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Executive_ Summary

Informal education is the focus of this research for both
theoreéical and practical reasons. Characteristics and effectS-of
formal education have been studied w%dely. Howevef, much human education
continues to occur outside formal educational settings. In order to ‘
be more compiete, theories of human learning and culéural influences
on learning need to take informal education into account. On a
practical level, it is hoped that;informatidn about informal edﬁcation
will provide potential solutions to problems in our schools. . ,

Most information about informal education has come from anthro-
pologists' descriptions of non-industrialized societies; we know very
little about informal education in industrialized societies. Studies
of informal education in industrialized societies are needed for
practical applicaﬁions in our schools and”to‘extend our understanding
of the variability within informal education.

Data previously collected in the town of Utuado, Puerto Rico,

_provided an opportunity to use an existing data base to examine this

issue. The briméry'data used for the analyses presented here are
home activities of a sample of twenty-nine kindergarten—aged children.
A total of ninety'minutes of observation was done per child over four
observation periods. In the sample there are. ten mid@le class boys,
four middle class girls, .seven lower class boys, and eight lower

class girls. The mean age of the children is six years three months,

-with a range between five years seven months and six years eight

months. Ethnographic field notes and interviews with the children's
female caretakers were also examined. )

The goals of this study are both methodological and substantive.
One aim is to deﬁelop methods for identifying informal education '
episodes in '"stream of behavior" data that document children's every-

day lives. The substantive goals including the following: describe
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the characteristics of children's infofmal education for three skills,
' describe the context of these skillé, determine if the~éenéralizations
developed about informal education in non-industrialized societies are
valid for children in an industrialized society, and determine the
relationships bétween type of skill-to-be-learned and the character-
istiéé of informal education episodes. A final goal is to conduct a
preliminary analysis of the instructional intéractions that occur
during informal educatlon eplsodes )

The three skills examined ar%;}lteracy, chores, and rule-bound
games. To identify informal education episodes of these skills within

"stream of behavior" data, I developed the notion of "

potential
learning activity" (PLA). By this I mean a behavior of sequence of
behaviors tﬁat can result in learning on a specified topic. We
identified and delimited within the observations all occurrences of the
target childfen's PLAs for each of the three skills. Our general rule
was to include all instances when a target child performed an activity
related to the skills, explicitly watched or imitated another doing
such an activity, or was the objéct of verbal or nonverbal instruction-
in. the skill. PLAs were classified as involving observation, .
.imitation, or perfgrmance (i.e., actmally doing an activity'related

to the skill). ‘ Performance PLAs were further divig?d into those the
target children did alone and those they did wifh others. \,

Of the three Skllls, l}{eracy PLAs are the most frequent (N=62),
chores are the next most frequent (N=38), and games are the least
freqﬁent (N=28). I will describe the content and context of the PLAs
for each skill separately before comparing quantitative ‘characteristics
across the three skills.

Literacy artifacts are a natural part of the home, éommunity,la
and sg¢hool settings in which the kindergarten-aged children move.
Literacy artifacts were observed in all the children's homes and some
of the children;s caretakers reported.having as many as 300 books.
Among literacy PLAs, Qery few»invoive observation or imitation; almost
all of tﬁe literacy PLAs involve the target children actually per-
forming an activity related to literacy. Four different types of

activities are included as part of literacy: ' reading, writing, counting,
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and preliteracy. In most PLAs the target. children do only one of these -
activities during a PLA. Counting occurs most frquently, followed by
-reading;’then preliteracy, and finally writing. In about half of the

performance PLAs the target children do the activities alone and in the

" other half they do them with others.

Because they are the most frequent.type, performance PLAs are
~described in more detail. In performance PLAs involving reading.a wide”
variety of artifacts are used: playing cards, comic books, newspapers,
books, and other objects such as gum wrappers. In reading aloﬁé\the

children usually look ét the artifacts without reading aloud. Chikdren
read with others while playing games, asking sbmebne what was writtén
on the artifact, and reading aloud from school noteboéks. Counting
PLAs usually involve the children eounting ‘aloud in ordinal sequence
- the number of objects in front of them. The objects counted include
toys, Buttons, flower petals, and photographs. Counting PLAs done
with others also involve the target children in counting as part of
games. Preliteracy PLAs done alone include drawing, coloring, and
putting together puzzles. Preliteracy PLAs done with others include
doing puzzles, coloring, and playing linguistic games. ' There is
only one writing performance PLA. During it the target child sits
-alone at the kitchen table and copies words into her schoolﬁ;otebook;
The second skill examined is ch6r§s. As in other industrialized
settings, chores in Utuado are not a direct preparation for the
vchildren's majog adult'economic roles or a major contribution to the
famiiy's economic life, though they do contribute to the comfort of
the family by maintaining the household. In chore PLAs, observation
and imitation occur infrequently; almost all are performance PLAs.
About half of these are done alone and half with others. The types
of chores done alone and chores done with others.are similar. The
most frequent include carryiﬂg something to another location in the
house, throwing something in the tfééh, washing a dish, sweeping
the floor, picking up toys, and cleaning. ’
The third skill examined is rule—bound’gémes. Since the_
observations that form the corpus under examination were collected
during the summer between kindergarten and first garde the children

a
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had a fair amount of freedom to determine their activies and spent a
great deal of t1me in play. Observation and imitation never occur
during these PLAs; all involve the children actually playing a game
with others. Many games are played, including cooperative circle
games, games that invcive listening carefully to someone else's speech
and responding with the'appropriate behavior, games invoiving marbles
or billiard balls, tag games, as well as card and board games.
r4Other characteristics of the PLAs were examined in a comparative
perspective, providing informatipn about the relationship between
skill-to-be-learned and the characteristics of informal education
episodes. I found some similarities and some differences atross the
three skills. Skill does not seem to significantly affect type of |
informal education: almost all informal education episodes are per-
formance PLAs, observation and imitation PLAs are rare. Skill does
not seem to affect the.proportion of people older than the target
child who are involved in the PLAs; over three-fourths of the others
in the PLAs are_older-than the target children. Some other character-
istics related to the pecple participating in the PLAs are affected
by skill. Literacy and game PLAs have similar patterns in that the
target children themselves initiate about half of the performehce
PLAs done with others and they initiate their own participation in
these PkAs over 90% of the time; 'in chore PLAs the target children
initiate one fourth of the performance PLAs done with others and they

" initiate their participation in only about one third of these PLAs.

Literacy and game performance PLAs are also elike in that most of the
non-target persons in the PLAs areefriends and relatives other than

the target children's parents and ‘grandparents; in chore PLAs the
targets' ‘parents and grandparents account for most of the non-target
persons invdlved. Literacy and chore PLAs are different from game'

PLAs in that_approximately half of the performance PLAs are done alone
and half were with‘others; in game PLAs all are done with others. Skill

is definitely related to the frequency and length of the PLAs. Literacy

'PLAS occur more than twice as often as game PLAs. Game PLAs done with

others are the longest (mean = 6.7 minutes) and chore PLAs are the

" shortest (mean = 2.1 minutes); literacy PLAs have a mean of 3.4 m1nutes.

Skill is also related to the number and characteristics of the target
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children involved in the PLAs. Middle class children are more likely
to do literacy PLAs, girls are>more 1ikely to do chore PLAs, and: boys
are more likely to de game PLAs. |

The second comparative queetion asked in the study is whether the
generalizations developed for informal education in non—industrializedﬁ
societies are valid for informal education in industrialized soeieties.

I found that the characteristics of informal education for kindergarten-

. aged children in Puerto Rico are both similaf and dissimilar to informal

. education as described for nonindustrialized societies. In both

settings, participatory learning is important, the learner is responsible
for initiating opportunities to obtain knowledge or skills, and in-
structors are relatives or close friends. Differences seem to exist in
the area of method. In the Puerto Rican data examined here observation,
imitation,. and demonstration are not the primary methbds employed ’
whereas these are important methods in non-industrialized settings.
Also, the role of the social contribution of the learne; does not seem
to be as important in Puerto Rico as it is in no;:industrialized
societies.

The final goal of the study is to provide a preliﬁinary analysie
q; ihstruc;ional interaction%’occurring during the PLAs. I was interested
in determining if one particular form (the three-part sequence of
initiation-reply-evaluation that is so characteristic of formal education)
occurs during inforﬁal education episodes in Puerto Rican children's ’
homes and, more broadly, I wanted to examine several characteristics of
the instrectional interactions. The initiation-reply evaluation sequence
does occur in the PLAs, but very infrequently; the forms that do occur
varf widely. Two characteristics of the initiation-reply-evaluation
sequence in”schools are that they are initiated by the instru¢tor and
deal primarily with factual information; the instances of‘this sequence
occurring in the PLAs also have the same characteristics. However,
most of instructional interactions in the PLAs have very different
characteristics. Most are not initiated by the instructor, but are
responses to the target children's behavior or speech. And most deal
with process, i.e., how to do something, rathef than with facts. These
data suggest that the differenees in the forms used in inetructional
interactions in informal and formal education settings may be reiated to

underf?iné differences in the approach to and content of education in

these settings.




The degree to which instructional interactions are responses to the
children s behavior, and the degree to-which the target children initiate
the PLAs and theix ow% participation in them is consistent with attitudes
the caretakers of the children expressed during interviews and participant

observations in connection with their notion of capacidad. Capacidad is a

complexiconcept ﬁhat refers to a.person's present abilities, social

f maturity, and his/her readiness to learn more complex skills or social

\ behavior. The caretakers said that young children have little or no
caQacldad and that as they gain experience they increase their cagacldad

~little by little. Children vary in their capacidad; some learn early
and some later. Caretakers said that one cannot force children to learn
if they do not have the capacidad to do it; ,. R

The limits of the data base as well as the time and money available

for this study placed many restrictions on the analyses that.could be
performed. Many questions remain unanswered Some will be the focus
of future analyses, some cannot be answered within the context of this
existing data base. However, the results presented in this report pvo-

vide a needed step in our understanding of the varieties of informal

education. ° ‘ ) &
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", Chapter 1 ' e : :
INTRODUCTION . , - y

Q”

[ . '

- This report presents a method for identifying informal education

] episodes in "stream of behavior" data and provides*a descr1ptibn~of the -
1nformal eduLation environments of kindegarten-aged children in Puerto |
Rico. Data previously collected in the town of Utuadd provided an

y oppcrtunity to use an existing data base to study these issues.: The .

. primary.data used are detailed observations and'audio‘recordings;of the

home activities of a sample of twentyénine kindergartenéaged children.

Ethnographic field notes and interviews with the(children's female - S

caretakers Were'also examined.»-Descriptions are provided.of'the |

vchildren's informal education for three skills (literacy, chores; and

r 1le~bound games) , the contexts of these, skills, and the instructional ' ,

interactions that occur during informal education episodes. Generali- '

zations developed about informal education in non—industr1alized '

societies are examined to see ifuthey are valid for children in)an

industrialized society.

~ .

The characteristics of educational. processes (i.e., ‘teaching and ) !

learning) has been a focus of research from a variety of approaches. .
However, until recently most of the effort in the U.S. has been directed
to controlled laboratory studies (e.g., Hess and Shipman l965)‘or to
studies of formal school settings (Mehan 1979; Shuy and Griffin 1978). °
But these approaches provide a limited data base. Humans had been
teaching and .learning new skills and knowledge long before there were
formal schools or controlled laboratory settings. Children in the
U.S. develop cognitive, linguistic and cultural abilities before going
to school; individuals continue to learn outside school settings both
during their school years and after they have completed formal training.
Teaching and learning that occurs Qutside formal school settings is
usually called "informal education.” '
NG

In the past five years there has been increasing interest in the

. . 1
characteristics of informal education for several reasons. First,

1y "
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.. N it represents a major gap in our knowledge about human education. In

orqer to be/more complete, tneories of human learning and cultural
influences on learning need to take informal education into account.
Second, it is noped that information about informal education will
provide.potential solutions'to problems anour schools (siee Childs

and Greenfield 1980, Moore 1981). .

Antnropologists have provided descriptions of informal education
- from many traditional, non—industtialized societies (e‘g. Fortes
l938 Mead 1928; Whiting 1941; O'Neale 1932; Middleton 1970). In their
T reviews of many of these studies, Scribner and Cole (1973) and Greenfield
. . and Lave (1981) summarizekéertain generalizations about the methods
| _used in informdl education: " v A
| ' .\ . . . *
. l. :Learning is primarilyiby observation and imitation (in
contrast to learning'that is acquired primarily througl
e | oral instruction), ’
2. Particpatory learning is ‘an important pethod,
‘ 3. ' Teaching is primarily ,by demonstration,
- o | . 4. The learner,&s responsible for obtaining knowledge and
. Lol skills, and '
' 5. There is ‘little or no+ explicit pedagogy or curriculum.
. ” Tnere are also generalizations about the setting and motivations:
.‘f/. 6. ) It is embedded in daily activities and in contexts
- where the significance of what is to be learned is
intrinsic in the context, )
7. It is motivated by the social contribution of the novices,
K - | 8. Instructors are relatives and the persvnal nature of the
relationship between the learner and the instructor is
'an’important motivational factor.2 ‘
g

'
Al

Unfortunately, these generalizations are based on naturalistic
'oﬂservations of varying quality and until recently we have had mo’
detailed observations of education in non-school settings that could
be used to test these generalizations.. Childs and Greenfield (l980)
offer a model of the kind of uata needed. Usiné videotaped data‘of

- Zinacanteco girls learning to weave they tested the generalizations
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outlined above. They found that observation and participatory learning

are an important part of their weaving education, that learning occurs

in contéxts where the significance of\the weaving is obvious, and that

the learner and the teacher have a veiy personal relationship. Thus,

their work generally supports previousvcharacterizations about informal

learning inVtraditional’societies.' Récent work by Lave (see Greenfield

and .Lave 1981) and Moore (1981) also provide important methodological

~and subgtantive insights for our understanding of informal education.

: \\ Although these recent studies have greatly contributed to our

understanding of informal education tnrough the collection and analysis
of very detailed dsta, tney have several limitations that need to be
highlighted here. First, all focus on learning activities that take
place over a;periodfof time and that involve complex and economically
important skills This focus is a potentially rich source of 1nformat10n

about a particular type of learning dctivity, but does not g1ve us

<informat10n about the variety of other types of educational activities

that we' can expect to occir in thé daily lives of children. -~ Also,

- the analyses have not explicitly examined how methods and characteristics

. "of informal education vary as the topic—to—be—learned changes. (Moore's

(l98i) programmatic statement does suggest, however, that topic
as well as othet nonbedagogical features of the social context are

important sources of variation.)

Another limitation is that most of the work studying children's

informal education has been conducted.ambng groups in non-industrialized

. settings. We need to know the characteristics of informal education

children in industrialized societies routinely experience as part of
their ddily liveS.3 The most complete.naturalistic evidence for groups
in the U.S. exists for American Indians. ‘Phiiips (1972:387) outlines

an idealized learning sequence based on her observations among Warm'
Springs Indians: ' (1) Observstioﬂ, which of course includes listening;
(2) supervised participation' and (3) private, self-initiated self-
testing. This sequence and her descriptions are consistent with the

generalizations ‘offered from research in traditional societies (see

‘
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also Cazden and John 1971). But Philips' work also supports a point made
earlier, namely, that there may be a variety of types of learning '
activities and events that occur in children's lives. After presenting

the idealized learning sequenée‘quoted‘above she adds:

It is not the case that all acquisition of skills
proceed through such phases, ﬂowever, but rather:
only some of ﬁhese skills‘that Indian adults
consciously and deliéerateiy teach their children,’
and which the children consciously try to learn

(p. 387).

A second set of quesﬁions derives ‘from the recent literature on the
nature of instructional interactions in formal classroom settings.
Several researchers (Mehan 1979; Sinclair and Coutlhard 1975; Shuy and:
Griffin 1978) have reported that a three-part sequence of "initiation-
reply-evaluation" is characteristic of most instruction occurring‘during

formal classroom lessons. An example from.Mehan (1979) follows:

Initiation Reply Evaluation
Teacher: What does this . . Jenny: One ' Teacher: . Okay.

word say? Jenny

The reason that this work raises questions for the study of informal
_education has been clearly stated by Merritt (1980:5) '"We know that
children from. all backgrounds‘héGe learned rules for talking with
parents and peers before they come to school and~théﬁ new rules must be
acquired for classroom communication. Recent evidence has sugggstedﬂﬁhai
children haVe more difficultyin acquiring classroom discourse rules'
when they are very differeﬁt from 'home discourse' .rules (Philips 1972,
»Erickson and MohaEt 1982)." Réstating Merritt's commént‘in terms of
questions about informal éducation, we could ask if instructional
interactions occurring during informal education havé the three-part
sequence so characteristic of school lessons, and, mofe broadly, what

the characteristics of informal instructional interactions are. T~

4 .
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Data previously collected in the town of Utuado, Puerto Rico,
‘provide an opportunity té use an exisiing data baée to examine some
of the questions outlined above fof’informal education in an industrialized
population. Urban Utuado has approximately 12,000 people and is located
in the rural coffee region of the island. The primary data base used
for the analeés presented here are detailed observations and audio
recordings made of the home behavior of twenty-nine middle class and
|  lower class kindergarten-aged children. Ethnographic field notes and

"interviews with the children's female caretakers are also examined.

The broad purpose of the study is to describe and analyze the
children's informal -education at home. ‘The specific goals of the_stu&?
are'both,methodological and substantive. One aim is to deveiop method;
fof identifying informal education episodes in "stream of behavior"
data that document children's everyday lives. The substaqtive goals
include the following: describe the characteristics of children's in-
formal education for three skills, describe the conﬁexggbof these skills,
determine if the generaiizations developed about informal education in
non-industrialized’ societies are valid for children in an industrialized
society, and determine the relationships betweeﬂ‘type of skill-to-be-
iearned‘and the characteristics of informal education episodes. A
final goal is to conduct a preliminary analysis of the instructional

interactions that occur dufing informal education episodes.

