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ABSTRACT

Language learning; as it occurs in educational settings, s a
product not only of the instructional activities the learner experiences
which are designed to promote language development; but also of the ways

in which children shape their own learning experiences in both instruc-

tional and noninstructional school contexts. This study explores the
communicative exper1ences of 42 Mexican American first graders in class-
rooms at three sites in the,Southwestern United States. The study is
longitudinal in.that it builds on & data base established in Judrez and
Associates' evaluation of bilingual bicultural Head Start curriculum
models im examining the preschool activities of first grade children
participating in the study. Using the technique of naturalistic obser-
vation, the interactions of the children with teachers and peers in a
number of classroom settings were. investigated. Findings suggest that
although the three preschool models investigated encouraged different
interaction strateg1es there were no lasting effects of these strategies

1n f]rst grade Further, 1t 1s shown that type of firSt grade _program

speech partner and length of the c0mmun1cat1ve ep1sode Finally, a rela-
tionship between the,use of interaction strategies and increzsed language
proficiency for_children of limited English language proficiency was
demonstraied. Implications for the organization of classroom learning
situations are discussed:
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I. INTRODUCTION

This report présents thé results of a year's study of the inter-
action strategies used by Mexican American children with different
English language proficiency in their first grade classrooms. The sample
children were drawn from a population of children who experienced dif-
ferent preschool models at three sites in the Southwestern United States.
Thus, the study is longitudinal in that it builds on a data: base estab-
lished in Judrez and Associates’ evaluation of bilingual bicultural Head
Start curriculum models in examining the preschool activities of the
first grade children participating in the study. The document synthe-
sizes the experiences of the children as determined through systematic
naturalistic observations in both the Head Start and first grade class-
rooms; and language proficiency testing. In addition, the report sum-
marizes the field procedures and analysis techniques used and presents
+he conclusions and implications of the study findings.

A. Rationale

It is becoming increasingly clear that the study of language
learning as it occurs in educational settings must go beyond investigat-
ing- the product of the schooling experience and also focus on the process
of language acquisition. The learning-of a language, be it first or
second, involves much more than the mastery of certain grammatical forms.
It recuires developing the ability to handle the semantic, communicative,
and pragmatic functions of those forms. In the classroom; this includes
both the ability to participate in the activities structured to promote
the learning of language and other cognitive skills; and the ability to
take advantage .of the classroom resources available to shape one's own
learning experiences. Consequently, the study of language learning
should be concernad not only with the product of learning experiences,
but alse with the nature of the language interaction as it occurs in
context: '

Recently; researchers have begun %o study the interactive process.
of language acquisition both in the classroom and in nonschool contexts

through the technique of discourse analysis. Using this interaction- .
centered method, researchers are beginning to understand the cognitive
and communicative strategies used by language learners; as well as the
basic differsnces between the nature of childechild and child-adult -
interaction and native-nonnative speaker conversation. Using variations
of discourse analysis, sociologists, linguists, and educators are
ceriously investigating the social competencies and effect of children
on social interaction. Qualitative sociologists (Cicourel, 1974; °
Garfinkel, 1967; Speier, 1970) have carefull; examined the language of

Eeava



eVéfydéjr1i§é to attempt térdefinefiﬁé interactive aSpééﬁ,of the
socialization process. As Schwartz and Jacobs (1979: 225) have stated:

Even small children can -be rgéafded,aswta1ehted artists

or social engiﬁeékS,ifﬁ@é conceive of nkids' talk" or game.
playing as technical achievements, accomplished with use of
specific knowledge . skills, and artful improvisation .

They are not imperfect adults but f'112f1edgéd members of
ﬂkidsﬂmculture,"fa,distin¢t world of daily activities with
its own demands and its own possibilities. In contrast,
aduits, both 1ay persons and 'prOféssidhaEs frequently.
cdnstruei¢hi1drenia§ practicing to befé?ownIUpsﬂahd,inteﬁ—

pret their actions as faylted versions of corresponding
adult actions:

Despite this calls much of the initial work in examining. chil-
dren's interéctioné in the,é?&ssroomW?OCUSEd,qﬁ teécherfaifectéd,éétivi
ities or on péérriqﬁeréctioné Structuféd,jnfthefhannér of lessons.
§ihc]airraﬁd Coulthard (1975)Wahd,Méha6 {1979) have both iﬁ#éstigaféd
teacher-directed classroom situations and developed iptricate models for

the ana1ysisofteacher—student'interaction. Although Sinclair's aim
was to 1inguistic11ycharacteri2ec1assroom discourse, and Mehan's to

desqribé,the socia],org@niza;ion of classroom lessons,mbgtﬁféﬁérged with
similar three-step ins;r@ct10ha1,§équénce mdde1s.,71h both models the

basic tééching7§Xchange71n the classroom was considered to be that,of

jnitiation (opening)s reply (answering)s and evaluation (fo]]éw-up) by.
+he teacher. - ’ ’

CIn st@digs_dSing,miQFOEthnog(éhhic tegﬁhiqUés,o? videotaping and _
analysis of,tranécripts,simi1ér to those employed bvaéhanjrreéearchers
cuch as Cazden, et at. (1977),and/3téinberg7§hd Cazden (1979) have )
documented that children thibit‘vgfying degrees OF expertise in dealing
with the dual aspects of the teaching ro1e:77ﬁhformatioﬁ transfer and
management df,theiihterpergéha1 aspects of the teacher-student relation-
ship. while their work provides some interesting observations as to the

process of child-given jnstruction aﬁ@rdiffergnges in iqstructjoqu
<trategies, the jnstruction was not natural in the senge that both the

role of teacher and the content of jnstruction were preordained by the
adult teacher.

7rinvé§t{é§§ors have, however, begun to investigate the phenomenon
of peer teaching in the hatura1”§dhtéxtrof the classroom. Cooper;,epwa1

(1982), in 2 study of,é@éhtaneousiﬁeér teaching in the classrooms found
that children <eek and provide each other aid both in Fegardsftd,thefwf
subject matter being studied and to procedural jssues of the assignment.
Nearly ﬁ@déthird§&df such episodes were found to D 1é§?hér=inj§iatéd;
j.e. a child sought rather than offered the aid of another. The study
was 1imited to only one classroom, however and there was no indication

of the contextual yariation in such béﬁavior,an of the relationship of

this type of interaction to the child's total speech-

other recent studies of éhiidiinifﬁated ihiéfactionfﬁaVe'a1$6

focused on specific aspects of communicative competence in the classroom



or other school contexts: Corsaro (1978); for example, studiged children’s

social access strategies and found nonverbal means of entry intoc a SOC1al

context 1mportant among three-four-year-old preschool children. Merrit

(1982), in studying the methods by which primary school age children en-
gaged the teacher's attention, found that manners of active solicitation
vary considerably. Wilkinson, et al. (1982) hav. examined the ways in
which children used requests in” the classroom both to obtain information
and to regulate the behavior of others. ,They,found that the variety and
complexity of the requests differed considerably in terms of directness,
revision and compliance. Liké Corsaro, Borman {1979) has focused on
playground games. In her study of seven-year-old children, $he analyzed
patterns of turn rotation and the ability of children to remain engaged
in the activity at hand.

Typ1ca1 ly,. as in these studles the research into communicative
competence in the classroom has been limited to a very specific context
or to the examination of a single indicator of communicative ability:

While studies of this type have served to add to our knowledge of specific

aspects of communication in the classroom, they provide 1ittle 1nformae1or

on the importance of the aspects studied to the total int:ractional pat-

terns in a typical school day, or on the contextual variability in the
competenc1es»d1sp1ayed by the children in the classroom.

Evidence of the importance of situational or contextual variability
of speech, especially that of children, is provided by Latav (1972).
His. account of the significant changés in the speech product1on of an
e1ght year-old Black child brought about by the réduced formaiity of an
interview situation and the presence of a peer i5 now a classic exampie
of the importance of socioelinguistic factors in determining verbal be-
havier. Since then; numerous researehers (Hal1, et al.; 1977; Cazden,
1979; Wells, 1979, €o1e, et al., 1979) have noted the fact that children’

talk is heavily dependent on such factors-as the task at hand; the t0p1c

of conversation, and the age and number of 1isteners present. Cole;

bore; and Hall (1979), in inveStigating the situational variability in the

speech of preschool children, found that three- and four-year-oid chiidren's

speech was more complizated on an expedition to the supermarket than in
an interview in the classroom about the. expedition. They attributed the
differences to changes in the nature of the talk itself; that is, the re-
lative and absolute frequencies of descriptions, which were found to be
more complex (as measured by MLU) increased when the children were in
the supermarket. . s

Resear.hers in adult-child interaction have noted simildar contextual
variation in adult speech to children. Bakker-Renes and Hoefnagel-Hohle
(1974), for example; compared three caretaking situations of dressing,

p]ay1ng, chatt1ng after 1unch and read1ng a book to f1nd that mothers
speech to children was mo:e complex {(as measured by léngth of utterance
and paraphrase) in free situations than 1in caretaking ones and most com-

p]ex in book reading. S1m11ar1y, Wells (1979) reported from the;€r1,eo[

study, in which the language of 128 children was being recorded four times

yearly over the course of a normal day at home, that there were significant

&
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'fékenCés in the contexts in which adults choose to 1n1t1ate conversa-
tions depending on the sex of the child. Thus, as Snow (1979) stated.

~athers' speéech can "not be character1zed as a s1ng1e corpus, but must be

Teen as *he product of specific interaction between mothers and their
cnildren::.depending on the communicative demands of the situation in
nich .T is used" (p. 37). This research suggests that the interactions
setween both adults and children and between children and their peers may
41 ffer in the various contéxts in which a child finds him/herself in the
chool day. '

o (

Gther research po1nbg out that a child's success in dealing with

~aried social contexts may be dependent to a certain degree on the commu-

Gica-ive strateg1es which he or she has developed. Rubin (1975) was one

-~ £ - = — — Rt

cf ine .1rst in_the field of second Tanguage acquisition to hypothesize

ha
¥
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i
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the “good language learner" used conscious devices to acquire and

cand on knowledge of a language: Based on her individual observational

Tcrts as a second language teacher, she documented a mixture of general

::tribuvec of good language learners as well as some more specific tech=

rigues good language learners were observed to employ. Among the more
eral attributes were the ability to guess, :r gather and store infor-

tion in 3 retrievable manner, a lack of inhibition in speaking the new

language, willingness to try out the new knowledge, and an attention to

= form of language. Thesé attributes of the good language learner

“rapzlatec into such devices as the usé of circumlocution, paraphrase

he use of gestures; direct_ translation and monitoring of one's own

i

g

ar: other's speech. She acknowledged, however; the lack of systematic

TIorigorous research into language learning strategies and the importance

o7 such factors as the task and context; 1earn1ng stage and age of the

iézrner, individual styi2s and cultural differences:

Tarone et al; ( 976) and (1986) have built on such work to provide &

c.-vematic framework for discussing the varied ways in which learners deal
~ifh their lack of knowlecdge of the target language. Tarone classified

ier conce Lua11zat1on of "commun1cat1on strategies" into d1st1nct areas.
p

These included transfer strategies, in which a learner translates word

for word from the native language or Switches to the native language term;

appeals for assistance, in which the learners ask for the correct term;
cimple avoidance, when the iearners either do not talk about the concept

ar abandon an a]ready,begun messdge; and_prefabricated patterns; in_which

& "regularly patterned segment of speech" was employed without knowledge

of its underlying structure, but with the knowledge as to wWhich particular

cituations call for what patterrs Rubin (1981) presented her own obser-

vational schedule of language 1earn1ng processes and strategies which was
qfwera11y cons1stent w1th Tarone s typo]ogy She d1d 1nc1ude, however, a

for u*ar1f1caL1on or repet1t1on of the prev1ous statement, inductive and

decuctive reasoning strategies such as guessing from conteXtrand use of

aneiogy, as well as a general practice area including such strateg1es as

talking to oneself and intent listening to what and how something is said.
The typologies developed by both Tarone and Rubin were based principally
on data gathered from their own and other teachers' language classes and

are thus 1imited to adults in a particular context.

L



Outside of a few largely anecdotal studies such as that of Lozano

author's four-year-oid daughter the 1imited research cn language acquisi-

tion strategies has been in bilingual education settings: Wong Fillmore

(1976), for example, investigated the social and cognitive aspects of the

English language acquisition of five Spanish-speaking children (ages 5-8)

over the period of one year. Although the focus of the study was not on
specific strategies, she found that individual differerces among children
in terms of pevrsondlity, interest, and mot1vat1on tendec to affect their
ability to establish and maintain social contact with their peers; and in
turn; the amount of ihput needed for learning a new 1anguage Among her
major findings was the 1mportance of formulaic expressions in providing
children with the tools to gain access to intéraction. Similarly, Stovall
(1977) in her investigation of eight Spanish-speaking. children in elemen=
tary ESL programs, noted the, frequency of simplification and réduction
strategies in dealing with the demands of a second language. Jn both
studies, however, the sample size was limited and the research did not re-
flect a variety of contexts:

In addition, Bialystok (1981) has attempted to show the re}ae1onsh1p
between language proficiency and the use of language learning strateg1es
Investigating three strategies -- practice, monitoring, and 1nferenc1nu--
among high school students learning a second language, she found that
practice accounted for a significant amount of the achijevement on all lan-
guage tasks. The study; however; relied solely on self report by the stu-
dents to determine strategy use and, therefore, provided no information on
how strategies were actually émployed in the classroom.

The majority of studies of éocéai interaction in bilingual classrooms

Early studies of social 1nteract1on in b111ngua1 classrooms _ (Bruck and

Schultz, 1977; Genishi, 1976; Legarretta, 1975; Schultz, 1975) focused on.

the phenomenon of 1anguage use in teacher-child interactions: These studies

found that, qenera];y, English was the dominant language in the classroom

and that ch1.dren s choice of language was heavily influericed by the struc-

ture of the classroom. situation. This, in turn, was re1ated to such factors

as the type of activity and language of the speech partner. More recent

research using microethnographic techniques such as those employed by Mehan;
in the b111ngua1 classroom (Mol11, 1981; Carrasco, 1981) have also focused

on structured lessons. Moll found that the organization of reading Tessons
for two classrooms of Spanish-speaking children was highly infiuenced by
organizational constraints and by the teachers' presuppositions about the
childréen's competence. Carrasco described the interactional strategies

used by a bilingual. Mexican American student in tutoring a peer. The use
of strategies in other bilingual classroom contexts has largely been limited
to studies of code-switching {Duran, 1981). Valdes (1981), for example;

in an investigation of the use of code- sw1tch1ng in direct requests; has

found that such language alternation was a deliberate verbal strategy which

served both to mitigate and ag@ravate requests: Genishi; (1981) showed

that six-year-old children were able to switch languages to choose lan-

guage appropriate to their Speech partner. Similarly, Narvaez (1981) in

3 study of bilingual children in Head Start, found that their choice of

language in requests did not reflect 1anguage deficiencies but rather



displayed the child's ability to adjust the request to fit a particular
social context.

A1 of fhe studies of children in bilingual classrooms have been
Timited to a smell number of children generaily located in one classroom
and have failed to examine the previous educational history of the children
in question. Although of limited scope; such research has tended tc_support
the view that language learning is enhanced when the context of the learning
situation is meaningful and relevint to the learner. However; lasting.
effects of particular bilingual learning situations on individual children
diuring their early education years has not been examined. Similarly; the
gérieral usé of intéraction strategies in the school day and the relation-
ship of the use of such strategies to language proficiency has yet to be
examinad.

B. Objectives of the Study

" The general purpose of the study was to characterize the interaction
strategies of children who participated in different bilingual bicultural

curriculum models in both Head Start and first grade in order to examine
the influence of their preschool experiences on interactions in first
grade. The nature of the classrooms in which the children were found
and their varying language abilities allowed data to be gathered related
to the following specific goals:

1. To examiné the differénces in the mode, speech partner and function
of interaction strategies used by children of different English
language proficiéncy in classrooms providing distinct language
environments.

(B8]

To investigate the contextual variation in the use of interaction

strategies used by children of different English language profi-

ciency in classrooms providing distinct language environments.

3. To determine the relationship between the use of interaction
strategies and increased ianguage proficiency among children in
classrooms providing distinct language environments.

C. Report Organizatiocn

. The remainder of the report is divided into five chapters. The first,
Methodology; provides a discussion of the data collection activities; the
conceptual model uséd to organize and quantify the data, and the data
analysis procedures. The subsequent three chapters present the study
Findings and form the bulk of the report. Chapter III entitled, The Head

Start Experience; characterizes the communicative episodes engaged in by
children participating in the different preschool models and examines the
effects of such participation on their interactions in first grade. Chap-
ter 1V, The First Grade Experience; provides a description of the communi-
cative episodes of the sample children across the instructional ang
noninstructional contexts of three distinct classroom environments.. Chap-
ter V, Individual Differences, examines the experiences of sample children

1o



longitudinally and relates the use of interaction strategies to language
proficiency. Finally, Chapter VI presents a summary of the findings and

discusses their implications.




II. METHODOLOGY

This chapter provides a description of the study sample and a dis-
cussion of the methodological procedures employed in carrying out the
research: The opening sections of the chapter describe the general
characteristics of the areas in which the study was conducted and the

characteristics of both the first grade and Head Start samples. Sub-

sequent sections deal with the data collection and analysis techniques,

1nc1ud1ng a d1scuss1on of the model of a communicative episode used to
“rganize the research findings.

4. The Ressarch Settings

The research was carried out in three communities of the sSouth-
western United States with relatively large populations of Mexican
Americans: _The sites,; located in Corpus Christi, Texas; East Los
Angeles, California, and Rio Grande City, Texas, provided. contrasting
language environments and ranged from rural to urbar settings.

~ Corpus Christi, Texas is located on the gulf coast roughly 150
miles north of the Texas Mexican border. A city of over 230,000 people,
Corpus Christi is characterized by a varied economic base wh1ch includes

tourism, agriculture, shipping, and a naval base: The c1ty is raugh]y

50% Mexican American. Mexican Americans are concentrated in the city's

southwestern and central areas while most Anglos are located in the

city's eastern and southeastern regions bordering the coast: Eng11sh is
the pr1nc1pa1 language of the Hispanic population, although Spanish is
common in évéryday discourse and on the radio and television.

The Los Angeles site was located in a Hispanic enclave of a major
metropolis. The site was located about -twelve miles éast of the Los )
Angeles City Hall near the border of a section of the city known as Fast

Los Angeles and the incorporated city of Montebello. This urban area

is highly industriclized and characterized by factories and warehouses

which together w1th local shopping centers provide most of the employ-

ment for the area's residents. During the last decade; the Hispanic

population of the area has doubled, and presently Hispanics maké up

83% of all of the area's residents. Recent residents tend to q§eﬁ5panlsh

as their primary means of communication whereas long-time residents are
11ke1y to use English.

Rio Grande C1ty, Texas, a town of about 14,000 res1dentsl, is lo-
cated along the Rio Grande River about half-way between Brownsville and
taredo. 1ts economic base is. pr1nc1pa11y cattle ranching and agricul-
ture. Farms situated a]ang the river produce irrigated crops of melons,

17



peppers. onions, and cotton. Although 01l has been produced since the
early part of the century,and agriculture employs many people on cor-
porate farms and in packing sheds, economic opportunities in_ the area
are gen:rally limited and unemployment is high. The overwhelming maj-
oritv cf residents are Mexican American (80-90%) or Mexican .10%) and
the principal language of the community is Spanish, identifiod by 94%
of the county residents as their mother tongue.

The samp]e in each of these settings were first graders who had

participated in a bilingual bicultural preschool model or formed part

of the control groups used in the evaluation of the models. Descriptions

of the schodls they attended are provided in the sections of the report on
the finaings related to the children's experience in tirst grade. Like-
wise, the discussion of the different preschoo] models is presented to-
gpther with the results as to the experience of the children participa-
ting in different models.

B. Sample

__The interaction strategies of 42 Méx{cah American children (éé

tigated: A1l of the children formed part of either the exper1menta1'o*

control groups that participated in Juadrez and Associates' evaluatiof

of bilingual bicultural Head Start curriculum models: Experimental

and control children at each s1te were paired2 using their test scores
during the Head Start year. 3 7Hildren were divided into groups based on
their language proficiency. ’ho Head Start study showed that students of
different language_ proficiencies had different experiences in the
cxéserOm which related to different outcomes (Chesterfield, et al. 1982).

that study were 1dent1f1ed for purposes of group1ng the ch11dren These
were as follows:

SP-1 - native Spanish-speaking children who exhibited minimal
abi?ity in English on leaving preschoal:

SP=2 = native Span1sh =speaking children with more than minimal
oral proficiency in English at the end of preschool; and

EN - native Eng]1sh -speaking children with no measurable oral
proficiency in Spanish on leaving Head Start.

The sample consisted of 18 SP-1 children; 16 SP-2 children and 8 EN
children.

In genera] children of the same langiage grouping w1th1nfgfs1te
had similar backgrounds in terms of 1anguage use and socioeconomic sta-
tus. The parents of SP-1 children spoke Spanish with these children
in the home and for the most part felt that their own ability to
understand, speak and read English was limited. Parents of SP=2 chil-

dren repOrted that they used both languages with the children and rated

their own language abilities as about equal in both.English and Spanish.
At all sites, parents of EN children regarded themselves as proficient
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in English but with very limited abilities in Span1sh fhéy spbke

exciusively in English to the EN sample children: Although most

parents were in marnual labor or service occupat1ons at all sites,

those at East Los Angeles had a higher average income ($9,000) than

did the parents at the two Texas sites ($7,000 at each). A ninth

grade education was average. for parents at all sites and there was

little difference between child language groups. Parents of both

groups of Span1sh -speaking children in East Los Angeles had, on the
average; been in the United States substantially less time (10 years

as opposed to over 30 yéars) than parents of the same groups of children
in Texas: -

The sample children (fourteen at each s1te) wera found in a total

of twenty-five classrooms. For the purposes of this study; these class-

rooms could be divided into three distinct types English classrooms

in which reading instruction was carried out in EngT1sh for all children;

bilingual classrooms in which reading instruction was in Span1sh and

" English for all children; and Spanish classrooms in which all children

received instruction in Spanish reading only. There were fifteen

English classrooms, seven bilingual classrooms and three Span1sh class-
rooms containing sample children. Eight SP-1 children were in Eng11sh

classrooms,; Seven wére in b111ngu¥lc1assrooms, and three were in

Spanlsh c]assrooms , E]even SP=2 ch11dren were found 1n English c]ass-

classrooms. Seven of the Eng]1sh,preferr1n95 children were in English
classrooms whereas the remaining EN child was in a bilingal classroom.

In order to examine the experiences provided by each of the curri-
culum models; the experimental children were considered as a sample

for analysis .of the Head Start data. A total of twenty-three children

enrolled in three preschool classrooms at each site constituted the

sample. The interaction strategies of eight children participating

in one curriculum model in East Los Angeles and those of eight and

seven children part1c1pat1ng in different models at Rio Grande City

and Corpus Christi, respsctively, were investigated.

€. Data Collection )

For all data collection, the principle technique was that of
participant observation in which a researcher, trained in the technique
of naturalistic inquiry in educational settings, provided written

fieldnotes on the behav%or of individual echildren at the beginning and

end of the school year.® Focused observations were made for periods of

three weeks at two times during the school year-- October/November and
April/May. A minimum of one hundred days of instruction was set as the
criterion between the fall and spring observations of individual

children. :

as spec1f1c activities (sma]] group, seat work, 1arge group, recess,

lunch and opening/dismissal) were sampled and each cthild was observed
for amounts of time proportional to the percentage of time devoted to
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a particular activity in a day. For examnle, if large group activites

took place for 30 minutes and small group activities for 50, the re-

searcher would observe a child in those activi Aes for time samples of
three and f ve minutes, respectively, until the daily total was
reached. Children were observed for a total of 180 minutes during

two days on alternate weeks of the data collection. The researcher

noted the time at which an observation began and then proceeded to
déscribe the behaviors of the designated child and all of his or her

verbal and nonverbal interactions with others. After each day's obser-
vations, the observer re-wrote the rough notes taken in the classroom
and coded thém.

 Buring the time on site, each researcher also administered the
Bilingual Syntax Measuré (BSM) individually to each child in both

Spanish and English. Responses were both handwritten and audiotaped

for later verification. In order to control for practice effects, tests

were administered in the second language on the first day's observation
of a child and in the first language on the subsequent observation

some days later: A1l tests were scored both for SAI levels as recommen-
ded by the developers (Burt and Dulay, 1976) and in terms of average
MLU.

