_DOCUMENT RESUME

L ED 241 668 ’ ' . .- .. UD 023455

. -

AUTHOR : Morris, Richard W.: Louzs, ‘Conan N.

-TITLE: -~ "A Writing of Qur Own.” Improving the Functlonal z
X ertlng of Urban Secondary Students. Final Report .-

INSTITUTION University City Science Center, Philadelphia, Pa.

SPONS AGENCY National .Inst: of Education- (ED), Washington, DC.

PUB DATE 30 Dec 83 . T

CONTRACT 400-81-0019 ) : : SR

NOTE 227p.
- PUB TéPE Reports - General (140}

EDRS PRICE MFO01/PC10 Plus Postage. )

DESCRIPTORS, Blllnguallsm, *Black Dialects; Black Students;
Community Influence; *Ethnography; *Functional
theracy, High Schools; HiSpanic Americans; Puerto -
Ricans;  School Communlty Relationship; Social. s
influences; Urban Education; White Students; %Er:t:ng >
Instruct:on- *Writing- Skills , .
IDENTIFIERS Pennsylvania (Philadelphia)

[ hd -

' ABSTRACT - ” ' ' L
This' report describes a program which grew out of'a
study that explored writing and literacy skills in Anglo, Black, and
' Hispanic high school students in North Philadelphia. ‘Section One
describes writing in the lives of adolescents as viewed within the
* home, community, non:nst:tut:onal, and broader sociopolitical .
settings. Particular emphasis is given to ethnographic data collected
., and-used to identify and describe sociocultural factors affecting
students’ writing both in the community and in the school. Themes
related to literacy, such as blllnguallsm bldlalectallsm, informal
language, and the role of writing in the workplace, are also
discussed.. Section Two focuses-on writing in the classroom as it 15
viewed by educators. Educationdl Strategies that were developed and
employed to teach functional writing to urban students are detailed.
The introduction.éf music to the writing curriculum is described as
one of the major strategies implemented. Other ways that
ethnographers can share their complementary approaches to develop and
enhance students' lxteracy skills are stressed. JThe report's
" conclusion focuses on the integration of school and sdcial
relationships in the successful development of writing and all
learning skills. The' text is followed by an extensive bibliography;
several -case studies of Anglo, -Black, and Hispanic learners/wrlter5°
and samples of writing from commun:ty and”school contexts. (CIM) =

-

o
. L ) e

EhEEE TR EEE I AT EE LA EE XA T XX AT LRI XA TR LRI AT TRk %

* Reproductions supplied by EDRS are the best that can be made el

* from theyoriginal document. *
***********************************************************************'

?-I. . L 5




-

ED241668

I3

FE

10: LA
: In our judgement, the dacument l
. o ayo of interestr10 1he clearing
. houses noted 10 the right, Index-
g shoukd reflect their speciat
» pointy 0 v, .
- . * {5 N
?
. .
bt .
) "A WRITING OF OUR OWN"
IMPROVING THE FUNCTIONAL WRITING DF URSAN - / o,
&> SECONDARY SCHOOL STUDENTS '
Final Report =~ - - .
- December 30, 1983 - . .
o . - ) ‘ ~ ) . _!:‘ -
. S Subrrntted to. - o= - &
. The Na-.'zona'l Inst1tute of Educatwn ' .
) Candace :.wamura (“ $.5. DEPARTMENT OF EDUCATION
ATHON
. Project Directon e o e
- ) - : o CENTER ERICI
. Prepared by: © IR S
- i . N ohgInaning .
) ~ R‘Chard W, Morris :\ﬂur::cch:ngesu:::e baen made 1o improve ~
Principal Investigator ikt o e Lo
- LI | * Poynts ol wiew or DIMONS St ted m this dogu- P
' * ’ mer] do not necessanly repfesent otfical fiie
. N Conan N, Louis . BOSMON OF POEY. .
- ; ‘Co-Investigateor . .o o -
.@ ¢ With assistance .from L iR ~ “
Perry Gilmore - SR ' Da\nd M. Smith -
William F. Hanks : .o James M. Yalters )
~Miriam Pitchon . ﬁ 3
This report is made pursuant to Contract .No. 400-81-0019 - d .
. The amount charged to the Department of Education ‘for the
work resulting in this report+is $136,085.71," ' . N
_n - r
" - .
© . v 3™ -

-
- L
SCOPE OF INTEREST NOTICE |, .
The ERLC Facilily hars stiagned
this document for proerung
—




-

"A ﬂRITIHG OF OUR OHH "
IHPROVIHG THE FUNCTIONAL HRITIHG OF URBAN
SECONDARY SCHOOL STUDENTS * °
Final Report
ACKNOWLEDGEMENTS
INTRODUC TION
SECTION I
“
I PrOJeCt Narratlve ....;.}..........f......> ..... S
II. ‘Adolescent learner/Hr1ters and Their Hr1t1ng
The Educational Environment .and the School ..... ae e ..

The Role of Hrltlng in the ﬂBrkplace

“Rap -=- the Ethnographlc Analysis of a Folk
©  "Genre as Related tQRthgracy

Bilingualism and Bidialectalism: Social Constraints
on Language Use .

‘UII Formats ~- a Tacit Dimension of Writing and .
Learnlng ;

SECTION I "
I- 'ggtering the Cﬁégﬁroom
‘III -Practifioner/&esearch CoiTaboration
III__ From Eommunity Ethnography to Educat1ona1 Strategy
SUHMARY AND CONCLUSIONS - :

BIBLIOGRAPHY

" Appendix I: Case Studies

Impressions of Anglo Learner/Writer's

: - ) .

Impressions of Black Learner/Hriters

Impressions of Hispanic Learner/Writers
Appendix 11: Written Artifacts from Community

'Apbendix III: Written Artifa;ts from School Implmentation -

"7‘{‘




ACKNOHLEDGEMENTS

T am gratefu'l to several people who he'lped ih this research and the
o

- _production of this report. Perry Gilmore, William F. Hankst Miriam P'z'tchon,.

Da\nd M. Smth and'James'. M Ha'lters a'l'l “contributed substant'ia'l amounts of

: the'zr t'zme and .expert‘z se to the resedrch and analysis of -the data. Others

served as adwsors *t0 “the research team over the durat'ton of the pro:]ect,

n

. they 'mc]ude Linda Brodkey, Allen Glatthorn, hh‘l‘ham Labov,’ James-!-!'.‘i Lyt‘le,
Mars’na“l‘l S. Morr'zs, Norman “A. Newberg, John F.- Szwed, Stephen A. Tyler;-

. / . . - . .
C"Ia'zre -fA Hoods, and Kathryn Woolard. Tremendous thanks 1is due .the  young

v ‘

peop'le;/and their families who made themse‘lves ava'z'labl,'le as the sub:jects of

our r;esearch Fma'l‘ly, I wish to acknow'ledge the educators who™ opened tneir
2t

schoo'l to us and aided in the deve‘lopment of our educat'zona'l approach Here

it not for all of these peop]e this work could not have been accomp'hashed
A1l conclusions, and possible errors included in, th1s report are the

responsibility -of the pr1'*nc'i|3a'l authors: . Richard W. Morr'ls and Conan. N.
. v

Louis. Mr. Louis was not involved in the preparat'zon of the .final draft,

-
- - . [

although he was essential to the preparation of -this report. .Any mistakes or '

-

misrepresentations are, therefore, primarily my own responsibility.’ -
. ( b )

- L
L]

M

" Richard W. Morris, Ph.D.
December 30, 1983

.ﬂ.