- The literature on informal education reveals three different foci o
in defining this notion: topic, method, and setting (see Cohen 1971; -
Scribner and Cole 1973; Childs and Greenfield 1980 for contrasting

s

-t

setting to delimit the scope of the study; method is allowed to,vary.i
‘The teaching and learning of skills (as opposed to cultural values
and language) in the home setting is the focus. Within the category

v of skills three have been chosen for detailed analysis: iiteracy,

chores, and rule-bound games. These were chosen because behaviors
related to. them occur relativel& frequently in the observations, they
provide a diverse sample of kinds of skills to be learned, and they
differ in their functional significénce in the culture. Literacy

3

ES

definitions). To meet the goals of this study I have used topic and Y
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is related to school perﬁbrmance, chores are related to adult roles, and

" rule-bound games are_important,iﬁ the children's world of play.

The next chapter in this report describes the nature of the‘data
base used as well as the procedureé developed for identifying and
andlyzing informal education episodes. In the Pbird chaptér results
are presented separately for each of the three skills and then comparisons
aré made across the three topics. - The preliminary aqaleis of in-
structional interactions is also presented:. The fourth chapter summarizes

the findings of the study and points to future research.

[
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Notes = Chapter 1

Lo

lThe cognitive consequences of informal education has been a major
concern in the literature (e.g., Scribner and Cole 1973; Greenfield
and Lave 1981), but is not a primary focus here.

2

-

Chjlds and ,Greenfield (1980) also propose several generalizations
about linguistic aspects of instructional interactions: (1) there is
little verbal formulation on the pﬁrt of the 1eérner, (2) there is a
negative relationéhip.between~"whyJ questions and the degree to which
thgylearner participétes in the activity to be learned, and (3)

learners rarely ask questions.

35ome research has been done in laboratory settings “(for examplé, Hess
and Shipman 1965). But this work is not applicable here because of
the inappropriateness_of generalizing from behavior in laboratory settings

to naturalistic settings (Belsky 1979, 1980).
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Chapter 2
METHODOLOGY.,

The data used in the analyses reported here were not compiled with
spedific questions about the childfén's informal edqution in mind. They
were collected ddring an earlier study to answer questions about the
relationships between culture and cognitién as well as to provide a
comprehensivetdata base of naturalistic observations for future, more .
topic-oriented investigations of the culture and behavior of Puerto
Rican children. The first secﬁion of this chapter summarizes the methods
used to collect the data. A centrai issue in the cﬁgrent study-was the
development of methods for identifying units of analfsis appropriate for
the..study 6f informal education from "stream of behavior" data (see
Barker 1963). The second section of this chapter discusses the issues
involved in identifying these units and presénts the methods developed
for isolating them in the detailed observations. These units (termed
potential learningvactivities or PLAs) were used for two ﬁypes of analysis.
The first involved description of the characteristics of the PLAs; the
second was a preliminary analysis of instructional interactions occﬁ}ring-
within the PLAs. The final section of this chapter presents the methods
used to compile the descriptions of the PLAs. i

Nature of the Data Basé

The data were collected in the town of Utuado, Puerto Rico, between
November, 1974, and September, 1975. I did participant observation in
the town over the entire ten months. Detailed data on a sample of twenty-
nine kindergarten-aged children were collected with the help of Puerto
Rican assistants. These data include focused observations and audio
recordings of the range of their activities at home and in school, inter-
views with their female caretakers ard teachérs, their scores on the
Stanfofd-Binet test, and school records. The focus of the current
analyses is the detailed naturalistic observations of the children's
primary female caretakers are also uéedf The methods used in collecting
thevdetailed observations and interviews are summarizgd here; see
Jécob (1977) for a fuller discussion of all the methods used in the

earlier study.

-




Sample . ’ - _
A random sample (stratified by sex) of 38 children was selected

from school class lists .of the public schools in the town. I visited

the primary female caretakers of these children invorder to gxplain

the study, ask for their participation, and check that the children met \\\\
the age, health: and residenceA;equiremehts of the study. Seven - ~
. children were éliminated from the sample because of health problgms or \\\\
because the family was planning to leave before the end of the study or
lived outs%de the urban area. Parents 'of two children did not want to
participate in the study. -There are 29 children in the final sample.
The sex and social classl distribution of the sample is given in . ]
Table 2.1. . , i

TABLE 2.1

Social“Class and Sex Distribution of Sample

Social Class

Sex Middle Lower

Male i 10 7

Female _4_ . 8
14 ) ‘ 15

The mean age of the children is six.yeérs three months, with av

range between five years seven months and six years eight months, and
a standard deviation of four months. There are no statistically

significant differences in age by sex or social class. N

Detailed Observations a

vAfter I had been doing participant observation in the town
for about three months I began to pilot the procedure for the
detailed observations of the children's activities at home and
during ffee play at~scho§1. After developing the procedurés and . S

guidelines for training lqcal assistants I visited the children's




teachers and female caretakers to explain to them the procedures to be
followed. It was stressed that the children should be allowed to do
during the observations what they normally do. During April and Ma&,
1975, detailed observations of the children's activities during free
play at school were conducted. Observations in the homes of the
ch11dren were done during school vacation (Jupe and July, 1975).
: @

The obsetvations were conducted by myself and 4 Puerto Rican
assistants between 9 a.m. and 6 p;m. The Puerto Rican observers
were local Utuadeﬁos in their late teens and early twenties; 3 were

female and 1 male. Only 1 observer was present during ‘each observation.

Observers were instructed not to interact with the child or

\"others present during the observation. They were to try to maintain

"the role- of a friendly, nonevaluating, nondirective and nonpart1c1pating
person who is interested in what people do" (Barker and Wright 1971:211).

The 'observers sat near the chlldcthey were to observe and placed a small

' tape recorder with a built-in microphone near-the child. Before

beginning the observation, the observers waited a few miniutes’ after

their arrival to allow for an adjusting period. During the observation§“~\

the observers placed no constraints on the children; they were free to
go anywhere or do anything they‘wanted to do. The obseryers made running
notes-of what the child did and said, and what others“said‘to the child
and did. In particular, they were instructed to note what the child
does, how s/he does it, with whom s/he does it, what objects or toys
are used, and the interactions between the child and others. They
were also instructed to note when possible the actions and speech of
those with whom the child interacts and of those near the child. It
was stressed that they were to provide descriptions and not evaluations
of the children's activities. Observers were also instructed to
ijndicate in their written notes the time at the beginning and end of
the observation and also approximately every minute during it.

After doing the assigned observation, each observer expanded the
notes and transcribed the tape made during the observation. They then /

integrated their expanded descriptions with the transcriptionsvof the
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of the audio tapes in the form of conftinuous narratives. The narratives
were then checkeq, revised and typed. Since the detailed observations
are continuous narrati&és in natural language, it is difficult to do
quantitative reliability checks directly on these observations. To

- maintain compafability across observers I read and checked the

observations of all the other observers before they were typed.

Four home obsefvations.were done for each child; two were
approximately fifteén minutes long and two were approximately thirty
minutes long. A total of 2,892 minutes.(slightly over forty-eight
hours) of observations were done in the homes.of the$éhildren‘?n the
sample. Observations were systematically_distributed over daily time

slots, over observers, and over the entife two-month period.

- Interviews with Female Caretakers . -

The primary female caretakers of the'children‘in the sample were
interviewed twice. The first time was before the detailed observations

and focused on the home environment; demographic characteristics of

the household, and the caretakers' attitudes about certain aspects of
child training. After the observations were completed, a second open-
ended interview which focused on the experiences of the éhildren'and
on the child training bractices and attiﬁudes of the caret@kers was

conducted.

Ahélysis of Informal Education in Stream of Behavior Data

Two constellations of issues became apparent immediately as I
Epg:zached the stream of behavior data in the detailed observations.2
One involved the definition of ‘the three skills to be examined, and

N

the othexr_involved the conceptualization and identification of informal




Definitions of the Skills

Three skills were the focus: literacy, chores and rule-bound
games. We used a very broad definition of literacy in order to identify
as many instances of the children's activities related to literacy as
possible. Reading, writing, couhting and preliteracy are includ_ed.3
Anderson, Teale and Estrada (1980) and Miller (1981) followed a similar:
approach in their studies of children's’naturally-occurring literacy
activities. Reading is defingd"here as the use of pfinted materials
with attention to the symbolié aspects of the materials. Thus, a
child looking at a book even thopgh not reading aloud was cons.idered
as "reading," but a child carrying the book from one location to another
was not. Writing is defined as the production of printed materials. |
This includes activities such as printing 1étter$ or words and ordering
blocks with letters printed on them to_fdfm words. Counting includes
activities in Vhich number or freﬁuency are determined. This might
involve saying aloud a series-of numbers in ordinal sequence to

determine the number of objects present. Preliteracy includes

activities such as drawing, doing puzzles, coloring, and games involving

‘attention to form or number.

-

@

Chores were defined;as'household tasks, or activities that involve
household objects, personal belongings, or toy household objects (for
example, play dishes). Exambles include\éleaniug kitchén cabinets,
removing laundry from the clothes line, cleaning sﬂbes,véwgeping

the floor, dusting furniture, and offering a visitor a drink.

-
- N\

vRule-bound games are defined as those play aéfivities that are
institutionalized (i.e., non-idiosyncratic) and have explicit rules.
Examples intlude circle games such as El1 Juez (The Judge) and Misu,
games involving gross ﬁotor skills such as yalo (tag) and el monstruo
(the monster), board games such -as Monopoly and Parcheesi, card games,

and dominoes.

It was possible'for parts of the same segment of’ behavigr to be
coded under more than one skill, and, in fact, in several cases this

did occur. The game of dominoes is a good example. First, it would

12
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have been identified for games. . If the target child counted aloud the
number of dots on a domino during the game that segment would also have

been identified for the skill of literacy (i.e., counting).

Unit of Analysis: Potential Learning Activities

Several issues had to be dealt with in determining a unit of
~analysis for informal education occurring‘in stream of behavior data. The
"first involves the conceptualization of informal education. Education
involves both teaching and learningd and'any discussion must-deal with
both parts of the process. Teaching does not appear hard to identify.
Gumperz and Herasimchuk (1975) have defined it as a situation in which
two or more people focus on a particular task, and’ one person assﬂ;es
and is accorded the role of expertﬁ relative to one or more other
participants Jordan (1977) used a broad definition to identify -
teaching behaviors in her corpus of naturalistic data as "any action
that seemed likely to provide guidance or active Help to the child in
completing the task." Fol&owing'these approaches, most would agree that
the following situation involves teaching: a fiue—year—old and his
mother are seated next to one another on the floor in the living roonl

of their home, Plascic numbers are scattered in ﬁront of them. The
mother picks up the plastic number one, holds ;2it up in front of aﬁe 4
child and says "one'", prompting the child to repeat what she said.
' After the chilg says the number, the mother picks up tﬁe plastic two,
and repeats’ the' process through the number nine. )

The issue of identiffing learning, on the other hand, presents
certain problems Stevenson (1972:2) points to one: "Everyone would
agree thag learning invblves a change in behavior as a result of
experience.' But ldarning itself can never be observed. We must make
inferences about learning from changes in performance.”" 1In naturalistic
settings this is pagticularly problematic becanse the change in behavior
may be manifested a long time after the events that triggered it. And
even whe; we observe -a change in behavior we cannot be sure which
event(s) caused it. A

These problems in identifying learning in naturalistic settings
led me away from attempting to describe "teaching and learning to

describe "teaching and learning environments.'" . By this we mean those

social and physical settings which provide children with- opportunities
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to iearn specific topics or skills.. Moore (198l) presents a similar orintation
He states, "we have been taking as problematic the process by whigh -
participants in a specific social environment organize their interactions

in such a way as to make learning pqssible

o

The home environment provides a variety of opportﬁnities for
teaching and learning of skills. Some of these can be considered
implicit learning opportunities and others present more explicit
ebportunities fer children'e learning. For example, books present in

-the home and adult literacy activities there offer implicit literacy .
learning opportunities for children. They provide a backgroued which
(may then be transformed by the child or others into explicit learning
opportunities.4 From casual observation of these artifacts and their
uses children may develop some attitudes about the importance of
particular types of literacy artifacts ana activities but they must-

more explicitly observe, participate, or be taught for them to lgarn
literacyeskills. These explicit learning opportunities are the focus of
analysis hefe.S'A

Another a&oblemlwas the development'of a unit of analysis for the
explicit learning'dpportunitieé. After gtudying the data, I developed
the notion of "potential learning activity" (PLA). By this I mean a
behavior or sequence'of behaviors that can result in learning on a _
specified topic. (it is ‘important to add the qualification "on a .
specified topic" because any activity is a potentialnlearning activity
with regard to some topic.)

Our goal was to identify and delimitqwithin the observations all
occurrences of potential learning activities for the target ehildren
for each‘of ‘the skills. A central issue was what to "count as" a

 potential learning activity for each skill. Our general rule was to‘
irclude all instances when a target child did-an activity related to g
the skill, explicitly watched or imitated another doing such ‘an kf
activity, or was the object of other verbal or nonverbal instruction on
the‘skill. (The‘specific operational rules for each skill are given
below under the heading of "bracketing."). Our identification and




.

delimitation of PLAs occurred in two steps. The purpose of the first -

~ step (termed "indexing”? was to make preliminary identification of all

possible PLAs; to do this we ﬁsed the widest ''met" nossible. The
purposes of the second step (termed "bracketing ) were to carefully,
examine the behaviors identified during the indexing, more'precisely.‘
identify the target children's PLAgg'and delimit the PLAs within the
observation narratives. The:procedufes developed for these twd‘stepse
in constructing the unit of analysis are discissed in the ‘next two
sections. General rules as well as those specific to each of the skills

are presented.

Indening v n . ‘ ‘ : : ..
In order to identify all possible PLAs of the target children
for each skill, we indexed all behavior (whether by a target child or
others) that met our criteria for a PLA. This meant that any time
anyone in the observation did an agtivity related to the skill, explititly
watched or imitated .another doing such an activity, or was the obJect
of verbal or nonverbal instruction in the skill or talked about the
skill we made note on ‘the coding sheets.6 For -each behavior meeting'
these criteria we reeorded what the behavior was, the persons involved,
the pages on which it occurred, and for literaey PLAs the artifacts used.
N : - - Y
These coding sheets were- then used by—theatoders to identify
sections of observations for closer inspection during bracketing. Since

3 : A
indexing served as a first step in data reduction, coders were in--

‘'structed that when in doubt they should err in the direction-of recording

too much.

Bracketing ’ . . .
The purpose of tth second stﬁp in data reduction was to delimit

v

-

®LAs for each of the three skills Within the narrative observations.
A variety of types gf decisions had. to be made. First, we had to
decide more enplicitly what to inclnde as "performing", "observing",
"imitating," and "receiving instructions" for each of .the three skills.
Second,’we had to develop criteria for identifying the beginning and
end of the éLAs. Another problem was how to handle interruptions.
, . —
15
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And, fourth, we had to decide how to handle instances when one PLA was

embedded within another.z Each will be discussed in turn.

- 8
’ . [
- i

Operational def1nitions of PLAs for literacy) chores éﬁd;games

. The criteria developed for identifying performance PLAs are
specific to each of the thgee skills and are discussed below. The
general criteria for observation PLAs are that the narrative explicitly
state that a target child’ watches (mira) another person d01ng an

activity that would have constituted a performance PLA if a target

child had done it, and that this bbservation is not followed by the

- target child performing the activity observed The general cr1terion

| ' for imitation;PLAs is that the target chiid s observation (as defined
above) is immédiateiy.followed by the target doing the activity s/he

had observed. The general criterion for "receiving instructions" is that
the target is the recipient of verbal or nohverbal instructions

without such accompanying activities as observation, imitation,vor
performance. ;(None of these were found in the, data. 5 In the following

sections I will discuss criteria specific to each of the three skills.

'
.

- Literaty. Indexing'fdr‘literacy activities included recording
any time a literacy artifacc (book, newspaper, etc.) was used or
‘mentioned. A first step in Pracketing was to eliminate those'instances
where the target child was not using the literacy artifact to do a
- literacy activity. For example, when a child merely carried, held, or

dusted a literacy artifact the activity was not bracketed

[

I will d{scuss criteria for each of the subdivisions of 1iteracy
we examined reading, writing, counting, and preliteracy. From a
theoretical perspective, reading can be viewed as involving thé
. processing or use of alphabetic or numeric symbols. This processing
v_ can occur at many levels from decoding through comprehension of meaning.
- : Naturalistic data presents difficulties in deciding if individuals
arefactually processing the symb?ls when they are looking at materials
.. containing symbols. If the person is reading aloud from a text, -one

might feel safe in assuming they are at least decoding the symbols

| ey
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(but they might have memorized the text); however, when an individual

is silently readiné‘of looking at literacy materials it is even more

difficult to decide if (and what kind of) processing is really occurring.

For a variety of reasons we .chosé to use a fairly broad definition'of

what_behaviors would be .considered 'reading'. Essentially, any

‘"instance when target children focused their attention on material

containing alphahgtic or numeric symbols while-being at a close enough

distance to be able to process the information was considered "reading".

Examples of the types of behavior we coded’ as reading include a chilo
holding a book on his lap and looking" at the pages while turning them
slowly, reading numbers aloud from a school notebook, and matching

cards containing‘numbers with other cards containing varying numbers of

o

1

- From a theoretical perspective, writing involves the production
of alphanumeric symbols’ - As w1th reading, varying stages of productive>
ability can be identified: basic .ability to produce individual letters

’and‘numbers through the ability to produce complex text. However,

because there’is a physical product the occurrence of writing is easier
to determine than is reading.. We coded as writing .any production of
alphabetic or numeric symbols. ' Examples include a child copying his/her
name into a school notebook, writing his/her name using blocks con-

taining letters on them, and printing letters in the mud with a .tick.

We viewed preliteracy activities as including those which might

contribute to the childLs*deve1opment—of—skillsrinvolved'in—reaulug

or writing. We include activities that involved the child in develop-
‘ing fine motor coordination, attending to number a.ad form, attending
to'the various sounds in a word. Examples of‘the types of activities
included are children coloring (o5 drawing, tracing letters Or numbers,
playing card games, playing with games that involve matching words or
numbers with pictures of their referents, dominoes, doing puzzle and
verbal  games such as veo, veo (I see, I see) which involve attending .

to the initial sounds and letters of words.