D. Quality Control of Data Collection A-tivities

~ Training and retraining of field personnel was a major activity
related to assuring the quality of the data. In the fall, as all of the
field personuel had had experience in conducting naturalistic observa-
tions of young children in the classroom; the training was carried out
as group problem-solving endeavors. Discussions centered on: {1) a_
review of role management, ethics and monitoring procedures; (2) field-

note styles, observational strategies and the sampling procedures to
be used; and (3) testing, audiotaping, and the indexing system to

be used with tne fieldnotes: In addition to discussions and the deve--
Topment of prototype indexing forms; these sessions were used for note-

taking and coding exercises to ensure consistency among fieldworkers:

Similarly, in the spring, as the same researchers again collected the

data, retraining focused on discussions of additional information to

be collected about the individual sites and classrooms, and potential
difficulties in data collection and monitoring of the fieldworkers
which might occur as a result of variations in classroom activities
from fall to spring. Also, as in the original training sessions, field-
workers engaged in fnote-taking and ctoding exercises to ensure the
consistency of the data collected across sites:

A field manual was developed to complement and supplement the

training activities. The manual presented guidelines for carrying out

the field research and operational definitions of the .phenomena to be
observed. It included sections _on_sampling, note-taking, coding, index-
ing; testing, interviewing and field communication.

In addition to the calibration of nnte-taking and coding carried
out during training and the development of a field manual to ensure
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consistent field procedures, the principa? investigator monitored all

data collection. This consisted of twice-weekly phone conversations
with fieldworkers. The conversations served to provide feedback on
the accuracy and breadth of the fieldnotes, and to discuss changes in
a researcher's role, scheduling of the various data collection activi-

ties and riew codes or classroom contexts suggested for investigation
by oné or another fieldworker. Finally, the principal investigator
reviewed all coded data for consistency among researchers.

E: The Coding System

patterns developed by Hispanic children in their acquisition of English,
such strategies cannot be studied ir_isolation. The strategies used by
children in the classroom will be a function of both the abilities

that individual children bring to the classroom and the opportunities.
For communication provided by ihe classroom itself. This is especially

¢+ ye in classrooms providing services to language minority students
where the make-up of the student population (e.g. largely limited
English proficient students versus a mixture of such students with Eng-
1ish proficient children)and the nature of the.program (e.g. language
arts in English only versus language arts in English and Spanish) may

differ radically even within the same school. Furthermore, the situa-
tions in which children employ devices to arrive at a shared meaning
within a given interaction are not limited to classroom iessons.
Hence,; models for the analysis of discourse such as those of teacher-

student interaction (Mehan; 1979; Sinclair and Coulthard, 1975) proved
toonarrow and those related to conversations in general (Schegloff, .

et al., 1977; Dore, 1977) were too broad to be of value in answering
the guestions addressed in the study. Consequently, the researchers

developed a data-based descriptive model which emerged from the data

themselves but borrowed certain terms and concepts from previous
discourse studies. We have termed this three-step model a communica-

tive episode and it has been used to quantify and present the data:

The mudel of a commuricative episode which is protrayed in Figure 1
summarizes the variables of interest in this study. Students' charac-
teristics are the previous experience and abilities that are brought
into play in a communicative episode. These are operationalized
as participation or_non-participation in one of the three bilingual _
bicultural presehool curricula and English language.proficiency. The
three levels of language profieciency mentioned previously == SP=1, SP-2,
and EN -- were examined. Classroom eharacteristics refer in the case
of the preschool data to the distinguishing features of the curriculum

model used at each site and, in the case of the first grade data, to the
medium of instruction.
The influence of these aspects cn the language acquisition strate-

gies of individual children can best be examined through what we have
called a comnunicative episode. The communicative episode as protrayed
in Figure 1 eonsists of at least two communicative actc8 or consecu-
tive verbal or nonverbal turns related to a given topic, one of which
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must involve the target child. An ep1sode can take place in any

context: For our purposes all contexts are school related and consist

of the insructional activities of adult-directed small group,

assigned seat work and large group; the school business-related

activities of opening and dismissal and the noninstructional activities

of,recessg and lunch.

A communicative episode is initiated by an opening rove. This

move can be a communicative act by the target child (target- 1n1t1ated)

and includes the speech partner of the child (i.e. adult, peer; no one

in particular); thé cheicé of mode (i.e. Spanish, Eng11sh or nonverbal)
and the type {function or strategy). Function refers to what the
speaker 1is using a particular item for -- i.e. to request a linguistic
or nonlinguistic responses; to irform. Strategy, on the other hand,
relates to tactics of how the learner_arranges the items of d1scourse to
each other so as to arrive at the goal of shared meaning in a given
communicative episode. In_the case of the second language learner

speaking his/her  second language; this may, involve the task .of avoid=

ing communication breakdown so as to overcome~his/her lack of linguistic

knowledge. Similarly, the goal may be to expand on linguistic knowledge

already attained. In this study, strategies refer to observable behaviors
indicative of such goals.

The. opening move may also be initiated by someone other than the

target child, for example a peer, a teacher or an aide. In this case

it corresponds ‘to the communicative act immediately preceding that of
the target child. As with target-initiated episodes, it includes the
speech partner of the target child, the choice of mode, and the function
of the speech of the 1n1t1at1ng 1nter1ocutor The categories of func-
tions are based on Dore's (1977) categorization of elocutionary act

types. The six categories of functions are: (1) requests; in which

the speaker solicits some form of_information, action, or acknowledge-

ment; (2) responses; which directly complement preceding utterances;

(3) desck1pt1oh, which represents observable aspects of the environment;

(4) statements, which express facts; beliefs, attitudes, emotions; and

reasons; (5) performatives; which accomplish acts by being said; and

(6) conversational devices, which regulate “the verbal interaction. \

The target move is that communicative act which; whether 1n1t1at1ng

an episode or occurring as a response. to an opening move, represents

the focal part of the exchange in this study. :As mentioned; this
move 15 compoSed of three parts: speech partner, mode cho1ce,and -

communicative dact type. of pr1mary interest are those communicative

acts, or strategies. which a child uses to gither expand linguistic

knowledge or deal with a lack of such knowledge. A total of 39 cate-
gories of verbal and nonverbal strateg1es were included in the analysis.
The categories are based on a framework put forth by Tarone (1976, 1980)

supplemented by the work of Rialystok (1981) and Rubin (1981) and __

expanded by our own data. wiong the more common strategies jdentified

are prefabr1cated utterances or Tormulaic expressions. _These involve

the regular use of palterned speech segments, the underlying structure

of which the speaker has no knowledge. Attention getters are used to
gain access to another person and thereby begin a communicative ep1sode
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These can be verbal, such as calling out the name of a person or

nonverbal such a tapping on the shoulder of a peer. Repetition, in

which the Jearner repeats a word or phrase modelled by another is

a common strategy in the school context. Repetition may be solicited

by the teacher but often is used spontaneously by a child as a practice
device. Another common form of practice is elaboration =< in which '
the sggager may consciously expand on a previous statement and provide
information over and above what is called for by the:communicative
act. The reduced counterpart of this strategy is a oné word answer,

in which the learner responds with the minimal amount of words
possible.

In situations of communication breakdowr in which the speaker lacks
the necessary linguistic knowledge to communicate, he/she may esort
to a paraphrase strategy: This may include circumlocution; in which

the Tearner describes the characteristics of the. 1tem rather than

usinc the target item: At other t1mes, he/she may revert to -the nat1ve

' 1a“guage or ask another speaker for assistance. If a verbal response

is impossible, the child may use mime or another nonverbal strategy in
place of a lexical item or structure;or simp? y get around the trouble
source by avoiding the topic or abandoning the message. (Appendix A
provides a complete 1ist of the strategies investigated with definitions
and aCCompanying éxémp]és from the data.)

speaking partners which follows the target move. This move may . be a
communicative act which elicits a response from the target child or_
another individual: In such a case the response can be considered feed-
back and a communicative sequence consisting of at least three communi-

cat1ve acts 1nv01v1ng two or more speech partners occurs: The move may

also result in no response on the part of the target child or cthers or

in a response that is uninterpretable, thereby resulting in a nonsequence

and closing the communicative episode.

A1l interactions were coded for confext, initiator, speech partner,

language, function or strategy and sequence. Coders coded the same

observations at different points in the coding process to ensure inter-
rater agreement. Levels of agreement in excess of .90 were achieved
for all checks on consistency, as the fieldworkers who were experienced

in the coding of observational data undertook all coding themselves.

F. Data Analysis

Frequency ‘counts were made of the coniponents of each move of all

communicative episodes for each child: In order to characterize the

experlences of ch11dren 1n different types of classrooms, these ‘were

of each language group were computed for each classroom context: To
determine the effects of the interaction Strategies emphasized by . the
Head Start curriculum models, Chi=square tests were performed to com-

pare the relative frequency with which experimertal and control child-
ren used strategies and othgr selected comgonents of the communizative

¥ ié 2:7



~episode in first grade. 10 To examine the re1at10nsh1p between the use
- of interaction strategies and the increase in the langugge prof1c1ency
of children, rank order correlations were computed. Increases in the

rangs of strategies used and in the frequency of strateg1es as a percen,L_

age of all interactions in English were re1ated to increases in language

proficiency, determined by calculating the change in scores on th6
BSM over each observation period.

 Site. summar1es consisting of a description of the sociacultural
environment in which the schools attended by the sample children were
found; of the phy51ca1 p]ant of each school. and, of the teaching strate-

gies employed in each classroom were written by all researchers. Dis-
cussions were comparative in that e2ach researcher concentrated on those

features of 3 classroom (e: g schedule, amount of Spanish and Eng11sh

spoken by teachers, methods &f second language instruction) which

might 1nf1uence the interactional strategtes of individual children..

~In addition,to completing site summaries, fieldworkers developed
individual profiles of each of the children who were under intensive
-observation at the sites. This was accomplished by reviewing the
fieldnotes taken on each child and wr1t1ng a short description of the
child's social and 11ngu1st1c behavior in the classroom. The capsuli-
zations thus produced were used in interpreting the particular inter-
actional strategies used by individual children. The individual pro-
files a]so fac111tated _the analysis of speech samp]es wh1ch _are preser-

children throughout the text:

[
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FOOTNOTES

“Includes the population living within the city limits and in the sur-
~oundir . rural areas (Rio Grande - San Isidro division of Starr County).
Tniy figure is based on the latest population data available for the

cea (U.S. Department of Commerce, 1981).

“The number of pairs totalled twenty as two of the expe- meéntal chils<
Jren pad characteristics for which there was no match among contirols.

“4s an additional check on the comparab111ty of the groups; T-tosts
were also performed on the test scores of each group of chn]dren in fall

¢ whe first grade and no significant differences were found between

~¢ 2xperimental and control groups.

"The criteria for determining language groups were: SP-1 -- MLU on

ne u111ngua1 Syntax Measure < 1.5 in English; SP=2 == MLU > 1.5 in
~ng11 EN == MLU = 0.0 in Spdn1sh These levels differ from thosg used
in the 2ad Start study as, after a year in Head Start; there were few
ch ldren with no measurable oral proficiency in English at two of the
In this study where Head Start data are réferred to, the critéria

1 -~ MU = 0.0 in English, and SP-Z2 -- MtU > 0.0 in English are
ained:

The concept of ”|anguage preference" rather than language dominance

i used as young children in a bilingual setting are often in the

srocess of acquiring two languages and may call upon either depending

3n the situation, context, and the actors involved: Thus; the terms
dnish-preferring” and ”Eng11sh preferring" are used throughout the
t tn designate subgroups of children. These terms are used for
3>'.'cauory purposes and are not intended to suggest a conscious

¢gé choice by the children.

uréiiv occurring first grade activities, the standard anthropolog-

s the focus of the study was the interaction strategies of chiiaren
tpchn1ques of tak1ng extensivé and detailed fieldnotes was used

te, permission to test the children was not grants .

si 2
1 the fall. Thus; LAS scores from the kindergarten y: -. c:-

> i
M d from the district offices was the only quantitative meaz:r: ‘or
& number of the children at this site.

the term “aft” here shou]d not be confused with the 11ngu1st1c
\ act"_used to_refer to units at the lowest rank of discourse
nd Coulthard,; 1975).

ac-ivities at the First grade level, these activities were 1nc1uded in
-ne recess context.
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[il. THE HEAD START EXPERIENCE

~ This chapter is divided into two principal sectigns. The first,
entitled The Head Start Settings; discusses the organization of pre-
school experiences in each of the three curriculum models in which sam-
ple children participated: 1Included are a description of the facilities
and teaching staff, an explanation of the curriculumyand a discussion
of how actiVities We;e actually implemented dUFihg the Head Stakt year.
acterizes the experiences of children in each of the curr1cu1um models
and examines the effects of such participation on the children's com-
municative behavior in first grade.

A. The Head Start Settings

The Head Start models employed at the three sites shared a number
of goals wiich were consistent with the Head Start pn11osophy They
were all designed to encourage "social competence," that is, the
child's effectivenéss in dedling with the present and future responsi-
bilities both in and out of school. As bilingual bicultural models,
they were also all based on the assumption that the early educat1ona1
experiences prov1ded for children whose primary langudage was other than
English must be in the language that the children know best. The

structure and organization of these experiences, however, differed
considerably.

1. Corpus Christi

~ _The Corpus Christi center was located in an area isoiated from the
city's main residential and commercial areas. The center itself was
housed in a former private high school,; composed of a two-story brick
bu11d1ng with adjacent playground and k1tchen facilities. It contained
five classrooms of approximately twenty children each; the majority of
whom were Mexican American. The sample children were in three class-
rooms 1mp1ement1ng a single curriculum model. Each room was divided

into a variety of learning or activity centers; including the art center,

block, discovery, dramatic play, library, m an1pu]at1on music, sand; and

water areas: Each was equipped either with small tables and chairs

around which children gathered to complete tasks;or with educational .

materials appropr1ate to each area such as puzzles for the manipulation
area, toys, miniature kitchen appliances for the drama area, and blocks
and building materials in the block area. Figure 2 prov1des an example

of how thé classrooms were generally lajd out at all sites:

.
to
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Although the site was administered by the director at a local B
community action center located at a distance from the center itself, an
educational coordinator and curriculum specialist were housed at the
site. They took on the principal administrative-duties directly related

to the Head Start staff.

ore aide. Since teacher turnover was h1gh at the,s1te, the make,up of
the teachér-aide pairs.changed considerably over the course of the year.
A11 teaching staff, with the exception of one monolingual Black woman
who acted as a replacement teacher; were bilingual Mexican American
women.

JE]

eclectic theoret1ca1 approach;, tak1ng its ph11osoph1ca1 underp1nn1ngs

principally from Piagetian and Montessorian approaches In the model,

learning was v1ewed as a process which involved exper1enc1ng an event or

object by using a11 five senses. In this process, children acquired
specific skills at different stages which helped them progress to the
next stage. Children were encouraged to move from the stage of concrete
thinking to the later stage of abstract thinking first by introducing
concepts at the concrete level through the use of real objects. Later,
concepts were discussed without the help of a physical reminder.

Viewed as a p]an for deve]op1ng a tota] preschoo] program, it
provided no instructional materials. Instead, it included a set of

bookiets and resource materials explaining d1fferenf aspects of the cur-

riculum and providing ideas for materials development.

known language before introducing a second 1angpage Thus; teachers
were encouraged at all times to address individual children in the lan-

guage they kriew best. As children were predominantly English preferring,

the teachers' classroom language in all three c]assrooms,was mainly

English. Depending on the make-up of the c1assroom, it ranged-from 55%

to 77% English. In addition, language=focused sessions in which chil-
dren were_divided into groups based on language. preference were con-
ducted. Thesé groups were to focus on development of the child's first
and second language. _In the primary language circle time for English-
preferring chiidren; for example, concepts were introduced with concrete
objects and elaborated on through desCription, gquestioning; and listing
techniques: In the second language circle time, the same lesson was
introduced in Spanish; at a lower level of complexity. A maximum of

two new concepts per session were introduced through teachers' modelling
followed by repetition of words and phrases by the children: Although

the model directed that each language be taugit separately, with only
English being used in the English group and Spanish in the Spanish group,
in reality, due to the preference of many children to speak English, a
mixture of both languages was usually used during Spanish groups

The Head Start day at the Corpus Christi site ran from 8:30 AM to
2:30 PM; with slight variations due to erratic bus schedules. The first

45 minutes of the Head Start day were devoted to practical chores of
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approach to learning was that young children learn best when involved in
an activity: Learning occurred at the level of what the child actually
experienced:

‘Described by its developers as an open framework, it did not have
a set of educational activities. Instead, it supplied a serijes of
procédures known as "key experiences," aimed at encouraging active B
learning and cognitive development. Teachers used key experiences such
as "having one's spoken language written down and read back" to earich
and extend the experiences of preschool children.

~ Unlike the Corpus Christi model, the East Los Angeles model used a
naturalistic approach to language learning: That is; no set period of
the day was reserved for structured language instruction. Through the
day balanced use of the children's first and second language was

facilitated through a policy in which children, as well as teachers;

were encouraged to switch languages in order to use as much as possible

of their second langurge{ Except for one classroom where Spanish pre-
dominated, English represented between 60% and 85% of all teacher lan-
gudge. The model encouraged heterogeneous grouping of students with a
representative ratio of English, Spanish-speaking, and bilingual chil-
dren at each table. By the end of the year, however, attrition and
other factors combined Such that oné or two tables had all Spanish-
preferring or bilingual children.

An integral part of the model's language development approach was
the use of a specialized question and answer procedure designed to _
elicit elaboration by the children. The model called for the use of
open-ended questions by the teacher to encourage the child to continu-
ally expand on his/her previous statement, using a variety of lexical
jtems and grammatical structures: In reality; most of the teachers
tended to gear the difficulty level of the question to the language pro-
ficiency of the child. With less proficient children, at the beginning
of the year they used simple gquestien types such as Yes/No and WH-
questions which elicited short answers. Later in the year, their use of
open-ended questions increaséd.

The preschool day was orgeized around a four-hour session for four
days a week:. The types of activities carried on at the site were cen-
tered on what the model developers referred to as the "plan=do- review"
process. Planning time occurred during the thirty minute meal time =
(breakfast or lunch depending on the session): During this time, aimed
at fostering language development through verbalization and self-
reliance through decision-making, the children discussed with teachers
and peers where they wished to work and what activity they wished to
engage in during the next period. Following this initial session, there
was an_hour work time. during which children carried out their plans..
As at Corpus Christi, during this time the adult's roie was to recognize
and support the children's work and observe and interact with individual
students. After a brief ten minute clean-up time, the third major part
of the day was recall time. In this ten minute session, children were
given the opportunity to_remember, discuss or represent what they had
done during work time:. It was the most likely of the three main
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arrival and mealtime activities. Children, accompanied by their teacher,
ate breakfast in the classrooms in small groups seated around tables:
Mealtime was often used by the teachers as an informal learning session
to encourage peer interaction and concept learning. After breakfast
there was a 15-20 minute large group session; featuring opening ac-
tivities in which children shared experiences and participated in body

movement and music exercises in both Spanish and English. This was
followed by the first small group language session, referred to as
dominant language circle time, which lasted approximately ten minutes.

For the next 30-45 minutes, the children engaged in independent play.
This accounted for the largest single type of activity engaged in at
this model. During this time, the children were free to use any
available matérials to play in the area of their choice. There were no
specific tasks or activities to be completed at any area. . Adults cir-
culated throughout the room, attending to individual children's needs.
This period was followed by another ten minute language group, conduc®ed
by teachers in a small group: The remainder of the day was taken up
with recess (45 minutes), lunch {one hour), nap time (75 minutes),

another snack (20 minutes) and departure. Transition periods between
activities were sometimes used as a planning period in which teachers,on
an individual basis engaged in one-to-one interaction with the children,
discussing their choice of areas and tasks.

2. FEast Los Angéiés

The Head Start center at East Los Angeles was housed in a single
prefabricated portable structure located next to a community center in a
predominantly Mexican Américan neighborhood. It served as a single
large classroom for three classes of fifteen children; all cf whom were
participating in the same bilingual curriculum model. Two groups of
fifteen shared the space during the morning session; a singleé class of
fifteen used the room in the afternoon.

, As at the Corpus Christi site, the room was divided into a number of
learning areas, divided by shelves: There were four core areas: the
block area, house area, art area, and quiet area: Each area was equipped
with small tables and chairs and instructional and educational materials

appropriate to the specific area. All meals were served in the room.

~ The center a* East Los Angeles was administered by a director whose
office was located at the community center nearby. ‘A head teacher at

the center was responsible for direct supervision of the teachers. The

instructional staff, consisting of a teacher and an aide for each class-
room, were all bilingual Mexican American women. The one exception was
an English-speaking woman who served briefly as an ajde at the beginning
of the year.

The model utilized at East Los Angeles was based on_Pijaget's theory
of development which focuses on a child's cognitive development. The
model emphasizéd the basic physical, cognitive; and social skills which
encourage independent décision-making by children. Central to this
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activities to be shortened or omitted due to time constraints: A 25 min-

ute outdoor recess period followed: According to the model, the remain-
der of the day was to be taken up with a small group time, rest time,
lunch (or snack) and a circle time. Small group time was that part of
the children's day designated for children to work on a particular task
planned by the teacher. ‘Circle time was a large group period during
which childrén listered to stories, or sang songs in Spanish and English.
Both of these sessions, however; occurred only irregularly.

3. Rio Grande City

The Rio Grande City site was located in portable buildings occupying
one section of one of the city's public schools: The school complex

itself housed approximately 400 children; ranging from grades K-4; and

contained; in addition to the Head Start facilities; a main school

bui tding; hous1ng administrative offices and the kindergarten; first and
second grades, a modern cafeteria where the Head Start children ate,

and a separate building housing the other classrooms. Many of the chil-
dren served by the center, all of whom were Mexican Amer1can, were

bussed to school due to the predominantly rural nature of the surrounding

area.

The three classrooms using the bilingual curriculum model were.
each comprised of nineteen children. They were arranged into learning
centers as were the others at East Los Angeles and Corpus Christi. At
Rio Grande City,; these included the fantasy play area, storage area,

music area, arts, crafts and cooking area, discovery area, and book

LS

corner. ~ ..

The center was administered by a Head Start director at a local

community action agency. Classroom staff consisted of a teacher and an
aide in each classroom. All six staff members were bilingual Mexican
American women.

Based on the assumption of cognitive variation; the curriculum
model used at Rio Grande City emphasized the importance of recognizing
and building on the learning style of each child. According to the
model developers, some children are group oriented and tend to seek
gu1déﬁ€e while other children rely more on their own resources._ The

aim ,f the curriculum was to encourage the child's _expression of his/

her preferred learning style and subsequently reinforce a balance of
learning styles so as to 1ncrease,cogn1t1ve flexibility. Special _em-
phasis was given to the developmént of premath and preliteracy skills;

including number, letter, and name recogn1t1on and writing practice.

The curriculum program used at Rjo Grande City provided model-
supplied instructional materials with a bilingual bicultural emphasis:
These were in.the form of a set of instructional units, including sug-
gestions for zctivities and description of the procedures, explanations

of objectives, and materials for display and use by the children.



Similar to the model used at €Corpus Christi, the curriculum pro-

gram used at Rio Grande City called for daily small group sessions
focused specifically on language development. It was only for second
language sessions, however, t'at children were divided into groups based
on language preference. In these groups, teachers used a mixture of
Spanish and English to ensure comprehension by the children. The ]
second language was introduced only after first discussing new experi-
ences or introduting new concepts in the children's primary language.
During these small groupssmany of the teachers_at Rio Grande City used
techniques resembling those of the audiolingual approach, emphasizing
repetition of phrases with word substitution. Given the predominance

of Spanish- preferr1ng children at this site; teachers tended to use a

majority of Spanish in the classroom. This language represented from

60 to 65% of total teacher language throughout the year. The model's

emphasis on basic preliteracy skills was applied to language development

through the use of alphabet cards and game and rhyme techniques to t ach
sound-letter correspondence in both Spanish and English.

The preschool day at Ric Grande City, like that of Corpus Christi,
ran from approximately 8:30 AM to 2:30 PM. Of all the curriculum pro-

" dgrams used &t the threée sites, the schedule of activities at Rio Grande

City prov1ded for the least amount of unstructured free play in the
classroom. Following breakfast in the cafeteria from 8:30 to 9:00 AM,
where children were encouraged to eat irn silence, children engaged in
approximately 30 minutes of opening exercises such as greetings, the.
Pledge of Allegiance; announcements and some sharing activities. Ted by

the teacher in a large group session: This was followed by an hour of

small group sessions using the model-supplied curriculum lessons.