' . INTRGDUCTION

This reeearch began‘ as a stnd,;‘bf'v;piting compared ethnographicatly
across *school and. nonschdo'l.d_;etti‘ngs:. For. fifteen months we have. ebserved-
the writing activities of Anglo, Black and Hi'span.ic ado'lesc'en_ts in~a "iarge

urban’ field site of North Philadelphia.” We have examined ‘the process and
. e - q ’ : -

products of“li‘teracy events in both-formal and informal settings. We have
T i . -

concluded, not simp'lxy that these ‘youmg people write reg.u‘lar'ly or with
- remarkab'le ab1‘l1ty, bu’t that they wr1te with greater frequency and craft than

we were led to expect by current research f1nd1ngs on the ‘literacy levels of

.ado‘leg'cents (most ‘of which ha_e been generated by 1n-schoo'l '1m'estigatjon).
. L. .t . b . ’ 4-
Outside the classroom, many of the ado'les?ents‘ in our. research wexe foupd to
-\ - " . - * B - .
have a recurrent need and.desire to write in order to express themselves or

to manage the..-’affairs of their daily Plifives. In the process of employing, a

. S b o * . - » '

writing to meet ‘their everyday goa‘ls, they often demonstrated at will, in
P

the'zr own community -many of the skills wh1ch they were required to possess in
\S

““the c‘lass,room. Yet, becau§e of \carwus sna\,.\—rn the fabric of social life, .

-

which exist at a cn‘ltur‘-a‘l as_we‘l‘l as a linguistic level, these adolesgents

£ither d1d -hot perform we‘l‘l in school or were not always Jjudged to'pds'.sess"\
N . - . .

* many of the skills and competenc'zes re‘lated to 11teracy .. v

N . .

I'.1teracy and the underlying competencies which prepareg.aJperson'to :

acquire literacy are not immediately visible -when one looks for them outside a

-the classroom. 'Thi‘z’s is so because they are in*terwoven' with other act-iv.i'tie-s
-which are not,. on the surface, literacy-re ]ated The avid baseball- fan vri‘l‘l
often describe h'nnse'lf as a. non-reader, even though he regu‘lar‘ly reads sports
co'lumns in magazmes and I'lemlrspapers, because tha\t reading is recreationa‘l
The bilimgual boy who he'lps 'm the k'ztchen by translating rec'zpes for ms

RPN

lpono'lingua'l mother will often over‘lopk the read‘mg, writing and expanded

ahove all,

@

vocabu‘l_ary' that _r'ei;u‘lt from his translations because he is, ..
. . i [ @
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hungry/ The structur1ng of information in giving" directions or 1n arguing

about a d}fference of op1n1on are not Judged to.be useful to wr1t1ng, becaus%
A , - -

v

¥ -

< -

the end product is nlt Er1tten.. : - . .

~The tea:hers‘an young pe-op'le in our research -regu‘lar'lly‘ assumed atnat

R R . -
wr1t1ng 1s as writing’ doeﬁs “. One is 'not a, wr‘tter un‘less he produces a

E

written text and. 1t rnust be 2 text which meets ‘the social expectat1ons,
cuTtural -norms “Sand ‘I1ngu1st1c rules of part1cu'lar; gr‘oups..' As Sziwed (1982)
has noted there /1/ a p‘I;ra‘lity of -literaciesjwmch causes these
expectat'zons, norms and ru'les to vary significantly across group bo_;ndanes.-
Those who fai'l ‘to'acknou'ledge th1s newpomt,. are Jikely to. 1gnore
non-standard" types of 'I1teracy and the h1dden competéncies wmch are the

I

basis for the acquisition of standard ‘11te?cy sk1"ls.

" In order to understand the social supports and cultural norms which

\ccompa'ly 'I1teracy, we have spgnt a great dea'l of - our “t1rne 'Iook1ng at

\

everytmng wh1ch is contextual to wr1t1ng. We ¢ have sought to recogmze and.

-~

describe the multiplicity of cornpetenn:'zes which = allow 'Iearners to solve

“ probflems-at variaus 'leve'fs wi"th Janguaoe, com;;ete,pcies which are the basis of
_literacy: The/ﬁndiogs,r of this - approach have a‘l‘lowed ﬁus to d,es1gn and‘
-‘ 1rnp'l'ern2nt, a plan -of 1nstruct1ona'l act1v1t1es 1n the .classroom which has
SUocessfh"l'ly 1nvo‘lved students},,:n wr1t1ng, a‘l‘lowed thern fo emp'l\oy their

v
L s

background er1ences and. the'zr var1ous competenc‘tes in the product1on and

Fe >y

1mprovement of. the1r(own wmt:ng,‘\and transforrﬁed the role of teacher (1n at

-/ .
least one c'lassr"oorn) %ﬂh@t of c'lassroom author'zty ‘and assessor of writing

L . T

{Healy, 1982) % one of. educat'zona'! facu’htator and: ‘Iearmng resourc-e.

The tentral focus of our investigation andnnstruct‘zona‘l approac_h‘m'ight

L3

best be described as “d,iscourse"’ (Shuy, 1982). It is ‘at the® level of

dsscourse tﬁat the pu:pose for \\}r'lt'lng is strong'ly tied to the wr1t1ng
v & |,




process and p'roduE . We saw iR our rese'arch that these young -peop‘le often

\ - ' -

initiated writing'yith a particular need or purpose in mind, such as- to

express the;‘,r’feé‘lings in p'oetry, to record the daily sales in the'ir éa‘ther's .

r
'.busineSs, or to 1ist and memorize important -information. In being aware of a
(‘ )
purpose for the1r wr1t1ng, they were well on their uay to understanding. the.
kN

- o 4 -

'constra1nts_ of written d1scourse for the form of their writing often

; . ’
developed out of their expressed .purpose. ‘To a certain extent, writing

skills .were seen to be a means of meeting particular ends. Purposefu)

writers, then, were seen to be rnethodica‘l writers and in adapting methods for .