1

We -defined- counting as—saying- numbers aloud~t0wdetermine~or~—_-;~awmw»

. report the number of objects present,or other behavior such as touching

- r" .
;17 C)/ ) :

[




objectsuin sequence that: seems directed toward determining the number
of objects. The numbers said aloud might be in sequence -or merely state
the'final answver. Weidid not include discussions of time (i.e., what
time is it?). If such d question was asked of a target child and she/he
then consulted a clock or watch to answer, that behavior would have

been considered as "reading numeric symbols."

In general, if a target child explicitly watched or imitated (

someone else doing an activity we had defined as reading, writing,

preliteracy or counting it was bracketed as a PLA. Information about

 the distance between the child and the person observed was taken into

account. The child had to be close enough to be able to see (or in
,some cases Of preliteracy ' and counting hear) the symbols involved.
Watchingfsomeone else color or dtaw was not bracketed as a PLA since
we thought there was no 11teracy-related skill to be learned from
merely watching these activities; however, a target child watching

someone color and then doing it,was bracketed as "imitating."

v Chores. Before compiling specific criteria for what -to consider
as chores\l consulted interviews of the children's female caretakers

during which they had been asked about their children's chores (tareas).

The list compiled from their answers was used to help detefmine
which behaviors to consider as cnores.‘ We decided to include household
tasks, and activities that involved household objects or the child's

personal belongings or toys. The kinds- of activities bracketed as -

PLAs—include-setting the table, cleaning shoes, running errands,
hanging up clothes, sweeping, and picking up toys. If a target child
explicitly watched or imitated someone else doing an activity defined '

as a chore we'bracketed:thisvas a PLA.

° -

'

Games. Of the ‘three skills examined, games were the easiest to’
identify in the narrativeS. Often the games were labeled by the child
(or the observer in supplementary notes) Play activities that were
not idiosyncratic and that involved explicit rules were de}ined as rule-

bound games. We included cooperative circle games, games that involve

"*‘1ﬂﬁnﬁﬁn;ﬂxr1mmeonE“eise*s speech“and“resPonding with the appropriate
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behavior, games involving marbles or billiard balls, tag games, as well
as card and board games. o ’

'

Delimiting the PLAs within the narrative observations

’)The target children's behaviors outlined in the previous section
were used to identify PLAs. To have comparable units of analysis we
had to develop operational rules for the beginning and end of each PLA,
for interruptions in the target children's behavior during PLAs, .and for
overlaps between PLAS. ‘ ' )

To begin‘bracketing'a particular observation we would use the index
sheets as a guide, find.activities in the narrative described on the
index sheet, and decide if it qualified as a PLA. If it did we would
then work both forward and backward from the identifying activity to
bracket the beginning and end of the PLA. A variety of contextualization
cues (see Dickman 1963' Erickson and Shultz 1981) are used for this: V
linguistic signals "that label an activity or summons the child s
participation, change in gross physical movement of the target, change
in topic of conversation, change in artifacts the target uses, and
change in the behavior of the person observed. If the target's activity

involved observing or imitating someone else,(the behavior the target

A

observed or imitated was considered the beginning © of the PLA.

Because we had stream of behavior data and because we also
recorded the behavior and speech of others besides the target children,
" we had to decide how to deal with "interruptions"'in PLA. We
distinguished first between those behaviors and speech that were
related to the PLA and those that werelnot.' Activities and speech
of participants other than the target children that were not related
to the‘PLA were not treated as interruptions. We defined interruptions

as a series of behaviors or utterances by the target child that are not

related. to the PLA being examined° single behaviors or. utterances were
not treated as interruptions. For example, we did not consider a change -
in facial expression ("smiles"), involuntary motor activity ("scratches

head"), a short comment on an unrelated topic ("I think it's raining"),

19,
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" | or a brief change in‘physical location ("stands and sits again on the
sofa") as interruptions. (Interruptions were markedmwith reverse

;abrackets on the observation sheets.)

'x\\\\\Sometines the target child s PLA behavior on the same skill were
separated by v\ry\long stretches of non-PLA behaviors. In other cases,
a child used a 11teracy artifact in different ways during an observation;
for example, a boy might read from ‘a~-book and later count the number
of pates in the book. " We had to decide &hat to consider as one PLA.
Artifacts were used as the criterion. All activities involving a given
artifact in the same type of skill (11teracy, chores, games) that
occurred within the same observatlon were considered as one PLA. In
\\\\thekexample above, a child reading from a book and - then counting the
numher of pages in'it was, treated as one PLA. A child sweeping the floor
" at the beginning of an observatlon, then running an errand, and then
retuqning to sweep some more would be bracketed as two PLAs--one PLA
for the sweeping behaviors (with a long interruption) and one PLA
in wthh the child ran the errand.

\

‘ijther issue was how to handle PLAs which overlapped and. involved
differ

t skills. For example, while playing a game of dominoes (game
-skil ) the-target -child might~expllc1tly count -the number of dominoes he
n fK
PLAs [for each of the three skills separately and treated these two

has ont of him (]iteracy skill). To deal with thls, -we bracketed
acti itrei as two PLAsQ—one game PLA and one-literacy PLA embedded
the\game PLA. '

\

the\PLAs‘ )

e PLts identified and bracketed for each ofythe three skills

on the variables discussed below. Some of the variables

were c¢oded
are straigh forward»and do not require further discussion. These
tion suchhas the target child's identification number, and

the observation number and pages on which the PLA occurred. The skill
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the behavior. Issues involved in coding these variables heve already
been discussed. For the literacy PLAs we also coded whether the literacy
activity was reading, writing, preliteracy or counting; if more than one
qf*these activities occurred in a PLA:all were recorded. For reading and’
writing activities we also recorded whether‘thevsymbols involved were

alphabetic, numeric, or both.

'Person(s) observed or imitated

If the tsrget child observed or imitated someone else doing'a target
activity we recorded who the .person observed was, their age, gender and

relation to the target child.

Activity of person obserued

1f the target child observed or initated someone else doing a target
activity we recorded what the activity of the person was. For literacy
PLAs we also recorded whether the activity was reading, writing, counting
or preliteracy.

Social character of target's performing an activity

_' When the target child actually performs an activity related to one
~of the skills gnote: this includes imitating another's’ activity but
excludes PLAs in which the child only observes). We coded whether the
" child did the activity "alone" or "with others.ﬁ (It should be noted
- here that this variable does not deal with ;he"presence of others during
the PLA, but with the involvement of others in‘the target child's

performance of the activity in the“PLA. THUS the‘observer's presence
and presence of others who were involved in other activities was not

considered in coding this variable. The "with others" category was used
both when the child jointly did the activity with others and when the
target child and another did the same activity in a parallel fashion.
Examples of the first instance would be when a group of children are
pihying a game together, or when two children are sweebing,the floor
together. Examples of the second instance would be when two children
are coloring in separate books but sitting at the same table, or when
a group of children are looking at several different comic books at

.~ the same-time: —The category “alome™ was used to indicateé that the o

v target child performed the activity essentially by himself or herself

Someone merely telling a target child to do a task or briefly checking

Q on what target was doing were not sufficient to code the activity as "with '

;{;RJf:x others. |
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Personé participating in the PLA

When another person was-involved in doing the activity jointly or
parallel with the target child we fecordgd his/her age, gender, and
relationship to the target child.

Duration of PILA . "

Du;ing data collection time was recorded on the observation records

in two ways. Observers recorded the time at the beginning and end of the

Transcribers recorded counter numbers from transcriber unitsg. During

coding we used both of these to arrive at judgments of the duration of

i N {
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The first vériable is the dvefall length of the PLA, inc}uding anyv
interruptions or embedded PLAs. The second value records the length
" of Fhe entire PLA minus any interruptions or other embedded PLA, giving
the equivalent of a "time on task" measure. Where possible, actual
number of minutes isg recorded. Ho;ever, for PLAs less than a minute long
it is difficult to be veéy ﬁreqise. Consequently, we developed twb
categories for PLAs less chan~a minute long. When the PLA is only one
or two lines lohg (for example, the statement "Ehe'target child observes
what the observer is writing“) it is coded as .25 minutes. When the PLA
is longer than that but less than a mihute it is coded as .50 minutes long.

Initiation of PLA

Ethnographic data (see. Jacob 1977) indicate that-Utuadeds mothers believe

hdt there are no univeréal laws of development for children, that children
163{5 at their own pace, and thé£ they learn little by litctle as they develop
an expanding capacity for new information and skills. To see whether these
culturai"attitudes are manifested in the mothers' behavior I decided to .
examine who initiates the PLAs. If these attitudes are manifested in behavior

I would expect that the caretakers would respond to the children'svbehavior and

the children. After,preliminary examinations of the data we deveioped two
variables: (1) initiation of the PLA, and (2) initiation of the target
child's participatiqg.in the PLA, L S e
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For the variable "initiation of the PLA" several guidelines were
developed: ' When the PLA involved the target child observing or imitating
séﬁeone else, 'that person was coded as the initiator of the PLA. In the
PLAs not involving observation or imitation, criteria for who was to be
coded as initiator varied for each of the three skills; In litéracy
PLAs that involve a literacy artifact the person who introduced the
literacy artifact to‘the target child's immediate surrounding was
considered the initiator.7 For literhcy PLAS not involviﬁg a literacy
-artifact (for examplé, when a child counts the numbér of apples in a
row or draws on a wall) and for chore and game PLAs, the person who
starts the activity involving the target child in a.PLA is coded as the
-initiator. ' 4 o
The criteria for "initiation of target child's participation in

the PLA" are as follows. If the target children seemed to decide on their
‘own to participate in a PLA (e.g., to observe someone, to read or

count, to do a chore,.or play a game) .they were coded as initiating

their own participation. If someone else summons, prompts, or commands
the child to do a target activity the»éther person ié coded as initiating
the target child's participation.

) For both vafiabléé, the age, gender and relationship to the target
child of initiators other than target child-&ere recorded.

Research Assistants

Three‘f€§éarth”assistants~{50&nné—Bis;gna7“EmmamMuﬁoz Duston, -and
‘Ramonita Santiago) were involved at various times in indexing, bracket--
ing, and’coding of the PLAs. Drawing.on their understandings of Puerto
Rican culture a3~wé11 as their professionalttraining in linguistics they
played active roles in the cycles of reformulation and refinement of
categories and data reduction procedures. ReliaBility|was maintained
through initial training, periodic checking and cbmparison;bf data

reduction prdducts, and spot checking by myself at regular intervals.
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Notes - Chapter 2

11 was concerned with identifying those subgroups Utuadeﬁos;themselves
recognize as well as suhgroups which differ in environmental and cultural
factors that could:be‘expected'to influence the children's cognitive
competence and performance. Urban Utuadeffos recognize three major

subgroups in the towm (los ricos, 1a clase media, and los pobres). In

Jacob (1977) los ricos were referred to as "upper middle class," the rest

of the clase media was called 'middle class," los pobres were called

"lower class. Because of the small number of girls in the uPPer

middle clacs and middle middle class samples, the two groups are combined
here for analysis purposes. Where the term "middle class" is used )
'here‘it_refers to both the upper middle class and middle middle class’
groups together. These locally-recognized groups.also differ in some
aspects of the immediate environment and cultural values ~ Consequently,
they provide a basis for intracommunity comparisons See Jacob (1977:

‘39 40) for further information on criteria used to determine social

~
”

class

2This discussion of the issues involved in studying informal education

in stream of behavior data is drawn from Jacob (in press)

Watching television was initially included as a literacy activity:
dy'because I thought it might provide an opportunitv for reading. Later
it was eliminated from the analyses because it was not used in that
way. None of the programs watched -during our-observations were in-
structional and print seems to appear too briefly on the screen during
normal productions to provide an 6ppoftinity for explicit instruction.

4Anderson‘(l980) made a similar point about the relationship between

", the mere presence

literac@ materials andbliteracy activities:
of literacy materials is not necessarily indicative of the degree of
a literacy environment Materials must always be examined vis-a—vis————~—

the activities which are occurring.

5I had hoped to be able to describe the children s.implicit learning

opportunities as well, but the observations did not: provide systematic

data on topics such as the activities of persons other than the

target children.
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6We also recorded instances whén the target children pretended to do

the skills (for eﬁample, prétended that the back of a chair was a
shopping list or pretended to serﬁe dolls food) as well as references
ﬁade during conversations about each of the skills. Future.analfses
will use these data to examine the rolé of pretend in skill development,

"and attitudes and values related to each skill.

7Literaéy artifacts include those that contain written’ alphanumeric
symbols (e.g., libreta, gum wrapper, comic booké; cassette tape label,
observer's'gape‘récorder, pamphlet, newspaper, magazine) as well as
. those that are routinely used for writing symbols (libreta, paper and

pencil).
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Chapter 3
INFORMAL EDUCATION IN PUERTO RICO

This chapter has 4 sections. The first sectionvpresenlé dafa on’
the caretakers' éftitﬁdes and values related to informal education. In
the second section‘I discuss the characteristics of the target- children's
literacy, chore and game ?LAé, present information on the context of thése
skills, and outline the children's caretakers' attitudes toward these
skills. 1In the third section I present a preliminary qualitative
analysis of the instructional interactions that occur during the PLAs
children did with others. The findings are summarized in the fourth

section.

Utuadefio Attitudes and Values
Relating to Informal Education

~ In Utuado the cerm criar is used to refer to the overall process
of raising children. The rearing (crianza) is seen-as-the-responsibility
of the children's parents or whoever are the primary caretakers of the

children. One part of raising children is making sure that they learn

to behave in socially acceptable ways (poncr educacion). This includes
learning proper manners, rules for social interaction,'approp?iate sex '

role behavior, and showing\respect for older persons. Children and

adults who are respectful anq exhibit appropriate behavior are séid to

. N
be well brought up (bien educado). Skill development is also part of

growing up. All females are expéqted to learn the skills involved

in keeping house as part of their ;éaring For boys, however, there

do not seem to be clear community—wid expectations regarding the skills
they need to learn outside of school. h

AN
N

One local concept that apg;ied to ‘both }éirning appropriate

behavior and skills is capacidad (literally, capacity). Capacidad
. refers to a person's present abjlities, social mzéugity and his/her

"readiness" to learn more comple ‘skills or social behavibr. Cagacidad
is increased littLe by little by ccdmulating experience. Young

/




. children are said to have no capacidad: 4Litt1ehby little as children
! /
gain experience (coge experiencia) they increase their capacidad. It

is expected that young children will not do things perfectly because
they do not yet have the capacidad to do them perfectly.

Interviews with the primary female caretakers of the children in \ -
the sample reveaied further insights. They were asked at what ages
their‘child,went to the bathroom alone, walked alone, and first spoke.
The responses varied widely. When asked if they thought there is a
specific age at which children "should" begin to do these activities,
almost all answered fnof and said that it depends on the child. AIhey - .
said that some learn early and some learn later and that one cannot
force a child to learn if they do not have the capacidad to do it..

4(See the discussion of the caretakers' attitudes towards the children's
- chores in the rext section for more data on the caretakers' attitudes ‘ p

toward informal education.)

Characteristics of-Literacy, Chore and Game PLAs o Lk

In this section data are presented separately for literacy hore
and 'game PLAs. First I report information on the context of and
attitudes toward each skill, drawing on ethnographic and interview data.
Then I present the characteristics of all. the PLAs. for each skill " o

number of PLAs per child, and relative frequency of observation, imitation

and performance PLAs. I then discuss the characteristics of observation, |
imitation and performance PLAs in more detail; because participatory
learning'has been described as‘being important in informal education I
“have further subdivided perfbrmance PLAa_into those done alone and
those done with others. The characteristics discussed for each of ‘the
subdivisions include the following: content of the PLAs, number and
haracteristics of children doing them, number of PLAs per child, the
duration of the PLAs, and who initiates the PLAs and targets participation

. in them., For those - performance PLAs done with othersil.alsohreporf R

the number “and chara teristics of the others involved and the percentage

of PLAs done with so eone older than the target children.

Ve
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Literacy.

Puerto Rico is a developed, industrialized country where literacy
is an important part of life. The town of Utuado is the main urban .
area in the municipio'of the same name; it is the local seat of government
as well as the center of the municipio's'business‘and religious activities.
theracy artifacts are a component of ind1v1duals lives in the town.
There are signs on the streets and in shop windows. Newspapers are sold
on street corners, and magazines are offered in many stores. Most
ods and products sold have labels or directions on them. . That this
print has meaning to Utuadefios is reflected'in the(fact th§§ approximately
e 92% of the urban population in Puerto Rico over 10 years old'is literate
| (U.S. Census of Population: 1970, General Social and Economic

" Characteristics, Puerto Rico; Table 42).

In a more direct way literacy is a part of work lives of many
Utuadefio adults.  Approximately 45% of those who are employed work in
white collar jobs-that we can, assume involve daily literacy activities
(U.S. Census of Population: 1970, General Social and Economic Character-

.istics, Puerto Rico, Table.93), Government'ﬁobs are an, important '
source of white collar jobs in Utuado, and forms and regulations are
central to their functions. Teaching is an important occupational
opportunity for middle-class women in the town. The dLny shops and

%tores also provide an important source of white collar “jobs.. There.

ate supermarkets, small corner grocery stores, a small market,
"pharmacies, restaurants, laundries, banks, bakeries, meat market’s,
y jéwelry stores, clothing stores, shoe .stores, gas stations, travel
";n agencies, hardware stores, woodworking shops, furniture stores, barbers
beauty salons, funeral parlors, and more. Many of the blue collar

L/ workers of both sexes work in the local factories that produce clothing

r and cigars.

W \ ?
. 1

e For dhildren school is an important part of their lives. For
<most. Utuadgno cWildren five years old and older, the calendar year

~-is~dividedwintof

e N r ‘
T . Fol \ e d‘

i ’ The typ s apd number of literacy: artifacts present in the

the school year and summer vacation.

