
descriptions of each segment; to locate and copy additional
"views" (i.e. when more than onc camera was originally used to
film a situation at the same time, thereby yielding two "con-
current" video-tapes) whenever available; and to assign appropriate
sequential codes to each segment (e.g. Segment NB-18x indicates
Nursery grade level, teacher B, 18th segment for the entire grade
classroom unit, first of two possible views (indicating further
that there must be also NB-18y showing the second view); Segment
1F=15z indicates lst grade level, tezcher T (recall that teachers
have been "lettered" consecutively A~I for the ten classrooms), |
15th segment for the entire grade classroom unit, with "z" in-
dicating that there is only one view of this gegment). This in-
formation was all ~oded and hand recorded by Merritt at the time
of analysis tape construction,

This phase of project proceeded thus at a necessarily slow
and careful rate. However, it should also be noted that a fair
amount of pré%analysis was involved in this part of the work.

Once all the analysis tapes were constructed, large portions
of the data were transcribed in detail. It was originally hoped
that all analysis tQPEé%ébuld be transcribed, but this was not
possible for a number of reasons. First, the nature of finally
selecting and editing the tapes was more time consuming than
anticipated - in part because more data was selected than had
been planned. Secondly, the fact of having mere data meant that

a lesser portion of it could be transcribed in the same time.

be done by secretarial support staff or temporary research

assistants, but the detail and quality of transcripts needed made
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this alternative unfeasible. Both Merritt and Humphrey made
transcription and analytic notes during video~tape viewing.
However, with only a few exceptions, all final transcripts wcre
made by Humphrey.

Actual analysis, then, was based on three things: direct
- video viewing, analytic and descriptive notes made during
viewing, and transcripts. The total number of half-hour tapes
and segments (of varying lengths) is indicated in the table

below:

Segments Half-Hour Tapes

Nursery A . 28
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The nature of the data we have, of course, does not allow us
to make any claims about statistical repfesentativenéssg Had we
been recording the original videotapes from direct classroom -
observations with a view é@ward investigating service-like events:,
it might have been possible to observe and keep records of all the
service=-like events that to.k place. This, in turn, might have
gilven us a pretty good sense of just how representative the video-

taped events were of a particular classroom (on a particular day).
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Nevertheless, the sheer quantity and rauge of our data, we
think, warrants consideration. For all the ten classrooms studied
examples were selected from five different points in the school
year, except for the one noted with an asterisk in the table (for
which selections could be made at only four points in the school
year).

Finally, it should be pointed out fhat the major goal of the
research has been to conceptualize parameters for describing the
dynamics of classroom interaction. These parameters ought to be
applicable to every segment of interaction, but, as was ﬁ@inted out
in section I, what parameters turn out to be very visible dePenﬂs
on the locus of observation. We wanted to look at service-like
events in the data available to us not only because we thought
that would tell us something about individualized instruction,
but also because these particular éeachers were known to be ex-
perienced and effective managers in non whole group teaching

situations.
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Service-Like LEvents In Context

A. GSome Objectives and Demands of Individualized

Instruction

B. The Non=Verbal Solicitation and Matters of the

Intertwining of Verbal and Non-Verbal Modalities

C. The Verhbal Solicitation and Considerations of

Conversational Access, Engagement, and Vectors of

Activity.

D. More on Modality: Dual Processing, Slotting,
Modality Splitting, Modality Focus, and
4
Inferencing; And A Note On Ritual
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A. Some Objectives and Demands of Individualized Instruction

"~ Most elementary classrooms are comprised of one teacher and
many children. Much of the social interaction therein has tradi-
tionally been "whele group", with the teacher as the focus of the
lesson or activity. However, most elementary classrooms are now
designed such that part of the day is spent in an alternative
participation structure. In recent years, - in response to the
transient and heterogeneous nature of many school populations,
and in response to the schools' desires to matéh every child's
aptitude with appropriate levels of instruction, many elementary
classrooms are conducted so as to provide individualized in-
struction to the students for at least part of the day. Thus, a
class of 18 to 30 students may be divided into three or four read-
ing groups, each of which will meet with the teacher separately
at different times. Another part of the school day may involve
the teacher's giving a brief lesson to the whole group and then
asking the children to work on an assignment individually or in

small groups, with the teacher typically working with one in-

-dividual or group on that assignment.

When the structure of classroom participation changes away
from whole group this places new communicative demands on both
teacher and students, In particular, teachers must orient to
having one primary focus of activity and many secondary ones
(all the children not involved with her/him). The students must

orient to either managing without the teacher's help or effect-

minimally disruptive to the teacher's primary activity. Our
study is’'an attempt to fill part of the gap in our knowledge
about how eifective teachers structure their actions and their
responses to children's actions in these situations.

Thus the initial and primary focus of the investigation has

been to look at gservice-like events, one type of event that seems

V3
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to oceur in almost all primary classrooms when the classroom
activity structure is other than "whole group": During these
periods of individualized instruction, the teacher will ordinarily
be working with one or a small group of children., Children who
are not working with the teacher will ordinarily be assigned to
individual or group tasks that are to be accomplished without
the teacher's constant supervision., It frequently happens,
however, that one or more of these children will find a need
and/or desire to approach the other-wise occupied teacher and
solicit his/her attention. The child may simply physically
approach the teacher, or s/he may physically approach and then
say something, or s/he may say something as s/he is approaching.
The teacher may then attend to the child immediately, negatively

sanction the child for "interrupting" and then attend to his/her

query, negatively sanction the child for "interrupting" and re-

fuse to attend to his/her query, acknowledge the child with a
deferral, acknowledge the child but.require that s/he come to

another position (closer) and replay the request, ignore the

child for an extended period of time-possibly until after he/she

out, or (which seems to rarely happen) 'refuse" to be distracted
from teacher activity and not subsequently seek out the
"soliciting" child. If the soliciting child is not immediately
attended to the child may leave, stay near the teacher and "wait",
or stay near the teacher and make verbal solicitations to which
the teacher must decide to reply or not. Here are a few examples
from our data:

(1) Nursery-level. September. Afternoon.

(T is gathering a group of children around a table.
They have not yet begun their activity)
—> Elliott: (walking around table to T) Mrs. B-1 ((will you tie))

my shoe?
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= T:
John:
Elliott:
T:

T:

Elliott:
T:
Blliott:

| B

,El:w

Do you want me to tie your |shoe right now?l

7 ((unclear)) gj

(node)

(to Elliott) All right.

(to John) Wait just a minute, because Elliott wants
his shoe tied.

(bends to tie Elliott's shoe)

(to Elliott) And let's seeg.caﬁ you do-,

you did your first knot already. (( M
((Yeah))

((Good)) (finishes tying shoe)

(goes back around table to sit down)

Kindergarten level. February. Mid-morning,

— Martin:
T:

—> Martin:

—> Martin:

(T has just dismissed a.whele class meeting to decide
who will work with what materials. It was announced
that those children (including Harvey) who have had

a lot of time with the blocks already will have to

do something else today. Chiléren get up from
sitting on the floor and begin scattering to various
corners of the room. Martin stands up from where |
he has been sitting right beside T, but several

other children have already approached her).

(to T) Can I work at painting?

(sets a boy's monster doll up on a shelf;

T besieged by children. (1.8"))

(to T) I'm gonna work at painting. (reaches up with
his right hand and pulls on T's left forearm. (0.6"))
(more rapidly) I'm gonna work at painting. (T sends
Jennifer and Caroline S to the Lost and Found. Harvey
aépraaéhes T and anrounces loudly that he's going to
work in the block corner. T: (to H) "You may not

go in the block corner now. You can go later."

75
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T:
— Martin ‘

— Martin:

Martin:

L T:

Martin:

(3)_

Caroline B says something to T. T looks over and
secs that H has gone .into block corner anyway and
(13.6"))

Harvey?

she steps around the waiting Martin.
(walking toward block corner)
(to retreating T's back) Can I paint?

(T approaches Harvey and Robert and begings talking
(3.2"))

behind T) Ms. D., can I paint?

to them.
(following
(T doesn't respond to M, but instead talks to Robert
and Harvey at length, telling them that they have
already had their turns in the block corner and to do
(23.1"))

{starts to walk away from T, then turns and addresses

something else.

Ca-, Ms. D, can I paint? =

(to Martin) Yes.

(half-volume) Can I paint?

(Martin walks over and gets a painting apron to wear.)

First Grade. December. Mid-morning.

f

T:

Tracy:
T:
((Paul)):

(T is standing at an otherwise vacant table. She
looks

May 1

at her clipboard as she sits‘déwn and calls out):
have Tracy, jeff; and Pavi, please.

(Tracy approaches T's table from back of camera shot.
(3.5"))

(to T) - Bring our books?

(in response) Let's play a game of 'Speed Racer' tédayg
'Speed ((E))racer'?! ((I guess we need our pencil.))
(Jeff and Prul drag chairs up to the table. T vurns
to a nearby shelf and gets the materials for the game.

(7.0M)

r
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Paul:

&
—>» Sophia:

Paul:

|

Jeff:
Paul:
Jeff:

Sophia:

(to T) Do we need our pencils? (T's head off camera;

T may shake head "no'; Paul and Jeff sit down, while

Sophia-'walks past Jeff to T, who is getting out
(4.9"))

(mock sinister voice quality) ((uhh)), Speed Ra:zor

avay,

tae 'Speech Racer' cards.
P

(adiusts himself in his chair).
(2.9"))
(holding paper out to get spelling) 'Mummy'. (sic) (1.3")

(steps up - to T)

(From across the roam,sthg voice of an adult, probably
a teécher; can be heard,): E

First Name? ((unclear))

(looking toward door) Thank you!
(to T) ((Where's)) 'Speced Rai:der'?
(takes Sophia's paper.)

(to T) 'Mummy'

(1.1")

(to group) Who are we missing?
(Tracy comes up to the table. (1.1"))
(to T) Tracy.

(to Tracy) We don't need Gdf pencils =

=Can I see thesé for one ((minute)), Mrs. Exxxx?’
(Jeff reaches over and apparently touches 'Speed
Racer' cards.)

(1.4™)) (writes on paper for Sophia)

(continuing) The last one? The last ((one))?

(Paul leans across the table to look at 'Cpeed Racer'
cards) .

(leaves table ares)



(4) _Second Grade, September. Mid-morning.

(T is working with a small group of children on a

geometric puzzle activity. /Ann, David,. and Lymn =

are with her. T has just started to work with Lynn

and has been interrupted by a complaint about how

many items (that are resources for the activity) -

other various children have been taking.

T seenms to be trying to get back to her invelvement

with Lynn).

Melissa: (comes "on camera")
Ken: Everybody has ((three)).

T: (straightens up and turns to boys) I-, no,

((one)), I said each one of you could have one.

((David)): Well, evegybadyjs been iéking ((urclear))

ﬁ(uncleaf))
T: ”WEll such is life.

(ﬁia) Melissa: (attempts to approach T from David's laeft, but
then comes around to T on D's right.
T: (leaning down to Lynn}_[?(O.K.)) ((uncleariﬂ
ai§§ Melissa: Mrs. G? :
éé;Ta T: (without looking up) Just one second ((and))
I can help you. But I'm helping ((Lynn))
right now. | '

CT§§) Katherine: (walks "on camera" and approaches T, standing
beside Melissa.)

7;%; Katherine: (to T) Umm can I start on my second one now?
My third one?

(%%?D T: (to K) Umm, did you ((call each other for a
discussion))

Katherine: (to T) ({(Mmm=huh)).



L yva T:

Katherine:

(%T%) Melissa:
' Teddy:

Melissa:
Ts

=

— Melissa:
m

{nods)
(goes "off camera")
((There were other voices at this time.))

0.K. Lynn. Kemember, we decided that (1.8")
this is, is eg-, three of those, are, equal to
one of the o.hers.  Alright. ©Now watch this
trick... _
(continues to work with Lynn; much of their
interaction is inaudible)

comes on camera and goes up and stands by
Melissa for a few seconds. She subsequently
sits down in circle around T and is later
drawn off camera.

(continues to work with Lynn) (Many children
are in transit around the room.)

(Continues to wait by T for quite a while)
(éppraaahes T, stands by Melissa; after a few
seconds he reaches down and takes a pencil and
walks away. l(1‘29"))

(to Lynn) ((Now, put your name on there))
((unclear)).

(has been ztanding behind T, watching. He
appears to tap T on the bagkg

(turns to Ken and listens to him for a second.
Then she seems to laugh and then goes=
Mrs. G.? .
(to Ken) = Shh::::. .
(throws her hands as if she has appreciated

a joke or comment Ken provided.)

(steps over. some stuff on the floor and bends

dovn directly beside T;S ear. (2.6"))
66
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e Melissa: Mrs. G? (1.3") Can I read my book?
T: (may be either talking softly tc a girl
behind Lynn, or taking a few seconds to process

the question. (5.5")
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pieces ((for those)) ((unclear))?
Melissa: (to T) Nope,

‘T:E (to M) Well I found one on the floor,
((ahead of the)) ((unclear)). ((Would you,
go down and see if)) ((unclear))

(Noise in the room.)

Melissa: (standing) Then can I read my book?

3

(nods) Yes, then you can read your book.
Melissa: (walks off camera,)
(Segment ends.)

(3) ____ Third grade. December. TLate Morning,

(T is involved with two girls, Jennifer and
Angela, in a reading session. Thereris no other
teacher or aide in the room to help supervise
children working on other activities).
Jennifer: (reading) 'Do ycu mean the .ocean and volcanoes
can:not hurt us?' ((unclear)) are not afréid?'
asked _Kino. iy]:‘lo':, his father replied. 'I did
not say that. 'Ocean is there',
Jennifer: (looking up at T) Can we read two chapters?
(1.3"
T: (to J) Just keep reading. We'll read as much

as we can.

co
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Jennifer:

o |

Jenn

jn
]
H

Jennifer:

T:

off-camera:

off-camera:

T:
Angela:

A{te J) 0.K.

: Peter?

voice, because, we're having a hard time, listening

(reading) 'Ocean is there, and volcano is there.

It is true that[one]sn

: (to J) Hunn-unh.

‘Eiﬂ any dav, ocean may rise into, storm, and

volcano may burst into flame, We mus:. accept

this fact, but without fear. We must say

'Someday, I shall die.' It does matter, whether
it is by ccean or by VQlﬁ,AVﬁléaﬁQ,

(Several voices from elsewhere in the room in-
crease in volume, as Jennifer finishes.)

...or whether I grow old or weak.

: Just a minute.

(T straightens up in chair and looks across

the ieam;)
(Voices continue. (1.8")
Peter? I think

to each other, because of the-, the, volume of

your voice.

Ms. J, can we read the book ((later on)) ¥

- f get anathijz thing.))
(to off camera grcup) | Shh::. d

(turns around toward group. (0.8"))

It's a‘gaadibockg
| John ?

(to Johr) Get to work. Right now.
(resumes reading posture, turning back to table
and leaning forward to J and A.)

GiK!

"
)



(Jennifer continues wit't her reading turn for some

minutes with T monitoring and offering occasional

4 _ feedback)

- Jennifer: (reading) ..."When the day was over he was sc
tired he fell asleep over his suppe?."

T: (to Jennifer) Djiﬁi

Jéﬁ;ifgfz wreading) 'But’',
T: Angela?
ng%) Tomny : iAE this point Tommy, who has been standing a
7 pace zway from the table, takes half a pace
toward the table and raises both arms from his
side slightly. (0.9"))
Angela: (reading) 'But there were days when Gia also was
too busy to help.'

ééis Tommy : (turns and walks off-camera)

Angela: (continues) Word came to ((unclear)) the =chool
of fish was passing through the channels.

(;gé) Tommy: (reappears on-camera and walks over near T's
desk, 'loiters' a few feet away, and then turns
and stands waiting at the rectangular reading
table, at one of the sides next to the teacher)

Angela: (reading) And, then, every fishung boat made
' haste to sail, cut of the bay. (continues

reading).

-

7 7 (writes something on the tablet.)
(*é%%; Tommy: (slaps his right side,.then swings his right
arm back and forth in a sort of puﬂgﬁing motion
(40.5"))
T: (At this point Angela has read to the cnd of a

page. T flips the page, then locks uyx and scans
the room, apparently noticing a loud voice from

the background.)




Jennifer:
Angela:

(e )

Tonny:

vy Tonmy:
fngela:

Toany:

& I
=3 Tomy:
b~ T

Angela;

Tommy:

hngela:

(tutns book page)
(turns book page.)
(Locks over at Tomm)

(wiping his nouth with his right sleeve, (1.7))
(toT) ((The houses are rruinedi))

(reading) "Sometines-

(Tonny holds hands open and shows T several

suall objects he is holding In his hends.)

+ (to Tomry) That's fine,

(pofating to objects in left hand) These!

It (tapping ome of objects in his left hand) That's

not good, but these=, (taps object in left hand
and one in right hand) that one and this ((one))
are 0.K, _ . |

(ha stopped reading, stares up at blackboard
and scratches her Lip)

(turng and valks over to the door, opens it,
leaves, and closes it behind hin,)

(scans oom, which has background noise of
children's voices. (1.0%)

(looking across room) Shh:iis, John(last nane)
xoie! Plecse, Albert!

(off-caneta) Yeaht

(to Albert) A little softer voice, please.

(T holds up Left hand, noves fndex finger and
thusb tovard each other as a 'dininishing'
(ragune reading position) 0.K, ((people)),

I'n sorry

(reading) Sometines, 1f it vere not sea-time

or harvest, Kino vent with Gia, and his fatber,

10

Lo
LntS=1

The inevitable possibility of differential distribution of
these teacher respénses anong particular children in a classtoon,
rontcally, again raises the question of equity vithin educational
settings that wake use of ‘~dividua)ized instruction. This means
that there is an inportant need for understanding not only service-
Like events, but also the partictpetory and commmicative dennds
of dndividualised instruction tine generally,

In this section [ want to lay out a conceptual fraework For
contextualizing service-ike events, What this turns out to be,
of course, 1s 2 view of the hasic paraneters of classroos inter-
action that relate to individvalized instruction, This i
necessarily very complex despite its nevitable ncompletensss
The section is developed by beginning with a sumary proseatation
of the basic model and parancters of classroom interaction that
[ have arrived ac. This is nove dense and abstract than desire-
able, but as portions of the analysis are elaborated fn the
folloving sub-sections, and ag the veader veflects on the examplés
given, hopefully the abstract notions will become more concrate.

We can start with the basie facts that the primary clas: son
fnvolves many children, whose major other locus of activity har
been in their hoves with faniliar caretekers, now supervised day
after day for several hours by one (o7 ocessionally two) tescher

Who, In Barr and Drecben's (1977) terns, has taken on the

of Individual student learning”,..(p. 152, italics mine)

The teacher is thus imediately confronted with four major
fnterrelated tasks, only one of which night ¢lvays be referred to s
"teaching proper". These are (1) achieving 2 sense in each chil?
of belonging throuh soctal particdpation, (2) schieving a sense
In each child of belonging through aetivity patticipation and

task accomplishment, (3) striving for equity in the allocation of

1
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resoutces external to the individual child (e.g. space, use of

4

objects, upporiunities to talk and be listened to by others, time ,
with the teacher, etc.), and (4) directing the allocation of
resources interral to the individual child (what to attend to,
what means to use to accomplish a particular goal, ete.). This
last task of directing children's attention is critical to
children's learning by inference. In addition to this, of course,
the teacher must provide direct imstruction and evaluation of
both teacher-initiated and child-initiated activities and products.
Now, for a small child, T think it can be argued that once
it is established that the teacher is the focal point in the
classroor, the most effective way to achieve a sense of social
participation is to be talking and doing some activity with, or
in close proximity to, the teacher. This suggests that periods
of individualized instruction, as opposed to whole group sessions
may put more of a strain on children's feelings as competent
social participants, and, indeed, a recent stuéy by Emmer,
Evertsorn,, and Anderson (1979) corroborater - is suggestion (they
have found that, among a sample of effectivz and ineffective third
grade teacher-managers, the most effective ones focussed on whole
group activities for almezst the entire first three weeks while
the more ineffective teachers began individualized in::ruetiop
periods as early as the first day). 1In our observations, even
the second and third grade children would ask to come and sit
at. the same table with the teacher even though she was working
with other students on a different activity or assignment.
On the other hand, the instrumental goal of schooling is
that of individual learner >chievements. This consists ia large

part of a child's being able to read, write, and complete assign-

direct involvement in jointly accomplishing the assignments, and

72
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without talking with anyone. This means that there is somewhat
of a conflict between what is natural for achieving a sense
of social participation and what is the desired behavioral outcome
for individual children.
There is, of course, one thing that mediates this conflict.

This is the fact that as time goes on, task accomplish~

ment usually becomes increasingly important for social
participation, in that members of the group are expected to all
exhibit competence, and the academic standards for competence
increase as school goes on (see, for example, Cohen 1979 for a

discussion of student's perceptions of other students' status in

terms of their ability to read). One of "our" first grade
teachers, for example, would occasionally admonish a child with

"First ¢ This is first grade," reminding them that stand-

ards are now "higher" than they were for kindergarten.

Nevertheless, getting children to go off on their own and

herently difficult and artificial as a means of accomplishing a
sense of social participation. I think it has to be recognized
that this is an artifact of the literacy orientation of our
culture and our formal educational system (Qﬁizh is not t
that it is necessarily wrong or should be changed; only that this
aspect must be taken as something that not all cultures share).
The recent discussion by Walter J. Ong in which literacy and
orality are contrasted makes this point rather dramatically:™

"...Speech is structured through the entire fabric

of tne human person. Writing depends on consciously

contrived rules.

| Moreover, it depends on absences -~ which amount
to the same thing as artificiality. I want to write

a book which will be wread by hundreds of thousands

o ) )
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of people. So, please, everyone leave the wraon.
I have to be alone to communicate. Let us face
the utter faciticusness and fictitiousness of
such a situation, which can in no way be considered
natural or even normal."
(1979, pp. 2-3)

In my observations it seems that some children have a muich

m

more difficult time than others in balancing the armount of tim
spent in "real" social participation through talking and joint
activity, and "artificial" or "secondary" social participation
that accrues through demonstrated competence és an individual
learner and task accomplisher. Thus, sometimes when a child is
supposed to be working iundependently without the teacher s/he
may instead be doing a lot of "fooling around" or simply listen-
ing or watching what other children are doing. .To avoid this as
much as possible, teachers, are constantly looking up from what-
ever activitf‘they are involved with and monitoring the rest of
the room. For every child in the room the teacher has two basic
gcals (1) to keep the child "in" as a social and task participant,
and (2) to facilitate, and ideally maximize, Ehé child's
cagﬁiﬁive growth and academic accomplishments.

In the following example from our nursery school data we
can see an almost ideal instance of how a child can be
dissuaded from joint activity, interested in an individual tasl,
supervised in it: execution with only just as much help as is
required, end with delight in his own accomplishment, and in the
doing learn to share with another child not only the task materials
but also the teacher's attention.

(6) '"Batikked". ﬁﬁfse:y level. April. Early Morning.

(T working with two children doing batiks)

(Wireless microphone on Seth and camera follows him.)
P

o
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(4s camera begins, T ie sitting beside Jackie explaining how to
make a batik as Seth watch~ns from behind.)

T (to Jackie): All right,
- Seth : l

T (to J) : ...and meke seven strokes. Whatever you do now

iéaka the C(brushij],...

Jackie?

will stay white. And then we will dip it in the
yellow bath. When it dr:.s from the yeilow,
you can mece another number of strokas. What-
ever you do then will be yellow. Ther we'll dip
it in the red. And whatever you do that time,
then we'll dip it in the blue. And we'll see
what happens each time. All right?
(Jackie leans forward toward “iie batik materials, but she doesn't
ap
-3 Se

pear to nod.(1.1"))
th : Jackie?
W3  T(standing up): Jackie, you can go ahead.

— Seth (to 1) : Can | I help yau?

T (leaning
over to Séth : Now SEEEE when you say vou wanted to heig,
' 2 batik is réally a very perscnal thing.
Seth(creaky

voice) : Oh.=

7 (to Seth) : =But if i:'s all right with you we could zet a

piece of cloth that you vwould like te use.

(T watches Jackie draw lines of wax for the batik, and tai%s
about it with her. T gets a piece of cloth for Seth to use, and

then asks him what size of cloth he'd like.)

-, ?-5




T (to Seth) : ...Would you like to do a panel, or would vou
like to do a big piece, of ajsquare ((Vﬁcléar)éz
Seth

(holds cuts out and up) A big piece)
T (to Seth) : You want to do a big piece, [((unclear)
Seth : Yeah but

Ms. B1?

T (to Seth) : Let's go over here and|get some malerials.
Seth : (pointiny at wall) There's some
Seth : ...stories
(T has started to guide Seth across the room, but she turns and
looks where S is pointing. (1.8").
T (pointing) : Yes, those are your other stories,
7 but | I have the one you were ‘jorking on...
Sath 1| ((Yeah)) 7
T 1 ...yesterday inﬁ my hand. (T holds out paper to ¢
Seth 1 E Yeah _\
seth :  Yeah. '
T (to Seth wnile
. she walks avay: And I'm holdiung it ir my hand so that we can get
vack to that story.
Seth (steps up
by .T) : an I help you, Jackie?
Jackie(to §) : Wo.
Seth (to J) : Why?

L J

Jackie(to S :- "Cause I don't want you ((to)).

Jackie (brushes her cloth, (2.5"))

Seth ¢ Oh no:.
Sath :  (watchus J brush (4.2™))
T(off camera) : Seth cai you come here? (from across room)

Seth : Oh yeah. (walk’ng across rooa to T)




(T shows Seth some cloth and asks him how large a piece he wants.

Seth says 'That big" when she extends the cloth and then adds,

'Because I want to make a car'. They continue to negotiate the

size of the cloth he wants. T has Seth tear the cloth - T: "It's

fun, because it's all right to tear. A lot of things it's not

all right to tear..." When he has difficulty tearirz the bottom:

Seth (to T) : Can't do it longer.

T :  "Can't do it now.". Can you think of something
that might help --~u?

Seth : (shakes head 'no')

T (to Seth) : Wrat do you think would help yeu?

‘:Try and think ébsu§! it for a minute

I don't know. _

W
o

‘r‘l“‘
g

Seth (to T) : Scissors?
Very good. (Extends left hand) Want me to

|

. hold it while you get the scissers?
Seth : (hands T the cloth) Yeah.
T :  I'll be glad to ((h~lp))
(Seth walke across room, gets scissors from a storage desk, glances
at Jackie's batil: as he returns to T. (4.1")}
&—— Seth(half-sung): Bye::, Jackie.
(Seth returns to T and cloth; they cut the cloth)

Iy

+ (holding up cloth) 1Is that what you want to
make?

Seth (to T) : Yeah. A car. That would be big enough for a

T(nodding) : It would bte big enocugh for a car.
Seth (to T) : A yellow car. O0.K.?

(No audible vesponse from T. (1.6'))

Seth (to T) : No, a colorful car.

{T stands up and starts walking with Seuh over to the table where

Jackie is using th~ batik dyes and wax.)




-

T :  All right. | ((Now)) if you want a yellow

Lon

Seth , I-, I-

3

LI
1

T : car let me tell you saméthing about batiks,
all right?

T : (benls dewn to inspect Jackie's batik)

w
]

r
=g

But ids. rBl?j (trailing behind T to table)
T T L?hzi look at Jackie's design.

Ahh:.
T ¢ |Ms. B17)\

T : (starting to pick up J's batik) Yes, Seth.

Seth (to T) ¢ But, I want to dip-,
T (to J) : ((Jackie), if you'll put your fingers,
if I get it away from the hot pan then I don't

~have to do_it any more then you...

T (to J) : T {{:inclear)) -

Seth : !_& B1?

(T and Jackie seem to be mane.verin, the batik. (1.2™))

Seth : CHIHS; Bl? I want to dip.mine in yellow,...

T (to Jackie) : Trkat's gcﬁdir'{(unéléariﬂ

) blue. I want to

Seth 1 J..red and

dip mine in yellow red and blue.
T : Gh, these are nice colors to dip in, Seth.

- think that'll be nice if you dip

it ((unclear))
Seth | , : | And T do wan’ .

(emphatic.11y) to do that. I do|lso want -, C
T (to Seth) | ((unclear)) has{ to dry in

betwesn each shade =
=Yeal-

All-:dginn. Each ¢olor.

(]
i
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Seth (hums) :
T (to §) :

(T hands Seth his
T :
Seth :
T :

Hmm | mmmm. IO,

All right. Now| here's your piece

i

You spread it out on the paper.
cloth. He spreads it out on the work desk. (2.7")
(sitting down beside him) Now you said some-
thing about having a yellow car. -

Yeah, and red and blue. But ﬁe have-,

All right.

(T tells Seth that what he puts wax on first will remain white.

T has Jackie hold

her waxed cloth up to show Seth what she means.

T tells J to put her cloth in the 'dye bath. T stirs dye. T

asks Jackie if she needs an apron; J apparently says no. T has

J get something to wrap the batik in to dry it and/or an apron to

wear (1'6.5"))

T
Seth :

T :

(T sits down in a

0.K. Seth?
Sthrt worlk?
How many| strokes are you=

chair, which wobbles: she says the next three

words with high pitch as she gets her balance)

T :

=going to make?

(Jackie returns to the table holding an apron. (1.6"))

Seth (to T) :

T (to )

Serh (to T)

(T watche- Seth a

apron cn. (4.5"))

]
e

at

(

+3
lind

o S) :

Bath $

Some=
=Did you plan beforehand what you're going to do?
Yeah. (1.5")) ((Just)),

s he brushes wax on the cloth. .Jackie puts her

{sub-vocal, to himself) Need a little more,
Scome people think about it ahead of time, and
I wonder what you thought to yourself. (2.0")

{Continuing to brush) I wonder.
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(T watches Seth, who seems engrossed in his task, almost .
oblivious to T. (4.6"))

T (to S) :  I'il leave you ((to work)) (getting up)

(T goes over and helps Jackie put on her apron. Seth continues
brushing, then puts dowi. his brush. (19.7")

Seth {loud) : ; It's rea:dy! (1.5") (soft:} But-, (2.4")

regular voj:e) It's ready, but, Ms. BL?

-
I~

(T continues helping Jackie with her apron. (2.4")

T : I hear you Seth. 1I'll be with you in just
a minute.

T : (comes over and inspects Seth's batlk (3.4"))

Seth (te T) : I made some clou:ds. Thase are [cleuds

T (enthusiatically:) - Oh:: | clouds.

(T‘and Seth pull the batik o.f the uable. Seth holds it up to

the light and shows it to Jackie. Seth tells T it's an 'old type

of car'. T tells Seth he can put it in the dye bath after Jackie

ie through. Seth pulls some extraneous threads off his batik.

¢ helps Jackie with her batik, as Seth holds his batik as if

blowing in the wind and says many times, "Windy, Windy. Windy.’

(1.11"))

T | : You're waiting very patiently, Seth. Do you
want to do some ddictation naw‘?(uncléar)) '

| Seth (to T) : Yeah. I

want te, dip it in now. 7

T (to 8) : I know you do, but is there something.in

o]

. there?

ne
(T gestures toward dye bath, vhere Jackie's batik is soaking.
(1.0"))
Seth (to T) : Yeah. I know that.=

T (to 5) : =to whom does that belong?

80
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Sath {to T)
Ju~kie

T (te 8)
Seth (to T)

Seth (to T)
T {(to 8)

I (to 8)

o

Jackie,
(walks up behind Seth, who is standing by dye bath
‘That's right. Did you see Jackie coming to
7do sgﬁ’thiﬁg about it?
Yeah.
Oh yeah.
dow could you help her?
(moves over, out of Jackie's way)
(moves up to table and puts newspaper on the tabl
I'11 wait, Jackie.
(1.1")
When do you want to do ((this))?

(Seth stares at his batik and doesn't respond to T. T holds

paper in front of his face. "(3.8"))

T (to §)
Seth (to T)

When do you want to ‘o that? °

Umm, after, I dip i. .a the yellow.

(T walks off camera, apparently to set his dictaticn down. Seth

sings to himself with nasal vowels while waiting for his turn

at the dye bath.

T at one point crouches down beside him and

sings aloug briefly. T walks off camera. Seth sees Jackie

finishing up and asks if she's througu. She says she is.’' Seth

proceeds to put his batik in the yellow dye bath while singing

"Dip it in' to himself. (1'14"))

Seth

T-(approaching,

to Seth): Oh, you did it all by yourself. That's

marvelous. I'm sofglad ((unclear))

But I have to

, get it on the other side.

(Seth flips the batik over. T tips the dye hath to help him

soak the batik.

T walks off camera.)

31
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Seth : (loud, fishing his batik out of the kath on a
stick) I did it. Ms. B1? Batikked. (1.6")
I'11 wait. (Seth hums to himself for a few seconds
Jackie : (beside Seth, wraps her batik in newspaper
to dry it (25.4"))
T : (approaches Seth and puts her hand on his back)
T : Seth, what do we have to do with it?
(Seth points to the ground. (1.3™"))
Seth :  Put paper there.

T

All right. Can you put it down wuntil you get

your paper?

Seth : (lowers the batik back into the dye bath) (1.2"))

T : Thank you.

Seth . : (turns and walks past T (4.2"))

T (to S) : That's good. You know where to find it?
(1.3

Seth :  Umm. Ukh. ﬁﬁere?

T : Where do we keep the paper?

Seth : I don't know.

T : Oh. Well you look arvund and see if you can
find a place where we keep it.

(Seth scans the room.)

T : I'd rather you discover it yourself.

Seth : Oh I see. Oh.

(Seth walks across the room while saying:)

Seth :  Yeah I see. I see.

(Seth bends down and picks up paper (1.1"))

Seth : (miﬂisstfaiﬂ=gruﬁ5)% Ugh.

[0 ]

eth :  You know what, Ms. Bl? I:n:, my daddy's

[4)]

newspaper, today, they-,
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(Seth «nr.ads his hands away from boiv in gesture.

Seth : We saw, a picture of a wha:le. Ir was a baby
one, and peorle were trying to get Fu wet.
And-, was not wet, and they were trying to get
it wet, so it would stay alive.

T (to S)

Seth (to T) : I:, don't kucw.

Oh!. Did it work?

o
-

T
Seth

=
U‘
m
]
\ﬁ‘

T H
schiool and we could read it?
Seth : Yeah. ) .

Ll
ES

: Bring it to schuol tomorrow

Seth (bending :
to put paper on -
floor)

T : could readlabout it. ((unclear))!|

Seth Put it here?

Seth (in re- *  Yeah. 7

sponse to teacher's

suggestion)

T (to S) : Well you do need newspaper down there if it's
going to drip, but what else do you need
newspaper for, Seth?

Seth ~: I don't-,

(Seth spots Jackie's batik wrapped up in newspaper.) ;

£eth (pointing: Thac.

at Jackie's
batik.)

"

Seth : =((What's Jackie))

Yeg=
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T

ahead?ﬁ "Dh:é, lcgk at Jackie 5 désign. "1'11 1eava~$pu to;

(T sands Seth off tor get anather newspaper to wrap his batik in.

‘8. says "I'll squinch ic! as ha goes.' T meanwhile gets involved

E

in, assisting Caraline _with something. (32".))

Seth ( (halding : Hare it is, Ms. Bl. . .

paper). * L, B S ‘
(T céncinugs éalking to Caroline.) ”!t I L
himself) . S , o T

(T talks,to Caroline. ' Seth shakes the newspaper.in fronfyof her.
(2.9")) - ’ | R

seth 1 (MsB)) s L
:  Good Seth. "All right. Come arourd to this
side (...) c. :

(T and Seth reapproach téﬁlg. ks ggts:Seth yeEJanot%ag_ﬁﬁéce of

paper to soak up some extfaﬁﬁaus dye. Seth fishes the batik out

of the dye and v aits until it 5Eﬂps dripping for about’twg
minutes, holding it Qver the dye bath ~ - Finally he plages the
batik out on the paper to dry.) (2 45"y, . END EXAMPLE

Déspite the factuthat the teacher is here working w;th Gnly

- two (a third child is invalved at the end) children ( a feature ,
whish is daubtlesa only passible for thls 1ength of time bezause‘
‘of a secand nursery teacher 1 /% the classraam, "Msi_ -2, the

thaEth must work carefully to EESpOnd to each ‘child's need for

assistange in a timely wvay so as to keep them ;nvelved in work-~

iné- This involves more than helping w1th the dye bath, cloth

; Learing, apron wearing, and wax stroklng.' It also involves

giving vwerbal praise and dlsplays of invalvqunt ("0Oh: g}pu@s")

. and signals that the. teachez is. shifting her own invélvement

" from one child to the other while also ind;gating to. the child

"not in focus" what s/he shculd be dcing ("Jazkle, you can g0 .