‘éccomp‘l'ishing- specifio goa‘ls,_ they were .quite wi‘lTing to',con.sider_‘('i‘f not

master) the minute details of spe‘l‘ling, grammar syntex etc. As . purposefu‘l -

-

wr1ters the_:,_/ were '“l1ke‘ly to draw on the vast wea'lth of ex;}emence they

'possessed as language users and members of a speech comrqgmty, welth Jts

-

various com‘umcatwe strategies and speech genres. Hhether they wrote ‘love

]

. ‘letters poems, - record reviews, -or grocery ‘l1sts they demOnstrated a
i

sens1tw1ty to the constra1nts that a particular kind of wr1tten .discourse

L]

places on -their commun‘ication. They al so'emp‘loygd particu‘lar cognitiy'e and

-

‘sociel 'ski‘l‘ls in the aécc?mp‘lishment ‘of .speci fic .goals which are applicable to

many types of wr1t1n§ . ¢ ) . - Cow
It is a‘lsw at the level of d'lscourse that the Tac’k of purpo_se' for wr1t1ng
. ”-
is most ob\nous and the .problems presented b" wei ting are most prominent., °

sWhen we‘an;i our respondents exam*f"ned what we were do:lng mth wr1t.1 n(g, and by

L

“what means, we.’w‘ere. forced to adimt that , r1t1ng poses many cognitive,

R .

communicative, and practical comp‘lications'. Most peop‘le th1nk faster than -

vthey write'and they ‘must edit compress or 1nt’errupt what thex are do1hg in

,Uncomfortab‘le. ways to get words down on a age. In- most goafl_;:or‘nented

*

* activities I_'Qun‘less writing itself is the actjvity), writing de‘la&s‘ the

.




accomplishment of practical activities. Often péople can accomplish their-
. @ .7 4

. e 4 - . .

jmmediate * goals "without .writing, but they are ¢bliged to document® the
- - ’ . - ) Pat ’

activities in writing for their parents, - teachers, or supervisors. Qur young

respondents h@e:the .first to point out tha't-writing i$ -not a'lways the best *
way to get things done..' Though'thi's -'Is-true, they' reguiar‘ly o'ver'looked the"‘

-functions that writing does serve; and they cou'ld not ant1c1pate ~the many

L J

uses that writing wou'ld have in the'zr-f'd'tures. \_\ l.\
*

Soc‘zal situations ma_y be structured so that t.he* purpose of wr1t1ng i3

dimmshed or‘overshadowed: and 'reaso,ns for not’ wr1vt1ng are powerfu'l

-

Jncreastng‘ly more k1nds of work, for examp'le, are structured to e'l1m1nate the .

need for wr1t1ng - Tms is part1cuTar'Iy “true in the 1nst1tut1ons where our

young, predominantly poof anrd minority respondents ‘are ‘hke'ly ‘to f'm‘d

3

emp! oyment. ' Classrooms - for '-sofne‘_ students ‘are settfngs where the .sanctions

against written mistakes are so painful that avoidance of writing became a
reasonable alternative to writing. 'Ac’compa'nying " these institutionad

. @n Fl

/ -
sangtions against writing was an 1ideology about the limited usefulness of

- - . N T *
writing, which caused some of -our respondents to. make comments such as "1

- -

don t need to wr1te‘ I'm going into the Armﬁ Because not all wr1t1ng was'

1nterna'l'ly motivated or supported by purpose, we have been obhged \to

w

cons1der the social factors wh1ch work aga'mst wr1t1ng, or aga'mst perfect1ng

L]

wr1t1ng, and to. descr'zbe them in a systematic fashion, . S .

This report 1s-orgamzed into two segtions. SECTIONTONE contains a

”thorough documentat‘lon of the research, -'w'ith' parficular ‘emphasis 'on the

ethnograph1c data as they were used to identify and describe soeiocultural

faptors affecting writing in both the communi ty and the school. - A "Project

Narrative" _is_ provided which .documents the methods énd progress of the

research. Ethnographic techniques empleyed in’ 'the research are-’descﬁbedl
. . i B M . f =

-
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‘ Vo Jea . SRR
“here. Tﬂfs chapter should allqw the reader to situate the f1nd1ngs to -be
P 1scussed in subsequent chapters w1th1n . their sequential context. The f
‘chapter entitled "“Adolescent Learner/ﬁriters anq Thein.ﬂriting" presents the;'
-results.‘ef our community ethnogpaphy and describes . the sociocuftural
cqnstraints on "wfiting”’?n//fnonschoo1 settinns. ' fn‘ ““The Educatiqnai
Env{FBnment and ithe'School," we  provide -a 'portrait of the school where_our
Tesearch and dmpiementatidn were conducted. In tbe. course “of. "this

-

ethnographic work, certain events brought ﬁarticular themes to ouruattention_

3 - "'; N - )
which were clearly related to writing and” pedagogy. These themes are treated

in -- the chapters .entitled "Biﬂingﬁalism --and  Bidialectalism: Social
Constraints on Language Use", "'Rap'--the Ethnograph1c Ana]ys1s‘ of a, Folk
Genre as Related to L1teracy . "The Role of- Writing in “the Horkp]ace and
Formats--a Jacit ‘Dimension of Writing and Learning to Hr1te. These themes
are pertineﬁ?ﬂ to the study__of“ 1iteragy in nonschool settings . and each
deserred separate-attention. In these sections the educdtional 1mp11cat1ons
of our ethnograph%c findings are discussed. .
SECTION TWO *focuses on the.Leducationa1 strategies employed and details
| the prccess.throngh whichhthey were deve]opeds The gather1rg of ethnograph1c ¥
data 1tF the school and the early phases “of _our 1nvo]vement are described in
_the chapter entitled "Entering the C]assroom. A variety of poss1b1e k1nas
of 1nr01vement‘and'r01es for ethndgraphers are considered as ‘they are related
to school settings- The‘interdependence and'complimentarjty of ethndgraphers
and teaéhers working together 1n the school are ‘discussed in- the chapter
titled ‘“Pract1t1onerfResearcher Collaborat1on. ,Techn1ques for ach1ev1ng‘
effective. collaboration are also provided._-The process whereby e ' graphic

findings can be fashioned into instructional strategies and the substance of -

. - " .
... our own approach’ are outlined in- detail in thg chapter entitled "From

——— -

'1‘Community ‘fthnography Jo Educational, St{ategy;" A .rationale : for the

>




imp‘lementation is also offered. Throughout this sect’ion, issues related to
- .

the co‘l‘laboratwe re‘latwns estabhshed with pract1t1oners are expTamed.‘

-

Successes and faﬂures‘ 2ncountered in the course of the 1mp'lementat1on of our
- a

findings are explained as they arose in the context of our intervention. It

i3 intended that all of the procedures and findings offered in SECTION THE)

will be useful to school practitiohers. . ) -,

~

Certdin explanation is necessary if the complimentarity betweén

ethnography and c"lass.'room instructio;r is to be most understandable. As-is

_customary with ethnograbhic documentation, we have described the same

‘behaviors and .events from several viewpoints or with different sets of,

¢y
concerns. ~ The ideal result of portraying the same object' from different

+

angles will be. a composité picture which give:s .a sense of the obj'ect as a

whole. A simple example of this approach is démonstrated in the choice of

divid.i'ng this report into tué sec‘tibn,s.- SECTION bNE describes writing in the

lives of agd‘léscents q}'s viewed within the home, community, noninstitutional

and broader seciop.g‘litica‘l settings. ECTION TWO, in contrast, focuses on

writing in the classroom as it is viewed by educators. Bacause the writers

_ 78 o .
observed were the sa{ne and sociocultural influences on their writing were

-

interrelated, whetheri they were in school or the comumty, these contrastmg

descriptions are compfﬁ mentary.