- S OSSO S

children s ho es'is a relevant aspect.of their implicit literacy education
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voo env1ronment Two questions asked of the female caretakers are relevant.
They were asked how many and what kinds of books were in the1r homes.

The responses to the quantitative question ranged between 0 and 300,

with a median 0f 10 and a mean of 42. Sixteen of the :caretakers listed

the types of books that were in their homes. Fiction {(novelas and
“literature) were mentioned in six households and encyclopedias in. five.
eDictionaries, religious,books, and magazines wéfé mentioned in three
households. Schoofahgoks,«sports books, rnd newspapers were mentioned

in two households; car repair hooks, and hooks related to work were

each mentloned in’ one househofd Social class differences exist. .In
middle cdlass homes the median number of books reported is 62.5 (mean 77.6);
in lower class homes the median reported is 4.5 (mean 10.7). Encyclopedias
were only. mentioned in middle class homes; two thirds of those mentioning
f1ctlon were 1ower class; the other tvpes of books were mentioned about

the same by both groups. . ) .

Because iiterac§ was not a focus of the data collection, we had not
 made a systematic effort to record literacy‘artifacts‘present in the
children's homes. However, for this'report we did examine the observations
to see what literacy artifacts had been observed by the researchers. = :

As Table 3.1 shows the literacy artifacts most frequently observed in '

'the homes we're writing instruments, libretas (school notebooks), radios
and record players, books, clocks or watches, materials for ‘games, and

newspapers.

Potential Learning Activities e,

The -analysis presented here is based on 62 PLAs which involve 24
of the 29 target ch*ldren; There were’ 9 middle ¢lass males, 4 middle
class females, 5 lower class males, and 6 lower class females. The
number of literacy PLAs each of these children are involved inrranges

between 1 and 5 with a medn of 2.6.

3
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TABLE/ 3.1

Literacy Artifacts Observed in the Children's Homes

.
‘ Homes in which artifact
Artifact was observed
| ' N (%)
pen or pencil ; . , - ' 13 €45)
libreta (school notebook © 12 (41)
radio or record player ' | 10 (34)
book o ~ 9 (31) ‘
" clock or watch -9 (31)
playing cards, dominoe;, bingo 8 (28).
newspaper . ' . ' 6 (21)
viewmaster and its cards ; 4 (14) ,
comic book o 3 (10)
calendar ‘ . 2.
pamphlet;v 2 (7) -
puzzle 2 (7) . .
bank book, check ) 2.

‘Note. All observations were,examihed and literacy artifacts present in

the homes and mentiongd in the observations were listed. Because the
focus of tggwaaaid!fggata collection was not literacy, we had not made
a systematic effort to record literacy artifacts. Consequently, these

data do not provide a complete inventory of all literacy artifacts present

in the homes,fbﬁt they ﬁay provide séme comparative data. Because of

the procedures followed, in' recording the observations, literacy artifacts .

actually used by the target and-others present in. the home are more

likely to be recorded than artifacts métely ‘present.

]
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In 2 of the literacy PLAstthe.target @hildren observed another
doing a literacy activity, in 3 they imitated another's literacy
activity, and in the remaining 57 PL&s the target.children'perforned some
type of literacy activity, either alone or with others.1 3efore ex- .
amining PLAs in which the target ‘children perform a literacy activity,

I will briefly describe those involving observation and imitation Four

target children were involved iu;these PLAs. l was a lower class

male and 3 were lower class females The amounts of time the children
,spent observing during these PLAs were relatively short,_ranging

" between .25 minute and 1 minute, with a mean of .45 minute The
amounts of time spent in imitation periods that followed the target's
i observation in 3 of the PLAs ranged widely between .25 minute and

29 minutes. The content of these PLAs_ranged widely; -3 involved

writing,Jl'counting, and 1 preliteracy.

In (*) Luz (target child) observes her sister Sandra (12 years old)

Examp’ -€S of an observation and an imitation PLA are ;fesented
writing as they prepare.to pretend play, Before the PLA starts Luz, e
Sandra and Luz's friend Zulmarie (6 years old) were getting ready to
pretend play that they are going shopping. Then Luz and Sandra began .
to play; Sandra pretended ‘to sell Luz some items and Luz pretended

to pay for them. Then Sandra begins to write in a gotebook to make

' pretend money : T : k //
_ . : . /
(1). Sandra:| (Writes in a school notebookfﬁ 7] E
Luz: (Looks at what Sandra is wrfting) Avanza, ”
P --=-que tengo que comprar @urry up...I have
: Lto go shopping.' ; T
Sandra: (GOntinue to write in the‘notebook )

Luz: | (Continues to watch what Sandra is writing.)|"~

- (1,179,8)2°

After this PLA Luz and Sandra change Che.fgcus_of their pretending.
They decide to play doctors, pretending tﬁat the pieces of paper on
which Sandra wrote are prescriptions instéad of money. s /'
* : , \ ,
In (2) the target child imitates another's apparent counting
Jctivity. Luz Maria (target child) and her sister Claribel (8 years
old) are in the living room, Luz Maria}had been}removing plastic fruit

a4 | -
. o .




from a bowl and carefully setting them 1n a row along the back of the

sofa, her sister watched as .she did this. Then the PLA begins:’

2) Claribel: |(Touches each fruit slewly, starting with
a the farthest piece.) [As if counting them]
Luz Mari~: (Watches Claribel.) ' j

>

= - Luz.Maria: . (Pushes.herself to . the back of. the sofa__wm R

. Then she jumps off the SOfﬁ and turns around .

to face the fruit. She touches'each fruit

briefly, going slowly and starting with the

fruit on the far left.) [as if counting them] -

" ‘ (8,233,3-4)

After the PLA ends theit ﬁdther walks into the livipg room and tells ‘ {
Luz Maria to take the fruit bowl off the sofa so it won't fall off and
break. - Luz Maria then takes the bowl off the sofa and- puts it and the

fruit along the bottom of the wall.

The persons the target chlldren observe or imitate during literacy PLAs
are all older siblings of the target children. In all instances, the
person observed initiates the PLA and the target children initiate
their own participation in the PLAs. In none o6f these PLAs does a
target child ask the person observed questlons about what s/he is doing,

* nor are any explanations offered by the persons observed.

There are 57 PLAs in which target children ?erform some type of
literacy activity.3 As indieated earlier‘several,tybes of activities

(reading, writing,.counting,‘and preliteracy) are included under the

heading of literacy. Since these activities are very different from
one another, we also coded»these PLAs for the type(s) of activity the
'c@ildren perfofm during the PLAs. 1In 897 of the PLAs.in thch a
taiget child:perforps a literacylactivity, the child does only Qne
activity, in 9% the child.does two activities and in 2% the child -
does. three.. Of those invpl&iﬁg only one aEtivity, 497 are counting,’

~ 31% reading, 18% preliteracy, and 2% writing. Of those involving more
than one‘activity,'three_involve reeding and counting together and
there was one occurrence of each of the following combinations: pre-

- literacy and’counting; reading and writ%ng; counting, reading, and

3
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writing.” After describing the iiteracy performance PLAs as a whole,
I will discuss the characteristics of the PLAs involving only one
activity in more detail. '

; , . .

Q

In 497% of the literacy performance PLAs the target child does the
PLA alone and in 51% s/he does it with others Approximately 75% of "

" the other persons “involved 1n these PLAs ae ‘older than the target chiiaren,

- 25% of these are parents.or gnﬁndparents and SQ/ are friends or other
relatives.4 '
The duration of the PLAs ranges between 25 minute and 28 minutes
with a mean of 4 minutes (median = 1 minute). There is a great deal
of variability in duration both within and across types of literacy
activities (see tabie 3.2). Pre11teracy PLAs tend to be the longest,

followed by readlng PLAs, and then by counting PLAS. ’

TABLE 3.2

Duration of Literacy Performance PLAs

N Mean Median " Range
One-activity PlAs | - . : \ |
Reading 16 4 min. 2 min. \(~25-20 min.)
5. Writing 1. - - \ -
Counting ' | 25 1min. .5 min. (.25-4 min.)
Preliteracy o ¢. 8 min. -1 min. (.5-28 min.)
PLA's with more than .6 8.5 min. 8 min. (.5-18 min.)
one activity . N _
- Total | ' 57 . 4 min. 1 min. " (.25-28 min.)

bverall, 752 of the literacy performance PLAs are initiated by the
target children and 187% by parents,'grandparents, older relatives, or
older friends. The target children play an even greater role'in .
initiating their owm participation,in the PLAs. Overall, they initiate

their own participation in 947 of the.PLAs.5

| In the following sections I will discuss the content and

; characteristics of the one-activity performance PLAs in more deta11
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"Reading
) There are 16 one-activity performance PLAs that involve the target
child reading. = There are twelve target children who do these PLAs: six
middle class males, two middle class females, two lower class males, and
two lower class females. In 507% of the PLAs the child is alone;while

reading: in the other 50% the child does the activity with someone else.

Reading alone

The tvues of literacy artifacts read varies gre&tly two involve

involve numbers and five alphabetic symbols. 1In interacting with the
~playing cards the child olays with them for twenty minutes but does

not sav the numbers aloud. In all but one of the other cases the target

child looks at the printed material without reading aloud. In one case
' the child reads aloud. These PLAs tend to be relatively short; they

range between .25 and 3 minutes long with a mean of 1.14 minutes and a

median of .50 minute. . ' ‘ .

’

: \
Reading with others.  Eight PLAs involved the target doing a

\readingnactivity with at least one other person. There is usually

only one other person- in two cases there Q‘i two people. Auprox—
imately 80% of the others 1nvolved are older\than the target children:

\
) three are mothers, two grandfathers, and the nizt were siblings between

seven and twelve years old. The duration ‘of these PLAs is comparatively

long; they range between .50 minute and 6. minute§¥w1th a mean of 4.4

minutes and - a median of 3.5 minutes. The range © artifacts used ‘is

wide: two PLAs involve playing cards, one involves each of the
g ' ~ following artifacts,. radio, gum wrapper, piece of _paper, ‘cover of an
' o

audio tape;vbbok, and .newspaper. ‘Five PLAs involve alphabetic symbols

and. three involve numeric symbols.

§
i I

In twolof these PLAs the target child plays a simple card game.

" with an older person. The game involve comparing cards to see who

s
‘ ,}-'g"‘

books, and one 1nvolves each of the follow1ng artifacts: food stamp book;

playing cards, comic book, newspaper, pamphlet, and book. Three of these.




wins a given card--either from those on the table or from one's partner.

War (guerra) is such a game where all the catrds are divided between the

two players who turn their cards over one at a time--the player with the -

card of higher value wins the opponent's card. Example (3 presents
a segment of a 5-minute PLA during which the target (Roberto) and his
older brother Jaime play war while seated at the dining table:

(3) Roberto: (Takes a card from the top of his pack of cards -
“" " puts it on the table.)

Jaime: Diez 'ten' [referring to Roberto's card] (Takes
a card from his pack and puts it on the. table’).
[It's an ace] Ah, gané 'Ha, I won.' (Picks up
both cards from the table and puts them in his
pack of cards. Then he takes a card from the
top of his pack ahd lays it face up on the table.)
Cuatro 'four.' :

Roberto: . Cuatro 'four.' (Then he takes a card from the
top of his pack and lays it face 'up on the table.)

Jaime: Tu ganastes 'you won.

Roberto: (Picks up the two cards from the table and

puts them in his pack.)
(22,201,4-5)

In t&o~other cases the target child asks an older person what something
saye--in one case a gum wrapper and in another the cover of a music
tape. These exchanges are very short--in one case the person asked
doesn't answer and the topic is changed, in the other the older sister’

answers but the topic is also soon changed.

-

Writing
Only" one PLA involves the target child writing.. This is a lower

class girl who sits alone at the kitchen table and prints'fot the entire
15 minutes of. the observation.- Her mother said that she had told the
target child to write in her libreta because she had not studied all
summer and she ‘would forget what she had learned. Someone had written”
‘words (Mota, finf, pap4, mamd) at the top of the pages )af the girl s

notebook, and during the PLA "she copies each word several times on the

lines below it. No one comes to help her and she doesn't ask for help.

Counting -
There are twenty~-five PLAs involving counting as the only literacy-
activity done during the PLA. These are done by fourteen children:
s 45




five middle class males, three middle class females, three lower class

males, and three lower class females. The mean number of PLAs per child

"for those who do counting activities is 1.6, with a range between 1 and

3. In 48% of -these PLAs the target child does the counting,activity
alone; in the other 527% the child does the activity with at least One.
other person. ’ ‘
| ¢

Counting alone. In almost all . of these PLAs the target child

counts aloudrthe humber of objects (in ordinal sequence) in his/her
presence. (In one exception the target child counts the objects using

cardinal numbers; in the other the child counts from 1 through 3 without

~']..ooking at any objects nearby.) Many different objects are counted:

toy cars, keys on a‘toy piano, plastic cowboys and- horses, buttons,
photographsvin an album, and flower petals in a drawing. Example (4)
is characteristic. Maria (target child) had been playing with a toy
piano oh the floor in the living room. Maria's'sister Lucy started
crying from her bedroom and Maria went to the room. Then Maria returns

to the living room and sits oz .the floor:

! (4) Marisﬁ Uno, &os, tres, cuatro, cinco, seis, siete,

ocho, oﬁe\\two, three, four, five, six,

- seven, etght,' [counting the keys on the
piano] .Estas que tienen puntitos, yo no lo se
'"These that have little dots, .I don't know.

Brother: (Walks close to Maria)

Maria: [Continues counting the piano keys.] Uno, dos,
. tres, cuatro, cinco, seis, siete, ocho, nueve,
diez....problemas 'one, two, three, four, five,

six, seven, eight, nzne, ten....problems.’
(18, 162, 10)

Maria then stands up and shifts her»ettention to the doll she ‘has nearby.

Counti;g with others. .In thirteen of the PLAs involving counting,

«the target child is doing it with at 1east one other person. Eighty-

. three percent of the others are older than the target child (most of

these are older friends of the relatives); the other 17% are friends

or relatives who are the same age or younger than the target child.

36
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About half of these PLAs are similar to the PLAs in which the
target children count alone in that the activity done seems to involve
counting the number of -objects as an end-in itself. The objects
counted include toy giraffes, fruité, chair cushions, records, and
pieces of a toy car. Example (5) presents an instance of such a PLA.
Martin (target child) is with his father; grandfather, ‘and older
brother Omar in the living room of his grandparents' home. Martin
and Omar had been sitting on the floor playing with some toy animals
while their father and grandfather talked. Martin held up a toy lion
to his farher aﬂd;asked,_"This is Mexican, right?" (Estpies mejicano,

verdac?). His father responded, "Yés, and the giraffe, too" (si,

y la jirafas tambiep).,;Martin responded, "Uhuh" and his father then
begins the PLA: ' )

(5)  Father: Ludntas jirafas hay ahf, Martin? 'How many
. - giraffes are' there, Martin?' -

Martin: He ¢qué sé yo? 'Ha, what do I know?'

Father: Mira, aqui hay una, dos, tres, cuatro, cinco, seis
siete 'Look, here is one, two, three, four, five,
six, seven.' (while he touches the giraffes one

| by one) :

!

‘Marrih: (Picks up a 1oy giraffe in a pearby truck) Y
esta, ocho 'And this one, ezght ' ‘

Father: & Ocho con ésta? 'Eight with th§s~one?"
Mart{n: Deja ver 'Let'’s see.'
1Father: (Shows Martin the giraffes.)

:Mart{n: Uno, dos, tres 'One, two, three.' (as he picks up '
' giraffes). ' : ”

Omar: Lo que haces es tumbando ’What you 're doing is
- : “knocking them over.'

Martin: Cuatro, cinco, seis, seis y siete y "ocho 'Four,
five, sizx, stx and seven and ezght ? (as he
picks up the giraffes in his hanis)x

JRPUPRRpY

Father: ‘e
Martin: Falta otra 'One's missing.

Omar: iMira, alld en el carro 'Look, over there in the
car.'

Martin: '(Picks‘up the giraffe in the truck.) Ocho-~--Papi,
ocho hay. 'Eight—-—Dad there's eight ! |

"iﬁiuhmdwjmgg;MH;n_(Takes a giraffe in his hand) .Y €sta otra,
'mano? 'And what about thzs other. one, brother?! .

Va7
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Martin: Ah, mira 'Oh, look,' [referringégo this giraffe].

Omar: T4 la contraste? 'Did you coungyit?'

2

(23,209,9)

Omar then picks up a toy hidpa and Martin picks up a bull The topic

: of conversation shifts to characteristics of these animals

The next most frequent type of counting activity invol ing others
is counting as part of games. ‘In two PLAs the players make |sure they
have equal numbers of pieces before beginning the games.‘ I one of.
these thehtarget.child's oldér sister tells him to count the| number
of pileces he has; he initially refuses but then counts them. \ His
sister also counts her pieces. In the other_PLA the target child and
" his friend alternately choseztoy cowboys and Indians as they prepare
to play; several times’they stop and count their pieces to see how many
each have. Another type of gameerelated counting PLA involves counting

spaces on a playing board to move one's marker after rolling the djice.

Preliteracy

There are nine PLAs that involve the target child doing only a
preliteracy activity during the PLA. Each is-done by a different’
child (four middle class males, one middle class female; two lower class
males, and two lower class females). In 44% of these PLAs the target
child is doing the preliteracy activity alone; in the other 56% they

do it with someone else.

Preliteracy alone. The PLAs in which target children does pre-

literacy activities alone range between 25 and 28 minutes long, with

a median' of 2.5 minutes. The activities the children do alone vary.

ﬂOne drew on a pamphlet, another drew in a book, another colored ona

.wooden block and the fourth put together a puzzle While doing

these activities the children. are rarely interrupted or diverted.

“Preliteracy with others. These PLAs range between .50 and 21

minutes with a median of 21 minutes. There are either one or two

other persons doing theppreliteracy activity with the target child.

These others’are prinarily the target children's older siblings.
18 45
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In two PLAs the target child colors with others, in two they pnlay
» linguistic games and in one the target child puts together a puzzle.’

Chores ’ .