L
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‘difﬁaﬁiOﬁ naw?" 'T crouches dovm- ‘beside Seth at one paint

.

warE" - ovr haaf you,SaEh.! I! 11 be with you iﬁ just- a manuta;

- . ) - ) e

"You're WEiCiﬁg very pacaantay, Seth. - be you wanr to.do some

&

c
and sings along. with him for a few momanta while he ia uaing ﬁha a

‘dya bath', ataa); The teacher also haa to deal with aamia‘

extraneous natiainga of “the -child, auah as whara tha atariaa

are in'tﬁa beginning and what waa in SELD 8 Daddy s ﬂawapapar

" thdt morning. It seems. impartant that the taachar wag not ‘'only

able to cantaln“ the extraneous discuaaian, aﬂd gat back‘

:quickly to task- invnlvamant but that she was also abla tp deal . .

with the diacuaaiaﬂ in a way that saamad as though the naticiﬁg
was 'attended to, appreciated, aTd tharafar’ "ritually cloaad

-

of f" as an’ apprﬂpriata tDpiz:. 1 «

g%? In other words, this ralativaly "aimpla" aituaLion of daaling

with onay twa chlldran turna out to be very aampliaatad Thia ia
1argaly a funation af tha teacher”s task of aupatviaing tha two
yectors. of activlty" (see aubmaaction C follawing) of tha twa

ahildran. ‘They are "daimg the same thing s but they are natr'

-idaang a jaint activity, they are each doing aamathing individually

Iha children hava ;a 1aa1n how not- to be involved in aach athar 8
work ("Now Sath ‘when. you say you wanted to halp, a hatik 1a ‘
raally\a very: paracnal thing - Ghin ‘But if it's all right with

" you we could get a pieaa “of cloth that zou would like to uaa.;?}),

and yat to .share tha aama raaaataaagfor tha taak inaluding tha K.

teacher's attention as wall zz tha dya bath ("I hear you Sath;a’ W

I'11 e with you in juat am
I know you, do, but is there aomathlng in there...How could you

halp her? = Illl wait Jackia.-zg l did it. Ma.inI?

(1. 6™ i'll wait.") In this sequence Séth su ssfully accompliah*
" ed making a Batik (I m told it waa baautiful) ~ But Seth: alao : i

seems to have: been 1aarning a lot about hcw to da aomathing

iﬁdividually wh;la aharing tima, space, matafiala, and athaLEM

< resources with athar ahildran in the alaaarOOm,

o, 8y S

oo o T e

uga ; VI want to dip it-in now., - - .-



Can't do it ‘any louger. - Can't do it now. Can you’ think af

1. '
1 am indébféd to Debgrgh Tannen far ifecting ny attentign to

somé of the regent work on arality an 1iteracy.
éﬁuah ElEE gauld-be said abaut this EEAPEﬁEEF a pﬂffién of which
is recansidared in- subeec*ian C fullcwing, but somé of it would

take .us slightly afield fram our current facus on iﬁdlvidualigatigﬁ.

Fcr example,fit 5 quite nnt;ceable §i§§i§20ftant that ‘the tehcher

Jhere is teaching Seth hcw to- get thraugh current and future absiacles

to "fgllowin< thraugh“ on-.an eﬂtended acgivity, by encouraging his

. own thinking and ' planfulness ; "(as.Seth etops.tearing the glath)'

4

snmething Ehat might help you? = (Seth shakes head 'na') - What

"do you, think would help yog?* Try and think abgut it for a minute -

I dan t know. Scissors? JJVery gﬂad Want me to hold it while

. you get. the Sﬂibsars?— Yeah, - 'I'll be glad t\cx help."; "Did you plan
beférehand what - ‘you' 're' gaing ta dg? - Yﬁéh,— Sama peaple think
Aabﬂut 1t sheaﬂ af time, and I wgnder what you ;haught to yourself ",

. "(as Sath is takiﬁg his cloth QLE of the dye bath) Seth, what do
. \ ;
we have to do with 1L - Put paper therL = All right.. Can you !

put it dawn until you get youf paper?") For a nice discussiqp -

\gf "teaehing planfulﬂess using a different set Df nursery- szhaol

: data, see Gearhatt Sﬁd Newman 1980.{ L ‘f' v 'ﬁé;;/rj '

N



V engaged in interactiﬂn with each ot%er do nnt attend to each

1

B. "The Nan—Verbal Sallcltation njd Hatters of the Intertw1n1ng
- of Verbil and NnnhVerbal Nﬂda;itiesil ’ fg ' ;

In the previﬁus ﬂubsectian it was hopefully made ‘clear that

3

each individual's EOPEESEHEE is in some way Ealient (If we.

.start by thlﬂking of "médality" as indicating some vessel for

’cazrying and*aonveying infgrmatign;=then we can think of whole

persans in face—tc face interactinn as constituting the basic
madality " In many ways this seems ta be the sense of Ong' s

comment (on 'primary orality ) Lhat "Spaech 1s structured

thr0ugh the entire fabric of the humaﬂ person." (1975\ p- f;

see Ehe quote given earlier) chevar, many persnns who: are

\

Dthef fullyi_ In. telenhcﬁe interagtian, for examplé, ve caﬁ

Dnly attend to each othet s voices and scuﬂds. Even in facesta«

. face interactiQn, hQWEVEt, we aré thEI iny partially engaged -

;canVEFSing while driving -a car or' eating a meal far example.

Thus we' can start to think af snmething like "modality splittiﬁg\;

wodalities. - E "‘

The primary éplit it seeps, comes between verbalg??ﬂ nensverbal

e

In this aubsectian I want to add:ess the need- to cgnsider

"the non—verhal madality iﬂ grdér to undgrstand the verbal Jﬁhis
’may be ‘a truism, but the very cpmplicated way - in which it is-

:tzue seemg worth trying to explitatg'

. In recent years . there has been an increasing reacgnitigﬂ

-.on the part of researchers wha have-used language as a majcr

fﬁcus for dpvelcping intellectual inquiries - nd_hereﬁwe may

iﬁglude 1inguists, anrhrapolagical linguists, ethnamethgdglagists,

':ﬂngnitive psychclogigtsg e !tnrs, ‘researchers in paychi~tric ,
. settings, ??d rg - that situatinv F 1. “ace



E

1ntgractian involve maﬂy impartant ‘non-verbal cues. In fact;

it may be safe to- say that, for the\purpase of analy21ng any
@faﬂe—tc face Eommunlcative event, v1rtgally o aspect of non=
verbal behavicr can be ruled . ds irrelevant on a priori gfduﬁds. ,
,Thus the micra ethnagraphic analysis of fllmed and videataped 0

.dati is becaming more scphiaticated and subt e with fespect to

'analyzlng the rale of nan—velbal cues in faEEEtD face 1ntaf—
actian. - ‘ o E T ' ;_5 ’
< 5 TP hmvever, one is ommiLtEd to the study of language in
o natural Settlngs and yet sfalsc EOmmlttEd prlmarlly to the

. study of 1anguage rather than nﬂnilanguaga the issue of how
involved one 5hould become 1n the 5tudy of ncn—verhal cues may
loom faifly large.z Wlthaut addre 51ng thls issue leEEtly, ane_

can ffame the. fallgw1ng four related questions, (1) “FQXE%EY

"

.given eventetypes under Eﬂ&lYélS, what nonvverbal cues or patterns
xsf usagé of nanave1bal behaviar must. ‘be dealt w1th (analyticaily)
. in ﬂrder to make sanse of the v;rbal moves that cccur?" (Such jx\,
I p;ttarns may be referred ta as dgminan; ngnsverbal) (2). "Agsumé
-ing that the 51tuat10n of facestosface 1nﬁeractian pIGV1des bgth '
» verbal and nan=vafbal mcdalitles for’ the cﬂmmunicatran af 1n—“
B farmatlnn, and assuming - that an, ev&ntAtype may be raughly '
' characterlzed as - a sgquenca of . (verbal and/nr ncn—verbal) moves,4
‘ate there any aspects éf the event- type under analysis tha£ would
render the info:matign flow of :ertgin speciflc events or '

portians of events 'riﬁﬁrilv nﬂn—verbal rathernthan viébal?"

7 (3) ."To yhat extent do these patterns apply across event-types,
Af at all?" (4) "Is it relevant to speak of officialfgg;sus.

unufficlal madﬂlitles?"};v . : . T .

I shall address these questians by ezamlning the 5§Ebifié

evsgt type Df service=11ke event 1ﬂ the classroom in light of

previaus work T.have undertaken wiLh thé event- type service

. #

o dop




entdunter' (eee below) The ain of this section i thus =

fold Tlret, Iwent to explere geﬂerally the theoretlcel
_ 1mp11tatione of analyzmg language usé In its natural setting

Qf face-to- fete nteraction, ThlE necessarily involves in-

A Wterpdretlng the eseumptden that enmmunltetddn oeeure not: only

" ¢ through the verbal mcdeltty5 but through the non-verbel modality
a well Sen:cn‘.ldlyé Lwant to euggeet 2 specific analyels for
| hnw these modalities are made uge of in these two se:vtte event=
: types The intervesviug of these medahtles seens to he
patterned si,mtl riyn the (v evant types, suggesting con-
tinuity across ev entstypee and possibly general features about
the relative " communicative loading" (see Below) of the two
'Iddde,lities‘a " ! N |
' More epee'dfieeflty [ ebelll develop foui threads of analysiss

" (1), four patterns of sage of nonwverval bebavior will be

o presented for the eyent-type "service encounter”;

: ,(2)_ one of these pattens df 'usage will be demenetr‘eted for’

in the primery devel elessrodm‘

() fn the contest: for presenting ond interpreting these

patterns the netidn nf maneg:mg ritual equilibnum will

e utilized;

() dn the context of these patterns, the notion of verbal
- and 'nonsderbel tues seving as official and unofficial

R ,gmvee, reepeetively, will emerge- 8 peselbly ueeful vith

o futthef tefloenegt Euggested in terns of ' tomnunicetive

LNy 3 R ' ; X,
the first part of the en'ﬂlysie {nvolves reviewing a study
‘,fneueed on one kind of situation a8 Locus of obeervetion :

Thet Is the sitt oc of iteraction Yetveen 2 ' pdeted" sarver

end a eeednd narty: who Invokes he eetver 8 pertie:tpetion a8 an
g .

T , . ) g i

W

o

¢

opezator of a "serviyg post." One might refef to this second
. ' S |
party as. the "served" (server-served) or the "SEVEE (ag

with employer—employea, eerverﬁeervee) ot perhaps most smply

s "custoner," The notdon of the serving post, T have argued,

1

15 crucial here in d;et:.,ngu;ehmg this eituation of interaction
vEron other situetions in vhich requests are fdutinely negotiated,

The unit,of obeemtmn and analysis for this'situation | have

eal'led;e service enedd_dt_eti7 B

ks with all comunicative events, the teletidnehip. between e
ll dertdcipents 1s inportant, f‘\Fdr !’eatempi_e,' anong the apetsodal]:y |
acquainted rights o initiate a state'of tilk are oty mch _ |

s oar . ! } # , , o, |
- Questiored, A simple greeting in mutual copresence s often

all that is vequired, Tn ' aggregate of wecquilnted fn-

dividuals, rights to initiate talk are considerably eb;‘:’tdged.’f

The case of the service encounter can be seen-to fall somewhe
 in between, - It involves the managenent, of -entering fnto and

withdrawing fron a etete of mutually recegnized attentio, {n- -

cludmg fn Tany, (1f ot mnet) £ases some Vel’bdl exchengei-all

. this typlcelly by nensetqueinted 1nd1v1.duele ina puint
~ situation. To' du thEs the dndividuels invalved each assune 2
* kind of tole . i allows then to initiate and engage in ;rttet=

: ection-' but i 2 Tinited ey (as enmpdfed vith ‘informal con-

versetmn, say, anofg the perennelly eequemted)

Sometines the role of server 15 signalled by the wearlng '.

5

of a wniforn (as is frequentlv the case at a restautant or a
|
(Jgae etatloﬁ) 0v 4 name teg (as eften haypens in a department

| etanI but perhapé Tore mpartantly the server must be seen

a5 "nanning a service post’ _The sgrvicd pdet prnvides a kind

from other kinds of pubhc, edcqunte,rs or edntacts. The service

1

of tnteraetmnel prop thet dletinguiehee the servite encuunter




post is the part of a service area (the grea tvPically iﬁcluding ;
. gome store and/or display of commadities) where serwice ;rans— )
actions' are usually consummated (e g. money and commodit { es
off lly exchanged) and where, as'a ccﬁsequEﬁce, a customer';
presence ‘may be seen to function as a kind of summons Far the
" server. ' . ‘ g
" The first pattern of dominant ﬁén;vefbal usagg:within the
! event-type service encounter -involves a ciass of service

egcoﬁﬁters whose features of enacted exchange have became s0

R ‘ routinized that the entire transact;an may occur wlthaut any

) verbal cues at all. For example: 4
(1) " notions store 7
I C: (Apprnaahég cash register counter Ea:ryiﬂg a news- __ -
er. Holds the newspanar in. view nf thE server -
2 holds up tw@ coins which he pll . down on,thé '
) counter., ) - " V
= _ 5: _ (Is standiﬁg behlnd the Eash tegister counter,
N "~ talking on fhe telephgnei Nods as C places coins
\’f: * »nn counter, picke up and rings them 1nta the cash .
; ,‘ - register. Y [f . U, S F%E h
(2} At a highway toll callecti@n booth a driverFKCustomer)'
pulls up-to the bcath, ‘rolls down his window ar.d hands &\<9
’ o a bill to the un;fgfmed peraan (Server) inside the baoth. ) .
The server haﬂds backAta the driver. sﬁme ccins, the . R;%»u
- driver drives on thr@ugh the tollgaté, ' \Kz, o T '\_

Wa/ﬁay, as analysts, decide that these trans%:ticﬂs are ',\'
es Sent1311y déritualiged instances of . face~to- face interactien,
-QT we may decide that they 5hou1d be referred to as service

: cantacts rathef than EEIViEE enccunters. The fact remains,
) thgpghj,that, in terms cf the parameters of the locus of
observation set out, thes§ g%g@glEszali“ﬁiéhiﬁ thgﬁgvent;typg'iA

[




f‘mmmmWMMWMMmmmﬁﬁmm

=

items each to the other party, is a crncnal patt of the encnnnte_

. ghesg acconpanglng verbal moves are suffici of
thannel to "catry” a sense of what 15 going
‘MMMMMMMMMMﬁMMﬁ

the help of etnnngraphlc notes made whlleicbserv‘nr these

(3) notions store

- c S
service encounter and tnene en;nplgs”%ely entirely on the non-

verbal modality, lf*’* s

The seeﬁnd pattern of donlnant nnn-ve:bal usage lso fn-
vnlvég tha transactional aspect of serv1ce [ nunters Thnngh
than prnvldlng infornation (as at an 1nfornat1nn counter in a
traln statinn or departuent store), nrd1narily thlS is not the
case, Typically, the transaction 1nvolves an _gggggg_ g of noney
and comodities, The Recessarily non-versi), handing nver:nf
9 ks 1n the examples cited earller the#e Exchgnge OVES
nay nvolve o verbal’ cues gt all, or there nay be verhal moves
that acconpany, o are cued tn the non-verbal, moves. Frequently,
CLe audio

. Fnr_exanple,

Encnunters (parenthetlca‘ renn?ks dESEleQ the nbservatinn nf

nonsverbal happenlngn).

50 K Yeu York Times, fifteen.
RI¥G - !
R That's seventy-five, eigntysfive.chnnge, rightl '
notiong store o
C 5 0., "Uhl_lllnnbny megaine,  Dollar and ¢ Hol
S Right. Thark you ' o
notions store E‘f | N ‘“%& )
G (apprnénhasléervice post with usbrella)

D'3u have - e thsel? |
& oWet? . 7
¢ Tnsel, for tle.ChristnaS’Trée. ' _

¢ N S

Lo TR

"

5t No, e don't carry . T :

£t T guess that's 1¢ - the ubzella (puts nn!cnunter)

() notdons store

S Yessir. - C
0t Tvant a pack of Pall Yall gold j
5 0, {turns to get) ;

¢ Mn'a pack of Keits. _ o
5 (nith back lurnnd'tn cnnnter) Pall Mall gnll,ipnck
| o' Kﬂnt = regn arl T,
€t M, yes sir, » ?
i&&&@&mﬁﬁﬂh@ﬁgymw@

that's one dollar even, right?

- A1) uotions store

G: ((D'fnu have any)) ted ribbon?
St Red ribbon? o
G Yeah,

".(8) ntlOﬂS store

‘Szlﬁsﬁ‘Yaw@ammwﬁhﬁ?(ﬁﬂﬁtnwm
avay towards another part of the store)

i

G You dnn t fave ay yam | ribhon do ynu?

i Yarn ribhnnl R e
o, HunhL L R
?i S:_ o, nd yarn ribbon, Justube1 forget fpr wrapp;ng
*packages! o o
G Ush Huh, . RN o

&Mw@e%mmmmm@m@

Many of the yerbal accompaniment noves can be analyzed as

and (87,

MmﬁﬁwﬁmmMmmmMmmm

Essentinlly dexical or delctlc, as in (3, (3), (

snbtletzesvnf those that cannnt be 50 analyzed have been x-

| anined ¢lsewhere (Me;ritt 1977a, 1978). Spéée does not pernit-

F




4 o T, N
a* full regapitulatian of* théi:fgumén;s>presented there, but let L ‘

= T

\-;
¥ -

me nata tha fDllOWlﬁE.

- ) i ’
- ln serv;ce ‘encounters which quu1IE that PUStGmEI 'plaée e

. o actiau to £ill :hé ordet (as oppoaed for example, tn ervice

\rl'
[

encounters in whlch the customer approachas the service pos

_Wizh a selected cammadlty which hE merely wlshes to pay for)r
there is frequently a verbal accémpanlment move like "0.K." or
"All zinht" . Sometimes these mowves betome more comp;ex, in- :
volving what I have ;alled a =server playbé;k of Qustom;-
order." Thls is. illustfated in example (6) (1n zhef%urﬂ in
- Whlch the server says '"Pall Mall gold, pack o! Kent - regular7)
. ' My analysls Qf -this_ ph;nomenan is that these moves are
~f~: _ "bas 1cally canlrmativeEéEonf1rmativp of the. server K CQmmltment
;k . to take the neict necessary action t:  negotiate’, the transactlgn. ' R
‘ In the casé=éf the Q;garet;exarders, ihe nextaﬁecessary actlon T '
“is for-tha'sgrver Ea-agtuailyfgeﬁ the-c;ggretEES; _HGWEVEE, _
gétfing the figaréttéé takes a few secoﬁdé.énd érééﬁeé éulaéi
»in Ehe basic rh\thm ﬂf tha turﬁifaklng of the Encounter, .thac o fjx%,;
rhythm having been set by verbal turn- taklng.lP =Ihus=the f_i_eaifgjf X*‘,
server' s saylng scmethlng afflfmatlve ‘as he begins to get the {__,:T‘
glgarattes ig.a way of his begdﬂn;ng to "takeihls turn" evan."“
T though the ‘most rélevant part of hls turn 1s the nan—verbal
PR actlon of gétting the, c:.garettesi His verballsiﬁg 5at15fles
what.I call a "placa-holdlng and "bridging" functlan in t@er~‘ -
~ discourse.  The immediate aimplication of-plaEEEholdingﬁhéré;ls;

thé server's QommiEWEHE ta acﬁion., He indicafes’théﬁ“he’is

v, ’ B

=traﬁsagtiaﬁ. In’'doing s

,j_

\ © The playback ‘move serves tha spe

to the;possibl need for error correetion

ERIC

Aruitoxt provided by Eic:



Aruitoxt provided by Eic:

wards‘lg_ It is toteable, for instance, that thaugh the non-

7,{5 - a fruit’ stan& w1th prices 1ndicated* gfapefruit- i% for

feﬁéognteg);is that of dccess:’ EETVET and cu 'tomer 1ift the

" communication barrier between them and baccma involved in-a. e ;

%
¥

. % T =

- understanding of the Euétamar's Dfdér)- ;EDtH playback moves

and « confir mativé particlP moyes (1. e. "0.K.", "éll‘figh;" etc.)

11
confirm the sErver 1ntentian to satlsfy th& PJStDmEf s reqUPst. -
In ada;tzor, they mark a shlft in the en;ctlve flow gi the 7 = .

enceunter from say;ng to doing, and thereby anchor the action to - ,

verbal action involived in effectlng the-exchange of money-and

commdditiés in these encounters is crugcial to the transactions,

in almest’ every case it 15 passlbie to know the e'sence of what
has transpired nan=Vﬁrhally 3ust from the verbal moves. We can

deduce for example, that in (4) the custaner gave Exact change

while in (3) heldid,nqt.“ _ _ - . : S .
The third)pattgrﬁ Df'dgminant non-verbai uségaris very Lt _
limited. It involves the occirrente of a non-verbal cue that =

‘modifies or qualifies a vetbai!ﬁsvgj f%lléwed'by an explicit

reference to the non-ver rbal cue in the verbal discourez.. For .

s

example* » . 7
(9); (at an cutdaar fgcd market the server is gtand;ﬁg behind - ‘72 /

x

d\.,,'llarr Qraﬁges twelve for ‘a déllagf,*‘ " T .

. B a
— -

‘ a
.81 What'll it be? - 7 . | -
g

. B - Can I,ﬁave Lhreefgra;;fruit and §1x arangeg for ‘ T,
- .- a dcllarf{%inks, rais;ng*shaulders)* E 7 - - ’ \'
-1 «{Etarts t@ put fruit in bag, smlllng) Yeu d » IR
g beﬁter wink. . i "3” R s,

The. fourth pattern of dominant- ncnﬁverbal usage isltﬁat o,

.whlch occurs at the 1n§tlatlcn of the encounter. S o -

The first stage of a serv1ee enccunter (as witﬁ any :' e

staté 6f'tfaﬁsactioﬁ!' Prior to this, ezth partx can ‘be - yfi.i*j SR



{5 jrepgrt)

" mutual access gf servar and customer- is ‘egtablished.

='af the ‘e mmumication barrier between the two. partles; . .
- Tha state of transactian is ardinarlly reachédsthrough A

delibe:aca ﬁelatiatian increasing, by turna, the degree of

. A
l[ \transactiﬁnal acc2551bility between the’ server 3nd gu&tamer._‘

A server, by virtue cf this presancg at the serving pcst
signalsrtacit affarlng oi servi;e Dr availablllty ta aﬁEWEEv s

iz ssummanses. A customeg, by entering ‘the Eervice area and

- Q

‘sstspécially by. 9lacing himself at ‘a serv1ce pest (and sometimes, |,

additionally, by "taking a number'), signals ‘a_tacit request

5lfor attentioﬂ or a summons far ‘a server. The servéf then A

F P

'1maggs a fcrmal a;knowledgement cf tha custamer 8 request or

Jsummgns (e g 'a. nadagg%gi%l -be" rigﬂt with y@u."), follcwed by

o

"a farmal -answer to the. summaﬁs%ithat is, a Qammitment of

- availabillty), (with number system s'a T reply_ by. custcmer is" o
‘ sametimes inserted),,usually cauplad (aftenﬁziffﬁglgglly) with .'.Q

farmal offerﬂofiserv1ﬂe, ("Are you ready ta be helped*"‘ Q‘i

"NexEV", ete,). Afcer the fgrmal offer fcllows an acceptance T .

At

of the affer ("yes") by ‘the custumer. At this polnt the

gontagt has been ratified for ‘a; state of transacticn ‘and i .

=

n

The custgmer immediaLely fgllows with an act oriented to - |

woog

R the cﬁmpletion ﬂf Lhe next stagp 1n the enCQUﬁLer, (selection

decisian) This act may be called a "customer stdrt.!
Grdiﬁarily this is a fgrmal request Df seme type @'I d like-~-2",

&*

-""Can' I have---?", "BE you have—e=?") Frequently this; mcva is

v o=

cgupled" (Bftgn elliptlcally) orto the customer agceptance of -

jscrver gffar. Where this caupling is elliptical (; e,, thete -

E 5

&

B ﬁ. -. . f o

=



EJ

'is no

L

]

Y-_aééid

'ritualgwark perfﬂrmed may 'be Ehaught af as suEEartive, reflects
h

"yes" or accEptance item as su¢h \rather, it must be
inferred) the m%ve that campletes the ﬂegﬂtiagign af theqaccgss
stage also begins thefnext stage of the enccunter.lél / -

" All of this usua]ly transpites very quickly, of cgurset and
a casual ébserver mlght say that servzge encaunters typlcally

begin when the first verbal move is made (when the server

owever, 'that

says, "Hay l help yﬂu?' . for example,‘or ‘when thiKEustQmer says ,”

"I d like a pack af Mhrlbaras") - I Wculd argue,
the EuSEﬂmEf Entrance inEg ghe Eervice area, ‘and partlcularly
his positioning himself ‘at the service post, is the first ‘step
“in the 1n%tiation of a Service énéaunter. Further this use Df
"the nanﬂve£b31 modallty is important to the nverall Stru:tura ™
of the service eficounter and thée cantinulties it preserves with

réspect to norms af sﬂcial interactiag gEﬁerally. .Here a_

digfessian may ‘be’ in Grder.,s : .!“ . g sé*;"f”}._g e

ESPEEially;ﬁhnd in ‘the following argument T draw héavily on the
work nf Erving Goffman- (1971)).- This 18 the state of Equilibrium

Start witt!\a ;Dncept of ritual equllibrium. (Hére, -

- that can be Enjoyed by ind;vidua]s nf a perganal relatianﬁhlp

- when’they are ﬂot iﬂ “each. ﬂthér s Eapresence and by gapresent

o nonaﬂ7uainteds whén they are prgperly not- atﬁending to.each -

other (that is, thef& is a gonditicn Df mutually held givil

inatZanticn, eagh is officially gaing abcut his own business. )
]

When ‘this staté is d&sturbed some ritual wcrk will be required

to: maintain Dr réstcre equilibrium. ; -;, o

ent on. by design. In the case éf ‘happy accident the

inéjt' fact that bath parties are equslly innagent of any

A impraper intent to en:raach on the ather s terriﬁoryl L

1
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w0rthy ef being reetered to hie former etetue._ L e

i

‘,:'f \ A .
o 'ether en the et:eet.. Here eleo,ere the eelluelve emllee and . .
! ‘.-L:emerke, the effere ef eeeiete7ée thet are preffered by Dﬁe d

o nen—eequeinted to enether' thzée supportive geeturee heving been ]

precipitated by the mutuel re gﬂition thet the other hee eeme=

hew been | pleeed in jeeperdy (whether by heving drepped his ewn;

;_K pareel, or heving beeﬁ rudely treeted by a third Parﬁy) end ie"AJ”

: L o

;_ On the othet hend, the state of rituel equilibriem mey be
disturbed by ! unheppy eeeident end the riLuel work perfermed
mey be thaughtﬂef ee remedlel’“refleeting the feet ‘that ene

party hee enereeehed upen tbe territezy of the ether, elbeit

,2T:unwittingiy.r Here belodg the epoleglee end eeepuﬂte thet are_

eeeeeieﬂed by ene pereon vietimiejﬂgxthe other unintentionelly

o Finelly, if the etete ef ritual equilibrium is dieturbed e

by design one perty will heve made e=demend of the Dther, and

thereby will heve knewinglj eneroeehed en the other s territery,d-

Remediel werk by the foender ie egein required Dnee more we'

find epoloi
type ef remediel,werk péeuliar to deeigned dieturbeneee. ‘The

‘iee end 1eeeunﬁe. But alopg with theee is a third

third type eomee in verieue fDrme end is ueuelly effixed to- tha
enereeéhing demaﬁd in a Very integrating mennersathe use of
medel interregetives end ‘even, queetien iﬂtqnetien alone
(i.e. witheut interregetive pertielee’er werdéezdef’ehenge)a-“
being promineﬁL examples, Sueh "remddiel effixetiene trenef

- the "regt demend" into what ie typiedllyneelled a fegueet.ﬁ

Included here are requeete for eetio (er mitigetiene of the L

' “reet" imperetive oY directive), reqiiests for infermatien, "and

requeete for ettentien. A demend ed fequeet for ettention is

i
PEL Y
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. ather but at the same time the respectlve setgings Ehat "hasf"

e

_encounter and servicé-like event in the glassrgom.a:e qompareda“

~cla assro ﬂm(gtUdY ~Hex é the focus” 15 on what takes plaae in. a o

) the ind;viduals’involved Gnrthe other hand in the serviga- o

.the caufse of a schocl year), and tha serviee—like event reflects

) faﬁd péttiﬁule-fégturés’érévfbund‘to patféfn'Simiiafly;»this‘is )

- - 4 - . noy . M
- . - . . . : - [

':dgmanded (th@ugh fcr perfunatary services such asserticns of
: status on’ the palt Df the BeETVeEr are. rarely maiﬂtained with any

ggnsistenty) '°ID same extent, then, the custamer s use of the

¥ v = N T

attentian. : ;5 s -» o \‘ ' ,_,  - i .

,_r’. . L =

Y *At this poiﬁt let us turn to a few Dbservations from the )

n gla Dm whey a child a 'taaches his teacher fgr help during

individual act;vity time - ﬁégrvice-like events 1n the. clasgraam .o
'5 Now, cleafly the event types servige anountar and sefvice= ’

like event %n the claESEOOm bear some relationship to each

=

the ‘two evéﬁté are ramarkably-dlff nt; In' gammercial servicezi

encgunters' the participants are tyE y‘ﬁan—acquaiﬂted and

typically both’ Qi adult age.  Furthar the cnmmarcial EnCOunter

are. typieally that* .the 'articipants engage,'transact their L

business, and saparate' the standard roles of servaf anﬂ

custﬁmer-do nct requlre any subsequent parsonal regognition of -

lika events in the classrao the partigipanzs are typiaally

acquaimted and af child and adult age. Further the eyents are_,“

ngt the only  shared encgunters in. the participants éopfésént

o - 4

habitatiﬁn ﬁf the classrogm. The partieipants are more nf*less
interactienally accessible tn Eth gther for 1Qng periads in thev_;=

course nf a school day (and that far many schoal days cvef

anly oné ‘of many kinds of partigipant structures that child and

teacher engaga in tagether.

o,

) Thereiﬂre, when two event- types 1ike commercial service ‘



t;teﬂ/cajled a. summcns“ (at” ;gast in those situatio;svin which ,;f
a. previausly unestablishéd line ‘of - talk is being established)

. Now consides the . ;ﬁitiatian of talk between two. ‘_1 -
acquainfeds‘“ If it shguld occur by accident there will be

1'? ot thE E,PEortiva ritual of exghanging greetings.» Tf it Ehauld occur by
7 dasign itw*ll begin with saye kind of summnns on the part ai the

"designer., The summons is ‘a kiﬁd of demand which may entail

;;L sone - remedial wa:k on the part af the summaner (“l th? I m not

It

 (ﬁ; disturbing yéu,k, etc.).. Often, however, 1f not typically, the

o remedyhfequiréd character uf this: initiating move is :ﬂuntered by

‘a suEEartiva gesture on the part af the summaned—nLypically a
gfeetlng (gg telephone’ exchange% this gan be thcught Uf as ";

further rituafiged, in’ that. the usual respanse -to tha summans

Vv,& form) although at

Vf_fv‘ af the telepho\e ring is‘"Hello" (gregt

\;?_ the tima Qf answering it is not clear who haa sumened )

-

Z'F!l Tn the serv@cé encaunter the initiatianjcf the’ Eﬂcounter

£

' typieally begins with a summﬂns on- the Part of: the custumer. ;x}éyfgif"

. The summons is nQnHVEEbal aﬁd cansists f thé custcmer pasition-
":_; iﬂg himgelf at the\serving po#t. The Epecifie acticn iﬁvnlved
\ varies sgméwhat ac ding fa the "style uf the EEfViQe area__ e
. In a. selfaservige 3:2 PR
"chezk—out" cauntéﬁ% \At a’ luncheonette the custﬁmer Wlll usually

g sfﬂré thafserving past may b? thE
\

summcns by taking a seat at’ tha cgunter or: in a b@ath (though ’
to stand at the gash regi&ter may signal the intént tg make-i N

-
\ : .

earry-aut arder) Kx;" . 53 ry o IR - R
'The ngn—verbalngss of thL summgns has an important con— :
sequence, It allﬂws the server to .make -the’ first 1iQ§uistiE

’mﬂve ih the intera;tian and 80 make it in the furm of a" Su por

ive gesture namely an offer ("May I hglp YGL?" “Would you 1ike i .El'A

'ﬂta be’ he]ped?" --"What ﬁan I do fgr ygu?“ eté. ) 16 As vith the

Euppartive IEEPOﬁSE to-a guminons between two persﬂnally agguainteds
. o . A . ) " . I ", = ) i

e T . ’ T .




- “‘ PO "'“ ,
(ﬂamely,'a greeting) ‘the ritual effeét here is ta counter the
ne:essi%y fgr any remedisi work that might otherwise be req;ired o

o .-
. on: ig:cunt of the demand’ quality Df the summons. Cantrariwi :

-,'_,i.\A
for the custhﬁer to acgost~the server ‘with a linguistic Summcns

(which d@es sametimes gecuf- Can yuu take this for- me?“,;etc ) 5
- - is to undercuﬁ ‘the suppcrtive slat available\ta the server,_tha. f—
'i?=f= 'ritual EffEEt af whichris usually same tensian between the 2;; o T,y?

P intéractan; ffor tha ensuing transactian,’

This-partially accounts for the usual “miffed" reactian ;~;;_,*'x;f

o’

af sEfVEfs who have been SQ accosteﬂ by custamersi Alsg iﬁs'

pruperly respﬁn51ve tc the faregoimg nonmverbal ‘summons (and a-

i nonsverbal summgns can almﬂst alp ays be inferred by virtue QI

"‘the fact that the custnmer is there. in the prgpar place fgr_

. 5ervieé), sc th&t the linguistic summans slsc has Eﬂme quality‘ '

o .af béing sgcand summans. i have ﬂaticei-that very then the ;:‘ijT;/
T ~=’  server, when verbally summongd will manage tg defer the o Lo

| interaeLion ("Mr._BLDWﬁ Will help you “in just a mnment.“: "I‘ll

o {;;E be right with yau.") for at least a few maments.l?; This ;__;f;f=

) "distanging ‘ﬂftéﬂ résults in the servef 5 ré—engxy -with-tﬁet%v+¥l¥ '%

i usual Eupportive affer,_"Ngw, what can I da for: ycu?" (the

"now" baing gfferedFEE auother kind of remedial gestuEE%h DﬁE

.-i}; wsiting, notg that "ngw may alsu be used When tha custamer : m;,'§ ;
Jhas been kept waitiﬂg and has ngt made a verbal summuns hﬁt LB .

only remainéd in pasiﬁidn at the sezving post) 3 A further TR

aiggct af the Tastnmef -8 wai;ipz (far the server to make the ”‘ _ ;’

\

the services that:he fEAdEES are: to. be saught ﬁut andﬁ“ﬂt _f' 1f o h?i




i . : 8 s s
: . T = ’
= s ‘E., . . » . - .

Anat alragethar unexpected, but it ig alsg quite fépaftable.l
°‘ What I have, in fact, gbsefved 18" thatithe cnmmuniﬂative

queue Df ﬁhildren an QHE side. M. gers aut of ghair and
| S apprnaches téa:th, and stands waitiug ‘beside teacher on’ -
“ »f" 1" ' the sidé oppnaige to fhe queue. ‘55,‘;;;1 : o

- ,WAILING SOUND IN- THE BAEKGRDUND B jtv "Aji:*f;i;;,;(‘
' _Ifé ‘(turning avay’ f:om ‘the cﬁf*d‘ahe has been working with) -\
‘A‘That'*'a 1cvely coyote.. saunﬂ but I'm doing math SR

. o \"right nowi## (turna back té the table) - é‘A=V
AT : T B . - ri i
' oM T Hay I get the gatbilg settled? e F \
TI‘ A“YEE!‘. , ‘J‘,‘A \i N .v . . (, ( c \«f F 1 B SA(

(11) third grade glassragm, teacher I sitting at table with _
vgrcup Qf :hildran, but wnrking Qniy with V whu ls readiﬂg

ﬁ‘gfalaud (C apprcaches teaaher with bgok A

 (T lacks up; - takes" bnak frcm G \ cdnlgnues reading algud)

‘Qrﬁé.iﬂf'T. - (Sotito- Vaice to C.) - Just a (Cmcmenc)) Jugt a_minuta < {?'i;f

L v (stcps reading) 5-9;  7 gy ‘ I
o A ;ff (to V} Go- ahead i ﬁ;” *”ii %; 1 - A g,”,;J
.r'!fé*iﬂ iﬂﬁiu (tﬁ c). Let her finish her Eentgnge e :“?§§2;4~. :
Vi READS' ALQUD A LITILE FURTHER '~ - R
B ' T::‘ (to vy Alright. Wait a minute.'A .i SR
f T: (fﬂ C) Alrighti ‘What's yaurﬂguestlon? A . ﬁ“;Qim;;
(12) thifd gradé classraam, teacher I sitting at table with | S
pfcup\af children, but szkigg cniy with V wha is reading
S . ta ‘alnud. SRR ‘A: R S o T
. . v o
.1 o "iozg“‘\" g - .
c N R ; - : .




f (while walking up to table w;th hack iP hand) ) :. L -

: ng many bookg are we. allcwed to take out* Hfg;lvr ;%; o
- (Nu response erm ’;“ 7 g : i
,“; ,;Grs (rgaahes tabl— and staps by Mrg

o ’,f if I m. talking to sﬁmebndy aise? éf”;
B ‘?Cr:ﬁ?(grimaees and puts bock down ‘on; néatby shelf) L
T?-ik(waving finger) Eau just stand there and I'm ganna‘ 3

fi{ - see you." AR ‘ '7 o IR

_ ::’ng '(ta T) Yau can help him "i; vi Q:k.