Dur1ng this t1me,,ch11drer rotated from table to table,; where teachers

and aides conducted lessons or children completed a task alone. Class-
room crganization was such that activities cairied on during this period
frequently ran over the al]otted time, thus shortening indoor play in
which chi®dren were encouraged to use available materials freely. After
a 30 minute outdoor recess, a 45 minute circle time was conducted by the
teacher. During this time, the children usua]]y participated in move-
ment; dancing; reciting, or the recounting of a story. Lunch followed
1mmed1ate1y afterwards: The after-son session consisted largely of non-
instructicnal time; 1ne1ud1ng another one hour of free p]ay outdoors,

40 minutes of rest, a snack and preparation for dismissal. Although

teachers were schedu?ed to conduct a fifteen minute review activity in
the afternoon to reinforc2 the lessons of the day, this frequently did
not occur due to extension of the nap period.

B. The Nuture of the Communicative Episodes

Given the differences in approaches and activities used in each of

the preschoo] models discussed in Section A, it might be expected that
the communication strategies employed by the preschool children par-
ticipating in these models differed. This section discusses similarities
and differences in the structure of communicative episodes at each site:

While the focus of the discussion is on the pr1nc1pa1 interaction
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fable 1: Targel-initiated vs. other-initiated epicodes
by speech p-~rtner in Head Start sites:

CORPUS CHRISTI EAST LOS ANGELES RIO GRANDE CITY
4 % %
TARGET 63 id .
) Adutt 42 48 32
Peer 39 30 42
No One in Particular 19 22 26
ITHER 47 56 54
Adult 63 71 84
Peer 37 29 16
TOTAL 100 100 100
pduit 52 61 60
peer 38 29 28
No One in Particular 10 10 - 12




strategies employed by the children, the components of each move of the
communicative episode are compared. Finally, the differences in the
experiernces of children in Head Start will be examined in light of
their interactions in first grade classrooms.

1. The Opehing Move

by 1n1t1ator and speech partner ; As can be seen, at a11 sites the

target- 1n1t1ated episodes;with target- initiated ep1sodes predominating
at Corpus Christi and other-initiated episodes forming the majority of
interactions at the other two sites: Of the target-initiated episodes,

those addressed to no one in particular represented a relatively small

110-12%) percentage of the total number of initial communicative acts:

Differences among the sites in the orientation toward adults or peers,’rﬁ
consistent with the structure of the models, are also evident.

At the Corpus Christi site, there was a relatively greater frequen-
cy of episodes with peers than at the other two §ités. This reflects
both the structure of the mode! and the way in which it was implemented
at Corpus Christi: Since a larger proportion of time was spent in
free play sessions at Corpus Christi than at the other sites, the chil-
dren interacted more frequently with each other. Thus; Corpus Christi

also had the highest proportion of other-initiated speech by peers: The

irregular implementation of the adult-led language-focused group ses-

sions, discussed previously, contributed to the lower percentage of
other-initiated interactions at th1s site.

, The remaining two sites were similar in their patterns of initia-
tion and speech partnér. Both were more acult centered than Corpus
Christi, contributing to the h1gher peércentages of adults= initiated
episodes. At Ric Grande City; for example, as much of the class time
was spent work1ng,at centers with adults, over 80% of other-initiated
speech was begun by adults. Similarly, at East Los Angeles where the
Head Start day _included a number of adult-led activities, higher per-
centages were found. The Rjp Grande City sample children;, however,
seemed less oriented to adults in the interactions that they themselves
initiated, as incicated by the Tict that unlike the_other sites their
target-initiated interactions with peers consistently outnumbered those
with adults:

Additional differences related to the speech partner 'sere found

when the language of the interactions was investigated: Table 2 pre-

sents the relative frequencies of the mode of the communicative episodes
at each site. As evident from the table, episodes beginning with a non-
verbal move were re]at1ve1y infrequent, accounting for less than 15% of
the ep1soaes at any one site. There were,; however, considerable dif-
ferences in language usage patterns, reflecting the differences in
sociocultural milieu,and the make-up of the classroom in terms of

language proficiency.
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Rio Grande City was thé only site at which the sample children used
Spanish a majority of the time. Fifty-five percent of all episodes over
the course of the preschool year took place in Spanish at that site.
These percentages tend to understate the general use of Spanish, how-
ever; as at the beginning of the year nearly three-fourths of the .
English language- use was accounted for by three of the eight Rio Grande City
children -- those that entered preschool with communicative abilities in

Erglish (Chesterfield et 21., 1982)% By the end of the year the prog-

ress of the remaining five children at kio Grande City was evident in

the fact *hat they accounted for nearly 50% of the English episodes.

. Another distinguishing characteristic of the language usage at Rio
Granae City was that among themselves, children tended to speak Spanish.
Thisz is evident from the fact that while the percentage of other- ,
initiated episodes was aimost -qually distributed between Spanish and
English,; the majority of target-initiated episodes at that site was in
Spanish; a trend not found at the“other sites. Thus; in_the predomi-
nantly Spanish-speaking environment of Rio Grande City; English when
used was; for most children; the language to be used with adults; where-

as Sparish was the language of peer interaction.

At the remaining two sites, Spanish-initiated episodes made up

approximately one third of all communicative episodes; with Corpus

Christi accounting for the least amount of Spanish spoken: In contrast

to Rio Grande City, at Corpus Christi the adult generally took the

initiative in interacting in Spanish with the children. This is shown

by the fact that at this site other-initiated episodes accounted for by

adults were nore often in Spanish than were target-initiated episodes

involving adults.. This reflects the teachers' attempts to use Spanish
during the Spanish language circie times. However, many of the chil-

dren came to prefer the usé of English among themselves in the class-
room ind tended to usé this language even during Spanish language
sassions: The onlv exceptions to this were two Spanish-preferring
child-en (Ramona and Julio) who entéred school with 1fttle or no

proficiency in English and accounted for the majority of the target-

initiated episodes in Spanish at that site.
Given the number of children at the East Los Angeles site who

entered the Head Starc year with no measurable oral proficiency in

English; the high percentage of English episodes is surprising: This
is explained in_part, however, by the individual differences among .
the children. The high number of target-initiated episodes in English
reflects the skewing influence of two very verbal monolingual English-
preferring girls (Carmen and Susan). These children, unlike their

Spanish-preferring peers, tended to initiate interactions and together

accounted for a large part of the target-initiated episodes in English:

Spanish, on the other hand; was used more_frequently in other=initiated
spisodes than in target-initiated ones. This, as in the case of Corpus
Christi, reflects the '.eachers' emphasis on the use of Spanish cr simul-
tansous translation whan addressing the children who were predominantly,
Spanish-preferring. :

= ;}5
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__ The choicé of 1anguagel ‘then, at all sites, was c.ose1y related to
diffarenceés in the naturé of the activitiés engaged in and to the level
of English prof1c1ency of the children. These same factors influenced
the different ways in which children interacted with peers and adu]ts,
that is; the strateg1es they used. :

2. The Target Move

~ Table 3 presents the relative frequency of the top ten strategies
occurring across all the sites in both languages. As can be seen,
formulaic expressions and verbal attention getters were the strategies
employed most consistently at each site,with both ranking among the
top three strategies in relative frequency of use during_ the Head Start
year._ The way in which these strategies were used was also similar at
all of the sites. Thus, they will be dfscussed separately before
compariscns of the patterns of 1nteract1ona1 strateg1es for each site
are made.

a. Verbal Attention Getters

Children at the Head Start level generally used verbal means to

attract attention as evident from that fact that there was a consistent-

1y higher percentage of verbal to nonverbal attention getters. As
might be expected, it was at the two sites where target-initiated inter-
actions were more frequent -= Rio Grande City and Corpus Christi -- that
the proportion of verbal attention getters to. total strategies was
greatest.

With peers; children tended to use a directive p1us the name of the
child they were addressing, as in "Mira, Mando,"” or "look it," and _

"Hey, Mark." With adults, the directive was often dropped, and children

used the formal designation for the adult at that site. At East Los

Angeles and Corpus Christi this was "teacher," while at Rio Grande City
it was the use of the regional "Miss." - ,

The language of the attention getting device was consistent with
the language usage patterns discussed earlier. At both Rio Grande City
and East Los Angeless espec1a11y at the beginning of the year; verbal
attention getters accounted “for a low percentage of verbal strategies ™
in English -- 5% and 7% -- but rose dramatically in_the spring. Ch11—
dren at these sites used primarily Spanish to éstablish contact with
peers and adults in the classroom throughout the year. In the spring,
however; the use of verbal attention getters in English increased
dramatically. -

, , , , I NG

b. Formulaic Expressions

_ Formulaic expressions, even at the beginning of the year, accounted
for 16, 16, and 25% respectively of English strategies at Corpus
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Table 2: Target-initiéted;gﬁz,othér?initiatéd episodes

by 1anguage in Head Start sites.
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Table 3 ¢ Comparison of most frequently
occurring strategies by Head Start site

CORPUS CHRISTI

o Timl Tiie}]—
Lo eSS T E s 1
VKBAL STRATEGIES g g 1 SR S §
Repet 1 ion 24 i1 2 2] 19 18 25 7 19
Attention Gotlers 27 20 19 23 9 14 2% 16 17
Hemorization i - 2 ] 6 5 5 2 3
formilale Expression 16 2 9 Moo 1 15118
Haboration 9 2 10 ] 16 6 8 19 3§
One Hord Answer ? ? | 3 ] 2 2 2 2
Tatk fo Self .2 ] 21 1
hie Play J 6 1 6 2 ) 6 3
HONVERBAL STRATEGIES
Rioidzice oM s moom 6 B M6
Hi e MM 5 T T |/ R .
Atention Getter MM 5 T S T T S
Ldenti fication Moo s Mo ONR 5 WA NS

\

[nc] uues thosc verbal strategies which represent at least 10% of strategles in the target lanquage for
at least one site. Nonverbal strategies are those accounting for at least 5% of the total Tanguage at
any one site Percentages do not add to 1003 due to less comonly occurring strdtegies not shown here,

* Reprasents percentage of the total English strategies,
Lo pepresents percentage of the tolal Spanish stralegies,

‘fé Represents percentage of all verbal and nonverbal strategies. S

— A" destanates not applicable.



Table 3 continued

EAST LOS ANGELES

Tkl Tine 11 . Total Moe 1 & Tine 1I
¢ S
VERBAL STRATERIES S T SRR S S SR S
Repetition ] . 5 0 - 7 g . i
Mtention Getters | 1] 6 14 non 11 70
Moo rization ] 1 - 3
Formilaie FipresSion IF | 1] ] k g
Flaboration w8 . T T IS
Y (e Hord Ansker W, SN Y S Sk B TS |
Talk to Self . - . 17 612 10 ] 7
fole Play S T R U
HONHTRBAE STRATEGIES
fwnidance il N , (T S A N ]
Mi'nw‘ L HR 1 meooom 1 wom
Miontion Getier A il 3 NA A 1 i i .
[entification oo MooM 8 M M6

[y
~——
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' © - Table3 continued
RID GRANDE CITY

il __ fwdL Total Time 18 Tine I
L A
z

VERBAL STRATEGIES A RN TR S {
Repetition W 0z B8 -n & B a n U
Attention Getters ;N B TR R L IR
Femorization noo6 0 g @ B v 0
Formilaic Expression 25 i i6 i3 TR L R

. Dlaboration T A o 1 1 1 5 5

" e Vard sy L T T S B B
Talk to Self i i I
lole Play A 1 503 .1 6 3

HONVERBAL STRATEGIES
hvoidance i NA 5 NA T A T ;
Mire | Mmoo I S R S S
Mttention Getter mooom Moooom 1 omo oMo
{dentiFication woom 4 Mmoo mm 3




Christi, East Los Angeles, and Rio Grande City. It was at Rio Grande
City, the site in which the English language proficiency of the chil-
dren was the least developed, that formulaic expressions in English

accounted for the greatest percentage of strategies over the entire

Head Start. year. Typical of the use of formulaic expressions by chil-
dren with 1ittie oral proficiency in English was the following example
taken from Rio Grande City. Miguel was a Spanish-preferring child who
entered Head Start with no measurable oral proficiency in English. By
the end of the year, however, he had successfully incorporated certain
English expressions into his repertoire, éspecially those that helped
him to regulate games.

(Three children are gathered at a small table, playing

with puzzles.)

Miguel: Yo le’voy a ganar.

[q¥]]

Yolanda: Vo sabo este (referring s puzzle she has
worked on previously).

Miguel: Este puzzle no sive (sirve).

Yolanda: S, sirve.

Lupe: Yo giné.

Miguel: [Protests) No, no dije 'ready let's go.'

Teacher: (Interrupts exchange by putting on Hokey Pokey
record and encouraging group:
Everybody wake up.

Lupe: (Trades puzzles with Yolanda, and bééiﬁ§55
Mark, go.

~ The function of the formulaic expression within this Spanish con-
versation is striking. Miguel had correctly associated the game_regula-
tor "Ready, let's go" with situations in which a race was about to begin:

It represented a memorized phrase which he inserted into his predominant-
1y Spanish repertoire to manage_play. His Spanish-preferring classmate,

Lupe, on the other hand, had only memorized selected parts of the phrase.

The use of formulaic or routine axpressions was not confined to
English. At two of the three sites, approximately 10% of the stratégies

in Spanish +are of this type. Most of these were accounted for by
Spanish-pre..ring children. Given that the Head Start children were
<ti11 in the process of acquiring both English and their first language,
these data suggest then, that the use of formulaic expressions is an
important first language strategy also.

~ The relative frequency of use of the remaining strategies relates
to the differences in the experiences provided by the bilingual
L Y e +he nartdicular strateqgies used by children



c. Corpus Christi

The most common strategy at Corpus Chrlst1 -- accountwng for the

periods -- was repetition. Given the emphasis of the model on the use of
concrete objects for vocabu]arj building, the teachers frequent]y used

modelling and eliciting repetition of words and phrases in their small

group language activities. They, tnemselves;also frequently repeated

after the children. The following example was typital of the vocabulary
building technique used by teachers at Corpus Christi. It occurred
during a Spanish language circle time in which the teacher was focusing
on fruits with bilingual English-preferring children such as Ruth. As
was common, the teacher used the concrete objects, fruits themselves,
in the lesson.

Ruth: (Eats her slice of orange)

Teacher: ¢Como se liama esta, Doris?

Doris: Naranja

Teacher: (With a grapefruit)
(Cémo se 1lama esta, Max?

Robby: Toronja

Max : 'eronJa
Teacher: ¢Como se 1lama, Joge?
Ruth: (With others)
Toronja
Teacher: (With an orange)
¢Y esta?
Ruth: Orange
Teacher: Na-ran-ja
Ruth: (With others)
Na-ran-jz

1}

Here, the teacher stricturéd the 1esson around the fruits which she
displayed to the children. She checked each child's understanding of
the lesson by asking each 1nd1v1dua11y the same quest15n -- "iComo se
11ama?". The adaptation to the routine is reflected in the fact that
the children frequently spontaneously repeated in Unison after the
teacher, even without the teacher's soliciting to.do so. Max repeats
after his friend Robby answers his question for him.

other act1v1ties, and the ch11dren resnonded in the same. way ~During

The teachers frequently carried over this teaching techn1que to
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Aide: (Holds some green clay and asks: )
What color is it?

Johnny:  Red
Ricardo: Red
Aide: (tooks at the clay)

tQué color es?
Johnny:  Greef
Ricardo: Green
Aide: éiands them elay and responds:)

Here, Ricards spentaneously repeated his peer's incorrect answer. When

the teacher indirectly indicated their error and repeated the question
in Spanish; Ricardo used the same strategy.

d. fast Los-Angeles

The 51ngu1ar1ty of the consistent usé of the open- -énded quest1en1ng
method directed by.the model at this site, described previously, tended
to elicit two predom1nant Strategies in response to the teacher’
question. This is evidenced by the fact that over one-third of -
strategies used at East Los Angeles at both time periods were accounted
for by elaboration and one word answers. A typical communicative se-

guence at this site took the form of quest1on-answer-quest1on -answer in

which the feedback move by the initiator, the teacher, consisted of

another question based on the initiating question: Each question was

designed to elicit further elaboration on the previous statement by the
child. The communicative episodes resulting from this method can best

be exemplified by a comparison of an jdentical context at Corpus Christi

and East Los Angeles. Each of the examples that follows took place in

a planning period at the beginning of the day. This activity, comiion to
both models, occurred in a small group situation in which the teacher
worked 1nd1v1dua11y with each child. In both cases; the activity was
designed to encourage the children's decision- -making ability by per-
mitting them their choice of task and play area. The two preschool .
girls included in these examples, Ramona and Alicia, were both Spanish-

preferring children who interacted infrequently with their peers and
were generally considered shy and withdrawn:

Corpus Christi:
Teacher: Where are you going to go?
Ramona: High water
Teacher: :Dénde?



Ramona: Water play

Teacher: Buenc

Ramona:  (Leaves for the sand and water area)

East Los Angeles:

Teacher: ¢Dénde vas a trabajar?

Alicia: (No response)

Teacher: ¢Dénde vas a trabajar?

Alicia: Area de arte

Teacher: :iQué vas a hacer? What are you going to do?

Alicia: Hacer y pegar

Teacher: <¢Hacer y pegar que?

Alicia: Voy a pegar palitos.

Teacher: iDGnde vas a pegar? WhePe are you going

| to glue it? 4

Alitra: (No response)

Teacher: ¢Qde vas a usar?

Alicia:  Papel orange

Teacher: Anaranjado. <Qde vas a hacer? What are you

going to make? . . .

In both examples, the children preferred to answer with a minimal
response. The teachers' responses to the children at the two sites,
however; ¢iffered dramatically: At €orpus Christi; Ramona answered the
teacher's question with an enigmatic, pidginized response. The teacher
immediately switched to the child's preferred language to ask for
clarification and when Ramona only repeated her original answer,_the

teacher provided the correct term. Without prompting by the adult,

Ramona repcated the proper term; which the teacher evaluated in a feed-

back move with "bueno" and Ramona left. Once the instructor had suc-
cessfully interpreted the child's response, the episode ended, with
Ramona's participation in the episode limited to mere repetition of her
own and the teacher's utterance. ”

At East Los Angeles, on the other hand, the episode was_longer and
resulted in Alicia's elaboration of an initial thought. With the
exception of one turn; all of the teacher's utterances were questions
which rephrased and expanded on theé child's preceding utterance so as to
encourage Alicia's use.of language. Since Alicia's ability in English
was 1imited at this point of the year, the _teacher used WH-questions,
whereas later in the year or with more preficient children she would
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of the children and their socialization 1nto the routine of the daily
question-answer $ession made them more 1ikely to elaborate automatically
on their responses. This is exemplified in the following episode from
the spring in another planning session with the samé child, Alicia.

Teacher: iAd3nde vas? Where are you going?
; Alicia: Area de la casita para cocer huevos. (She
gets up and points to chips which will serve
as eggs) . - f
Voy & usar . . . chile; zanahoria y pepino.
Teacher: &Y despdes? What is your second plan?
Alicia: Area de arte: Voy a hacer un libro y una casa
con techo.
Teacher: iQué vas & usar?
Alicia: Crayolas; marcadoras . . . con dos ventanas y
arboies, dos arboles . . . Y es todo.

Tthough Alicia continued to use Spanish, she spontaneously added in-
fonnat1on,about,the,act1v1t1é= she planned to pursue in each area. She
did this for both plans and finished the sequence by anticipating the

_In contrast to the East Los Angeles site, where all but one of the
sample children used elaboration in English, the use cf this strategy
in English at other sites was confined to very few children.

e: Rio Grande €ity

The relative frequency of the strategy of memorization distin-

guished Rio Grande City from the other two models. This strategy
accounted for 10% and 13% of total strategies at Times I and II
respectively, whereas it reached a maximum of only 5% 7gtfaqy time period
at the other sites. The curriculum model's emphasis on preiiteracy and
oremath activities affected the children's use of strategies. Much of
the children's use of English related to premath was structured to
encourage,memorlzatwgn of the sequence of numbers. The example of
Janet, a Spanish-preférring child who gntered preschool with some
proficiency in Engiish, typified the memorization strategy used by many
of the ehildren at-this site.
Teacher: (Asks the children in English if they
have tricycles)
Janét: (Nods)
Teacher: (Asks how many wheels the cars they saw
in the parkinag 1ot had)



Janet Round
Teacher: How many trucks?
Janet:  One, two, three, four, five
Teacher: {Asks if there was a white truck)
Janet: No :
Teacher: (Asks if there was a green truck)
Janet: Yes
Teacher: Uh huh (Then asks if there was a black one)
Janet: (Shakes head)

Mi poppy trae una black.

Here, in the same sequence, Janet used a memorization strategy twice to
respond to the teacher's gquestions. Each time the teacher asked her a
"how many" quéstion demanding a number, Janet récited aloud the seduencé
of numbéers in English to arrive at the correct answer. This was in
contrast to the strategies she used to respond to the teacher's ques-
tions regarding concepts of color and shape, where twice she responded
with one word; and once e]aborated with a mixture of Eng11sh

At this site, teachers frequently used alphabet cards for letter

recognition. Bonita was one of the few Rio Grande City Spanish-

preferring children who entered preschool with some measurable oral

prof1c1enCy in Eng11sh Her part1c1pat1on in these letter recognition

exercises serves to typify the experiences.encouraged by the model. At

the beginning of the yedar she was observeqd proudly displaying her name

card on her cubbyholé to her sister and saying "Agui dice mi nombrgfi
Later in the year; she was. observed inr a sma’l group exercise in which
the teacher used English a]phabet/p1cture cdards supplied by the model to

drill preliteracy skills involving 18tter récognition.

Teacher: What is this? (Holds up F card featuring
picture of a flame)

G?Oup: Fire

Bonita: F

Teacher: (Displays P card and asks Fala for word -
beginning with P)

Fala: Patti

Bonita: (With others)
Patti

Teacher: (Holds up T card) :
Eonita: T - table '



«ere Bonita exhibited her socialization into the routine of the .exércise
by automatically blurting out the beginning letter of the word before
the teacher elicited it. As was commonly done by all the children at
her site, she répeated the answer of her peer, Fala.

~__The focus of the model being implemented at Rio Grande City on
premath and preliteracy was emphasized when the frequency with which

chiidren at the three sites were exposed to activities involving such
content was compared. Chi-square analyses revealed significant
differences favoring the Rio Grande City children over those of the
other two models in terms of their relative exposure to premath and
preliteracy activities:

3. The Résponse Move

The previous discussion has shown that each model tended to
encourage the use of a distinct strategy characterizing that model. An
important question still remaining is whether the use of different
strategies resulted in different types of communicative episodes. As

evident from Table 4, nonsequences preJominated over communicative

sequences at .all sites. East Los Angeles, however, had a consistently
higher ratio of sequences to honsequences than the other two sites.
This would seem to be a result of the question-answer teaching technique
of the model being implemented at that site. This technique -encouraged
the strategy of elaboration on the part of the children. That the

activities and related strategies at East Los Angeles supported com-
municative sequences or longer communicative episodes is furTher shown

by the average number of turns involving the target child in each
episode. At East Los Angeles there was a substantial increase in the
number of turns whereas at the other sites it remained unchanged.

The patterns at Rio Grande City and Corpus Christi are also con-

sistent with the strategies and activities encouraged at those sites.

Communicative episodes at these sites resulted in communicative se-
quences only about one-third of the timé. This suggests that strategies:
such as memorization and repetition, which characterized those sites,
do not lead to sustained interaction as they may not elicit a feedback
.move. In addition; Rio Grande City, of all sites; had the shortest
average number of turns by the target child in sequences: Thus;a
highly structured classroom schedule which involves the children
throughout the day in regular tasks may reduce the length of conversa-
tions among both adults and peers.