In many nonindustrialized cultures children's chores are important
to a family's economic life and o’ten a direct preparation for the
economic roles they will perforu as adults. For example, in rural
Mexico weaving is a central economic activity of Zinacanteco women
who weave almost all clothing on their own looms. In learning to
weave, young girls are acquiring skills needed to function as adults
in the aooﬁety (see Childs and Greenfield 1980).

In industrializeo cultures children's chores usuaily are not
central to a family's economic life. Adults often hold jobs outside
the home and children are not expected to automatically take the
~same type of job their parents have. Chores :in these sectings are not
major contributions to the family's economic life, thougn they often do
contribute to the comfort of the family by maintaining the household.
Basically, this is the case for young children in urban Utuado.

élthough the town is’3qrrounded by rural farm area, few adults
living in town work on farms; most work in small shops, in factories
producing clothing or cigars, or in "local offices of government
 agencies. Parents do not know what jobs their children will hold.
Consequently* many of the children's chores are not direct preparation
for major adult economic roles. Some of the girls chores, however,
do prepare t:§h
the honsehold. \hqun have primary responsibility for hcusehold
ivmaintehance chores such as cooking, cleaning, washing, ironing, etc

i
Girls"chores in thesg areas can be seen as preparation for their

| for adult domestic roles and do contribute to maintaining

adult roles. Many families in town have small gardens next to their
homes; some also raise small animals such as chickens. Children's

‘ chores in the garden and with the animals help the entire family.

Data from interviews with the children's primary female caretakers

provides insight into caretakers' expressed attitudes about children' s'

#; ,
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chores as well as the content of the chores children perform.6 Caretakers
were asked at what age children should hagve the responsibility of
helping at home (deben tener resp0nsibilidades de ayudar en casa). They -

, 7
gave answers of between "three years old'|and "twelve years old."’ Some

of the women answering with a low age co oented that one needs to begin

teaching them early (debe erisefiarles temprano) so they learn little by

little (poco a poco). Among those answering between six and eight years,'
some also said that at that age the childfren can reason (emgiecan.a

raZOnar, que tenga usa de razon), can understand (tienen entendimiento),

or that they should be learning to help Hy then. Only one of the
caretakers giving‘an'answer of nine year or older qualified her answer;
she said that children are'nine years old before they do things well.
!

!The caretakers were also asked if uheir child has any chore
(targas) to do at home. There were three types of responses: (l) yes;
(2) no,- but the child often helps voluntarily; and (3) an’ unqualified
no. According to the caretakers 807 of the middle class boys, 100%
of the middle class girls, 60% of the lower class boys, and 60% of the

lower class girls have chores or help voluntarily. The types of

chores caretakers said their children do are listed in table 3.3.
Feeding animals was mentioned most widely across gender-SES subgroups.
Picking up ‘toys, cleaning their rooms, and dusting the furniture were
mentioned by caretakers of both boys and girls. Mopping the floor
and cleaning. the yard or patio were mentioned by both SES groups for
boys; dustingithe furniture and putting away clean clothes were
mentioned by Both SES groups for girls. Several other types of

chores were mentioned only fcr one of the four gender-SES subgroups.

e
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TABLE 3.3
Children's Chores

Middle Class - Lower Class
: : . Male -  Female Male Female
feed the animals D ¢ ' S X X
pick up toys - X X
cleaﬁ'theif rooms. ‘ X o ‘ X
dust the furniture _ X '
mop the floors X
fold and put away clean
. clothes , X X
clean the yard/patio X X B
. wash bathroom sink j
‘\yipe the table ‘ _
.égke out the garbage ' X
»cléan their shoes
clean their drawers
‘hang up, their clothes ‘ - X
‘wash dis es P
make the Qgg: !
‘do simple'co king
, 537 . |
r:

Source: Interviews with target children's primary female caretakers.
Caretakefs we also asked if kindergarten—aged children should
\ .
be allowed to>do hard tasks when it is likely that they will become

discouraged iﬁ“they do® it poorly From the answers to the question,

it seems that the women\interpreted the question in two ways. Five

seemed to interpret it as, "should one give the children difficult

tasks to do?“. Twenty—fivé\seemed to interpret it as, ''should one let

8\

them do difficult tasks?”. \
\

\ S
All rhnse_uhgnsggmedﬂzn_intexprer_theﬂquestionuas,whethet‘One~-ﬂﬂ¥—~—v~—~*w~¥
should give the child difficult tagks to do said '"'mo, that one should

not demand that the child.do difficult tasks." Several added that in

general one should not demand a lot'bf the children (no_exigirles mucho)

2
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bec use they lear liﬁtle by 1ittle It is thought that since the .
chilldren will eve tually learn what they need to know there is no '

need\ to force them to do it early. - «

4f those whd seemed \to interpret the question as whether they
should\permit children to\do sometling difficult about half said '
and about half said "yes, s .long as they will not hurt themselves
‘Those who said "no added hat children at that age do not have the

capacidad or intelligence (inteligencia) to do difficult tasks, or

? . .
that the thildren will feel \bad or be angry if they do not do the
task well. Those that answefred yes' said that the children should

be allowed\to do the task so | they do not become - discouraged (se desaniman)

or lose intkrest and so they |learn and develop 1ittle by little

(aprenden pdco a poco; vayan /desarrollando la mente; vayan desenvolviendose)

l
* They added, however,. that one should not criticize the children's work
;if it is don"noorly and that one snOuld let the children stop the’
'task when thely want to st0p
3

Potentia Learning Activmtles

-e- lower class boys, and five are 1ower class girls
The number of chore PLAs each of these children performed ranged
between 1 and 7, with a median of 2 and a mean of 2.2.

Three of|the PLAs involw ebservation, the other thirty—five
are performange PLAs. I examine those involving obser&ation first.
Three children perform'the obseryatién PLAs; two are middle class
boys'and one {s a lower class girl., Each has at least one other
'PLA that is a

" or .50 minutes, and the children initiated their own oarticipation in the PLAs.

performance PLA. All were very brief - either .25

One‘boy watches the housekeeper in the kitchen, the girl‘watches
her sister syeep in the 1iving room. Example (6) presents the third
case, during which the target child (Orlando) and his brother

/ Miguel obserpe their;father fix something under his jeep.
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‘The observer reported that the two _boys had been watching the1r father
before she started data collectlon The PLA is at the beginning of the

sampllng period.

‘ : T
,(6) Father: |(Lying on his back under the jeep fixing something)

Miguel” (Lying on his back near his father watch1ng what his
father is doing)

drlando: (Lying on his back near his father watching what h1s
| father is doing) (11,218,2)

After the PLA Orlando calls his brother to play and the two walk to the
backvard. : '

'In?Sl% of the PLAs where the target children perfojm choreg the
child does the cthe alone. Eleven target children do these PLAs:
three are middle class boys, three are lower class boys, two are
middle class girls, and three are lower class girls. The types of
chores the children do alone var1es, although most are simple tasks.
The most frequent (30% of 'PLAs) involve carrying a cup or other dish
into the kitchen. Throwing something in the trash, washing a cup,

“carrying something sweepifg, and picking up toys also occurred more\

than once. The following chores occurred once: dusting a piece of \\‘

vfurniture, cleanlng up dirt spilled, and opening a door. All but
.two of these PLAs wére less than a minute logg. The mean length '
was .66 minute with. a range between .25 to 2.0 minutes. In
approximately 75% of these PLAs the target child initiates both the.
PLA\and his/her own participation in it; in the other’25% a parent
or grandparent»initiates both the PLA and the child's participation
by telling the child to do the chore. '

Example (7) is a typical case‘of a chore performed alone.
Eugenia (target child) had been playing on the porch in a play house
she had constructed of chairs, cardboard boxes, and the porch
railing. Her aunt brought her a glass of Jdace to drink. After
Eugenia drinks it, shé does her chore:

N Eugenia: .(Leaves her'olay house and goes'inside

“the house carrying her empty glass.)
(20,148,6)

She then returns to the porch running to her play house.
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In fifteen (43%) of the chore performance PLAS the target ‘,

children do the chore with ;t least one other person. Nlne target
children do these PLAs: three middle class boys, three middle class

.girls, and :-hree lower class é@rls. In 59% of these PLAs only one
other person is involved and 16‘307 there aré two other persons.
These other persons are primarll (65%) the target children's parents
or grandparents' 25% are other relatives or friends older than*the

carget chlld: ean, and 10% are younger relatives or friends.

The typesbof chores done with others is very simila: to those
done alone. The most frequent type of activity involves the target
child carrying an object such asrclean clothes, afwastebasket, or a
zlass from one place to another. Cleaning activities also occur frequentlv.
In one PLA the target girl and the housekeeper clean out kltchen cabinets
and w1pe off the counter tops together. In another PLA the target .
child sweeps the living room while her sisters dust and pick up:

clothes; in others a girl wipes out the oven and a boy cleans off dirt

krom his shoes. Other types of activities also occur a boy serves his
'sister a soft drink a girl opens a wateg valve, a girl hangs up a
. shirt, and a.boy throws a dirty napkin into a wastebasket. In example
(8) the target child - is cleaning. Elizabeth (target‘child) and her
sisters Luz (9 years °¥9) and Elaine (8 years old) were cleaning the : <;

" house when the obserqation started. They continue:
, S

(8) Elizabeth: |(Sitting on the sofa in the living room)

iuz: (Picks up clothes that are in a pile on
a chair in the living room.)

Elaine: (Picks uo a pile of clothes on ghe sofa
and takes them to the bedroom.)

(The girls have a short'conversation nc’. related - ' o
to the PLA.] | ' -
Elaine: Yo barro 'I’ll sweep.'’ e

Elizabeth: No, yo barro--td no sabes nada ‘'Jo, I'll !
sweep---you don't know anything.'(gets
up from the sofa) - :
T ~—~~"[Elizabeth sits down again on the sofa while Elaine sweeps . -

+

. and Luz is.in the bedroom]

Elaine: (to Elizabeth) Toma, barre 'Here, sweep, '
(holds out the-broom to Elizabeth)

44 O+
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Elizabeth: (Takes the broom apd sweeps in the living

room, including sweeping under the coffee
. .. . ... table.and the sofai '
Y ~ . dust and dirt intoa pile next to the sofa )

h Elaine: (Goes to the bedroom. Returns to living room
S with a rag and bottlle oé\furnlture polish.
_She opens the bottle, pyts some polish on the -
: , rag, closes the bottle and\guts it on the
| ' ‘ coffee table, ané t Een begins dusting\the
- ' coffee table with the rag.)

- Elizabeth: (Continues to sweep. As she sweeps she moves
_ the pile of sut and dirt toward the front of ‘
' the house. Sweeps under the dipner table.
‘ \ She eventually arrives at the ddoor to the kitchen.)

Elizabeth: ' (to Elaine) No hay paso, Len "l can't get
through, 'laine. [there is a pile of -
clothes in the doorway] Mira ’Look’ (pointing
to the clothes) ‘

Elaine: (Looks toward the kitchen and then continues -
to polish the coffee table.)

Elizabeth: «(Gogs into the kitchen, pushing the clothes
: to the side and' then continues sweeping.)

Elaine: (Dusts and polishes the sofa.) - ° L/
(14,176,2-3) /

The PLA continues for about another .two minutes while the girls continue

. to clean.

y The chore performance PLAs done with others tend to be longer than
th% chore PLAs the children do alone The mean length of the chore -
PLAS done with others is 2.1 m1nut s (median of .50 minutes), with a
nlike the chore PLAs done alone,

range between i25 and 10 minutes.
approximately half (38%) of the,chor PLAs done with others are
initiated by the target children's pa ntsvdr grandparents, 17% are

iqitiated by oiher relatives or friends older than the target’ children,
and only 25% are initiated by the childre

" pattern holds for the initiation of the target children's participation

éhemselves A similar

in the chore PLAs done with others. 1In 46/ of these PLAs a parent
‘,' ‘or grandparent initates the target's partécipation, in 157 another
older relative or friend initiates the Uarget s\participation, and in
38% the target children themselves initAiate their\participation
' / N\ [
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Rule-bound Games /'"

" The observations anaiyied in this report were made during the

- ‘summer aﬁter the ch11dren had finished k1ndergarten " The children
have a fa1r amount of freedom in determ1n1ng the1r activities during
the cay during summer acation Previous anaiysis of the observations
indicate that the chil ren engage in a wide range of activities. They
spend time eating,igrooming,vdoing chores, doing literacy activities,
watching television, nd just talking with others They also spend
a great deal of time/im what would generally be called "play." This
includes activitiesgLuch as playing with toys, pretending, building '

structures with blo¢ks, and running around as well as what 'can be

“ ‘called rule-bound 7ames. (See Appendix B for descriptions of rule-
- “7—bound games played/by the children.) ’ '1b
w ' ' .[ ; e |

The caretakers of the target children had not been asked any
questions about rule—bound games in particular. However, in
response to a question about the children's toys, the caretakers
indicate} that playing_ballzgames and combat games are primarily

for boys Kalthough a‘feu caretakers did say -that they thought girls .
\ could alsi play ball games). - ' R A

(R

Potential| Learning Activities

There ar twenty—eight\PLAs in which target children .play rule-
bound‘games. Eight of the target children do these PLAs: all are
boys; four are mid le c1ass and four are lower c1ass The number
of “times each chil plays games ranges between 1 and 8, with ah\edian

of 4 and @ me n o 3.5.'“"_1 . . .,«*\\
Nonéta?v‘h gamebPLAs'involve observing or imitation. . All

dren play with at least one other person. The number

4 involve the t Z@et children actually playing games, and in'all PLAs
/

“\ thevtarget ch




friends; 16% are younger relatives and friends, 7% are relatives
and friends Ehe same age as the target, and only 1% _are parents or
grandp‘rents. '
| .
! o o
The target children play a variety of games. The most frequent

are‘cooperative circle games (el sapo, el juez, misu, and masequi),

games that involve listening carefully to someone else's speech and

responding with the appropriate behavior (Simon; enano, gigante;

N // . . g ) .
puedo o no puedo; uno, dos, tres, pescado; suplicio), and games in-

volving‘marbleS‘br billiard balls. The children also play tag games

(yalo, al monstruo), card games, board games (Monopoly, Parcheesi),

dominoes, ball games, and games involving linguistic cues (veo, veo).

Immediately before the PLA presented in (9) the target child
-(Roberto) had been playing with a toy machine gun. His friend Marcos
(8 years old)‘then calls to Roberto and his other frieﬁds Maria

(6 years old) and Celia (6 years old) to play tag:
N, '

(9) Marcos: Vamos a jugar.yalito 'Let's play tag.'

‘Marfh: (Picks up a small rock in her hand) La echo
'IT'll hide it.' [She means that she'll hide
the' stone in one hand and the one who chooses
the hand with the skone in it will be "it."]

Marcos: Este es el tein 'This\is home base.' [touches
the and then stays there) Roberto, el porton
es el tein 'Robert, the yate is home base.'

d Celié who run

Roberto: (Ruﬁs after Marcoé, Maria
up the stairs.) [Robe;;o is

Marcos: Es sin. tein 'There's no;home base. '

. Marcos, ' )
“ Maria & |(Run all different ways.) o ‘

o . N

. Celia : . \ 3 4 \\\

Roberto: |(Runs after Maria.) ‘ - : N

Marcos: (to Rcberto) Cogeme 'Catch me.' (as he runs
close to Roberto.) .

Roberto: rTurns around and runs after Marcos.) ]_

Marcos: (Runs and then goes down the stepé.)

Roberto: (Continues running after Marcos and then touches
- him.) (to Marcos) Te toque,. te quedas 'I

(22,131,7)

got you. You're "it".'




The PLA continues another minute while Marcos was '"it." Then Marcos

suggests that ‘they play another game and this PLA ends.

The game PLAs are between 1 and 20 minutes long, with a mean of 6.7
minutes and a median of 5.25 minutes; In 42% of the PLAs the target
childrén initiate the PLAs and in another 42% ofder,relétives or
friends initiate the PLA; the remaining PLAs are initiated by relatives

or friends the same age as the target children. The target children

" initiate their own participation is all the game PLAs.

.

Comparison of Characteristics Across Skills

One question posed at the beginning of this report is how
characteristics of informal .education vdry by the skill-to-be-learned.
In this section I compare the results across literacy, chores, and

rule-bound games to answer that question.

Literacy PLAs occur most frequentlf, followed by chore PLAs and
then game PLAs. Across\éll three skills, observation and imitation
PLAs occur relatively inffequently;~over.9021of thé PLAs involyed the
target children actually performing an activity related to the skill

in question. (See table 3.4 for exact figures.)

The PLAs varied widely?iﬁ'tefms of the number of target children

-/involved in them. Over 80% of the target children do at least one

literacy PLA, about 60% of the children do chore PLAs, and about 30%

of the children do game PLAs. The gender and SES characteristics of

the children involved in the PLAs also vary by skill. Middle cléss
children seem mé;e likely todo literaéy PLAs than lower class children;
girls seem more iikely to do chore PLAs than boys; and boys seem more

likely to do gameé PLAs than girls. (See table 3.4.)

. Since performance PLAs are bf'far the most frequent type I'wili
examine their chéracteristics in more detail.: (See table 3.5 for exact
figures.) For literacy and chore pefformance PLAs the target children do the
activ tiesfalone in about half the PLAs; in the other half they do them with
others&; all of the game PLAs are with others. 1
) " 8
| 55




TABLE 3.4 ‘
Comparison Of PLAQ Across Skills

/

SKILLS

Literacy Chores Games
Number (%) of PLAs
Total ' ' 62 38 ' 28

observation 2(3%) 3(8%) 0
‘_imitation : 3(5%) -0 0
performance 57(92%) 35 28(100%)

Number (%) of target ' \
.children involved in - -
these PLAs
Total & ' 24 (83%) 17(59%) 8(28%)
middle class males’ . 9(90%) 5(50%)  4(40%)
middle class females® 4(100%) ° 4(100Z) 0O
lower class malesb 5(71%) _3(437) 4(57%)
lover class females® 6(75%) 5(63%) o .,

Mean number of PLAs/child 2.6 2.2 3.5

a. Percentages are based on total number of target childrén (N=29).

