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o 'FOREWORD -
, -/ /.
, . L S . . o .
Exploring Functional Language 1s a unique set of materials that addresses what 1s probably the
. mostimportant question one could ask-about language use in the seheols. “How do children and
: teac_,hers.use language to get things done®" However obvious such a.question may seem, 1t is
unfortunately true that we seldom ask it Instead. the schools usually try to determine such ques-
tions as "How correct is the usage of the children?” or “How mature is the children’s language
development in terms of pronunciation or grammar?,’ These are not unimportant questions, but
they focus only on the forms of language rather than on 1its functions That is. the questions
. address the social judgments we can make about language (is it correct or not) rather than the
cognitive functions (what does the language get done). : . < .
*  These protocol tapes and mahuals effectively illustrate functional language in its real. class-
"room context with videotapes of the undoctored, actual classroom evenfs. The manuals contan
workshop exercises to be used with the videotape, describe (in clear language) the theoretical
framework from which the work stems. and include verbal transcripts of the language used in the
tapes All videotape samples (15 to"20 minutes in length) were taken from a large research proj-
ect ¢conducted at t}ae Center for Applied Linguistics (Peg Griffin and Roger Shuy, Children's
Functional Language and Education in the Early Years, 1978). Separaté manuals accompany
- each videotape. %\ ) ]
- A Way with Wordssdescribes the principle qf functional language in some d/etall,”ca"lling Into
question conventional school language assessment which deals only with language forms
(sounds, vocabulary and grammar) while often ignoring meaning relationships (semantics) and
language use (pragmatics) ’ ‘

What's What with Questions explores the use of question asking strategies in the elassroom.

-

“It points out that questions do a greaf deal more work than metely getting information. Children

have a variety of ways to use questions and this protocol suggests ways that educators can make
use of them for in-service or pre-service training. It's Your Turn provides information about the
verbal and non-verbal‘aspects of classroom turns at éalking, when it succeeds as well as when it
breaks down Transitions Activity between Activitie§ focuses on what has begn conventionally
considered “down time” by educators. The videotapefand manual describe how transition$ can
function as an actua} learning event. socially and, cognititely. A similarfocus is presented in When
Is ‘Reading?, which illustrates visually that learning how to read extends far beyond “efficial”
reading time in classrooms Although much of the focus of these videotapes and manuals is on
- children’s functional language use, teacher talk is also_noted, especially in Teacher Talk Works,
a vistble demonstration of talk that teaches, answers, evaluates, manages, and reprimands.
There is no way that a brief overview of this sort can capture the richness of the actual video-
+ taped events in this serfes That is precisely the reason, in fact, that the authors decided to present
this important informatiqn n protocol form, These are not books about children’s functional lan-
guage They are children’s functional langdage, captured in natural, real life settings, selecte\g
from"hundreds of hours of research samples and presented in a way which is convincing, clea
and dynami'c'. . - - . s | . "
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©_ INTRODUCTION
3 . ‘ » N .

o

[

+ 3 What does effective language use involve?
) .o - ) . :
. . . , ) 4 . f’p - “ '
Y& What do children ‘accomplish with language in the classroom? _

’
+

Y What more is there to assessing children’s language ability beyond -
evaluating correctness? | .

[

5. ) ’ . > eYsas A
¢ How ¢&an 1 \becqme more aware of my stud&nts language abilities?
2 . .

. 13 ' *
The preceding are some of the issues that will be discussed in these materials. Children usea
variety of language forms to get other people to do things: The systematic nature of these dif-
ferent forms shows that children have subtle and complex language“abilities. The language forms:
may differ according to who is speaking and who is being spoken to and a@corcﬁing to the urgency

of the situation. >
. Observing children as they use languade with us and with each other does not always give us
all the information we, need to know about their ability. In these cases, we need to be able to
observe the children's‘“laﬁguage in situations that aré comparable. We use tests of ong kind or
another to do this TRe test presented here demonstrates one way that a test can be tailored to the
child’s real life situation while being comparably used for many.children. In these matenals, we
discuss some of the, central aspects of children’s facility with language. We also present a way to
get children to display their language gapabilities while avoiding some of the problems inherent in
other kinds of tests. / ) B
. _ This parti¢ipant’s manual is part 6f a packet including an instructor’s manual and a videotape.
The materials are intended for usg in pre-service and in-service teachr training, howeyer, they
tlso will be of interest to other audiences, including linguistics students, educational spectahists,
and anyone involved in language assessment &r testing. \
~
i |
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SU(—}GESTIONS

FOR USING
THESE MATERIALS

.in-service training, your msiructor will plan a workshop based on

- -

The discusston and exercise sections of this manual are designed
to be flexible and interchangeable. to accorrrmodate ndividual learn-
ing styles. time schedules. and your own goals.

If you are a pamcrpant using thrsﬁranual in pre-service or

these materials. If you are working on your own, you may find
either of the following approaches helpful or you may wish to devise
one of your own. ’ P

. o~

The transcript reflects the contents of the videotape Satisfactory
work can be done with this manual when the videotape 1s not
available

, .~ OPTION A ) v
Read through the transcript. We suggest‘this as the first step
for any approach. sane it is often difficult to read while
hstening to and watching the tape at the same time

Look at the tape, if available.
Read the discussion section.-

Read the “Theoretical Framework (strongly ‘suggested
though not necessary to complete the exercises)

T

.

Do at {east the following exercises:

l. Section A *#1,4 .
“ Sectiort B #1, 2. 4
I General Exercises *#1. 4,5

.

Do as many of the remaining exercises as possible. reread-
ing the discussion section as appropriate or necessary.

A1)
(2)

Read through the trangcript.

Look at tape, if availablg

(3)

-

Do the following exercises:

~

Section B

’ 1. Seectipn A°

#1. 4

#1.2. 4

II.

(4)
(5)

" (6)

Genetal Exercises #1.4.5

\

Read the discussion section.

Read “Theoretical Framework™ (stropgly suggested)

Do as many of the remaining exercises as possnble reread

- ing the discussion section as appropnate or necessary




—— - DISCUSSION ~ .

-’ . . . .. N . .
Thts discussion section is intended mainly as a point of reference for persons participating m
workshops or classes based on these materials. however. sssues raised here also can serve as

departure points for further discussion or as a basis for assignments

CHILDREN, LANGUAGE, & ASSESSMENT: GENERAL POINTS

Now that you Have looked at the videotape and. or'ead through the transcript. it 1s yseful to
talk about the three key issues there: : e ) :
(¥ Children’s facility with language. - ] . ] .o
(2) Concerns to be considered when designing teSt measures of children’s language facility.
(3) A method of observing children’s language that avoids sume of the problems encountgred

in other measures . -

»

Childrén’s Facility with i.anguage

‘. Many researchers have investigated how children fearn to speak their first language. This
research has inspired descriptions of various stages in children’s learning to use the sound system,
the grammar and the vocabulary of their language Studies have been,done with individual
children and with groups’of children who have been observed or tape-recorded in conversation
with their peers and caretakers They have been asked to do a variety of tasks. including complet-
ing stories or answering questions about pictures Some children have been interviewed
repeatedly at regular intervals, others, just once So. studies have used diffefent populations,
different ways of collecting data. and-different time frameworks The most commonly ‘posed
questions in child language studies have been What are the features of child language? Wt are
the different stages in the acquisition of language? Can different stages be defined or isolated?

A prevailing attitude in'the field of language acquisition has been that children's speech is an
incomplete approximation of adult’s and that children are ineffective users of language. Certainly
the description of ‘children’s Tanguage must be done in part from a developmental standpoint.
That s, children’s speech does change and develop from thé time they start to talk, and in com:
parison to adult speech, the earliest speech is “incomplete™ in sorhe sense For example, while
adult’speakers of standard English rarely omit forms of the verb be. 1t 1$ not unusual for be to be
absent in the earliest speech of children Wwho are learning English as a native language (e.g., That
a lamb Mommy busy ) Similarly, the sound that occurs at the end of a word lke ¢hurch or

. porch ma¥y not occur in early child language because the palate is not completely develpped.