This mu1t1p'le imaging can al Sly/be seen in each of the chapters of SECTION

L3
ONE deahng with the ethnograpmc descrv,ptwn .of wr1t1ng in, comumty ang

schoo1 settings. Chapter‘ I: Project Nq'r!_'atwe may .be regarded as a

discussion 6f our methods which explains the quistics of implementing the

research.”  Our methods pf coytacting and est—é‘mishing rapport with
r'és‘pondents and our strateg1es for gather;ing and interpreting data are

.

d%scussed here. "Chapter II: Adolescent Learner/liri_ters and their Writing"




goes slightly beyond the chronological account of the\.first chapter. In
¢

Chapter II, we present the analysis of case studies of adoléscents in order
_to explain how these ethnographic relationships developed and lead to the

identification of sjgn'ificaﬂt questions or themes about literacy in nomschool

se‘ttings.: These"themes and the behaviors which they describe were strongly
influenced by a particlar sociopo]iti'cal setting which is described in
"Chapter I11: The ‘*Educationa'l Environment' and . the Schoo] n Iiaving
documented the setting and the course of our research in the first three

chapters th‘lS report proceeds ‘'to focus on particular ethnographic. findings
. 7

in the remainder of SECTION ONE.”

“Chapter IV: The Role of Hriting in the Horkp'lace provides a case study

of writing as it was used and regarded in a business estabhshment where our

,respondents typically found emp'loyrnent. The ethr'ographic‘édata reveal that

-writing is not always used in the dai‘ly work routine of our, respondents.

;

When writing is used at work, 1t rarely has any singular importance separate

fr'om other activities. ~Hood employees,’ for example, are valued for their- -

Fl

abﬂity with machines, their "personal appearance, or their genera'l socia]
skﬂ]s more often than: they are pjized \}or their writing abihty The data

suggest that ado'Iescents in. our research must be very optimistic and mindful

of the future -if they are to recognize a need for writing in their'Tives.

“Chapter ‘J: Rapping -- The Ethnographi; Analysis of’wa 'Folk Genre -as
Re]atedd:o Literacy" describes a writing actw1ty which was found to be very

- popu'Iar among man; S} our ado]escent respondents during the research period
Many spent a great deal of their time outside of schoo] composing,. rehearsing
and performing this 1yric poetry which they called “_rap." Not only did they

. CDlTI'Il‘lt their rap lyrics to paper, but the composition process §'enera11y

occurred in groups, where peers assisted one another in: word selection, theme

-




development, . a;:d the eva]uat}'p'ﬁ: of their perfdmances. Oncemore, mény
educators’ and parents -fai]ed" toJ acknowiedge.th_e jhherent value in rép
composition as -a. literacy event. Tﬁ:@, the substantial skills andlmotivatic-)_n
which thece adolescents applied to writing rap ,1yr1'1:'s was ‘not':1ﬁcorporated
into classroom instruction. All of these factors arqued for'a careful
analysis of rap as it‘occurred in nonschool settings -e'nd_’ for the inclusion of
findings from this analysis into c;ur 1nstructioqa1 intervention. Due. to the
cdmp]exity ‘of rap compos_ition and its po-tential value - for pedagogy it is:
giver! consid?rable and recurring a-tt;n.tion throughout this report. S

. .“"Chapter VI: .Bilingualisrrf and Bidialectalism -- Social Constraints on "
’Laﬁbﬁage Use" focuses on the social dymamics of the class;oom as they are
] influenced by 1anguag;=.' pkofici_ency and pr:eference..- The 'oﬁtcome -of a

situation 5 described where the official activities-of education ~in the

classroom 7are to be cont{ucted in Standard English while the studéntgn of that
° ‘

classroom vary greatly in their Tlanguage apilities.  This situation of-
notable linguistic and dialectal variation is shown to influence all students
in the classroom, but particularly those Puerto Rican. students who are native,

Spanish -speakers. Ethnographic data suggest that -in éstab]ishing a social
. e {

role for themselves, these P/uerto/R’i‘;:an students mtist ai:tempt to adjust to”
the dja] ects of thej; .*peéfs; ;35 well as-the linguistic demands of the teacher. »
The 1ingu_i,stw"_éapl exity of theses multiethnic classrooms is shown to affect
the wayi Puerto Rican students precant themselves to others and how they are~

’regarded by their peer§ as well as- thﬂj teachers. It is suggested that this

situation will have a significant impact on classroom performance- in general.
. . . - ) o

- a .

and dn the acquisition ¢f writing skills in particular. : . .

o

Sociocu]tura} rules apply to every written J"OCLiment‘produced,-whethgr it

be by an_indi'vidu'al for informal purposes or a -graup for highly formalized

-




w

reasons. Oncemore, writers must‘have an uﬁderstanding of the ru1es which

\(

govern a part1cular ‘type of writing before ~they can generate appro\nate

“content for 3, g1ven document. This research has demonstrated that form. and
. - ' 13
funct1on are interdependent jn_successfu} writing. The job-seeker mady have a

-
- .

. well defined function which- he hopes,his'"letter -of inquiry wi‘l‘l accomp‘lish:

to gain emp‘l‘oynient." If his ‘Ietter i not writtem in the proper form of a

____u-"'J
bus1ness 'letter, he is un'I1k°ly to achieve his. ~goal. Another writer may be

-

fac1‘le with images and metaphor, but because he chooses rap music to express

h1s creatwe ab111ty, he may not please the teacher who regards rap as a

‘ Y
trite or‘ {u‘lgar form .of express1on. Chapter VII: Formats - a3 Tac-1t

Dimension of Hr1t1ng .and Learn'ing to Hr1te" deals with these 1ssues' by

3

prov1d1ng ethnograph1c evidence “which suggests that many.of our respondents
s

‘had a clear purpose and function for their wr1t1ng but were not apprised of

- - -
.