\ b. Percentages use the number of target children involved in PLAs

as the denominator. ,

_ _ s _ .
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TABLE 3.5

CompariSOn of Performance PLAs Acrogs Skills .

SKILLS )
. - ~ Literacy - Chores Games - / i
‘Number of performance PLAs 57 35 28 ' [o=u
Number (%) alone 28(49%) 20(57%) o /
Number (%) with others 29(51%) 15(43%) 28(100%)  /
L . ’ '//'v
Mean length and range ‘ | | /
PLAs done alone 1.8min(,25-28) .66min(.25-2) - /
PLAs done with others 3.4min(.5-21) 2.1lmin.(.25-10) 6.7min. (1~20)
. : , | /
Initiation of PLAs (% ' /
initiated by target ' , /
children) ' {
PLAs done alone 967 78% - 1 /f
PLAs done with others 54% 25% 427, _/
initiation of target children's
participation in PLAs (%
initiated by target children) ;
PLAs done alone 967% ’ 72% -
PLAs done with others 927 38% 1007
o L oo
Mean number and rangelbf ' 1.4(1-3) 1.3(1-3) 2.4(1-5) X ; 5
others in PLAs . v _ ’ P
\ _Characteristics of others in PLAs. ' , ‘_ - o :é
| parents/grandparents . B 25% 657% . 1% :
older relatives/friends - 507 25% 75% :
same age relatives/friends 6% 0 7% ?
" younger relatives/friends 19% 10% 167
Percentage of PLAQ with others
~in which at least one person
is older than target children
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»The PLAs vary widely in terms of their length.. Across all three SklllS

tn_PWm‘TrW‘rrh—othe-—tend—EoJmﬂger—ehan—ekosedm%alone. of
those done with others, game PLAs are the longest, followed by literacy
and then chores. Literacy performance PLAs done alone are also longer
than chore PLAs done alone. There 1s also variability across. the
skills in terms of initiation of the PLAs as well as 1n1tiatlon of the
target children's participation in the PLAs. Among-performance PLAs
done with others, the target children are least likely to 1nitiate

the chore PLAs themselves ‘and most likely to 1n1t1ate the llteracy

-PLAs. And they are more likely to initiate the PLAs they do alone

than those they do‘with others. Over all performance PLAs, target

children initiate their own Participation in the PLAs over 75% of the- .

~ time (except for chore PLAs done with others).

Game performance PLAs done with others involve almost twice as
many people other than the target children compared to literacy or
chore PLAs. Acrosa performance PLAs for all three skills over 75%
of the others invoLved in‘the PLAs are persons older than the target

children. For literacy and game PLAs, most of these are non-parental

relatives or friends; for chore PLAs most are parents.or grandparents.

In over 80% of the performance PLAs done with others there is at least |

one person older than the target child involved in the PLA.

Pl

To summarize, I found some similarities and some differences across

the three skills examined. Skill does not seem to significantly affect .

typz informal education (i.e., observation, imitatiqn, performance).
Almost all PLAs .involve the target child actually doing an activity
related to the skill. It also does not seem to affect the proportion

of people older than. the target child who are~involved in the PLAs:

. over three-fourths of the non-target persons involved in the PLAs are

older than the target children. Some characteristics do seem to be

related to the type of skill-to-be-learned. Literacy and game performance

PLAs differ from chore PLAs in several ways: patterns of in1tiatlon

of the PLAs and of initiation of the target children s nart1c1pat10n in

the PLAs, and in the percentage the older persons involved in the PLAs

who are the children's parents or grandparents3 thexacy'and chore

performance PLAs. are alike in-that‘approximately,haff of them are done
51
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alone and half are done with others; all the gane PLAs are done with

others. Skillldefinitely is related to the frequency and length of
PLAs as well as to the number and characteristics of the target children
‘involved,_ |

~ | .
. . { | L.
-Instructional Interactions: A Preliminary Anzalysis

What is offered here is a preliminary analysis of the instructional
interactions involving'the-target,children‘during literacy, chore and
game PLAs. Not all instructional interactions are accounted for, nor
are quantitative analyses done. This section of the report should be
viewed as a first step toward a more complete anlaysks of the linguistic
forms and discourse featuresvof instructional interactions. ‘The goals in
this analysis are to determine if one particular form (the three-part
_.sequence of initiation-reply—evaluation that is so characteristic of
formal education) occurs during informal education episodes in Puerto
Rican children's homes and, more broadly, to examine several characteristics
of the instructional interactionms. 1
Before proceeding a few methodological points are in order. To
make the data examined parallel to that analyzed in classrooms I limit
the scope of the investigation to those interactions in.which a target
child "receives" the instruction and a person older than the target
children "provides" the instruction. The data base examined is further
limited to interactions occurring during performance PLAs. The
definition of "instructional interaction" used here is verj-broad. Any
verbal or nonverbal behavior by a person older than the target,child
which can be intended-as a strategy for elicitating~information from
the target or providing new information to the target is codfidered
an instructionallutterance. Instructional .interactions include
instructional utterances as well as other verbal or nonverbax behavior -
that serves to initiate,continue or terminate an instructionai sequence
o a given topic. These instructional interactions are viewed as
equivalent for comparative purposes to the three-part initiatihn-reply-
evaluation sequence‘identified in school classroom instruction\(Mehan
1979; Sinclair and Coulthard 1975, Griffin and Shuy 1978). - . \

§
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Aruitoxt provided by Eic:

Dimensions of Contrast

The initiation~-reply-evaluation sequence’provides a starting point ' .

for this discussion. Thisisequence has several characteristics.— Firsty——

the‘instructor initiates the instructional interaction. Second, the

instryctional interactions can ‘be divided into several types based on
-
the content of the interaction. . product, process, and metaprocessf

Mehan's (1979) discussion-of these characteristics contributed to the j;_;;é

formulation of the two dimensions used here to categorize instructional

interactions occurring'in the target children's homes.

/
R i

The dimension of‘initiation relates to tne impetus for the in-
structional interaction,fspecifying'whether the instructor or the
learner‘initiates the seouence. Two categories are used. When the
instructor initates the interaction it is termed "unsolicited;" when
the learner initiates the interaction it is termed "responsive.'" Re-
sponsive interactions are further subdivided into those that respond
to the 1earnerfs explicit query behavior and those that respond to
the learner's non-query behavior. The second dimension, content,
relates to the nature of the information at issue; specifying whether
it deals Qith factual information about who, what, when, where, or
why, or whethér it deals with how to do something. These two categories
are termed factual and process, respectively. Thus, there are six -
possible types of instructional interactions based on these dimensions
of contrast: ‘unsolicited-factual, unsolicited-process, responsive
to query behanior-factual, responsive to query behavior-process,
responsive to‘non-query behavior-factual, responsive to non-query
behavior-process._ |

S

Using these dimensions, the initiation-reply-evaluation sequence
characteristic of school instructional interactions would be con=

sidered unsolicited on theiinitiation dimension. Mehan (1979) reports that

the content of these interactions varies, with factual information being the
primary content of the lessons themselves and process information being the

primary content during the beginnings and endings of lessons. Consequently,

school interactions might be either factual of process on the content dimension. -
: ' o ; . : . . ’

. I . ot
i ! . .

In the rest of this section,T”usevexcerpts from PLAs to illustrate

‘and discuss the five types of instructibnal interactions (from among

by
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the possible six) which occur in the corpus. , _.

Unsolicited-factual

-

This category'represents those instructional interactions that are

initiated by the inptructor ‘and deal with factual informatlon Ekample
'(5) which was presented earlier in the discussion of counting PLAs fits
this categqry. The'relevant part qf'the PLA is repeated here for the
_reader}s ease. imﬁediatel& Before this excerpt occurs, Martin (target)
and his older brother were playing in the livihg room; -their father

and grandfather were sitting on a nearby sofa talking:

K

(5) a. Father: {Cuantas jirafas hay ahi, Martin? 'How
" many airajfes are thereMartin?'
b. Martin: He, ¢équé sé yo? - 'Ha, what do I know?'

c. Father: Mira, aquf hay una, dos, tres, cuatro, cinco,
seis, siete 'Look, here are one,- two, three,
four, five, six, seven.' (touching the
giraffes one by one as he counts)

d. Martin: (picks up a giraffe in'a truck) Y esta
ocho 'And this one is eight.'

e. Father: {0cho con esta? 'Eight with this one?'

Martin DeJa ver---Uno, dos, tres, cuatro, cinco,
seis, seis y siete y ocho 'Let’'s see---one, two,
three, fbur five, six, six and seven and
eight. " (picks up the giraffes as he counts
“them)

g. Father: e (23,209,9)

This interaction seems to take the form of the extended initiation-reply-
evaluation sequence which Mehan (1979) says occurs when the reply
called for does not immediateiy follow an initiation. In (5a) the :
father (instructor) initiates the interaction, Mertin (target child)
does not respond (5b).. The father first prompts Martin (5¢) and then
repeats the elicitation (5e). After Martin arrives at the correct
answer QSf), we can assume that the father finishes the sequence with
an evaluhtion (5g). Unfortunately, his actual response is unintelligible

on the tape. ‘

-t
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_'Regppnsive to _query behavior--factual \

These instructional interactions are those in which the instructor
responds to the learner's explicit query for factual information The
query may be either verbal or nonverbal. Example (10) illustrates
this type of”instructioﬁélvintefaction with a verbal que;y from the
learner. In (10) Jevier (target child) had just finiehed‘cleanipg his
shoes and his mother had told him that he needed to use the shoe pclish
to remove the marks from>the\shoee. He went into the bedroom shees in

hand, and comes out with a bottle of shoe polish:

(10) a. Javier: (Shows the bottle of shoe polish to his
- mother) ¢Este, mami?---ah, mami, ‘éste?---
iéste? 'This one, mom?-—--huh, mom, this one?
--~thig one?’ :
'b. Mother: ~ No, es iguall“”ﬂéy’btfd“en el closet. 0,‘ —
it's the same. There's another one in the
eloset. ' (21,167,5)

In this interaction the child's query (10a) is immediately followed by

the mother's response with the requested information (10b).

Example (11) presents an instructional interaction with a non-
verbal query from the'learner. Miquel (target child) is putting to-
gether a puzzle in the living room while his father is watching him:

(11) a. Miguel: (Turns over one of the puzzle pieces. Looks
‘at- the pieces. Picks up a piece. Tries to
fit it into the puzzle, testing it in spaces
surrounded by the same color. Looks at his

father.)
( Father:  (Moves his head to indicate "yes")
' Miguel: (Puts the piece in its place.) -

j 4 - (2,144, 7)
[ '
In this interaction/Miguel "agks" his father if the piece beloﬁgs in a
perticular place by looking at him afﬁer he puts the pieCevin’an area
(11a). In nodding his head Miguel's father responds with the requested

information (1lb).
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Regponsive tOAQQEIYf:EIOCESS ’ C 5

The interactions, in this category are those in which the instructor
responds to the learngr s explicit query for how to do a task In
example (12) the instructor responds to a verbal query about how to -
make a funny face. Ariel (target child) had ‘been playing a circle
game with his sister Claribel (9 years old) and his female cousin , - {
Zory (11 years old). Claribel suggested that they play a new gémg!she
had seen on television. In preparation fdr the game Claribel telln
him to!pick a funny face:

4

(12) a. Claribel: Haz una mueca, haz una mueca. 'Make a
funny face, make a funny face.'

b. Arfel: Como?  'What?'
Claribel: Cualquier mueca. 'dny fumy face.'

Ariel: Como que' una mueca? 'What do you mean-—- -
funny face?' .
e. Claribel: Asf{. 'Like this.' (sticking out her tongue.)

(29,197,19)

In 12(d) Ariel (target child) asks how to make a funny face. His sister

responds (12e), providing instruction through demonstration.-

/

. i
Response to non-queryﬁbehavior—-fagtua;

One feature—eof many of the-instructional interact%ensrfound in the
corpus is that the instructors often are responding mot ‘to direct:
queries from thevtarget'thiidréﬁ’but to Other behavior or‘speech. In -
(13) the instructor (grandfather) responds to what he percei ed as the
target child's error in counting. Martin (target child) had been
moving chair cushions around, pdttingpthem one on top of another

immediately before the PLA begins:

(13) a. Martin: _ Uno, aos, tres, cuatro 'One, two, three'(touching
! o the cushions as he counts them from,bottom to top)

b. Grandfather: Uno, dos, tres, cuatro, cinco ’One,
' ' two, three, four, five , S

~e. Martin:- (Touches the cushions while his grandfather
- - : ounts them ) * Cinco 'Five. ‘

/. —d. Crandfather: Ah 'Oh.' (23,246,3)




_While sitting in,the same room as Martin,. the'grandfather responds to
Martin's error in counting (13a) by recounting the Cushions aloud (13b)

Martin participates in this by touching the cushions as his grandfather

counts them.ll

N N Rd
N

Response to non—que v behavior——process )

This 1nteractions in this category are those in which the 1nstructor
responds not to a learner's explicit query but to some. other aspect £
their speech or behavior réiated to the process of how to do some
activity. Several different types of responses by instructors were
found in the data. Some responses deal with the manner of doing thé
activity, i.e., the instruction is a caution to do the activity 'well"
or carefully A second group of responses deals motre explicitly with a !
how to do an-activity, and the instructor states that a problem exists

by saying something like "one doesn't do that" (eso no se hace). In

‘the third type of response, the instructor deals with how to do an
activity by‘indicating a solution to the problem. For example, the
instructor might say "do it like this" followed by a_ demonstration.

Examples of each of these types of respopses from the_corpus will be

given.

In (14) we have an instance when the instructor responds to the

.

child's behavior with instructiofs about the manner in which to do an
activity.‘ Nirvia (target child) had found a shirt lying on the floor.
She brought the shirt and a sg¢hool notebook into th living room and

told her grandmother where she had found the shirt. Then her grandmother

responds: ‘ i : .

(14) a.. Grandmother: Vete y ponla, ponseld en un ganchito bien
v - puesta.: 'Go and put|it, hang it up nicely
on a hanger.

b. Nirvia: (Sets the- notebookﬂ n a box, stands up /
_ and take the shirt., She goes to the
S ' bedroom ,and looks _fpr something behind
. ‘ : o a wall.) Ay, aqui no hay gancho 'Oh, -

-~

! o there isn!t a hanger here.'

c. Grandmother: BRien puestétita, mire y abre las persianas
o pa’ que entre frescbs 'Nice dnd neat, oh
yeah, and open thé wWindows to let in some
fresh air.' o/ (19,242,4)
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Twice in this excerpt (l4a,c) the grandmother responds to Nirvia's

" behavior and speech with* comments to hang up the shirt in a way that

was "nice and neat," i.e., with comments about the manner of doiag

the actiyity.

Example (15) is an instance when the instructor responds to the

‘behavior of a target child by saying that a problem-exiets Roberto

(target child‘ had been playing a card game with his older brother
Jaime. After finishing that game they decided to play Monopoly
Their® sisters Maria (9 yea s old) and Eugenia (8 years old) as well-
as a neighbor-(9‘years/6ld§-join them at the table. As they begin to

_prepare to play the excerpt éﬁgrts:

+

(15) a. Maria: Yo so la banquera 'I'm the: banker.'

. / Roberto: (Picks up a card from the table.)
c. Jaime: No, Robert con eso no 'No, Robert, not
o with that one.'’ (22,210,14)

I this instance Jaime is the instructor He reSponds$to the target

\

! child s behavior in (le).wﬁth a statement that a problem exists (15c)

1
1

The next type of response about how to do an activity is when

the instructor responds to the child's behavior indicating the solution

to the problem. In (16) Ariel (target thild) had been playing a series
of games with his sister Claribel (9 years old), his female cousin.

Zory (11 years 0ld) and his brotheriCarlos (7 years old). Immediately
before this excerpt begins someone suggested that they play Simon Says:

(16) a. Claribel: Ajd, Simoh, yo lo digo---Simch dice, que’
Saquen la/lengua. "Okay, 3imon Says,
I'll be."it"--=Simon says stick out :
‘your tongue. ‘ ‘

L)

¥

"b, Zory and (stick out their tongues)
~ Carlos:: B N . ) .
c. Ariel: (looks at Claribel doesn't stick out his
: tongue. )

‘ di ‘Claribel: AJa,,Ariel, no la sacastes. 'Okay, Ariel,
’ you didn't stick out your tongue.'

e. Ariel: (8ticks out his tongue)

f. Claribel: La tienen que dejar fuera hasta que yo diga
E , ’ otro mandato., Simon dice, (laughs) Simén
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f. Claribel A .
(Continued): dice que se la metan. [referr1ng to their \

. Atongues] "You have to leave them out until ‘

I give you another command.
(laughs) Simon says that you should put them

back. ! (29,197,23)

\

- Claribel assumes the role of instructor here. In (16d) Claribel's

response to Ariel's behavior implicitly states that he should have N
stuck out his tongue; in (16f) she'again responds'to his behavior by
telling him that he should n0w keep it out unt11 she g1ves another
.command. In both utterankes she instructs him by providing the

'
1

solution to a problem.

Extended instructional seg;ences

In the previous discussion I have presented short excerpts from
PLAs to illustrate different types of-instructional interactions found
in the corpus. Many of the instructi nal interactlons are brief :
sequences such as those presented above. However, there are some ex-
tended sequences.of'instruction in nhich several types of instructional

interactions occur. _ - , \

- For example, in (17) tne child's mother inddcates that a problem

Simon says . \

exists.and also indicates the solution to it.

‘Nirvia's mother had

called her to gipe'up some food spilled in the oven.

(The mother had

recently returned from the hospital and couldn't bend over.)

Nirvia

comes into the kitchen #::d her mother hands her a cloth:

a.

Nirvia:

17)
. Mother:

c. ‘Nirvié:
d. Mother:

e. Nirvia:.
f. Mother:

g. Nirvia:

!

- (Wipes the<inside pf the .oven.)

(Watches Nirvia) No, no, lo de adentro
'No, no, the: part.farther back.'

(Wipes off the shelf inside the oven.)
(Continues to watch Everlidys.) S

Miau, miau, miau [nonsense syllables]
'(she continues to wipe out the oven.)