Incompleteness of the sound system or of the grammar should not be taken as evidence that
childl;en cannot use language effectively It has not been until fairly recently, however. that ques-

. ’ .
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tions such as ‘Do children use language effectively?’ or even ‘How do children use language?
have been asked Notice the emphasis on the word USE and think about the difference between
USE and PRODUCE. . . - '

What do we mean by effective language use? In all of these materials, language is seen as a
tool, with the job or function of allowing speakers to accomplish a variety of tasks. Explaining,

-
)

convincing, suggesting, giving advice, reprimanding, soliciting feedback, requesting, apologizing—

these are all examples of language functions. In using language to do these tasks, a_speaker may

be destfibed as beind’more or less effective. \ v .
Sometimes a function may be characterized by a particular kind of language—e.g., requests

may be frequently accomplishéd with questions: .-

\

Will you please open-the door?

Can you take out the garbage?

.

It is important to note that there is no basic one-to-one correspondence between a language

. functipn and the language forins that are used to accomplish it. In fact, there are generally many

different language forms that can be used for one function. For example,.the'two requests
accomplished, above | with questions might- just as well be accomplished with declarative

statement§: . O N .
v \ c, . L3 .

Boy, it sure isthot in here! - - » -

. ' e

or

This é;'a'tbage bag 15 full. o Lo ..

* The choice of one form over another ma{y Yepend on who is being addressed, where the conver-

sation is taking place, or what the topic is. " . . S .

As we will see, thire isplenty of evidence that children are’effective language users. In fact, a
child may be able to use or accomplish a language function before the forms for that function are
completely learned. Af utterance such as Baby shoe may function saccessfully as a request,
even though the utterance might be described as grammatically incemplete. Similarly, the
language abilities of older children who have mastered the grammatical rules may go unnoticed.
For instance, with the following three observations about the state of the world, a five-year-old
child received an invitation to dinner: ‘

o If youTook across the street, you'll see that our car is gone.

® My mothér worries if | miss meals.. -~ | -

* You‘know, | eat almost anything. : )
No explicit menfion of dinner and no explicit request for an invitation (e.g., Can I come in fer
dinner? or Will you please feed me supper?) were made. Yet the task was successfully accom-
plished and the invitation was issued. « . s
+ Clearly, the exploration of children's functional language provides insights into their facility as .

. I -

$ . .

‘.
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langdage users It also sheds new ght on other aspects of language such as the sound syStem N i
the grammar. and the vocabulary —

» .
Assessing Children’s Language Ability ' ! .

The description of children’s language has direct implications for the assessment of children’s - .

language ability As mentioned previously, the focus has usually been on the'most visible parts of
the language such as the sound system, the grammar. or the vosabulary The following image of
an iceberg illustrates the state of affairs in research and practice related to language: *

»
' «

- o »

’ ,) sounds (phonology) i
. ¢ - .
. ’ vocabulary (lexicon)
grammar (syntax), -
3
~ .
meapning relations (semantics)
‘
use (pragmatics) '
’ ' .
hY .

For;purposes of‘assessment. this means a focus on what is accesslble and countable. Children’s ) e :
_language use may be judged sxmply on whether they can or'do produce.a certain number of w
"indigidual features of the language. These might include’the —s that marks the plural, the - ‘%
possessive or the third person singular; the ‘—ed that marks the past tense; or the vowel that « o
characterizes an irregular past. Children may not necessarily be judged on whether they can
effectively request clarification' or get a turn to talk in class. even though the ability to do these
things is essential for successful participation in class.' bl X : "

A\ ] ' s
5
‘We grate ly acknowledge Dr Roger Shuy for many of the concepts. mSIghts and eiamples handled i -— -2 - O S —
this porno ‘of the dlscussxon section .
. . _ -
¢ ~ 1 \)
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Co - ~ A major problem in assessing children’s language ability, then. centers around what is ulti-
AN 3. . o .~ . mately defined as concrete evidence of good or poor, effective or ineffective language use.

. Closely related to. the 1ssue of what is being counted is the issue of how thée counting and the
X assessment are done. The' how has two parts. S
The first can be stated simply: language Rhappens.in a context. Utterances do not occur in a
vdcuum. Descriptions of language use must take into account the continudus, complex inter-
.~ action of cultural and social factors that accompany and shape language use. In many .ways,
Janguage is a reflectiop6r'index of social interaction. That is, when people talk to each other,
1 .+ - more than just an exchange of information takes place. People talk to each other differently
- ~depending on how well they know each other, what their relative social or occupational status is,

, y how old they are, whether they are male on{male, who else is listening, and what they are talk-

<

ing about. The factors can be summarized &s follows:
C relationship between speakers (#.g . hdsband and wife vs. strangers)
* social or occupational status (e.g., boss talking to employee vs. colleagues talking)

* ade-
\ . ¢ sex . ) -
s . ® place of conversation, setting ) - n T
. . . < ® topic . . ‘ )
. . ‘ It follows that the best measures of language ability*would take into account these” social and

‘cultural aspects of language use. We’ should ask ourselves how accurately do tests that take
language out of context really measare language ability. It is conceivablé that the same children
. *who can effectively retrieve a possession by saying Would you please give me back my déll?or
. direct a peer to do something by saying Could you please move over? might be judged as poor

N language users because they,cannot supply the past tense of will or éan in isolation or out of cén
text. This is not to say that children should not be taught these forms or that the forms should ot
o b%é tested. The point is that children can use language to do what they need to do, and measiires
, , of their language use'should reflect the context in which they use language. In essence, we are
- : ' suggesting that a measure of language ability be grounded in or based on the life experiences of

' . .o the speaker. . . .

) . The second part of the how issue is that the testing sﬁuqtion itself is a social one and cannog -

- ' : S A | be considered as objective or abstract. Perhaps the most dramatic example of the social nature of
AU ' a testing situation comes from early attempts to assess the language ability of inner-city Black
children. In these hundreds of tape-recorded interviews, the children were_confronted by a white
) y \'in{erviewer who put atoy on a table and then $aid, “Tell me everything you can about this.” The
. - 3 - result was often defénsive, monosyllabic behavior—language directly reflecting the sociolinguistic
' ' factors at work in this asymmetrical social sitution. When the interview situation " presented
children with a more familiar setting, the verbal behavior changed drastically. In the revised situa-
tion, the interviewer was a Black man raised in Harlem, femiliar with the neighborhood and its
. children. Two children were interviewed together, and the interviewer and the children sat
cadlially on the floor eating potato chips. The topic was one of relevance and interest to the

N
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children. One result was that a child who had been assessed as having no language (“verbally
deprived”) at the time of entering school suddenly had so-much to say that he constantly inter-
rupted his friend Y

An Alternate Measure df Children’s Language Ability

These materials dlscussJand provnde examples of a test of children’s functiondl language ability
that 1s structured to reflect the €ontext familiar to the child. The tést that we will describe here,
known formally as a corpus extension technique, grew out of the research project upon which
these materials are based. Corpus is one word used by researchers to describe the body of data
that they afe studying. In this case, the corpus consisted. of approximately 500 half-hour video-
tapes of children and teachers' in an independent school in Washington, D.C. The taping-was
conducted 'throughout on? school year and focused on a variety*of classroom activities that in-
cluded whole group' lessons, small groups, children working together or alone with a teacher:
and school activities such as lunch, recess, and music.

A corpus like this provides a large amount-of language to study. Yet even when the data
sample.covers a wide range of situations and the functions to be analyzed are chosen from among
those most likely to occur naturally in the situations taped, gaps may remain in the sample. For

- example, after examining videotapes from a whole day of taping, we may find only a few occur-

rences of a particular language function or of a particular language strategy. In addition, the
contextual factors associated with each of these utterances can be so different that comparisons

between them are impossible. Then, too, how do we explain rio example of a particular function

or strategy? Is it simply the result of chance (it exists but not on,tape) or is it a sngmfrcant absence
(it does not exist)? \1

One way to get at these problgms is to extenHl the carpus. This is done by setting up the situa-
tion in which a particular functiori’is given a chance to occur and seeing what language is used to
accomplish that function. The essence of the procedure is to ask a speaker “How would you react
if you found yourself in_this situation® What would you say or do?” Specifically, we decided to
devise a way to get examples of four language functions: (1) giving directives, (2) getting
praise/fdedback, (3) coﬁvmcing, and (4) explaining. As we mentioned before, language does
not occur in a vacuum; what'is said is intimately associated with who is being talked to and what is
being talked about. In designing the elicitation instrumelt, we paid very close attention to these
facts about language usage. ..