L4 « T2 (té_ﬁiﬁ No, I waﬂt him- to learn and it 8 hard
: ‘P((ga ahead)) ERE e i~- e

Vi (to T) ((nnm CONTINUATION OF READING ALDUT))
: 5 (tQ Y) All righﬁ~’ Excuse me.a:ﬁ e e

A f.% . J{- tap cn T. s shﬂhlder 5 R P
L e : ' S e P
= ~fr. tutns tc Ch.,lsays nathingj S Ty e

.__:;

f th Dh, you re‘busy aren't yau? ‘ . A A
%-QﬁfTT: . Yes. Thanks ‘for remembe1ing, (tufns bagk to; her wark:;,g

E

o fjJrgat the tablé) ) ?; PO R },:v‘;f E %1'  T
&:~ -_Cﬁﬁ'_i(walks away) ‘§~1¢A}; . ;: i"%i‘ o fq_; N A;_:‘,.:$Vj_«
- (14) nursnry 1evel classracm, teééhef A—Z is sitting at a tuble;ii, f

’ rwith a small grnup and "Laking digtatipn frum ane child ..f A 

:"‘(in tﬁlg gase thé teacher is wfitiﬂg dgwn fnr thé child ‘;;:i: .

i‘ ;a ward descriptien ef the picture the child has’ drawn)
' ' . ST SR CH ,}’}A !?‘?!




3":‘% jfjseemskta say nathing,“ Tﬂacber ﬂnntinues to wgrk with the

Kiil“dictéting"‘child._ Aftar a few seccnds Mi starts to walk‘ﬂsijf,

We see this in

itial Lhild summﬂnsi _

'f;*vlnvflh) we see Evidence of the

.Ai{% tesche,.inggrpretiﬂg the dhlld standing ﬂEigby as ‘a poasible

“gummon’s . evaﬁ thgugh\the child does hnt "fgllaw;up with a mcre
y apecific demand .as. iﬁ (lD) and (11) In example (12) we seeA
sang7ianing the ghila for using the

;i? fF7 evidenua df the tgaché

vefbal medality to- EffEEt his Eummons.~ Iﬁ example {13) we see

evidenée Qf the child s attampt to’ stay withln the bhunds of _,::ij_ e

o the nonnverbal madality, seemiﬂgly Eountared by hlS realizatlnn ‘é

v.kthat the business he wishes to. transact Eannat be done naneﬁp 515_~

f Vesballyhanﬂ SD must be witﬁﬁrawn \ thé teacher has ngt Slgnalled

Bl

“her availébility to interact ve:bally.wf“,ffaﬁ:,~ 1'f.'.' .;f ' ,f;f;*‘-f3;
- At this paint, lat ‘me say ~that ‘the iﬂtértwining of tha o 'ﬁ b o
verbal and ﬁan—varbal mcdalities begins to, gat QaﬂsidEfably more. | - _é\\

ccmplicated SDmE asﬁects of that Egmpligatian gﬁ&ealt With =

in the subssectiaus that fcllow.’ Nevérthelesg,h n Eérms of. what i

I have faund 80 far, tha similarities in patternimg cf madalitié,'_>x

bétween servicenlika events in ‘the éiassraom EﬁF ccmmarcial

T
£

ﬁﬁﬁervice encﬁunters are sa striking as. to demaﬂd at ieast )

i

tentatiue speculatign. FL" '*~;¥l;fi,_f.;if_*  S ,Qf; N

PR -1

% ?AQ&L&ﬁ;éalgceng:alisatiaﬁs (tenta i g} 7pmparing the t fg ,,~§Eié§'

v"sAff'“ The ngn=verbal madality is arucial to bath of th se i e

EVEﬁt“typES that I have studied far many—uf the same ar Eimilaf

2




A

_ :Dllawing)

*;character, as’ has been ,argued in EOme de';"

o the pcssibly inLerrﬁptivs

15 through the verbal modality, 50 that the nan—yerbal madall[
5;,N can be- used withaut foi;ially interrupting; 'ThaL is,:the » f\\‘

offered for'each.-A L o A ?f

a

reasons.a Fy%ther, in both evént=typesA“use"gof the non-verbal

madali;y seems to’ pattern, w;th respegt to re,itive écmmuﬁiaﬁ

cative lcading of ‘the verbal madality, in much the %ame wéy.‘

Therg afe two magor and 1ﬂtérrelated pOiﬁES‘CTﬁﬁﬁﬂ 2 follow;ng) .

/ :
that can be advanced as generangatinns w;th some argumentat;an_

lg f The ncneverbal summcns or sulicltatian ds the pr&fetred move -
. 1]

i

/
for 1nitiation for bogh serv;cefévent types. Ihera are EhEEE

: threads af analysls that iudicate why we might expegt thlS ta#P

the’ Qaseﬂ aﬁd WhlEh élsa léad ta the second majal pciﬁt (E

»‘A,:aaA Tha nan—verbal summons has, in. general ‘a- rem
/ o S :

e

sectign..

“b. Eecause of the fact that the sérver/teache;

iﬂltlating gustamer/student may chcose tD pay some attAVf;

charagter of his initiation)\ f‘

cgmmunigativa 1oading of the varbal mcdallty in the*"hDEt"

teacher event ‘is "heavy enaugh" tg carry" the hest EVE*E, while

tha nnneverbal*mcdality ig ' syphaned aff" to the SeerEEBlikE (,

E.SEE this happening in example (E), and tﬁﬁs happens
frequently iu aur classraOm data. - in examplé (ll) we see what

seems ta have started aut like this, ‘but the teacher needs: .

¥f.mare infgrmatian.l She seems tﬂ bé trylug tﬂ avgid intgrf“ptiﬂéﬁ

thé feading tutarlal Shé is iﬂvalvad With by whlspering her

o - i, L . L S . R




query, but even. that causas the readef tcfstgp, so that thE 53’

teacher then has to handle the two invulvemeﬂts sequentially
e

DR s A
. Sl v

'*Eustgmefs/stpdenfs, the server/taagher gy seek ta find ways;”*“”

S student strategy), withcut disruptiﬂg
' iaading of. the verbal madality as the

a

seems tﬁ bé used mast frequentlyifar pracedural or very briéf

requests (e g._"Where ls the taothpaste? in a servige

v encnunter settiﬂg), and still usually lnvulves -a nan=verbal

A

pasitianimg salicitatidﬂ.

el Eecause af the . fact that the s?rveriteaEth, while:,

helping one cu%tamez/studént may be. iﬁ demand by waiting

odality of. the hClSt Pv&*at (a faile
5,
illustrated in éxamplé (ll) cit vy

A segand sérver/teacher srrategy invclves the server/

taacher capitalizing on any pdrﬁ’ﬂf the current or. hnst event

the EEIVEI/tEaEhér may say ta a custgmer/student "Take a 1aok

at- these and :see if fhefe s aﬂytn ng you like here cf "Wark on

thls praﬁlem and EFE what yau came up with" B Wﬁile ‘the first

’ austamer/studénb-is invalvad in a nDn¥VEfbal "turn—antlvlty" the

T

server/teather is "fréé tg ?slgt—out and makefan offér of . .

L~



.E’ is LY E '
'.usérviée:to the next pefsaﬁ waitiﬁg. ThErE is. a :hanga here {n 1-
. . L e Vo
; ',ive cgmmunicative lcading D§ ghe mmdalitlpsravallable ’ f\5 
‘ nsverbal ;hereby
4;;,;%_;i_freaing_thafsazver/taaﬂhét_,o:use—the Verbalszda Y~iﬂ another
T /
‘Qﬁé_';,AWe see thls in buth example (ll) (aftar the fai: ,

- strategy two) and example (12) cited earllér._,':

. Nz R ',:
: :e,tef wink" in. some sense "oﬁil:ializes" the nan—varbal aetion ST
; of W1nk1ng as part of the enﬂaunter, And lt seems that a fi*_- ;
{’ i ; simllar argument can be,made for the coﬁfirﬁiLiP§E%articles ‘ _f
xff":; i: v, K." -and" "All r;ght" dlscussed éarlier, as well as deictig ;zk
f?}iﬂ;5utterances liké "Ya waﬁﬁa coma wlth me?“sin axample (7)
: arientation" to this ﬂarm, and evan th :‘it7migﬁt %é;ﬁ§ré;*4'5f1
; «ac:urate ta th;nk Bf thls as <he _unmérked case '_?*g-,%; 7
_ ﬁ,i.ﬂgv Annther way of tﬁﬂﬂéptualizing this po;nt is to" say that ,
,:; ‘i- \F
‘_7 1‘. I ) ' N . * f
BECR ratifled Events, ﬁnd; furthér, t_at the Ecmmunicativehlaadiﬁg .
- L nf the verbal modality is. hgaviest fof the most aff;cially
A ; &‘ ;'\_\ . .
" ‘ , - k] " -
L0207 S




@

‘ tatified EVgnt in whieh participan s are Engaged (espécially

J;when not - all participants are eng§ged in mazg than one-.event -

-(e B Eustgmerslstudents typiﬂally are:nat whareas servgrs/i

-'SEIVZ.GE

o 'éngaged 1n, théﬁ we might eipezt.that 1f a "need" arises fnr the

: preragatives af ralative loudness

“ta studénts whu are nat Eﬁgaged in an evgnt with th teacher aﬁdé

‘;thg subard;nate serviée 1ike @

2.2 2 If_cnmmunigative 1aading of the verbal %odality iJ heaviest;‘
v*fﬂr the mast foiciaEIy ratified evant that participants are

Vi

Tuse af the vefbal madality iﬂ a subnrdin&te {q“’less gff;cially,!

rat;fied evént) the:e will be a. concom;tant va'f_iation in the

1t ccm§1 tel

i,z'verbal madality and goes on to ask in‘a whis,ﬁ

' "lﬁudness of resultant mov es. ,;This is exgitly what happens

i;iﬂ example (11) in which the*t'achez finds ;Xe snhgt handle f%f;'

\withln the non—.

¥, "Which ona?

Which.cné?“1 (Nute, further, ‘that” this’ aflentat;ﬂn to

\zg

’5‘snalyticallyllor the form of Eaﬁgt

in some way. accaunt

ns that a teaeha: may affer

ES

e it

>



' (%

fﬁhaaa "talk" ia daamad averiy 1oud (a g in axamplaf(la) LiEEd

_aarliar tha taaahar raapanda to, a 1aud wailing aaund with "}haL a

L . a 1ovaly aayata aound .but. B m doiﬂg math: righc naﬁr ndl&atiﬂg;

g {pat‘haps, that auch a dagtaa of- laudnaaa in l;ha audie '-ahannai e o V'

VJCVhiah tha varbal modality rallaa upan) aauld ba tDLaratad anly

- 4f. tha taachar were invalved in tha avant) 't f';

L

L s-,_';,w In th;a SUBﬁsectlnn I hava uaed my prav;oua wark with

cammerlaal aarv1ca anauuntara to davalop analytical aanaapﬁa for -

T axaminlng oux. claaaraom data far service= lika avanta.: In daing )

=

.ypaa=sane whiah haa

ta da apa21flaaily With tha ahlfta in aommuni ﬁlva loading aﬁd i,

ERIC

Aruitoxt provided by Eic:



51Huuh of the aualysisnin this subsection was pteéented at thé -
aﬁnual meeting uf the American: Anthtupulugiual Assbciation,
Nuvember,»l??g in a paper entitled "Modes of Verbal and Non-
Vetbal Iutertwining in Service Events" A ‘later revision was

_ submittéd and autepted for: publlcatiun in Papers In Llugulstlcs

{1979b) under the title "Communicative Loadiug and Tntertwiuing
’ of Verbal and Nuﬁﬂverbal Modalities in %Ervica Events" Comments from:
L?«iﬂg Guftmau, Rebecca Parr, EDurtDEvaaEden and Gail Eenjamin (who

cu—ﬂhaifed with me the AAA sessio u) havé béen helpful to revision.

- ZSEE, for exémple, thE wurk of Adam Kendon and associates fot‘
the tangu of iﬁttjuate iuterte]atiunships betweeﬁ verbal and -
non~verbal .cues in human social Lnterautiun (Kendon 1977 Kendon (

Hattis, aﬂd;key (eds.) 1975). Kendon makes the digtinttiun

- part of thé Speerb stream) and gustutgs-(that are cummuniuativa
acts that may be indepéndent of or substitute for, speech
behaviur) For a theutetical statement as tu huw there features’

* of social iuterautiun af fect 1iugu15ti 8" as a discipltnt, see

' Darnell and Vauek (1978)

31 use thE¢t3rm EVEDt type " rather than event to disanblguate -
between tha‘two pu551ble senses uf éveut as either ' type or

. "tuken,. I have ttied;tu use the term event to réfar to actual

uucurreuces of “tukens .

- éI csnnut pfovide A really tight defiuitiun uf "muve" but it

=5 ’ .
A %3%2' ’shuuld bé uuted that altbuugh What is 11nguistiually described

—ske to Equata them. Ihé qution of move, is fifml}<£ied to
.in. the r;tual equilibrium (see Guffmaq 1971, ‘Merritt™

B ﬁs".




-.1976a) between pafs’f‘ﬁants. Thcugh the notion may éé operatian—
alized in the lHSEBnED nf goal- directed interaction as an att ,
that has "slgnlflcance in terms of mcving the 1%tif3§tl?ﬁgln the
‘direction of the goal, I believe this is too limited. 1In
génarél it seems fi&ht to say that whatever actions of‘particié

o pants ave inte:greted ‘as "ufficially rltually 51gﬁ1flcant' mnay

be 1n§grprgged as moves, the cﬂnzgpt of ' offlclai" hav1ng to do

= ﬁainly-with ahanncls'uégdaani'pfeéisioﬁ of reportability, and

| _the .concept Gf:"rifually significant" haviﬁé to do with whether

iof not ritual équilibfium is affected. These cancegts ("offlhial”
and ' rltual equilibrim") will be considered in more detail 1ater

in this subesactlcn; : - o .

SHere'I shall épéak only of thE’vébei mcdéli&y and the non-
verbal modality, althnugh this is an ”ersimplificatibn. One :

ml%ht WEll ask, for eyample, Why not gpeak simply of aunio and

ahaﬂnels Lather than verbal and non-verbal madalltlés.

Besides fhe fact the mﬁaa]ltv" is orl;nted more’ to the praduati@n
o cammunigatlve acts while channel" is o:ientad mare tc the
petcePLlan ci communicative acts, the na;inn of madal;ty is much
more flexible in that the resaurceg of,Qde, the verpal!mada;ity
‘may be "gplit" into'rore than Dﬁél“modality" (ﬂeﬁEﬂdent on
features like speech tempo, laudﬂess, and/or . pitch level) just
-as the ' whaje pérson modality" discussed at the outsat of this
~subsection has been analytlcally split into the verbal and non-
verbal modalities. My thlﬂklng here owes much to dlSCuSglﬁﬂS about

modality with Gail BEﬁJamln

6?0: a detalled dlscussion 'of what 15 entailed by the ﬁatién‘"i R

of DbSEIvatiDﬂ -see sectian I of this repart.

7The notioi+of an encounter Fnllowq that: of Erv1ng Gaffmﬁn-i

~ee——= Yyhen two persons are mutually pfesent_and hence ‘engaged

together in some degree of unfocussed interaction...they




eén proceed Eiam there to engage one énathér
in facusad interactign,.the,unit of which-I- Shall

rafer to as a face engagement or an engauﬁter.

‘1 Face” engagémants camprise all those iﬂStEﬁEES of

.

two or mn:e participants in afsituatiﬁn joining

each cther openly in maintaiﬂing a ‘single LQEQE
. Df ccgnitiva and visual attantlun—Jihat lS sensad

as a Single mutual activity, entailing preferéﬁtial
xcommunigatign_rightsi;As a simple examplaeaaqﬁ-cne

of the most common--when persons afe'pTESent>fggether

in the situstion they may engage each other in a
“talk..:." (Behavior in,Public Places, 1963: -

pp. 88-89). o L |

It has been EuggESLéd to me that the natlan of encounter

' 7115 not rﬂutinely appropriate to. descrlbe the int. action between .

server and custQmEE. FDr instance many :such ;Ataractions are so-

' ail,‘ Such: interaction @ight then be labelled gervize ”QQQEactf

" rather than service "En'aunﬁeri" -My viéwris that there 15 not a
dighmtamy but rather a chtinuum operating here,fand furtberf
.‘that this Cﬁntinaum is not nagessarily related in ‘any simple way
to cthgr contextual features. In partiz;ularj it seems that
.even the most perfunctory situation can host a fully.ritualiééd‘
‘encounter. Thus I cﬂccsé,t?'labél;tha enti;e'cahtiﬁuum service
encounter. IR I T
BThé service encounter data prSEﬂted hééeiis taken frcﬁ my
dissertaticn research, whigh involved on—the -spot hand recarding

and audiatape recarding of qervice encounters from a variety of

primarily urban service areas. The largest ard most systgmatica;iy e

'cﬁllacfed sub t of the data was abserved and racgrded in a



L

“natiﬂns sEﬁre", which was a sﬁall self-service’ store selling

Fi mostly magarines and cigarettes, but alsc selling stationery,

small hcuseware 1tems, Qosmet*cs, .ete.

=

gThe study cf tfansferring items has begunifg be a study in

its own right.. See, fof example, the work of Blaine Anderson

1978, |

10,,, . , '
DThe not:ion of rhyghm ih encounters is_ clearly an important

and complex.one, the undErSEanding gf which has anly regeﬂtly

)beguni'5ﬁefe see the work of William Condon and assaciates

(1966, 1969 1974), Trederiak Erickson (1976), and Adrian BenneLt

- (1978a, b) ) T -

11As mentioned earlier, -the playba&k move and theAﬁse of thé
confirmative particle "0,K." havé been discussed in mare detail
elsehyere (Merritt 19773, 1978). The "ccﬁfirming effech, it~
may - be ngtgd is the kind of phenomenon that J L. Austln (1962)

Txdiscussed in di tingulshlﬁg perlocutiaﬂﬁry cansequenze and ' o

5 L

illgcutlanaty EffECLS‘ ""What we do lmpcrt by the use of nar’q

menclature Df illatution is a reference, not to: the gonsequences

(at least in any ordinatygéen;;)ﬁgf the—latagi but to the

épfirmative particle as cﬂnfirming his/her request thus con-
1

‘(p._“lé; ltalics added)ii.: 'Generajly the efiect amaunts to
bringing about the undefstandjng af the meaning and of the.force .-

“of the lﬁﬁutian, So the perfcrmance of an illocutionaty agt

involveg- the Eecuring Df ugta e, " (p. 116, italics in the

ﬂari inal). The custgmer "understandlng gf the playback or

tutes the neaassary effect af the securing of uptake. It

is the SEIVﬁr =] assumptian that this EffECt has baen secured

; if%f ¥‘ﬁ :ii ;l1> ;mf‘;;> :>i “?;h*1;363‘; ;:'  :{'ij > ;“31,;




3 -

that, Ellaws *he playback move to functign as. a .specidl cue fér
poasible etrgf correction. That is, when the server plays backv

"All right, pack of Marlboros", the’ custgmer ﬁeeﬂ not speak in
response, unlEEE the customer has not requested Maflborgs;-iL o i
is cherwise assuméd that ‘the Qﬁnfirming uptake has been B '
achieved ! L E S E;T,. “
12 | L

“This feature was first painted ot .to me by Erving Gﬂffman

Hin the fallgwing example there 1s not crnly the ju}:t.aposifign

of verbai and non~verbal méssages, the server's response is
.clearly one Bf comﬁliaﬁce plus ' cgmplaint s

' \14For a more detailed disaussign, see Merritt 1976b." S Q?{is

lsFﬁr a. more detaile; discussion of talgphgne answering behavior

see Emanuel Schegloff (1972 (1968)) There he pgints Qut,
further, that alrhodgh "Hello" (which is itseli a greetiﬂg tarm)

occurs as usual raspaase tg the SUMMONS of the telephone. ring
(1n pérsaﬂal residenges), this is usually fgllawed up with
"oOh, Hi jack," (a "true" greetiﬂg) .once the caller (hare, chk)

~ ’has actually identified himself. . o ».’ ~ ;
16 g 3

!

This iscnot withstand1ng, Qf course,. that the suppotﬁive
gestuies of gree;}ng is used in soyé servica Encaunter situations

- Inm parti:ular, in small gammunities or whenever. “the gerver and

-é customer "know each Bther (in the .sense of being able to relate-

their current énsaunter to some previaus histafy of encgunters)

Tﬁzﬁ*ﬁgﬁgiﬁigreeting form is aften the . narm ("Haw are you tgday?")

17The use nf this kind af devicé to éstablish supervisnry Eﬂﬁtfol

Tin- wark situatians has been disgussed by sgciologists, As will

st

be - developed 1atef,fthis same kind of .respouse is also used by .

teachers’ in, raspgnding to Stud?ﬁts queries. William F. Whyte's

S reseatch un waitress behaviar in réstaurants ‘suggests that the
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- WaltIESSES "who are most- happy and successiul at. their jobs

1.versu5 nEHEVEfbal modalltlés in human interactinn. The geannd

- to other particlpants) for Eagh interchange.

w = . ) &

hY

are thnse whn malntain cnngﬁcl nf the interactjnnal situations

the kltﬂhen persannel) thfough sunh devicesi

}

18’1‘1’1& extent to which all thé possi‘blé steps of ﬂEthlatll’lg[

'transactlnnal ‘access can be pulied apart is frequently made

{ .
obvinug in restaurant. 51tuatin ns: Customers first come in and _ .

are seaggd then waLer and: menus may be served “then docktail

nridrink 6Ederszmayibe solicited;‘and-flnally food ordgts.ﬁakenl

Thus "waiﬁing" beﬁévigr is further segmented and-ritualized,

often involiving different service personnel at various stages ' .

(a hostess seats the customer, a bnsbny brings water, a cocktail

waitress takes drink orders, and finally a waiter takes the food

. order). - * - ; _ ' . L ) , B .

lQWhat is 1nvalved hEtE are ﬁwo systems of refcrence. Ona has . .

to do with the p;imn?y us E ‘or Qﬁmmunicative lnad;ng of vetbal

‘has to do with the "fnnting (see Erving Goffman 1979) n%»

sccial identity that is iavoked for ecach participant (relative

— ! . : . . o

™
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él The Verbal Salicitation and Gaﬁsideratiuns ﬂf Conversatianal

T B

Acgess, Eﬂgagemen§§ aﬁd Vectars=nf Activity. '1, o

 As we antigipatau that it might. (see section I) the inibial T
- ' facus on ‘the sérvégé-like EVEﬁt has dfawn us E% cunsider a more
‘ eatlier'disgussign of "transactianal acnessibility") or more

:? simply, "conversational access' ,; We ‘have found this ngtiqn '

usaful because it hés allow red us to ‘think ébout different: Evéﬁts
“and activities é?thin the classraum using the.saﬁe ""common ;‘ ; T
denaminatar . - 7 |
As suggested earlier, we use this term "g:c::'m;r.ai;‘sat:imﬁalf'F
acﬁess -to describe and :efer ‘to one of the parametgrs of - . %
classrgﬁgf}ntergctign that applies to éﬁzﬁsituatign of social
iﬁte:acﬁion' Slnce,las we’ have seen, teaching aﬂd 1earning | o ' .
activities winhin the :lassroﬂm are by no means rés*riﬂtéd to '!; ;é
the verbal madality, let me briefly rélate the natiﬁn of con=- | ‘
: versatianal acgess ta its bfaﬂder interactional paradigm, ‘Anyi':
) time 4-set bf individuals are physically close enough to each
" other to tﬁugh, speak to, 1isten, ave:hear or ntherwise attend
o to each other; it makes sense to think about haw social grder o
among “that set Df indiwiduals is sustaiﬂed thraugh their ad-
hering tﬂ the same nr similar rules or expeetatians about whci
has what’rights (and Dbligatiﬂﬂs) in this regardi In the )
classfgam, tauching behavigr (especially hitting Eehaviar) is Ilg
prabably .the easiest to munitar and usually ‘the first of these
T beﬁaviars ‘to be "brought under control"”, Overhearing or athers
wise ﬂnn—verbally attending ta eagh ather in a nﬂnbfacussed way
is inherently difficult to mgnitar and prabaﬁly is never tatally ’
) :ule predictéﬁ“ for: all students in- a givén classroam (nor are
Lo "infraﬂziﬂﬁs ugually very seriaus) “Speaking to" “beéhavior
(and the - expectation it sefy up for. 1istening) is, hawever

very much parf%of what is "afficially" Diﬁ on in the élassruﬂm,
g E
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and samething the teazher sees as necessary to con%ral.‘

"Imptoper speaklng ta‘" behav1or is not as serious as .

7

improper touching behavicr but it is mo:e ﬁDLially seriaus .

than- ;mproper_ave:hearlng bghkvigr. Speaklng behav;ﬁr ingreases e

the'genEfal nolse 1ével of the clégsroom (and therefore may be

: ganerally disrupLive), and it Qrdlngvlly requires respcn31veness E

Cl;s:enlﬂg) on the part.of some 1nta;*aguto: Cand tharef@ré may,

be. 59321fically dlsruptlve to- the act1v1ty 1nva1vement Df tHe

§251gndtsd*lntgriacutgr)! 1t makes sense, then, to assume that
capfégént iﬁdividualg maj cammunlcate in accord w1th th21r
feelingg about whc they have rights to speak to (aﬁd thérefcra
expect attenf;on and response from) and who has rlghts to speék

to them. Unlike ' gettlng a turn" or - gétti}g the floor" , con-

-versatzmnal accéss dﬂES not pfésume that. cainteractants are

alread: htified ‘as participants iﬂ the same group o:,;{giV1tyi

"Céﬁﬁbw=-t;opalrgccess" is rather a so:L.ﬂf,“glchh . term" Gﬁhét

appli; b aii”fiﬁés'aﬁéufor”éii'éﬁéﬁféjréﬁéf“éér’Lj;ualizea thei'
¢

‘extent to which any particular individual in a setiing. (e Bif

- ;iﬂ the c]assraom) has Eha ‘right (and sazial leigﬂ;iOﬂ) taﬂbe
4 )

at became engaged Cor protect h;m/her§elf from engagement; 1ﬁ;
talk or conversatibn w;th thé other iﬂdlviduals in that seﬁting
ﬁagh indlvidual's management of. gonversatiﬂnal access is:
one of the major ‘aspects of that inﬁividual's monitoring-of the
ongoing state of ritual equilibrlum, or: nsn—equlllbrium, bgtween .
hér/himself and other EDPIESEHE ind ’iduals. (Eor a more ex-
tensive’ discussion of ritual and ritual equiiibrium see Gﬂffman,-
1956,. 1971; Merritt, 1976a. - ~ For-a partial application of °
Ggffman s natlons to the classragm settiﬂg see Cook=Gumperz and
Cafsarg, 1977, Carsarﬂ, 1979, Section TII B of this Tepcrt.) Ihls

is impgttaﬁt_be:ause ritual équﬂiibrium is a.critical factor in e

L




-the farmatianbénd méintenance of sczial fél&tiﬂﬁéhips‘fsee'
- HcDermﬁtt, 1976 Stubbs & DélémOnt 1975 for a disgussian gf
the im?é:taﬁéé of social felaticnships in the Elassraem)

In these tarms§ with respect to the service~like event, the
‘major (or at least initial) éoymgﬁicativé task the égliéitiﬁg 2
child must accomplish is to aaéuraﬁely assess and.establish
'ﬂéﬂVéfsatiQnal access to the, teacher. 'lmcst!anf negstive'
‘sanction the teacher may make to the child's solicitation can -
be interprated as rejectiﬁg the child's presumed assessment nf
his/her eanversatinﬂal access ‘to the teaeher at that ‘moment (I m
. .sorfy, Gecrgie, I'm really closed na’“ "Is this.an emézgency?"

- "What are you supposed to do when I'm talking -to Eamebgdy ﬂlse?")
Thus, a child's sucressful initiatiﬁn of a service—liké ‘event
:'aften aepends upon the child's acﬂurate assessment of - the mamentv
to-moment shifts in éanversatianal access to the teacher. This
'frequéntl turns out to be, in effect, the timeliness with “which
— i ——a—child - can unebtruslvely; slat‘in~dhis/her splicitatiﬂnf~fa7w~~u~

F

.* . Because specific qituatianai apprnpriatgnéss in this rea lm
. of claEEIDOm behavior - 1s so diffigult (if not impo 12) '
.tea:h directly (see the "interruptinns leggon" prese ted
the teacher' s fespan51veness in these situatiﬂn§ is 1ikel
be tha téache; 8 majaf inpit to the ‘children' Svmasfery of . this
evant.; o ' A '
It seems to us Ehbugh,‘that whatevef "ruiaé are being
" informa’ly taught in the initiation of these events, they. are
| not just rules for servicaslike events, Rather, they ara rules
for cﬂn?ersatiéﬁal ess Whiﬂh ideally, should be relatively
-Qﬂnsistant]y enfgrced acfoss "classroom activities generally.
. Specifig "rules" for meeﬁing ‘the situational. demands of in-
' | dividual classrooms can anly be wcrked out by the participantgg)

;thémsglvasg-af caufsg;(hérg see Daylg 1979, Mehan ;9733);

VS
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Neverthéless it may be useful, if only to concretize the notion

‘of cﬁnversationai access, to. :cnsider ‘the fDllowing three

generaligaﬁlcna that seem to hold for our data and ptgbably most

American classrooms:- - : ot ‘ -

1. In the ClaSSfDDm, the Eeacher always_ as the pferagatlva to’
)

.speak to any student or group of students at any tlme. In a

multlafacuqsed actlv;ty session the teacher may pexlndically
”maké rounds" of stuﬁents lsfgely far tha purpose of re;nﬁétCiﬁg
teacher- chlld contact, or the Lﬂacher s 1ntLu31an may be

prlmgrlly academlcally oriented. The extent to whlch the teacheri

thiri grade classr@oma Lhﬂ we absaxved,
s .4

(1) ' .The teacher, Mrs. I., was Worklﬁg w1th a smallf
group af sgudants omn plurgl formation Df nouns F:
in Engl;sh while three cther groups were wgfking

on 4 sclence experiment that” called for testing
a solution with detargent, salg, viﬂﬁgar, and
=Baraxi Howe vér not every science graup had "its

bottle of deterﬁent and- Ehat apparemtly
Epawned a 1lttle confusion ﬁhich Mrs. I. sw;ftly
v"_ arighted by slgtting aut Df her agtlvlty as a

fallaws! Studgnt group worklﬁg on

o =

. T: Uhh, ((Well)) veah,

“pig;ais graup" 1ed by Mrs.rl, . an experlment

: 0.K. Great o - R(to 3): Detergent you shauld@ F L
- Then I»gan'ccriéctstham- Vo o call ‘Borax. 'cause it's
.;now? . : . S C ﬂetefgemﬁ.

" THunh?

fix it but- I"want*you to

==




Student group working om

“plﬁrala group" led by Mrs. I. an_expériment. - . s

.\';

T I3 éé mine - GK?

T: =a minuFe. I want you and ;é The Borax is the QEtargent?
eke this and see if R: Hey, why"d you do that?
R ‘YDu'qsq‘sée. We have up i:_-gz ;Ee;égseﬁ:he“detérgent is™
here E-S C " Borax.' '
e we have S-H, 5 - Rt T know. . | s
- ;ﬁéﬁéls:A‘-M‘A““~W7“4_A“-;”mf_=ﬁe£e5§ent-is"ﬁht-Ehe-ﬁafégr"_‘f

. =

2.¢ Rights\tu speak ﬁo any 1ndividual (anﬂ, congomitantly, thg”

;_iﬂté¥lagut§;¥; obllg;;iOn to 1iszen or- be fESpDnSiVE) .are - very

mu;h ﬁpund ué with the _answer to the questlan About what°"

fﬂike events, for examplé, it makes 3 great déal of

\if the saliciting child-has TEGEﬁtly heeﬂ eﬁgaged in f_

" differenc L
i§§'1VEment with the teacher and ‘18 simply "returning

some task

. to get clar

‘his/her task. In such cases, tha ghild can almnst always ''get
s 7 '*g -

;Qatlon or -the "go—ahead' for the next phase uf

e 1

in" fairiy’qﬁickly and 33511“. -3

Teachers even expect ta be "intefru te ﬁlsgmé‘accasians? e

and caunt a student 8 failurg to do. sa aaxi prapriate. For

example, Hrs. c. in ane of the’ kinderga:tén ssrénms we

o
abserved once discavered after a few m;ﬁutES iﬁta a mobilemaking
.sesgion “that t 0- of the children were not warklﬁg It turned

did nnt.hava thé nezessary :oat=hangers. At this

out that “they
_T;Wm__ﬁwpnint_ﬂzs C._said, "You "an you've waited all this time? If

you needed help what should y0u have asked for? . After waiting ‘h

&

- a few seeands fg; the childfan ta respgnd that théy need a

ks

han er, she went Gn, "o. Ki\I'll be glad to give. yuu “one. Lf you
- g .

\

lEt_mE know what you need ﬁhuck and Marylau, I can reélly hefb

you" - Cm




'sggial Qrdgr in this domaini Py

sactlvity ol partigipant struﬂture that 8/

i}' ’ !,' _.'_;m . ’ A ) . .

r &

"3, Further, we have noted tnat teachers re pénaivaness to

child initlated talk seems La' Shape up" appropriate "topic

behavior". That is, Ehlidféé may be axparzéﬂ to monitar th21r

'~ verbal participation not only in terma F:' 'who has legitlmste

~access o the teacher atrthlé‘tlme ,buc also in terms of "what

constitutes ailegitimateicontrlgutiap,to the activity at hand."

In other words children are iﬂ:ofmaily'taught not only éheﬁ

they should talk to the teacher {but also .what they can leg1t1mateiy

talk to the. Eeachar abouL Csee lea,ﬁahan;hﬁrindéngs -(1979:159)).
This brings us to a third gEDEfall?atlﬂn abﬂut conversational
access considerations in the classrcom, but‘G1E of a different

crdEf*_ Teach21g,are constan*ly put_in the: pDEltan of maklng

declsions as to whul1er to enfprce cgnversatlonkl access rules

in terms of dESLgﬁg; pattlclpants to _the Gﬂmmuﬂiggtlﬂﬁ in

wp

| progress, .or in terw:s q§7§c§§emicgély,viableégontrikp;ipps to

%

Ehgf§§§ivitg;at hand.

‘éaggaily such d32151cns are.yery d*fflcult (if not imp3551ble):

- fbf§fEéEhefS:n§ make cansistently ' Their almost iﬁherﬂnt in- .