4. The Head Start Experience and Communication in First Grade

> The discussion in the previous subsections has pointed out that
there were important differences in the nature of the communicative
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in Head Start sites:
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tests were performed; comparing children who participated in the models

to matched children at the same sites who did rot. The pairs of
children were compared on the frequency of severa1 observed behaviors
related to classroom communication. These _comparisons included the
proportion of other- to target- initiated episodes; the percentage of
English strategies tc total use of interaction st rategies, the total
number of different strategies used during the first grade year, the

relative frequency of strategics to functions; the use of predominant

strategies at each site, the ratio of sequences to nonsequences, and

the average number of tdFﬁ; per sequence. As skown in Table 5, with

the exception of one measure at Rio Grande City, no significant

differences were fourd between the two groups of children at any of the

sites: S1m11ar1y, when growth in English language proficiency of the

matchec pairs at the end of the first grade year was compared, there

were nc significant differences between the two groups at any site.
(Appendix B srovides the summary data ralated to these comparisons. )

Thus,it appears that the differences found in the communicative.
experiénces of children who participated in different preschool models
did not_serve to distinguish them from their counterparts at the same
Site. This would seem to be at least in part a result of the differences
1n the classroom environments in which the samp]e children were located
in firct grade. A description of thé éxpériences of the sample children
in different typzs of classrooms is found in the succeeding chapter:

C: Summary
Both similarities and differernces were found in the nature of the
communicative episodes involving those samp]e children who participated
in exper1menta1 bilingual bicultural currictla during Head Start.
Reanalysis o< the observational data gathered during Judrez and
Associates evaluation of these curriculum models snowed that the 23
children forming part of the samnle for the present study generally

employed the same interaction °tratec1es The relative frequenc with

which these strateries were employed was; however,; influenced by the
classroom exper1ences emphasized by each of the curr1cu1um models. The

guestion-answer-question-answer technique called for by the model being

implemented in East Los Angeles led to relatively greater use of
elaboration by ch 1dren at Lheu s1te Thls Lechn1que :190 encouragéd

observed at Lhe,other s]tes The emphas15 glven,fo premagh and .
preliteracy skills by the model being impl iented at Rio Grande City
resulted in relatively greater use of the memorization strategy by
children at that site. In addition, children at_this site engaged in
communicative episodes reldted to these skills with significantly
gredater freguency than did children at the other sites. Children par-
*icipﬁtihd in the model being imp]émwn'eﬁ at Ldfpﬂs Christi had

ch11dren at the other two sites and a more balanced use of the most

general strategies: The attention given to vocabulary building through

modeiling encouraged the use of repetition by the Corpus Christi chil-

dren. When children at each site were compare” +~ a matched sample of
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 Table s ¢ Ghi square assessuent of Lhe df Frerences
in performance of the experimental and control children dn
selected characleristics of Lhe communicative episods.

£o

Corpus Christi Fast .5 Angeles Rio Grande City

 \MRIMLE

Merage number of turns por o o B
sequence 114 .28 82
Proportion of sequences Lo i
fnonsequences 3 .08 5.32
Progortion of tartet to B o o
ather initiated episodes 0 3.00 3.00
Proportion of strateqies to 7 | B
functions 3.0 70 82
Nunber of di fferent stialegles - N |
i English K 10 10
Percentage of strategies in ) -
Engish __ 00 2 10
Use of the hfé&bﬁiﬁéﬁiz | | B
strateqy 28 A .00

U Significance at the p .05 Tevel

Z The predominant strategies were as follows: Corpus Christi = rejetition; East Los Angeles -
elaboration; and Rio Grande City - memorization.

ERIC

Full Tt Provided by ERIC.



children as to their communicative experiences in first grade, there
appeared to be no lasting effects of the differences observed between
models.

0
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IV. THE FIRST GRADE EXPERIENCE

This chapter is divided into two main sections: the First Grade

Settings and the Nature of the Communicative Episode: The first sec-

tion summarizes the characteristics of the schools and the schedu]e of

activities in each of the classrooms containing sample children. It

shows that the organization of activities and the contexts in which
such activities occurred were similar at all sites. The major différ=
ence between sites was in the spatial arrangement of thé classrooms;
whereas the difference in classrooms across the sites was the medium of
instruction. -
, The second section discusses the findings of the study related to
thé nature of the communicative episodes observed in first grade
classrooms. It is organized in_terms of the model of a communicative
episode presented previously. Thus, the section begins with a discus-
sion of the opening move: A genera] characterization of the opening
move in the t"-ee. types of classrooms unaer investigation is followed
by a detailed analysis of contextual differences related to this com-

ponent of the communicative episode: Subsequent subsections dealing with

the target move and its related strategies and the response move; follow

the same format. Detailed frequency counts are presented and, where
appropriate, complemented by descriptive data gathered during the obser-
vation process.

A. The First Grade Séttings

1. Corpus Christi .

sixty grammar schoo]s Each schooi was in a Mexican Amer1can ne1ghbor-

hood and the vast majority of the more than 600 students distributed

from kindergarten through sixth grade at each school was of this ethnic

group. Principals at three of the schools wpre Mexican Americans while
a Black held that post at the fourth school.\-Mexican Americans held
most of the administrative, instructional and custodial positions at all
of the schools.

) Although schools varied in architectural design, all served chil-
dren in kindergarten through sixth grade and contained a playground
area, a library, and a cafeteria/auditorium facility in addition to
c]assrooms and administrative offices. The e1ght first grade class-

rooms containing samp1e children were similar in physical arrangement
As can be seen from Figure 3; children's desks were grouped in small
clusters in the center of the room, with a. second area used primarily for

48 G



_ Figure 3
~ Corpus Christi:
Typical First Grade Classroom

bYackboard
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teacher-directed small group actiyities, and a third organized for small

groups of children to work alone.l Materials were stored in cabinets
around the rooms and all classrooms contained the typical displays of the

alphabet and nymbérs, children's work; and holiday decorations.

Although most of the average of twenty-five children in each class-

room_came from home environments in which Spanish was spoken, English
was_the predominant medium &f instruction in all classrooms. More.

than 95% of all observed teacher verbal interactions with the sample
children in all classrooms was in English. Six classrooms had a "bilin-
gual program” in which the teacher used Spanish in conducting a language

arts lesson on alternate days with the few largely monolingual Spanish
children in each classroom.:2 DBuring these periods the other_children

(including all of the sample children) in the classrooms would generally
have a reading or math lesson to compiete at their seats. Other activi-
ties were conducted in English and the Spanish=speaking children were
generally addressed by the teacher in English. The children not recei-
ving Spanish language arts wers seldom observed to interact in either

English or Spanish with the children participating in these activities.

A1l of the teachers in the bilingual classrooms as well as one

other teacher were Mexican American women who spoke English and Spanish.
The remaining four teachers were Anglo women who did not speak Spanish.
Only two of the classrooms had aides present in the rooms; as aides at

each school were generally provided per grade level to make materials
for all classrooms.

The schools operated from 8:15 AM to 3:00 PM. Opening exercises
consisting of the flag salute fcllowed by a song, a review of the date.
and the instructions for the day's activities began the school day in
each classroom: These were carried out as a large group activity in
which children volunteered answers or repeated in unison- _A physical
education period followed the opening activities. In all schools this
period was taught by specialists and consisted of calisthenics and

organized games which allowed the children little opportunity to con-
verse among themselves. On the children'sreturn to class after the
thirty to forty minute exercise period, they engaged in language arts

activities in a combin-“ion of small group and seat work. While one of

the three readinc gruup. in each class worked with the teacher, the

other groups com-ieted assignments at their seats. The groups were ro-

tated so that & . group worked with the teacher during this period.
-The activities in small groups were organized around the teacher making
requests of individual children in a sequential manner. Children
working at their desks often went to the teacher to ask questions but
were discouraged from interacting among themselves. Lunch was the next
period. €hildren were lead to the cafeteria where they had 30 minutes
in_which to eat. They were encouraged to complete their lunches in

silence so as not to disturb nearby classes. Children were allowed to
drink water and go to the bathroom before retirning to class but did

not have a recess period. The after-lunch class schedule consisted of
math less.ns conducted in a small group-seat work combination, a 1an-

quage arts activity, and social studies, science and art/music lessons

) {;;j
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all conducted in large group. 1In Bijjﬁégéircjassrobms on alternate

- days the Spanish languageé arts activity took the place of one of the
latter three perjods for Spanish monolingual children: Dismissal
occurred in the last five minutes of the school day. The teachers.
handed out papers and called children up by rows to exit as the bell

rang.

2. East Los Angeles

~ Sample children in East Los Angeles were found in a single elemen-

tgfyfschoa1.,,rThe school lay about six b]o;ksﬁfrgm_thé,twofpreschools

Mexican American; as were the principal and support staff. About half
of the instructional staff was Mexican American.

, The school consisted of a main building of two stories which ]
housed classrooms, administrative offices and the Tibrary, a number of

permanent structures, and prefabricated bungalows containing classrooms,
a_cafeteria and two large playing areas. There were four first grade

classrooms in the school. Three of these were combined classrocms with
two teachers and approximately S1Xty students sharing space. Al :hough

teacher in these classrooms identified as their children those with whom
they worked throughout the day and the mode of instruction differed for

each member of the teaching team. In_each case, one of the teachers was
a Mexican American who was bilingual in Spani-h and English. These
teachers' classes were made up of children cf ‘mited_English proficien-

Cy; and language arts activites were conducted . iwarily in Spanish.

Spanish made up between 35% and 80% of the tov:.. sisérved verbal inter-

action by the teachers in these classrooms. T. <eignd toacher in each

of these classrooms was a monolingual English s;.:3ke- whe Jorked with
bilingual and English monolingual children. In :".se clas. ~ooms more
than 98% of the teachers' verba) interactions we-: in ingl” h;

- The fourth classroom had a single bilirgual te..n&r who taught a
claessroom of approximately thirty Timited Englisi -s:zanig ani bilingual
children:. Although Engiish predominated in this ¢la 5T (at least 719

¥

of the teacher's observed episodes with the sawple chriuren) lessons
were conducted in both Spanish and English. '

Classrooms differed from those at other sites in that, with cne )
exception; children did not have assigned desks but rotated to different
tables for various small group and seat work activities. targe group
activities were generally conducted on a central rug area.. Figure 4
shows the géﬁera? lay-out of these classrooms. Also all] class-

rooms at this site had a bilingual aide for at least hal® a day:
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These individuals participated in small group activities ac one of the
tables in addition to making materials.

The scinool day began at 8:15 AM and ended at 2:15 PM. In order
to provide individual instruction in language arts, all of the class-
rooms followed a staggered schedule four days a week in which half of
the childreén arrived at 8:15 AM and left at 1:15 PM and thé other _
half arrived at 9:15 AMano ]éft at 2: 15 PM.  The former group had lan-
had it dur1ng the last hour of the afternoon. As at the other sites;
children rotated by reading group for a session with the teacher and
did assigned work during the remainder of the period. In. contrast to

other sites; however, children remained in their reading group and

worked by themselves or with an aide at one of the tables when not with

the teacher: This arrangement made conversations among children easier
at this site than at the others, thus a greater number of communicative
ep1<odes resulting in communication sequonces occurred here. Opening
activities took place at 9:15 AM after thé arrival of all the children.
In all classes, this included roll call and a discussion of the day's
activities. '1assrooms var1ed however, on the time devoted to review
of thée calendar and associated activities. Whateéver thé content in-
volved,; the activity was conducted as a large group with_the childranr
repeat1ng and volunteering answers. A short racess of 15 minutes char-
acterized by child-child interaction followed this period: On returnirg
to class, children generally participated in mathematics activities.
These began as a large group during which the teacher gave an expla-
nation. Children then carried out their work in small groups. Erglish

was the primary language of instruction for this activity in five of

the seven classes. The per1od following mathematics was norma]]y devo-

ted to physical education in which the teacher led the children in orga-
nized games or dance activities. Lunch followed. Children generally
finished their lunches in ten minutes and spent most of the hour-long
period at recess. The 1n1t1a1,c]assroqmma;t1v1ty in the -afternoon (after
a short quiet period in some classrooms) was normally a science, social
studies or art activity conducted at the learning centers. A short
dismissal followed fcr the eéarly arrivals in which children retiirned

work and materials to cubby holes, gathered belongings and lined up at
thé door to bé dismissed by thé teacher. Laté arrivals tnén participated
in language arts activities in small groups.

3. Rio Grande City

The three pub11c elementary schools located within tie city

7’m1t§1p[ov1ded the sample children at this site. The schools ranged in
size from 300 to 1,000 students. Two were located in residential
neighborhoods wh11e the third was part of a complex h0us1ng a variety of
county offices, social service agencies and the city's Jjunior and senior
high schools. Consistént with the ethnic characteristics of the city

in general almost all of the students,; support staff, and teachers

wére Mexican Amerijcan. Two of the three principals were Mexican Ameri-
can whéreas the third was Ang]o
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The two smaller schools were similar in terms of facilities. Both
consisted of one main building housing offices and classrooms, a sepa-
rate cafeteria; and portable buildings containing resource rooms. and

special programs. Each had a large area of open land which served™as a
playground and both were visited regularly by a bookmobile: The third

consisted of a four=building complex of two story buildings. This
complex, connected by covered weikways, contained classes of children

from preschool to twelfth grade, scho: administrative offices, a
library, and a cafeteria. The playground stretched the length of two
football fields, however a small Sectiqn adjacent to their classrooms

was reserved for first graders.

___ The arrangement of the six first grade classrooms in which sample

children were found is shown in Figure 5. It differed from the other
sites in that all had individual child-sized.desks arranged in rows fac-
ing a front blackboard. One or two small tables ]ocatﬁd at the side or
back of the room were used for small group activities.® Classrogms were
small compared to those at other sites, allowing only about one foot of
space between desks:. Ample space for movement was, however,; available
on the sides of the room. All contained the usual variety of wall
deocrations and materials.

. Each of the classrooms ranged in number from 28 to 31 students.
A1l but one was composed mainly of children of limited English profi-

ciency and these children received insttuction in both Spanish and
English language arts. Teachar use of Spanish in these six classrooms
ranged from:20% to 51%. The seventh classroom was composed largely of

bilingual children and Englis’ as the language of instructign, with 96%
of the teacher's verbal inte ons being in that language.

A1l of the teachers were bilingual Mexican American women. Each
was assisted by an aide who .3 also bilingual. These womén sometimes
assisted during small group language arts 1essons although their prin-
cipal function was the preparation ot materials.

. The school day was from 8:30 AM to 2:45 PM at all Rio Grande City
schools. Many.of the children arrived early, however; to eat breakfast
in the cafeteria. The day began with opening exercises consisting of
the Pledge of Allegiance in English; singing of a patriotic song, roll

call, and a review of the day's assignments. This period was followed
by a small group reading activity in which the teacher worked at a

table with small groups of six to nine children while others completed

a written assignment. Teacher-child interaction was greatest during

these periods, as most of the teachers went in a regular pattern around

the table caliing on individual children to read or answer. This
morning small group session was an English language arts activity in all
but one class where it focused on Spanish reading skills. A fifteen

minute recess followed, and then the children returned to language arts;
this time in large group. In all but the English classroom, this period

of about 30 minutes was devoted to Spanish language development.
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. Figure 5
Rio Grande City:
Typical First Zrade €lassroom
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Lunch period tock place from 11:10 AM to 12:00 noon on a staggered
scheduié such that &11 first grades ate in the cafeteria and played on
*he playground at the same time. Lunch jtself was usually over in about
20 minutes and the remaining 25 minutes weré dévoted to play. uowing to
“he long walk to and from the cafeteria at the largest school, the
post-lunch play period was reduced to about 15 minutes.

The afterncon sessions at all schools were devoted primarily to
math and social studies, science or art periods. Math was a combinaticn
of large group followed by seat work. In all but one classroom; the

teacher used a mixture ¢f Spanish ana English to rev1egvttefnv7b1ems for
the day. The activities following mathematics also combined large group
explanations with individual seat work. Children often solicited help

from @4ch other or from the teachers during these periods.

A1l schools had an aftéer:-on break for outside play around 2:00 PM
Tnis was followed by a period for miscellaneous activities which in-
zluded spelling quizzes, math review, group singing; film strips, or
special announcements Dismissal took p]ace at 2:40 PM in the form of
¢ brief clean-up in which children put away materials and gathered up

pelongings prio: co being dismissed row by row.

Na-ure of the Communicative Epispde
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crildren in bilingual classrooms: despite being relatively proficient

in Erglish, also exhibited a slight cendencv to initiate episodes in
Spanish. As will be shown, this reflects t.zir preference for their
first language in certain contexts. English was the principal language
of i.itiation for the single English-preferring child in a bilingual

c som. Almost a third of the communicative episodes directed to
thi_ child by others were, however,; in Spanish:

~ Both SP=1 ard SP-2 children in Spanish classrooms were exposed
orincipally to episodes in Spanish. SP-2 children were; however, far

more likely to us= £.31ish or to be addressed in that language than

were their less vroficient counterparts in this type of classroom.

With the exception of SP-1 children in bilingual classrooms and
the single EN child in the same classroom type; there was, a relative
iAcrease in the target-initjated episodes from the fall to the spring
observation period for all children. In the case of the SP-2 children;
this would seem to be a result of an increasing - ingness to initiate
épisodes in English, as the relative frequency or .rget-initiated
episodes in that languagé increased acrcss all classrcom types: A
similar tendency was exhibited by SP-1 cnildren in English and bilingual
classrooms de .ite the lower overall percentage of target-initiated
episodes in the latter. The English-preferring child in the bilingual
classroom exhibited a tendency in Spanish similar to that shown by his
5P-1 counterparts in English. _Among SP-1 children in Spanish classrooms
and EN children, the relative frequency of verbal target-initiated
episodes decreased slightly as these children tended to use more non-

verbal interactions at the end of the year.

~ The context in which the episode took place greatly influenced the
structure of the opening move. As shown in Table 7, the episode:
occurring in the teacher-directed activities of small group, large
group, and opening/dismissal were largely other-ini.jated. Close to
607 ~f the observed episodes in these contexts for all groups of sample

children over the course of che year were initiated by someone other
than the sample child:

~ The languag used in each of these irstructional contexts was
reflective of the predominant classroom mode. (See Appendix C for
information regarding language use by context.) English was the primary
languane used to initiate episodes in all three teacher-oriented contexts
in En-  3h classrooms: Both languageés were used to initiate communica-
tive episodes dn these contexts in.the bilingua classrooms. =
Regardless of the English languac proficiency of the children in the
English and bilingual classrooms; English began the majority of both

other-initiated and target-initiated episodes in the three contexts.



Table 7 Target initiated vs. other initisted
Episodes by Context
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Tablé 7 continued
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Table 7 continued
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In Spanish classrooms; Spanish was th or cipgal language “ur
1 ¥ gsag

beginning both other-initiated andstarzet  Iiiated comm.' = ,ii .o
epjgoggsﬁiarthe,taachetidirécted small grc  context dz« . pricarily
with reading skills._ In the large group context, whivi: 1@ Z4 much of

the mathematics_and English as a Second tanguage iastrucil.. . inese
classrooms, English and Spanish were used relatively equall). :wure wWas,
however, a tendency on the part of-both 5P-1 and SP-2 childrer in these
classrooms to favor English over Spanish in the few episodes which they
initiated during the large group context at the spring observat,:n

period. English predominated in other-initiated episodes during the
opening/dismissal activities. Target-initiated episodes. however, were

principally in Spanish for both groups of children in this context.

 Unlike the activities .. “srring in the teacher-oriented contexts,
thoseé which took place in t-c more peer-oriented contexts of seat work, re-

cess and lunch had a fairly even proportion of target- to other-initiated
episodes., The small differences favoring target-injtiated episodes in
seat work/ were a result of the access all children had to the teacher as

a speech partner, a situation which did not_exist in the other peer-
‘usual Tlanguage used in the communi-

oriented contexts. English was the u t
cative episodes during seat work involving children of all language

bfoficiehcy,groups,in,Eng]jsb7c1as§dems; Both English and Spanish were

common in bilingual classrooms, with Spanish predominating among SP-1

children and Engiish among SP-2's. Spanish was the mode used in the
vast majority of both target-initiated and other-initiated episodes in
Spanish tlassrooms.

~ In addition, the grea“est freguency of episodes initiated ron-
vérbally occurred in this context across all classroom types. The
examples of Carlos and Jorge; two Sp-1 children in bilingual classrooms,
illustrate the structure of nonverbal target-initiated and other-
initiated moves in this context.
The te:cher is in the aisle one over from Carlos.
He stands and goes to her side. As she starts to
continue on teo the next child without seemingly
noticing Carlus, he thrusts the papers he is holding
forward. The teacher asks "Finished?" but Carlos
has already turned on his heels and returned to his
desk.
Jorge is busily copying sentences from_the black-
board. Aléx leanhs over and points to a 1ine in
lorge's notébook. Jorge responds in turn by lean-
ing across the aisle and tugging lightly at Alex's
hand. Alex bends over his work as if to hide his
work.



moves in episod.s with peers during this context was often 2 result of

classroom etiquetté rules in many classrooms which encouraged silence

during seat work.

hand, was totaily nonverbal. The frequenCy of nonverbally-initiated

~ The cohtEXtuéi Variaiigﬁfiﬁiﬁthéfbai strategies will be discussed
fully in the subsequent section of this report.

In the recess and lunch contexts; the relative frequency of target-

initiated episodes was also slightly greater in most classrooms. The
general exception was the SP-1 children in bilingual classrooms where
there was génerally a slight favoring of other-initiated episodes. This
would appear to be a result of the reticence by a number of children in
these classrooms to engage in communicative episodes with_their peers,
especially early in the year. Ir both contexts; across all classroom

types, the language used reflected that of the general classroom environ-
ment.

b. Speech Partner

 As can be seen from Table 8, there was a tendency for all groups

of children in each classroom type to increasingly interact with peers
the relative frequency of inter-

at the end of the year: In general, th a
action with adults was lower at the first grade level than in Head

Start. This occurred despite the fact that all of the Head Start
curriculum models were designed to encourage peer interaction.. As the
ratio of adult to peer interaction remained relativel: high for the
first three observation periods, it appears that the c.ildren were
generally adult-oriented throughout their early educational “experiences.

" The predominant mode of the episodes was consistent with the type
of classroom in which children of different English language proficien-

cies were found: Cifferences were, however, evident in the language _
used with adults and peers in most classrooms.. For both SP-1 and SP-2

children in English and bilingual classrooms the majority of the com-. .
municative episodes involving adults were in English. Similarly; a high
percentage of th2 interactions of children in Spanishwg]assrooms,with

adults also occurred in English, despite the predominance of Spanish in
general in these ciasses. This is again consistent with the patterns
found in Head Start when, even at the predominantly Spanish-speaking_
<ite of Rio Grande City, children showed a tendency to be involved in
communicative episodes in English with the teacher. In both Head Start

and first grade these were largely other-initiated episodes pcecyrring in
the teacher-directed small and fargé group contexts. With peers,; how-
ever, the majority of interactions by SP-1 and SP-2 children in Spanish

and bilingual classrocms were in Spanish.. Similarly, greater percen-
fi-nz ~f tho rammunicative episodes wi th peers by bOIhigrOUpSin Eng]iSh
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fanguage choicc: depending

.-

Span. .-t ierring chifdren o nwie ¢
aothRedy soeech poctner.

Wi 1S sitting o e rug
rcie around tre teache-
v ddentify pictures on a stack o bards near the tehuaé

a rest v of Dfﬁér éhildrrﬁ in

T
t

Teacher . Alicia, pleasc

Alicia: - .cks up a card with & p%ciwr( Ul two Fars)
llie is a e/

Teachcr: hese are ears Cin o yud sav chat for me”

Alicis: Dese are nars.

Tezcher: Hecauwse chere s 6F e,

RIEGE (Picks up the nert c- & -« . is unsid: Jown,

Elics Fsts al revés

Juan: ““uyns the card around:

Hore, Alicia used the formulaic structure “dis i~ to Jescribe in Fngld

the pi-cure card she .ad p1cknd When therfeacnex elicited *epo"".n
from her, emphasizing the plural form , Alicia rﬂpeated successful: v and
received feedback from the teacher in the fcrm of an explanation = the

correct form. Once the ep1;ode with the teacner was finished, however

#licia immediatcly switched tc Spanish when she turnad her attention to
Juan, her Spanish-~referring classmate. Her "teaching” in which s¥.
corrected he- C1aSJﬂ6tP ol a proceduro1 matter was in Spanish. Situa-
tions such as this were frequert acrcss all classrooms.

Children of both groups across all classrroms =zlso tonded to engage
it relatively more 2piscdes with their peers  ich irvalved nonve-ial
opening moves. Similarly, the English-pre  rring chiid in the Li. . ngual

classroom tended to interact more nonverba11y with peers than with

adults. However, he spoke principally in English with both types ot
speech partners.

The vast majority of the communicative ep1sodes involving English-
preferring sample children “n English clazsrooms occurred in Eng11sr
regardless of speech partner. These children had similar patterns of

nonverbal interaction with both adults and peers.