One way of addressing the issue of who is being talked to is to determine the higher, lower,
and equivalent status relationships among the children in a given classroom. We wanted to see
how differently a child would talk to a peer of higher status4han one of jower status; therefore, we
were very interested in getting a child’s- eye view of status in the classroom. To do this, we con-
structed and used a Status Perception Instrument (SPI). This is a modification of the Long-Jones:
test designed to measure social preference, in which students are asked to rank in order of
preference the three other students that they like the most and the three that they dislike the

18 . - .
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most Jhis. However, only gets at emotional acceptance and asks the, children to think about
classmates in ways we did not want to encourage or promote We decided to adapt the measure
to get a more complete pPicture of classroom status and to relate status te imaginary scenes
children would understand and enjoy Seven categories related to three components of status
were selected SR ‘ '

. .y . .

CATEGORIES
Like/dishke )
Physica) attractiveness )

. Teacher preference (emotional)

COMPONENTS

Emotional acceptance . - .

Competence Good at school work :
C ) Good in sports .
Power | & ; — Leadership -
A .
. Teachey preference (assignment of

tesponsibility) .

For grades one through three, we designed scenarios calling Up the "best” behavior for each
category. For e:ample. for the leadership ¢atagpry. we asked, )
if an accident happened while no teacher or grown up was around, who would take charge
and know what to do? » i .
The assumption was that the child named as someone who would take charge would be one who
had a social status within the group of “someone who is listened to." The scenarios were
recorded on a tape which was then played to'the subjects *Following each scenario. the children
were asked to ¢choose from among their clagsmates the three who would be most likely ard least
likely to fit into the scenario. ! '

For younger children; we dixeloped a series of story-like scenarios and pictures that,used

animal charactérs to play 78 parts; These stories, appropriate and entertaining to-four and five-"

year-olds, described each charagfer as possessing 6ne of the stafus characteristics. The' children
were asked to choose from among their classmates the students Who were most like and least like
the characters B ' ( ) ’

The children's ahswers provided us with knewledge of the status relationships within a given
clas%oom. and tlhis _knotledge was?iirectly incorporated iNto the elicitation instrument
Examples of this appear in the upcoming discussion of specific segments of the videotape. .

In dealing with jthe issue of what is beind tqlkgd about, we wanted to provide a contextual
anchor for the questions that we asked about language. We wanted to_see what the children
would say or do in situations that were very familiar to them: at the same time, we wanted to be
able to compare the children’sresponsés. To méet both of these goals, we came up with a two-

I
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* ‘Based on our observation of the school. the classroom activities. and the interactions among
children " teacheérs. and staff. we were able to define aseries of actjties that the’children
would recognize (e g . doing an art project. playing a game durifg recess). .
* Before eliciting specific responses during the individual interviews, the interviewer talked
' about these activhies to get information relevant to the child (e.g . the child’s favorite ac-
tivities 11 and outside the classroom, games he/she liked to play, toys or other objects
he/she often brought to school. special projects that his/her class was engagedyjm
We will now look af exactly how this elicitation ‘instrument works to get examples of one language
functiop. giving directions )

'A ) “ -
P . ’

s

~ 'CORPUS EXTENSION TECHNIQUE: SPECIFIC EXAMPLES .

. / ¢
Setting the Scenario . .

The videotape segments that this discussion is baséd on show interviews that elicit the directive
function of language. The term.“directive” refers to situations in which the speaker’s main intentas'
tovinfluence or direct the hearer(s) to do something. This may include directing the moverﬁerygj
¢hange of objects. -activities, artd people; it may involve an elicitation of goods and services.%r it
may be an attempt'to reguale the behavior of others. In any case. we are specifically interested in
the language that occurs in these situations In the following samples we see haw childrén use
language to accomplish the directive task, once-the scenario has been sef.

Sjtuations in which directives dceur are very common. and children use and receive directives
frequently, particularly in a schoolsetting: In designing the corpus extension, our goal was to set
up situations in which directives would occur as they do in natural conversation. We decided on a
situation in which the child being interviewed owned an object that was being held or used by
another person. This person twice declined to return it, even though the interviewee W
legitimate-nght and an immediate need for the object. The discussion was fleshed oyt with details
from.he child’s life: an activity that the child enjoyed caused him/her tg put aside some prized

-

possession, the-person to be directed to return the prizgd possession was someone who the child .

knew The child i1s asked what she/he would say on ofie attempt to get the object back, and on a
second and third try as wel)/ The interview takes account of the status of the borrbwer in relation

f I

to. the interviewee,
/s . - :
. t

Evelyn’s Test : : .
. Inp_raer to get a clear idea of just how the corpus extension technique works, let's compare the

N {-

o - -

r - . ‘E <t
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frarhework of a typjgal interview schedule to what an interviewer and a child actually said. -

é . B w 3
) .9 ,INTERVIEW'SCHEDULE ' ,' "AETUAL‘,CONVERSATION ) v
! . ’ o T 2 ' )
(a) Discusses prizéd. possessions Interulewer: What kinds of things do you bring to
] {b) ldentifies a prized possession - v school—or do you ever bring stuff like for sharing
- : {c) Recalls student sharing prized possession to tin®? ' N
Co . class during sharnng time I . .
L ; . Lt N y \ ; . Evelyn: Yeah Well, sometimes we bring things— K

whenwegoona trip. we bring things —if we went
to Oklahoma, we would bring, um, a little purse
. ’ . - . . or some shells that we found that we 'would like to
share with the class

, - . R . i S Interviewer: Did you go to Oklahoma?
. . & ’ - . Evelyn: No But, um, | brought in today a thing 4
\L s, . . . m Mexico ltis a, um, little purse-Mexico-andit
T (d) Establishes lower- or higher-statas child or has Mexican money in it. i
. = teacher asking to look at prized possession ) R
. .~ - (e) Target child lends pnzed possession to lower . _Interviewer: OK, supposing, like, you know, T
) ) ) or higher status child ot teacher and starts today, that you brought in that purse, and you
s \\ working on another activity, specifically show it during sharing time to all the people and s
. . .. . identified - R 4 . you explain what it was and everything, and then . A
. R . ’ - {f) - Target child finishes other activity and wants «  you go off and do something else and you ask  ~ )
. ) to get the prized possession back from the Mrs.____ to hold it for you, bec you didh't -
lower- or higher-status child or teacher . want it to get lost or misplaced™or anything. And
’ - _ 50, you know, she also wants to look at it. So after
. ~ . " a while, you want to get the purse back.
c% ; - st
. —_— Evelyn: Yeah o *
. .
- - . * (g) “What are you gonna say oo t6 get (prized . Interviewer: So what are jou gonna say or do to
“ -, o+ possession) back from (name of lower or get Mrs._____ to give you your purse back?  ~.
- higher status child or teacher)?!’ . . : . ‘
. .. ) i 1. Student response—1st try | ’ Evelyn: | will gay, ‘Mrs.__, um, my mother
v - . - < . wants me to bring my purse home' or, ym, [ want ~ °
o , 1 to bring my purse home, um, 'cause I don't want
‘ to leave it here because it might get rhishandled or - -,
. 2 . I . . vsomething, and someone might be going to ! .
) f Mexico and might steal some money to Spend in
~ 4 Mexico.’ . \
4 - ~ i . 4 .

- - j . M1
N : ¢ - ; s
o ‘ - ) C 9
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INTERVIEW SCHEDULE

1h) %hat if {(mame of [pwer- or higher-status child
or teacher) says~I'm not done with it yet, I'll be.
done with it in a few minutes, and there's only
a little time left and you. really want your
{prized possession) back. What are you gonna -
say or do to get 1t back now from’{name of
lower- or higher-status child or teacher)?”

2 Student response —2nd try

h‘v
.
&
/

+
. Su

(i) “What if (name of lower-status or higher-
status childy or- teacher) still keeps (prized
possession) and says ‘Ill be done with it in a
minute.” What are you gonna say or do now

ACTUAL CONVERSATION

Intergewer: Okay, and suppose Mrs.____ says
‘Well, there's only a little time left, so I might as
well hold 1t for you until—you know, until you have
to go home and you want to get your purse back
because you want to show 1t to somebody.else-so
what are you gonna say or do to get it back now
from her? g
Evelyn: OK, I would say, ‘Mts.___ can | please
have my purse back because | want to siow.it to
Nancy or Evelyn or Virginia’ or something. "

Interviewer: Evelyn? Isn't that you?