the a"ccepted soc'iocu‘ltura'i conventions ~.which would have' insured their

E

: effectwe commumcatwn. The coﬁcept ~of formats 1s proposed for d1scuss1ng

those conventions wh1ch determine comprehens;hf\}\ses—ponse to’ written

-
~

documents prior to their lexical or syntactic content. .," \

. In S<E-CTIOIN TWO we have di_,verged from the format for presentation of
research findings as stated in /the "Request for Proposa'ls‘{NIE-R-"BI'-OOOM"' in”
one minor, but sigm:ficant detai]. That {gecument requests that the results
of bothN’the ethnographic - study of the community and the educ-ationa‘l

- 1

1mp‘lementat1on be presented in 2 section sé€parate 3 from “techni ques”

' i . .
recommended for use- by educators. To . do so would 7te an illusion of

independence of the recommendations from the process t ugh which they were

derived. -This research 'did not.produce “tecrhiques," in the sense of -
discrete behavioral units which can be employed in varying contexts. We make

2

no claim that the /incorporation of music into class curriculum, as we h.ve

=2
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-

done in our own intervention, for example, will _.roduce sim¥Tar. results in N
other settings. We do suggest that music was an effective foundation upon
;hich to build an educational approach because it allowed students‘to draw on
. additional congtencies in their. writing and facilitated a renegot;ation‘of
various relations in the classroom which had presented obstac]esrto learning
and writing in the psét. .The outcome of our reéearchf then,. is  to offer |

educators methods for investigating and deriving alternate jnterpretat{ons of

1iteracy-re1ated behavior and establishing socia]__re]ationsh%psk which are

most conducive to writing.




Prior
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% . SECTION ONE i e
, CTION o .

‘ I. Project Narrative /f .

11

L]

to the start of this project on (hﬂy 27, 1981, the ethnographers

-~

assigned to do field work in the community assembled a l1st of 118 students

who attend Wordsworth thOO]

(a pseudonym) and resided in the f1eld site.

A1l were npotified about the- research by letter and approximatély 80 of these

students were contacted' by telephone.

-

Sixty-two students _were ul timately

interviewed about the research. Some of these students were already

-
K

respondents %n an ongoing study of teenage life styles and drug use, but we )

found~jt necessary to start anegpw1th'all respondents adequately, -in order to

1nvest1gate nonschool writ1ng behav:or

identified,

Lo

(Respondents commun1cated different

(See

_detaiTs about themselves, depending on the sorts of questions they were.
asked.) ) Y
" The ‘essential goals of these intervieéws were: : ;,f}
“.(1) To 'secure the cooperation and understand1ng of respondents
-{This involved discussing our proposed project and methods
with them .-- a censistently. fruitful- and -revealing
= eﬁ%erprise.)“ . S - . -
(2) To begin to investigate the history of the respondent and
; his/her . family, while exploring possible soc:al correlates
of writing in that context
For each. intenview, the eihnographer produced -a brief synops1s
. Appendix . I.)  After ‘omitt1ng any markers whereby respondents could be

the synopses were d1str1buted to part1c1pants in .staff seminars.

The discuss1ons which resulted lead to -numerous researchl quest10ns and

techniques

which guided our in-depth case studies of fifteen respondents.

Qur original proposal €alled for monthly 3011t staff seminars 1nvolv1ng

the staff of our project and that of the Ethnograpny of L1teraqy ProJect at~

the Unwers1ty of Pennsylvania. However we found these meet1ngs to be so

useful in the sharing of information that we began meeting on\a weekly bas1s~ '

These working sess1on§ were invaluygble as a forum for d1scuss1ng, in detail,

"-
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"estab'hshed between resp0ndents and staff. s

millon . deficit, which t

the know‘l edge gained and problemss encountere%rin the ethnographic‘ﬁe'ld work.
Further, these sessions enabled us to expand the set of questions by);ght to
the 1nterv1ews and to .deve'lop a uniformity among our case stud1es.

The School 'District of -Phﬂade‘lpma was. schedu‘led to begin classes for

' the 1981-82 school year- on Septerribev%'. School remained ‘closed, however, for ~

seven- weeks -)after the original schedu‘led 'opening date,, due to a strike by

22,000 member Philadelph
school district intended to defray, in hé-f-t,
through the abrogation of ja contract signed the ﬁrevious year. - This contract
wou'ld h e provided a percent pd,x increase for te.}chers“ and prevented the
district from laying off 3500 union.menbens. On Octoberf\u30,' the’ schools were

opened by 3 court decree, but no conclusions were reached and no long-term

=

" - solutions had been found. Negotiatiohs chtinuEd, but this time with

Philadelphia's 213,000 plfbl’l.‘ic school” chi'tdf‘en attending- classes.

Since school was ‘closed for. all of September “and October, we were unable

-to begin observation - in -the "classroom or to establish collaborative.

relationships m/tl%, téachers. However, we were able .to focus our attention .on-

the ethr@Graphy in the community, and were rewanded with the strong

-

re‘l ationships established between ourselves and our resp0ndents.

This initial delay u‘lt1-mate‘ly had a pos1twe effect on our résearch.

kS

Though schoo‘l was closed for all of September and October, and we were unab‘le -

to begin observation in tthe, claséroom ‘or to establish co‘l‘labomtwe

re‘lations&ips with teachers we were able %o focus‘ our attent'idn on -the

ethnography of the comnumty, @nd were rewarded mth the strong re'latwnsmps

* .

-

One of the d1ff1cu‘lt1es imposed by the-stril&e was that we were unabTe«:;to
contact the Wordsworth students on our list whose addresses’ or phone’ numbers

had changed over ‘summer recess. This amounted to rough‘ly forty students of

Loa e - -
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our ‘original 118, e ‘found, however, that "contact‘ing, -‘inter‘\?‘ieuing,‘ and

/;s_t;b‘lishing the rapport needed for successful ethnographic research was more -
?

: time.-consumjﬁg than we had, anticipated. By working mth a2 reduced ‘lut of
Ipot_gntia‘l_'res‘po‘ndents‘, ,w§ were - able to 1nvgst: the .necessary time {n
intei*vjéuitng,“"f‘énd in bartic'ipar-it.-observatign after ‘the initi'a_‘l interview, 1n
i:hog:e cases 'h;here respondents seemed interested an appropriate- for: inclusion
in our research. We also avoided loss of interest ahd tl;e prolonged
anticipation and disappointrr-lgn{ among those we did not 'choose‘ to inIew{éw

" further: g . ' L 3

Though our investigation was restricted in its garly stages, primarily to

the c,mhnit}, we gradually focused most of our efforts on'-Wordsworth . School

[

-- separate and equally complex domain. In the community research we were

- able \to collect 2 variety of written artifacts and began to see that wri t‘lng'

-

.plays a vital ro'l'e“'in the personal and social lives of our respondents.

Community sett'ings provided particular constraints and motivétions for

k< . *

writing and had a shaping influence on the written product. ‘As we began to

document the social constraints and supports . for writjng in the comminity,

and to determine its. various -generic forms, ‘we imagined. that” the; various
gJ'lnto the

writing eveﬁts_ found $n the community might be tr;an'sp'l_anted who!

classroom.