"Bien adentro,‘bien adentro en el horno.
"Way back, way in the back of the cven.'

(Continues wiping out the oven, then gives
the cloth to her mother and gets up.)
(19{143,5)
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In (17b) &itvia s mother responds to her behavior first bypstaving there
was a problem ("no, no") and then indicates the solution ("th part farther

back"). In|(17f) her mother responds to her behavior with an-ther state-
ment of the solution to the problem ("way back, way in the back of the -

. T
oven'')-. '
I
)
.

_70~J Example (18) presents anothe case. Javier (target ¢hild) had been
' ~sitting in the living room looking at a book when'his\mo er initated
~a chore PLA by saying,_"Javier,i ememher that you have to clean your‘
shoes," (Javi, recuerda que ‘tiepes que limpiar los zapatos). Javier

other outside. She thén fills a bucket

" got his shoes and followed his

with water .nd gives him a raé.

(18)»VT. Javier: Se [dafia 'It'll be ruined.'! [He thinks
. the shoe: will be ruined if he puts them
in/ water.] ’
: b. Mother: .Mojas,el_paﬁito (pointing to the bucket),
: ~ lg exptrimes y lo pasas. ['You're going to

. , ‘ wgt the rag, wring it out, and then wipe
K ‘ offf the shoes.'

Javier: Sits on the railing next to the bucket,
and puts his shoes on the ground. Puts: the
rag into the bucket. emoves the rag
from the bucket and then wrings it out.)

d. Mother: _(Watches Javier.) Quitate el reloj que lo
daﬁ s. 'Take off yourw watch cause you’ZZ
~ . ruin\it.’
,, e, Javier: Eh, ya lo moje. 'Oope, I already got it wet.'

(Carefiully cleans the side of one shoe)

Mother: _ (Goes inside the house with Javier;s sister
to help\ hér put on her shoes and socks.)

4 Javier: (Turn t shoe over |and cleans off the other
side. Puts the rag/into the bucket, removes
it, and then wrings/it out. He then cleans
the other\shoe and throws the rag back into
the bucketl. He pi ks up his shoes and stands

up.) . Ya

Javier: [Goes insi
doorway to

use and stands in the
he room where his mother is.]

_ ” i. Mother: Javito, tienes qu deJarlo(s) secar

‘ / : 'Jovi, you have to let them dry.'

‘ j. Davier: Secarlo! Que t, dices? 'Dry them! What

do you mean?'\ (Looks at the shoes) No le
) salieron las manchas 'The spots didn't come

. [ off. ’ Y
— ,

Q &

°
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K. . . Mother: No, porque le tienes que, le tienes que
pasar la otra, otra 'No, because you have,
you have to put on the other, other.'

. (referring to the shoe polish)

1. Javier: iOoh!. (He goes to the bedroom with his
- shoes in hand. Then he comes out of the
bedroom with a bottle of shoe polish.)

m. Javier: (Shows the bottle of shoe polish to her et
Co- mother) &Este, mami?--- ah, mami,;éste?-—-
téste? 'This one, mom?---huh, mom, this
oneg?---this one? " ‘ W

n. Mother: No, es igual. Hay otro en el closet 'Ngii
it's the same. There's another one in the
closet.' (21,167,4-5)

|

As mentioned above, there are several types of instructionalAinteractions,
in this sequence. In (18b) and (18d) Javier's mother responds_ko his
behavior by indicating the solutions to prblems. After ﬁe“wipés.off

o the shoés his mother again responds (18i) with a solution. Inv(l§j)

iJaVier asks a Quéstion;'but ratherv;han waiting for an answer he states

another problem to which his mother responds wigh\é‘solution (18k). The
final interaction is one I had quoted‘eariier. In it‘Javier asks a

j%’ factual question (18m) and his mother responds (18n) with an answer.

Summagi

\In this preliminary analysis I outlined six types of instructional

‘ intefactions-that contrast along two dimensions: initiation and

contgﬁzt‘ Examplés of five of these types Qéfé identified in the corpus;
unsolicited instructions.about process were ndt found. Many times
instructional interactions are short and involve only one type of
instruqtionél utterance. In some instances, however, the sequences are
longer and se&eral types of instructional utterances occur within the

same sequence.

The initiation~-reply-evaluation sequence so ché%acteristic of
school settings does occur. Two'characteristics of the initiationf
réply—evaluation séquence'in schools are that they are initiated by
the instructor and deal primarily with factual information; the
instances of this Séquence occurring in the PLAs also have the same

\ characteristics. However, most of instructional interactions in the

RIC . ] - o g
=\ 7w |
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PLAs have very different characteristics. Most are not initiated by the:
instructor, 5ut are responses to the target children's behavior or
speech. A;d most dealt with process, i.e., how to do something, rather
than with facts. These data suggest that the differences in the forms -
used in instructional interactions in informal and formal education
settings may be related to underlying différences in the approéch to

and content of education in.these settings. !

\

| | | ‘
’ .

i
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Notes -~ Chapter 3

¥Instances of target children explicitly observing tﬁé;researcher‘

. writing are not included in this analysis because they are not part

" "of the children's natural environment.

2Examples present entire PLAs unless indicated otherwise. Nonverbal
behavior is presented within parentheses; explanatory comments by

observer are presented within brackets. Translations of the Spanish

~were done by me and are in italics immediately following the Spanish.

I attempted to do a colloquial translation that preserves in English
the style of the speech rather 'than a strictly literal translation.
Pauses are represented‘by a dash (---), unintelligible words by. dots
(...). Large brackets enclosing speech.or behavior of more than one
individuallinaicate overlapping behavior’or speech. ' Numbers in
parentheses at the end of each example are the 1dentification numbers
for the child, narrative observation, and page. '

3

»"PLAs in which farget children imitate another's literacy activity are

not included here.

4Simil_ar patterns exist within one-activity performance PLAs involving

reading, counting, or preliteracy.

5Similar patterns exist within one-activity perfofmance PLAs involving

reading, counting, or preliteracy.

6These findings are drawn from analyses reported in Jacob (1977).

- 7. Ninety percent\ﬁf thg;cargiakers“mentigned_a*specifié_age+_4Analysis

of the comments accompanying the answers indicates that the women may have
interpreéed the question in different ways. Some seem to have interpreted
the question as "when do you think you should begin to teach children

to do things around the house?" and others as "when should children

have respousibility for doing:spmething in the house?"

8This latter inté}pretation is that which I had intended to- convey.
Three middle élass and two lower class caretakeré interpreted the

question this way.
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9This sequence occurs in‘classrooms in Puerto Rico as well as the : B
mainland U.S. An example taken from audio recordings made in an

elementary classroom follows: |

Initiation o Reply A Evaluation

. Teacher: Recuerden - que Maribel: Venimos Teacher: Cinco dfés,
| v 'vgnigos—cuantos— a la , 'Five days.' -
' 4 cuantos dias . escuela '
venimos a la cinco
escuela, Maribel? dias ‘ oo
' Remember-that . 'We come
we come-how many- to school

how many days do five days.'
we come to . ' _
school, Maribel?

{' loT;é examples presented the discussion of instructional interactions

| are excerpts from PLAs, not entire PLAs as are exampieé'presented earlier.
L ] llAn alternativéfinterpretation might view this instructional interaction
as an extended initiation-reply-evaluation sequence with the initiation
implicit. Viewed this way, (13a) is an incorrect reply that results in
the grandfather prompting the child (13b). Once the child provideé the
correct anéwer (13c), the grandfather prqvides the concluding evaluatiop

(13d). -~ ' L,




CHAPTER 4
CONCLUSIONS AND DISCUSSION

Many of the questions posed at the beginning of this work are

descriptive in nature (What are the characteristics of the children's
s e meinformal. education?.--What kinds of instructional interactions occur |
,dufing informal education? What are caretakers' attitudes toward in-
formal education?). The "conclusions" to these questions is presented
immediately below}in the form of a summary of the findings. Other
questions (Do the generalizations from descriptiongiof iﬁf;rmél education |
in nonindustrialized societies hold in Puerto Ricb? Whaf is the effect
‘ofvthe skill on characteristicsvof informal education?) are more
comparative in nature. These are addressed after the descriptive

summary. At the end of this chapter I raise issueS'for,future research.

g The caretakets of the target children discussgdlthéir_nogion of : .
L capacidad 'capacity' during interviews and mertioned it during ethno-
graphic observations. Gagacidad‘refers to a person's présentkabilities,

social maturity and his/her "readiness" to learn more complex skills or

» social behavio:. The caretakeré feel that éhildren géin cgpacidad

A little by little through experience, and that children vary in amount
they have at a given age. They say that some children learn early and
some learn later, ahd that one cannot force a child to learn if s/he
does not have the capacidad to do it. These expreséed attitudes led me
to expect informal education that is responsive to the individual stages

ag development of the children rather than proscriptive.

Three skills are examined in detail: literacy, chores and rule-
bound games. To identify informal -education episodes of these skills

within "stream of behavior" data, I developed the notion of "potential

'learning activity" (PLA). By this I mean a behavior or sequence of
behaviors that cah result in learning on a specified topic. We
‘identified and delimi;ed'within the observations all occurrences of

the targét children's PLAs for each of the three skills. Our general
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rule was to include all instances when a target child performed an activity

related to the skill, explicitly watched or imitared another doing such
an activity, or was the object of verbal or nonverbal instruction in the
skill. PLAs were classiried as involving observation, imitation, or
performance (i.e.l actually doing an activity related to the skill).
Performance PLAs were further divided into those the target children did

k]

alone and those they did with others.

Of the three skills, literacy PLAs are the most frequent (N=62),
chores are the next most frequent (N=38), and games are the least
frequent (N=28). I will describe the content and context of the PLAs

for each skill separately before comparing quantitative characteristics

,across the. three skills.

Literacy artifacts are a natural part of the conndnity settings
in which the kindergarten;aged children move; Ihey are a part of the
work lives of the children's parents and a oart.of the school lives
of the children. Literacy artifacts were observed in all of the
children's homes and some of the children's caretakers reported having
as many as 300 books in their homes. Social class differences seem
to exist_in terms of theﬂnumber of books present in the homes, with
middle class homes reporting more books than }ower class homes. During
literacy PLAs observation and imitation oceur infrequently; alnost
all of the literacnyLAs involve the target.children actually doing. '
activities related to 1iteracy (i.e., are performance PLAs). Four

activities are examined: reading, writing, counting,‘and preliteracy

" In most PLAs the target child do only one of these activities during

the PLA. Counting occurs most frequently, followed by reading, pre-
iiteracy and then writing. Across ~l1 four activities about half .of
the PLAs in which target children perform activities they do them
alone, and in about half they do them with others. Across all four
activities three-fourths of the non-target persons involved in the
PLAs, are older than the target children; of these two-thirds are.
relatives or friends. Across all four activities about three-fourths
of - the PLAs are initiated.by the~target children themselves and in
about 94% of the PLAs the target children initiate their own
participation in the PLAs.

2
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Becaue they are the most frequent type, performance PLAs are

described in more detail. 1In performance PLAs involving reading a
wide variety of artifacts are‘used: playing cards, comic books,
newspapers, books, and other objects such as gum wrépﬁers. In reading
alone the children usually ‘look at the artifacts without reading aloud.
Childrenlread with others while playing games, ésking someone whet was
written on an artifact, and reading aloud from school not ebooks. CounEing
PLAS'USpally involve the childrén»counting aloud in ordinal sequence
the number of objects in front of them. The objects counted include
toys;.buttons, flower ﬁetals, and photographs. Counting PtAs done
with others also involve the target children in cdunting as part of
games. Pfeliteracy PLAs done alone include drawing, coloring, and
putting‘together puzzles. Preliteracy PLAs done with others include
doing puzzlés, coloring, and playing linguistic games. There is only
one writing performaﬁce PLA. During it the target child sits alone at

the kitchen,table‘and copies words into her school notebook.

The second skill examined is chores. As in other industrialized
,settings, chores in Utuado are not a direct preparation fq; the

children's major adult economic roles or major contributi;n to'the family's
economic life, though they do Eontribute to the comfort of the family

- by maintaining the household. In chore PLAs, observation and imitation
occur infrequently; almost all are performance PLAs. About half . of

these are done alone and half with-others. The ;ypés of chores done

alone and chores done witﬁ others are similar. The most frequent
include‘carrying,something to another location in the house, throwing
sométhing in the trash, washing a dish, sweeping the floor,lpicking

up toys, and cleaning.

The third skill examined is rule-bound games. Since the bbservatio;f\\;zf>

that form the corpus under examination were collected during the sdmmer

[

between kindergarten and first grade the children héd a fair-amount of
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freedom to determine their activities and-spent a great deal of time-in
play. ‘Observation and imitation never occur during these PLAs; all
involve the children actually-playingAa game with others. Many games
are played, including cooperative circle games, games that involve
listening carefully to someone else's speech and responding with the
aporopriate behavior, games involving marbles or billiard -balls, tag
games, as well as card and board games._

Another goal of the ;study is to provide a preliminary analysis of
instructional interactions occurring during the PLAs. I was interested .
in determining if one particular form (the three-part sequence of
initiation—reply-evaluation that is so characteristic of formal education)
occurs during informal education episodes in Puerto Riran children s homes
and, more broadly, I wanted to examine several characteristics of the
instructional interactions. The initiation-reply-evaluation sequence R
does occur in the PLAs, but very infrequently; the forms that do occur
vary w!ﬂely. Two characteristics of the initiation-reply-evaluation
sequence in schools are that they:are initiated by the instructor
and deal orimarily with factual information;_the instances of this
sequence occurring in the PLAs also have the same characteristics.
However, most instructional interactions in the PLAs have very different
characteristics. Most are not initiated by the instructor, .but are ‘
responses to the target children's behavior or speech. . And most dealt
with orocess, i.e., how to do something, rather than with facts. These
data suggest that the differences in the forms used. in instructional
interactions in informal and formal education settings may be related
to underlying differences in the approach to and content of education.

in these settings.

%

The degree to which instructional interactions are responses to

the children's'behavior, and the degree to'which the target children

‘initiated the PLAs and their own participation in them 1s consistent

with attitudes the caretakers of the children expressed during inter-
views and‘participant observations in connection with their notion

~of capacidad.
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broportion of neople older than the target child who are involved in

. OtHer characteristics of the PLAs were examined 'in a cemparative
perspective, providing information about the relationship between
skill-to-be~learned and the characteristigs of informal education'episodes.
I found some sim&larities and some differences across the three skills. '
Skill does not séem %o significantly affect type of informal education:
almost all informal education episodes are performance PLAs, observation

and ;mitation>PLAs are rare. Skill does not seem to affect the

the PﬁAs; over three-fourths of the others in the PLAs were older than

the target children. Some other characteristics.rélated to the people

participating in the PLAs are affected by skill.  Literacy and game
PLAs have 81m11ar patterns in that the target chlldren themselves
1n1tiate about half of the performance PLAs done with others and they
1nitiate their own partiC1pat10n 1n these PLAs over 90% of the time;

in chore PLAs the target children initiate one fourth of the performance

PLAs dqne%ﬁith others.and they initiate their batticipatién in only Cl

about one third of these PLAs. Literacv and game performance PLAs are

also»alike in that most of the non~-target persons in the PLAs are

friends and relatives other than the target éhildren s parents ahd
grandparents; in chore PLAs the targets' parents and grandparents account
for most of the non-target persons involved Literacy and chore PLAs

are different from game PLAs in that approximatelyfnelf of"the-performanee

PLAs are done alone and half were with others; in game PLAs all are

done with others.” Skill is definitely related to. the frequency and

length of the PLAs.  Literacy PLAs occur more than twice as often as

game PLAs. Game PLAs done with others are the longest (uean =6.7
minutes) and chore PLAs are the shortest (mean = 2.1 minutes); literacy
PLAs have a mean of 3.4 minutes. Skill is also related to the number
and characteristics of the target children involved in the PLAs.

.Middle class children are more likely to do literacy PLAs, girls are

more like1§ to do chore PLAs, and bays .are more likely tc do game
PLAs.

The second comparative question asked in the study is whether
the generalizations developed for informal education in non—1ndustriallzed

societies are valid for informal education in 1ndustrialized soc1et1es.

-~
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1 found thatathe characteristics of informal education for kindergarten--

- aged children in Puerto Rico are both similar and dissimilar to informal .
\ education as described for nonindustrialized societies. In both :
.settings, participatory 1earn1ng 1s 1mportant, the learner is respon31b1e
) for in1t1ating opportun1t1es to obtain knowledge or skills, and in-
__,istrugtﬁfsfare relatives or close friends. Differences seem to exist
in the area of method. In the Puerto Rican data examined here
observation, imitation, and demonstration are not the primary methods

employed whereas these are important methods in non-industrialized

settings. Also the role of the social contr1bution of the learner does

not seem to be as important in Puerto .Rico as it is in non-industrialized

e

‘ societies. T

M

Within the limits of the time and money available for this study,

\ ny restrictions had 'to be put on the questions that asked and. o
analyses performed. Some questions,can be answered in fiature analyses
using the corpus examined here.i Foriekampleﬂ I presented only a

.’péeliminary analysis of instructional interactions, but plan to .

| do%a more complete anlays1s of these data in the future. A/major un-
answered question deals with the relationships between gender and socio-
veconomic status of the children and.characteristics of their PLAs o
and dinstructional interactions. We‘have seen that gender and SES are
rela&ed to the frequency with which children participate in the

-~ different types of skill PLAs, but further work needs to be done on the’
relationships with other characteristics of PLas and instructional ‘
interactions. The role .of individual variability vs. group effects

'also remains unanswered, as does the question of the relationship

—

between the children's informal education environments at home and

R

those they help create at School.; I hope to address these issues in

L T,
D) o

future analyses. .

s ’ i ' ' ' ' I
i . . . T I

Our indexing andvbracketing procedures identified 'pretend"

y

literacy activities of the target children. These are activities
in which the children are dbing a literacy-like activity but without
real artifacts. These were not included as PLAs because they do not

i
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‘of instruction difficult.

o Although many questions remain to be answered,

In future

present an opportunity for learning literacy skills.

analyses I plan to examine thelr role in the children's learning about ,

the social functions of literacy //// . /ﬂ

B . -/
This smallfstudﬁ also raises many issues for future work beyond '/
this particular data base. There are several limitations to this data/

base that call for further data collectYon. First, the use of audio /

'fape‘and_handwrftten observations make the anlaysis of nonverbal aspects

Second, the nature of sampling done precludes

asking developmental questions. Future work needs to examine informal

educatiorn ever a longer period of time.

the results presented ' .
in this report contribute to our understand1ng of the var1et1es of in-*

formal education. .- - N

wyo




APPENDIX A

/A SAMPLED DETATLED OBSERVATION AND INSTRUCTIDNS
TO THE OBSERVER/TRANSCRIBER FOR PREPARING '
/ < THE FINAL DRAFT OF THE OBSERVATIONS

* The, f1rst page of each deta11ed observatlon is a floor plan of
.the areas the child was in during the observatlon. "For the home
observstlons, the observers .drew their models of the-:floor planSvthem—’

selves. On the floor-plan they indicated the movements of the,target_

child and themselves, usingfconsecutively numbered single-headed arrows.