Evelyn: Well, Virginia or | want to show -t to
myself-1 want to look at it. .

Interviewer: And suppose Mrs. ____'says ‘Well,
I may as well hold it for the last cotiple of minutes,’
What are you gonna say or do now to get it back
fromy her?, ' -

.

Discussion

N

B.

tosget it back from {name of lower- or higHer-
statusrchild or teacher)?”

3. Student -response—3rd try Evelyn: ‘Mrs. ____, please give me my purse
. v ‘cause | want to put it in my bag so | don't forget it.’
A

As can be seen from the transeript, the interviewer goes on to elicit the responses that Evelyn
would give in situafions with lower'and higher stattis peers. So far, we have described the ¢orpus
extension technique in its use with one speaker. Next we will turn our attention to the directives
used by a number of different speakers. Once we have collected examples of directives using the
corpus extension technique, how do we talk about the examples, .clarify them, or understand
what they tell us about language behavior and social interaction. . )

/ * . .
A Directive Sampler: Excerpts From Other Interviews p

The second section of the transcript also contains examples of what children say in a situat'dn
where someone else has a prized possession and the object is to get it back. The utterances are
presented in order from youngest to oldest child (from nursery to third grade). As we described
before, the someone else is not just anybody and the prized possession is not just anything: in this
particular section, the interviewer has noted the name of 2child determined to have high status

3
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» : and has identified a possession bejonging to and prized by the child being interviewed. In this
. ‘ C - Way. the context 1s established and a response appropriate to the situation 1s elicited As we can
\ see, the responses range from C e . ’
, P " o Robert. let me have my baseball book back
s tc') .

- * Can | have my ladybug, Laura '
to . / ©
i ’ * I'm going to let you play with my Barbie.dolls. -
, . . We have defined the situation as a directive one, and we want to talk about these utterances as
éxamples of directives. Theé issue is how utterances that seem so"diverse can be seen as examples
, of the same language function. ) ) |
: The first utterance, Robert, let me have my baseball book back makes overt or difect reference
" to the issue at hand—that is, getting the baseball book back. In addition. the “let me.. . .” gives
this directive the form of a commantd or an imperative. Now look at the second utterance. Can| -
] have my ladybug, Laura? While it does'make referenicé to getting the object back., it does so in an
~ indirect way and is essentially an expression of the speaker’s wishes. The form of the utterance is
~ a question, as opposed to an imperative. With the third utterance, I'm going to let you play with
< ’ , my Barbie dolls, the speaker seems to be bargaining with the hearer or offering acceptable alter-
natives as a way to get the object back. It is remarkable that an utterance with a form so different
A from the imperative—in this case, a declarative statement—can have the same function.
- . We will characterize utterances of the first type as direct directives. This group does not
- ) , _include all imperative sentences, but only those that make explicit the target task. Examples of
: . i direct directives in this section of the transcript include t,
Seth: Give that back—I was using it first.
Michael: Touigh luck, Robert. Let me havé it.
Jennifer: You give me that ruler back or | will tell Miss B.

= S , ’

It so happens that all three of these utterances are'examples of directives with adjuncts, that is,

. ’ additional material-that seems to back up or strengthen the directive. The adjuncts in these
examples are '

3 . !
N was using it first. : : . v e ‘
- ‘ ‘ Tough Juck, Robert. va L h
. L'will tell Miss B. - ‘
. . - ]
23 . Not all directives have adjuncts. ’ 28 : o ’

— . v
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% .
Utterances of the second kind are indirect directives. They are references to the action or to .
the outcome of the action in utterances that are not imperatives. Other examples here are

N .

- Seth. Please may | have my cable car back? .
Andy:  It's almost time to leave so can | have them back? .
Jennifer: . could 1 please have it back now 'cause, 'cause it's- mine and | really, really -
want it back righ} now. . o -

o
.

Finally, we call utterance of the third type inferred directives. While they do not refer dirgetly
to the action or the outcome of the action, they can be said to refer to the rights of the speaker the .
object in question or to the reasonableness of the request One of the ways that the speaker can .
refer to reasonableness is by offering positive or negative alternatives, which is what we see in the .
third utterance That is, the speaker 1s making a request that one object be returned by assuring
the hearer that another one,will take its place (i e.. the Barbie dolls). Other examples of inferred . -
directives are . : :

L]

-

o~ .
. * Ar;ﬂ»y: You just grabbed it, so when we get two, yo\u can have one to use and I can have
* " onetouse * . . -
+ Ingrid: I'm not gonna be your friend ever again.
Ashley: Lots of people really want to see my ladybug. ’ .

“Table 1is a classification of all the utterances in the second part of the transcript. Seeing them
displayed in this way leads us to some questions. For example, within each grade level. are there
differences depending upon (a) who is being addressed or (b) whether it is the first, second, or .
third try? Are there noticeable age-related differences such that younger children use more of one .
kind of strategy than older children? ' )
We see from examining the table that the use of direct directives is uncommon. In fact, direct ’ ’
difectives are never used to address the teacher—the closest such strategy being direct + adjunct. A .
Furthermore, status does not seem to affect the use of direct directives. There are two direct
directives used with higher-status peers and three with lower-status peers—not a significant differ-
ence. Only at the nursery level do we see a sharp difference between the strategies choseg for
higher- and lower-status peers: while nonverhal strategies (e.g., “I would just grab it.”) folloexﬁh\e
use of direct directives with lower-status peers, higher-status peers are consistently addressed
with inferred directives. . 4
In several instances, it appears that the children see a difference betwedh addressing the
teacher and addressing their peers. For example, in the second grade (first try), while both
higher- and lower-status peers are addressed with direct directives. an indirect strategy is used
with the teacher. In the second graders thitd attémpts, direct +adjunct strategies are used with .

peers, while indirect + adjunct are used for the teacher. -

S

e . o o

Aruitoxt provided by Eic:




" Table 1

Ist try 2nd tz@ 3rd try
Teacher High Low Teacher High Low Teacher High ) Low
Seth = Ingrid Seth Seth Ingrid Seth Seth Ingrid Seth
Indirect Inferred Direct _ Please Inferred Non-‘. -? Inferred + Non-
+ verbal . verbal
Adjunct .
Andy * Andy Andy Andy * Andy Andy * . Andy . Andy- Andy
Indirect Indirect Inferred Inferred . Indirect Indirect Indirect Inferred Inferred
+ + . o -+ + '
Adjunct Adjunct - _ Adjunct Adjunct
‘ 7
Ashley Ashley Ashley Ashley Ashley Ashley Ashley Ashley Ashley
Inferred \LQdirect ) Indirect Indirect . lnf'en"ed Inferred Inferred Inferred Inferred
+ + s
Adjunct Adjunct - - )
* Jennifer Michael Jennifer Jenr.{ifer Michael Jennifer’ Jennifer Michael  Jennifer
Indirect Direct Direct Indirect Inferred Inferred Indirect ., Direct Direct
"ot + - + +
Adjunct ‘Adjunct Adjur)ct Adjunct -
Evelyn - Evelyn Evelyn + Evelyn Evelyn Evelyn " Evelyn Evelyn Evelyn
. Inferred. Indirect Indirect Indirect Indirect - Inferred” Direct Inferred Indirect
+ Lot et + o+
Adjunct Adjunct Adjunct Adjunct p Adjunct
32 , .
: 14 33
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The overall Yrend in the entire corpus is for a decrease In direct directive strategies and an . .
increase in nondirective str igs at each new try It seems that a speaker starts oupwith an in-
.diréct directive, and when tl?e%’%arer does not return the prized possession, the speaker resorsto
the reasonableness of his requést through an inferred directive.
* Letly compare the gétieral trends to the examples on the -vrdeotape If we group the utteranges . .
‘ togethér by attempts wooks like this: y )

a & . B . S - . - .