-'cansisténcy ptovidas one of the aVEﬂuEE thfaugh whlch students

play an act;ve role in shaniﬁg what gces on in‘the classrﬂami

‘;Goncnmltantly, the Tore. cans;s,Eﬁtly a t hér akes these

dEElElQnSaEhE more ccntral she Exercises over Lhe maintenanca of

';ﬂf this central is manifested

rthfgbgh students' sense of kﬁowiﬁg_haw to participate (as bagh

_ gocial and aca&emic‘partiﬂipanﬁs) in a manner ‘that is deemed

L 2 : : ~
compet%pt by other copartlc;pants. o : e -

For the teacher, then, making.the "right" decision wheﬁ a

child SQlicltS attention or presumes to cantributa to ome

ERIC

Aruitoxt provided by Eic:
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This aften medns rggagniging a khild s need for in61V1dua1

atteﬁtinn and . non-disrupt;vely "slottingfaut" of, or drawing the-
saligiting Eh;ld into, involvement with nther stu&ent(é)- As
suggested in an earlier sub~ -section, the smooth coordination of
"slot-ins!' aﬂd slct=cutg" in a. busy classroom seems to invalva ,
gcnsideraﬁlé use cf non—verbal as well as verbal modalities, and’
.= many teachers indlrectly "teagh" their students te make non- '
verbal rather than verbal solicitaticns. Non-verbal aOliEitEtiOﬁS
_leave the teazher W1Lh the prerogat;ve of shiftiug ta the verbal

fmadgllty or not. The ngn-ve:bal aspect of initiating talk is’

thﬁs Elearly ar, important aspect of negotiatlng Qonversation 1

\m‘

EEEES

\t this Egintg however, let us start tc fécus mare on the
.verbal modal } by moving from the motion of conVErsatiQnal
access to a l,ted notion that is alsa of gEﬂEfal interest to
'the Study of sogial intéraction - that of “engagement" The
:genarél quast*on adﬂressed is "How do cointeractants engage
engatement?" ; ; - N
Educationally, this issue of engagemen; assumes a majsr

‘o ¢ Interest when the cginteragtants are teacher and student. In
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seen, spégla;.features bear on mutual engagenent of teacher and
' student, ésﬁébmparedéﬁithf:@intéragtaﬁtg generally: a) _;hé
teacher and student have asymmetrical prefogagiies as cointer-
actants, with the teacher able to initiate talk with the

:gtuﬂént‘aﬁ aimést_any tiﬁe,'hut not vice versa. b) There is
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ERIC

Aruitoxt provided by Eic:

s

one Leacher aﬂdxﬁaﬁy students, all or maﬁy of Whom may want the

teacher' s agtenticn at the same time. As we have seen, . thls can

be particularly problematlc durlng perlﬂds of indlvldualwzed in=

struction. o s . : o T ! . A i;

One aspéct of our study has been a concern to locate dis- .

course elements that are likely to. index the 1n1tlat106 of.

ﬁnggpgqachrqf examlﬁiﬁg se;v1ce—11ke EVEﬂtS,Awhlﬂh c315t1tute a

iSDllglth is uﬂsatisfied ‘with the respcnse given, the salici

enggﬁemEﬁt. ?hls aspect Lepresents a fotmal approach to in- .

—1 :
vestlgatlng engagement. This As in caanast w;th the functlonala

significant" ng2351mn for 1n1t13t1ngaengxgeménti ' We knew that 1f]

we could dlSEEfﬁ some dlSEDufSE e]ement or dlSCDLfse IESGufEé in .

this category then the.data ¢ uld ba scaﬂned for Dccutrences. ., L "

_Hethodclaglaally lt was d251vable tc chogce as such a potEﬂtlal

in general and the faliaw;ng ggneric sequEﬂce Whataver the ;'

“éali itor“ has in miﬁd he/she wi]l slmply h]urt aut to the . .
- o0 |

will simply redo or replay" the scliclting acti{,"Répl gys' can

thﬁs‘be 1d;ntified as “discourse eléments” (Mérritt, 1976)‘””“”T“¥?ij'“’”'"";;

The most stralghtfnrward form:of rgplay is -the repeﬁitian A!?”q 3
or rereat. Another’ form bf replay,involves a slight vagiatlnn“i v )

v ’ .
* = - * B s \

index a discourse Element that was as IOﬁmill EElflable Lt
as passlble. ‘ ‘v;  § T ﬁ s S . ‘

» " One pa551b111ty was that of bi QcaLlng f%plies" f@ﬁkhé”‘ ’ E
SDllQTtatWQﬂS of attentloni HGWEVET;_LthE were two - dlfflcult AN
in terms of meeting the criterlcn af formal sp ;frabi]ity - ' ;'ﬁ'fg“
a) In general What can setve as inLtlatlng acts for Eplié§ and ii\;_!.i
respéﬁses has ‘beén shaWﬁ ta be hlghly variablg (G; f tan, 1976) ;{j;

g In- particuilar, gh;ldrcn seém to deviate fram whasever ngfmé :;‘I_‘g

“lare general to adults oy requiring Jre$ponses to. some verbal acts . ’;

© that. adults. db ngt (Garvey,§1975 Kéeﬂan, lQ?é) ’ {: ) l= -

-propgged intérlgcutar. 1f there 15 nbd - raspoase or if tthﬁ i



-

in form or a reﬁgrmgletieﬁ of th%knﬁginel act, Siﬂee‘meny re=.

*ieye, eerteinlj*th exact" repeete, are easy, tﬂaspat on formal
greunds, eueh dieeauree elements seémed to meet the eriteriou
of beiﬁg fermelly epeftciableg Arcerdivgly the dete were
Seenned witﬁ the® hypctheeie thet repleye index the initietien :

)

: ef engagement. More pertieuler1¥ baeed on the generic eequente,'

we hypatheeieed that repleye are inditetive ef lack ef enticipat— s

T ed eng_gement._ We reaeened thet if thie hypotheeie Were con-

e firmed,: then the rePleye that were observed eould be further

=

‘exemined Thie would be dnne ‘with a view towerd f;nd*ng some~

ideﬂtifiably initieted with no upteke“ (end ‘here the netioﬁ of

g upteke 18 enelogeue to Auetiﬂ 5 C1962) ueege of the term in

diecueeing eend;tiene on‘the perfermenee of an illoeutienery
: eet _see nete ll, eeetion III— of thie report)

The dete were eeenned to see if there were eny interesting

ﬁéxamples of repleye, eepeeie]ly exemplee of multiple repleyei 7

At the nursery end kinde: Terten levels tﬁereswere ‘a number of
interesting inetencee, elr of which are dieeueeed here. '
Twe dieeleimerehehould be mede before preeenLing the

enelyeié The fellowing exemplee are illustrative of the flew

. of eemﬁunieetien and.-interaction jn'"buey tleeeroeme and they

e ere not preeented ee instances of . the interaction whieh occur

with ‘the meet frequenry. eeeondly, not ell types of repleye,

and netqell.typee of repeete and refermulatione were'’ enelyeed

: Gnly_re913§exthet occur  ip unprempted discourse poeitlone are .

‘being eeﬂeideredr thet is, theee deriving from the generie N
eequeﬂee giyen earlier. It can be neted thet another preveleﬂt
dieeeuree poeitien for the eeeurrenee ef a repley is in re-
sponse te ‘a "call" for repley or a requeet -for e]erifieetion
(Cherry 197§ Jeffereen, 1972, Merritt 1976 Chrietien & Tripp

A
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'1978)., With such BccurrEﬁfes, it is the 1nterlocutar who . .

:‘initiQEES the replaylng -and thus it can- not be 1nferred that the

7 replayer wcuid have been suff1c1ent1y matlvated tD have re— ,
’ ;played the act had the. prompglng ﬁot occurred. Bath the re-

A sponses tD calls for rePlay and the replays dlSCuS%Ed hera -
shar% the feature’ cf resgcﬂ51veness to- 1ack Df uptake tc the
or;ginal act, Thls nDtLJﬁ ni“replay is- dleEtEd tb the redalng
or replaylng cf an interagflanal move that has already been 5: 2

nacted and whlch has: therefore Ereated an apportunlty for |

.faspgnse. ,Thus, althgugh r2§et1tian and refarmulstlcn occqr with

i SDmE frEQUany w1tnin a Speaker's uttarance mGVﬁ\ds repalr _

devices (see Schegl@ff Jefferson, & Sacks 1977 Humphrey 1978),

=these are not fuli replays 'fThey will not be EDHSidElEd here

. _except to note the fﬁ;lcwing'racher déllghtful instance of ‘such
 mave=1nternal refcrmulaglan- In thlS example. bath the teacherA
" and Alexa use the dlscour§2'dev1ce of mave=1nternal :eformulatlan.,
7 (2) Cutted hand ofi. '

Alexa is 1y1ng on a 1arge piece of paper and Anita

Nursarv Level. ) ‘[

13 tfaéing Al?xa [ bndy outline. Teache; A-2 is
nearby. - . ir | ,;
. Algxa; .(tn Anita) Ani’a, 1 want" my hand, more on
S the paper. Cmov;ng hSnd cver) E

» : Anitar (maves Alexa 8 hand over)

gf§j’ Alexa; 4NDW Iwa't have tD cut a hand aff. Npﬁ
) !‘fh@re an L be a cutted hand’ nff o
— T  735 Are’ they all gonna be the1e? _Are all Xguf""
‘ 5 fingers gonna be: theré? 7 S
=Y  Alexa: (to T (nodding) My ather one ig Eutﬁ_is
a cutted hand off, :

—_ Tz haw ccme? What happened?
|
i
|

125
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b —‘VAlng:  The, other ((._ . /)) is.a cutte
- o because I wasn' 't watghiﬁg and I just cut L
) qit right aff ' o ‘,_=i.2<;= ;_g
T %Unhiﬂunh-i o | o e

Cuﬁsider~naw the fallgwing exanples in whieh oceur mglLip;e' -

'Eireplays that are mnot. mnve—internal It seems that, as. we hypa—‘

thesizéd, these replays d : ﬂdex a Lack of: mutual Engagement; It{
vseems futhar, that this gan be related ta individual partici— i
Zpants invqlveﬁ;nt with diffefeut aspects nf the stream of behéviﬂf.
_ Twa chings dre striking about the following examples. a)*_ '
V,tbe children dﬂ indeaﬂ ﬁéem to use replays as a way of. purSLing
a failed attempt at engagiﬂg thg teacher's ‘attention. They . '.ﬂ
vlgra,.in‘fact incredibly persistent in using this dévige, b) In
'every case thé soliéiting child is right theré with thg,teaché%;. f i' 
EThE child is ngficiallv invalved" in the same small éphgre of L
activity and seems to have the "right" to talk to’ thé teacher;
e mﬁis is Ev¢dﬁnced by the fact the ta cher has,rin all but ong
“cas e, just been. talking with ‘the chi id and as fufther evidenced
) by the’ fact tnat in no case was thE chila negativaly saﬂﬁtioned
T B for talkiﬂg "out of turﬂ" but was rather simply not " ;espgnded
' to. Yet rights to: ad;ress the teagher are not enough to - a
guarantee the child angagement of the teache: 8 attentiOn upon
v ‘Simple sollcﬁtatian. " This’ péints up’ the’ fact that nat only must
o "a_,child vie fgr the tﬂache: s attention if 5/he is outside" the_'
‘teacher- dcminated sphere af activity (the typical case: ﬂf'the
serviEEalike event) but that s/be must ViF for it even if :
within thE teacher agtiv1ty i
- - of &nu:se, in many ways this is no news. Hehan (1979b)
< has discussed fhe iﬂtéragtianal competence of .students! ' that is
: V;aqqi;ad_when studgﬂts attempt to initiate interchanges in the
" course of a 12536@@ o o P ¥
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featufa af saaial inaaractlaﬁ, Haat canvaraation , in tha

'-sanaaxaf a diaaauraa ganra rapraaanta the varbal aapaata of ey

two,.ar aamatimea more, pattiaa mutual angagamant in talk as >K{~
the primary 32t1v;t} in whiah thay are indlvidually 1nvalved

'Eut, of coaraa, much if not maat Eaik is not lima thia#abut

L rather ia done wn accompaniment - to othar 1ndividual aouraaa

x”iggiaggigg, aach as ﬁating a meal, or aomplafing : 1aaaaﬂ aaaigas:
ment. Cointaractanwa are typically more or less awata ax R
liathar’ individual courses of aatian and are. aliva to tha faat
;that some . talk diraated taward tham ia ta ba iniafpracad in

that light rathar than as aanvataational, .as . with "Plaaaa paaa

. the aalt,f or "What 's iiva ‘times fiva7" Tha raaagnition’f; .:,;'

-thia fact,. along With the fact that mara thaﬁ ana individual
. can aallaborata in a JDint course’ af action, givaa ria'éi &

‘ﬂﬂtiﬁﬂ of ! vaator af actiait " "3; Vaatar of aatiVit may’ repre-
| y y may rep

aant aativity aontributing to tha couraa .of actian of ona’in%'*

o .dividual or a- graup gf individuala.ialf we alaa grant that “Some -
*VA kinda of talk such as lea on talk, aanatituta aauraaa cf aatian,upl
| then- apacific topics within the . talk’ may alao be aean aa aaparabla i
_ vactara of activity that___g ba indapandant af patticular in-
» Tha fallowing aﬁamplaa hava bean graphiaally praparadl

to - .

R "factor aut" the diffa:ant vactara Df :Ltivity that ate f\y'}';.;"

'”apafating in aaah case.. Each vactor haa bean fapraaantad by a:
diffarant number of - undarlininga of tha name Df each partiafpant. e
'Eanaating a move in that vactor.’ Singla arrawa —%& indiaata N
aacurrancaa af the mava “that. is raplayed DDublP arrows %%
hava been used to indicata the farmulafian af tha angagar

aaliaiLacian that finally secured angagement.

e‘fﬂ"T-Iégi)j




7(3)»,Whén , WES in W shingtnn

!%52",":» ~iSév2ral ﬁursery ChilﬂrEﬁ are’ segted araun& a table A )
| ?iﬁ 1uTgetting ready ta play a game" in which eaeh child
  { 51 ;asks fa: a. Eertain number Qf peanuts and then cgunts,,
‘j;?fk“ {them. Just as they were ready tﬂ bégln one child ' )
e ~An;ta, needed hgr shqe tied and while teacher B-1 -
= ;f: 3gt1ed her shnc she\{éikedlabaut h@w "when I was{five |
ﬁai;f - she: caul& t;e her cwn 5hae# vAnita has just return§d '
R ‘?ta her snat aﬁd HS. B l starts ta‘gc araund the 'h
‘table ané distribute peanuts., The" seating arder isiﬁ”;ﬁ ) j_1:’ “
; fﬁ;;Allisan, Elliatt Seth Jﬁhn,.Anita Catherina anﬂ _ | '
tfsTé CreaghES inté bag Df peanuts and pulls ‘some | aut)'“v .
) ﬁfé- ‘ (to graup) Naw let!’ s sge: ng many da You want?’f '.'f_"!fff g
) j'if: a;3: Hcld up the number cf fingers you want dﬂh 1'11 o .
i 7 L give ycu that many (bast kids hold up one.or ;:vff
" two. hands ) - T :vi:fi n%:if?
o (Stands up) - :
Ll ,?{_;
Alliscm) |
o “gﬁ«-‘f‘ 7as in ﬂash-s ‘
»  _1'€ ' ’k:.-;m_ntj thcsgéw"'- '
PR h : samathing else, [ A . . '
/ s 1 . fAV-T:._and....;..a the xl'll ‘be back ta v
; ' 7! . - Elliatt-“’ [;h { I was in
; Lor T: (tﬂ Seth)....!_.?iji_.;i,i!.?.iiii;r; "! ‘ 1i5u!-": . ;»’,
_ R " maﬂy da you-want?. B .: N e T l
O ‘ ;_‘Sethz (holds up Eaur fingers) . : B »
LT: (to Seth) Four. - o oo
S 128 . ; .




™

vw.daes ngr QriEﬁL again to Elliatt )

ilelliuttztiHEEzyif

Uy fiey:what ¢ 7*"9’ ;j_l*'jaﬁ¢5"iﬁ-"c N S
;Elliott.lj((I dan t have==)) ' . .

: _ T.kiﬂgw many dld you want Elllctt? R e - -
‘. 1E1110Lc-;;1ha1ds up hand —=iiev, five) o -

R {‘*gI.l;(Lo Elligtt) How many. did yau get7 o
'.?Elllott ‘-C(Umm)) (halds up five fingets) ‘ )

A D R T 7m u"7’ B
: n’(l 5") L  ,';ﬁ',‘,= T ﬁw_5e_j,, B ol
-;vT:gt(to Elliott) How many peanuts are on ycut ((paper))°

ﬂ,Qigg '?'Ll ’(Lots af ndisé flom other parts of . the raomh} ) _:5;}£il‘1'5?f ¥

(Ngte.v chlldten are pwttiﬁg their shells on- papers

,ﬁi,in front gf them3 "i-’{ni-
i : | ' I uuﬂ t ((havetany)) et
: ”fingf - ‘-Jl L Do yau know‘ — .
Eili@?ﬁ%‘{(Shakés head na ) ((Naﬂé )) fl -
lPéEE?;u?J" L""leVi;f - Ndhei

: ¥ﬂf‘T;gT‘None iS a gﬂ@d Wﬂfd-. ‘Does: anyhoﬂyttlse kngw a
___flx;fifgaod name lr a ((di%lferent)) ‘ S
STy

}'Zer@ is angther WQtd . (stands :p With bag Qi peanuts o

';a diﬂrients ta Elliott place) We ve get na*

| ~.' and W have ! gera‘ R ;ﬁéu ORI

‘w3 Elliott: Ms. B-1, when’ ,';ex R R PR

fﬁfﬁ-iI was in WashiﬂEtOn»~\'° f

| (Maﬂy chlldren statt speaking) ) . . .
'”X,I:14x1eang over to hear Elliott) _“. S Y L

Y '((and I and I leatned haw tn tie ne, )) my shoe, ‘
’ tied my shne in Waéhington R -". f"“' S




o . a :
“ 3 ;thh., that s gaod I really think it's neat L f_ﬂ's .

j}when yﬂu know th to. dD that for yuursglfi Eecause _:v

iifyou gaﬁ get a lct of uther thiﬁgs dDﬂE thgni.rf"

I was iﬁ Washiﬂgtan,ﬁ to whiah the tea:her daes ﬂﬂt rgspﬁnd

fifShe does not in iact, attend “to Elligtt at 11 uﬂtil Elllott

'1'_re—entér5 the agtlvity vpgtor of ‘the peaﬁut game with "Hey. 1o

'bﬁﬁ dDﬁ vuhave aﬂy-, It Séems thaf ancevEllictt se&ures the,“d

&

T :‘tgacher 8 attentlon, hawevar ha reverts to his own veﬁtgr of - e S

pcint succumbs

'v;f ‘ immediaialy moves the interacinn back 1nto the'afflzlal .'; f§ - .

e peanut ﬁame vectgr With "How many did yau wanf?" ' ;'t B E o - :f
Referring back’ tg the thlrd gEﬁeralizatiGn made earlier ST

abnut conversatiénal access we can make another ohsetvatioa

;%Qut this example-l Everycne at the table’ was initially in-

volved in a fccussed activity, but then Mrs. B. directed some’

particqlar.cgmmuqication ;awards Elliatti ‘When Pgtgrvghimed ;ﬁ




e

* like “I' mbaskiﬁg Elliott now- PetEF?! Instead, hawever, she opts
‘fcr'feiﬁf
at haﬂd with "NGnE is a goad ward"; She then immedlately moves

witbF"N@né"g Hrd; E. Cﬂbld have chasen tc enfarce qonversational

access in ternis af designated parnglpants and said scmething

clng PetEr 8 cnmmént as a contributlcn to thE agtiv1ty

to "DIEiE*allv" open the vector of activ;ty to cthers at the-

tabla ‘with "Does anybody else know a gﬁ@d name or a dlfferant i

Allisan qulckly offers the respcnsé MZero", WhlEh the teacher :

"—agcepts with "'Zero' is. another word.,"

'(Q) In. MY Pocket - hursary Level;. »
Ghlldren have been playlng a ‘gane in, whlch they asL %i
the tcachar for-a certain number cf peanutE and then
‘eount them.; T is s ttlng ﬁext to Sara ‘and is help;ng

. her, thaugh she has Just been lntETEupted by Jchn.i_
E Peter Alllsan, and three other chlldren are also .
‘sittlng at the table wgrklng with peanuts. ;
(turns back to Sara} o f.ﬂ ool -
iI; (tc Sara) Waulﬂ ygu help ycurself to flve more?
'Séfa:r (Has been : stret:hlng her arms.” She stops and
' reaches tawards the @eanuts' _(l 2")) o

-~ (to- Sara) ‘How auld you go a put - taklﬂg flve?

(SLEfES taking peanuts) - f:ﬂ, s ;;_" o

(to T) Lan wE save the rast of Qur peanuts? S e

(lanks aver at Peter, ‘who 15 tugging ﬁn his

S _j C:Dllaf.k_r (1.6")).

Wuuld you 1ike to save yculs, Petér?

" peters ' (nods) . (sure, N ek dmem e el

T I' *Sur; yir WDuld you g0 “‘to Hrs. Jones and- =

o .

<7f

- ask her for a bag?

TRl e et s s F R,
i

‘jAlli?é@;:fCté T)..]Can I go --,




ﬁ ED aﬁd get sﬂme ciay? i‘.‘.“}f7 g

i

S ce g }:n  _;@ :jﬁég;ii;' f;!.: g':_, - .

te Peﬁer) .. Tell her yau need a little sangjwich

| :*}';Z= (ngds at Allison) You may. Would you 1ike to get.

,tsume clay? e

1 (Walks of£ gamera)

J: Claaks bagk at Sara)
(to T) ((I thiﬁk that 5)) C(uncléar))
(ta T) v ' .

e

5) Would your pat them Sameplaae' »
((up here;:on tbe table :

- -, E% -viPEter_. -
: saraQ (Puts the PllE Df peaﬂuts in h, Xﬂdsfup QP;fHEl;'
ii. . table) - _:;?, . R -

f:;—’i§ﬁ;EEEE£j : (tugging Dﬂ Shirt pocket) "I've got a- pogkét uP

,;;...;.i...f{. . my’ shirt.

here in ...L_...ﬁ

';“f _"séfaﬂ (touchlng each paanut)

twg, three

":I‘ﬁ—:g Pete ‘Peter:. (stlll tuggiﬂg)...

Y

R Sata“'v s
-”'!_ﬁ%, Peter. c T
T C$m1¢eg at Sara) o : o

’ Laak, Hrs._B -1 :"  L -f=-,ﬂir i-l  '?
(to Sara) ((Mmm—huh)) (T gets up from beside °

-

in my Shlft, 1ugk.‘

Su®

Sara

oo L
How 'bout my. p@cket f? up “here, in my- shizt A

siﬁ,:f” “even* Eight nln

T:. Ctﬂ Safﬂ) HDW méﬁY’dG yau have .;..altcgether now?fu




iy

T ( lgcks aver at Peter)

Is'T(ta Eeter) Hmm? : T

2;f;%;'xEEferélfLénk.. (points at hls shlrt pbcket) T :' : . i' T
IR TS Peter that s fine, you can put them in the ‘

pocket of yOur shjrt 1f you Want to. But

. Mrs. JDHES_Wlll ba glad ta give yau a sandwlch
'bagéif'you Like.. et L -
P En ‘this xample, "in my packat"g the. péanut gama Df Example

'(3) continues but is nmw in a dlffprent phase, such that ‘the

f teacher is caordlnatlng multlple tutcrial vectars Gf acciv1ty
E”-with iﬁdlvidual chlldren. -In thls examplé she 15 malnly involvea }

w1th—$ara;_ Peter slots in: to ask if he can take the rast of’ the

-vpéanuts hame_ The_teacher\engages his requist with dssent and S ‘3T;

" the suggestlon that he go’ get a Sanﬁwich bag ‘Allison thEﬁ SlDtS:

‘in to ask if she can go get §Dma clay., The teagher enﬁages

- Allison 8 request with assent andﬁ‘ien returns ta her,tugorla})

' veetor with Sara., Pet in tha meantime, has apparently :

;

 —fhage waited tg reﬁengage Pater s vectoz ‘of aztlvity untll a.

'"fsuitable polut in’, Sara s vechr nf actiV1ty‘had been rgaghgd

‘ifnr slottimg autiz" v o o
'”(5); 1 HaVEﬁ t Dcne Thia One L e “- - VE" 7; S,
‘l“A group Qf kindergartenAchildzen is sitting at a ,v: o :

| “.tablé Qppc’Slte the teﬁc}‘ﬂ- .Th?}’ ‘are doing a sevfng: 7

e
LW
b




exercise, and they ar«

help er apprﬂxa; as ‘they go- alﬂng.n

Chfiﬁﬁlﬁag 

cich askiﬂg for tie Leacher 8
i e .

-3

(puts sewing..;

(halding Eewing ouf) Hs. C., loak
W ‘fﬂ'g tabla) (lagking at her sewing) I
1 that;. aﬁd, nﬂw I‘m doing this.

= s s om o ommxE w o = LA

T f(iéagg &férrand Qhﬂcks C s wnrk)i Whera are you El
‘f‘gglng4ﬁow732Ygu re gming up thiE.Wﬂv N
L ‘(runs'finger -along Christina £ sewing ‘a the :
e S :':’_dé.l;‘%ct%on she s to sew) R if.;,__ Loae --; SR
"_5>vH£rgaith. (crawling up on %able) ((N‘y Mre Fﬁ)'((nn~iear)) B
L _2 ; i T‘ (piaks up Mereﬂith 8 wo;k a@é,inspeﬁts it)
| St TGO T) o, e o e one
' B . ‘(hglds uprher sewing) ,;=,;ﬁ:;;;f' u}%J‘ “

_ : Tz
i;; Christina

: Heradith
ST

'-.?T:'

*

3 Hered.Lth- :
T"

,gg Ghrlstina
Meredith-'
Tyl

(to. Heredith) Gaadt
ﬂ:f’- - Ms.»c., I haven
- (to. T) ((uncléar))

3'draw3“fan the right hand si&e, is a. pile of bags,
: with pEﬂple s‘names on them.

.ahOTizantally on a PllE

(1Ean1ng left) ‘ Cartgrj- 1ng G far shautiﬁg)

-‘tB;I} f{“;

----- oy m e ==

Yoil fiﬂiShEd'

%l done 7

!’!!!l!l!!.ii-ii!‘j—li ¥

-(to M)
(to Meredith turnlﬂg and poiﬂ;ing)

. iﬂ my

(claps hands-f 7
to indicate a stack) .

(tﬂ M. ) Bring me tha whole Pilé.

“IMs. C.y\ 1 haven t r“one th‘is

N %

‘one.=

{tc T) - In WhatT? -

(starts to bite thead on Meredlth‘ sgwing;lthaq :




. Meredith: “(to T) -In what ’('(dfﬂ'ﬁéﬂﬁ' In vhat ((dra“’eﬂ)?
.~y Christina: 7o ¢ |Ms.c., T haven't done )
£ L this onc. = o e L.

h:\ta ‘Meredith;: pomts c:ff camera) In thef-—; in., - A\

'-Ms.cv q

‘ (%)Chrlst:ma _(',sc:'fi;er voice
27T than earlier)

“On the ‘left-hand

T: ‘(té-.}ieradiith)_ ( (thaéé)) s Ncn_
: . ,.H“ . . s iH . ‘

. (%)Chrlstina 'r=-r(1ook;_ng over to. whera T

is DDintlﬂg)

"""-‘,(sLands up and Starts tt: wali«; avay tc:ward the g
dr;wer)

(o M) The side clos et to the window. .

MErEdlth '(hclds arm out in tne '1 gm‘:rha gesture) LR

) é Cﬁristlna Ms\: C'., I havan done this one yaﬁ.‘. . ’ .
(T makes ‘a hand gesture to soma:sne foscamera) ‘
£ : (sw:mgs bazk azound and ga?es in Chrlstina P
- . : _! gen :r:al diﬁ‘a«:tl n) o s ' o g ‘

t:-: c“\ng th:is ﬂne t:nly

lat aéknﬂwledged "‘hristina)

_-} Chrlstlﬂa .'i,_’.-‘;g,; Ms."_ C I haven t dane thls cne yet. - o
.. fanyar ct z) ccun::.earn L N

= ..

]
-m

M
-




3

Ut

far tha n

' o SO T , = St
i Just fak3‘§éur‘tima‘ o

VCCunclear)

| ‘ f;ﬂe. ‘ You re dping a 'beautiful j.
Iif{ﬁ (1ean5 acroes table £6 - get the EEiS ors,_;f? e
:,:EPE fight bESldE Christina)

Ghristlna~} hs. C., L haven t‘n-;fI ve- just done ——;V

' just dene thig ane amd nat thls gne

'vv""\ﬁ - ,
‘ "E;f'(lnaklng at C 8 awing),
N .':y? g0 up here,'snd thén W

‘ .3;'igé~'(;aps Christingxs §gwlgg with her scissgrs)

sewing. The teacher briéfly engages Christina'* requegt to xf .

zheck hafiwark and fnen gaes oD, ta éngage Mergdith in p:éparing
Ghristina, in the

xfﬁ phase of the sewing task

ﬁotigeii As with Eeter s change frum initlal

'; canzurrence with the teacheg (in that case ‘not, wantlng to.use -

i%=f a bgg but rathef his pccket to. take hgmE his ﬂaanuts); multiple:',

EO o A

repeatF and retarmulatiéns take place befﬂre re—engagemant in

. "h
o

rﬂs ina s vectgr of attivity is Eftabllshed

(63 My Iurn - Kindergarten,Levelﬁ
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B -. "i . - ¢ L . L . X
& = : . Pa

\; ?ﬂ_' - N éﬁildrén;iﬂaffér, Iéhﬁ, and Robin.; Aifhdhéh tﬁéré A ;ig;

s’ aﬂather helping teagher 1n tha room who is supesr : ;5"¥" S

,viaing éther chlldrEﬁ, there have bEEﬂ sgme intefE, g S R ,i\

. F
falllﬂg dice N Here L ga. )
. \a o
N 1 ‘E‘ 4 :j

‘“!1f>‘tg;5"j
x. o

Hy ﬁurn.»‘;_;-'

B
?

(tG‘JOhD) Yau fa:ga 'D E th;ug.v_iwé éﬁd tﬁféé isa{? o

S n-———-'

(Jnhn*nuw has five Lhi?E - (ﬁflh.J:Q" ¥

My ‘turn. ‘1'1, n:;;vmséA ‘..‘XP
(sta;ea at T) (2,1"§NLA(
| Mytunh'f. ¥v>f'_L~ B R TRy
4;~.Cge;§ gp:éﬂﬂ”lé§§é§~tﬁz gable) .{1.3") =t .oy

;

ﬁyztyfn.v e
(reaches nut fcf ;hip ) (l!lﬁ)g.‘
(tg Jghn) Twﬂu-; . , o _ R i :
5")- Ll T (R S I 2

t




ki

RN z

- John:

r
o (0.
EGF;Q) Carter:

- 'e. . T:
.:65555 Carter:’

John:

-

PR John:

NOER

,Cafterg
e 1

€

‘fcryihg)’

g5 mmE om o ;Eg-;- 2% s

. (to Jahn) And threa, iu flve >Right?
(nods) )
(picks up dle dnd rolls)

(to JDhn) So you've traded tgur of those in for

one greemn.
(Siaps table after reading die)foOh I have, six!'

(to John) = - You have -to take them Out,.

(taking chips) - I have =

fftb_Jghn)>lSG yaﬁ"won'fl get @i§Edrup;
’ ’ six, |

(stariug: acress the roomj; it sounds like someone

(té John) Be¢a e_you U Justs =—y

9"
(;@fI) Look [how mdny| I got. .
!l;k! i~§i§jii'i-i ' Johiﬂ? ’ . ’

(puts hand on T's 'shoulder) '
(lmcks hack at T)

(ta John) By ﬂct puttiﬂg this green herE'yﬂu put e

- yaurself behind.-

(starts tapping T's shoulder rapldly)

(ta thn) You may negd thls green one later to
get same more yellaws 'Kay? :
(nods) L f>.

(turns to Carter, who is tapplng her Shﬂulder)
(starts taking chips and.putting. them"beside
himself)) One.. Twa—f two. C J L
(to Carter) ((Whai)) What did'%au'tﬁrow?

(countlng and taklng ahips) PR AP

. 151 L 1_’38-

Three:,|four, -



. ‘ ! \ S B A X e
, Q§;§;;§ (stands aﬁd.poigts at.the chips)
Carter: Fiveg_sixi‘, ) a ’ f;hh '
Carter: (to T) Too: many to éatéh (1 e., i..up with me)
) Carter: (counting accumulated pllE) Let me see how many, -=,
T: (to Carter) LEE 5 see how ,any Four's you have. _
QE;LQ_ ¢pointing) Jone, Lwc, = L
¢ ;}f*(tazéartar} ng'many groups of faur's “ a )
The "my turn" Qhampla (Eﬁample 6) is sinilar:to. the athers ,
in that the teacher seema to, be intent on malntalnjng tHe in- .
- _ 'structianal lntegrlty oi tutorial ve;tors of activ1ty that ‘come p
uﬂ lﬁ the antaﬁt Df the: gfoup game flrst WlEh John and 1ater _
. with Carter. It LE a little djffErEﬁt in’ Ehat the game is more’
' "group" Grien:ed,(lfgg_Lhe;e 1s -some- focus o a S;ngle §1nner';
7 oot ﬁaﬁ§ to cétéﬁ") Howeverl 1t seemg clear thﬁt onge John -
fr,‘ hasg rolled: the dice; Carte er ac cts” as thmﬁgh Jchn clalm on the:;
!Zgrcug'spattgntiang inéluding the teaéher s is over.  Capter
i 'fepeated'"ﬁy[turﬁ' is flnaliy refarmulated as "I said, my turn" 7
, . and’ respanded to by thé teachcr brlefly with 'Go ahead, Caftéﬁ" g .

_Névathelass she daes not toLaliy engage in Cartar s vcctcr “of
activity unt;l she 15 ready to’ d;sangage from Jghn 8.

“ (D) Batlk,B Wursery’Level T . e :,. .
- ) Teacher B-1 is WDIkiDg w1th Seth 1ndiv1dually on
- . : Waklng a batik.> Another chlld j‘tklea has heen ;i

o ;_Wkalﬂg with. the mate:ials and i almost f;ﬂl&hei.:
;"'; "\‘ 'T has just been dlszusslng with Seth the size of

'+ his piece affclcth which they agreé would be "big = -~ .
o enough fGr a Ear.' 1hey are walklng frﬁm=the table
where they hava been walking tcgether on cutting the -

clath taward the dye vats where Jackle is finlshlng

. f s e

her work. A
. - ¥/}39

Aruitoxt provided by Eic:



=

‘. (_3) Seth:

-y '(noﬁding) It would be big engugh far a c;ri

Fm mEx o= ili—i—!l‘-iiﬁii-‘:

Seth: (to T) A ; low car D Kii ; ,?'v

(No* audiplé EPEpQﬂSE frnm T. (1 6“))

_%§ Seth: (tD ™ . Nn, a. caloffﬁl car 3. . .
a(T stands upiégg‘%ﬁérts walklng w1th Seth DVET ta
- the’ Lable wher& Jackle is using the baLik dyes and -

‘= wax, )

T: All ri ggﬁxwant a yellow

S T: car let me fell you something about batiks,
B all right7 ’ R B "
(T bends down to 1nspecr Jackie s desigl) ‘
(-;} Seth: But Ms. BL1? (traﬂ;mg, behlnd T to table)
‘Ahh:.

»g;} B "] Oh:,|look at Jackie's 6251gn
(5‘-;;,) seth: = | | Mrs, BL?

T: (starting to pick'up I's batikj

'Géﬁsj,v T:Ters, Sethi_ C - L %i -
(~>) Seth: (to T) . But,

_I want to dip—
T: (to J)
if I get it away from the hat pan then I don t

CJackie) if you lijput yaur fingers,

- haye to do it any more thEﬁ you.
I (ta J) C(unclear)?
Cs%Q Sazh2\ ’ Ms. B- lij

(T and Jackie seem to bE maneuverlng the bdtlk _(1:2")Y

. h%§_ugeth:v Oh Ms. B17. 1 want to dip mlne in yellow,_;i

T: .(to J) Tha@ g;od

((uncléar) . L e
.;ed and lua I want

to dip mlﬂe in yellaw red and blue.

5&%— T Dh,_thase.are nice Eglors to dip' in, Seth. T

‘think that'll be nicé if you dip it ((unclear))

=

AR



LT (;ﬁ%)_ Séth And I do want (émphatlcalLy) tm do that. I do

so want tc!,

e _ ‘r'f“T.' (ta;gp&hj ((unclear)) has to ﬁgy in

\beLween each shade

All right. Each color. . '

Seth: (Hpms) Hmm |mmmm. - . Tmm.
T r(go 5) o All right. Now | here's your piece-
’ " You spread it out on the paper. . b' .