The second page of the observations contains two sections:. Interview
- and Commentary. The InterGiew section contains the observer's report N
“of any conversatlons s/he had had with the child's caretakers before or
. after the observatlon. In the Commentary section, the observer\lncluded

any subjective comments about the cverall ohservatlon or the target

,child. Usually, there is a comment about whether the target child was

acting "naturally."

®

.o -

The next section on the final observations isythe General

Description. 1In this section, the observer descr1 d the overa setting
of the -observation: .who was present, what»thgyf ere doing when th
_°bserver;?ffivedf_whezswthe target child was and what s/he was doing, .

 and what toys or objects were 1in the room nearby. The observer also f .
identified the persons present during the observation--i.e., their ages .
and relationship to the‘target child. The.ages of siblings were obtained
from the interviews‘with the target child's primary female caretaker; I

v the ages of others were estimated by the observer.

After these introductory sections, the obsDation itself follows.
/ Before 4 section from an‘obseryation is presented,(the conventions )
followed in writing the frnal version of the.observations are listed:
1. On the far left-hand side of the page write the time when the » .
observation began and‘ended Also write the time approximatedy |

every minute dur1ng the observation. . - ' v
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2. Begin statemenfs about the actions and speech of the target cFild

- in a column on the left:; begin statements about the/actions and
speech of others in a|column on the right. ‘ IJ ’ b

3. .Write the descriptions of actions in the present pense. |

4. Write p031t1ve statements rather than negatlve\gneg. For example

" write '"'He

instead of w:iting ”@é did not get up from the Fable,
continues sitting'at/the table." : A
5. Write one action per statement. . ‘ ‘
éth ‘Instead of referrldg to childrery by name, a331gn thldren in the
‘observation labels con31st1ng of the letter B (for boys) or G
(for girls) and a number. The target child is given the number
1. (Therefore,/the target child is either Bl or G1, dependlno‘

on the child' s/gex ) Assign the other children numbers con-

s

secutlvelv as/ thev\ere mentioned in the observatlon. Refer to
adults by thqlr relationship to the child. '

7. Put persgggl'commentar1es~and expllcagions qf activities—-for

e example, a . discussion of the rules of a gamef—betWEen parentheses.

8. Draw a horizontal line acfoss the page when the child moves to
another location (in home observations, this usually is when the

 chi1d moves to another r00m or area of the patio).

9. When two or more actions or utterances occurred 31multans9usly,
put an asterisk(s) at the beginning of the statements describing
these activities. ‘ | |

iO. Place drawings of toys or objects used during the observation at

the end of the observation and label these figures consecutively.

. 1 ) . '1 . . . ’
The following conventions were followed for transcriptions of speech:

11. Put tranécriptions of what people say in quotation marks. r
. 12. Use an "X" to indicate that someone said something but you do
know what was said.

13. Indicate to whom comments were made. . .

.

14. Use ahdash.to'indicate a pause between words or phyases.:
15. Use three dots to°indicate words or phrases that cannot be ber e

understood from the tape tfecording. ‘ :
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\ The follpwing|excerpt is from one of th . home, observations that I
! did. (All tragscriptions of conversations were written in Spanish; I

wroté the desc 1Dt1ons in Engllsh and Puerte Rican observers wrote the1r

[3

descrigtlons in Spa 1sh )

Two Minute YSelection From Sample bbservatio
] - : , f

T

|
. \,'/ . .
. Interview: There was no interview because neither Bl's mother

\ // B ‘ nor father were-at home.
//Commentary: Bl\seemed completely relaxed and to be\playing
/ f N 'normallv ]
f .General ] ' When I arr1ved, Bl's gr ndfather greeted me, then

Description:

went inside the house. Gl G3, G4, G5 nd G6 were

. standing in the marougjlgg_talklng Gl had a cloth
u doll in her arms G2 %as near the other girls,

. ‘ “ sfiitting on a tr1cycle Bl and B2 were injthe iaundry
J rEom. B2 had a small poodle on a leash While I %
’ ‘; ‘ ‘ wgs waiting to begin the observation, Bl and B2 i

l : walked out ofuthe margue31na together. B2|tied the !
| ‘

/ - . poodle's leash to the front door of the marquesina. !
) .

Bl and B2 then returned to the laundry. GI1, QZ, G3,“)
G&,[GS,‘and(G6 went into the living room. g t
are sisters of Bl; Gl is Bl's twin (6 years|old) and
: .4_.' - G2 is 3 years old. G3,.G4, G5, G6, and B2 are -
‘ | neighbors. B2 is about 6 years old; G3 .is gbout 6
fv“ : o years o{d G4 is ahout 10 yearg-old G3 is dbout 11

years-o d G6 is about 15 yeats old.

r‘ v

I didn't see any toys in the marquesina. Injthe

laundry there is 4 "Fort Cheyenne.”" This is|a box

’ ' ' that opens up'into a three-dimensional fort on one
L ° S 'half and some Indian tepees and grasslands on the
N /. . _ ‘ ; other half (see f1g l) In31de the fort are small

- } [ -\ (two 1nches,h1gh) cowboys and Indians:
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Target Child Other

141

«

#Bl is seated on the floor in the *B2 is seated on the floor of
laundry room the laundry room.
. T \
(Between Bl and B2 is the Fort Cheyenne-Box unopened, see

floor plan)

#*%Qpens Fort Cheyenng box, putting
1id (Indian areas) toward the back
door of the laundry room; there are
about 40 small'(two—inch—highs cowbovys
ahd Indians of different golors piled
‘inside the fort side of the box; spmé
are riders on horses but most are

standing.

*%* Says as he opens the box 'Ya, quitarle
este, quitarle este"

B2 to Bl "'sperate"
Bl and B2 look at the cowboys and Indians inside the fort.

" "Pido este'" as he removes a

horse and its rider (I don't

know if it's a cowboy or an

Indian) from tﬂé fort. (The

riders are attached tovthe o ’ » v .-

horses.) : : .

Sets the ‘horse and rider on the
. floor by his side.
B2 to Bl ."...pelealverdad?"
Bl "Pido este' as he removes .

a horse and its rider from the fort
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Target Child

s

N
"Pido este" as he r;moves
another horse with its rider
from the fort.
Sets the horse and its
rider by his side on the

.

flbor.

*"Pido este'" as he removes another

horse and its rider from the fort.

Returns the horse and its rider

to the box

Others

B2 sets the horse and rider

on the floor by his side.

*B2 to Bl "Ay, yo no, no, no,
yo todavia no he pedido--...

:Donde esta el caballo blanco?"
N v

B2 takes a horse and its

rider from the box

B2 sets the horse and rider

on the floor by his side

(can hear poodle bafkingin>matquesina)

"Pido este' as he removes a

horse and rider from the box

"Pido dos'" as he removes another

horse and rider from the box

Sets the horses and riders on

;he‘floor with his others:

To B2 '"Deja ver cuantos yo

' counts his horses

tengo,'
(and theiririders3, then says

to B2 "cuatro"

3

N,

B2 to Bl"iCuinto caballo ti
tiene alla, uanto caballo

td tiene alld?"




Target Child

° ."Look at his horses and

riders

Looks up at B2 and says,
"Cinco tengo yo''

(4%

142 "Rido'" as he removes ahorse
and its rider from the box
Sets the horse and rider on

the floor beside him
Looks at his horsés and

riders

ﬁTengo seis"

Watches B2

77

Others

*¥B2 looks at his horses and
riders

B2 'Cuatro yo tengo, ahora

pidoa"
B2 "... Ah pues son muchos..."
Bz 'IXI'

//4
#% B2 looks at the fort
% B2 "ahora tienes seis...ahora
me toca a mi, espérame"
B2 removes a black horse (without
rider) from the fort
B2 sets the.horse on the floor
beside him
G2 and G2 arrive at the door
'(bead curtain) between the
i . marquesina and ‘the laundry
F.room (G2 is on bike and G3
walking)
G2 and G3 watch Bl and B2

B2 looks at the fort (inside

at the pile of Eowboys and

Indians)
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Target Child

To B2 "no, no!

#datches B2

"Ah, el mio"
Reaches into center of the
fort (Eo remove a horse and

-

L 3
rider)

bl

To B2 '"Pues coge todos los caballos
salvaje porque, mira ta 'sta, tu
'sta, pa' los "indios, y> 'stoy pa'.

los vaqueros"

To B2 '"No, cuando uno se le..."

To Be "Cuando uno se le escapa

2 2 "
a otro, este usa este

78

Others

B2 "Pido este y" as he removes
a horse and rider from the
fort
B2 "iNo hay un hombre blanco
por ahi?"

* B2 continues to look at the

cowboys and Indians inside

the fort

" % B2 to himself "...caballo"

(I think he is looking for
a horse and rider instead’
of a cowbov or Indian that

is standing)

@

B2 to Bl "No, yo no he pedido
...a mi me falta como un -
hombre en caballo negro"

B2 looks in the center of

the fort (1ooking fo; a ,

horse and rider)

-~

B2 looks at Bl

B2 to Bl, "Te voy a decir
una cosa, éste, cuando se

- le, cuando este se 1éstima,
pueé uso este' ‘

B2 interrupts Bl saying to him,

: ", ..ahora me taca a mi"




APPENDIX B

Ve . 2

DESCRIPTIONS OF UTUADENO CHILDREN'S RULE-BOUND GAMES

- - '

-

In this appendix those Utuadefio children's games that are included

in the category "rule-bound games' are described.

Yalo or yalito, is similar to tag. One person is designated

"it" (se queda). This person then chases the others trving to touch

one of the other players. When someone is tagged then s/he becomes
"it" and chases the others. The game can be played with or without-a

"home base' {tein) where players are safe and cannot be tagged.

In el monstruo. the child who is designated as ''the monster"

 chases the other players: As '"the monster" tags other players they are

eliminated from the game. The game ends when only one child is left.

This child then is '"the monster' and the game begins again..

. In suplicio 4 large rubber ball is needed. This game starts with
al% the players in a rough circle around thevplayef who has the bali.
Each player receives a number (either someone assigns it or the players
count off). The person in the centér‘with the ball tosseé the ball
up in the air while calling out one-of the numbers assigned to the

other players. The pléyer whose number was called can then either try -

to catch the ball or let it fall;'the other players run away from the

center. If the player catches the ball, s/he then tosses it up in

the air an calis‘someone‘else's numbgr. (That pe;son must then‘try

to catch the ball.) If the first player. lets the ball fall to the )
ground, -s/he calls "stop" (paren) when s/he finally gets the ball.

All the other plgyers’must‘tben étandfwhere they are. The player with ’
the ball then tries to hit one of the other players with thé ball.
Players receives '"points" (guntos) during the/game. For example, if
the player throwing the ball is able to hit‘another player with the

ball, then it is a point for the person hit; or it is a point for the

" thrower if s/he misses while trying-fo hit another player. Players

are eliminated from the game when they accumulate three points. The

winner is the last player in the game.

2

‘ o 8y




»

In enano, gigante one player is the leader (1{deér). The other

players stand in a line facing the leader. The.leader calls out either

*gnangf (dwarf) or "gigante" (giant). When the leader says '"enano,'" the

others must stoop down:; when the leader savs "gigante," the other must

stand up. ‘When one of the players stands up or stoops down at the wrong

time, s/he is out of the game. The game continues until only one player
| ls left; this player.is then the leader in the next game.‘

In uno, dos, tres, nescado (one, two, three, fish) one plaver is the

leader. The leader stands with his/her back to the rest of the players
- who start.out’ in a line a distance from the leader. The leader calls

out "uno, dos, tres, pescado"-and the other players move forward from

the beginning line toward the leader. As the leader savs "pescado"
s/he turns around ranidly, and if s/he sees one of the others moving then

"that player must return to the beginning line (para la cola). The

players’ goal is to arrive close enough to the leader so that they can
touch the leader. AWhen a player touches the leader (saying' pescado
as s/he does it), s/he wins the game and becomes the new leader.

In §£ggn (Simon says) there is a leader who stands alone facing the
other players who are in a line. The leader give various commands (for
example, stick out your tongue, take a giant step, pull one ear). Some
of the commands are prefaced by the phrase "Simon dice" (Simon says)

X The other players must follow those commands prefaced by "§&EQE_§iEE’
and ignore,those not prefaced by the phrase. Players are e11m1nated
when they respond inappropriately to the leader's.command. »The last

player remaining is the winner and becomes the leader in the next game.

In el sapg,(the toad) all the players sit with their legs crossed
on the floor in a circle. One holds a leaf or twig which represents a
toad (sapo). The game starts with all the players in the c1rcle tapplng
their knees in unison rhythmieally. The player holding the leaf holds

it out to the person on his/her left and says to the other player 'esto~

es un sapo" (this is a toad). Thesother answers "un que?" (a what?). .
The first person answers ''un sapo" (a toad) and hands the leaf to the

second person who says "ésto es un sapo" (this is a toad) as s/he takes ?

the leaf. While this exchange occurs, the two players involved and the

<
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others in the circle must maintainvthe’rhythmic tapping of their knees.
- - After rece%ving the leaf, the second person on his/her left says ﬁéggg
€s un sapo' and the game continues with each ﬁerson passing the leaf to
the person gn his/her left. A player is eliminated when s/he misses
a phrase or.taps his/her knees out of rhythm. The last child to remain
\in the circle is the winner.
o

. Another game the children ﬁlayed was adapted from a local television

7. o . . ;
\ show. All the players sit in a circle with the legs crossed in front

of theh. Each player chooses a "funny face' that is different from
)that of the other players. The game starts with all the players tapning
their’thighs in unison rhythmically.. Someone begins by making his/her
"funnv face" and then 'calling on'" another player by making their "funny
face." That player then makes his/her "funny face" and that of another’
player (other than the one who just '"called oﬁ"(hiﬁ/héf)- A player
loses and is eliminated from the game if Ehey forget a face or do omne

out of sequence. The last child,remainingvin the game is the winner.

Chequi Morena (also called Chequi Molina and El Juez by target

children) is a popular circle game. All the players except one stand
in a circle holding hands; that chila stands alone in the middle of the
Acircle. The group sings the following song:
"El juéz le dijo al cura ‘

. Y el cura le dijo -al juez ' °
Que la dénde estd ese ritmo? caramba.

Del merecumbé, jué

s

3Cheéui Morena, Chequi,

Chequi Morena, jué ‘

Queia d5nde est4i ese ritmo? caramgg,

Del merecumbé, jué

Un pasito alante

Y otro para atras ‘ -

Dando la veulta, &ando 1a veglta ~}

:Quien se quedard? jué.

Q ' T E}‘




As the children sing the first two verses, the pefson standing in the -
middle puts his/her hands on his/her hips and moves his/her hips from

side to side in rhythm with 'the song. . Durlngythe third verse when they

~ sing "un pasito alante' (one step forward) the child in the center takes

a step forward; as they sing "y otro para atras" (and another backward)

‘the child takes a step'backwards. Then as they sing "dando la wvuelta, .

dando la vuelta" (turning around, turning around), the child closes
his/her eves and turns around holding one arm out in front and pointing.
The child keeps t:.rning untdil the end of the .third verse (aOulen se

quedara?, jué) when s/he stops. The person to whom the child in the

center is pointing then goes to the center of the circle, and the one

‘who was in the center joins the circle and the game begins again.

In two games the children form pairs and eéch pair joins hands
facing one another. In Misu the children sing a song that begiﬁs -

as follows: '"Misu, misu, van a ver a misu...." After they sing the

first "misu," each child claps his/her hands’ and after the second
"misu" they clap again. As they sing the rest of the song, the pairs
hold hands and put alternating fret forward. (When one child puts
his/her right foot forward the partner puts his/her left foot forward.)
At the end df the song; both partners stand still and point one finger
at the other. The first child to move or smile loses. In Masedu{

the children sing the following song:

Masequi, masequf

Equi, equi, equi ' ' .

El gallo, la gallina se fueron a banar

La gallina se ahog6, el gallo la salvo

Que si, que no, qué en la-casa mando yo.
The pairsjﬂgld hands while singing the song. _THey 3136 jump up and
down during the song--one.partner quikcly kickingAhis/hen 1gg as high
as possible forward and the other kicking his/her'corresponding leg

backward, alternating legs.
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In veo, veo one person starts by choosing the nl;e of an object
s/he wants the others to guess. "S/he then éays to the other' players
"'veo, veo" (I seé, I seed. The others ask, 'i0ué ves?" (What do y&u
éee?). _The first:persop then says "una cosa" (sbmething) and the
others ask "iCon qué letrecita?" (Whataletter does it begin ﬁi;h?).
The first person then tells the others the first letter of the name
of thé object s/he is thinking of, sayiﬁg."con la letrecita ", (with
the lettér__). ‘The others try to guess wh;t the object is; they
keep guessing until they guess it correctly or until they give up.
If someone guesses it, correctly then s/he picks the namé. of an object
in the next round of the game. -If no one guesse;’it correctly ‘and

. %
evervone gives up, then the same person continues for, the next round.

[
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