Directive Type « 1st Try 2nd Try . 3rd Try .
Direct 3 ~ 3 (Same) °,
Indirect - 8 = 3 (Decrease) /' )
v Inferred . q 7  (Increase) ! ¥ o
Nonverbal - , 0 1 ' X
*Please % ¢ . 0. ) . . . ) . ‘ ,
Inferred ) ) : o .
“®  Reasons o ! & 6 70
* . '+ Rights L ' A L

.
N O

[ RE-N
B
°
4

- L4
We see that only six out of 45 utterances are direct directives, and.that there is a shift from indirect -
to inferred, from the first to the third trys We dlso see an apparent preference for the reaso nable- e .
ness strategy over the rights strategy, with the inferred directives. - \ - N
As we have pointed out earlier, it has frequently Been assumed that children's speech is merely L. !

an imperfect rendition of thesadult modgl. This approach assumes that children have difficulty .
producing the sounds and structures of their native language, let alone usingdifferent strategies
that reflect a variety of social situations. Intuitively one might assume that children’s directive-
wsage is limited to direct directives, and indirect and inferred steategies bemg reflections of a more - .
subtle awareness of the nature of social interaction. o O -
. It is clear from this brief look at the language produced in the corpus extension that such mtur-

tive assumptions are misguided. We ‘sge from the examples here that children are indeed aware - .

of the way that_social relations are reflected in language. They clearly know that the goal of

" rétrieving the object in question cannot always be achieved by the most direct means available.

They also display a knowledge of the appropriate larigugge forms to beused in the different situa- ; .
tions that they are corffgpnted with in the corpus exgensiogs To—
» Itis also tlear that the language: skills displayed in the corpus exténsion are rarely called upon ¢ ..

or éxamined in formal assessment situations or tests. Ironically, without the krfowledge of how to . .

make a successful request, without bemg a@le tQ,convince, explain,.or get a turn to talk, that is,

without a knowledge of how to use’languade, kndwledge of the forms of the language is praé- :
" tp a

. tically superfluous. It is our hope that this discussion of the corpus extensron technique.sheds light )
on children’s language ability vggll beyond sounds and structures and on a way to observe that g ~
. abllity ” L4 . u i ’ > X
. . o . R - Qar
Y . - 400 -0 . * 9 s d
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" EXERCISES : ‘

' . M ¢

based directly on the tape and transcript The. secomd section consists of general exercises. In
both sections, the exercise;e’n;a%ber}mnﬂ‘é‘pendemly‘ or as assignments in either a workshop
ot a class setting While t ercises may be adapted-to different workshop or class formats,
many of them are best done with pencil and paper and a tape recorder. )

The geneggl purpose of these exercises is to focus and*tefine your understanding of the topic
at hand, both through observation and discussion of the tape segments and through application
of what is learned from these observations and discussions. It is not the purpose of the exercises

to elicit criticism of the behavior of The children or the teachers seen on the tape.
. . e 4

1. EXERCISES BASED ON TAPE AND'TRANSCRIPT MATERIAL

=
I3

A. Evelyn’s Test

.
a

B

(1) Exammnd this section of the tape and transcnp't. Can the transcript be diviﬁed into parts?

Discuss where you would choose to divide it and why. Make an outline of this section.
(2) Consider the fir3t four utterances (two by Rosa and two by Evelyn). How "would you
- describe .them. and are they distinct in any way from what follows?

"

*(3) Consider Rosa's next five utterances. Would you say that they have a purpose? If so, how
~do they accomplish it? ] \ - v

s \]

[~ (4) In the first part. Evelyn provides four answers to Rosa's question “What are you gonna say
" ’ or do ?" Pull these_four answers out of the transcript and write them down in
sequence (The second and thipeanswers are actually one response.) Are there any differ-
5 ences betweer the four utterances?-What kinds of differences are they, and how would
' youeﬁlescribe them in your own words? Think about the charat!'e’rﬁiyc;ﬁ?entioned that
sinfluence how people do things with words.

\

(5) Repeat exércise 4 with {he next two sections of the transcript.

"The following set of exercises is divided into two sections.’ In the first one, the exercises are -

2




B. A Directive S.amplk ‘

(1) Compare the answers within each of the nine segments of this section of the transcript (i ®
compare the following utterances in the first part):

Seth- Please may [ have my cable car back? )
Andy: May | please have my puppets now? I'm finished with the house.
Ashley- Can 1 put it on the science table') :
Jennifer: Miss ____, can | please have my ’[unintelligible] back now?
“ Evelyn. | will say, um, my mother wants me to bring my purse home orsum, I want to
M bririg my purse home um, ‘cause | don't want to leave it here "cause it might

get mishandled or something, and someone might be goingf® Mexnco and
might steal some money to spend in Mexico.

]

’ ' '
(2) Compare utterance #1 in se@nent [ with utterance #11n segmen.{ll andlll, 1 e

Seth: PLease may | ... (segment'l) ; N
Ingrid I'm goingto . ©~  (segment II) ~ N
| _Seth: Give that back . . . . (segment III)

What is.the major difference concerning the cqntext of these utterances? Does that account
for the differences between the utterances? If so, how?

-
7

(3) Repeat this exercise, comparing the remaining utterances (2. 3, etc ) in the, first try
segments (I-1l) with their correspandiggly numbered utterances in the second try segments
(AVAV])] and the third try segments (Vll 1X).

AN

(4) Now compare utterance #l in segment I to the first utterance.in the fourth segment and
first utterance in the seventh segment Again, what is the major factor that distinguishes
these utterances" Does this factor influence the form of the utterances? If so, how?

(5) Repeat this exercise as follows by comparing the

4th utterances in 1st. 4th, 7th segments
5th utterances in Ist, 4th. 7th segments. -

2nd utterances in 1st. 4th, 7th segments. ‘ o
»  3rd utterances in 1st. 4ti.*7th segments. .

-

Exercises

1
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II. GENERAL EXERCISES .

/’
7

(1) ‘Using the outline you made for question 1 in section 1. create a test that you could use to
test directive use with some of your students. Remember that it must include contextual
build-up material and the names of specific children.

»

(2) Try out your test, tape-recording it if possible. What are the directive strategies used? Are
status differences reflected in the choice of directive? What did you find out that gou didn’t
expect to? For example, did children that you had judged as ineffective/effective Ianguage
users seem to be more or less effective? . .

o
v

(3) Devise and implement a similar test to elicit the strategies that children use to,
(a) get comments and/or praise on their work. —
,' (b) request clarification on some problem they encounter,
" (c) explain an assignment to a peer.*
’\ Once again, describe the strategies used. Can the strategies be grouped in any way? Are
status differencés reflected in choice of strategy? Did you see any strat?xes that you had
not been aware of before? —%

’

(4) Take note of situations in everyday life in which someone s requesting clarification. Be

sure to notice -
(a) who is involved in the situation (friend, boss stranger age dnlbferences sex dif-
fererices); '

(b) what verbal strategy is used:; .

(c) what follows the request. L
Would you-say that all requests for clarification that you observed were accomplished suc-
cessfully? Wh\at accounts for a successful or unsuccessful request?

i

(5) Make a note of the requests for clarification that occur in your classroom, those directéd'to
you as teacher, and, if possible, those directed to peers. Compare the classroom examples
to those you collected elsewhere—what differénces do'you notice? Can you say that chil-
dren’s strategies are different from those used by adults? If so, how?

.
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THEORETICAL FRAMEWORK
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This theoretical discussion provides the reader with an idea of the background in which the
research discussed in the booklet occurs. Several related approaches to language will be dis-
cussed—approaches that have a common focus on the intersection of language usage and social
behavior and the nature of language as a tool for accomplishing social tasks.

Let us begin this discussion by considering three examples from the transcript. In his f}rst
attempt to retrieve a possession from his teacher, Seth says: ' .

Please may I have my cable car back?
However, in his first attempt to retrieve a possession from a lower-status peer, he says:
Give that back. | was using it first,

L

In his second attempt to get the possession from a lower-status peer, Seth reports that:

Twould =1 would just grab it away. .

This last example provides an in’é:esting contrast between Verbal and nonverbal strategies used .
to accomplish a particular task. It also provides clear evidence for the idea that by uttering certain
sentences, speakers are doing something as opposed to simply saying samething. Exploration of
this concept was begun by British philosopher J.L. Austin (1962), who pointed out that there
are certain actions that cannot be accomplished without language. For example, in many cultures

. people are not considered married until certain sentences have been spoken both by the couple
and by"other authorized individuals: Likewise, the christening of a baby is not complete without
the speaking of appropriate words by the appropriate people. Austin concentrated his investiga-
tion on a relatively small class of words known as performatives, words which, when used by a
suitable speaker in a certain form (first person singular, present tense), accomplish an act or do

/—- something. Examples of performatives include: . :

*  ® I now pronounce you husband and wife (said in the course of a marriage ceremony).
® [ christen this ship the Queen Mary (said while smashing a bottle of champagne against
the ship). N I )
¢ Elmer, I baptize you . .. (said while sprinkling water on Elmer’s forehead).