(T haﬁds Sathfhié,clgﬁh. He spfeadsxit ﬁutﬁcn thevwérk

desk. (2. 7"l2 ‘i_.;..h..;}..nlg;i.Q;“.;i;;-@“;;}xgi

’ 55;‘€:££E;gé dgwﬁ beside him) NDW you'éaidlsaméﬁt

o - ;_‘ :thlng about having a yellow car. . ‘ ’ i'z

b seohs Yaah, and red and blue. Bac [ve havess ],
e ! Ty o Lll rlghi_]

- sﬂﬁtle diffaréﬁtiatiun; Here the tEaEhEl seems LQ have attended
to Qr - tuned in D"l S ;ngagemant with Seth to the E}Etéﬂt’ that:
‘ she has proces%ed h] ,nLEresr in maklng his batlk a paLticuiar
cclcr.")' ( a. iéllow car DK*’*but seems to have gg;,tuned 1n
on Seth's taklng back Df that answer szh annther answer ("No,
a'cﬁlafful'cav")‘ As in ether éxamples the teacher seems to )
¢ have reoriented hér atLent:mn after prDcess;Lng the chlld's 1n1t1al
. concern: ("All,]:lght. " Now if you want. to make a yellaw cat. . '),
'aﬂd_itatEEESQSéth"several entreaties to Establlsh his ﬁhangé -
from ' jéllgwi to "’olorful“ (yellaw, red, and blue) as part’
of the véctor af act1v1ty in which the tFacer is Qnﬁaged w1th

him. . : o

i i 'f;x;

Gleafly each of, thé exémplés could béqdiséussed‘:ﬁlmoré

+5 ana 1t*shou1g be patéd that many more examples could be ;,

141 T 7;= T
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%

~ of activity,

3

LT nake sense of the verbal activiy su’rraﬁnding a primiary

classroom teacher /during individualized instruc tlon tine it seens .

useful ta think in terms of how talk en'a enett - cumes abouk. Since '
- mich of what goes on'does not have a single focus fit the i

dividuals involved the natmns of getting, the floor and getting o

a turn do not aluays apply. then other pa,rameters like
onyersations] access” seen td best deserdbe’the £lov of nter~
a?tiun. Cunversatianal aceass, however, l5a complex n@tlan
that interralates DthEI parameters. It would seen that’ these:
Include not only activity matrices and pa:ticipant structures,
bMMMMHhmMRmmmHmMAHQ %‘
~have seen that 4 vector of actvity nay be derived frowan -
ar.tmty matr;x, 28 Va3 Ms. s concert fur the peanut gane

in the "ihen I was in Wgshmgton seguent, or from an {ndividual
particdpait's agenda, The te}écher“has- a speciai giriteractional '

role which 1 15 reflegted in the cuntrun she exerclses over the

vector of activity that she is engaged 1n and n the extent

|

?

0, It seens appatent that nursery and, kindergarten aged

children are 1ndeed sensitive ¢o whether o uut Lhey have securéd .

" the engagemant of pruposed interlocutors In thelr veetors of

activu:y, and that they are persistent 1n renlaylng gngager

aalicitations when 10 uptake is nade, Repeats and refnrmulations

are dlsccurse resources that ahildren use extensively i in these i

replaymgs. We can propose, in fact, that' the punber of tlmes
an engage‘r golicitation is replayed provides some index of the )
aount of ‘effort a child i willing to make to engage the 1nLer- |
locutor, whuh is perhaps some index of the degrea of cummuni=
cative intent. Repeats and reformulations have heen fouud to

1

0perate a8 engageqreplays at all five grade levels, but at the

142 !

i
J
i

iy
/

/
/

frgt, second, and third grade- levels, this seens to occur nore
’ frequently when studenrs are ttylng to engage other students SR

~ than when trymg ta engege the teacher. S

3 The notmns of talk engagenent ancl vectur of act1v1ty dre .

ot tLEd'tD the exanples ‘presented nor to cnly those situakions’

,&f 2 paft of that' VPrfﬁr af activzty

in which repeats and vefornulatifns decur. Rather, it seens
likely that these notions nay be used to enhance-the analysis

of Dther é‘(implFS of s‘ac:ial inferactian

o Mm@eﬁm@mmﬁmM@%m&@

-of gervice-like events dis cussed eatller 111 the fullo ﬂng Ty Vl
In vhat ve might 'th'ink‘of as the¥service-liker event pre= sﬁuatmﬁ
.';the folluwmg 15 *yplcal ethe teacher 1s engaged with one ora

small group of children ;nl sone focused activity, The teacha‘r 5 l

involvenent with this activity constitutes his or.her main- "

involvenent, Whatever- goes, on dn £he’group interaction that .

* contributes to the "aﬁgoingness" of, that activity can be thought .

Verztors’ of, activity

¢

' my be 1ndependeuL 0. partlcular ;nd1v1duals. When a child fron

. out81de that activity sallczts the attenzlan of the teacher for

‘ help, the chlld's requlrement demands that the testber become ) '

'I:erms of veztm‘s of act1v1.ty the cluld is rmt usually trying

factlvity : ,' ;f v ‘g‘ 5 ,," ' ;

1nvo1Ve& ina secondary vectm: of actlvz,ty In terms of havmﬁ

 the teacher"s attentmn, ‘the child is frying to "get 1, Tn R .

l"

to "get m " to the teacher § vector of activity but rather to.

» draw out the teacher's mvnlvement\ into his/her o vector nf

It may be worth noting that this sltuatmn, shared by bnth
the service-like event and the examples glven in thls sub- sec,[;mn,

seens to be different fmm mc'at studies of chlldren § dCess

" rituals that are reported 1r(§he literature, For._example, in.
. c I ) : ;



: Corsaro 5 (197?) wark with preschaal children the main cancarn

wasg with the inltiatiﬂg Ehllﬂ-'Qiﬂin—ithE activity of annther.

»Here th_ age level or the grade -level uf the children cbserved
may be a mejor factor. Though not conclusively dacumented one
" cross-sectional diffetence that we think we have found iR the 7
servieeElike event data is the fﬂllgwing when nursery SChDDl
- childrem 5Qlicit the teacher s 1nvalvemeﬁt awsv from an aativ1ty
in which shg is engaged with another child, the teachei w;ll
:5 metimes handle the situatlon by drawing the soliciting child
into

s {'JDhnﬂy, but right now Scott has soméLhing he’ very mu¢h wants to

the teacher activity (T: "That's very interesting

tell us abaut ") In a similar- vein, I pointed out in the _
_'dlscussian of example (3} When I Was in WEShlﬁgtDﬁs.thE way in
’ whichgtqe taacher ongd to aczept as appraprlate Peter's answer:
T tﬂ'é qﬁéstién addressed to. Elliotﬁ;‘ It seems-that in the "upper"
l grades such 1nfract10ns are less to]erated and sgllr_'ltinnr

child is lesr then ash ed to join iﬁ ‘but is expected rather t% K

‘wait. | - C

A




1. L e . e e » et 109
-Some of the analysis in this subsection was pfesentﬂd at the 1979
American Anthropological - ASSDClatIOﬁ meetings and revised for sub= -

mlgsian as a paper to the 1ourﬁal Dlscaurse PIDEES?ESi I am

grateiul to Courtney Cazden, Loulse Cherry hllklnson, Frank

Humphrey} Hugh Hehan; and Sylvla Scribner for comments helpLul to

rev;s;gn._ P : .
, _ : T B v
““For a nice dis ussion of many of the thimgs involved in being. a
"competent. studeptf' see Méhan 1979b. ' .

BThE ﬂotion of “ﬁect@t of actlvlty is a spin-off of my - r&adlng of

a papér by Grace Shugar . (1978) Za WhlEh she - dlscusses the notlcn

of chlldren s 1ndlvldpal courses of aEtan{ I am gratefql to

»ELVlﬂg Goffman for pointing out its péséible relevance to this

&

study.

Q :1-f 7ﬁ3 L o L i AT o

ERIC -7 o T

Aruitoxt provided by Eic:



D. Hﬁre On Hcdal;ty. 7bﬁ’1 ?ra23551ng, Slﬂttl;g; Mﬂdality

ffE;ittlng, Modality Fgg and ;gigtEﬂ:;pg!_ApétAﬁﬂgtg

, ~‘on Rituall” | — Lo
- C In this sgbsectinn 1 wauld like to br;efly tie tagether

" some of the threads of analy&is that have been presented 80 ’

far, Ve started out talk;ﬁg about the bas: ic madallty (;ar

“either soglal or task particiﬁatlcn) ag b31ng that. of“a whole

person in- face to -face iﬂtefaction. At a later polnt 1 - : EVEL
. intraduged the notion of ' 'Vector of actlvity" as a 1ipe of

action baing pursued or engaged in by one or more parscﬂs.

Ihusghfar some. kind.of ideal ﬁ;del of. participatimn we' might

say that at any pﬂlﬂt iﬂ time each person uses the basig

holisﬁic mcdality to involve hlm/hersalf campletely in gi, Lé ? A'

ingle vanﬁor of act1v1ty.r

Such’a ‘medel ;s,ﬁof gourseg more fantasy thaﬂ real-

,ty ’
| fpr“both stqdenﬁs and,teachérsh Ina busy—classroom;g;th -
*| many activities going on, the teactier is’féreiy (if ev'r)'E
free to involve hiﬁfhersélf gompletély" in one activiEy .

hough he/she will ord;ﬂaflly have one "main" vector: o:

_ activity, the r sgan31bllity that the teacher has f°t, hat - N
gﬂes on. gégéfall means that he/sha must constanbly bewk | . ij%
- attungd to happeniﬂgs outsida,the 'main" activ1ty_ The,_
teacher s partlcipation thus requires dual (or multlple)\ }: _ ;;

E : e £ . R

processingi;

Furthers given: the fact. that the teacher's attention

fVOlVEmant is proba’ly the’ most valued ' "commodity"
for the conduct of ‘any Llassraﬂm actlvlty, he/she must be coﬁ=:
cerned with how that atteﬁtisn is parcelled out among the - !
stud Int’ partic;pants (see Cazden 1974) ' :
) Most: ‘teachérs prabably try ;o do a lot of. this
. U"structurally" - by organiziﬂg readlng graups, math grﬁups,

Etc., such that Eagh gfoup is scheduled ta get an equal




L

__amaﬁnt of teachgr time (but see McDermmtt and Gospodinoff for
‘L S systematic problems) ' With 1ﬁdlv1dual tasks, the teachars often
. ask students (who have not themselves 5D11c1ted tutof;a1 monitof-

ing thrcugh ‘service-like everts) to."bring Lhelr WDrP

y OvVer. to

where the teacher is stted" ’ A

This ideal system mlght wsrk very smﬂathly "1f anly Etuda.ts

L £ -
a |

" could work iQHEPEHQEFtly -

Dddly enough— hawevef, 1t seems_to me that Gftcn the very

h ldren that a tea:h;r may daslgnate as unable to wmfk

c i
in dependently are ones who SDmEtlmEg dlspiay great powers of -

Ecancentratlﬂn and 1nvm1vcment in individual tasks. The problEm

seems to be that "workifrﬂr independently"‘iﬁ a ﬁlassrmom w1th

_geverdl other thldren dEeE not ne: arlly mean grcat absorptlon

in 1ndépendent tasks. 'This is because a necessary featute af l
wcrk;ng lﬂdcpendently“'ln the“classroom 15 (agalﬁ ) dual ‘ .

g proc2551ng of the: 1ﬂleldual task and whatever else’is ngng

on in the tlassroom. oL ‘ ,-?J . 1‘;73:1? e ;'

There are ‘at least- ‘two fESSDﬂS far thlS: D%e isﬁthaﬁ?tﬁé

teachet—wants and needs tovhave access to’ every Ehlld ,

h attentlan, with minimum effort, ‘mare or. less WhEnEVEf the'

téachar dcmands it.: Thus, althaugh children may - be expected

B L

‘ " to WDrL 1ndependpntly and be ' "on task" and "involved With tthTV
"wark“ they are alsa expegted to pick ap on the teacher"’“
request fnr fncussgd attenﬁlon at. any tlme. 0f course teachers

are. avare that for chlldren to.become. sufficlently involvedl

. -1n their work to-be really on task they must tune out a Jo%

B hat is perceptually ava;lable to them; chxldran muat 1earn
the modalities through which they are ED chﬂnnel th21r ' E“ikl‘ﬁif :
_partlcipntiaﬂ and the relatlve communlcatlve loadlﬁg (géé““-: B
section III-B earllcf) Df the enrlre repertoire of madallties

'ﬁfhat are invalvad in classroom commuﬁ£CEtion.l S

.:¥ 14?k, : ; .

Aruitoxt provided by Eic:



y Thus in order to-getAéhildréﬁ‘s %tteﬁtiaﬁ teachers develop’
N speci&l communicative devicesiihat intfude upon , thage— — - |

. modalities the childzen have l&arned to work in. The mact
‘ st:alghtfarhard technique is far the’ teachér to sudderl EPEEK in a
much louder voice, u sually with a dlscourse markﬂr and terms af

’1gadﬂrass ("Allright hoys and- girls3 0.X. now clgss ) But manj

teachers also develop idiosyncratic dgvlcES,llkg_turniﬁg R
tcff,thé%iighgsg Shgutingiguﬁ "haaisiup?" sﬁoutiﬁé out " eyes
' up“;'shbuting‘éﬁt‘ﬂggeege", ete.  (see CahirA197é Shﬁltz;%Flcfian
“and Erickson 1980) ’ iﬁ?instaﬁaé of the former more. stralght—t A

forwvard’ ta:hnlque is Shawn in the fallnw1ng example s

L N\
(). "Interruptlons Lesson lhlfé7G;§” } -

Fid

B Mﬂrnin . - i; )

=

(Ebildren are scattered abaut the ‘room doiug individua

. - _ or small group actl ties such. as rgad;ng; playing a . = -
. - dice game,tspelllgg, I heﬁatizsi Teécbéf hésaﬁust : Al
- finlshed a tﬁto:;al EESSLGD w1th one-’ chlld) A,ff -
. ﬁs§§ T Cfull VOlEE) Alright wnuld everybody begin to L
' B L gléan~gp, api meet me Qn;thé rug.
L -:-EEveryEédyAcleaﬁ'uﬁ and meet me snfthe S
e g I

Coe T Ai(Ehn. start gettlng up and. putti g b”k’; baxes, ete.
‘;:gggj V avay and gathar on rug, a few minutes pass as the whala

: cjass assembles )

RN BN ] ‘Alrlght folks, ve havé a real: problem, T
I . (taps 1eft-hand with ‘book in- right hand ¢
) - . on the word "real") . o,
T :Aj . . :’_Tt s January ghe, twentieth and we sgill
o 5‘7 Have it (taps book on thé words "still"é
AP S and "I'n"). (L") .
) s 4
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3 :_“S;—f‘":
"Katie vt What ? S . \
. = T (to Katie L - e - ' 1.,
S : and group ’f’ thn I'm :arklng with.someone, anﬂ yoL

- = - \

;ntirrupt ‘me.

(1.2")
T IS z-iNowfthat's not fair. to that person. .
(faclﬂg group) Now What \taps baok
- lightly on "fair" and on "aboirt")" Eaﬁ N
: ) we do abour that? (2.4") '
Katie ;' - 't (raises hand) :
- . Robin f’ R Créiseé hand)
- T foov @ Alright, Katie. =
. Zatie , H i .
5 : f"] ser
B ) '// s
*  Robin R {ralses hand) S
SR A = , ' ,
; . T y ’ . Alrlghti What's'anather thing), Robln”-w
SERDégn % _ : ﬂell Vﬂ rculd make a chart, and umm,
) o -%ba‘;-‘s ((1t -uuld)) have everybody s name
S /_’ S ; on it,'and we. couid make 11ttle Sllpa ’
. ) f'iv' _/” P . that say who' 5 working w1th ycu. :Aﬁév
e f o ii/_ _— o theﬁ, 1s i-, after that gerscn 1aaves
T R / . 7 .they tgke thEII name. fo and if some-
. = /' 7: _ : body, wants to cgme up to yﬂu, they put
e ’ /Jﬂ.~' o g,g'f thelir name and they come=
~f7H§j . ;T i : %E;“' : Well, can! 't you just fea Wh?ﬁ 5Dme§ody s
R - with me7 : o
L) Robin -t Mmm-huh. _
Charlie - : (ralses hand; which he lawers and ra;ses
‘again over the next few aEﬂEEHEES) '
. V’ N :r . 1
. \s-
: L
= H B
,f'/ ’ : ' v
/
/o , =
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- "\..,,\x‘
: AN S o
N % -
) Z; ) Do you hsve to Iook at a chart heh? - .-
(givés small laugh.) : o »
Robin . ?Eah, but usually after SO?EDne S finish—
ed people - run up and tﬁen they ((or some-
, . thing. I aunnb )) IR
. T » :  Alright,. '
-, T. o :\\zzuld it hélp, Robin, then 1f T had,
. = ter I L '
; T " i worked ﬁithAona persén alone, if ffﬁaﬁ
a few miHUEEa before T warked witﬁ same—
2 s body else? '
"Others = :'77 ; i

I RoHin N :

]
M.

I try to do that. - .
(0. 3" ;‘;x - S
* +.Robin. .. s: Well then y: ycu should Ehaﬁge them.
- - (1. 1") So wheL, (1.8 you. take the name

R L =% ‘ N i sf ( . o '
el . _out, (it s) , - _J N
BN T s T‘m Just ‘not w111;ng, I ll“ju

KN T tell you rlghc _now, to go rhrough
» '« making a cha“rt.: That's just, too
cvE o 1;,lixz organized far me. '

‘;,‘T (‘qe e : Now I try ta let you know wh : %
thraugh with Somebady, S0 you can see.
(2 3"z wi&l make sure after- each

C o o fpersan that I say, QK aqybédy need
ol ~ ! ; heip before Tgoo n?" What® elsa,'

T L Charlie? j o ’
éff:; B Charlie_' - ‘Ulizwely what if sgmebgdy.ﬁeeds (like),
' o - ”whaé-if éOﬁEﬁ- i- iﬁ SOmeLh1ﬂg,‘that,

thatul'kngw, samebgdy else won't know




<N A ' SN _ ' .
> ST T ,Then;whatlcéuié‘fou;dc?
R Cindy-. ¢ i Wait. = . S o L
i Charlie | :1vWait? ? ‘ -
Ghafiie ‘ s ﬁﬁatiiz it‘za:hg,?fgt thlﬁg, Cv‘knnw)i

+It's Friday .»d it’, the last thing. .

T (shakigg‘héad‘q o E
RS B ‘i;'. Oh: . Charlie, |$ou éléayg_ prééent a
}véhéfééef’ oo : a Lgell Imea~ /.3 .
T i{ ' : catastrcpnlc saég gltuaglou Tbgt(
T T would very zaleéy ?EPPLH, = If ié's'tFi-
) 1ast ihing on Flldéy, and ggu have ﬂDthlgf
T else tJ;dD, 1 witl 1ég you - glnLetyupg me,-f'
Charlie o v _ Intetrup\ ' -
‘Charlie s (zlaps hands SEVELQ] timés. Gool
. . ; T -: L  ; -'Cause I don't belleva 1t WjTl héﬂﬁtﬂ
‘=f” o . j b - .all year. o L
V'wi;%§ T . (palntlng at Chaflle) But Charllg, wﬁaﬁ
l S ‘cotild vou.da, if yau can't. get samekhlng,
) and no ¢éne can help you: except me, what t
. - v . would vqu do? !' g l K : );
’ ;%é i Qéperé if! *i "Walt" (several vnxceg mnfe‘ﬁr 1355 4{':
Slmultsneou5ly ¥ o . N
“ .Lagfa L "Aﬁé do ‘something elsé1 _ L
- -3 T Well, :nat gust walt,n but what ? (1ngé
_ ) ) at Laura) ’ o e
s S =Léufa) L : Do ngethiﬁg elgef5‘;'
~>>. T LI . [Ris J.e
T : OK. 7 M T
(Kétié))_ : Play a game then. . A
) ) , : , S ,
. &~
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{i - |
) | ’ a
';iéhrgg R . . B
 (Ratfe). . & | 1w »por
. Charlie ‘i?‘ But tﬁen, but tﬁen; sy Ewell ; ’
7 4 ; o rwhat if we)
: . : Uh Charlie]

T

;Zi‘*i | J-z I don' t want you to just ?resant me, %

e E ) o .',al] Lhese,_' (holds %and out at h;rlisl
.;f; 3 K éharlialu ©t [Well'I'm nct] e L

o %' i Xlg e .d, situatigng that are far=fetched.‘%_li-3

1 i waﬁt- ,‘“ ; -  :1H
T‘”' ;i;; : some practlgal sclutiﬂns

. Chris ‘ . rEh' S ' -

. Charlie. - . R KI know»

+ (0. 9") when you' 're play;ﬂg a game, some-~

but théﬂAwhEﬁ,’but“.ﬁnn,ﬂyau're:'

one, y ,. you get finished (and then) some-

x;‘“;;%fi' !'J'fif""”L”"J’“;JQHE‘Else camé,‘sameane élség ] i
. T » : .AFright I said [I will let. you know when I ;
— “-s—Gharie-———t— ,_g.@mes—((alang)) ' ((Dh OK.)) S
s --r} T ”:." : :'Qam finlshed,»so yau can, pap up and ask ~ '
;_,7 - l_ - me, OK? -~ - A e, }
Charlie . : (nods) ((' 'Ray.)) e
ii ; T_fii ' ';':- Alright. Uhh, this?; R T )
s S t ; .(1.3" ‘L
T a: :v'Ygu must just stop and - remembér You ?
T . come up to me just-, §gd,yau? don't stop ’
T K - and look. Think. Peter, you need to work
3 7 on that too. - ' g " .
o Cooawn o




X
Just like a bull in a china

Hieh heh.' - (chuckle.)

claset-

"It can wait.

a cnithat, tomorrow?
e :l”" - pood work periéd tgdayif

I PR 1 mean this 1357

(1.9 (And} can we Work
Y knaw, you had a .
But there was——*

b just'hate to keep

n,gglng -

I feel 1lkL;

the

biggest

Charlie | Nag?

T ... , & but you,

Charlie =

, rupt.")
oY e

[?raé}appla to ccma dawn the
in,errupt me.

(T taps her gigsses Qﬂ*EQdk

pike,
Nag. ) - v

on Yint-," and

(End Df "Intérr'ptians" Loplc)

T s 'D K. \= Nﬁﬁ@;héﬁfdc yo -want tn do aitgr lunch
Av Eharlle " f [Nag)x Eﬂag - ‘_a e

(softly) - - . ; ' o

T T ‘abDuL fréeplay? = Ibjjs cold.. - 3

S 3 briefly;)

(Greg,land then Charlﬁ 3o

raise hands

11 - it : -Alfight( If you\sta; in heze, T,thihE :J
i;{ ‘w S we 11 lealﬂ how to; take a, langer than;
..?. . o :__ fgee play, and learn haw to play :
‘- - gﬁ_ "Gharadés . . Jn‘ e;\ _‘ o :

- (Several chn. mu%muf appr;val fChériie_:
¢ .;slaps knee in disappraval )\ T
(Peter) 1 I kﬂcw th to play IS .

an ti
willi

(L1 |
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1 . .
‘z{ O T .
"Many Chn.
i N T o
. .Charlie”
. : ] ) ;-' _ i
,)j P ’.x) V 'IE -.' ' -
N ! Charlie
_ Several
. T . ;
N Charlie -
. i l - : |
' T =
) N Peter%
2 *a\ 5%
4 ',I' i
‘Katie
T

R -,'

. '.! : " ]

Sa think.A (1 4“) Alright
SRR

Yeah. . ‘1

OK. |

(2. 0"5’5

o WE
I
IR

, should we vaté? e

(Now) who wants ta go Dut§ :_j . _
“Katie and Charlié railse hands, thén fﬁ\; U

Katie lowers ‘hers. Greg -a

=

nd Leonidis

raise hands, then see they SEE in the o I ;{

mingrity, nd 1owar th31r

Lt Gharlié lawérs his hand.

Elapsed t;me from

(3 1"))

“laugh., -
1aqghs=’

hands. Finally
Several ﬁhn,fm_1

out" tG 2i ! fa

(T starts td :Dunt bhuds but sees them

goiﬂg down;

‘ , 7(I do.
for what ycﬁ-want.r
ﬁuﬁcléar)r e

« .»n_ 7

Whn wants to)stay: in,

fMany chn. (at least 10) T
(ta Gharl;e) Huh? -
(Ghn. in® majarity 1augh )
I“think we win.
(Several chn. laugh )

(that far;?)s \:

5 .

. Chariie, stand up, (néﬁ&iﬂg) if yau want bi u;f
© to gc out, you keep yaur hand up
? ( P} ’

. Stand up.

5

f'féhen?

aise haﬂds )

Surveying racm.

[alright])
Only | tiree" pe@ple want

ca go jout.

So we stay. Do . :you, how many of ynu wauld .

- like ta-play charades? -

169
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e T - ' (It appgars Lhag the sanie 1nd1v1dual3

A o L o
. . o e gg ‘who raised thcir hands Lo stay 1nsnde TERRS

v also want to _play charade s, ) LND EXAHPLE
The seccnd reason that dual PIOC2551ﬂg is a ﬁecessaty B

faature Qi "working lndependantly 1n the. claserOH

. 111ustrated ;n*the csample Just- glven, "This SEﬂond reason
has to, ‘do with service= llLE Events, with' gettlﬂg help ork
Sﬂllﬁitlﬂg monltarlng behav1ar from the teacher.{_rrequEﬂLiy,

B when a chlli is wchlng 1ndependently ‘on a task the nature ’
T ! Sooof” the task is SULh that the child may need: help mldway s
7 ‘thrﬂugh (e 2. hed to sﬁell a WDfd) or' ‘need ‘'to have hlg/har VOlk'
checkad over ior mlStEkC& (espe21ajly w1th math aggjgnmean) o
If a chlld is warkzng iﬂdependently exactly when these,needs . g
-‘arlSE*Wlll be 1ndependent of ‘what oLhELE_are d01ng,_lnclud ng '
Lha teacher. Nee&lng tha Leache§\daes t guarantee. that the
= teacher w;ll he responsive to a Ehlld 5" reque&L aL just that .

. mament hawav;l._ The Leach21 w1ll srdinarlly want to be

ELa -

respanslve to such a request whgnave1 it camés, but -s/he w111
also wapt tD preserve the 1nLegr1ty of the vectnr Df activ1Ly .
L in whiﬁh ﬁ/he is jnvolvcd when, the calld s request comes %y
Iﬂ fact one’ ganeralizatlon that seems to hold f@r’guf‘
vmdaLa is the fcllow;ng. Once -a teacher has acLualjy engaged -
h21self in a particular vector af acL1v1ty she w111 aim tﬁ*’ :

‘preserve’ the 1nteg11ty of that véc’,r of actlvit and seems

\:1_5 < '"feel Dbligéd" to stay w1th1n ‘that v;q;or af ac§1v1ty unLil
3 R it
it is r resplved. or U'<&is§;ﬁe degree of ritu;l glosure has bEen .

- arhluved w;th.

*’;‘1,

frcm ;ti_;

.’f Eompetiﬂg demands
kn "current" 1nvalvem91t is wzth one or a ,mgll grpup¢af oLher.chlldren).
M - 4 i - 1 g .

=

Aruitoxt provided by Eic:



B “We msy genérate some ‘fiore generalizations or 'fuiés" by
'f}fasklng two - basic quést;ons. *_The first is, "What are some reasuns
o %"iﬁfar a teacher 5 attending immediately to.a. chlld WhD is not:
ﬁf-"xiifv; currently In Lhé teacher =) vectn: of activity? The answez

‘to: this question seems to depend not only (or even- primarlly)

‘Qn whether t,,_child sallg;ta the teachez 8 attent;&n but also
_‘i(ar mﬂIE) on éhz_atténtlcn ‘'seems needed. mhls may ba an-
Af_ emérgency (an 1n3ury Dr spilt paiﬂt), é time far the first
R gréetlng of . bhe day, a dlsplay of mlsinfarmatlon (e é; "Detergeﬁt
75j*‘ f_zilis nct the barax"), é per331ved tQEBEsbrief 1nquiry (“MSy I \ §
;lv'gat the gerblls set?"), a ;eturn (fur cla:;flcation,
”chgcking, or dlrEQtl@n in the ﬁext phase of acti ity), Dr a

:~digplay that a. child is in dangar Df not stay1ng "iﬁ"E _Thé

{2)' Baking Sess1an. Nutsery.r January Mld Natnlng 'ﬂ_

— -f*i(aeveral cnildren ‘are at a table with the teachér who ;s

letting variaus ones’ ﬂf tham stlr and "hava a. taste".,~

Brlan ‘who' is’ farthest away fz@m ‘the te hgg agd.seems‘

- =i:;to be startlng to act silly") ;{M;;ﬁmh

'é‘nexg “BUt not .¥;”i:7

T~'.;\"'jdf 1 Let's let David have “his turn naw, and*'L —

fthen sgmébody else can- dg it. .

R

) EXPIt '8 snack time.

v §§i§g!(ta ﬁ) :A‘No it 5 nat snack tlme,';t 5 ((?rackers))
IR timé. A _ L
Brian K (pretends to spaanAfléuf out of avbdﬁl-)
,ﬁk- Brian | -E No, it's, it's flour tim@i N
| .-_Aléxg ! o (to I) Theu can'I Eo it?

;do,ybudwéﬁtth -

help cook, in a minute?




R

’th

1tlng attentlon?

o

rl

The EEEDDd bas:

\,

¢ que "tibn is’ What are some réasons IDr a"

: eacher s nat 1mmedlate1y attendlﬁg to

5,1” The answers to ths qucstlan 1nc1udes

Ehl]d whm 15 actlvely

slbllltles that Lhe teacher dldn 't heal or notica the

sollrigation, and that th& tearher may antlclpaLe that the '

'(3)

“chtlanary Lesson. Thlrd Grade

xreqULLe (or degerve) atLentlon asx;n CB);_

januagz

Ehlld s reasan fDr wanL;ng attentlon ‘either dacbn t rgally

(T is Wkalng with thrée{chlldren on dlctianatiés Aff

vi?fﬁfnurth Chlld RDblﬂ has approached the Lable and hcvered

'who has not - attended to her)

arsund far several minuLes, llngarlng naar ‘the’ tearher

) ;%;§f§1'"' ‘Alr;ght 1et see'ifAr_ K oA
. , 'f - : ;you ean look ﬁp the wor: d.. _ oo
- RQEin S ((Ix;use me)) Mr? 133§3:3>_ ﬁi f -
T ; - $ (1 8") / o 55; o :
;E;f (1DDk1ﬁg up -at - Robln) What are ycu‘ )
7iif%:7 B ) £orge tlng? S B -
i = .= o .
i 2:‘15 this an - emcrgency?
' Kind aqu'{'-: NI
;\:WEll let's héaiiit;
3 kN Umm where is the ”UndersLandlng Quésk
7 T oo : answers?-: . -;; L
if ';;%%' ‘ 2' %-' That s gg;ﬁsn Emcfgency (shaklng heau vigornusly)
' B X(Robin turna -and ﬁgarts walklng fo ) N
R '*m':tiau -can find somethlng else todos= ‘ o=
T (LD group) ? 1A1fith I want you to 1Dok up. = thlnk e';l
- . * where wouid the," Lhe woxd.” numb' bEElﬂS |
| with what 2. |




T

B S P X ﬁ
; m. t g eu;rent teacher act:v;ty,_

Ihe ma1or factor 1n

-

(espe21ally, haw 1ong it 15‘l &’ly

_ ‘po;nt it may be useful tc fogus nDt on the rules
ffcr participatlng 1n the classerm, but rathar Gn how the’ partl—
‘zipants cape Wlth the commuﬂicativa demands of the 51tuatlon

 :lWa hﬂve seen that scme ~kind of dual pracess;ug iz requlged Df
iboth students:and teachers. ';j_jf B ”;f o f‘ “’; o

v 8till we caﬂ ask if - there seems to be any paltlcr’ar
-cammunlcat;va skills that tea;hers call’ umon to maxlmiﬂ.
_ Wlthln fairly brief segmenrs of tlme, ‘the number of chlldlen

:;~and activ;t;es with wham and w;th whlch they aire, 1nv31ved '

Dne ‘such communlcatlve Qkill ‘seems to be what-I have

o callad "g 10ttiﬂg . I hava already sneaked thla term 1nto my
-_;prev1ous d;scu251on Qf haw teachers handle- rv;ce—like
1_:Fv2ﬂfs.' ThE’ "slotsaut" of thei; ‘main act;v1ty to attend to, "

'*i children wha need outslde help. As 1 have suggested earlier';

f (S?ctiﬂﬁ III B ' this slotting —-out is usually CDDfdlﬁatEd

-with verbslly "down—t;me in the teacher s -main 1nvolvement

What I would now like to pDint out is that this is semethlng

 _that teacher do ~ Wlth réspect to the "host" or main- 1ﬁVDlvement

t.act;v;ty - whether or n@t there is' a Ehlld waiting at the’

- teacher s albaw far attentiGﬁ. This 15 what happens in (4)

1158

Py



‘(4) "Whi]e ?he s d01ﬂg that" . Nurﬁery chely? v;_:a

( 'has baen wcrklng w1th one chlld on a watél

expe:lment. She hag Ju;t senL thw;;chlld ta gatnf

L 7 _ b‘SOmE water) 7 _ ‘ v A
e, T .(turnlng arﬂund 1n her Ehﬂll, falkiﬁgnéc sglf)

aE. = s sx

‘While ghe's doing tha,t,,'s

' x--s-fﬁE-t-l.

R

Vgﬁ A ta) Anita?',Caﬁ 1 help you get some glue?

.Th s also happéns in Eyample (5) ‘to follow. |» Here we can’ begln to :'

i 4

L see more clearly the 1mpaat of the 1ngtrgct

pattern of lntéractlan. -1t seems that

Lonal approazh»an therrf

instructionally, these\ -

teachﬂrs aré cammltted to warklng Wth StLd

tntsﬂin7é‘%ay'thaﬁw AN

x;always 1nvalves a mlnlmum amount- of thc tea her actually leﬂg‘

- part of the act1V1ty (sce espeglally, Batl ed of III-A).

) alloWé ‘the chlld ma;1mnl parrlalpation in 7cccnp113h1ng tasks,a o

1é vhich is hlghly dLSifﬂble. Thlg featule, lawaver, creates’ :,A o

1nteractlcnal 1ag @r "dOWﬂ—tlmEg thﬁt arf akin to "Lransacﬁlcnal iwxin

1‘[ pauSES" (see Adelman 1976 MEllltt 1976g)

gcr Lhe tea?héli

Becausa he1 1nvalvemcnt in jnle;dual chll r;n s VE;LGLS of

.*‘actlvjty is so 1mpgTLant the teachet usuaﬁly uses these dawn .
X L

tlmea to slot Dut té anoLher VEELGL—OT act 1v1ty whije 1L1ng

for: the 'eurrent child" to get ‘to the ﬂEKL phase Df his/her': :; . o

acL1VLty (far whlch s/he needs’ Lhe teache S 1nvolvement)
L~allaWE the teachpr

0

ThlS 13 a 9051F;ve Ieature 1n ‘that i

Eecandary VPF*QI @f ac:lvity turns out to take N

ta be muleply inv lVEd Dver ‘some Stfetclfnf time.' BuL 1f the o
engagemenL in tha 3 i .

longer (Espeglaily if it's a,. 1Qt 1nnger) than the ‘time needed

"gurfent‘chlld“ Lo complete Lhe 1ndependent phasé of

“for the
Vﬁﬂ mean that!the chlld(rEﬂ) ln the f? ; e

his/her ;aSk;lthis festure
acher s prlmaryﬂ vectmr of ‘activity #

invalvcm;nt - turns.out to be the one(s). to be ! walLlng . We .

her "afficlal" L i

. v’see a hln; afnthisvin.(j).V, 1* ' ol

o B Case
[ERJ!: o e AR f '.‘1  | \“

[Arui e providod by eric [



(5) Makg a Arrow.a Nufg&f?

’\ (Taacher Al is sitting at" ‘a’ table with £~uf_gLrls. o

S Alexafaﬁd'Kaghy are each working alone op /&

-‘;\'drawings. T'ia‘fakiﬁg diététibﬁ from'zﬁliy about. ",
\ What E has drawn on a paper. SuSénfiSl%ﬁﬁgﬁiﬁg T

:"and Emily ) » , = _
Em;ly An-, an-, and that s th—, my, dress, o

‘%T. (wrltlng) And I’ m., sittlﬁg, Dn, th%;-branéh5 '

(Alexa looks ﬁvar at T fnr few secoﬁﬂél) 

And that g my dre ss.f,
(T £inlshes Wfltlng. (2 D"))
:I;f Wow.‘; .

o Emtly: (PGlﬂtng) | Makej a, ;make |a arrow béﬁa‘lge"‘i v/
AR . e ' learg)t-l{ /o

'tpoiﬁtiﬁg witﬁfﬁ

7777 f: - make the éggéw*gﬂi
Emily: O0.K. e :
- T: (gives Emily the marker pen and as !jiiiiféihsif R

dgwn to draw,vf

- I _:, e JI' ’”“188

& baak =in- her chair and scans- the table ';T" T

~ lgoks ‘at Alexa who is Etgfing with|a blank‘égﬁ

pr3551aﬂ across the table. (3 én))-xff et
g}‘ Alexa, it looks ‘to’ me«like yﬂurfe wri+iﬂg same‘ﬁ
.of ‘the words that yau see thare Wfitlng yguf ;

name over ((;t)) - fA‘ .'E ,';!X :

f élégg“ (on’ the ward ‘llke ; Alaxa s gaze shiits b ck to -

the' paper and ahe Eeglna draw1nﬁ aga;n WlLi'thE ST

/

g' . P!