 As with the initiator of a communicztive 2pi 'de, confe:® was
‘~portant in determining the Speech partner (Appe . ‘ix C). Zonsistent

patterns were found across all classroom types as to the principal
speech partner of the samp1e children in given contexts. As would be

expected, in teacher-directed small group activities, adults were the
primary speech_partner in almost all of the communicative episodes

involving sample children, and as previously shown, the adults generally
initiated the episode. 1In all but the Spanish classrooms, English was
the principal mode used in this context. Bilingual classrooms had the

greatest use of two languages.
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The sane pattern heid true i the other teacher-directed activities

61 iarge group and opening/dismiss:l. .In ail classrcoms the majority
of the episodes during these contexis involved adults. These took place
principally in English, even in those classrooms where Spanish in general
oredominated. English was the primary.mode in episodes involving peers
in these contevts fur a:’ children in £p~lish classrooms. In the few
episndes involving nery  in these coprtér . however, SP-1 and SP-2 chil-
drén ‘u Spanish and b i itgual classes tenued to use Spanisi.

~ Peers were th2 nrincipal sprsch partners in the academic_ac ivities
of seat work and tne Asninstructional cortexts of recess and lunch. At
least 60% of : 1 episodes involving other individuals (i.e. er iuding

ppiscdes initiated with - ane in particusar) took place with .ers

in each of these contexts. _While Lhe interactions with peer .ook place
almost entirely in English for children of all language ¢~ -_in
fnglish classes, SP-1 and SP-Z thildren in both bilingua’ Spanish
classrooms had a majority of their interactions in Spani: “hese
Jontexts: Seat work was found to be the context in whic - chil-

¢ren engaged most frequently in communicative episodes a ¢d &t no one
in particular: The majority of such episodes; which, as wiil be shown

subsequently; usually involved strategies such as spontaneous repetition
or talking to one's self while carrying nut a task;matchec the language
most .~monly used in each classroom type.

Function

) The Function of the communicative acts initiated with sample
Ciilren differed somew «t by speech pariner. Across ail contexts the
vast majority (87% to 91.) of adult-initiated communicative Acts were
requests. /U though this was a1s0 the most frequent type of act used to
initiate episodes by peers, it constituted only about 50% uf the total
in each case. Descriptions ard conversational devices were 2iso used
frequently by peers, making Up betwee: 179 and 30% and 8% and 16% of
the total respectiv . y.

e Target How

a. Strategies vs. Functions

Table 9 presents an overview of the target move: 1t shows the
~g =742 use of interaction strategies as of 5sed to functions of speech
4ot ihvolving such stratec ‘es fer all sample children, by classroom
type, mode, and language group. As can be seen. thc target mcves of the
children, regardless of the classroom type or ‘anguage proficiency,.
involved the use of strategies -- either verba' or nonverbal -- about
503 of the time:8

G 7ferences among -iv Clzssroom types and Englisn language pro-__

iciency of the children are most evident when English language strate-

jors
A

jes and functions are examined. Several patterns emerge. In English
nd bilingual classrcoms, the proportic= of strategies to functions was

L,
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Table 9 : Summary of strategies and functions by

English Classrooms Bilingual Clas~rooms Spani  Classrooms
SP 1 SP 11 EN SP 1 Sp 11 e s 1 SP 11 EN
7 ¥ 9 Y % % y g, A
Total Cormminic: tive Acts
Strategies a9 ! i 5t 50 56 9 55 -
Functions 51 52 52 56 50 a4 51 45 .
ota: English
Communicative Acts 7 7 ) 7
Strategirs 57 52 50 60 L -9 66 75 -
Functions 43 ag 50 37 0 3 4 o5 -
L:uni'; nS]' L o o
Frglish 3 61 61 ] 75 55 9 15 -
Spanish 10 5 .5 43 39 20 52 52 -
Noriverbal a5 33 3G 35 31 25 39 31 -
itra‘cegiesI - 7 7 o , , . ,, .
English 61 he 56 39 ©3 59 17 38 -
Spanish 5 2 5 23 ; 13 35 33 -
__ pNonverbal 33 28 33 35 55 27 a5 21 -

1 Percentages do not total 1077 due to 4 1aﬁgUage switching citegory not included here.




higher for children with less proficiency in English. For example,

SP-1 children in English classrooms used relatively more strategies in
their Englis* speech than did SP-2 children. The &P-2 children; in
turn, used & greater proportion of English strategcs than their EN
peers: This would be exnectsd as the Strategies were largely second
language acquisition devices and many were either responses to situa-
tions of communication breakdown or ways of dealing with 1imited )
language proficienc. Obviously, such strategies would not be as appro-
priate when childrer were speaking in their first language.

A related pattern was that the percentage of English strategy use
in relation to functions was greater as the environmen: nf the class-
room became less English oriented. That is, all chilé-~¢ in Spanish
and bilingu21 classrooms were more likely to employ a strategy when

they used English than were children of the same language proficiencies

in English classrooms. As has be~n previously shown; this was a result

of those contexts where English was used in Spanish and bilingual classes

being gererally structured tc require that a strategy be usedsand that

both 5P-1 and SP-2 childrei: in those classrooms tended to use Spanish

in other contexts. For example,-tiv overwhelming majority of English
usage by children in Spanich classrooms occurred during adult-directed
activities (in large group and opening/dismissal) in which strategies

such as answering in unison, repetition, and formuiaic expressions tended
to be elicited by the teacher:

For those communicative acts not involving strategies, the language
was that which predominated in general in the communicative episoiss_of
the classroom. runctions achieved *through the nenverbal mode gerer.lly
accounted for about one-third of the total functicns represented in the
children's communicative acts: Slightly higher percentages nf the non-
verbal mode were found for the SP-1 children in English cl::srooms,
whercas the EN child in a biiingual class had a slightly lcwzr percen-
tage of nonverbal interactions.

. ‘gt be cected; the majority of communicative acts in which
no str. . was employed served the functicn of responses. These
accoiinied for at least 60% of all functions for each group of sample
children. This i5s not surprising in 1ight of the fact that a majority
of communicative épiscdes were other=initiated and that, consistent with
the findings of cthers (Sinclair and Coulthard, 1975; Mehan, 1979); a

4
>

large part of the ciassroom lessons was based on the teacher's ques-
tioning of students. The second m st commun function was that of
requests, including action directives, questions scliciting information,
and requests for permission. Approximat=ly three-icurths of the chil-
dren's interactions in which no strategies were involved were made up

of these two types of functions. 1In the remainder of the communicative

acts, children generally described or commented on some verifiable

aspect of the classroom environment. Conversational devices and per-

formatives represented only a very small percentage of total utterances.

rerr25 in the language choice of children according to

Although _

all children followed the same general patterns, there
were some differ z
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Ehgllsh 1athége ﬁibfitiéhcy SPfl Chi]dréh in é]] c1assrooms tehdéd to
Despjte the considerable amount of,Eng11sh input available in both
English and bilingual classrooms; ‘these same children made requests

in Spanish. This reflects the fact that many of the requests were
directed toward peers, with whom the SP-1 children tended to speak
Spanish. Use of the nonverbal mode was confined primarily to responses
and performatives for all children.

The predom1nant mode of the verba1 strateg1es, 11ke the mode of the

]anguage,prof1c1ency of the children. 1In all Eng]1sh c]assrooms, at
lTeast 60% of the strategies were in English. The percentage of English
use decreased across all language proficiency levels tor bilingual and
Spainish cldssrooms., with the SP=1 children "ons1stent1y employing
relatively fewer English strategies. Thus, although there was a greater
tenu:..cy for Spen1sr preferring children in Spanish and bz]ingua] class-
rooms to use strategies in their communicative acts in English, these
made up fewer of “heir total strategies owing to their relatively
zreater use o1 :pan1sh The lack of interaction in Span1sh by English-

preferr1ng childre~ is shown by the extremely low perti: tage of strat-

egies used in Spanish by that group: Only th: lone EN boy in the

bilingual class used some Spanish strategies :o deal with the communica-

tive demands of & h111ngua1 classroom and engage 1in interaction with
his Spanish-preferrina classmates:

b. Use of Individual Stralegiec

Both the type e¥ classroom and level ¢ -ahguage,proficiency
appeared to influence the relative frequen. navh individual
strategies were used: Classroom type Sse=mec _.termine the most

frequently occuiving English strategies; as si..lar genéral usage
patterns for these strategies _emerged for both SP 1 and SP-2 children

in each classroom type. The English._ prof1c1enCy of the ch11dren. an

the other hand, influenced _the_relative frequency with which 1ess ciamon
strategics were used. Similarly, when individual contexts vere
examined, it was clear that both when a strategy was used, and the way
in which it was employed depended on the language proficiency of the
child.

The discussion that follows is organ1zed into three parts. The
first describes the use of strategies by : -~hildren within a given tlass-
room. type. For each. type of classroom; the general patterns. in the use
of the most comnon strategies begins the discussion. Thi< is followed
by a comparison of children of different language. profici icies within
each classroom as to their use of the less commonly emplo' :d strategies.
The second provides a brief descr1pt1on of the children'. .ise of non-
verbal strategies. The third examines the influence of context on the

iise of different strategies and the contextual variability in the use

of strategies by children of different language proficiency:
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(1) The Spanis' Classroons

+n2 patterns of English strategy use by

As Table 10 i%7 wcirs Ci,
- siigr in terms of the three most common
<

Sp-1 &nd SP-2 chiier

stratégies: formula "
getters. The proporiiu: .i -
wer: similar in all three o':
the overall use of English 1in

gither the bilingual or Epyiish

. =spe.i'inn, and verba) attiention

¥

s sitoritior @etters and repetition
ELA R ST Attt oas has becn shown;
yhe 5panish cicsses was much iess. Unlike

Enyiisi viassrooms, formulaic expressions
accounted for at least 25% c¢f =1 English verbal strategies. These

generally occurred in a few tu:- ser-directed contexts and at recess where

these children were afforded the opportunity to practice their second

language in the largely Span:sh envircnment of the classruoms:

The predominance of formulaic expressions in the Spanish classrooms
‘suggests that much of the SP-1 and Sp-2 children's use of English in

‘these classrooms did not go beyond certain set phrases. Their utterances
could be prefabricated or formulaic in a number of ways: Some children
consistently used set phrases which were peculiar to their own speech.

This was especially evident when tne memorized phrase was grammatically
incorrect:
The case Gf Justin, an SP=2 child; illustrates such a usage. Justin

freely substituted nouns with his formulaic verb “gots;" as in the case

below when he was leading the group in an English lotto game.

. Teecher: Justin will be the leader. Justin you
hold up the card and what do you say?
: (She holds up the ice cream card)
Justin: Ice cream
Teacher: Yes, you ask; 'Wio has the ice cream?’
.Justin: Who has the ice cream?
Teacher: (Hands him the box of cards; warning:
I only want to hear English. o

(She lea:es the table momentarily)

Myrna: (Reaches for a card:)

Justin: No, yo les voy a @ar.. S
(Passes out individual ca 25 to the children
and begins game:)

Who gots the pencil?

#yrna:  No 10 tengo.

Justin: Who gots the towel?

Ricky: I do.

Teacher: (Returning te the table)

No, you have to say, 'l have the tonci, ' Wi
has the towel?
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7able 10 ¢ Comparison ci individual ctrategies
by classroom type =id language .group.

English BilirJual Spanish

Classrooms Classrooms Classrooms

o Sp-f SP-11 EN | 5P=1 SP-I1 EN | SP-1  SP-II
VERBAL STRATEGIES % g g % % ¢ 5 &
Literal Translation ! 1 - ; - ] 1 1
Message Abandonmént 1 - - 1 x 2 ] i
rormulaic Expression 9 9 10 13 g 13 31 25
Repetition 22 27 25 = 20 1 21 22
Rppeal for Assistance 1 2 2 ] 1 1 -
Memorization 9 - IR ¢ 17 1 7 ]
Monitoring 2 3 1 2 2 2 - 2
Talk to Self 3 ‘ 5 3 3 16 3 5
One Word Answer R 1 - 1 1 - 2 p
Elaboration 6 14 il 5 ; 14 7 g
Clarification Foguest 2 ? 3 ? 1 2 = -
Onomatopoeia 7 - - - . 2 - ?
Story Teliirc = 2 - 1 - - ]
Role ﬁiays s 1 - 1 3 - -
Changes Topic - 1 - - - 3 - 1
Attention Getter 15 i5 " g 15 13 1z g
Answers in Unison 10 7 7 iz 11 3 3 8
Anticipatory Answer 2 1 &g 2 Z - 2
Reads Aloud to Self 2 2 5 = - 1] - 2
Corrects/Teaches 6 3 6 q 5 1 2 4
Selective Memorization i 1 141 - - 4 1
Werd Play - 1 - - - i - -

1T0ta1é mey not equal 160 due 15 rounding.
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Justin: Who has - . -es?

Elenz: 1 have the :kates.

Justin:  (Hands he- the skate card and continués:)
Kho gots the blackboard?

Rene: 1 gots ths blackboard.

i

Despite the teacher's correction of his ungrammatical speech, Justin
quickly reverted to his set verb -- qots -- in repeatediy asking his
questions. Probably due to the corctant repetition, his classmate in-

corporated the same form into his enswer._ This example also illustrates
the tendency of children in the Sganish classrooms to return to Spanish
to convey certain types of contenz.

" The majority of the formulaic expressions used in the Spanish
classrooms were, however, thoce commonly recognized in the literature
(Wong-Fillmore, 1976). They included politenes. formulas regularly used

in the classroom; such as "good morring," "please,” and "thank you:"
Stil1 other expressions represented :et pronoun/noun-verb structure such
as "Dis is" ‘nto which could be substituted appropriate nouns. These
were especiaily useful during teacher-directed group activities in

which the response, usually 2 lexic' 1 item, could be filled in as needed.

Others could be used to establisn contact, such as "hey," and "teacher."

Differences between the SP-1's and SP-2's a the Spanish classrooms
were apparent on an aggregate level and at the level of the less commonly
occurring strategies. For the SP-1 children, a higher percentage of
thair strategies was concentrated in the top three stirategies. The re-
mainder of their strategy use; except for some elaboration; was prin-
cipally With types of strategies which did not promote interaction --

such as memorization and one word answers:

~ Their SP=2 counterparts, on the other hand; used a greatér number
of strategies in their limited opportunities to practice their second
“anguage. They participated to a greater extent in group activities, as

indicated by the frequency with which they answered in unfson. They also
demonstrated a greater attention &~ their own speech, as well as to that
of adults and their peers in the classroom: This was shown Ly their

use, although 1imited, of anticipatory answers, teaching/correcting
activity, and monitoring of their own language production.

(2) The Bilingual Classrooms

Although the pattern of strategy use among children in the

bilingual classrooms was not as consistent as that in the Spanish or
Engiish classrooms; there veie a_number of common trends. The strategy
most frequently used by both S& 1 2nd SP-2 chiidren in the bilingual

Rt e N T . / T )
classrooms was repetition, as was ine case also in English classronms.

Memorization and answering i unison, however, were used relativeiy more




by these children than by their counterparts in other types of class-
rooms . This was consistent with the second language drills common in
these classcs: An observation of Reynaldo, made during a large group

acrivity, illuastrates the emphasis given to memorization in the bilingual
classrooms:

(Reynaldo and the other children in the class face
the teacher from their cluster of desks.)
Teacher: Where can you read numbers in our classroom?
Robert:  On the ceiling
Teacher: Yes, we have numbers hanging from the
ceiling. Those are the numbers of our

centers in the afternoon.
Reynaldo: One, two, three; four, five {counting the
numbers softly)
Teacher: One potato, two pr*ato
Reynaldo: (Repeats after the teacher up to:)
Seven potato
teacher:  (Tells the child :n to do it witha
partner, then J~»21s them in three more
renditions of %  drill)
, Wher. differences within the bi*ingual classrooms were examined by
language group, it was found that .5 2 children; as was the case with
children of similar 1anguage proficiency in the Spénish,classrooms;>ﬁséd

a greater range of strategies. 1. addition, these children used vérbal

attention getters in English more frequently than did the SP-1 children

in the same typés of classrooms: This is consistent with the finding
pre«:rted earlier that these children jnitiated more communicative.

erisoces than did their SP-1 peers: Formulaic expresgjop§NW§Fe,dhly,the
f£.7°7 most frequently used srategy by SP-2 children in the bilingual
classrooms; whilé ranking first among gimiiur children in the Spanish

classrooms. This strategy remained a very common strategy for SP-1
children, ranking second in frequency of use. It was, however, less
importart than for similar children in Spanish classrooms where it
ranked first.

777777 The lone fwe »sh-preferring child in the bilingual classroom
differed considerably from his Spanish-preferring peers in his use of

strategies. This reflected both his advanced English language pro= ~
ficiency and certain individual characteristics._ Talking to oneself was
hic tost common English strategy: In the case of this child, the = -
strategy teprESEnted"§n”j916§yhtfacic,hébit. During the fall of the
year; he frequently talked aloud to himself. This was not only a way.
to monitcr himself as he solved problems, a frequent strategy employed

by many of the children, but also included elaborate role playing in

which he played two characters who engaged in conversation. The
importance of the strategy was evident in the fact that he also fre-

quently engaged in such behavior in his second language -- Spanish:
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A very vr 5al child, he freguently tended to elaborate both on his own

and in v~ oponce to the teacher's statements, in a verbal ettention
ge ting u.::.e. '

(3) The English €lassrooms

The most common strategies used among all the childreh in the

English classrooms; 1ike those_ in the Spanish classrooms, were strikingly
similar. For SP-1; SP-2, and EN children, verbal attention getters and

repetition ranked as the top two strategies. As pointed out earlier,

peer interaction in English was more common in the English classrooms

for children of all Englich language proficiency levels. It is not
surprising; therefore, that verbal attention getters should account
for a somewhat higher average proportion of strategies for children of
all language proficiency 1e.e)” in these classrooms than in any other
classroom type.

~ Although repe. . Was a comion strategy across all classroom
types, the repetition used in the tnglish classrooms generally took a

greater variety of fornis and functions. Structurally, repetition could
be of two types: repetition of the speech of another or of one's own
speech. In all classroom types, during large and_small group exercises
focused on the development of reading Skills, children frequently re-
peated sounds and words pictured on a flashcard or modelled by the
téachers. Even when the teacher did not specificaliy elicit repetition,

many children, accustomed to the routine of the axercise, repeated
automatically.

‘In otner cases, the children spontaneously rzpeated all or part of
an utterance of another. Often; this appeared to be a conscious language
practice strategy consisting of echoing a vocabulary item or a word form
as if trying to etch it into memory. Use of this type of ~enetition
was often typical of a few children in each classroom. At isther times;
the repetition of anothar's utterance took the form of incorporation
~f a word, topic, or structure into the child's speech. 1nis usually

Lerved to lengthen the cormunicative sequence, 1inking the child's tnrn

to the previous turn and extending the conversation around a sincle word.

‘When children repeated their own utterances, it: function was also

usually discoursal. Of:zn they vtilized this form of repetition to

attempt to begin an episode, maintain a turn, nr for emphasis. The
case of Ivette, an SP-1 child in an Ern " ' “-rcom, serves to.exem-
plify the different ways in which repe , ised by the chiidren.
Unsclicited Repetiticn:

tlveite sits in 2 small group English session, reading

from 2 preprimer)

ride:  Ivette

jvette: Where, where i5s the gir1? (Pointing to eac” word)

What dues-



Aide: What word is that?
Terry:  Does
Ivette: Does (And continues reading)
Who is that girl?
Echoing:
(Ivette is in English reading group with the teacher and
Teacher: (Correcting the reading of another child:)
Are

Ivette: Aré
Incorporation:
(Lily and Ivette are role playing as they carry small
cat puppets made of tongue depressors_and colored paper .
which they have constructed for a Halloween art project)
Lily: It's Halloween. What ya' gonna be?
Ivette: A cat
Lily: I'm gonna be a —.
Ivette: Where's your 7
Lily: Mine is in the
Ivette: Mine is in the house.
Self=repetition:
(IVétté is:trying to interrupt the teacher who works with
another child) '
Ivette: Miss, I get an A? I get an A, Miss? I get an A?

(Ivette goes to the teacher who stands at the side of the

room to hand in an assignment)

Ivette: Miss, I turn this in?

Teacher: You finished?

Ivette: I turn this in? _ 7

Teacher: (Reminds her to do the back side of the task)
Teacher-elicited repetition and spontaneous repetition of one's own
utterance for emphasis or to.initiate an interaction were strategies
common to children in all classrooms. .

In the English classrooms, differénces in the use of strategies

evident than in the other classroom types. The fréquéncy with which
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anticipatory answers -- were used tended to distinguish the children.
Elaboration was the third most commonly used strateégy by English
preferring and SP-2 children, but ranked chly fifth for SP-1 children.
This suggests that the primarily English lanquage environment of the
classroom provided greater opportunity for.children of more advanced
language proficiency to expand their practice with English. Answering
in unison ranked third among SP-1 children and fifth among SP-2 chijldren.
The frequency of &nswering in unison by the less proficient children
indicated their willingness tg participate and practice English in the
large group activities, as was the cas?,of the SP-2 children in Spanish
classrooms. The English-preferring children in the English classrooms

anticipated the guestions and statements of others more frequently than

any other group of children: This suggests that the interpretation of

classroom cues which permit a judgment about the content of an

individual's next communicative act may require a relatively high degree
of proficiency in the target language: .

(4) Nonverbal Strategies

i

Of the nonverbal stratejies, avoidance; nonverbal attention getting,

mime, identification, and copying letters/writing were engaged in most

frequently: The consistent patterns found among all language groups
within a classroom for verbal strategies were not evident for nonverbal
strategies:’ Instead; the most consistent trends occurred among children
having similar English language proficiency. The nonverbal strategies
used by SP-1 children were more often of the kind which did not extend
communicative episodes than were those_ of other children:.. Avoidance

for_ these children than_for SP-2 or EN_children.. .That is, when presented
with an opportunity to interact verbally thése.children often rejected it
through either remaining silent or shrugging their shoulders:. In ad-
dition; many of the nonverbal strategies used by the SP-1 children were
passive responses to the input of others; such as copying from the board
per the teacher's instructions.

- _For the SP-2 children; on the other hand; more active nonverbal
strategies such as identification and mime were more common. Identifica-
tion, ih which children pointed to a concrete nbject, represented at least
12% of total nonverbal strategies. Unlike the strategies used by the
less proficient children, the use of this strategy was often accompanied

by a verbal strategy to reinforce a message being transferred and did

not, as in the case of avoidance, discourage the occurrence of further

With the exception of SP-2 children in the Spanish class-

interaction.

rooms and the lone English-preferring boy in a bilingual class, all chil-

dren used nonverbal attertion getters with roughly 'the same relative
frequency: » :
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(6) strétégy Use by Context

generalrf- repet1tlon,,verba1 attention getters, formuFa1cﬂexpress1ons,
elaboration; memorization and answering in unison -- were found in &1l
six contexts. Certain contexts were, however, typified by one or more of
~ the commonly occurring Strategies and, at times, b;’y' a number of the less
" common ones. This section discusses the strategies typical of edch
~ context’'and examines the d1fferent1a1 use made of these strategies by
= children of different language proficiencies. (See Appendix D for all
strategies used by individual children.)
Teacher-priented contexts. As has been previously shown, the content

of most small group activities dealt with the development of read1ng

skills: Thus, as shown in Table 11, strategies such as repet1t1on and
answer1ng in un1son as responses to Jessons focus1ng on the form of lan-
guage were common in th1s context: Similarly,; as teachers used quest1ons
to stimulate students' use of varied structures and lexical ijtems,
elaboration was relatively common in this context. Monitoring, when

observed,; generally occurred dur1ng small group sessions:

Answering in unison and repet1t1on were also characteristic of
large group and opening/dismissal contexts in which the teacher, .
standing at the front of the room, elicited responses from children. As
opening/dismissal was made up of highly routinized activities, such as
rec1tat1on of the P1edge of A11eg1ance and the s1nglng of patr1ot1c

tion of certain stressed words or phrases.
~ Typical of the interactions in acttvities occurring in the adult-
directed contexts are the following episodes involving Raimundo during
opening in a bilingual classroom.
(After reciting the Pledge of Allegiance and singing
Ameérica,; the teacher begins the daily calendar exercise
standing by the side bulletin board featuring time and
season concepts)

Teacher: ¢Chales son los dwas de la semana?

Raimundo: (Recited rhythmically, in unison with others)
Dom1ngo, Iunes, martes, miércoles; jueves,

viernes, y sabado ,

Teacher: How ma ny days are {hére in a week?
Raimundo: (With others) )
. Seven
o Teacher: How many days do we go to school?
o Raimundo: (With others)
Five
Teacher: What are the days we go to school?:
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Table 11: Principal strategies by context.