Austin also suggested that in order for the utterance of a performative sentence to be valid and
toin fact do something, the circumstances or context in which the 3tterance occurs must be right.
For example, for the utterance | now pronounce you husband and wife to be valid, there has to
be such a thing as a wedding ceremony whichpeople accept as evidence that a couple is married,

.and the ceﬁmony is not valid unless the right people conduct it (e.g., a priest or a justice of the
peace) in the acceptable manner. ’

-
“ N
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While Austin's work s limited to a small set-of almost formula-like utterances. 1t has inspired
finguists to explore the concept of doing things with utterances occurring in everyday conversa-
tions as well We see evidence of this concept in Seth’s utterancés. In her first attempt to retrieve a
possession from a higher-status peer. Ingrid says

I'm going to let you play with my Barbie dolls

When, considered separately from its context. this utterance might seem to be nrelevant and
might be described as marking an abrupt ‘change of topic However, an understandmg of the

) _nature of conversation makes it clear that the utterance is entirely approptiate for the context in

which it occurs. .

Among those who have mvestlgated the nature of everyday conversatlon is the phtlosopher
H.P. Gnce (1975). He proposes the cooperative principle. whereby each participant in i conver-
sation beheves unless given strong reason to abandon that belief, that dther conversational par-
ttcﬂnt{s) act rationally, doing and saying things for the ultimate purpose of achieving communi-
cationiin the most direct way. He proposes | four maxims of conversation, principles’that ensure
clear communication: z

(1) "Be as informative as requnred be no more mformatlve than required (maxim of quantity).
(2). Say only what you believe to be true (maxim of quality): -
(3) “Be relevant {maxim of relevance); ® .

(4) Be succinct: do not be obscure, do not be ambiduous (maxim of manner).

The, most interesting part of Grice's work concerns his account of possible violations of a maxim.
For example if a professor s letter of recommendation for a less-than-outstanding student con-
centrates on the high qUahty of the student's penmanshlp and avoids topics of scholarship and
achievement. a presﬁectlve employer might say, “Hmm . . . the relevant topic here is academic
ability. Who cares about handwriting?”” The magim of relevance has been violated. The professor
did not violate the maximum just fo be ffivolous but to communicate SOmethmg indirectly.

With his account of conversational maxims and their violation Grice addresses the issue of why
utterances that seem ambiguous, irrelevant, or redundant are actually doing specific work in con-
versation. Fhe important point is that the participags in a conversation may not be able to adhere
to all the maxims and be polite or nonthreatening at the same time. It is sometimes more effective
to communicate information indirectly, and the search for an.indirect approach may result i in the
violatidn of a maxim. Thus, Ingrid might have said:

¢+ -

Give me back my (the possession in question).

or she could have just grabbed it. She chose instead an indirect strategy that appears to violate
the maxim of televance and yet probably accomphshes the retrieval of the possession:

I'm going to let you play with my Barbie dolls.
- One’key to understanding the relatignship between language usage and social interaction lies
; : S
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in answers to questions such as Why are people polite to one another in the first place?” or
“Why can't people just go around being as direct as necessary?” Angwers to these questions
necessarily come from an investigation of the intricate and complek nature of social interaction,
interaction which language mirrors. =

With respect to politeness, Jet us consider Evelyn;s frrst attempt to get her Mexican purse back
from her teacher: ‘?»'"

T will say, Mrs. , um, my mother wants me to brmg my purse home or, um, | want to
bring my purse home, um, 'cause | don't want to ledve it here because it might get mishandled

'gr something, and someone might be going to Mexico and might steal some money to spend .

*in Mexico. . . .

Thrs long-winded and indirect utterance contrasts with the ones that she addressed to her peers.
Again, on the first attempt to retrieve possessions, first from a higher-status bser, then fromea

lower status peer:
[

. Jeffrey, may 1 please have my [unintelligible] back? -

and
Larry, can I please have, um, those scissors back — I was using them. You can go get your
own scissors —they're just across the table. .

Even though both of these requests are accomplished with questions and are less direct than
the imperative Give me that, they ‘are nevertheless 'more direct than the utterance addressed to
the teacher. It is clear that Evelyn is aware of the different levels of politeness that come into play
when addressing teachers and peers One. might even say that in the utterance addressed to the
teacher, Evelyn vrolazé( the maxim of quantity and perhaps the maxim of relevance.

Robin Lakoff’s wotk on politeness in conversation (1977) should be noted here. She suggests
that if a maxim is mtentronally violated—that is, if a speaker says {oo much or too little or says
something-that is apparently irrelevant, ambrguous or untrue—it is because the speaker may be
trying to conform to another set of rules that would, in turn, be violated if the speaker adhered
strictly to Grice’s maxims.. This other set of rules'are rules of politeness, mcludmg

~

¢ -formality: do not impose, remain aloof

® hesitance: gllow the addressee options; : -
® equality or tamaraderie: act as though you_ and the addressee were equal; make the ad-
- dressee, feel good . v

question or an imperatiVe would restrict the teacher’s options. With her statement, Evelyn srmply
expresses her preference without demanding that the teacher agree with her.

In @ddressing each other, speakers,clearly make assumptions ‘about the beliefs, desires, or
‘capabilities of the addressee, and these assumptions are reflected in the language used. Some

scholars claim that speech rests on mutually shared beliefs or condmons that make the perfor-
L

The rule most relevam%og\E‘/velyn s utterance is probably the one pertaining to hesitance’.To use a

.

&
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Aruitoxt provided by Eic:

4

— (1) Type this.

-

.

mqnce'of the act possible. This means,.for example. that for a request to be successful. the
speaker making the request must believe that the addressee 1s able or willing.to do what 1s re-
quested. Thus, in two attempts to retrieve a'possession from a higher-status peer. Ingnd says

.

I'm not gonna be yqur friend ever aga?n
and . . ‘
F'm not gonna talk to you ever again

?

The condition here 1s that Ingtid’s friendship or her participation in conversation is desirable. a?jj
the threat of losing it is enough to induce the addressee to return the object in question
An important characteristic of what might be referred to as “classical” speech act research
{Montes, 1970) is that it primarily examines the utterances, and not the situation in which utter-
ances occur. To understand the importance of this distinction. consider the following:

’

(2) Please type this.

(3) Would you mind typing this? -

(4) What are you doing between now and 11:45?
(5) I need this by noon. = ‘

In the “classical” speech act appréach, utterances 1-3 would be classified as directives. numbers 1
and 2 being direct directives, because of the bare imperative form, and 3 being an indirect direc-
tive The connection between example 3 and examples 1 and 2 could be explained in terms of a
condition on the speech act of requesting. That condition might be expressed as “the speaker of
the request fears that what he is requesting might be an imposition on the hearer." or “there exists
the possibility that the speaker's r. quest is an imposition on the Rearer.” Reference to this
possibility is made in the actyal request. So, in this line, of reasoning. if the request’is not made
directly, it can be made indirectly through reference to one of the conditions on the direct request
A crucial point about this kind of analysis and the preceding examples is that the analysis really
provides no way of accounting for examples 4 and 5. which occur as requests in situation’s similar
or identical to the ones in which examples 1-3 occur. Consider an example from the trariscript— .
Ashley’s first attempt or retrieve Her paintbrush from a lower-status peer: . ”

Y

[ went down to get some more paint én,d you took my paintbrush. [ want my paintbrush back.