L marker pen. ) s S ﬂ_* e ,: .
:—w~*fox¥wm~fAléxa: ((T had)) ‘to- ertE ny name hecausa I cover ed 1t.~w:~?m~:4v¥vwmwfé

;7?2% o B . T Dhﬁ s -1 see what yau

“f* Susa:\saﬁfc T, abgut Emlly)




&

'-f7°u iike to put this in a matte, so it's 1eally

\ v

SmmetlmES, Df zaurse, the b351c set- ~up far the teacher's

,spealal 1Qak1ﬂg? Pur ‘some colored paper... ’_,' 'v,i%

- : K

.;4“5_ invalvement és ﬂﬂﬁ'that of one pﬁlmary vectgr-of‘aétivity

(as with-a "dchatlan Lutorwal" -a raadlng group) and cther

o SECDHddly DﬂES. Th& d1 trlbutlan of the tLaEhEt
o ﬂay,;xather be set up’ as more af a "round" ~ 1n which there is
oné ba sic act1v1ty that sevargl chlldran ﬂrc 1nd1v14u311y Warklng
‘on, Vhlrh has many- s gmen which méy be ! punctuated" wLLh "1';‘
brlef tea héf cngagcmﬁntsi_ Tb1aA as EESéntlilly the case w1th :

'vathE' peanut game" in o our nursaly data (see Earller cgamplas) In -

o

’ set—ups like - thls; the teachcl may’ somgtlmeg spég;f:gallyv

aomethlﬂg abouL the cin and outfﬁgs Qf h;r 1nv01v

“I:A“(lcﬂks at Emily énd;papéf) That‘s terxific. Would - -

i it

, o
w fl—[I do somEthﬁg élse and Lhe ¥ l be. dek to

,1@tt1buteg p:anutr shg says ' "Alilﬁon; You~;f¥ipA _,Q»
l

'—ﬁﬁﬂ’a“fﬁw*maméﬁis Jater SﬁEi ays o uatﬁé‘ /;”';gu count -

A
3

A thase WhllE I Qde bagkﬂ((to you)) : ’A» é*:ﬁhja

Eo‘far we have been talklng abgut ﬂloLtlng as campletcly

“ LI

h¥*~‘"1eaving'f~1f Dnly farﬁ 'Shortgtlme~fnne vectgrAgf~activ1tyf:nf*““"w~m:'w¥*”“

Sngﬂge 1n anathar. But, as I have sugbe ted éérlicr,:bne vector

Df aat1v1ty 1equ1raé one’ mmdal:ty Ior engagcménL or 1nvojvamént 7§ 
and we have be&n taik;ng about Lhe whole person modallty ‘
‘ Hawever, thlS is. not 1he only optien for meatlng thc dual

progess;ng requ1rem§nt Df a busy classroomi In regpouse to . -

: the mu:Llple —foci of act1v1tles in the cla%stanm, the teacher ochn:n

seems to devclop a skill fbr qulitLlﬂg the communlgatlun

channclq and theleby multlp ylng the fumber af madajlfiés With |
: wh;ch he/she can partlﬂlpate ccmmunicatlvgly As dis;ussed in
another PecL_én,_therg is, first and most ahv;ously the sp11t

bEtWELﬂ verhal and ncn—ve1hs¢ modaliLles, but. irequenLly the .-

@ v - e - . . 4G - \ o r . o e

Aruitoxt provided by Eic:



o
o

verbal modal;ty is again 5p1 gy dlstiﬂﬁtlons “4n tone of voice ' w
- ‘or” rhythm (as ﬂadence) These multiple de§11t125 serve ta -
= ';f designate pattlclpatia by the’ teacher with. multlple sets of . o f;;;;;gf
ClaSEEDQm purﬁlcipanﬁs Cand tb21r att dant act$v1t4es) In . Sy
the fallnwina Ehamplg Mrs. C. 15 halp¢ﬂg Sam w1th a task that 1l; o | ¥

7 wall and 1§E£ac§ng the door (as éll as Sam) when a late to
f student comes in.’ Mrs. C.f"slats Gut" ‘in. midssEﬂtance to. greet
' Earter {here I have tried tg 1ndlﬂatg cadence w1th # under the .
. rhythmlgally stressed 1tems of the" "*plit" sentence) L Co
={J(6)v "Hl Carter : Klndergarten.iﬁf F o ' o
'ﬁx‘T‘ 'ﬂhat galar is next En G? ;‘>x.,= . :z.vé '\{ o
) Sam R N et ) :
.>"\;jiff: fié'; et
o ;n?ﬁ# (higher plﬁth) . T s
;f 'ZEL', :”‘ (looks at Carter) R o S i”:' R ;

‘ ?hythm of the pflmafy vector of act¢v1ty (w:th Sam)5 ths Dre=~3

EEEves the 1nt3gfity Df Ehe vactcr of act1v1ty; and (2) some’ pan—éw T
;verﬁsl 51g al’ that" serves “to d;rect attentlon\taward some’ partlcn S
' fof-thé orba 1 madality as belonglng to a SECDﬂd %Ector of ca

f a:t;v1ty '(tc av01d confuslng parL1c3pant5 1n the prlmary vector;.‘ o

vif hmé Az flrst this analysis may seem qu;te complex and addressed,

posslbly, to a uﬁquE axample.» But a moment" s reflactlon about

- tD remind ,us Df how fion unlque ia the Spllttiﬁé of the verbal -

o modﬂlityfln this manner. Nor is” this a phenomeumn of -mid= : * .
. twentieLh eEﬁtury llfe. Quite by chance;-shartly after 1 had ' e &

idEﬂtlflEd this phenomenan in our classroom daﬁa,_l chmé acrgss

. 2 & ) 162 ‘ .
Q o ’ ., , ' ‘ Y = . " -
FRIC: L7 v )




the follow;ng passage in an 1876 nQVel by Wllkle Qolliqg_ .Zhe

Apassagc LS ESpEClally 1nteres£ing bEﬁause it doezﬂ t s*mply
'ltha dialag iﬁ

describe ‘the dlalog bELﬂELﬂ three pacple lnfj,‘

"z,«ﬁvclearly felated to twa dlffereﬁt vectors of actlvlLy 'Cﬂlllﬂa:
: oy T

alsc uses punctuatlcn (parenthespa) to make 1L claar wliat pieces .

of the- dlalag b;Tong to. whlch vector, aud than goes Dn to. debcrlbg'

Sl theiintalrupilve q;allk ,hat is, gxperlenced Jhen oné of three

 part1c1pants 15 not. fully atLent1v¢ to WhlEh VECtOl ‘of acL1v1ty
i E
s tha prjmary one 4nd which »ectar Df actlv;ty 15 Lhe sub—r

'ordlnaLe one The Lhree paitlszatns are’ My Phlppen.(hosL) MLSS

SLurch (Lhar“hippen chlldren sugavernesg), and- DDFtDL uhcnngy :

(VLQar aﬁd guast) : .
D Tre?erton!“xchléiméd'ﬁr. PhipﬁéﬁQ'hOlﬂiﬁgzhié?"
,i_tcascup, Wlth Lhe grateﬂ glnggr in Lhe battom Gf ;t,ﬂ

“to be filled: by Miss Stulch, !"Trevartﬂn. (Nm more .tea,

" dear Mis gjgéfrch 3 HDW VEly “remarkable! T Eﬁaw the

‘name. (r;1 up. w1th watcrs_lf you pleﬂse ) Te]l me,b- ‘:

'L

R my dear dOQLDr (many, many thnﬁg,'no gﬁr—JL EULub —

0T ._'acld on tha stomagh), is thls Miss TlevertOﬁ’whom yau

Q

ERIC"

[Aruitox: provided by eric [N

L‘have been marly;ng (nany - Lhanks agaln, no milk, erther)

i

'vonc ‘of the’ CDrn;sh TﬁevﬂrLanm?"

B "To be sure she 15'"_,rejD1ned Lhe v1car- i"Her ‘E;_ﬁ i

-£ath§r CapLaiﬂ Trevartan, is the head of Lhe fam:ly.-f

Not that there s much faley tD gncak DI now. The
' Capta;n, and Rosamond, and that whlmSLﬁal old bfuge

_of. an. uncle af hers Andrew Trevartgn, are thé last

. family, in fnrmar times = gaad iflends to ChUlCh and

State, ygu knaw, and ﬂll that-

"Do you approve, %ir, of Amelia having a.secqndp

L

o

17

s

left now of the old stock ~ a rich family, and a tlne

halp;n aﬂ.bread “and marmalada?“ as kgd Misg Sturch, . 0



- _g”;flit ’i_s;;‘_,b i

" be an almast offlc;al split 1n the teachez s invglvement. The _» .

€ - w0 - R 1

appealing to Dghtar Chéﬂﬁé!?:‘ﬁith thE mDEt Pﬁtféii ”;i,

:uncﬂnscigusness of iﬁtérfupting him. Having no sParef;;V""

.'Araam 4n her mind fgr putting th;ﬂgs swa; “in until the fl’

apprapriate time ‘came” Eringing them aut Miss Sturch
_!’always asked queatigns and made remarks the moment they S
;jﬁccurred ta hﬂr, withou% waiting far the begiﬂnimg; ,

:ﬁi;lmiddle, or e:d of any canvergatians that might be pro-. o ‘Qé ". ;15

>i'cEédiﬁg in har presence. - She invar;anly looked .the part

. ﬁf a 1istenér tD parfecéiaﬁ, but shEnnevar acte fi§¥g

excapt in thé :ase Ef talk that was aimed paint_b]ank
o ,ggéq

S H ‘\,

r T
at. her ‘own ea:s.a,

."As discussed in earlia;

, = 2 . .
erbal and nsnsverbal Tn certain teache: SR e
' df‘ﬁliﬂated vegtors of actr@lfy, such as readlng, thu:e seems tcf»ﬁ o

| 7

< VErbal modality is. regervedffar the-’ prlmary vector af actlvity

= ,-g?"_

' (readlng} while tha rmnsvarbal madality is largely. available-

|

- 15 reading ( 'T thnught you were-galking to we"):

for sacnndary vecrars af actiJity, ingLuﬂing service=1like events.
In the case gi raac ﬁg as the “hasL" event or ﬁr;mary vector of

-activity, 1€ woilld seem that this 15 aspaclally faéilitatad by

V ﬂzcouple af iartor%.-={1) tha varual moda11ty must ‘be’ avallablelfm'}&

far oral reading (' nvclves the children [ facussed

i\ual atténtlon on the text, sg hhat, édeallys if the: tEaEth ;,

igsturing with her haﬁds ta cher chlldren ‘or nﬁn=vetba;1y

'%nga ed i a sefviEErllké ev&nt (E g. &hecklng a math as;igm—

ﬁ. Hawevaf, it is alsa c‘early canfusing to the Lhilégwﬁ




= x>
f v .
5 e i - .
s = . L -
s
3 . . - o
&
L £ s
L i = = =
¢ & 7 T T L
o - - L ;
P
*
L

vl . oL ;- ’ )
(ﬁ) *"HunhkunP HunP, uh : Thlrd @raﬂe . JaﬁVary MlﬂﬂHorn

- i;ﬁ‘Eiilj;i (C0nF1ﬂu1ng.ta raad) i . o

— SR (teward P, C and L) . ' o
el cgroup an rug sLafes at T, wha shakes her head | 'no ," Sy
C ""fsEVELZT-tlmeS 3n an exa Eifatﬁﬂ FdShlGn.‘;i-¥i” c 751""1% "%

+.Billy: - (1ookﬁ up at T w;th qulsz;cal eyprESg

o - ,Eilii: (turns and TD11§WG=T;ETgaEE baak tDwaTd Petaf,,:

‘Charl;e snd Ljndsay

‘(é D"))

Ty T as Bllly SPLaks )

, ?ete12’ (Lo Ty ND multlpllcst;cn ((b@ard))
Y ST T: (Shiﬁlﬁg head "no* ) Nop{;3 nct

»R oL o Eegggf'j(ta T, prnbabl”) i _ S ,'\, T
- ‘ play in the hall? .- '_i'x E: _ : ’ "‘;H D
i':-,’ }' T: (T, whf hab been ;Dleﬂ& dnwn at table, dravs

i s T bagk in her. zna*l and turna and faces PpLerh) ’ : L

N * No, because 1" v% agféady got two ﬁEOplP DgL Lh;ra. g -
% . F‘ .

ey T f' Ydur vilces— . 1; .
o - Charlie: (tom) © f{unclear}) % L
- \V{Vz;;'(abakJng head 'no') ND,_nﬂt in Hr Fsr (addiﬁgiJ A
o " ' Ké .".a note of ingtedulanﬁness) You' ﬁe ganna be noisy .
?.." TR fv;;j{in snmeﬁue alse 5 clas 5" | ; S ,




g:h (to G and P) There will be another time when you
can play it. !
(T scratches abavexupper ;iﬁi)
X: ‘Get back to samething EiSE=tﬁat'S quieéter. _
(While T is still turned toWard P and C, Billy béﬁlﬂs
readingi (0. S")) ' : A
TlBillya “They kept it for:," freading)
! CP‘anﬂ-, walk off camera into the classraam;) .
fg (snans back intc readira posture, facing center
N " of table and looking down at thé’bDOk )
Billy; 'Themselves, and then they went, o: g, pretéﬁdlng
: nitﬂ work until, far into thé. ﬂight’" :
Ti Good. - R |
Another result of EEE‘teaché 's slntsout using the verbal .
.ﬁcdality is that it stops. ‘the readlng vector, This is an -
.ﬁﬁﬁpaitmeﬁt" to the: ﬁLegrity of the reading vector. On the

GthEE h%nd though the teaﬁher does - not "open up" the "Hunh—”'

Y

"unh" vector  to the. read;ng partizlpants and Eilly" query {(
{"What did he dn?") is” not attended to. What Billy -then apt:"
-”tg do = wait until the teacber is flnished=w1th her ‘other -
vectar aﬁd ;hen Jbegin reading agalﬂ asfthcugh nothlng had
'Happened - Seems to. have been’ "the right thing tc do". _

' Thisiwhale area of analysls is be1Du51y very cempliaated.
One thing seems clear, though: As'the teacher develgps more n

’Qcomplicated communicative skills, the Ehlldren have to develop -

'mére camplicat;d Lcmmunlcative sk1lls also - the chlldren hava to:vr.

- develop- znunterparts.v In other words, " by davelupiﬁg ‘slottlng

and’ ﬂadqlity \phifting skills teachers arve, in;snme sanse carry—

ing the weight" of- dlgt;ibut;ﬁg thelr aitentwoﬂ. Thls is, DF

}w.gﬁu:sei Felpfu; - ?s?icially to the children whe . ara au§51dE' .

. the teachers mdin invslvemeut. At the same - tlmL, thedgg, it ';

fﬁrputs moré of a burﬂen on children wha al‘ analved wlﬁh “the

1,

lgg..g»



O

ERIC

Aruitoxt provided by Eic:

_on a»&eftélﬁ aspect-of "th

teacher-=focussed activity. . They have tc”zanétantly and more .-
clorely monitor when the teacher is talking to them and when
not, when the teacher expects them o be listening and/or to

make - response and when.nmot. I don't claim to have Figured

out the cbnsequcﬁces of all. this (@f how much it is subject tQ
change), but it seems import ;ﬁt and vla;ely TEIHLCd to some more
iﬁstrucfional 35PEQL5 of teach;ug

7 K_I am:thiukiﬂg here of the more general issue ¢f focus of
attention. This isiqaf course, a cruéial‘i ssue for Leachlnﬁ

and 1éérning and one that has been studied exténsively by

apgychalﬁgLats (see especially the work of:Bruner -and that of thc

Russian psychologist Vygotsky). T do not presume to entgrf;%)!
into tﬁisvpsychﬁlﬁgical dialog, but would merely like to ppint

to the way in which théfﬁzié ah “ﬁFérfaCc bc;wgan what we might
think vaés focus in terns Df tagk CUTrlcu]um aﬁd vhat we might

think of as focus in terms of’ social 1ﬂlE?aPLLGﬂ‘J enactnent of

"Lcachlﬁﬁ'dﬂd learngng %equenéc An fffELthE 1mplemenLaLjaﬂ

Df a La»k curriculum 1tﬁm‘ it EaemE,'TEunTEE FomLlecs that
3
teachctﬂ as well as LIE édeEﬂts maka adJ:JLraan i th21r

eri ientation tQ what is ngﬁg on in the Cuf*LnleﬂtEfaGtiOﬂ.

If the tEthéf mE;ely assumcs that lhE'gtULLnt% are foquééing“

- F 5

. this results in the negative effect that Henry has called "anti-'

v

cognition" (1968): .Very clearly, what is involved is inference.

Inferencing secms to be based on what is.presumad to be the focal

a&pggt -of new information or. new moves in the 1nta112;ioﬂg “Aun

Ekamplﬁ of th teacher and studéﬁts sometines do not share the’’

.same uﬁderatandlnﬁ of whaf Qonstltutes Ll focal aspect .of a

\
new move DQQufS i the fGlgDV“ﬂﬁ'

(7\ "How abéut spiﬁach? ﬁi NurSétv Tevei

kNursELy schoal teachpr B-1 is’ sitting’ ylih a graup of |

jchlldren Dn the f;dar after an, enictmeng of "thLJv Red .

’cgrfl:ulum5 when—in-fact they are not,’




¥
E]
- s 4
sds
£
- p—— ° Fl

';Riéiﬁg Hbod;".rSh; has asked the éhildfen to gather around
for a ?Qéiebfatian" Qﬁ the Wﬁlf's demise; and to think
about what théy will celebrate withssthaL is, whét Eénds

+  of things "are" in the ba§Letr i
) . N " T: 5 .
\& e : shall we hava in our basket? - ; '

7 : - = = = g—_,§(ﬁ,.ﬁ?,_i-e._ah,_—-_,.-_.—ni‘

Anitas A‘pples.é T % L
D,

= . - )
= S oEm o om W o4 F Em o= = Taj

Ffuit that s a-good idea. What kinds of. fruit ,

. 7 0.K. ' ) )
Allison: Bananas. o )
T: Bananas. 0.K. . ’
Elli@tt:A;OrSngESFS _ .
“rro0.k. ‘ : .
zfli:David: Pe%chﬁsi o : ,§.  ’
T: Peaahesj that & a ‘gobgs one.
¢ » ®  Eve: Grapes - b ?fék , N R .
r0.K. A ; - : |
. Allisgnzf (tapping e baéket whlch is in. the center Q‘fj
i % L t the grow . That's all . )
o~ —> T ng'aﬁaut ﬁ_pinac:h?,T ' ) )

—3 ‘Aliison: O.Ki - - . . % .

.;Eﬁgjg;liﬁgg How abaut=éuha—1 ll sat 80 <fflowers for: you
(gettlng‘up), . - . . R v

- TSEXHGW about c§rr§t$? -  ; . .
—3 Allison: ‘Yeah. T N T
A ’Anita S I'11- get carrors HDV (getLlng up)
T Qéé 'th‘e'; Fruits? A -
’ Allisaﬁ: 'NG (shrugglng shculuers)%ﬂ - .
‘Téi-Nat a’fruit? , . . - % - ';'ﬁ  ;_ ;“:_45
Eilintié gtggaﬂélng,gﬁéih;%é'czg ;;Aé W1Lh 1maglnary bunch
" of- flawars} e T e
ﬁeésg‘ Nﬁ. (i ntona t;::n al gliés;s:- afmg?genut, %c: what'?)“‘
~> T Al right,. carr rots. . .t res
= - I




m,
P

= s
i :

'\ , Elfiatt! Mrs. Jancs, her fe your flowgr% fhaldlnv out hand)

'Hera re’ yaur ‘Flovers. o
T 'Qh,fthanﬁ you., How ﬁice of you. ' (with hand

"taking" Elliott's bunch of flm{cre)

Eve: And aémc‘hrcéiali? 7

T: BEOCLEJL, that'd bv»gDDd wouldn't it?

In this e;ample, it scems that when the tga;her asked "How about

%PlﬁaCh?"; the chlldrenvln;arpretgﬂ'th;sangﬁ as a "test question”

agbout’ whether or not spinach is a‘Efuit-but-rather’as.an ”gpening,,

Sup" Gf.wﬁﬁt~PQﬁ‘gD in the E?1Ehrntﬁaﬁ“ba%ket' This Qpéﬂiﬂg'ﬁp

Yo ' “geems. to anluﬂé eypnngién in a number Df d;];chons:":TifferEEt’

vegétbbjoﬂ, DLher itcems than ed.th r f;ugt or VL’Pt&leq (i.e.

L Fjliott" f]owerq) Lhat Lequ;fﬁ gettiﬂg up and :gettlﬂg“ them*

(anﬂ Hot JY L_ssylnﬁ then) jﬂd pétLﬂng up to get LhE vcgéLﬂbieg .
11

-

(1 ll 5QL car]DLi nau ) Thls teacher may ve

have dcc1d@d &
thaL he1 JngiﬁdumL1aﬁ of thc move "How’abumu" jn'ﬁh?" "dldn
5p

, wark Lhe way*ﬁhe Lhnﬁaht ;L‘ﬁfgid' aud Sﬁ EAY hgve thGULhL of

?thsxgequennEvas naL\égﬁr:ngnally auccésﬁfuj - Hy own.view

1s Lha; it d;splaya very czu;la] teacnlng bkjllE, When the

o a

teaiher 5 quily dldﬂ geL the TEQPGHSQ 5h3 mJght havL QFPEEL;&

T (No, spnnaah 15 ot a frult) the ‘teacher dldn t end -the qequence

‘ wlgh the mL;ﬂﬂPiChEﬁqjgﬂ that theuhhlldren thmught spinach waﬁ~
a frult RdLhLl, shQ actlvcly pU?ﬁucd th&ll llna of thnkiﬁg,
A aﬂd in 1h;5 ca%e, made no effort to feverL LD h&i.@%ﬂ’;pltlal

. rf@&us. e - ;;- »,

ey ‘ '
‘g;’; The igsues 1nvclued 1n Ehlh are Lno many Lo brlng Anto” dllgﬂ‘

ment hara, but tblee Lh:nggAfan he mentioned One is. LhaL th:s

‘klﬁd Df hﬂppLHLﬂg sccm§>is Eandy in an 1nfaﬁ@al (lﬂdlfCEt) ]

2
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e
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=
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ey
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o
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w
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e
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o
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o
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e
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o
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e
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f‘ia!gllghij more fgrmﬂl (dilﬂft) 1n%L u Gna1 conLestzij»BEr;
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to be involved iﬁ directing studeﬁtﬁ‘ attentdx

C -y Sara: (toT)T didn" t

hers dg seem to davelop these fermats fﬂf

directing and. tegeiving agténgian alnng ‘the-lines of modality S
aplittlng For example,,ﬁh: nursery teacha;iue5peclaliy, seemed "
n to the verbal !

(and the more "completely" (i.e. decantéxtualized) verbal, form,

‘as iﬁ éxamples (8) and (9) ‘buth of whlch Accurred during a

session in which the taacher was xorklng with one child,: Sara,

on an experlment W1Eh water pD;rlnﬁ' ’ . e

fS) dldn t talk’ Nursary Level. Januai? Mld—MDrning.

T: (tc 5) Do ‘they both have the game amount of water -
' or does the glass have one and the vase haVE

‘another? - o 7 e

Sara® (ponders the question with elbows on table and .

%. chin 1nxhands, but then points tn the glass.) (E 5")

, S;Té; (to T) They both hﬂVE the same amount. _ T v o

T: ;(quotlng) "They both have the same amount ai water', -

I'm Véry intere Led in yaur answer. Can you tell.

- me how you flgured that DuL?~ T ;F!
o Sarg@i (nﬁdbi (1.6").) e ,
< . T: (to S) Tell me what vauathaught Cqur the lagt

'few secondg some hystezlcai 1§UghtEL has Leen_ﬁ
ccmlng out pof the chlldren at-the nearhy tablﬂ:v’i’ C
_ "' playing with clay ) . : N
L;;;;g%;;gé Heh. heh heh heh. Ah: " heh heh h@h[heh )
T: Cgecs up and walks cver to the nearby table (’;2")J’
Aj:; (ta graup) I'm gclng to stop you ((uncledr))
A1l right? © ;

| T: ECYEturns to ‘Sara's table and sits dcwn (6. 5“) )'

Wg_%§'v Ty Sara,- I'm s0Yry We were int trupted by tkﬁ rlay -

peaple just Jhen,aand I cguldn 't reall :_hegrgﬁ

and I was VFry interesLFd betaus&—

EREL AT 5% 
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. - -ﬁ%§ T: (nodding) I know. But-I want to have you tall
- - ~to-me abaut it, becauSﬂ I'm very -
, irterested-in how you fip ved it out,|
) Sara: |I know because it's - 7 | Efa Qéf))
there ﬁD,thére;-bccauseg of~, this thing is
_ : . lbiggéf than this thing. ...
S 6D B § want ‘to color ' hz wiater blue'. _Nursery Level. Jan oy,
' (S ra has ]USL bxmught to the Ldble a set of food coloring
vin: ?) !
T: What color would you like to color th- water?,
‘ TS (points to one. vial) J
T: What's thé name of that color? !
. $: Blue. e T
e i All ri?ht; VCaﬁ you éay ﬁi;want to color* the
E' é ‘ WStEl 'blle : . "
Y 5t lpwantéta—gclcraLhawatQ?ﬁblue gaid with
{,-, - ﬁféﬁitatigu"‘iutanatién)» o
’ T !All'rightar,"i’~ S ~ ;‘jf' - ‘ e T
- ;f ‘ ='f'f;'fldll:-althaugﬁ_téagEETS £ 2em o want to have éhildrcng

know thé "'ﬁéhy'!' ;t:if- What

there are alsn JEimag f?an
f

~into' an ;?pjaraLlan‘;nv

- enaugh information - (andzo*

“:the rhild'may-n@f'ﬂéeﬂ 2 have) to pt coss

maﬁy cf theag elLUdf"ﬁﬂ5 the teach;f s role seems to

W exlegiLly that of ‘Euzd; , whereby’ the chlld

and acL1v1ty lS EXPlj L*]y ‘guided or aJieﬁLeﬂ

it ,,ms, are 215@ chen dlﬂtﬂ -ad in t'?ma af mcad11

wnile thE'LEaEhEt5 VESPEQi ly, it seems in our ﬂ%!ﬂ

ther Ercau z “Eiiglapment of the ver

. they aiso ;GmeL;mgr élrL;L studcnik
e T e .
© . our data;’ ths %Eﬁm% tD be ngL'

“teachers) -

iin ay. .

‘: .‘ . )V‘-" '7 N A. ’l
!‘:: - ; - . 7 f L !.“: B ’ .
Rl , 15
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ters Jus not want to be
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ﬂthér'thé’cLLli may not hava

in tﬁe deLhEI s eat;mftlan,
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Iie more._
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ro -

. 'mléveis,”ﬁithréatﬁ;téaéhers, though 'thege two tEQChElS were in

any lay sense very different iﬂ 'styl e"). Ehus ‘we noted a number

of teacher adm@nishments such as th following (ail from the

kindergarren data): .

k]

Ms. D. "Don't talk about it, just do it
Me. C. "Don't discuss it. Just do it".
Ms;iﬁi ﬁWait; Jeﬁﬂyi: You're still listening. .
; Put jﬂurrhead down." »
"Ms. D. “Put your hands in your lap éndsthink"
= Ms..C. "Stop talking and think. Your mind can't be’
Trheig(doing all that talklﬁg

thinking while YDU; mod
Ms. D. '"You know, -some 0% you keepf;"‘
~whaddayz do (deliberately mocl whiney'vcice). ,

wlt

Put yaur.bead down and stap asking questlong. .4
v ‘As a £inal note, let us *uun to thlnk‘ﬂg ab01r how the 155ues

k'iﬁv@lVEd in modality may intgrkLﬂ-with ritual c¥n51ﬂaration5'
e T Returﬁing now to tha ismua of competing demands for the F
tgauhat s atgantlgg we. can- a@te tha” the teacher has E&Séﬂtlally
-vthr & options for attendlng £ 3 ﬁéccnda?y vecter Qf actl vity: »;
+(1) She can, include the,gurrgte stglcipantE le her depsrturés  ;
« (to Sath) “Dh lnok at Jackie's des ign” ), (2) She can thtlallfva
_slqt out and nse a 5§1i* mcuallty involvement (e. g_ w1th many
'readlng‘graups.'-verbal mcdalﬁtv for 1Ladiﬂg, naneve#1a LDI!-
condary vectﬁfSQi (3) she ;aﬁ'"'otally " lot out. vhis
latter. option means that. tﬁe teacher has t%ﬁ@gratilyg;gﬁg_the
.’ﬁfiwa'y" véctar; (Hoﬁéver, this'dges rot neéeggnrkiyvmeaﬁ'
that the: primary vector will st °P3 in fgct; many twachers seeﬁ V
to be " 'going fo;‘ a réﬁdlnﬁ group situation in which the. gtoup

Hill L‘Eﬁ raaalng (Lha vecigz will ECﬁp ggiwﬁ) wlwther or nar
. . f
she is iﬂVQlVEd) S - - T R

R e i

Wheﬂ fﬂ& tﬁﬂchEI 1eavgs the przmary veatﬂr she: ma} du lL

the "Hi Carter“ or. }E'”

A ruiToxt provided by eric [



"Hunh-unh" examples) or she may d rmal stoppang of .

the primary vector ("ALL right.. e a minute"), . :

she may ieave witﬁ o farmal stopping but re-enter with a formai -
. . I1'm_sarry WYhere wara ”g?}Amih&se=laééeﬁwﬁw5‘e—r e

"tYPES{ repfesent some ritual dcknowledgament of the Impairment
T

¢« Lo the primaty vector. They a.2, in fact, ritual bragketg that

alk access sibil ty (not HlLGfPLhﬁT‘un]]PE."HL" and "Byc bye

_here recall Seth's s "Bye, Jackie" in the Batikked example). Ye

might, thins + b to refine our ang]ySJs of le av1nﬁ and re-eciite

iﬁ% v“étnz:'with S@mé'fgfthér distinction in ‘élQLLlng so that

we mipht azpeak Gf'“slct ou't:, " ”5lDthip", deEkEL out" Cgth s¢ me)
. X _ :

"ritual: closure" .

'of Partizipant’iﬁtérchangesi Tt is my

e aspect of

"teacher style" that children -

must Lo in ordé¢r to operate "successfully' in
N B i

rual Equ17¢b’1um b;twkcn him;hclsij

Eﬁ%gnﬂg tn.deﬂllngs,w;th ﬁﬁhéf students

’ as-wall,'éf'caufse)a A g¢ven teacher way "stylistically" orient
- : i A == .

degree of rifual bdundedness

)

ctien in the classvoom.

merahle tD

Soma héginnings anﬂ QnﬂSxara; of course, at

It ig not iﬁnaﬁsgquéﬁtid] for
i Carter" égems

lartaris first camlﬁg into Qlaég. Thesex

,gﬁtzre day scem o be preLLy

(;Jrscly) 1eﬂchEL B-1" also

“fly hfeet a student for the’
. first time that 6.y but she uses tnL 1eav1ur” P’LDRvﬂffgL*'
. cluding The ¢urrent: par.icipants. in hag dapjrtua, from the

[AFuiTox provided by ERIC R S



" T: (to S) ﬁﬁét is that? L.
Q1. 6")' : - LT
Seth : (to_ T) Umm, (2 D") -f Dd “colorn.

. (1@) nCagherinE s just f,i,edg_ Nursery.

| Heh ‘hehi fchuckl&)

I; (looking across racm)
Seth: Tood color.

' !;%§ T: tsligﬁtly lauﬁer, with sin g— ong 1lilt) Cstheriﬁe )

just arrived. She's been to see ‘the doctor thls

morning. - - - ' "
(Seth and T look across-the room. (0.9")) '

- o, =33 ¥ TJF “r 1
How ‘are you now, Catherine?

}
v
|-

‘(Tris engaged in a gestural conversation'withisgme one

, acrgssrthg room —- pé%ﬁaps C's chher.j'
- : ' - Jis (té SDméﬁné‘éffetamE?a) All. fight- o -
- Seth: «(stirring EGlOlEﬂ water, sings:) Duh- ~duh-duh- duh{/

e v-duh. o T
I: Lﬁ(unclear)l Julﬁe is all llght[‘ Nothing ( ,hgléar));;

£

Seth: (to T, ‘while st;;rlﬂg) ' / Irm'stirfing'
-g; '...((jlke ﬂrackars)) ((Allzflght fine)).

Seth: i(to T) I'm stirriag. f

(T starts to Stéﬂd up.)
Seth: e0o T) I'm étifriﬂg. ) L
(T walks of f-cafiéra. - Beth gtirs water. - (3.5").
Seth: 5%arcastié inﬁénafigﬁ Qv Eggu:se,iég '
Hartha, wLo=has been sit’ing’ér the end‘af the
" table wat;f,gg T aud Sara for the last five
minutes, ‘slides down into the T's séat as Sétﬁ:
_ stirs and mumbles. (5.3")). g e Co
Aéftha:; (E@ Seﬁhj %22;' " Lhﬁ‘ é1ch;r, ri: 5ht? Y'lsve

' ;ﬁ to get it clezu, Seth. "“_ " ‘;*’;’ V'v . o

(SPth Ja}ks awiy. uatherzﬁe wa“ks ap by Bail's
, " geat. Vgaro;iné swzngs arc;nd thg table. uhagalé
5 ' “f. My - L

A



- X Carollne
Catherire x .

x Martha (seated)

% Harold

Hat@ldﬁ‘?ftowaﬁd Martha) What are you dﬂln27 ((Doing))
Hartha;' (looking up at H) We're-, we're-, - ((unclaaf)i
Harold: (to M) = : ' | Are you
o deing playdough? ' B fxwﬁgﬁ;w,

' Marﬁhéii'(tc H} No::, Seth, we areé, we are doing,
(i'HaS reapproached the table, she lcans over Martha
and ﬁakgs theﬁfugd eolox box ftaﬁ Martha.) ’

(to{H) DEiK Did you want to puL a little more
biue gnlurjn& in it, CiTDlinE? Is LhaL,whaL,ysu

‘_;ava in mlﬂgj

Can T do J

(C scoeme to nod.)

CatheriﬁEFf (ED‘T?i that? i

A11 tiéhﬁl You pufla. S

little more in, then I'm r@ing to put the.é@l@tipg_, .

| “((back)). . - ’ '
. Catherine: (tqj%) Can I do that, what yéu}%e daiﬁg?

) Harold: ?%E;T)' Can I do 1t/aftef (Cher))? ~(C or Mj

Catherine: (to T) Faﬁ'I do’ “U/ideEf?

I wbuld llLE to have ’

{_T: (to Caroline)

T (.n group)

, ¢ - rybodyjhave a tur n if we can. -: ﬁl:
‘1_Vﬂaféliﬁéé :wa_T) I'm ({a)) put a 1 tcla mor. A in
T: (to Caroilﬂ;) All right. lou want a put a little : /
more in thL Gne'” (The measu cing cup) ALl ‘
right. !

(Curvliine does go.) ' ,




{( o)) i{unclear)) _ o . : -

. . Tt Watch it for a minute. .. .
(T tﬁgsrat:Martha's batk to wut her to stand

- 7 - up to 1Gnk iﬁﬁide the, ciip.)

T+ Martha,  yatch that, ‘for a minute so you can see

f what haﬁpeng.

' (T walks away from the-table, apparently to return .
.. the food color. (2.9™) i

£

R Cathﬂliﬂé'r (to Cafcljné) Why don't you stir it up?
L y y P

‘ 'f“; {The children stare at the cup.) -
R ((Mértbs)) What!s ha: p@énlng? ‘

’ ;Catﬁéiineé‘s (toward Caroline) TIt's tUInlng blue. END EXANELE
:v‘ ) .?crhaps T %hauld pause here Lo Fxpllcatesémewhat my use of

‘the té‘ﬁ rltuaJ'._ The term 'rltual" can be and- is ofte

‘Iw

n used to
*Efer tD a set Qi LehaVLDrs OT ways QI len* things that arE’
foutlne, that are Essentlally forms or farmats that are EKpELtEd

o0 be the way of accumpjlshlng %gmethlng in a culturally"

deflned s2tting by members ofl that "culturu” \far uses of fné

“(;erm apriied to Lhé Llassraon setting see Corsaro 1979, Griffin

¢ and Mehan 1979). This aspect of the term "Fitual" probaily

_ Iﬁheres to some extent 1n all uqes of the term.

noo Neverthaless, following the. work of Goffman (1936 1963, 1971),

T use the term "ritual" less as a noun and more a; an. adge«tlne‘
”hus I baup included he cgncepts of ritual equili br;um (see
sA-and 111 B ESPCLlally) and ritual cjasure in my aﬁalvseﬂ.