1 [iREJZsents the relative frequency of a pafti
strateaies used in a q1ven context.

(‘.’
cilar strate@() dompared to all

— L I
Repetition/  |Formulaic  |Attention [Elaboration | Memorization | Answers fn
Incorporation | Expressions| Getters ' Unison
SP 1 SPIT EN|SP I SPII EN|SPI SPIL EN[SPI SPIT EN | SP I SPII EN [SPI SPIT EN
cusSO0E | % %ot [t % cit ot xlto%otly o fo%lio1oq
fngl ish |
CSmall Growp | 32127 8 |3 6 g 16 1|9 1 | 4 8 8|0 7 4
Large Group 5 174 |3 4 - | 916 8] 713 4/ 10 112 1914 23
Open/Dismiss 20 16 24 {12 13 35 |13 17 702 11 1| 14 18 31 |16 11 28
Seat Work 19 19 23 {13 9 7 (27 16 16/ 5 15 11| & 6 611 0 0
Recess 15 25 29 [27 26 28 '3 6 13 12 12/ 15 9 58 5 1
Lunch 23031 19 |14 9 18 [ 13187 112 2 2 00 2 0
Bilingual
Small Grotp 3145 20 {15 1 3 [ 4 8 11|10 223 ¢ 5 0|11 16 6
Large Group 19 16 10 |9 11 39 |8 71706 5 3|11 17 0 |28 21 10
Open/Dismiss 11 18 16 {16 721 |23 17 4|1 7 13|25 17 8|7 16 0
Seat Work 22 1310 |1 8 12 |17 2 |3 915|222 8|6 i
Recess 30011 22 {42 28 11 | 4 25 152 11 °9{1014 40 3 0
Lunch 2925 1 2925 2 | 625 0/017 017 0 0|6 0 0
Spanish | |
~ Small Group 821 0 |2 16 0 |9 12 0f142l 0/ 0 3 0 [4 6 0
Large Group %25 0 |5 4 0-]0 ¢ olo16 0]15 8 0152 0
Open/Dismiss 722 0 |5 9 0 |7 0 ol7 0 of 719 0]031 u
SeatWerk | 25 13 0 (20 3 0 |20 16 ©6{0 2 0|15 7 0|06 3 0
" Recess 729 0 {40 46 D |27 7 o{27 7 0| 7 0 00 2 0O
Lnch |25 17 0 6240 0 (1311 0|1311 0/ 0 0 00 0 0
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Raimundo: (In unison)
Monday, Tuesday, Wednesday, Thursday, Friday,

‘ (And the

n with two or three others)

Saturday
Teacher: (Catching the error) ;

No, not Saturday. Who said Saturday?
Raimundo: (Looks on only as $oméoné accuseés a boy in the
back of the room of having said it)
(Calendar exercise Eéﬁiiﬁbééif
Teacher: Ciales meses vamos a la escuela?
Raimundo: (Recites sequence of months in Spanish, beginning

with 'agosto.' When he starts to say 'junio,' he

stops in mid-word, realizing that his peers have

stopped appropriately at 'mayo:')

Here, Raimundo, a Spanish-preferring boy with straight medium length
hair, u ed both a memorization strategy and answering in wnison: The

form of -presentation and content of the questions asked by the teacher
elicited these two strategies: The questions asked by the teacher were
aimed at reviewing and drilling already known concepts and required only,
one word answers or series of answers: The teacher was eliciting

responses from all of the children rather. than an individual. As was.

typical of the large group activities and opening/dismissal, the teacher
only responded directly in the form of an evaluative feedback move when
she noticed Raimundo's "incorrect" answer. Otherwise all other response

moves in the sequence were in the form of an additional question.

Unlike some children.who consistently failed to respond in activities
such as these since their lack of participation would not be noticed,
Raimundo took advantage of thé context to practice both his first and_

second language. Raimundo was able to answer the first guestion appro-

priately by reciting the days of the week in an_even mechanical tone

typical of a memorized sequence. He continued the well-rehearsed routine

corréctly answering.in unison the next two questions in English: Rather

than 1istening closély to the teacher's next question, however; he

resorted to mechanically reciting the days of the week in English:

Although his memorization strategy on this item caused him to give an
" incorrect answer,; his behavior later in Spamish illustrated one of the
'benefits' of his answering in unison. When Raimundo began to make:

the same error in Spanish, automatically reciting the months in Spanish

in a memorized sequence, he attended to the answers of his peers around
him and stopped in mid-word.

‘The large group context also encouraged the use of certain nonverbal

strategies. Avoidance generally occurred more frequently in large group

attention was disseminated over many children so th3t children could

activities than in those of small group:. 1In large group,the teachers'

more easily avoid answering guestions: In the small group sessions;
however, teachers discouraged nonresponse by repeated questicning of the

7% :
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same child:. For the same reason, the use of nonverbal attention géiiéfg

such as hand raising was relatively more frequent in large group than in
small group situations. _

. Peer-oriented contexts. As with the adult-oriented contexts, cer-
tain strategies characterized each of the contexts of seat work; recess;

and lunch. Formulaic expressions, for example, were the most common. .
_ strategy during recess. This might be expected as in this context chil-
dren were involved in games each of which had its own specialized.

vocabulary and almost ritualistic jnteraction standards. The following
example of Ernesto, a SP-2 boy in a Spanish classroom, who outside of
the recess context interacted. with peers primarily in Spanish, typifies
this tendency. .. : :
(Ernesto stands in the sand area near the parking lot )

watching a.marble game along with a number of other boys)
Jimmy: (To Meme)
Play you, Meme:

~.

Meme: (Shakes his head 'no)

Ernesto: Play you, Meme. -

Meme: oK

Jimmy:  Play you, Meme:

Meme: (Shakes his head no)

Jimmy : You gonna play him? (Moving his head in the

direction of Ernesto)

(Ernesto and Meme separate themselves slightly from the
group and say simultaneously:)

: First
Meme: 1 said it first.
Ernesto: (Nods his head in agreement)
T No changies: n
Meme : 1 dor't wanna play:'  (Re walks off)
Ernesto: (Looks after him, then shrugs)

Formulaic expressions were also common during lunch; This was es-
pecially true for SP-1 children in Spanish classrooms who often found
thamselves at a _table with English-preferring peers and useéd primarily
formulaic expressions in their jriteractions with these children.
Repetition in the form of incorporation of a topic or structure was

also a common strategy in the lunch context.
 Verbal attention getters were characteristic of the seat work con- .
text. As previously shown, in this context children worked on_individual

tasks, and in order to carry out a communicative episode it was often

necessary to attract the attention of an intended speech partner. The
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following example of Marcela, in which the child resorts to a number.
of different attention getters to gain access to her peers, represents
a case of unusual persistence in the use of this strategy.
(Marcela is seated at her desk, and attempts to
¢ interrupt the conversation of Lupe, who sits in
~  front of her and Vickie, situated in the next row)

Marcela: LUPE, Lupe ‘

- Lupe: (No response)
Marcela: Lupe, come here. (She then whistles loudly)
Lupe: (Turns around in her desk).
Marcela: Did you Miss some?
Lupe: (No response) |
A Marceié: Vitkié; Vickie

Vickie:  (No reSponse)
Marcela: Viquita, look what I did. I was gonna take

the page out. (Holds up her writing assign-'

~ ment which she had crumpled into & ball earlier)

Vickie, Viquita

Vickie:  Huh?

Marcela's repertoire of verbal attention getters is impressive here.

When increased volume, repetition of Lupe's name, and a direct command
are not successful,; she uses the paralinguistic device of whistling,
which is successful: Finally; she adds the dimunitive form to gain
Vickie's attention. :

The seat work context was aiso that in which less commonly occurring
strategies such as appeal for assistance and talking to oneself usually

occurred. Children would solicit assistance from either the teacher or
their peers in completing a task for which there was a "correct answer.”

The individual work typical of the seat work context also -encouraged the

strategy of talking o ~ to oneself while carrying out the problem-
solving involved in a task. Children, for example, were observed to’
count to themselves as they solved math problems and repeat the sounds
and names of letters as they copied from the board. These types of

strategies, when accompanied by a response from a speech partner, made
up many of the communicative episodes initiated to no one in particular

which were discussed in an earlier section of this report. An observa-

tion of Lea, a SP-2 child.in an English classroom highlights a number
of the strategies used in. the activities related to seat work.
. ) I
(Lea sits at a sma]l table with four other children,

all of whom are working on a mimeographed math

assignment)
Lea:  (Counts on her fingers to herself as she
solves the problem, then, seeing Carol; two
81
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seats away; f1ip through the sheets of
problems; cormunts:) .
I know how to do that. {Pointing to a problem)

Carol: (Gives no response, and turns thé page) .
Lea: (Looks at another problem)

\ That's gonna be hard.
AN , L L .l
Cajol: (Gives no response and begins working)
Lea: (Resuming work, counts on her fingers and
fehérkSi? _ )
I'm getting all messed up.
Laura: (Girl next to her).

Three plus five (To help Lea out)

Lea: NO, I know how.
- Laura: (Resumes work)

Here, Lea, who frequently talked to herself, is unsuccessful twice in).
attempting to establish contact with her classmate Carol. Her remark to
“herself (i.e. to no one in particular); however, serves to attract the
attention of Laura, who spontaneously offers her assistance in solying
the problew. Unintended initjations of episodes such as this were€
common. _ / :

,/ - . - - - - - - - - - - -

The context of seat work was that in which the highest percentage of
nonverbal strategies occurred. Nonverbal attention getters, like verbal
ones, were a common strategy during this context. Children frequently
tapped on each other's shoulders or used their pencils to attract their
neighbor's attention.” This was especially true of children in class-
rooms where the seating arrangement of individual rowed desks forced
children to lean acrbss the aisle or turn around to establish contact:
Identification was another nonverbal strategy which characterized seat
work. This strategy often occurred in_conjunction with verbalization as
children, in describing or explaining the task at hand, frequently
resortéd to pointing to their work.

(6) Contextual Variations by Language Group

‘Although certain strategies tended to characterize contexts, the

relative frequency of individual strategies and the way in which certain
strategies were used differed by the language proficiency of the children.
English-preferring children used the majority of their English strategies
during the contexts of seat work, recess;-and lunch. Spanish-preferring

children; on the other hand; employed English strategies primarily
during small group, large group, and opening/dismissal. This suggests
that as children gain greater proficiency in a language they are better
able to structure their own language learning strategies. Further
support for this supposition js provided by a comparison of the SP-1
and SP-2 children in the sample. When the relative frequencies of use
of individual strategies were compared by context, SP-2 children

H
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consistently used a greater proportion of all strategies in the non-

teacher directed contexts than did SP-1-children. Also, even within the
same contexts; these children used a number of the more common Strategies
fdi,djfférént\purposes,than,djg their SP-1 counterparts. This_was es-

pecially evident with formulaic expressions; repetition; and elaboration.
For SP-1 children in the Spanish and bilingual classrooms; rottine ex-
pressions served primarily as responses to teachers'{ questiuns. Fre-
quently, these expressions were used as a means of dealing with requests
in teacher-directed activities. SP-2 children; on the other hand, tended
to use these strategies for the more interactional purposes of initiating
and sustaining communicative episodes, especially with peers.

7

3. The Response Move -

~ For all language groups across all ciaserOmS,Simi1?5 trends were
found in terms of the response move. For most children,”™ a majority of
episodes consisted of a total of two communicative acts and, therefore,

~ did not result in communicative sequences. The frequency of communicative
sequences remained relatively consistent over time, varying a maximum of

five percentage points from the first to the second observation period.

Although the ratio of sequences to nonsequences stayed relatively stable
over the year; there was a general increase in the average number of
communicative acts by the target child in communicative sequences from
fall to spring. This suggests that when feedback was provided; the
children were becoming more adept at sustaining conversctions at the end

of the -year:

Contextual differences.related to the response move were not as
apparent as with the other moves making up a communicative episode. As
i1lustrated in Table 12 , across all classrooms the majority of episodes
in the teacher-directed small group context resulted in sequences. This
was consistent with the type of activities that occurred in that context.
These activities, related to reading or answering questions about a
story, were generally initiated by the adult through a request, to
which the child responded and the adult provided feedback or made an -
additional request related to the same topic. Thus, they were structured
to be what we have called a communicative sequence. "In the episodes not
re ulting in a communicative sequence; feedback on performance was
.generally not provided. The following observations of Doris in this
context exemplify these types of communicative episodes.

7 .

Sequence:

(Doris is at the rectangular table with the teacher.

and the other five members of her reading group. The

teacher holds up the letter 'V’ and asks for its sound) .
Doris: [val

Jeacher: What is this letter; Doris? (Holds up a 'P')

Doris:  [da]

Teacher: (Asks Doris to repeat)
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rabie 12 continued
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Doris:  [da]

Teacher: (Gives Doris the letter and tells her to
‘ put it on a pocket board)

Nonsequence: ’

(It is small group reading: Doris and her five peers
are listening to the teacher read, "Father dro:e home
and found the note".)

Teacher: (Asks Doris to name the words with the long

'0' sound)
Doris: Found
Teacher: (Repeats the question to the girl next to
‘ Doris)

The nature of the other ‘adult-directed contexts, large group, and

open1ng/d1sm1ssa1 were less conducive to communicative episodes that

resulted in communicative sequences:. Between 34% and 49% of the

episodes in these contexts at any.observation period were sequences.

Again this was consistent with the nature of the classroom interaction in

these contexts which consisted largely of voluntary or .drilled answers

for which no feedback was provided.

" The relative frequency of communicative. sequences in the peer-
oriented contexts of seat work, recess, and lunch was similar. Sequences
generally constituted less than 50% of the episodes in each context. Th1s
sample_ children. In many_cases where rules of conversational et1quette
in adult conversation would have designated a response or elicited a com-
ment by the listener; children wer. observed to ignore speech directly
addressed to them. S1m11ar1y, as has been shown e]seuwere (Bates, 1975)
that they were attend1ng to the conversation. An increase in the fre-
quency of the use of requests for clarification, indicative of attention
to the speech of another, however, did suggest the children's development
in this area by the end of the first grade year.

C. Sumary

In general the structure of children's communicative episodes in

the three types of classrooms were similar. A majority of the observed

episodes were initiated by some one other than the sample children.

There was, however, a tendency on the part of most children to 1ncreas1ng1y

use English.in those episodes which they initiated at the end of the year:

Although the mode of children's communicative episodes was reflective of

the general language use in the classrooms in which they were found,

Spanish-preferring children exhibited a tendency to use Spanish with peers

when the opportunity presented itself in all classrooms. Regardless of

the language used, a majority of the communicative ep1sodes engaged in
by the children did not result in a communicative sequence. That iS;
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With the exception of small group activities which were designed to

encourage a series of responses from individual children, communicative
acts By sample children generally did not receive a response.

, Interaction strategies related to _language acquicition were an
important part of the communicative episodes of ali s.mple children.
These accounted for at least 50% of the communicative acts occurring with-
in a communicative episode: The principal English strategies used were

similar for all sample children. Howevers the frequency with which dif-
ferent strategies were employed differed by classroom type: Formulaic
expressions characterized the Spanish classrooms, whereas memorization and
answering in unison typified the bilingual classrooms and verbal atten-
tion getters the English classrooms. These, to some extent, reflected
differences in the activities in which children engaged in the various
classroom types:

- Individual contexts within the classrooms were found to influence
the nature of the comunicative episodes engaged in by the sample chil-
dren. The adult-oriented contexts of small group; large group, and
opening/dismissal were characterized by adult-initiated sequerices in
English in all classrooms. The strategies of memorization and answering
in unison were common in these contexts. In the peer-oriented contexts

of seat work, lunch, and recess, the strategies of verbal attention

getters and formulaic expressions were more caommon:

" The language proficiency of individual children influenced the way
in which strategies were used. Children with greater proficiency in
English were more 1ik2iv than their less proficient peers to use

strategies to initiate und sustain communicative episodes.

o
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FOOTNOTES

I1he classrooms of the three sample children in kindergarten differed

from this arrangement but were similar at each of the schools. At each,

they contained four distinct areas -- housekeeping, blocks, art, and book

corner. Children worked at tables or played on the floor in each area.

2These children had reading in English, as did the rest of their class-

mates, including all sample children.” Thus, although these classrooms
were designated as bilingual by the school districf? they were considered

English classrooms for the purpcses of this study.
. 4

, 3Giyehviﬁé7§ifféféﬁﬁés;ih language use and student popuiaiigﬁggliﬁéff
students taught by each teacher were considered a separate classroom for
this study. Thus, three were designated English classrooms and three

Spanish classrooms:

 %The kindergarten classroom in which one sample child was found
differed from the first grades in that it was part of three combined

classrooms in a large auditorium. The room was divided into four main

sections -- art/book,; math/housekeeping, puppet/tracing, and Spanish/fun.

Children rotated daily from one area to another.

o ?IﬁigréiaSSdem was désignated an English classroom for the purposes
of the study, whereas all others at this site were considered bilingual
classrooms.

) bpata are presented in summary form; however, they are consistent
with the findings for individual children with 37 of the 42 children

following the general pattern in both the fall and spring.

" Typical of the children who did not follow the general pattern, but
initiated a majority of their commuhieatiVé,éﬁiSodéS,was,Susanl This

child, an English-preferring girl with black eyes and jet black hair;

eagerly participated in all classroom activities. The following episodes
observed during a teacher-directed reading group typify the behavior

of children who initiated a majority of their communicative episodes.

(Susan is at the curved table with the teacher and

7 other members of her English classroom. The chil-
dren are doing a_letter and word recognition drill
with flashcards.) .

Susan:  (Watches intently as the girl next to her

jdentifies the cards. Then the teacher holds

the first one up to her)

I, N, L, 1it, mit, fit 7
Teacher: Very good (Offers Susan an animal cookie)
Do you know these?
Susan: A, H, hat, sat, mat
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Teacher: Two stars, very good, Susan (Allows her

to take another cookie, then continues with <
the next child) v
Susan: (Eats her cookie as the girl recites then says

to the teacher:) S
You know what I did at home? I did ‘'eat,' ‘'sat’

one day and 'sit,' 'mit' (pause) and 'cat,' ‘'sat,'
~'sit,' and I did them without the thing you gave
- me.
Teacher: You spelled them too?
Susan: (Shakes her head yes)

- Teacher: Very good

Even in this small group reading activity which was structured for adult
initiation of sequences, Susan was ablé to initiate a communicative
episode. Beginning the sequence with the formulaic "You know what," she.
interrupted the activity with a comment related to the task at hand Not
only did she initiate_ the episode, but she also focused the topic of
conversation on herself, a common practicé among these children. (See
Appendix E _ for the re]at1ve frequencies of other- initiated vs. target-
1n1t1ated episodes for all children.)

Although most children tended to follow the samg genera] patterns of

relatively equal proportions of adult/peer interaction in first grade,

there were a number of children who consistently chose to interact with

one speech partner over another. Adriana, an SP-2 child in an English

classroom, and Jaime, an SP-2 child in a bilingual classroom, typified

these contrasting types of children: For both children, approx1mate]y

40% of their total episodes were target-initiated. Their choice of

speech partner, however, differed dramat1ca]]y

Adriana, a dark-complexioned girl with short stra1ght black hair

and alluring eyes, favored the teacher as a speech partner when sne

initiated interactions. Typical of her orientation to the teacher was

the following example from an observation of seat work_in which she was

attempting to rapidly complete her copying assignment from the board.

<(The teacher is standing in the back of the room

consulting with another child)

Adriana: (Turns in her desk, interrupts and asks in
a loud voice:) -
Miss, how do you spell ‘star'?

Teacher: (Ignores her) ' 7
Vera: (From her desk across the aisle)
S=T-

Adriana: (Ignores Vera, and repeats in a whiny voice:)
Miss, how do you sps}l ‘star'?

\
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Teacher: S-T and then look at ‘car.’ (Referring to
. the word 'car' that is already on the board)
Adriana: (Putting her hands over her ears in a gesture
of exasperation) o ,
1 can't understand. They're talking too much.
Teacher: S-T-A-R
Adriana: (Writes 'star' on her paper)

As was typical of Adriana, she appealed to the teacher for assistance,
using the common attention getter for the teacher; "Miss." Though her
peer tried to offer the correct answer, Adriana ignored her and persisted
in repeating the question of the teacher in the same form until she
received attention. Her orientation toward the teacher was further em-
phasized by her choice of words -- referring to her peers as "them" -- by

which she further aligned herself with the teacher.

~ 1In sharp contrast to.Adriana was Jaime, a small pale-faced boy with
very small eyes set in_his round face. Of the interactions he began,

only 19% were with adults, and these were almost totally confined to ex-

hibiting a completed task. During the day, he frequently directed his
attentian to his peérs rather than to the lesson at hand, a practice
which often won disapproval from the teacher. The following small group

reading session in Spanish typified his orientation toward peers.

(Children work in their Spanish workbooks on a task
in which they circle words in a row beginning with
‘sa=se=si-so-su')

Jaime: (Finished with the task, calls softly:)

Miss ;

Teacher: (Involved in assisting someone e1se; ign.. és
him) o

Jaime: (To boy across from him who has circled letters
messily)
pParece un futbol.

Cesar:  Encerré esto. . ,

Adolfo: ES una

Cesar:  Mirajacd: (Pointing out the letter N which
Adolfo has colored brown)

Jaime: iSabes por qie? Porque lo pintaron brown.

Maria: Td las hiciste, Jdaime.

Jaime: {ER?

Maria: Td las hiciste.

As was typical of Jaime, he failed to persist in trying to attract the
teacher's attention. When his verbal attention getter was ignored, he
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turned immediately to initiate an episode with his peers. His request.

for clarification when Maria,jg;r@duced,a,new;tqpic exemplified his per-
sjstence in maintaining jnteraction with his peers. '

_ s :

81he only éxceptions to this -- the Sp-2 children in Spanish class-
rooms and the EN child in bilingual classes -- were where the cell size

of the groups was very small (two children and one child respectively):
In both cases; the chi1drenﬂwere,chéréctEri;ed by a‘fé1étive1y7high

frequency and diversity of verbal strategies and low percentages of
ronverbal strategies in relation to thejr total strategy use.
Although of limited comparative vé1Ué;,the,jnfé?hatiohwon,thgsefthi]-
dren does provide some jnsight as to the experiences of children in

these classroom types.

9
tended .to answerrmqrgifféé19,in the anonymity of the large group

situation than when engaged in 'one-to-one interaction.

”

Others appeared to perceive the situation as non-threatening and

 107pe few exceptions who had a majority of their communicative
episodes culminate in a communicative sequence were generally those
children who also tended to initiate more episodes.
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; V. INDIVIDUAL DIFFERENCES ; 3
.

~ The two previous chapters presented the general trends related to

the communicative episodes involving children of different English lan-

guage proficiency. The_ former examined the experience of_children in
Head Start programs implementing different bilingual bicultural pré-
school models. The latter focused on the communicative episodes of the
<ame children and their control group counterparts in different types of

fif;t,grade classrooms. =This chapter summarizes the outcomes of these
experiences by comparing the individual children making up the sample in

a number of ways. First, the development of different interaction
strategies for individual children is discussed. Second; the relation-
ship uf such strategies to the acquisition of a second language is ex-

plored. Finally, the average levels of English acquisition for children’
in different types of classrooms is examined:

A. Development of Interaction Strategies

There appears to be a hierarchical order to the development of -
interaction strategies. Although the order of acquisition was similar

for all sample children, the number of strategies was closely tied to

the level of proficiency of the individual child in the target:language
at a _given point in time. Table 13 depicts visually the order of ac-
quisition of English strategies for the experimental children in the.
sample. As can be seen, the patterns for SP-1 and SP-2 children differ
dramatically. During the initial observation of the children in Head
Start, shown as the capital letter A, few of the children who had had

little previous exposure to English used any strategies in_English.