This utterance falls into the category of inferred objectives, with a clear statement of Ashley’s desire.
One might ask, “Well, what would happen if the point of departure for an explanation of lan-
guage usage was function. That is, given a language function such as requesting, what are the dif-
ferent kinds of utterances that speakers«ase to accomplish that function?” That, in fact, is the
approach underlying the research project on which these materials are based. As Montes (1978)
states in the final report of the project: . ’

.. . our corpus is not limited to those forms which'a speech act analysis would identify as
- <
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directives but 1s imited to a particular setof situations —where the addressee has an object .

over which the speaker has rights. We are interested in understanding the rangeygfutter- , ..

ances —their form and content and function—that are available for use by children'in thes¢ -
+ situations We are also interested in noting any variation in the range of .utterances available

by virtue of characterstics of the speakers (théir-age, their sex, their percelved‘language L]
- use ability) and characterlsncs of the addressee and the urgenéy of the situation. (p.1)" . °

Thus. the unifying factor in the research descnbed in‘our materlals is an approach to explaining . . - . .
and understanding language within tﬁ‘é larger context of social 1ﬁteract|on While such-an ap- . . - Ve
proach may not surprise the reader, on@ must remember that social and interactional factors are ’ ‘. o . .

P relatively recent additions to descrlptlons of language. Previously, language.was by ‘and large ex- . . . .
plained and understood as an autonomous system. The focus on "the relationship between lan- '

~ “guage usage ahd context came about pattly by default. examination of language usage within the ™' . et xreee e e .
autonomowus system framework raised questions about language that. could not be explained in+ -
terms of that framework. When researchers began lookmg at.the corg /t of use, some of these . : . e
questions were answered and agiew perspective on the nature of farigudde,began to emerge. What ~ . ’
also began to emerge was evidence in children's speech of functional language strategies, hitherto .. .-
described only for adult speech."We see“numerous examples in, these, aterials of children’s
knowledge of and facility with sophlstlcated and subtle language strategias._ s. Children do indeed: , ’ ’ ) 3 .
have a way with words ) . ‘ ) . /' . L .
- . R £ _ .

.
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'GUIDELINES FOR TRANSCRIPTION

2

-

4 Oy

¢
Several of the exercises in this manual gequire tape-recording and

franscribing portions of conversation The, following are some basic
guidelines for transcribing. A look at the transcript in this manual will
algp be useful

AN

N
.

’

N\

(1) Decide how you will refer to each speakér, either by full
name or by initial. Put this full name or initial in front of
every new turn taken by that speaker. )

Ann: .Okay. - g

Melissa: Wait. Okay.
Ann: Measure—Do it again.

-

~

In order to transcribe accurately everything a given speaker
says, you may want to listen to a small segment, stop the
tape, write down what you remember, and then listen to
that segment again. Do not be surprised if what you think

+ you hear and what'is actually said are two different things.
That is the reason for replaying difficult or qujckly spoken
segments. It may be helpful to listen to longer stretches on
both-sides of the troublesome sequence.

2)

.
»

Sometimes two people start talking at once, or one person
“interrupts another. This is usually shown in transcription
with brackets marking the overlapping section:

It's | as far out as it can go.
No, it might not be \ °

‘It is, of course, often difficult to hear what either speaker is
saying in a case ofpverlap. As you can note, the continuing
utterance of the person who keeps on talking after the over-

3)

.

Melissa:

Apn:

1 .

\Jap should be transcribed.

24
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Sometimes 1t is*simply impossible to hear or understand *
what someone-has said. This is dealt with by using square
brackets; sometimes the word uqmtelligible is also included.

a

(4)

T: I'm going to[unintelligible] I'm going to
go over to the listening center.
In other gases. you may not be entirely sure about a given

a
word or §é’<:uence._This can be, indicated as follows:

I think we're gonna have some fun.
NN

<

Pupil:

-~ e

It may sometimes be impossible to tell who is talking. This
can be indicatéd as follows:

.

(Unknown Speaker): 1don't think so. -

There may be some information concerning nonverbal

“ behavior or pauses that you want to include in your tran- -
script. Parenthesis can be used for this: oo
Albert:  Bambi.
Garnett:” (shakes head “no”) »
Albert: ~ What? : A
- T: [unintelligible] (pause) Who is Dan talking
to?

Pupils:  (raise hands)

51




¢

14
’

<.

501. Now this station is the best. Now why don’t—we
. - don’t [unintelligible] This program [unintelligible] a special -

our other program. Here’s our other interview.

Pupil:  The interviews for today are really serious. . Thank you.
: You’re not very welcome to do what I'm doing. ,° : .

&

Sometjmes children show off their facility with language like these - Rosa:
children’did. They were giving us their idea of what they think it’s -
like to be broadcasting on television or radio. In this tape we first Eveliyn:
focus on a way to get a child to let us see her language facility with- .
out waiting for her to “show off.” T

.

_/e——}(ametimes observing-children as théy use latiguage with us and Rosa:
e

ach other doesn't give us all the information we need. Sometimes it

. isuseful to know how a child’s language changes over time, or how

"some’instructional program affects the child’s langliage, or how a

. child is like-others in a-groygyor different from them. In thesé cases,

we need to be able to observe the child’s language in situations that
we can say are somehow alike. We use tests of one kind or another s

to do this. The kind of test shown next was desighed to avoid some '
of the criticism that sociolinguists have made about tests. The people

.

-and objects and events referred to in the test are all byilt from the. Evelyn:
child’s life. < — :
Please remember, it is harder to look at tapes of really occurring Rosa:

activities than at tapes of actors presenting a-performancé. Remem-
ber, too, that the eye and ear of the video- equipment emphasizes
certain things that might not noticed if you were present in the class- Evelyn:
room. Most imporfant, remember these are only short examples,
- and it is not reasonable to make judgments about the abilities or
personalities of the teachers or the students.

——

»

TAPE TRANSCRIPT. - -

Mark: Yes, ma'am. Next is our nextinterview! Next chgmnel. ., Rosa: .

~

N On The Playground » . . Evelyn’s Test

What-kinds “of things do you bring to school—or do you
ever bring stuff like for sharing time?

‘interview. Last night [unintelligjble] kidnapped. So, here's Evelyn: + Yeah. Well, someti@ we bring things—when we go on a

trip, we bring things from Oklahoma or something—if we
went to Oklahoma, we would bring like, um, a little purse
or some shells that we found that we would like to share
with the class.

Did you go to Oklahoma? \ ) . :

No. But, um, I brought in today a thingfrom Mexico. Itis a,
‘um, little purse—Mexico—and it has Mexican money in it. ,

OK, supposing, like, you know, today, that you brought
'in that purse, and you show it during sharing time to all
'ople and you explain what it was and everything, "

then you go off and do something else and you ask
Mrs. ~to hold it for you, because you didn’t want it to
get lost or misplaced or anything. And so, you know, she
also wants to look at it. So after a while, you want to get
the purse back - . :

Yeah. . * »

So what are you gonna say or do to get Mrs. ____to give

. you ydur purse back?

»

I will say, ‘Mrs. , um, my mother wants me to bring
my plrse home, or, um, | want to bring my purse home.
um, ’cause | don’t want to leave it here because it might
get mishandled or something, apd someone might be going
to Mexico and might steal some money to spend in Mexico.’

.
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Okay and suppose Mrs ___ says. ‘Well, there’s only a
little time left. so | might ‘as s well hold it for you until—you
know. until you have to go home™ and you want to get
your pugse back because you want to show 1t to somebody
else —soWhat are you gonna say or do to get it back now
from her o

OK |'would.say. "Mrs. ____. can | please have-my purse
back because | want to show it to Nancy or Evelyn or
*“Virginia’ or something

Evelyn? Isn't that you?

Well. ergnma or | want to show 1t to myself—l want to
look at 1t. .

And suppose Mrs says ‘'Well. | may as well hold it for
the last couple of minutes ~ What areyou gonna saysor do
now to get it back from her?

Y

"Mrs ____. please give me my purse ‘cause | want to put it
in my bag so t don't forget it.’

Um. you,like sewing. right?

Yeah '

That's one of the things you like best. nght? OK sup-
posing one day you were in warkshop and everybody was
sewing or a buhch of people were sewing and you were
cutting-stuff out with the scissors—you know —cutting a
pattern out and you were going to then sttch 1t
together —and you put the scissors aside and turned
around to get something that's behind you and then.
when you turn Back. um Larry has the scissors and 1s
cutting out some paper—and you want the scissors back
because you were using them and you need to fimish your
pattern. right — cutting out your pattern —so what are your
gonna say or do to get the‘scissors back.from Larry?

¢

Rosa

Evelyn.