; Briefl} fand ‘here the reader is engoﬁraged “0 seek out Goffiran's

@Gze compleqe-dlscu551cnsi, this v . of the term derives, from the

¢ L@

Lo 7 ﬁﬁun use in that ther¢ is soue large camplex DI Eéhav1o:g alluded
to, Wthh in any glven dyad Df sacial interaction are expected !
o or nst‘exsc;ted dEﬂ“ﬂding 0% ‘the relatipe staﬁus and 80 on of

the thD cDintE"ELtaﬂtS- ‘Thus, 1t is not SQ muvh the Easg tha;
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{
Df behaviors is-alwvays expected to accomplish

1ed a ritudl interpretation
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an iﬂterpretatiOn'éf "prpEf" expectedness or apprﬂﬁrlateré 5

In ferreting out the typéé ¢f Interactional variables that

i : (19567 distinguiched two basic types: those haviﬁg to do with
| 5 5 3 0 {-- 1 1 .
defervnee and those having to do*with demeanor. Deference in-
volves disnlays of respect for the "other", while demeanox

i

splays respect for the "self". The subtlety of this distinction
is SDﬂEtlmES lost because often

both MQLLVSEJEZ force es driving

o

chool, ﬂﬁrtly

e
m”

~Eam1nv t ut of

others there, and yqftly'ﬁut'af

P » Most of the recent ﬂigcuzsiont in geclio Tln;nlsLlcs concerning

- megative and positive le;Lchs& (Lrown and Levinson; GUmp?rz and Tannen

'Lékééf71979) can be fclatpd fairly directly to cencérns with

i

1;?11VF of dgfgrénz;i Thiﬁ is also the major semnse in which I

twaviptefazgants, leual QiDSUIE'bfja vector of activity). How-

ever, the following #hort segﬁence from the classroom data

illustrates a way-ig which  the"demeanor componcnt comes. into

play: K / ST L ' fﬁ{

(ll)xh¢nder;a ten. /‘ . i /' ff ' - ;}}’ - o
i

A o [

CThFEE girls are at’a table. Maryann and Joyce have

. .--" been STgu;' just egéalaﬁcd)
Haryann:

1iesh means bad. .

ERIC
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microcosm ;
i = L
| : -

Ah. Primary classroom inﬁafa;tiqn is indeed a
o much else that goes on in human life. And it's all very -

of
complicated,

n
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T - ' T .
R NOYES ‘ o T
1 I AL T . ’
T am. 1ndgLLnd tﬁ Erving Coffnan for sugpesting that I consider -
, the issue of dual pfﬁcéé%lﬂg in the develcpment of my analyses.:
e is ip uc way ac¢countable, of zéurse,_fgt the way in which T - -
] have followed up ¢n his suggestion. - . - ! - 1
i . : \
., It seams clear, Ful ther, that this kinZ of behavinral i
to Qcmpé lg dEmSﬁdE fﬁr atLﬁntja may vary cbnsiﬂzfably cross-
. cu]tux 1 " in disc s'i g't11% reanle Vitu Tivia Prlanvi
“ (pérﬁzonal W mxunu;aum) T was told tﬂut this kind of” modalily
splitting does not seem to be tf cal i the Nethﬁruﬂndbi Shcr
. remarked, by way.af exanple, that m mothers do naL pul' up their
children's pants wiile talking to other tho} are | oL
n : . . 4
talking 'to the adult ot wulllnh ‘up a child's p anLa; ) 2
’ _ ind-of deep-teated cultural ‘training in 'focﬂsing-ﬂttgnﬁi@g‘ o7
may nQVP lmp@ riant lﬂpEJraLlunf for Eduﬁﬂ;lﬁnil programs with ' .
Ty [} ’ . : .
cultgrally heterogeneous tgacherésﬁudentipapula;ialsg . *.
: '
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In thin 5ectéan we w111 draw upon some 1ﬁdependenf wark by
Humphrey on the naﬁure of verbal partlclpatlon 7 whole group
sett;ngs (Humphrey 1979 Griffin and Humphrey 1978). Thls Wka

- . was a;:ompllshed separately from the, serviceﬂllke Ewant study,

- L - ‘but was domne cancurrently, and 13 based on the same "original'' .

data bank Csee settion I1) using lESaQnS ‘from ;he=k1ﬂdergarten
~and third grade levels. . e ;,j | i ;:
Humphrey's majar efféft(1979} in studylﬂg whale g1oup.
situatloﬁs was directad lafgely at verbal turnstaklng sanctlons
';(br;efly, negat;ve sangtlcns of verbal turns; this will be s
- developed later) Thiﬂ was an ideal locus of observatL@n far
"stud' ying whoie grcup 1&ssong, in whlch there is offlclally a

v 51ngle vector of actlvlLy (1n whlch all parL;c¢Eants are’ ;hpECt*

‘ed to engage their attentjon) However, as we have taken palns

w

to point out. Earlier in thls report, the- nDtlDﬂS of turnstaklng
and getting the floor do not :eadi]y apply- to pericd of ';
1nd1V1dua112ed 1nstructi@n; 1n whlch thiere are multlple VEELGfS
:f-- © . of acthlty(and no un;fled iocus af atteutlon) In tha in=

» o ﬂlviduallzed 1nstru:t1cn time 51tuat10n, the notion of tuln,'

A

WL

when 1t means anthlng at all, means scmethlng quité dxfferent
.from what it means 1n whcle group lessons where thera is a ~#
'single focus: cf aEEEEEiDn féf the. giﬂup, ‘and indiV1duals Mtake-
verbal turns" at being a part of that fcrus. In general the

‘naLlon Df tufn seéms o méan a segment of time CGr Gﬁher \

measure .of durag‘ ) ﬁ?ng'whlch thexe is official (pcsitlve

séhctian);g;antiﬁgféf teméqréry terrltorial rlght§7§gjsame

. . - . R 'y

VfESQUfEEi o L . B, %

e

Pd
In this more general gen5ﬂ the notlaﬁ af turn is abpllcable

to 1n§;¥1dualised 1n5quct10n, and, in fact, is samctlmes__ .

verbally referred to as such, as in (1):

.o e e T o

ERIC
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., «
‘K many uther feze tanglble TEI0uTees 25 well, a8 in (2)
: (note *he refornulatiun irl the JohneD ﬂs_bg eetor)

o (1) Peanut Game, Nursery VT.evel.rlﬁll

() Kmder arten

(T hias ]Lla gotten up fron fer chan 1n TespOnSe: ta 10t;

e’ ‘Sefh' This tine I wint tﬁirr;eéﬁ. E

N
o Heh hieh he, t ns time he wants thirteen, :

| i
i

Yo nmse in the Joft e, i she approaehgs)
Setn Clue me thi teem@ |

"time",,) I You' tef had had this tine, Seth
o B0 back to the f:lay table oy, . -

S Iny, bo Ay freeze

T If you vama- ((unclear)) Chrlﬂtma Took at

e, plezse: . - \-‘
o T WL you put all your shells on the pepet, plEa,se, ‘l(Severéll distict wices.) '
b and then t:ll«:e your shells to the wastebaaket'?' ‘ ™ hat ate ou ggﬁna o 1f you vagna go up 'in the

o
k Ch;ld (to T) ((]]Dak it yo'u))—

I R;ght Thére are four peop e iho aﬂe gomg up

* 1 vant-

Vv ) /'vSethz [ yant _((two)) Lt thirteen, . - :
"turlf'w} i I Kow you vant Ehirteen, Seth, but you have -

had yout@ this tine, You ¢an g0 back to. e, (an you g0 1p there o]

o }
=A (hild: (toT) There's one te three four five,

- the clay table now after you put your shells abay.

Cleh ! want - T'n "hunvgry

| Stlll (SA)E'mstlllhu_gry {1, ")Imstlll
‘.‘hungry B

A Child: (té T) There‘sonly £0 1) t‘l:er_e.j"

1

' ’m.(tq‘oth;z ) T. (sotto vnice Iﬂw dgnt e g0 send up for gone

allk or sometlmg, ( (r:ause)) e! s really hunvry

Fhat ve are basieally d@aling with, then, is 8 general

hn Enbhy, yuu can cone up

'noticm that apphes to the allr\cation of Tesolzees. Thls a5 e

Chrlst;ma hat ! ;”

‘leOW; fs @ chuetel issue n edurational settlng%, a5 Bary and P

; 0 e (0 1)) Can Bohby come up7

15 (o{(gr) | Thre areﬁ,"

)

Dreaben (1977) have pointed oot

4 i

. .HCIassruom mstruction conglate In goad palt ! alt John,

- fthe allocatmn of resources t student 1earnmg, -ﬁ‘ iy ( ((Chr 0 Th’e’ré st peple o liety

hut to understand the allohatlve prucess ie need to kmw , " aded ey,
hat classrooms are Like, how the}fwuzk il dar \ , E@X ) CouldI mey! .
situations affectmg the allocation of resources arise B

¢ - IRy Hait, Imtalklgg to (hrlstina, -
v"in them.“ -l ) “? : ; (to ChnsLma) Can you go up there vher there
: snwffms areakind of fndex of snye ttouble nthe , : _— pemle"
Alloer FeSOULEES, " haveab S wdlyvith | 0
b e of tear:her gttentij S s oan ardge from - ’
¢ , W

ol b A | B




S B 1 T;’ (tﬂdghf15£iﬂa); Wauld‘yoﬁ like to go-up,;sgmeiimé taday?g
| . A chila: | un:§g  ohs. - ‘
L Christina: Yes. ; S
-_;3;_ L~ T O,K;V*Why'donit,ygu a%k me 1aﬁer; and we'll
discuss it: 0.K.? . . J
. Befcre proceeding to our, dlSCu531Dﬂ of sanctions in whole.

group sesslﬂDS, iet us review for 1ndiv1dual work sessions some

. of the problem situations ‘that arise in allocating th resources - d

iof taachgr attentioﬁ.,‘-v ot

! ' ’ As we have seen, a recurrent probiam with par;ods of in~ " R

T . dlv;duallzed instruction is that th re are, frequantly times when

4

a child's wanﬁ for the Leacher s attentian and that child's

Eﬂgagemgnt of the teacher 5 attentlon do natneatly gainc;de. A

: ﬁ»g‘ S nursery schacl teacher may stand at the ready wh;le a chlld '
T s i

o struggles w1ﬁh hlS imaginatlan, trylng to, EDﬂJUIE up a staiy

to d;ctate to. her. On the ather hand, a flrst grader may

“'%his Effcrt to. write a Christmas party iﬁv1tatinﬂ stymle far:
vé‘fifteen minutes befgre a tedcher. finlshes leading a- feadlng *;7".‘ ’1f
T group-and. «provide him wlth the spelling of ‘the word “iﬁ?lteﬂ ", '
| ’Teachars, .of courj;ﬁ try to minlmise the problem of nan—avail— Wh-—kg
. ability" durlng involvement with small group lﬂstructlonal . e
B . v%ctors cf activity (such as readlng) One way they try to do N
o this is by first checking what gther students are dging aﬂd
iby letting thﬂse ather stuﬁents Know of their impeﬂdlﬁg non- 1"'3_

‘}availability {they are, in ‘a sense, "braekatlﬂg—out (Seeasub

4 . . section IV-D), as in CB) Ce
N ) (BL/ Ihird Grade ) R - o
A AL\iqU'“(”v (T has ca‘led four students over to 'a table: to partlclpate
e fi¥f e iq_a-lesson on how to use the d%cp;nn;;yTeffect;velg, T
f;;*f_ i.;: ?3( -~ then tgrps;gnd derssseévthe rest of the group.) 4 K

S o=

41341;.;;,,?' o
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VT All-riéht now, I'm getting r ady to work with the

"A?_f‘"___fygrﬁupf““ﬁﬁbin——do-yau*need—m for —any;hiﬁg"bafoze:;=¢:;J 

R I start? o : v T R

((Robin)): . ((unclear)) >.» '
. T}: All r;gh; but I can 't—, won' t check that now.
o (2am -

AT . - O e P R B
.§> - T:- (to class) All right now see if you cari work on

* s

o Aj;, ' your own, and unless it's an emexgen y let me
finish with them. | |

Despi ite the heazﬁpr 1 affnrts to anticlpate studént needs (Robiﬂ,

dc yuu nee& me?) hnwever, it 1nevitably haapeﬂs ghat students

encouriter ptoblems or realize that they neaded the teacher 8 -

L

assistance gnly after the geagh%1 has de;lafed herself to be

inacressible. _— < T ’ ey

E} L . =

Now for a ﬁtudant in such prcdlcamenL there .are’ various

' apt;ans available ,atLempklng to overcome the problém or make )

deci;ian on. Gﬁe 5 own, Lurnlng to ancthar student for. a

H#

or a. 1ut1@n, ax switching over to an alterﬁaté aztiv1ty Whlﬂh'

can be tsakléﬂ indgpendently Héwevef ftmm thg student s leﬂt

of View most -of thgse DpthﬂS have th21r dlsadvantagES' he‘;'*

may bclieve (sametimgs corrc;Lly) that he isg’ 1ncapablé of deallng
with the prcblem o issue Qn his own; he maf feel (frequently
“again- with gﬁDd reascn) that a fellgw student's JudgmunL or _
Knawledge base,ls-ra%gh;y\cn azpar WlEh)hlS_QWﬂ; ‘and switghlng .
to an alternate activity may have been ruled out until after .

Tthe‘ﬁhi;@ masters the very project which currently confounds him. .

' Thus a student who is unsure about his multiplication table, or .

can't remember “here the teacher keeps.the colored pencils, or

has dil culty turning a rgcord*playér Dﬁ;gmay decide that

‘approachins the already involved teacher and requesting such

informjtiun or feadback is fng neceszary way (as well~ as the

‘most direct wdy) tp bridge the academic impasse. - But for the .
: y). dge the ,

i
.-



o ) child in need of aid' apprgaéhihg the teacher while she is con-
duqting a small graup lesson or tutorial must generally be seen
as a aalaulated rlskrwvwill ‘the Leacher agree with the'3tudent

a

that ‘his need far gcmmunicatign wlth her DutWElghS the ﬂeed fcr

]
a2

, T the teachér te be fully Engaged in her small group? 1f sha
T dbes, as is.the case for the teazher :Ilexample (2), the student

can praceed Wlth his pragact having CQHflﬁEﬁCE that at least

sgme aspects of it are on the right track

% , ) T - i}
_ (4) First Grade - v o o ) ' “5!'
o vi‘i (T playlng word game usfng flash cards with fhfee students "
0 E _: A few seconds earlier Mark appfoaghed the table. and put
.5 e - « his’ Spelling nDtebgok on the table bEEldE T. T halds out | if
@ , - . . toward Tracy a card w1th ghe word we on . 1t while
: - Tracy stares at it fcr a few SEEDﬂdS; T Eurﬁs har face -
7 _-toward Hark (b 3") = ‘ N
- : i ’ _ Mark (tD I) What does. 'hape Etart Wlth?
o EA? B (Tracy stares doun at: the table as if 1I1thaught§} Aﬁna - R
;. : o -liDEE up behind Mark. " (0. 6")) ‘ L f.  »$. . C % L~ i
H Co T (unvﬁiceéﬁ_ia Ha:k) Hhh ! -  &- B
. q- o T (1DOkE over at Tracy and seems to locate.
i' .ue first, 1ettér for her. ‘(lgl"D) ' Z
: T' fli:n:fts at/ﬂark and seems tD ﬂDd slightly ) ) t‘, ' '
- T: "What is the beglnnlﬁg sﬂund Tracy? 1,
7 \t o Tracy: (tD T) 'Wuh' ‘f,"f' . . _ - }
-~ (T's chEding lesson with Tuacy cgntinues ).

How a teacher Wlll react in. situatlons such as (4) dgpends,
. on Lhe one hand, on severai Tore—or -less flxed amntextual
. parameters, suah as, the teacher s parscnal phLlesaphy sbaut l eal

o studenL behavior duriug "'ndividual wnrk periods,. the naiu:é

Y

] R i‘=

-af tha school setting (in this 1nstanti( a. felatively Dan

- __H_‘,‘_,___.A_,___ ﬂr‘ e

? T ase
v oo 108

1
i
. : Lo,

s e - f - o0

. T o v ) : , ‘ - E

N R : oL R IR R

: o e o . !
i

Y




g ) Eu

T L : e 8
' classroom structure), a nd the "ﬂuguﬁl biagraphi&al‘ ccntext cf
o teachér and student (1ng1ud1ng, .g., the student's a:ademlc
- - sﬁanding in- Ehe clasgroom, the extent of his w1111ﬂgﬁess td work
E i S alane without.getting distracted, and the £requency of hls
- previous attenpts and suaaEsses at gettimg help ffom the teacher)
‘But what appears to figure qugw;y in a.teacher's decision on ~
. 'haw to react to a student appraachlng and/or SmeGﬂiﬂg her far'
B s ; _ aid are’ ‘other contexﬁual factors -of a rapidly- shjleng natafe_'
‘ e.g. , the ﬁature of the interaction in the "host" event at thav
f;.: » ' ggagt moment of a child's sallc1tatlgn to a teacher (or at the
) : exact moment that the tiaEth bééﬂméﬂ aware of the soliciting
5‘: . séudént ‘i% no verbal 5511c1tat10n is made), the degfee te
, which 'the. scllc;EOf s add:ess Dveflapbfthe utterana&s of the -
Lgaaher and/or student in the "host! Event and the degree

to Wthh ‘the teachét'?nges that the 1ﬁterrupt1ve query can be.

§~ S . . sue szully resp0ﬁded to and dlspatchaa without 1mpairing' " A
\Kx\ S _fthe iﬂtegrlty of the host VQC§Df of actjvity; In. (4) for .
. instance, Mark 1nd;¢ates to’ the teacher that he is in no l.of a

co S srelllng ward by vvﬁtlng himself by the’ téachef and Piailng
' verbal

3
i
y

salic;tatlon) A se§§nd %ﬁter Iracy responds with a b enk .

th spelling notebook i% tront of her (&' classlc

look to a flash Ear? that the teacher showt rn ‘her. The tEQFhEI,

who is aware by the nature of Mark's ,ppraach and notebook |

N !
-

pQSlL;DﬂIﬂg that’ he reeds help spelllng a ward Uglots.out" o%t
tha'curraﬁtly stagﬂant flash card lesson far a-few seconds, o

héiplﬂg Nark sclve his spellimg perIgm while allowing Tracy-
., tomull over the' flash card brlefly. o . .
& e " Mark is qu;ckly ﬂlﬁpatched and ?racy is then PfDVldEd with'

clues for decading the flash card without the momentum of the ,°

lesson having been broken (see the’discussion in section TT.
' e . . . ) Vit By
about slotting). - LT e ;

; | _' . r R X . - ‘\_\
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|
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ﬂ

In (é} Mark’ f*nds-himself {6 tha fartunate situation of .
baing abla to signal tﬁ the teacher, u51ng an educatlonal prnp,
that he dbélred a E£%§£ atgdemlc‘abdlence wlth her (i. e, ‘the
spelling of a hard) at the prec ise moment when Traﬁy‘* dlfficulty
decad;ng a flash gard had ctéated a smgl};traﬁsactlan pause or

"seam” in. the small' group lesson. Tbé te;ther makes use of the
1ﬂEVltab1& "dawn fime" in'tha lesson (caused by Tracy's pauée)'
to ellmiﬁat; the potentlally more extensive "down time" in Mark's

wrltlng pfajegt (which cauld result from his 1nab111ty to spell

the word "hope'). .

In this éectién the focus will be on allocatiéﬁ%oféfesgufcés
Eréublés during individual worl, time. -Oné set of these tréubles=
“has ‘to do with sarV1ce—11ke events WhéfElﬁ the student is mnot

sqc@essful at least in his 1nitisl fr L obta;ning the

 sort of aid that he is ﬂttémptlﬂg tg  iicit from the teacher.

-

<§/‘

(And in éxample (18) to fDllgw we v w111 see the sama auccessful

mark of (4) solielt "unsuccessfully") “ There are two principal

reasons for facusing on. such "interactional misfites.‘ First,

investigatlng such ;ncldents pravide; a haﬁdla Dﬁ understandiﬁg

zulés or .their declaratlans ‘to studeﬂts about the rules fDr
suah peﬁ;ﬁds, the latter of which are. illustrated by (3) above

‘g8 well as (5) below (recall alsc the lnterruptlons lesson).

(5) Second Grade. - . L S ‘hﬁ‘
“(T is addressiﬁg éntira glasg prinr to ghe beginning af

a small group reading 1essgn ) e ,
B ..i[17isten 1n me falks. Since I'm havgg wa-
o er

readiﬂg graup, I ill Tot be ablg to an
questians on the math papér. it means theréfgre,“
Lhat Jou m&st, think for yourself’,. qr get a ftieﬁd
tu help. e ,_.'P;"- e

v%w
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ERI

Aruitoxt provided by Eic:

" of sncietv in general organize their evexyday activi i (cfx

= -

Ty

folgial verhalizations of sueh rules do provide an insight into

:teachers subsequent react;gns, and ﬁéy be useful in an effort to

charaqte ize a gg eral picture of the sygtam the teathg tyﬁicallyi

uses tﬁ restrict or Ekpdﬂd chlidren g access to her durlng these

3

sm%il group act 1vitie§. But it wnuld be a mistake. to assume that

the rules institute d by the t Qth to govern ‘such evants are

L

&

1samorph1c with the acttal practices used by the classroom %amﬁérs.

Such rules vearly always ‘bear only an ind"ect'grs"iﬁﬂexical"

ei fanshlp to the way such prncedurescéré aQLuallv carrjed out
by tharclaSSlgom paztlsipants (Ef- Mehan and Wood lQ?i;QDEQS)i ’

As Goffman succinctly descr ibe suﬂh rules,

/D/f coiurse the lay, formulation ~f a rule never gets
to the bone- 1t mEraly tells us vhere to start
-a;gg;ng.;.The descriptive fulé“?éha practice--is likely-
__to be less ncat,  and certainly less available, allowing ;
(1f not enqauraglnﬁ) variously- grounded excepL;onQ.b
Thé framework of normalee understandlngs that is L
.involved is not ré;pfged,:or Cltéd or available in }
suﬁmary form ffom informants. It must be pieced cut ay

the student——ln part by uncaverlnﬁgfcﬁilectlng,-

to the stated rula.-' - }
a . . (1978 p. 793 ‘italics added)

Disccveriﬂg‘ﬁow=teachers turnstaxing decrees relate to ¢

w

studenﬁsf tu:nztaking pfactlces,‘as well as how these dgcrE?s
and practices relate to.teachers Subsequent’rEaCtlgnE to

studeﬂta' Lurns, are fundamental ethnﬁmethnmclggical cajcernS’.

;the manner <in which classraom pdfﬁiclpanta negotiate their tur n-

taklng praftlces ‘1% cne 5p221f1c instance &f the wayﬁ mambers
~ <3

Turnet }974, Filmer et al. 1972).. ’ -'3

i

i-lé?i | - | ‘E§;Ea§3~: ,;i.
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E& examiniﬁg trouble épéts/and in particular byvdevelépiﬁgfa

) charactgrizatlon Df fh rarze of teachers negat;ve sanctloﬂs :: . ) .

ané san:tjcn=l1ke ZESPDHSES in such scenarzﬁs, we Wlll(EE able*,

' ,sfﬂgprﬂvidé mare extensive and accurate deccumentation of the I
, _ hifcada e , | ,
‘ *  parameters which actually do play significant fcleé in the ' -

management -of ‘individualized instruction time.

TL%séecond major reason fcr analysing thublE spots is to

|

compare the variety of teachers' Saﬂﬁﬁi@i—llke responses which »
¢ are ‘made to students during 1ndiv1dhal instryction time. w1th E
. the various types of tuffataking sanctions ohservad by Humphrey
(1979) La populate prlmarj sahacl whole group lessons. Since
the data from both the pfesent study and that analysedvby ;
Humphrey are. subsetg of-a: cogﬁﬁn videotape cﬂrpjs, cortainlng
v .- interaction between some of - the same gtoups‘sf teaehers and '> .
' v“:i o students, a comparison. of the pclﬂts cf similarity and dlffE“EHEE

-4 . . among the Lehgher's saﬁ;cions in whole gro 'p lessons and’ service—'ﬁjﬁig

like events can p%av;de a broadet ‘and ucre complete v1ew of -

“T‘.. 1

o - teachgrs "classrﬂcm management prcgadureg.
] ' LN

,Iﬁé lBEL; of observaclaﬂ;emplayedsgg Humphrey (lQ?Q) in hlS> L;A,'ﬁ%
gtudy of turn-taking sanctions Was the whole grﬁup lessaﬂ, _hat __-ﬂ: -

is, "that Eduzatianal evenﬁ in Wthh th? dttention of thé entlre

iFo:used on a typical pfimary school. edugatlonal tppic;iVW¥

g =

[
[

.o .', . clasé'

(e.g. alliﬂg, pungtuatlan gubtra:tlcn, thé layOut af the

< Salar system) and where the ﬁeEChErplays a domlnant reole in -
determlning aﬁd_struaturing zhe topic for discussion-' Humphféy7{

cha he whole gr@up 1EESOﬂ as h;s locus of observaﬁlcn becauSE»

casual viEW1ng of such‘situatlaﬂs had revealed teaﬂhers ;urﬁ— ,fiz ;‘f'

=

: taking sanctlons to be presen; at a fairly. hlgh and mgr3unrﬁlesz .
prediﬂtable frequeﬂ:y (fcr the data analyzéd; EPPf011m5221YS} v
7 N ‘turn-takin sancLiéﬂ ;ncident ppr minute) B 5 I
L e AT T" - ’ LT T S gEE_'; o
’ ) B E: R - ; - 1 T ’ :!} ; ' ) "}y \';- ; ' :' wa ; ,E’.;-‘-“j» - - : ;‘L ' 2
8 : ¥ = “ .)_
; .o ;e 190
Q i -

ERIC

Aruitoxt provided by Eic:
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*x;. . ,focu31ﬁg on whole ggoup s;tuat;ana Hu@phfey was able to- iﬂ—;
7 carporagg 1ﬁd1ngb from eatller llnguistlcallyebaéad rasearh;_ .
- » , - prﬂjects in Slmllazrgducatlonal setting S (Hehan 1979; GTiffln
) ~and Humphtey 1978+% SlﬂElalT and Coulghard 19753 BallacL et al ;
lEGE) * Humphrey s data ‘bank. cgn515ted Df flfteéﬂ whcle grgup -
.- 13553%5 tﬂtaillng approaamaLely five hours in duration and . f ) ~
f répr tlng twn grade 1evels Ethlfd grade and k;nderéarﬁen) and .
- four teaCherg (two tea:ﬁér; per grada) (Thege are, of course,
the. sanme teachers and classrcams as appa;L in the rlﬁdatga*tea
:'; and’rh;rd grade 1evels qj the service-li..: event*corpus Y. As V'i

e o . was- the case for the cufrent PfQj&Et, these flft%en iessons weré

eghnagraphlc 1nfarmﬁLlon CﬁnCEIﬁln” 1n§LfUE

. -+ . use, scating arrang3ﬁents, and FailEﬂE ESPEEEE of,hgﬁiVFrbal

¥ B 5

. Pomnunlcatian. - L o

fequ;red to.do ar great deal of LxﬂSSECDmpaTiSOn‘Gf various ' - -
ol : e

_ L
typgs af Leacﬁet utterap:es to convert the‘tufnstaking sdnction

frgm an’ intuitlyefnotlon iﬁto an expllcft analytlc farmulatlon s

. =

" of thisfeammcﬂ fgnctlanal unit of glassroam d;%coufge. The ',

<£Dfmulaleﬂ was flnally spec1f;ed in terms of an 1nteract10ﬁal

unlt Qr»couplat - the "sanction 1ncldént —uSLﬁ; the fﬂllOWlng )

- - :

deflﬁiLlon' - Co X\.','i~ _' L. 5~ - C ¢
A %ancticn in01dent consists in its most bssic form ' )

S e of EWE turnseaL ~talk in the 1ESSQﬁ dis ouyga, a studEnF'si . e

argeﬁ utLEfance ‘and a teacher s overt nega¥ive - ° .

¢ - vlévaluatlve tESPOnsé to' the furﬂaplacemant o delive%ff } T

- "' of that target utLefance ~ ey T

ﬁ*_} T : R (Humphtey 1979 114) n : '*é

ERI!

Aruitoxt provided by Eic:



.F(G) 2Elacement Sanctian R

[ . : . [ L ¥ : Y
: B .oo® -
. o : . . w1

. . /
',iA k n=taking séﬁctinn or sanctian utteran:e or move is, then, *~

th, teacher sarespanse in.a sanction incldent.- Humphrey was

the lessans transcripts WhlEh met the abavc definltion. Example

&

(6)\below for example, contalns twa clearsgut examples of

P ;
*typical turn—tsklng sanctiaﬂs,. L ‘* :

e

- (The B/D 1esson,-near the énd. T is at the blackboard

addless;ng the whcle gr@up af studentE, wh@ are. situated
_ e

L8

éf‘ at their daska ) o f'. T -
B ' T{ Alright, now, I m gnlng to aogsito ﬁaéh person
whg is ready, and giVe you a- magazine, and ask

. J:' ~ you "to look for words that begin with 'duh'-

“ . . look for p

ictures,_whaae naTFSE§'Df .things™
%™ whose pame begins with "dub! or‘'buh'. You

T

,may helpteach ‘others. you may talk to each N

other if ‘youscan keep your vciceszfram getting ’

T ol L T
o too laud. ; o e
Jazkle- ’Can ‘I-do it w1th -

;é€§ T: :,(Waves hand at Jackie)
coming, to, anynne who's talking now. Put yDur‘g
* = ”head down, You're. listening. ’ I
- S iz. (ta graup) For some reason, éame of aur .
? scissﬂﬂs have disappeated so same af your
- oare gcing to have to. share and take turns

i

‘f“ with sgissnrs. L N

lJackie. I know where sumEE

—_— T

‘ 7Wait,r Jackie, you' 're still
e listening, put yaur head dowr.

no (hiﬂdergarLen Level Classroom D)

iy

£
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! : V:fIﬂ example (6) the teachar informs Jacklg that she s unhappy

e -with:the preseﬁae of; Jackie s Ut terances in the lesson at this

T

A time. . . Inﬁather WQrds, the teacher s utLérandes,‘"ééit, 1! m .

e f7 ﬂBt comlnggta snyone who' s talklng now .. and Walt, Jackle

"fyﬂu re stlll llatenlng_éput yaur hesd dcwn, shaw no lﬂdiQEElGD

_ fthat'they are fespcnsas to the cantent af Jackie K utteraﬂces,
e _even though- tcgether they qcmprise saven sgparate sentences

‘ Iggiead they afe negative\evaluative tesponses “to the

EEEE af turns by studéqts “in the lesaons at thase tlmes,iand
» "fﬂr this reason Humphrey labelled teacher uttetances sugh as.
PR - the arrawed ones ln (6) abové "pla:emant sanctlans. ; ,

7 Even thaugh the most flequent sauctiong were tha e in
which the teacher negativaly evaluafed the. placement’ of a turﬂ;

 there were five’ other typEs of sancthnellka actioﬁs whlch

tEQLhElE‘unﬂertﬁDk to iﬂdl?ﬂﬁé their unhappxﬁeE?“"t ATEOUS ™ -y
B _‘x Efagr,sr of thair students Lurn—taking énd/cf genet al. lasstocm '
1:beh3v1ﬁ 3 These saﬂctlnns or SaﬂLtiDﬂsllk§‘82tiGﬂa are listed -

'in (7) (11) belaw and are prereded by a briéf gharacter;zatlcn._

’ ﬁ?) Delivery Saﬂctiong ' T;i uﬂhappy not wlth the- plagement o
' of the zhi]d 5 turn in the. 1essnn - but rath21 wiLh the,-

/‘;; manney in Whlﬂh it waa produced Csuch as its valumé or

. 3 - ) &

tempﬁ) _ . . : .
-(,, EﬂhDuSE 1esson T askiﬂg children to relate sgme—
Lhiﬂﬁ they lemémer f;cm their recent grEEﬂhDuse trip )

s LI 1 ) B

uT.' Carter.

P
,,N,M”\“‘-‘\ .- -

Carter: Plants need éhfeé days..
Sev. Chn Ve already have that one.{'
"'Ghrtér:' (1Dud, angrlly) ‘But it' % different.
. ) Ti 0.K:, let's 1isten and ‘see. ) -
7 ,_éf%§ ; . Carter, you dan ‘t have to yell; f_'z (
RS o ,:":i o (Kindexgarten Lévcl. Cgééafogﬁ c)

f’ ) LT 3

ilagé— :f.ix:‘;

R



- . - .;’:: R .. \’
—a Lo e s e o/ / R
_ﬁ»_(g) Reepp‘eivE'Sene;;ene,’ﬂE iij nhappy wiﬁh the placement of E
o " the child's tugeﬁ}g_ﬁﬂe 1ésson _but_her. ‘sanction also. '
) explieltly eeeedee enlggereneee of theeeentent of the ehild 5\\
1Jf uttezenee. y;;ijgSH% 1’ ,';el', | *f; o g s x 1'

(Bedy lenguege leeee .ﬁ T hee e551gned te Selly the teek e

, R ~ cmly ) q" ' / 'l , a_. -i ‘-‘,
L - *”f o g" Selly: Eut }eur hende ee yeur heed .,Lene‘hend on
o ‘ , N ”;your heed, ene\hend eut 'end yqu feet erossed
' X Sam: (to Meredith) R . Ne not 1ike theta @
. o 3 T: Excuse me. Sa ‘ iving the direetien 2% S
Do Tmpese s, s giving ot L
' ‘ \

(Kindergerten Level Glesereem GQ:
(9) Deuble—Teke5; T ie at firet unheppy with Ehe placement ef l

""Q—Mx . =: "
‘ s

J?‘f;f‘Jif “f,wv} the child's turn in the leeeén, but- immedietely efter ehe :f,hljlf”_:i

L

iesuee the eaﬁetiem ehe revereee hereelf eyd treete the _fpr

;ehild s u;tereﬂee ea a 1egltimate ene (theugh ;n thie eeee

the legitimaey ie ot relefed te the utteranee

3

emergeney eeneern of bedily funet;en)

? (Bedy 1enguege 1eeeen.x T ie heving Aﬁner tell Sem te
%f i . eeeume a- eerteln peee, unknewn ko Sem by ueing eﬂly .
a Lwords.) b S L
?' :} A ra vA T;g Abneﬁ, you' exple’; thie te Sem.!f; >:: '?{"j l,,f
o , ;',;xg'e' !V"Abner§ “(to- @em3 Put, put, um, yegr feet u;der your bettem.
: - ’x ' T Febuleus. "Put yeur ‘fedt uﬁder your hettem.
;f"‘ S _‘_'“Ghrieﬁinez IR e l.; Mrs: Ay
_ ‘ ,- _ i ' ‘Ig rto the bethree? ' . o
KU “_E;;T., l_ shhz! | Lol o
S o _ﬂ€> (T then nede te Chr%etiﬂe, end Chrietine leevea_)f' 5;
) . : . vé I (kindergarten Level Claeereem G)
' ' : - T 0
? ISR /--1'94_' 207
) ‘ ef/,_. >,‘!i,; R
i B




 ;' S (16) Curt Respanses. T zesp@nds to the'content ef the Ehlld 5 "
L ';mj—'-H tu n, but dcas sé ln a brusque manner which suggests that-i ‘
i k; . - she was unhappy with the placement o£’the utteraﬁce in"
. :?%é' . 'tha Jessaﬁ.A_ R R '
. .:S*;V"“vi;i(Crosswgrd 135§6n7i T has been deacrlbing to the group :
\ * where to write the, w&rd_gaa_ ona grassword puzgle ) ' -;’;V" o Jl;ifﬁ
.?ﬁ_ﬁdﬁ T_~....a capital G. It s alr;ady there uﬂdéf T :. B
SR ‘ ‘a number two agrass.ﬁj'f;i-rf';-‘;: --. ;=_1}_?,?,; . S

Meredith* an what do we- do? ;Q_.‘ ‘2',*,';7:;;

ffjtj -’;-;  7 : : ;:" T: (to’ Meredith} You. wa't;a R :
;. G o (KindELgarten Leval Classroam c)
j%i;“"'”'j.=-'i fl;) Behavicfal Sanétlans.,"ia _!'f C ;-:"ﬁi. oo Iiflafe-g : |
| v‘”' 7:, T ods unhappy not’ with a partgcular utterance iﬁ a 1essan,.g"‘ Jigtld;;
o N ;f A ; :’but more’ generally with a- child 8- overa%} behav;urﬁ?uriﬂg | R
A e "vf_ a- lesscn Yoo o :9-‘, "'1 ';f %{ _ e B
B o j(TlanﬁEleard lessan T has summcned Andy tDﬁLhe bcard

R V:u;tQ replace the figures,-and i the menLion she walks " : )
: ’ T acrass the raam to gat snmeth;ng S As she wa]ks she ‘ln .
vl;iv~’:;.‘f.i'ﬁ.f says? ) T o ! o *‘,4. R '_”7l!'
e n n fjgl _ﬁfT: -Maké’éﬁfé ﬁé'sé— she's doing, he ] doing it rlght. fis
‘“;; ‘J Haybe snmeb@dy can i 1 him once: he' s. £inished,-.;*;. ‘?ié :
: Christimai & oo Tl N
. f; (Chrlstina ngby, and n;qua immediaLaly stand up o
_'%1 to. 'help' ‘Andy. ) $.5j' ; S A S R
e é*ff%} ,T;i Un—un—uﬂ, Lhﬁre 8 né reason When I 1eave the : '
- - rug for yau all to get up. B e -
Tl N fKindergaftPn Level Classrcem C) -
o .'iAjthaugh Hu&phrey was: able ta lacaté §ix distluct Lypes o
o v"af sanctlanh.and ﬂanctianﬁlike re_pangcs by teachérr in ragpoﬁs i -
A f_glgv'f;«to var:ous aspects cf their students turn—taking and genera] :
b"_ - “"bahav;or during whole group lessons, thes; negathL evaluative ' =
ﬁi ? ?,” ‘ :'j - —
: ‘ ! 195 e \ e
| L ‘ 2(..’8 bR .
N \




A:—‘ . o e L . o . A . - B . = 5 . ‘_,f-:‘
: . L N . . 4 S . - . P L . . 5 ’ (3
. -

_ff~ T >raapanaaa wara not» aqually dlattibutad acrass tha a1a aanatian A
]5{5 ’-i?73:&~ﬁitypaa.. Inataad, a 1arga proportion of thaaa aanation incidanta'a o
| H: ';wara af one partiaular typa, as is ahcwn 1n (12) JA'Aff
. i'“ (1é> 250 Placamant Sancti&na (axampla (5)) 'A"
i ;f;j==raﬁf}'v;'_"; 5. Dalivary Sanatléaa ';E T 5(6) :, ';:a'ZVii o .
" ;f* _"gff*‘.fl4fa” 6 Daublaslakaa "'UE N :'7¢3)1>l B

o A

-

,;";71§ig;‘ B Cuft Raapanaaa S .. }#' (9);iv .
: A,vi ,;ﬁ>17 Eahavioral Sanaajoﬂ5~"ﬂ,A:-f (lo)‘ﬂi;{A"’;g;gfaf?
_;4” Aa ‘the’ abova tabla ravaala, tha fraqu ncy with whiah placamant m

f. "7aanationa auah ‘a8 ahh and atap talking aacu;rad in whala group -
«11

aaana‘waa wall bvar tan t;maa graatar thaﬁ aﬁy athar aanctioﬂ "ﬂ -

AT ai; out Sf ava:y aix aanct;oﬁa Whaah tha taachat iaauad
\.i"i; {{ii;jwara af thﬂs"placamant" variaty, thia akawing af ha data wauld
i.f;Q’{ F;fba at111 gtaatat if tha bahav;aral aancti;ﬂa whiah aaauzrad naar
o 1fﬁ;aaaan baundazlaa (whan taachara wara taarranging atudantaaand
aduaational prapa in p:aparaticn far tha naat avant) wara_iza-

Zfaliminatad fram (12;, and if tha aavantaan tokana af "doubla= ;;;;g;,EA}V‘éf !