The few strategies employed by some children =- repetition'; memoriza-
tion, one word answers; and literal translation -- were those which

might be considered among the least cognitively demanding of all the
strategies investigated. In addition, as previousdy shown, these ]
strategies often did not serve to further interaction. By the second
observation period, shown as the letter B, more children were using
repetition and memorization. However, with the exception of Ricardo,
the boy who made the greatest gains on the tests of English language
proficiency ahd who was observed to use only English in the Headwsgqrp//

classroom at the end of the year, littile diversification of strategies
was noted among SP-1 children. ’
SP-2 children, on the &&hgf hand; had a greater varfety of
strategies on entering preschool: In addition to the strategies used
by the SP-1 children, most SP-2 children commonly used formulaic ex-
pressions and verbal attention getters. As pointed out previously,
these strategies were more interactive than those used by the less
proficient children. Thus, even on entering preschool, the SP-2

a
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children had the necessary means_to jnitiate communicative episodes.
The majority f these children, however, had not as yet developed such
strategies as elaboration, teaching, and requests_for clarification
which would tend to sustain an episode over a number of communicative
acts. In addition, with the exception of one_word answers; which these

children were never observed to use, SP-2 children dged even those
strategies_which the SP-1 chiidren had acquired fore frequently than
did their less proficient peers throughout Head Start.
B 77Engiish:preféFEihgfchiidren,uéé@fé Eébertoire7§f7$tiatégiés similar
to that used by SP-2 chi]drén.”7glaborationwwas, however, used by all

try to Head Start. These children also used the

the children even on er ad
strategies of repetition and verbal attention getters more_freguently

in Head Start than either of,thgfg;héi,lahguagefgrgqps, sp-2 children,
however, used formulaic éxpress%ons and memorization more frequently
than;did their EN counterparts.

By the third obsérvation period at the start of the first grade

year, SP-1 children were generally using a greater variety of strategies.
Almost all used the mainstays of the SP-2 children in Head Start, formu-
laic eéxpressions and verbal attention gétters, and most had begun to
elaborate. Children of all groups used the strategy of answering in

unison which reflected the large group structure of many of the activi-
ties in first grade. ‘While all of the children of the SP-2 and EN

groups had acquired this strategy at the thiﬁ@f@BServation,pg(iod; a.
number of the SP-1 children did not use it until the end of the first
grade year. Their hesitancy to use their second language in_such group

situations is also indicated by the_greater tendency of these children

to use selective memorization: Som€ of the SP-1 children employed the

interactive strategy offtegchiﬁg,Othérs,fbggréﬁ1y one used requests for
clarification and none told stories; 2 strategy demanding advanced
syntactical and lexical development. Similarly, while some of these
children were talking to themselves in English, only two had acquired
the strategy of self-correcting or monitoring their speech in this

language.

1t is worthwhile to note the experience of Ivette and Reynaldo.
Ivette, who made use of nearly all the strategies during the third
observation period, also Showed the gFeatéSt,gaigsiiﬁ English proficiency
of éﬁy,ékﬁérimengai child from preschool to first grade. Similarly,
Reynaldo; who was a shy child who seldom spoke in flead Start, began to
use the common initial strategies in first grade; and by the end of the
first grade year had increased the number of strategies he used more
than any other experimental child. He was also the experimental child

who showed the greatest gains in English proficiency over the first
grade year. carlos, Miguel, Alicia; and Homero, on the other hand; ,
used principally the 1ess demanding strategies throughout the study; and
theirs were among the {ower English language proficiency test scores.

. A comparison of carlos Wifﬁrauiio; bothfSP;irtﬁiidrEn;7§éFYes,to
illustrate the two biédominag;rpatterhs,inftbe”achjSition of English
interaction strategies jllustrated by the table: Although both began

the Head Start year with no measurable oral proficiency in English;

%
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by the end of first grade their repertoire of English strategies differed
substantially.

carios, 3 curly brown haired bqyrcharactg[iied by his small stature
and delicate features, spoke only Spanish at the beginning of the Head
ctart year unless diréct1y7§ncouraggq by the teacher to employ 2 few
words in English. In the fall of the year; for example, the following

jnteraction occurred during work time:
Teacher: &Cdantos sfos tienes?
carlos: (Ho1d§ up three fiﬁ@érs§
Teacher: (Checks the class chart and discovers that he
had a pirthday the previous Friday: .She

directs the class to'sing Happy Rirthday to nim,
phenidirécts,ggch:
Darle un abrazo:
garlos: (smilingly receives the abrazo of his peers)
Teacher: (To Carlos)
Diles 'Thank you.'
carlos: Thank you

As was iyéicai,ofVSP-i children at this iéve1;ﬁ€3ridsf@§?eiy repeats
the formulaic English gxpression modelled by the teacher:
His use of English in the spring was generally confined to the

came strategy. For example, in anqther,epique,at work time, the teacher

ence again wasfﬁ68é11ingfthe use gfrpo11tene§s,f0rmu1qs,in English._

carlos had just been involved in 2 scuffle with one of _his female class-
mates. The teacher scolded Carlos and told him to tell the girl he was

sorry and Car]osirépegggd; nip'm sorry." The similarity of the fall and

spring contexts are,stfjﬁing.fflg both, Carlos merely repeated the ex-
pression modelled by the teacher.
pfter a year ofﬁkihdérgafﬁéh; carlos' réperiéire,of Eﬁgﬁizh strate-

gies had expanded somewhat, but was sti11,0éry71iﬁitéd to ba: ¢ strate-
gies such as the use of formulaic expressions and Verbalfqttentionigéti
ters. puring the fall dbSErYafiohs,inffiFSt grade, he had mastered the
pq1iténessr?6rmu1as ﬁSéd,dai]j in the classroom; as ke regbdndedrgg the
teacher's roll cé]]fféutiﬂe,wifﬁ a “no, mam;” in@icétingrbé had not

eaten breakfast in the cafeteria: ‘Although he rarely jnitiated inter-.
agiidnswwitﬁ the teacher; he was able to usé the verba’ qtténtion getting
device "Miss" to attract the teacher's attention. . In seneral; he con-
tinued to respond reluctantly to the jncreased emphasis on gnglish lan-

guage ¢kills which he faced in the fiFS£<gfadeit1ESSrogm; An example
taken from.a large group English tangua§é arts session typifies his
usual strategy: ‘

{Teacher has justrfihiShedfFéading a short story in.

English and now calls on different children to check

their compiéhension;'
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Teacher: OK, Carlos, what happened in the story?
Carlos:  (Extended pause)

Esta jugando pelota.
Teacher: Estad jugando pelota: &Y despies?
Carlos: Estd cortando el sacate.

Teacher: Estd cortando el sacate. He's cUtting the

grass

in both Spanish and Eng11sh w1th,Car]os
responding totally in Spanish. Finally she
ends the interaction with:)

Very good (Points to the door of the house
in the picture, and asks:)

¢Quien esta en la puerta?

Robert: (From in back, answers "Andrew" as the teacher
writes tne name on the blackboard)

Carlos: Andrew

As evident from this example, desp1te the teacher S constant trans]at1on,

Carlos consistently responded in Spanish to the teacher's questions in

English. He did; however; understand her questions; as indicated by his

correct answers to them: The only time he used English was when he
repeated the English name after his classmate.

€zrlos continued to successfu]]y avoid engaging in interaction in

English even at the end of the first grade year. At this time, period-

ically he would repeat in unison with others the English vocabulary

words modelled by the teacher during & review of the day's writing

assignment. The majority of the time, however, he continued to success-

fully aveid any interactions in Eng11sh as evident from the follewing
example from late in the first grade year.

Carlos: (Goes to the teachgrigigjde and lays his

completed copying assignment in front of the
teacher, who sits at her desk)

Teacher: You finished?

Carlos: (Points to where he has started copying a
second time)

Teacher: That means you've goné through here and started
again here. {As she points to each set of words
he has copied twice)

Carlos: (Nods affirmatively)

Teacher: (Goes on to check assignment, and ends with:)
Write the whole word, toda la palabra. OK?

Did you understand?

Carlos: (Nods yes and returns to the table where boy

next to him asks immediately:)
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Boy: ¢Ddnde pusiste mi eraser?
Carlos: Aqui (As he picks up eraser sitting at far
end ¢f the table and hands it to the boy)

In this series of sequences taken from a remedial English reading session

Carlos successfully managed to avoid any verbal interaction in_English

by simply using nonverbal strategies of pointihg and nodding his head.

The teacher correctly interpreted and verbalized for _him all his responses
- to her questions. The sequence with his peer which followed immediately,

hoWéver indicated thét he readily interacted in SpaniSh By thé énd of

Ju]vo, in his use of strateg1es over t1me provides a sharp. contrast
to Carlos. A tall, happy-go-lucky boy,; Julio SpORé almost totally in
Spanish with his peers at the beginning of the Head Start year. Period-
ically,; however, he took the initiative in using English with adults.
These were almost always in the form of short directive formulaic ex-
pressions. One morning after breakfast; for example, he was still eating
when the teacher announced in English that the children should form a
circle _and hold hands. Julio protested; "Wait a minute, Wait for me,"
repeating his directive for emphasis as he hurried to throw away his
milk carton and join the circle. Similarly, he was observed addressing
the English-speaking custodian to establish claim on a leftover hamburger
with "Hey, that's mine."

By the end of the Head Start year, Julio's repertoire of strategies

had _expanded somewhat,; but was still very limited. One of his favorite

activities was participating in the singing and motions to the song/

rhyiie "mulberry Bush." He had the routine so well memorized that once,
when the teacher in leading the group, neglected to mention comb1ng,
one's hair after dressing, he reminded the teacher; "A peinamos. The

teacher acknow]edged his remark; "Julio says we need to comb our hair

again," and the group performed and recited the proper routine. _As.

evident from the fact that Julio used Spanish to point out the missing

English lines; Julio at the end of the Head Start year still tended to

use his native language except for those situations in which he would

depend on memorized words or phrases either in the form of a formulaic

expression or a favorite song or rhyme.

By the beginning of first grade, Julio had uhdergdhe a dramatic.

change in the variety of English strategies he used. At this time; he

spoke mainly Eng11sh in the context of the classroom, even with his
peers, as shown in this example from a seat work context in the fall:
Julio: (To no one in particular as he holds up his paper)
Look where 1 am:
Samuel: (Looks at Julio's writing and comments on it)
Julio: (Writes something on his page anc then; looking
toward Samue] adds:)

1 gonna catch up to you.

Samuel: (Ignores him)

98 | 123




J
/
Although his speech,stiii,retajﬁé@ﬁééfféiﬁﬁ%éfﬁdjaic structures such as
ngonna," he now used English, together with the action of holding up his
paper; to establish contact with peers. He elaborated spontaneously.

Ten minutes later during a small group reading lesson with the teacher,
he was observed helping a peer to identify a word in English. When
Julio's classmate began to underline the word 'like' instead of 'little’
during a word recognition exercise; Juljo informed him "and two T's"-and
the boy corrected the error by dﬁ&é?i?ﬁ]hg '‘Tittle:.' Thus, Julio was

. willing to share his knowledge of English with others. This knowledge,
as evident from the example, was based on more than mere meémorization
of a sequence or structure:

By the end of the first grade year, Julio was exhibiting the use of
a few additional strategies which exemplified his increasing attention to
the speech of those with whom he inceracted. ~After assigning roles to
his peers for reading of a story from his English primer, Mike told

Julio to begin reading: Apparently not hearing, Julio asked "What?" and
Mike reiterated, "We:.:; read:." Later as they continued reading, Julio
came upon a word in his reading that he did not recognize and asked Mike
for assistance in identifying the word. In using the strategies of re-

questing clarificat’nn of his peer's utterance and appealing for assis-
tance, Juiio exhibited an increased attention to the form of speech and

a willingness to use it to interact, rather than merely respond.

The patterns of English strategy use by individual SP-2 children

were more similar than those of SP-1 children .epresented by Carlos and
Julic. SP-2 children all used elaboration by the third observation .
period and all taught others. Most talked to themselves as they carried
Gut their school work, but unlike their SP-1 counterparts, they had also
acquired the strategy of monitoring and self-correcting their speech in
English. These children also exhibited the greatest variety of stratugies
of the three language groups.

EN children all used the communicative episede-sustaining device of
request for clarification in first grade and most monitored —their use
of English. 1In addition, by the end 0o first grade, most of these
children had added the conversation-initiating strategy of appeal for
assistance. As Table 13 illustrates; certain strategies were never used
by EN children. This suggests that certain strategies are related ex-
clusively to second language learnirg. These include one word answers,
literal translation, and selective memorization.. Llanguage switching was
employed only by that EN child who attended a bilingual first grade.

The data for the control children; although iimited to the third
and fourth obsérvation periods, were consistent with those for the
experimental group. The strategies which were cognitively 1ess demanding
and structurally less complex were employed by mast children during the
fall observaticns in first grade: A greater variety of Sstrategiss were

used by most children late in the year,; with requests for clarification
and appeals for assistance being Timited largely to SP-2 and EN children.
Certain children of both the SP-1 and S$P-2 groups -- specifically, Jdorge,

Roberto, and Vicki, in the former and Jaime and Juanita in the latter --

a9
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continued to use ma1n1y the less demand1ng strateg1es throughout the
year. Dominga; Marta, and Marcela, on the other hand, greatly expanded
the range of stratégies they employed in the classroom. These children
wére also among thosé who showed the greatest gains in English language
proficiency.

B. Strateqies and Language Acquisition

~ To determine more precisely the relationship between the range of
interaction strateg1esrused by individual children and growth in lan-

guage prof1c1enCy, SP 1 ch11dren were ranked by change 1n both English

next Rank order corre]at1ons of these measures and two measures in-
dicative of the children's use of interaction strategies were then calcu-
lated. These measures were : (1) change in the absolute frequency of

strategies used in each language; (2) change in the frequency of strategy

use in English and Spanish as a percentage of the total number of
Strategies employed.

The results, presented in Table 14 suggest that, at least in the

case of the children studied, the use of interaction strategies in Eng]ish

by children of limited proficiency is strongly related to increased

proficiency in that language:. - Tt appears that in the_ situation wherc the

language environment is predom1nant1y Spanish and children have very

limited proficiency in English, as in the case of Rio Grande C1ty, in-
creased use of the same strategies, principally those of répetition,

memorization, and one word answers will be related! to relatively greater
increases in English proficiency. In situations where children have the

opportdn1ty to diversify strategies; such as the 1arge1y Eng11sh language
environment of the East bos Angeles Head Start or have developed. suf-

f1C1ent prof1c1ency to exper1ment w1th other strateg1es as 1s the case

a high correlation between increases in the number of strategies and
increased English proficiency was found. 1In first grade4, both increases
in total English strategies employed. and proportional irncreases in. the
use of strategies in English remain h1gh1y correlated with English lan-
guage proficiency in the English language environments of the Corpus
Christi classrooms. Weaker positive relationshirs were found in those
situations where the sample children were distributed in classrooms with
diverse 1anguage environments. :

When the re]atuonsh1p between interaction strategies used in the

classroom and English language prof1c1ency was examined by classroom type,

consistent patterns were also found. SP-1 children in both English and

bilingual classrooms who Showed the greatest diversification in English

interaction_strdtegies over time also exhibited the greatest increases

in English language proficiency. As shown in Table 15, the correlations
in each case were significant. No similar trends were found with _

eéither SP-2 children or EN children in English classrooms. This would

seem to be a result of these children having already attained a re]at1ve1y

high level of English language proficiency and use of most of the
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Table 16 Rark order corrélations of 1anguage strategies
with increased Tanquage proficiency by site.

fead Start 1 to Head Start 11 Head Start 11 to First Grade I First Grade I to First Grade 11"

i | | fglish  Spanish Erglish Spanish Eglish  Spanish
Change in the number of
Strategies used in the
Target language
(oRRlS CHRISTT K : : LK L5
EAST 105 ANGELES 8 5 o 0 no e
10 GRANDE CITY 2 i 8 : 59 i
Ehange in stratégies
in the target
kanquage as a percent
of total target
1éngUégé
CORPUS CHRISTI 85 A0
EAST L0 ARGELES 68 16 8l 40 80 7
R10 GRANDE (1T w6 o : s

1 Iicudes both Experinents] and contr! children.

el §ize did ot permit this calculation.

e
o 4 -
= ignisicant at the p€.05 Tewel
I The igh neqative correlation coefficients over this period of time is a result of the addition of 2
Spanish speaking aide in the classroom containing the to children who had interacted most in English
at the first observation period. Thus, although the number of strategies used by these children and
o *heir English Tanguage proficiency increased; the ratio of their English to Spanish use decreased. {0
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Table 15 Rank order corrélations of English Tanguage strategies
with increased lanquage proficiency of first
grade children by Tanguage group.

ChATiGE i the fumbér of English Classrooms Bilingual Classrooms
strateqies used in the
target language
5 1 55! 3
511 . 15 !
d R
” Change 1n strategies as 3
percentage of total target
lanquage
1 .30 15
P11 -:68
- K\ e N V
EN "'"'-:931
1 Significant at the pé.bé Tovel.
L el size did ot permit this calculat fon.
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interaction strategies. In fact, the significant negative correlation

between acquisition level and the proportion of interaction strategies
used by EN children suggests that as these children increase their

proficiency over the year, certain strategies may be abandoned and
perhaps more appropriate ones developed as greater proficiency in
English is attained.®
. »

The examples of Dominga, an SP-1 child in an English classroom at
Rio_Grande City and Albérto, an SP=2 child in the same type of classroom
at East Los Anggtes ented in

~illustrate the findings presented in the table:

Dominga, a pale thin girl with dark brown eyes, was a shy,
quiet SP-1 girl who early in the first grade year seldom ini-
tiated interactions with her peers. Her shyness was exempli-
fied not only in her classroom interaction patterns but also
in her body language; frequently she sat at her desk; hands
in her mouth, squirming her body to the side in an apparent
gesture of shyness and embarrassment. In spite of her shy
demeanor, Dominga. participated eagerly in class activities
and answered in unison every question asked by the teacher
in large group sessions. For example, in a large group .
language arts activity at the beginning of the year, Dominga
résponds with others "circle and stick" to the teacher's
question of how to make a 'B:' As the tpstructor moves on
to the next picture, Dominga says fairly loudly "bus" before
either the teacher or her peers can say it. When the teach-
er asks the children how many ride the bus, Dominga raises
her hand. The lesson continues and when the teacher asks,

"Do you have a test?" referring to the weekly spelling tost
scheduled for the next day; Dominga nods in response. When
the teacher asks when the test is, Dominga says softly.
"tomorrow" and nods: She then gives a sad little_smile
expressing regret regarding the impending test. Thus,
Dominga; who had by far the lowest language proficiency of
the five sample childrén in this classroom, relied prima-
rily on the strategies of repetition, answering in unison,
and nonverbal responses and attention getting devices to
communicate in English. At this point in time; she tended
to interact with her peers in Spanish, but was observed on
the playground to enthusiastically participate in games

such as patty cake,.which required memorized lines such as
"My sailor went to s€a, sea, sea."

By the end of the year, Dominga had added eight addi-
tional strategies tc her repertoire:. No only had she become
more verbal in her attempts to gain tne teacher's attention,
but the more linguistically demanding strateg’2s of monitor-
ing and teaching her peers were among her most common. Dur-
ing small group reading session in the spring, for example,
she spontaneously begins to help a_classmate who stumbles.

over a word by reading for her: "She went to look for her.
She looked and looked. And then she saw them." As the
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next boy begins to read Dominga he]ps him on. beminga now

interacted primarily in English with all of her peers and

even tended to respond in English when addressed in
Span1sh as shown by the following episodes occurring dur-
ing seat work: D:minga, showing off, says, "I nave sCis-
sors;" as she returns to her desk. Toni; seeing her, says
"iDale!" and Dominga emphasizes, EYou,dCh‘t,have,themé"
tinda then asks her something in Spanish and Dominga re-
plies; "yes." Over the course of thé year,; Dominga not

. only developed a number of additional interaction Strate-

’ gies in English but was mcre willing to initiate interac-
tions in that language. _She showed the greatest increase
of any child in the sample on the tests of English pro-
ficiency at the end of the year.

* * * * * * *

Albertc, a large SP=2 child with light brown hair; had

had some proficiency in Eng11sh even upon entering Head
Start. He was very verbal in both English and Spanish,

a]though he used English on most occasions in the English

environment of his classroom. Even ear]y in the first

grade year- he employed a var1ety of strateg1es and those

of elaboration, repetition and teach1ng were among the more

coinmion. For example, during a seat work activity related to

Halloween, Alberto uses all three of these strategies in two

communicative episodes. Alberto; seated at a small table

coloring goblins, says to a girl at the epd of the table en-

gaged in the same task, "you can do two goblins." The girl

responds with the request for clarification; "Huh?"

Alberto continues, "You can do two gob11ns Sally got two

9;?J1ns " Alberto looks at the second mimeo sheet that

1y has brought to the table and says, "Oh no, it's a

oat -- ] saw somebody got two. The girl who is busy col-

oring does not rep]y In these brief interchanges, he at-

tempted to explain to his peer that she could color more
than one sheet and maintained this topic of conversation

through repetition: When he found that he was mistaken he
explained by elaborating on his previous experience.

) At the end of f1rst grade, A]berto was still mak1ng use .
of the same strategies although he wss observed to use word

play in a few communicative ep1sodes As shown by the fol-

lowing example, he continued to use repetition as a topic
continuer and to spontaneous]y elaborate on his utterances.
Alberto is doing seat work at a smail table with five other
child-en. As he draws pictures that start with the letter

'P,' he says, "P, P-1-G; p1g, p1g, {pause), porky pine (sic),

porky pine; spe11 porky pine: The boy agrass from him Says
"Pork, pork -- spe]] pork " Alberto responds, "P-Q-L-
(pause) R." He stops and then asks no one in particular,

"How do vou spell porky pine?" Another boy repeats it and’
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Alberto again attempts to spell the word. Although remain-
ing among the more proficient SP-2 children, Alberto showed a

slight decline in his English language proficiency at the end

of the year.

€. Classroom Differences
i Although beyond the “scope of the study as originally designed, the
location of the sample children in first grades providing various types
of services to children of different language abilities makes appropriate
at least a tientative examination of the performance of sample children in

different types of classrooms. Table 16 presents the average SAI scores
on the BSM for each group of students. As can be seen; SP-1 children in
the English and bilingual classrooms made the greatest average gains in
their English language proficiency. However; on the average, they con- .
tinued to score below " heir SP-2 and EN counterparts in the same types of
classrooms. It should be noted; however; that the table does not in-

clude the one SP=1 child in an English classroom and the two in hilingual
classrooms who failed to respond ;o the test in English at either the
beginning or the end of the year.

 SP=1 children in Spanish classrooms had the lowest average English
proficiency scores and actually showed a slight decrease in their
average proficiency scores. All, however; were able to respond to the
test iteéms at both data collection periods. SP-2 chilcren in the same
type of classroom made the greatest average gains of their language group

in English language proficiency; although their average scores were the
Jowest of thei- language group.

- Children in the Spanish classrcams exhibited the greatest gains in
their levels of Spanish language proficiency. The SP=1 children in
these classrooms also showed the highest average levels of Spanish lan-
guage acquisition. The single EN child in a bilingual classroom also
increased his Spanish proficiency such that he equaled the level of SP-1
children in Engiish classrooms. A1l EN children in English classrooms

failed to respond to the jtems .on the Spanish version of the BSM.

D. Sunmary

A number of consistént petterns related to the use of iﬁtékéctidh

strategies by individual children were presented in this chapter. The.
order of acquisition of interaction strategies was similar for all chil-
dren. Children more proficient in English were, however, able to use a
greater number of Eiglish strategies at an earlier age. In addition; a_
few of the children less proficient in English had not greatly increased
the number c¢f strategies they used even by the end of first grade.

bilingual classrooms, a significant relationship was found between in-
creases in the number of strategies used and gains in English language

Among children of limited Engiish proficiency in English-and

-

t
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Table 16: éompariSon of average 1eve15_of language proficiency
and medn gains on ldnquage prOficienc{ tests
by language group and classroom.

5P 1 p 11 N
English Spanish rEngli§h Spanish English Spanish
CLASSROOMS Cooxgin o x qin X ¥ gain X xqin Y ox@in X X gin
Enghish g5 63w - 06 L1 85 13 %8 28 - -
Rilinge] ws 45 W4 - B - B L L S
(N=3) (1=1)
Spanish 16 -1 86 % 25 8 35
(N=2)
1 0Ty children providing responses to the tests were included in the comparison.

2 Tg oF the four children at Corpus Christi refused to Eespond in this Tanquage.

o data were available. 7

I
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proficiency. These children also made the greatest mean gains in their.
level of English language proficiency over the first grade year. 0Or ‘=
average, however, they continued to score lower than their more -
ficient peers in the same types of classrooms.




FOOTNOTES

. lRébétitiéﬁ at this stage was limited primarily to elicited responses
to the teachers' modelling or repetition of one's own utterances.