S5 our first" experiences in the school demonstrated that- merely

transp'lantmg 'I1teracy-re‘lated actw1t1es from the comnumty into the schoo!

was not feas1b'le. The classroom was separate‘ and sufficiently dissimilar to

meri‘t descr‘ipt‘ion in its own right. .The boundaries between the- com‘nunjty and

the schoo'l as distinct social domains required c'lose scrutiny. Once more, we
.;d1scovered qu1te soon that developing entree into the schooT demanded that we

establish new relationships with schoo‘l personnel and a role for ourselves as
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researchers. Finéﬁiy, our move into the school required that we rethink' our

plans for the creatioﬁ of instrhctiona]ractiyitié%. Over.this lateF period, .
we began to our task'as one of f;anslation and distillaticen. To in&orporate
nonschool writing activities into the -classroom we had to ;isolate the
significant elements of both.cpﬁtéht and coﬁtext so that writing activities

in the claqgroom could be conducted appropriately, i.e., 'maintaining thé.
purposes and: enthusiam with- which they were otiginally conducted in the -

Eommuni ty- i i -7

- =y - -

* The forms and accompanying fuct1ons of writing in the North Philadelphia

community were extremely varied, We. collected samples of 211 of the

t
-

following types of non-directed writing:
0o a boyfé log entries as he followéd the gfowth and development '
of the plants in his bedroom;

a2 9irls' expressiongs of her feelings and vailues in poetry;
the journal of a boy which he used to resolve his feélings of
confusion and' anger about particular family interactions;-

the diary of a girl, discarded because she now "had "a close

. friend *o ;onfi? in; )

, ~ . .

reems of ore &hd two.page summaries of encyclopedia articles

written "for fun" during summer vacat1on by the president of a
Jun1or h1gh school class;

the, daily sales records of" a boy who helped his father sel]
wares at 2 local flea markeb;

N .

the by-laws for membersmp and vot1ng created by the” pernbers
of a sports club -

L4

logos of superheroes and accompany1ng descr1pt1ons of their
extracrdinary abilities produced by a self-described com1c‘
book freak"; . . ' _

translations of recipes and grocery’ Tists produced' by a
Hispanic boy for his mother; and ' J _ L.

the songs written by-.a girl who claimed that reading and,
writing were the only means of gaining pr1vacy in her small,
~over-crowded rowhouse,
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Although the creators of these written -artifacts were se'l'f-motivated and -
nondirected <in their efforts to produce ‘these part1cu‘lar items, tbey often-

took 1nsp1rat1on and forms  from: varwus 'bnst1tut1ona‘l sources, e.g.,

teachers, parents, the medﬁa official documents.

-

}t became c'lear from the: collection of these wrbtten ‘artifacts and the'
descr16’t‘ion of the contekts which influenced the1r creat1on tﬁt adolescents

" wrote for a great number of reasofs:’ : .

o to ga1n or express approval and- disapproval;

o as a form of play and fantasy; -

¥

. ) i -
0 to describe and objectify their experience;
& L] ' N - I |
(o? to”compete; ' o }
o to accomp'hsh the necessary record-keeping arﬁ X con,tractua‘l .
aspects of business; . . / C o

0 to negotiate interpersonal relationshi p?s'; S
0 to practice and perfect their oral presentations. of self; and

4+

0 as a form of gratification-achieved through writing itself.

This "Iist is surely incomplete (as are most such functiona‘l iteniizaticns}

but it demons*rates ‘that the purposes and functwns of ur1t1ng are numerous .

1

It becomes 1mportant then, to ask why some people fail td wr1t’e, and much of
this. research may be understood as an atte.mpt to answer that quest1 on.

‘We ‘'discovered that adolescents _'use ‘Ianguage purpos'.efu'l'ly "and,

furthermore, that they showed a familiarity with many of the literacy devices
commonly taught in' the 'c'Iassroom. - They ‘utilized' thes& devices in much of

,their nonschool writing. We collected artifacts of writing -in all narrative

ot

-

forms. We a'lse. found examples. of ana‘log!y;‘ alliteration; metaphor,
onomatopgeia, and paralellism in the non-directe'd nriting cf@ur respcnden\ts.
) .Th;s -was'the‘ case -among seeakers of beth standard and non-s-tandard_l-:n"g‘lish.
Qur respondents “varied qtremendous:ly in the degree 46 which they had mastered
these forms. " These m-iters' seemed to‘ be equally Fas likely to have acquired |

. ..-/“
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"these skills from alternative- sburces-,. such as popular mus¥c, as from -

. - 2
cTassroomJnstruction.
In addition to the work and school” aetiv:ities which occupied the time of-

- ) . B - ° .

,‘» .uur respondents, entertainm'ent“ p'layed a centra‘l‘ arci"le _in tl‘1e1'r ‘lives.' .
f -Fashion, sports and music we;e 1mportant forms of entertammert and all: had - o
re‘lated literacy act1v1t1es, Many girls i‘"’p our sarpp‘le, and 1ncreas1ng‘l_y
more Boys read 'fas‘h:io’n magazi'nes.' Almost all of_llqpr-respb'rﬁe;t-sfregu'lar}y
took in sports events and written- i_n-form'atitpr_l_r about sports from numerous ‘
. sources. Many of our respondents wrote musical lyrics anEI expressed the wish
to becpme pertonaers\.. Te‘levision held a position. of prominence in most
households, and our respondents'regu‘lar'ly read 'nagazmes documentmg the
lives of ‘current’ soap ppera _Hs’t;ars. Forms of entertainment such-as these may
very well prbvide;adolescents wfth their principal examp‘les of 'Ianguage"_in
use, written and spoi;en. fhese youths eertaihly were out of school for more"'
waking hou-rs t_hap the} were in school. 1-‘hese’ forms "of enter‘tainment occupied _
g ; the greater part of.‘ their free-time conversation and observation time. It ) .
seemed apparent‘II therefore, that.these‘entertainment activitfes and'the%rﬁ
related ‘Iiteracy events might be tapped as 2 -source of instructional
. .actiwities ‘in the classroom. _‘ ' _ - ,. AN
= We ‘met no parents who did not claim to val ue wr1t1ng however we not1eed‘-
" that the parents of .our respondents were differentially involved in ‘the .
education of and sEheduling of .'Ii'teracy activites for the{'r .children. During
. the Phi'i:ade‘lphia‘ teaeherg' strike, we saw that some parents avoided any 'break
in - the continuity ot the education of- their children by assigning and
reviewing homework dai'ly.l In -addition to establishing substitute schooling
in the home, these and Other. parents took pains to ‘l1m€t the recreat1ona‘l and . .

television time of their chﬂdren SO "as to allow time: for 'I1teracy .
i ’ L. ' . * = b - I 0’_

&




activities. Some parents, who were themselves -ayid’ readers, sought to

1ncu‘lcate desareab‘le values in their chﬂdren through the books they paSsed
" on to “them. Other parents seemed very un1nvo'lved in act1;nt1es in the ‘home.