Rosa

Evelyn:

Rosa

Evelyn:

, Rosa-

A Way with Words

I/
I'd say. ‘Larry. can | please have. um. those scisbors

back—those scissors back—1 was using them Yoy can go
get your own scissors—they're just®across the table

Well. supposing Larry says "Just a minute. I'm not done
with it "Nhat are you gonna say or do to get it back—to
get the scissors back now from him. . |

"Larry. just. just cut that cut and then go and get your own
SCISSOrS

-

»

And Larry says. ‘I'll give it back as soon as I'm done” and

you want the scissors back night then so what are you gonrta
say or do now to§t théem back from him? *

‘Larrg” f you don’
—I'm going to—l am going to throw away what you've cut '

OK. supposmg one day. the day you broyght your purse.

showed 1t to the class. and then. you know. after sharing.
sogrebody asks you to look at it—say Knistin asks to look
at it

Yeah

G

-~

OK. so you lend her the purse. and she’s looking at 1t and
you go off and do'something else and then you want to
get your purse back from Kristin—~so what are you gonna
say or do to get the purse back from Kiristin

-

I'mi gonna say. 'Kristin may | please have my purse back

7 because | think | gave you enough time to look at it *

And she says. 'I'm not done with it yet—I'll be done with it
in a mirrute’ —and there’s little ime left and you really want
to get your purse back —so what are you gonna say or do
now to get it back from her?

Uh —I'm gonna say. 'Knstin please may | have my purse
back~1Tll probably’brmg it in tomorrow agan.”

ive me back those séissors. 'mgoingto -

o




%

Tape Transcript ‘ '

Rosa And Kristin keeps it and says. Tll be done with it in a
’ minute’—so what are you gonna say or do now to get it
back from her? '

‘ |2
. Evelyn [I'm going to say. 'Kristin there's nothing more to look at it
. for—you've seen all the money. you've seen everything
inside of it. and you've seen the purse—now what's—what

. else 1s there to look at?’ RIS .

v -

A Directive Sampler: Excerpts from Othe} Interviews

Here are some of the other ways the children use language to get
objects back from-other people. The objects range from school sup-
plies through toys brought from home. The people who have the
objects range from teachers to schoolmates who are looked up to

and others who aﬁ;?pespected These are examples of the lan-

guage used in test s#dations similar to the one you just saw

» ~

L. Getting It Back: Jhe First Try. :
The Teacher Has It.

Seth 1 Please r-nay I have my cable éar back.
Andy 2. May I please have my puppets now? I'm fimshed with
. the house .
Ashley. 3 Can I put it on the science table?
» dennifer. 4 Migs .___* can” | please. have ‘my  {unintefligible}
back now?- ’ -

Evelyn 5
um. [ want to bring my purse home, um, ‘cause |
don’t want to leave it here because it might get mis-
handled or something, and someone might be going
to Mexico and might steal some money to spend in

Mexico. t . ¥

"
.

56 S

Um. my mother wants me to bring my purs’é home or.

-

Il. Getting It Back: The First Try. .
, A ChildWho Is a Leader Has It. ' :

Ingnd. 1 I'm going to let you play with my Barbie dolls '
Andy 2 [stopped swinging on the swing so [unintelligible] can
{ please have my stuffed animal bean bag back? : .
Ashley 3. Can [ have my laéybug. Laura? [, um, want to show it
to Mrs. C
- L o
- Michael: 4. Robert, let me have my baseball book back. :
« Evelyn. 5 Jeffrey. may I please have my shoe back? ’

- . lIL. Getting It Back: The First Try.

A Child Who Is Not a Leader Has It.

. Seth: 1.

An:iy.' ‘2

Ashley: 3

_ dennifer: 4,

Give that back—1 was using it first. : ‘

Evelyn. 5.

‘e

.

You Just grabbed 1t, so when we get two, you can have

one to use and [ can have one to use

[ went down to 'ge‘t’some more paint and you took my
paintbrush. I want my paintbrush back.

-Laura, give me back my ruler 'cause I really need

It ‘cause Mrs. B gave me this assignment to measure

a desk. : '

Larry, can | please have, um, those scissors
back—tM¥se scissors back—I was using them, Ydu can :
go get your own scissors —they're just across the fable.

lfsthe teacher o the child ‘doesn’t give back the book or toy or

scissors, what happens? Instead of giving it back. someone could

sa?, ‘Just a minute. I'm not done with it

yet.” Here's what the

children say on a second try. N
. 4 - . . ;

e

Py L
’
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V. Gettmg It Back; Second Try ‘ ) .
The Teacher Still Has It. ' N
Seth. . 1 Please (and then I think she ‘wouldi say Ok)
A'ndy.'—_z [ really wantt. . ‘because I'm finished with the house
Ashley: 3. Some people want to see my l~adybug.

Jennifer: 4. I'm gonna say. um, I'm gonna say that well, | want to

play with it with a friend and she wants to play now

and [ want to. too. And it's mine, anyway.

Evelyn: 5. Can I please have my purse back because | want to
show it to Nancy. o

V. Getting It Back: Second Try.
A Child Who Is a Leader Still Has It.

Ingrid:* 1. I'm not gonna be your friend ever again.

Andy. 2. It's almost time to leave so can | have them back?

o' .« - e »

Ashley: 3 Ineeditto give it to Miss ___
Michaél: 4. You've had enough nme lookmg at it.
. . /W\..

Evelyn: 5 May | please—-—Jeffrey, may I please -have my shoe
"~ back—my mother doesn’t want it to get broken and
. she doesn’t want people to be handling it too much.

%

VL. Get’ting it Back: Second Try.
A Child Who Is Not a Leader Still Has It.

Seth:.™ 1. | would, I would.just grab it away.

.

_Andy: 2. I'm buildjing a building and you're just playing with it.

’

-A Way with Words

[ : ' .

That’s not what you do with a block, so can l have it
back now? \

~

.
Ashley: 3. I need it back to finish my painting.

¢

*Jennifer. 4. When Miss B [unintelligible] I'm .gonna tell-her that
you took it. ‘ )

Evelyn: 5. Larry, just cut that cut and then go and get your
own scissors.

a «

\ .
' L

What happens if the teacher or chnld refuses again to give it back,

saying ‘Wait a minute. Just a minute.’ Here s what the chnldren say

on a third try

VII. Getting It Back: Third Try. .
Looks Like The Teacher Is Going To Keep It. ¢

Seth: 1. Well, it would be all right. That's what | would say.

N Andy: 2.\ May 1 please have it?

Ashley: 3. Lots of peéple 'reailvy want to see m5‘1 lad;bug.

Jennifer: 4. [unintelligible] could I please have it back now ’cause,
‘cause it's mine and I really, really want it back right now.

Evelyn: 5. Give me my puise 'cause | want to put 1t inmy bag so |
don’t forget it.

L3

-~ .

. VIII. Getting It Back: Third Try.

Looks Like The Child Who Is a Leader Is Going To Keep It.
ingrid: 1. I'm not gonna talk to you ever again.

Andy: 2. ltis really almost time to go~h0me—look at the clock
and see for yourself. Y "‘

.59




Tape Transcript ' .

'Asﬁey: 3. I need my’ladybug
Michael: 4. '[:ough luck, Robert Let me have it

Evelyn: '5 My mother said. um. after | finish showing it for me to
put it back 1n the.plastic bag and | already didn't héten  “ -
to her once and let you see it and then iPwould be . . ‘
worse if I let you see it more /

IX. Getting It Back. Third Try. o
Looks Like The Child Who Is Not a Leader Is Going To Keep it.

Seth 1 [unintelligiBle] I would start hitting.
Andy: 2. Ireally want it ‘cause [ want to ﬁni,sim' n{y_bullding.

Ashley: 3. Ireally need. um. I need it for my*painting.

Jennifer: 4. You give me that yuler back or | will tell Miss B

Evelyn: 5 Larry, if you don't give me back those scissors. I'm
- . : going to—-Im going to—I am going to "throw away .
what you've just cut.

On The Playground . i B ; .

Mark: Yes, ma'am Next is our next interview! Next channel. . .
501. Now this station is the best. Now why dont— we
don't [unintelligible] This program (unintelligible] a
special interview Last night {unintelligible] kidnapped —_
So. here's our other program. Here's our other Interview—————— -~

¢ L -
Pupil  The interviews for today are really serious: Thank you - —
* You're not very welcome to do what I'm doing. -

B an o o N