An examination of the Spanish strategies for those few EN children
of strategy use. in the classroom may be consistent across languages.. As
with thé Spanish-preferring children; formulaic expressions; répetition;
and one woru responses were found to be the most common Stratégies.

3’, N ey o = o L sy =4 = - ppe s—- 4 L= o= S
Only this langiage group provided a sufficient number of subjects at
tne Head Start level to perform the calculation.

4As the entire sample of children was used; sufficient subjects were
availabie to perform the same comparisons with SP-2 children at East Los
Angeles and Corpus Christi on the first grade data. Ne Significant
correlations or consistent trends were found.
Start. Tris suggests that these strategies may be appropridte for
students who are still developing proficiency in their first language.
The high negative correlation found at the Corpus Christi site would scem
to be an artifact of the reluctance,; noted earlier, of children proficient
in Sparish to use their first langudge in the school context.

cirildrén wéré observed to use such strategies as guessing. That is; they
took clués from the context of reading materia - to insert words; the
writter form of which they could not yel decode.

 ®7his :¢ supported by the observational data in that in the spring,

 71hese wiere also the childrer who used the fewest English interaction
strategies during the yeir:
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VI. CONCLUSIONS AND IMPLICATIONS

This chapter summarizes the results of the study of interaction

strategies of first graders who have exper1enced different bilingual

preschoo] models. Results are discussed in terms of the Head Start

experience; the first grade experience and longitudinal findings.

Implications of the findings conclude the chapter:

A: Conclusions

1. The Head Start Expériehéé

the communicative exper1ences of the samp]e children var1ed,depend1ng

on the curriculum model 1n which they were part1c1pat1ng Furthermore,
as a result of the differing structure of activities, different inter-
action .strategies were used relatively mo-e often by children at the
three sites under study. The activities of the model being 1mp]emented
at Ric Grande City were arrangsd in largely adult=initiated communica-
tive episodes. This was a result of the relatively lgrge amount of time
devoted to structured tasks related to premath and pr']iteracy skills.
The structire and content of the activities at this site, in turn;,
tended to elicit. re]at1ve]y more frequent use of the memor1zat1on strat-

egy: At the East Los Angeles site, adult-initiated communicative episodes

also  predominated, = due to the emphasis of that model on one-to-one

teacher-child interaction. These interactions were based on a question-

ing technique specifically designed to eljcit use of the elaboration

strategy by the children. The frequency of these interactions: together

with the teachers' tendency to encourage a number of conversatio, al

turns, dccounted for a ]onger average commun1cat1ve ep1sode at this site:

The activities at Corpus Christi; empha5121ng the use of concrete objects

during small group language-focused act1v;t1es, tended to elicit frequent
use of the repetition strategy at this site:

In addition, significant d1ffe?enees were found between the sites

in terms of the content of the communicative episodes. C€hildren at

Rio Grande City had a significantly higher percentage of episodes invol-

ving pre]1teracy and premathematics practice that d1d children at the

other two sites.

Sociocultural characteristics of the community and classrooas
in which Head Start programs were located influenced the language in
which communicative episodes were carried out. At Rio Grande City, where

most children had 11m1ted proficiency in Eng]1sh the predominant class-
room language was Spanish, and this language was used in a majority
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of episodes involving the sample children. At the other sites where the -
classroom populations included a majority of children with at least

some proficiency in English, this language predominated in the classrooms.

 There appears to be no consistent transfer to the first grade of
the practice in the useé of the second language strategies gained in

Head Start. When children at each site who had participated in the

bilingual preschool models were compared to a matched sample of

children who _had not participated in the models, no significant differ-

ences were found between the groups on a number of measures reflective
of their communication patterns.

2. The First Grade Fxperience

Although not directly related to the objectives of the study, a
finding worthy of note is that the programs for 1imited English proficient
children varied substantially not only across sites but within a.single

school. -One school, for example, offered three types of very different
services at the first grade level: classrooms in which the all English
environmert had a daily English as a Second Language component; a class-
room in which English and Spanish both served as a medium of instruc-
tion and concurrent translation was common; and classrooms in_which
Spanish , complimented by ESL sessions, served as the principal

medium of instruction and the sole language of literacy training. ,
Another school had classes in which English was the medium of instruction
for all children, as well as classes in which instruction was largely

in English but a small group of nearly monolingual Spanish children
received twice-weekly language arts lessons _in Spanish. A third school
at yet another site had one English medium classroom like the latter
and classrooms in which all children received instruction in both English

and Spanish:

Interaction strategies related to language acquisition were an

important element in the communication of all sample children. These,
on the average, were utilized in at least half of a child's communicative

episodes in the cla%¥sroom. Communicative acts not involving strategies

generally served the function of responses.

With such variations in instruction paradigms even within the same
school; classroom type was found to be the most important factor in
determining the mode of children's communicative episodeg. The structure
of the communhicative episodes in terms of the initiator, speech partner;
length; and strategies employed was, however, generally similar regard-
less of classroom type. Communicative episodes were generally
initiated by someéoné other than the target child and adults were the

primary initiators of these episodes. A majority of communicative
episodes did not result in a communicative seguence; that is, when
someone_other than the sample child began an episode; this individual
generally did not respond to or provide feedback to a response by

the sample child. Similarly, sample children more often than not,

did not expand on théir own communicative act or provide feedback to a
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exception was in the context of small group,in which activities were

structured to encourage communicative sequences.

response by another when they themselves initiated an episode: The

 Individual contexts within t e classroom greatly influenced the
nature of the communicative episodes engaged in by the sample chil-
dren. These could generally be divided into two types: adult-oriented
contexts, including the instructional activities related to small groups,

- large groups and opening/dismissal; _peer-oriented contexts consisting

of the instructional activities involved in seat work and the noninstruc-

tional contexts of recess and lunch. The former type was characterized by

other-initiated episodes occurring generally in English.whereas the _
latter type consisted of relatively moré target-initiated episodes in
Spanish  involving peers. The types of strategies most commonly
employed alsc varied by context with memorization and answering in
unison being used principally in adult-oriented contexts, and formulaic

expressions and verbal attention getters typifying peer- oriented

contexts:

) Language proficiency was found to influence the uses to which
strategies were put. Spanish-preferring children who were relatively

. proficient in English, for example, used strategies such as repetition
and formulaic expressions interactively. That is; repetition, formulaic
expressions and elaboration were used to initiate and sustain communica-
tive episodes, especially with peers. The children who were less.
proficient in English , on the other hand, used thesesame strategies
primarily as responses to questions: Similarly, the Jess proficient.
children were more likely to use nonverbal strategies to avoid vorbal

interaction in English than were their more proficient peers.

3. Longitudinal Findings

A number of components of the communicative episode were found

to vary with the age and educational experience of the children regard-
less of their English language proficiency. All childrén increased the
rélative frequency of their interactions with peers over time, although
intéractions with adults predominated in most instructional activities.
Similarly,; Spanish-preferring children maintained a tendency to use - _
Spanish when interacting with peers. This tendency, however, decreased
relative to the language proficiency of the child and the opportunity

provided for interaction in_Spanish by the different classroom types:
Finally, there was a general increase in the average number of turns, or
communicative acts performed by children in each episode they engaged in

over time. This suggests that the children were becoming more competent
speech partners with increasing age and school experience.

 There appears, at least for the children studied, to be a hier-
archical order to the development of interaction strategies: The

same order of acquisition was found for all children regardless of
languageé proficiency. Children of all groups initially used strategies
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that were largely receptive then with increasing language proficiency
used more interactive strategies. As might be expected the children

more proficient in English were able to use a greater range of strate-
gies at an earlier age than their less proficient peers. In addition,_
it was found that certain strategies; such as one word answers, literal
translation. and selective memorization were_exclusively second lang-

uage strategies as they were never used by English-preferring children.

The use of interaction strategies in the second language can be
an important factor in increasing proficiency in tne §econd language,

at least among children of limited English proficiency. It was found
that those children who used a greater_range of strategies over time

in the first grade classrooms, generally Shoved the greatest increases

in English language proficiency._ A similar relationship was found
between relatively greater use of the same strategies and increased
proficiency in English: This relationship was especially gvident for
children of very limited proficiency in English duiring their Head
Start experience: ‘

of the strategies investigated and increased English language pro- .
ficiency for children who are relatively proficient in English. This
would seem to be a result of these children already being in command
of most of the strategies-at the time of the study. The significant
negative correlation found between the proportion of interaction
strategies used by English-preferring children and increased language
proficiency suggests that certain strategies may be being abandoned as
greater proficiency is achieved.

A comparison of average scores on the language proficiency
measures showed that children of the lowest language proficiency ,
groups, in English and bilingual classrooms, made the greatest_mean gains
in English language proficiency over the first grade year. These
children on the average, however; continued to score lower than their
more proficient peers in the same types of classrooms.

B. Implications

- Obviously the results of this study must be considered exploratory:
They do, however; suggest certain implications for instructional
practices in bilingual education programs and the study of language
acquisition in bilingual settings. First, the study points out the
difficulty in defining a "bilingual education program' even within the

same school. Programs designated as bilingual education may be offered
to only a small group of students or to all children within a single
classroom: They may range, as was the case in this Study, from biweekly
instruction in native language arts to nearly total use of the native
language, complimented by brief ESL sessions. Given the relationship.
found between the type of classroom and the nature of the communicative
episodes in which a child is involved, it would seem necessary to |
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characterize the type of program in which a child or group of chil-
dren is participating in order to adequately determine the effects of
that program.

~ Second, the results presented here suggest that iéhguage learning
with both peers and adults. Thus, studies which limit themselves
to one type of context, such as teacher-directed lessons. may_be ower-
estimating the importance of such contexts in the educational exper1ences
of young children.

 Third, the tendency of the children to usé one or another language
with certain speech partnéers regardless of the genéeral language
environment of the classroom, suggests that in dUé] language environ-
usefu] than that of language dominance in the study of young children.
This variation in mode by speech partner a]so emphasizes the importance

a child's 1anguage use in d1fferen° contexts.

The ch1]dren S Head Start exper1ences, wh1ch were structured to

variation in strategy use in first grade, suggest that instructional

experiences cin be designed which provide practice with particular

interaction strategies:. Given the relationship between the use of a

number of interaction strategies and increased English proficiency of
less proficient students, the design of instructional programs which
encourage practice with a broad range of strategies would seem important:
Similarly, the physical set-up of the classroom can encourage certain
types of interaction; in these classrooms where children are seated
around a table; for example; there may be a greater tendency for

peers to teach one anotherand -to_sustain conmun1cat1ve episodes: Also
most effective in involving ch1]dren with Timited English proficiency

in using their second Tanguage:

It may be that the strategies investigated in this study are at
the elementary end of a spectrum of interaction Strétegies As children
room become more,cogn1t1ve1y demanding; children may acqu1re appropr1ate
interaction strategies for dealing with those demands in a manner as
consistent as they developed those investigated in this study.

o
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| APENDIL A
\ o S
TYPOLOGY OF COMMUNICATION STRATEGIES
Strategy | Fiample

Lanquage Siiteh: revert to mative language to Justin hands  a card_to afiothér child, asks; "Who

substitute for unknown words and phrases. gots the -- ¢como se dice cuchillo?"

(iteral trnslatian: the child translates - Dords , foting the sidll quantity of crayons in her
word for word from the native language or - classmate's box, comments, “fou ot 2 little bit of
uses false cognates: color: Pele retorts; "So.” Doris adds, "I ot 2

bunch"; -

Wessage abandonpent: the child beging to justin folding #p a flashcard with a draing of 3
say something, but, lacking the appro- frying pan; 3gks, "Who qots--" and not knowing the
priate structure, stops in mid-utterance. nane of the object, waves the carg around.

Lyctte borrows another crajon From Edie, picks out 2.
chartreuse one, and says 2s she returns doun the
3isle, "I'n gonna--I'm gonna' color it this color”.

Formulaic_expression/prefabricated utterance:
inits of language. (words or phrases) which
function as nanalyzed automatic units for
the speaker, often giving the impression
one knows the target language.

ngg;j;jgn[ingorporaf?;n: echoing/imitation When the aide corrects someone else, saying "only"

of an iten mdgl1&d by another or incor- in a correcting tone, [rene repeats, "Only".
poration of a word or 'structure of another

into one's own speech.

opening her math book to 2 pace requiring

Appeal -for-assistance: child asks for_the Minga , Opening h requiri
corréct term of structure, or for help matching the tire with the numbers, asks, "What do
we do here, Rene?" She receives no response and

in solving a probiem: - e dr
calls to Rene again.
3
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Memorization: recall ina rote manner songs, rhymes,

ir sequence of numbers as a device for remembering.

Monitoring/Self, Correct1on Recognwtlon and verbal
correction of one's oan error in vocabulary; style
qrammar, elc.

Circumiocution: describe the characteristics of an
1tem due Lo the lack of knowledge of the appro-
priate word or structure,

pidginization: iicipicnt English pattérn thit
lacks significant semantic or Structural in-
formition and can only bé undérstood by contéxt.

Talks to self: child engages in verbal behavior
divected to him/herself,

One word answer: provides information; often in
response to 2 QUEStIOH 051ng the minimal
amunt of 1anguage (in situations in which more

than one word would be appropriate):

The teacher has Ana count the children by seﬁding _

her argund their circle. Ana counts them in English
qo0ing around the circle and putting her hand on each
head as she counts.

When the teacher goes to her desk to check some papers,
Maricela says; "Miss"; she walks to the teacher's
desk adding, "Miss, Miss, I need some pencil--a pencil’.

Ernesto, referring to the plant world unit to be
studied in science, asks the teacher why she did not
tell him "about that thing we were on". The teacher
responds, "The plant world unit", and mentions that
it is the next unit in the science book.

Julio; Tooking at a pictire of Charlie Brown holding
a ot and a ball, recalls that they played "con el
bate". The teacher asks when they event occurred.
Julio replies, "En bunny", The teacher deciphire,
"En el Easter picnic",

Ernesto, solving his math problems, counts on his
fingers, saying to himself, "Five take away two',
then; "One; two three, four"; as he counts the re-
maining four problems.

The teacher asks Adiana about her Hal loween pictu.
saying, "Tell e about it". Adriana replies, "Bhos .
The teacher asks, "What are the ghosts going to do?";
adriana replics, "Scare"
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Elaboratlon iesponds to quest1on with additional
1nformatlon than that requested or spontaneously
adds information not solicited by another.

Request for clarification: does mot understand
and asks speaker to repeat.

Ononntdpoeia: imitates the sourds of an objéct.

§tory {uT}jng: rolates an incident.

ol plags: takes on the vole of anothers fan-

tasy plays.

Changes_topic: takes the conversation in g
distinct direction than the subject under
discussion:

Ernesto and Bobby: coniverse at their desks. Bobby

asks, "How ya' qonna' take a bath?" and Ernesto
responds, "Ya'll have a bad house, man". Bobby adds,
fnd if the mouse comes?" Ernesto; "No...in a Storm.
it night [ could cone in there and then go alk around",

lala asks for the time. lvette asks, “lala, ique
quieres?" and Lala says, "What time is 1t7" Ivette
requests, "What?" and Lala repeats, "fhat time is it?".

i the music begins, Marisol sings,. "Ooo-0oo-0Ooo"
with they tape like the wind blow1ng through Teaves,
then claps as the Halloween music begins.

Fiberto begins telling an event to the teacher, "Then
one tine my sister cut her finger with a knife and
my mom put a bandage".

Ivette and Lala, holding up the puppets they have

just made, carry on reciting 1inés whilé moving the

uppets:

Ivette: Hello; Lala.

~Lala: Knock; knock.

liette:  Who 157 -
lala: fenie, meenie. (Both of them Yaugh.)

The teacher having asked a question and gotten 3
correct response from Dominga, now asks whether she
circled the correct itemon her page of the work-
book. Dominga, changing the topic, says, "Miss,
you didn't get a candy?", in reference to rewards to
those who provide correct answers,



Verbal attention getters: any verbal means by which  Merta calls to the teacher; "Wiss" four ties
child attracts attention ofunother to hinfhersel £, increasing her volune a little to no avail as the
teacher directs another child and does not see her.

Answhfgfgigyj_jn unison: responds by providing As the teacher asks how many hands people have,
the answer aloud With other children. Marisol answers, "Two"; if Unison with others:

Anticipatory answer: an utterance which provides 3 The teacher, holding flashcards, begins, "When you
response for an anticipated question or prema- put 'st' in front-- -
turely Fills in a word in another's statement. Marta interjects, "Stop" interrupting the teacher

before she finishes. The teacher continues her
sentéice "=of it = stop" and writes the word 'stop’
on the board.

Peads sloud to_self: reads text to him/ A Tvette copies the sentence from the board; she
herself. says to hersel f, "The date is May". Looking at the
- second sentence the aide has written, she reads,
X "The month is--", 25 she copies it on her paper.

Corrects others/Teaches: perceives the perfor- Marisol moves arotnd her desk ently shoving her way
of another as inadequate and offers the in between a boy and the aide who assists him. After
correct information, Tooking at his paper for 2 few seconds, Marisol says,

iThat's not ten", and offers the correct ansker.

Selective memorization: child recites only Esteban, standing by his desk, recites the Pledge of
selected words or parts of a memorized sequence. M1egiance then begins singing My Country Tis of Thee!
although joining in mainly on the last part of the
1ine; "1ét freedom ring".

Word play: the nonliteral use of Tanguage, used Ernesto, joining a group at a table, overhears Eluid
without the usual rules; for purposes of play. t3lk about a 'chile’ candy they just received. .
Ernesto comments, "Eluid said chichi. Ves, by chilo,
by chiloto, by chilito, by chile", playing with words.
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Avo1qance djes ng respond or talk about concepts
for which the vocgbulary or other meaning struc-
ture 15 unknown.

Listening: does not join in a conversation but
shows nonberbal cues of intent Tistening.

Initation of another's behayior: after observing
the actions of another; child copies and engages
in indentical behavior.

fime: uses nonverbal means to get point
across.

Mime:

Identifi;atiqy: child points to a concrete

object.

Demjristration: show function of an object or

concept.

verba . any nonierbal
neans by wh1ch 3 ch11d attracts the atten-
tign of another to him/herself

When the teacher asks, "How many cups in a pint?",
Bominga gives no response.

Kdriana §its s1deways at fer desk watching the teacher

working with a group at the adjacent Small group table.

The tedcher asks for words that begin with a '

Adriana mouths a word as if offerung someone an answer.
The teacher, noting that Adriana is not on task says,

;“Adr1ana get busy"; but the latter keeps watching the
group and mouths still another word.

Maricela sits at the Tunch table, ba1anc1ng an orange
rind on her head, imitating Armando's antics who had
earlier set an orange on his head as his hat.

is the teacher holds up & card with the skunk drawing,
Sara says; "Skunk" then holds her nose and grimaces.

Enrique, calling the teacher's attention to the bean
sprouts which other children have brought i, asks

the teacher why she had not told him about these The
teacher asks, "About what?". Enrique poin ts to the
bean sprouts and Says, "That" .

The teachier asks, "How do an osprey's wings @?":
Sisan, and others, attempt arm movements to demon-

strate how the Wings are moved:

Marta eagerly waves her hand above her head to vo]un-
teer; the teacher calls on her to proceed to the
front of the room:



vel

Prefabricated behavior: engages in ritualized
behavior regularly elicited by @ speci fic
context.

Ntiﬁés‘Sandwoxdygrﬂ: child produces written

text;

ecking vork/Cagping: child xanes s/
her own work or others for information,

Sl f-correct ing [written]: erases and corrects
a Written error.

Nouths: mves one's T1ps without verbalizing.

(orrects/Teaches_{nonverbat): by using
gestures or mdelling appropriate behavior,
fhe child conveys new information to or
indicates the error of another:

Working aheac: nonverbal anticipatory
answer,

!

The teacher prepares the class for a spelling test

by hariding out hal f-sheets of paper.. Esteban takes
his sheet, passes the others back, then, automatically
beging writing his name on his paper.

Esteban, at his desk copying the sentences off the
board, erases the word 'pupa’ at the end of the Tine
and puts it on the next Tine, trying to match exactly
‘the way the teacher has the Sentences written on the
board,

Lala Writes 'house' on her page as she spells the
word aloud:  Maricela copies the Word as she Tooks
over the former's shoulder.

Esteban erases 3 mdspelled 'teh' and writes 'the!
in its place. #

The teachier asks, "hat are the days of the week?'
Most of the children rattle off the names mechanically,
5t Esteban mouths the words, "Saturday" and "Thurs-
day" only.

A girl wanders from across the room to Miguel's desk
and hands him a paper popper thus requesting that he
show her how to use it, Migquel, without saying any-
thing, demonstrates how to_snap thie popper then hands
it back to the girl who returns to her desk.

The teacher works with a small group on taeir math
problems calling on a boy to read the first story
problem:  dulio writes out 3 math problem in number
style, The teacher then says that they are to trans-
late the written prob]ém/ﬁnto a nunber problem.

/
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- APPENDIX B

SUMMARY CHARACTERISTICS OF THE COMMUNICATIVE EPISODE
BY EXPERIMENTAL AND CONTROL PAIRS
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APPENDIX C
ABSOLUTE FREQUENCIES OF COMMUNICATION EPISODES
BY CONTEXT, MODE AND SPEECH PARTNER
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APPENDIX E
TARGET-INITIATED VS. OTHER-INITIATED EPISODES
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BY.CHILD WITHIN CLASSROOM TYPE
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APPENDIX E

BY CHILD WITHIN CLASSROOM TYPE

(

- 5P 1 CHILDREN
, . .
Fall . Spring
Other Target other Target
s E ~s S -
CLASSROOM gl g gt g gl g AR
English . .
Julio - 87 - 92 - 96 - 98
Vicky - 92 - 46 2 87 - 60
Ramon 3 9 14 71 2 88 - 81
Candido - 97 10 711 6 85 8 74
Ivette 12 71 13. 74 17 75 93 67
Esteban 15 75 27 41 10 79 49 19
Doiin ga " 13 89 21 ¢ 41 9 - 82 - 20 61
Bilingual
Reynaldo 28 70 26 46 45 47 Z23 63
Barbara 26 64 59 27 10 68 35 53
‘Marta 29 56 17 57 26 64 28 54
Mi gue) ' 50 35 43 30 46 46 60 28
Raimundo 25 62 29 22 54 38 67 26
Carlos 52 33 72 8 50 35 73 16
Jaime 36 42 51 9 59 33 5 6
Spanish _
Marisol 8a 14 67 11 64 30 67 14
Alicia 51 46 62 24 44 50 66 14
Roberto 59 36 74 10 59 - ‘33 57 22

1 Percentages do not total 100% due to the nonverbal episodes not included
here:
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. ‘ " APPENDIX E continued

- - ' SP 11 CHILDREN
Fall ) Spring
Other Target Other Target
s E - S E Sk ‘s E
CL ASSROOH gl 3 gl % %! %t
English ; G
Lorenzo - % 1279 1 85 1 86
Francisco 'i - 93 - 83 ’ - 93 = 98
Ricardo - 9 84 - 94 -7 94 2 - 90
Doris B S| -89 - gl - = 89
Juanita .95 5 86 - 96 '3 8
“Jimmy 5 90 - 79 9 85 12 82
Al berto 777 2 93 1 79 - = 94
Crispin ' 4 96 - 83 1 96 - 90
Lea 3 85 3 84 4 93 9 72
Marcela 20 74 27 56 9 82 22 b1
Adriana 5 88 20 71 14 76 24 69
Bilingual |
Janet 33 54 13 66 23 71 22 61
Jaime 45 30 46 17 47 47 62 27
Bonita ‘* 50 40 51 * 38 45 49 49 42
Spanish ' .
Ernesto 68 27 72 19 65 20 61 24
Justin 47 * 52 48 142 41 48 54 40

1 Percentages do not total 100% due to thé nonverbal episodes not included
here. .
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CLASSROOM
Engiisﬁ

Gregorio-
Mike

. Ruth
Ismael
Susan
Carmen

Judy

Bilingual

" Enrique

! bercentages do not
here.
2

)

APPENBIX E continued

1
Fall
Other
s E
%1
- 83
= 93
1 88
- 93
- Qi
3 78
3 91
2% 64

total 100% due

EN CHILDREN

Target Ot.ner
S £ S E
FARY PN
- 54 - 91
- 85 - 93
=75 = 87
- 100° 1 g8
2 91 2 84
- 97 = 89
5 68 - 90
7 85 33 80

to the nonVékbai épide?% not included

€ No nonverbal épisodes were cbserved during this time period:

145
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.
Target
s E
/ol 2
= 85
- 83
- 88
- 86
- 81
1 89
- 6l
N
14 78