In some_cases th'zs behav1or was ac'tompan1ed by a trust in the ch'z‘ld s ab1‘l1ty

1o motivate h1m/herse‘lf under, wh1c,h ;:yd cou‘ld pos(b‘ly f‘lour'ish In
be

I3

accompan1ed by express“'lons of
' A gy . .
he‘lp‘lessness among . parents “regarding their abi‘l—ity to have constructive

’other cases, th‘lS Opt'lpl'l -seemed

input. ~ Many smono‘hngua‘l H1span1c parents expressed f,rustrat'zon over the:r.

1nab1‘l1ty to invélve themselves in their ch1‘ldren s education --at home or’

-+

at school. Their inability to: speak Enfgﬁ'!sh created 3nsur‘mpu|:tab?e barr1ers

Fl

to 1nvo‘lvement in the1r children's education. )
'}

On Oecember 8 and 9 1982, we gave presentat1ons about fhe research to

the ' faculty of the two schoo! campuses targeted for the research {Alpha,

.

because of its” exp‘l1c1i’. emphas'is on writing and De‘lta, because a s19n1 f1cant

. number of res1dents of .the field s1te attended that unit). ~
‘I(n both instances, the project was well received by the faculty, although
“s*orﬁe"a:‘o'ric'e‘rn“ﬂa's ‘expressed 'by one teacher Aat Alpha about being “'used so that
graduate students could write. a_Ph.D. dissertation.” (Th-i.s ‘concern was
addressed by “indicating that the researsh/uashbein'g_'.conducted at the request
of NIE.) Two teachers from each campus vo‘luhteereo to work on the project,

~

~and arrangements were made to visit four classrooms the, fo'l‘lowing=week :

Not surpr1s1ng'ly, we discovered throughﬂour research in thé school that
th1s social domain generates its own constra1nts and expecta\?ons which shape
the behavior of teachers and their ?nteractlon mtr,{q_\students. Fo'l-‘lomng‘ each
class, we found it helpful to spend a few minutes"a"iscuss'ing the .day's class

with ‘teachers, so as to understand these issues. Out of.@é’s’é discussions a

collaborative re'lationship- developed. Teachers began to feel free to\as'k
] N




quest1ons regarding the day’ s ‘lesson and to. vo‘lunteer their fee‘lmgs about.
t- -

how assignments’ were received by students. On one occas1on, when a student

comp'la'zned about the repet'ltwe nature of hoimework act1v1t1es, the: teacher
/ j' 3 .
en‘l'lsted the a1d of the researcher in conv1ncmg the student of the mer1ts of

-

" the assignment. “. Although not ent'zre‘ly conv1nced, the,student finally
acquiesced to the teacher's wishes. This particular student u‘eventu'aﬂy

. _ | , " _ o .
" developed a s"rg,'nificant relationship With the researcher. - She wrote poetry
;which she. shared with- the researther "on a weekly basis. The teacher,
“therefore, hoped that the_ researcher mi ght ‘have ‘some specia‘l Jinfluen¢e with

'th'is student. A‘lthough this was on1y one case, we' felt that 1t exemphﬁed
b

J
the type of re1at1onsh1p we: cou]d seek to establish mth other strudents and ,

" teachers. L : ' » oo .
- S N £ et -
As our involvemént in the school progressed, interviews with téachers
* . - . .- -. i W - . . . ' L]
« revealed what ‘they expet':t in regard to the quality and nature of their

<

2
students' speak1ng and writing: gr'-amnatica‘l‘ly correct sentences and cogent
’ 7
: paragraphs. They fostered the be‘hef among themse‘lves, for- example, -that

students tend to speak 1n br‘lef utterances and incomplete sentences. They

-

regarded the expresswe sty‘les of students .as -problematic and attempted in

“their daily 3rstruct1on to..encourage students .to -elaborate ‘more 1n thetr
ﬂ
written and spoken -expressien.. This 1nformat1on raised ah number of.

questions, all related .to the motion- of productive competenceé in language

use. ' . .

(1) By focusing on the production of correct sentences and

. well-structured paragraphs are teachers Segmentalizing the
expressive process to an unnecessary degree and thereby
interrupting the acquisition of-productive competence? -
By focusing solely on the sentence and paragraph *and,
furthermore, by -considering these expressive -units only  as
they are. used to handle particular tasks and subJect
matter, are teachers failing to" lend leg1t1macy to
expressive forms which are relevant to adolescents?




”

e

" T-the white cmunit} were less .involved {none of . our white respondents

LI

M4
(3) What _are the consequences of an a’nstructiona'l procedure
_ where more critical emphasis is placed on form than on ‘the
e T content of the expression" . .

- -

Y
(4) 1s the -teachers' emphasis on e‘laboration in opp051t10n to
community standards. of language use{™ which might value.
.succinctness of style over e‘laboration and detai‘l"
- L ] .
After severa‘l months of participant observation in the. classroom we
! [ » M

-’aeve‘loped.‘and imp‘lern".ented a plan for the improvement of ipstructional

activities in the c‘lassroom. The rem§inder of the research period was
Ty, . , > ‘ . . . '

devoted to the implementation and evaluation of that plam. OQur.goal in this

‘effort was to utilize the knowledge gained from out ethnography of writing in:

the community to inform classroom instruction. Since we saw music as an

- -

Jimportant factor in the daily lines of our respondents and members of their

2

. s‘6_cia‘l networks, the first phase of implementation focused . upon writing

- .-

" activities related to music. The aci:’ijfi‘ty of central importance -- "rapping”

== -fu‘i‘l_y'r involved ,t;oth 8lack and -Hispanic teenagers. And, while ‘members of

-cons:idered themselves "rappers” or produced rap lyrics), they were equally

P - . . . ) -
aware of the popu‘larity and commerci'a‘! success of the genre, and r_na_intained

] . . - .

very definite opinions aobut it. : U‘ltimate‘ly, we were able to involve all

students in opinionated and enthusiastic discussion of the notion of cu‘ltura‘l -
- £

preference.  This discussion.aided- students in. identifying descrpitive _

terminology, * which they subsequent'ly used in classroom actwities deS)ed to

elicit the¥r writtén opinion \about misice _ . .

This initial phase of our imp‘lementationo made a recursive - approach to-_lﬁ,he

=

_research ‘pbs§ib_‘le. . Through obéervation and description of the phenomenon ' of
rapping, for example, we identj fiegl_ collaboration among p-eers as a°
significént component of the creative 'process._ After shéring this

information with teachers, we noted an increased wt¥llingnress on their part to
’ ~ T ’ . o, .