S :ftakaa" and "T—aFana;va aanatiana wara aonaidarad to ‘be aub~A,

':p;a amant aanatiana (with additianal intaractianaIw aﬁ

avaa incafgﬁratad inta tham) A
Thua we aaa {n thia “brief akatch af tha turn—taking and o

e.
R

tbahaviora] anatiana 1n p:imary achaal laaaa ‘;that anwida

| v':ranga of - diatlnct aanctian mqvaa_ara available ta taachata, but

_ l;that anly tha plaaamant variat;uaacura wiEh any~ graat fraquancy

_;- Tv\?hir ia what walmight axpact.‘givan that 1n a whala graup ;;,.,. |

Tlaaaan vactar af activity tha main*raaauraa ta be allacated ia S

: an appartunity aa talk. and ?a liatanad to (i & a turn at talk) i e
Naxt we w111 argua that thaugh tha aituatibn is- quita diffatant a¢f”?,
?during individualiaad inagruatian time the genaral paradigm of LD

E . 4 LI

R S B . A e ; .
st - . e - : . . -
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L e dEEﬂribiﬂg negative saLgtiOns as indiues af trnuble Epots 1n

5

_ the allggatinn of rascurces,zstill holds.-vﬂ

Asgis shawn by the teagth ] raspansegtn MErEdlth ins{13)

during;individuallzed iﬂELruction time teachers do. make

o da in whalg graup 1essons. Heki'_   5- :“1 - 3 :
!:;Q \ (13) Secﬂnd Grade ’fi/’;jvfﬁ:i,EV”'” N e vl
Lo ;fLa gable, helplng . '

f_mthar Era;ects )

fUhh,-Meredlth. o T

o s Mereddeh? Tshhim o TR
1 T -j »_5f_ T"QSits dcwn bes;de .an uﬁidentffied girl at a t‘éﬂ:‘leg#_’w:E

-(appréaahing a table,

RO (¢ g; )): (LG‘T) ((Sheawasn t bcing herself )) R o

elf, ?15 a', .

(cnnflrmlng) She wasn t beiﬂg her

4 "{?:fii a Shh the speechaltem used tc sanctlan Meredlth in‘(13), if? Vf“:";; S

i;‘;:' ;{;{ff;_ takén Lurns in whglc gréup 12353ns (seéX(Q) abcve)@dﬁfﬁéﬁJu
* o 1lnguistlc rescutces that teachars br tb'béar t§ ﬁai‘ ‘ X
e ;-; iu primary Schﬁcl events are thus nﬁt tatally cnntex;aspegific.,=;fflgf?;ffié
. ; J, ; fHD”ever,,even when teache1s in %ervice—llke éventa fgfmulate-‘ls - |
_— ﬁ%f;i _ ' sangtiﬂns prlmﬁglly with raferenge to the Janguage Qf
s ': “.th21r students, the natﬁ%& df thg verbal 1n£ract19ns in such
E . 1= situatiﬂns are ffaﬁuently casL in-a- distincLly dlfo :_ : ‘
SR as is shawn In. (lé,.: ‘1-:.= RN ‘=_1 5i _El‘;-_&i‘_i_‘am,_/;§' = R
T (14) Segand Grade _" lf?;if} ?ﬁ%l"; f:f'_'=}_.k.*‘ >'; ji**,*_;fFTvi .  ?4i
- ;‘(T is insttuctlng Peté 1gba§iﬂ{éﬁd Adam at élfabié;aﬁda: o LT

_kﬁ“’}f '.arh asaignmeﬁt., ”hé res; Df ‘the class is erkEﬁ dawn .

;g;:__E;: | .f_! ;nﬂ ‘lﬂtD small graups ) ﬁ  ?*}f-’f,l'n ‘ ”L!_ ',‘ STt
Efa¢%;;;; Lﬂ= _v;ﬁ (ta David) D;d yDu get EQZ ;SQﬂff*ffgéfi ‘;'_ S ;!f"

'jb?ﬁz:ki,=f ;(Whétlét DtsBDL Eavid regpc d i indaLermimablc.j ULI‘

L I %..;_. can be heard.!bT scans the fogm (4 D )) ' \}_/_
— . ) A E b _ o i
¢ ; '. .
! * € . \- 1




Ly T;’»,,shh‘g.:z i‘T‘eday? © Teddy? TeddY" e . .
L Cl 3“) IhED Q ‘KEEP youz vGiEE dOWTl Wé'i'é' ’ ’

working over?here.,ffsf

In (lﬁ)vthe teacher telts Ieddg ta 1awer hlS VQiEE but ﬁot t6
. peaking"lt@gether, siﬂce the teacﬁ§§3daes na iwant tn

‘7graup 1essan as the arrowad uttezances 1ﬂ (15) 111ustrate. Qﬂ.;,

? £-;“i;f;i:f. (lS)\ Klﬁdargarten Leveli Whale Graup. ;jjg{'jﬁJ-,; .

-

(Sév'ral children are whispering i cLe ”_y )
B ‘ ”’lgt Qf whisperiﬁgi

M

: LA .,\
- F

As it turns autg a teacher s uttEﬁancé 1iké shh Df keep your R

was Dnly DnE

of a wide vafiety of sanction 1ika

. N W o

e
.‘,'

.




/ ! X . s . . o _. -

-i‘ & ) . i ”"_ A
S ST ' : o . . : . -
: ,respnnsa types thatiﬁtudgnts Wauld encﬁuntar when they attempted A -

- to salicit help fram teachers already 1nvolved.§n ' academic

;Qexchange wlth 5Bme other studenECS) ngetimas the SGllElth

et

| tha teaéhé% ' As she talks,,, 3
R - baak and a’ tablet.- T glances DVEI and taEEE the tablet.
%5;3f5 .}::,;;._b - Whilg V;rginla is Stlll speakimg,VCharlie places Lhe '?"vf
»_: o - tnnk in- f;ont of the Leagher.. (7 D") - ;:FVEV-} . E-;  _
,;fi Charlle- Cta T) ' Lagk. ’ 5; f, . =é i [, : S
. : kS ;ié (tD G) Just a ((mamant)), JU%t a minn‘r i
i‘ % 3 Te €E§ V) GD aheads . —-3;.\5A;_;;i'_fw_jif ;u;jlgg5’g '!i

, . ~ TI: (tD C)- —Let her flnlsh har senteuge,'”"fL:f"f o ,fff”f”g,f
'?.a7';;;1v3;; %.l" (Vlrglﬂla sPeaLs ta T,q:naualbly, as Charlle walts.-lf-‘-i e
e eate” T A

(towV) -A1l- z;ght wait a mln Le{ifi :

(tc C) All rlght, what s yaur qﬁsStlgﬂ? 1
. e, . .. Charl (palntlng at tablet) ((Lmak what I did ))
?fi?' ;;'3.-;§1;- ‘f; ;“h! §; o flnlgheq it.:{...) s k'x; S 35
(te C) ﬂEZ:: it almast Wnrked dldn t 1t?

T

u,
- ‘;’l..

(16) the teacher nan—varbally sighals that Charlie approach
during fhé readlng tutnrlal is_ allcwable by taklng his tablet )

"77if}i S fr@m him,. bug when Chaflle attempts tD mave into the verbal

modality, the teaéhar expregsas ggnﬁernffnr tas k 1ntegr1ty of
= ~V1rginia s readlng ai? defers Chaflie s SDllEltatlaﬂ untll
‘ fVlrginia caﬁ "flﬂlsh er” SEﬁtEHCE. At aemcta—cammunigatlve

-¢}ﬁ;- - 7'e"lével Charllg 1s'balng tralned tD be mare awarakaf the bapndédness

' e of instructlnnal tasks ané the Eltu31 :oﬂ51deratlons invclved

RLA . A

.,i'_.i 'l,;;3zf ",x,=t-  1. o :_ggzég B »w\-vg,.‘ax _;:;: {‘

N . L ) .

A




G =
_ RN : / ) L .
, then these "turnﬁdeferrals" are muah more Opéﬂﬁénﬂed tﬂgﬂ e e

i -

: slight pastanament that Charlie Experienged as (17)

e

ertrapprﬂaches the table ) f *ii' o vg  ' ;17? o
(ta T) Is this a small T cr a blg T? IR

LR

&

Aﬂd t ese dﬂferrals'can be farmulatéd in such a maﬂner 55 to.

ﬁcanvey Eha teachar g bellef that the solicitaz s int:usicn iSj;fu*J 3}$,_

nf the hast event, as in . f ’;-

iﬁ,;”(ls) Z-J:z'- S
i’fdff(ls) Flrsﬁ Grade ;"' B R - ‘
| “all group reading lesscn,'vﬂéfﬁfﬁ:"%uf'

ﬂ(T ié‘canductlng a f
7 wa1ks up. beg;de i_). L _ ’
. o Mark_f Mrs..E?‘m TE} -3'-“;-_;y€-il?':{ ;‘,;; ” ﬁrfﬁ-"” | 3f{=i;;ﬂ
a §;?Lf(T daesn t acknowTnge him.v (1.0")) f(j .J_h T e | ‘.
- v‘~v Hazk fﬂa ﬁelZét;ﬁa sae the vide f o !
- (T laﬂks up irritatedly (1 1"))

TLJ;AA;:W ' T_f Am I wnrking with childten?

Mark.' Yes. _,; >ﬂii:§?wiif

'f?;i3:tjf", T: Afe you lnterruptiﬁg them?
":f;(Whether or nat M rEPliES;1$ unélear ) ,i” fle’ fﬂ.;,_;,."

.:%“ ;VVia3~1.;;f: 7-.? T“‘ Caﬂ I read with thém When you ask me thiﬂgs o
| 1ike that? T ~

RN




‘j'rrjuf;q'uegtiqu}‘ai;t. till later? . . . ,
R L A S - S

#

T TR AR
_her eyebrows and looks. inquisitively

‘ fteaﬂhers‘ Eanctjﬂns were oriented taward the child & tu;n—

B!

(Jonathan approaghes T and w51ts by . thanE a ﬁinﬁﬁé”a;%_f; [: ’J'Z";i,

she warks with: Adam in.a math tutgrlalﬂ T then 100ks e '

) _ racross t%e rgom,L; ‘ ?j oo _ : .
;lrﬁa,*'_? 5 Jonatha 1:(t0 Z) Edward élb on foollﬂg ((with thE)q ¢ uﬁclear))
T e COR (T 3). S ; 1 dgn t=y fe | “
e T:, ”am:,ds hand p at I Bxcube:me. They'rem, .t

¥ _ ;ﬁ,[lzthey re in charge Qf that. You, are tm be <

“a

y-u.

I p_i'jf"V f\§;'workiﬂg on, vour math. Yod are: bethd yDu

_,"fjjt';' o . don' t, yau have not . pﬂid atﬁgntlou to two,e 1n!
O T "_," T sfructienal periods, on. what —ygu i ' tuck on.,ﬂ
. . sl B e 5 . . R T L § i. X

-
.y
1

B T SRR S




. L S s S T | éﬁ not Hélpiﬁé )
o R o 1 expect 1t7A1L completed bSv Monday.

™ '-'i'~ : x“?i3 Jaﬂathan walks away ) - .éf S S C 1».;; 

'ln (19) the teaahe: 1nfcrms Janathan in a variety af ways that U | et

= ;E :Edward -Dther ﬁhilaran are n
F ) ,“' =)

ig chazge*" he has a maLh prcject SUUDR o
gvefdue* and hlS own behav;ar in ;ngtzuct;gnal pPrlOdS can. bE'~$5;F :

S

found wantﬂﬁg Nate, thﬂught, the redirectl e, quallty Df the. sanction.'f;,;‘

llke fESPDﬁSEE that teaghers make to students durl ﬂdiv;dugl——éi 2 “15:(

'-ised 1nstrugtlan.ﬁ squelch sanct;ons like (2) and (13), (a;

L;* ﬂ5_ :,:3 vsee alse the Hunh=-unh examgle 1n lil\é attenﬁlan deferrals,=3j'jif':= g‘!!.g%
ST D % S - - RS

fm: various,f ;.engths ‘&of time and vwith 'Jariaus degrees cf forc‘.e, . é

,
; ((Laura)),;zﬂif at ‘table o - ST
; - - Anna; -Cthfusgs l_;kbook*iﬂ ftgnt nf T) ﬁéwudég.;ua . : :
Co e Marki‘ (al: table)‘ i E}EFE:{}:.' v fi )
'%ﬁ[b.;  o g*:f: ”:’Ti (lookiﬂg up.. at A) Lﬂell] ' yDu can find out " :

"-'!‘jw "15 hy 1gaking at~what 8 been dane befare yau._
e Géna-” Ihe hcmiﬁg pigean._” o RS o

=R

‘. S L -k,Maitk HS.




'ffstudent teachELf)
4 (1 gnn leaves )

sulving theix warkbaak prabléms, 1n (21) the teache: t llé  1

Lynn ‘to- sgpk out the student teachér Ln.the rgom far hel

her math Wlth sugh reghannellings the teachers nat '*_i' :521 §$ -
quickly llberate their own small graup Situatlcns from'x

pcﬁgntlal distractlons but, as tha teaaher in. (21) pDintS out,-f

. thay a]so!mayxbe able to redir ¢ vthe sgl;citar tD a- "faster V“; : . .
solution to’ his problem ﬁhan 51mm1y marklng gima by the teacher.; '

- Ihe TéchannEllﬂg tyﬁé ﬁakeé us* bagk to our. crlginal

- paradlgm Df allocating resaufces-aivgry‘c ?{f,W Tha teacher 8

anctlcn o ; ‘ e

Ay

reghanpeling sanct;on is FOE*ED much a’ negativy:

o I8 (teacher R
o

'  attentjcn) , S;nce that resource is deemed necessary for the

far mlsbehav;or as 1t is a w;thhalding of a ;escur

s aaﬁtlnuation Qf tha chlld s task vector” a substitute fcr the

° 2 e - . - g; 3 - N . .
ax . ' . . . R B




tOP (daing that)
thatf slhe has ;j

‘aiready r:esume&;ta cammand

‘“1audness or: it may be a sp

Aruitoxt provided by Eic:



v of the d;sclpllne.'_'

[T]here are nﬁt,quiLe a number of persansswha, Qn a;

-;day=tﬁsday 53515, are dQ;ﬂg stuﬁles a.a@raﬂtical

fBasideg the seminal wcrk Df Garf;ﬂkél (lQS“) Gtheé\ethnaa;:-i
l'meﬁhﬂdalngigal studies are available in the vqlumds Eﬂite‘ by
’ ‘¥Dougias (197@) Sudncw (1972), and Turner (1974) Mehan

1%;

’,_and Wood (19753 prav;da a gaod lntfﬁductlﬂﬂ tc and avezview 'f

dge Df’his Drélnéry affa;rs, of his own otgaﬁized j a v
;jEﬂterpflses, where that knawledge 15 treated -by u &j? i-*i{;

as. part of . tha samé setting that it alsc makes érde:ahlé.u




, "\‘ \ ' ‘
g i
Y . - classroom rules are set forth, elaborated upon or set aside in,
: typiéal’ieséﬁn in£é§acc;an,,as-iﬂ the following illustrstiVéﬁ.
“rematksgv o ; o ' N
. ; Althaugh the teacher's pfactical céﬁcetn is clasgé
< Qﬁ eraer...,,tbe r41p5 that are. part of rhls normative
e e T order are not communicated diféct;y to the students.
. Classroom procedures, lika other ﬁormativa rules, are )
*g . tacit,..- ’ '
- [E]tudents heaf statements that index the existence of
.classroom ruLES. Teachers' ;statements like 'raise your
"hand', 'whp kﬁaws 'waif a minute',  §£ 'give 6théfg' a
e ? chaﬁce to thiﬁé .are not the classrﬂcm rules- per se;’
' they are statemeﬁts that index the rules. " The rule ‘
iSvadEfliﬂgsgg The students have to abstract from
rifthe infﬁrméficn given in impliglﬁ sﬁatements to the
= classroom rule. i o
- : FE Sy _
v Because classroom procedures are not stated in S0 many,
A ) ; | wards, Students must infer the apprﬂpriaté ways ta angage .
in classraam discourse ffDm EDntExtually prav1ded in-,
formatien.é o o .
L | "o " (fehan.1979:160-163)
é:_ 1 . éBut’fé&all‘GfrDm an earlier brief diécugsianvcf thié atterance .
in TLI“D) that tha teacher is nat iny Squelghlng thé behavior
s e e (wgit)'~sheals alsa ‘telling the student vhat. to.be doing lnstead
S (115ten, put your head down). 7 T ﬁ%g2%&%;
;;>; *éThe 1Dudness of Egz is not inslgniiicant. What fallﬂwad hLlE was;
>-;5 R ?- a grcup discussien ci all the peaple at the Lable, abDuL Charlie's
o o oworker o Y Lo S e , :
P T 206'319 o St
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-*l ‘1 Cazden's se cond paredex, bewever, ie thae much reeeereh in
lenguage leerﬁing (et leeet as’ thie has been measured by ehildren 5
: : .éd eeding abilities) indieeeee ‘that the meet effeetive preeehoel
, pregrams eeem to be the dideetie ones rether than the "open"
s;esfff ones. Ceeden pOinte out that it is still arguable that the
e - ~ short. term gains predueed by the dideetie ‘programs may be so
| 1imited thet "develepment is mimicked rather than stimulated."
Nonethelers it is .disconcerting that the results: of the " epen .

, programs - deeigﬁed to meximiee individuel leernihg eﬁd ﬁiﬁimieej .

inequitiee in educational opportunities across eeeiel elese %n?
: s

ethnie boundaries ~ should be so ambivalent.
7 Cazden suggests that a key to the’ reeelution of this
peredox may. be found in the special aspects of- _group environ— ..
- : a ments which do.rot exiet at home and which thefefore require
L VVV epeeiel plennlng by teaehere. These are (1) teeehete{ re
- - lees familiar with individuel children than are their ﬁeme
e ~'eeretekere, (2) the inteleetionel eettinge of the eleeereem i
mey be'more or leee eengruent with those the ehild is femilierﬁ
’ with from home, (3) teeehere must dietribute their ettentian . T ..

end their eenvereetienelsinitiati meng a group;nf ehildreﬁ.

Gleerly it is the leet of these eepeéte‘thetlehe teacher hee

moet ‘control over ‘and upou which We‘heve ettempted “to ehed

. some further light in thie repert
In her peper Feeden goee on to suggest thet ‘one petential ;;f
" suurce of inequiteble dietributien ef teeehef 5 ettention T:_v .‘-n"rz;
(emeng a classroom ef etudents) reeidee in. the feet that | %ﬁ

teeehere are eubjeet to leinfereement elee end therefore - mey

/ “be dinclined to. talk more “to the. children thet talk most to

“them . Cazden then reviewe two unpublished etudiee;l‘

o : ndicete this does indeed heppEﬁ-.

-

- . " ° - B




¥

All this suggests that child initlat@d 1nteract13ﬁ ﬂay he— :Xv o

iless didactic teach;ngfsittatians might wafk

In some thearetical sense part of tha idéal versinn of an’
open. educatianal system is that each chlld is maré,iﬁ EDntrDl *f}
of his moment- to=moment focus af involvement and that rather ’
" than hav1ng to accommodate to When the teacher. has pla ed
instructlon the child has unlimited access to the Lescher for
help whenever s/he needs it.  But, .as we have seen;xhhisvaapect
is more of an ideal tﬁaﬁ a reality . : gf

Frequently in any eleméntafy or praschnnl classtonm and

o ‘even more frequently in open classrcams, there are s;tuatians»t;,5
in which Fhlldféﬂ are e;pectéd to work 1ndépéndent1y whlle the :
teacher is Engaged 1ﬁ working dlégctly with' oLer childrenr
Often those children wofklng Andependantly need or des;ra

the téacher 5 attentlcﬂ for help, approval or. directlgn before

_ tha teacher has flnlshed his/her actlvity Requests or demands;:f
e 4for the feaEth s attention from outside the teachar grcup !
L ’,agt;v{
h
teacher grnup activity may be dlsrupted but if - tha teacher dDe"

thus constitute a momentary dilemma for the teacher- iffféé

it
e che ex 1mmediately attenﬂs to the request iram cuts;de, the .

i

not attend to. the raquegt, the task 1nvolvement of the requestlng A

child may bréhk dcwn and an 022351on for. 1nstructioﬂ may be o 5£:v5

foreanE; It 8 an lmpgftant deglslon- yet it has to be made 1n .

a spllt Sécand This lead5~onertc ask 'Isg any kind of conslszency

in teachet respon51veness péss;ble?' and 'Without it aren' t we,,?;;;;;ﬁ;ﬂ;;;
talk;ng about’ lnequitles for studgnt 1earf1ng?‘ -
qujrh;n””b;? Thasa service llke event Eizuatlans have been the fDCﬂl

tapic (the 1chs of abugrvatian) ﬂf our study However raﬁhe%

A

than dwelllng on-these situat;ons as potentially interruptlve 7

oYL

ED Leacheg agth;ty or as Dccasiansxiar teaghetxdgsisicnsmakiﬁg;ﬁ

ERI!
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A

we wanted to shift to a broader peripective on thése situations.
We wanted to shift the fcéps, as it wé%e, aﬁay from specific .-
:téachér probiémS‘in'two=way5; Fitst, ve want ta rathink these

.situations in tarms of :he communicative demaﬁdE that are o

- placed ‘on all paftlﬁlpaﬁtSA both teachar and studénts. Secﬂndly,.

we. wanted to rethink.thgge situations-in terms. of hcw!%hey relate

to other glassrégm sitdatiansi In ttying toe do thig we “have
talked . about the kind of communicattve akills d15played the
generaligatiﬁns we have observed, and some,probable reasgns -
forthese. -~ - o o
' A- ‘Beginning," thén by facusing on the ' ‘sarvicé=iike event"
we have tried to think abont the nature of the conveyance
resources and_the‘pedagogical é;ntrals available to the teacher,
the §Uefy resources available;to thé studeﬂts; and ﬁhalcammﬁnia
cative demandg that are placed upan bmth the teather and the"
students whan they are capfesent but qnot nezessnrily involved j
in the same focal activity. In exploring these .issues we hava
tried to consider the interweaving oﬁ several pairs of ralated '
phenameﬁa' academic and sccial use of laﬁguagag social aﬂd -
_ ,ﬂtask participatign, actiViLy structures and participant la
w0 struczures vectors Df act1v1ty and modalities, and verball and
- non-verbal modalitiesi And we have invoked the paradigmaric
, theﬁes of caﬁversational SEEEES, ritual bOundedﬁess, and ritual

equilibrium thtgughcut,

B g

- As we have pointed out, although the 51tuation in wi cé«,

, H-‘

ﬁhe teachet Ls Eﬂgaged An 1ndlvidualiged 1ﬁstruct10n with only

_.a subset of the child:en oacurs mare frequently in -open

'x; classra@msg the Situatian occurs 1ﬁ classrooms generally, The

“"back to basics “trend has -not meant that teachers give up

éeading grgups, far examplé. Iﬁ.that seﬁse, ‘these findings and
a hypotheses may, ggntribute to. the’ more™ géneral'study of facejto?"

g,;._ face interaﬁtion in EdUEatlQﬂal settingsu ‘as well as to an

e T
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:Qbéérved; Ratﬁer, 1ndgp3ﬁdent evidence about the very favnrabla e

understandlng Df hﬂW effective, les d;da progra 15 seem té

B #

“work. o : :hgzag , 5

Qur study was ﬁct aimed at'evéiuating ﬁhé teacheréﬂﬁa

reputétian of the school and the EXPEflEﬁCE of the teachers in - . aa'*?,

. that school led us. to apprcach tha anEStlgatloﬂ as a dESCflpElVE-

study of how effectlya teaghars bandle Perlodsﬁaf 1ndlv1duallzed

1nstrug§ion ﬂlmEﬂ Qur abservaticns have :oﬁviﬁcedug that teachers

wha Effacé;ve;y use lﬂulVldUaliEEd 1nstructlon do achieve cons

stencies in th21r responslven to child-initiated talk,
and that these consistencies .are pért af a larger set of : .
behav1aral norms abaut ccnveféatlonai access generally ' , ., S

At thls ‘point, though what we have come up with is anather

apparent paradgx* Qﬂ the basis of . our flndlngs it seems that
although the gcal cz ind1v1duallze& 1natructi§qlls to allow
ChlldlEﬂ more freednm and more’ CthCE in thait act1v1tles than i;é*
“in Qidactlc pragtams, the most effact;vc den styie teachers. ;

aie hose who éxerclse LhE mast control Qver what .constitutes

appropriate student behEV1or.-; . :"‘ . .
ThlS paradag may- begln to unravel by ! pulling on" the

following two threads af-speculatlon: F;fst— more . teacher o

gantrol may allaw the students'to 'learn the rulés (Expllgit

or ;mpllclt) for apprapriate partic;patlaﬁ more qulckly, and

] thus, ta more qu;ckly aﬂhleve a sense of’ "belonging or of

jgroup mambershlp 1n thé alassrocm- Note thaﬁ an orientatlon—
t

1

0 th s desired Sfféﬂt of "eatabllshing a sense of belonglng

may a:caunt far differlng teacher stratﬂgies with respect: to ) ,

"shaping up apprapr;ate service-like gvent behaviar. In -
pafticular; a téacth may chodse to be more-lax 1n the beépﬁﬁing
éf:thefyear in order ta encourage attentian %eeking and" ;ﬁe
child s sensa of 'belng ablg to partlalpate right‘frﬂm thé€

sta:t and then tightenﬁup on the kinds af "1nterrupt13ns BN



that are tolerated eesehevfeef goes on and as children become
more self- eenfldent and socially secure; or a teacher may be
#ery firm innhie/her enfercement ef what eenetigutee "légltimete
?iﬁterrupt;on rlght frem the beginning of Lhe yeer eu&A;ely on
the. feet that eeneietency throughout the yeer will facilitate -
feeter 1eern1ng of epprepfiete behavior that w111 enhence the

‘etudente eenee of eifﬁcenfidence and inepire both peer-gr0up .

\M\

identlfleetlen and eoeiel'? gpect fer the teeeher based on
recegnltien that the cleeereom oPefetee with 'the same relee
ﬁt—‘for -ever 'ybody all the time. ) | o ‘

\ Secendly, it may be the case thet the moet eetiefylng wey
to compare “"structured"” classroom etyle teeehlng and ' epen{ -
classroom style teaching will turn out to be net in terms of
diffefeneee in degree ef teefher COntral but rather in terms
:nf dlffereﬁcee “in.the’ way control is manifested. It would seem
reeeeneble, for exemple, to hypotheeiee that "equelly efieetive
-Ateeehing pregreme mlght have eque; emounte" of Leeehés,eontrel
eﬁd that dlffereﬂcee in effeetive tee:hlng etyle meght best be
chereeterieed in terme of the lecetien of teacher ﬁentrel Wethlﬂ

l

‘the crgenieetlen ef cleeerecm act;v}t;eei The whole Eroup . .
‘classroom situation prbvldee the' teeeher with ehe Dppﬂrtuﬂlty

to exert eontrol threugh focussed attention on a task that both
e/he and the etudente have as meln invﬁlvement.A The speeial .
ehellenge to the teecher ueing indiv;duelleed 1netruetien is
to exerﬁ contrel through etrueturlng task completion. environmente
) thetAgtudente ‘can do. (alhost) independently, and by further I
‘etruetur;gg "ipdependeﬂt1y=werk1ng etudente undereteﬂding -of
how to @eﬁe the'?feiiseefeh mechanism --the service-like event =
week to serve both their.oﬁn:iﬁmediete neede;end\thoeeAefAthe

‘otherwise occupied teacher. . . ... .. _ _

.



This brings us ta Ehe real crux‘cf the matté:: ~Aﬁtentian,_=

H

as we knaw, is a majar fom of re;nfarcement. It i

not so much

\M\ .

. ‘what teachers s ;;z-that they will attend to as what teachers do
' {_EEEEﬁﬁ'Eé that has tﬁe greates,aeffect on children's behavior.,
Uﬂfartunately, the ccmmuﬁlcati re demands of managing tasg in-,
wvolvament and saalal rappalt in- non whale ~group . settlngs da not |
. lend themselves Ent;rely to being qrganlzed in Jugt 50 many '

“simple rules (though careful” planning of tha various tasks

iand other ways of stfucturlﬁg antlclpated chlld—needs AT E oo S
‘clearly. 1mpartant t&acher cantrols) A lot thus depends on the 7 -
teacher's ability to establish conslstencyibatween what s/he
may want the "rules for intérrﬁpting.téaﬂhef“;ta be or what
s/he may tell studénts sthat they-are, ‘and the W&f s/he “iﬁfcrmally‘_;
< ; { teaché’" the "rules" thraugh h&s/her autual réspﬂﬂ51VEP255 LG
stuﬂents in service-like EVEntSiinCprOfEtln Clnta the teacher
-‘vectcr/nt actiVltyL El@tﬁlﬂg out, deferr:ng, rEEhannelllng, etc,
"It is clear, then, that the situatlﬁnal demands of in=- <
e dividualized 1nstructioﬁ time require Ecphisticated cammuﬂlckti’e.
skills on the part of bath students and teachers. It alsa seems -
inherent in the si aulgn that the iﬂformal learning of fhESﬁ_ o -
skills thraugh partlﬂipatlcﬂ in "as needed" interactiorsl , ' '
tlvitles 1éke SEIV1EE§11kE events 15 more powarful than thev;
learﬁlng of. ccmmunicat;ve norms thraugh dlre:t Leacher 1n* .
struction (fecall the interruptions lesson). Ihe:réally S
encauraging thing, though, ;s‘thg;.the»gammgnicgfiva skiilsfsa
B learned are- learned well, and thét'beééu~e_af ;heif’aﬂfhog
""naturalness" the gkllls may 1ndecd be mare readily transferable
to situatloﬁs Dutslde tha Elas;raam (see subsect;on III-B of this

. .
repart) In a sense, thEﬁ, the demaqu may be greager but 50 .t

a - &

mdy be the rewards. - . : o S

e .. T : : T : S, :

R A
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. - We find Qurselves pretty much in agréemeﬁt'with_ﬁhe;

cancludlng

£, =

Q I

'ﬁand because ‘we want to stlmulate develap—f

remarks of Cazden's papéf‘ ) : _ -

IS . -

Because everythinF we know about 1aﬂguage

develapmeat suggests that it devalaps best,

~in functions ‘as well as st 'Euré, when

‘motivated by pDWEtfhl cgmmuﬁlgaclve iﬁtent

i

ment and not just minic 1t it is 1mpﬁrtanf

- to try to make natura] " less didactlic, graup

Based ‘on tbe EffEEEJVEnESS of thp twelve teacha%s wa have -

DESE?ved ‘we | feel Panfldent i"hat it can be dgne.

v‘insights that_théy have provided us,with.

enV1raﬁments ‘more effegglve. "It should be

pass;ble to max;miga cans;s;engy'énd thereby
familiarity in child-adult relationships and
guarantee that the childrer; who need talking

time with adults get it... (1974, p. 218).

observers" only wish we could be more sk;iiful in Ehdring the

We réflective

LA
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Distributed to participants.
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1980

1980
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=

Natl@ﬁal Inftltute of Educaflon Handh@aL of Current and Recently
Completed. Research Related to Educational Problems. Compiled °
under the- dlrectian of ‘Mary Ann Wllmef thrcugh Dingle ASbﬂElatEf
(iﬁ pfagréss) ‘ _ 5 i
Teachlng As A Llﬂgulstic Prccess MidﬁPrDjEEt Resaatch Repg;t,
compiled-by Virginia Koeliler (including review papers ias well as -
reaearch abstracta) Téachlng and Instruction, Teaching and’ ;
Learning Proglam, NaLloﬂal IﬁstiLuLe of Educatlan (avallable now)

Handbook oy Vldeet'pe Rgsearch in ClaSﬁrooms, Campil@d by -

© Freederick. Erickson; . Institute for Research on TEQEhlﬂg:: lchlgan :

WriLten

State UanQLElty, East ians;ﬂg, Mlchlgan (in, T 88).

Publlcatlans* ’

.g', .

1979

1979

Bullding 'ngher Units and Levels- the case for the strategic.
‘locus’ of observation. In Paul R. Clyne, William T¥. Hanks, aud T
Carol L. Hafbauer (Eds) The Llements. A PafaSESSlOﬂ Or. Llngulstic
Units and TLevels. Chlfdgﬂ' Chicago LlﬂngSLLC Soclety, University .
of Chfcaga : Pp 119s13l (Marllyn ME1r1Lt) . .

‘Cﬂmmunlcatlve loading and Intertwining of Verbal and Non—Verbal

... Modalities in Service Lvents. Papatg In’ Llngqlstlcs 12, 3 4, _
'365 3562, (Harllyn HQTIltt) a . . ¥ E?“

1979

VCommunicating With Young Children", Theory I

1980
.- sched.

" Repeats and Refarmulations in Fllmary Classrooms as Windows on - !
‘the Nature of Talk Engagement. To- appear in Louise Cherry Wilkinsen .

=y

. TEthEf, Talk and Tasx* Ccmm;nlcatlve Demands During ;ndiflduallagd

tnstruction Time. In-Judith Green (guest edit r) special issue on
to Plactlce, XVIIIL,4:

298-303. Columbus, Ohio: College of Educatlon, Unlvera;ty af Ohio. -
(Marllyn MELfltt and Frank Humphréy) . -

.=

‘(guest editor) "Language of ‘School’ Age Children", speclal issue of .
Discourse Processes. (Marilyn Merritt) o .
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