- -

o -

A
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encourage peer- collaboration amd feedback. Addimbna‘l‘ly, students requested

more freedom in the choice Y top‘lcs for classroom discuss1on and writing
" activites. As we sought- to 1ncorporate the concérns of both teachers and

students 1into’ ourl.impleﬁentation, our approach underwent three significant
- N ” )' ’. . . >

changes: :

a”shift awdy " from an exclusive concern with topical

activities and written texts, to a . concern with the

contextual and interactional variables which shape writing
_in the classroom.

S

b 2

a shift-away from a prescriptive. approach with teachers
toward c00perat1ve problem-solvirdg in a manner which fully
incorporates the per eptlons skills and identified
concerns of teachers. . i '
=

a sh1ft away from direct classroom involvement by research
staff toward -trainidg --teacher to~ enabledthem to solve
problema ethnographically. :

( In & manner which was unanticipated we saw "2 method of - eva‘luatmg .our

1mplementat10n grow_ natural]y out of the _research. Th1s approach to
evaluatiog emphasized 2 processual and recursive approach and_ éas' congrueht
with ' Hymes' ({1982) . pohtfayal of ethnography _ as "dialectical, reliant, oh
;regular feeaback, and :interacpive;adaptive.“ This evaluation di&erged 'fronr ‘?
pre~post approaches to evaluation; jt avoided ‘anyv clasSroom -{ntervention -
which v1ewed the c1assrooo\as 2 "black box" into-whick part1cu1ar st1mu11 are
fed and from which a f1n1te set of responses ‘are 'produced, obserﬁbd and
measured. - In fact, perhaps the most remarkable resu]ts of our 1mp1ementat1on
were uhant1c1pated and without an- iqteract1ve—adapt1ve- app;oach woulp have y

been. thoroughly overlooked. . -

I1. -Adolescent Learner/MWriters and Their Writing"

F

rlnitial effort in the research involved community ethnography in which we

contaGted Wordsworth students who were willing to talk with us &dbout writing

*Case stddies referréd to in this section are included in Appendix I.

-
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and collected artifacts of written communication which had been generated

outside the classroom. Talking with these adolescents about writing,

education and their daily lives was fa1r‘ly easy, regard]ess of whether they
viewed themse‘lves as poor, average or exce‘l'lent students. Perhaps this was
because they.were asked to talk only about themse‘lves and their experiences

(nothing they did not alreay know]: In these f{nitial inter\}iews (see
Appendix 1) we asked about the dai'ly activities q.'f our r'es‘pondents\é the
'top'ics -of writing and ‘education were con'sideredf‘ secondarily. -From these
preliminary interviews we _formed impressions and _rese,arch..questi‘ons (now
apprc\)priate‘ly phrased) whicn_ guided the remainder of our resedfch.  We also
formed lasting reélations m‘tp a few respdndents wlzg)rov}ded us with input
.for our research thrdughout the remainder of the proj,ect. ' He: came to knofl
sc;me of our respondents much _better' than e,otners, but all provided insidhts
about the fdnctions and meaning of writing in their 'lives.. Not surpr1s1ng‘ly
the. var1at1on in the relationships we estabhshed with these young peop‘le
focused our attention on the 1deo‘log1ca'l and sbdciocultural 'constra1nts on<
literacy. . ] - ’ - ‘
The collection of written art1facts was not a difficult task in 1tse‘lf.
_Most every household or respondent we visited had some form of sel f-rnotwated

writing, whether it was a grocery 'I'zst 2 scribbled note, 2 pcrsona'l letter,
~
or an original essay. The difﬁcu'lty was to ‘postpone judgement about the
EN
worth of these arti facts. It was easy to, d1scard 2 grocery list “for example,

and 1ignore the context of 1ts product1on where’” severa'l members mg.r\n:: have

part'u:'ipated in remembering and spe'I'I1ng necessary items to ,purchase. We

were regu'lar'ly tempted alsg to move on: after an “initial interview with

someone rw’no did not become talkative {n response to our questions or reflect

1

on -their learning and writing 'abi‘lities. :Exp'laining the: biases we had

towards certain types of people and written artifacts was one of the most

25
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ess;entia'l and telling aspects of t;me ethnographic fieldwork. "As we bfzgan (3;6
look at the context,in which many of these written artifacts were produced, '
" the mulitiple competencies and bacll(ground .know'ledgle -employed in their
development and_d1sp‘lay 'augme:nted our undersStanding o‘f ‘literacy.J |
The case studies we .c_leve‘loped were uneven ‘ln‘conten_t and the'..deptﬁ of-
understanding achieved about each *respondent. It wa‘s simply easier to gain
‘access to some regporldent's? 'apd to dire\ct_f our interviews and observations
towards issues of writ1\ng and ‘Iearni’ng.‘ At first, hany resp-bndents mi ssed
appointments wﬁ"i.ch had béen’agreed upo 1. " Other times, the involvement of
parents presented an obstacle to our coming to‘ know their child. We were
also obliged to consider many ethical issues;_a‘ffecting -interaction with ou.r
respondents: what was appropriaté behavi'oz*‘;«hlen they' wer;.' hon';e alone aﬁ;er

school, 'whe_ri" parents wanted us to intervene in the discipline of their .

children regarding education, when we were p'léced in the role of confiddnt by~

one member of a family or anotr;er, what role sﬁou‘ld ‘we 'take?- Not only did
these iss;ues.shape the nature of our relations with our respondents, but they
also revea‘lgd important info'rjmation about people‘s ideology of literacy.
Their expectations about our jobs as _etimographers and what we. wanted to
discover about thefr 1lives determined the manner in which they presented
themselves in 'pur: home visits, the ’types; of information the}_ offeredi and the
ways they interpreted our questions. . .

Many interviews -~ particularly first interv‘iews and those ,ncluding

parents -- were assumed by our respondents to be about formal education and -

schooling. They were dcrmipé'ted by & concern with the problems and successes

of education. Respondents“ regularly spent much of their time talking about
all the reasons that they have done poorly in school or felt disqppointed

with their edu;at‘ioné. ~ They 'had alot go get off their chests-," ‘as. one




respondent put it when we .pegan -an” interview about the education of his
' -
children. Even where interviews were directed by respondents towards the

educational successes in their 1lives a all the good learning habits . that

they raétice; we regarded this as‘poténtiallY hisleading,.for it directed us

. away from the‘way pZople naturally structured learning and writing‘events for
- ; -

themselves. Our constant 'insistence that :we were not associated with ~the

school and d1d not” arrive at their home as evaluators had liftle effect in

d1rect1ng respondents away from problems and success of found educat1on.

Their enthus1am and concern demonstrated the_,1pportance that they gave to
b

education. All at least spoke as if education was an -essential part of
F : -
successful living. .

+

qupl1c1t in this issue was a character1st1c among many of our respondents

- L4

‘that "they d1d not readily d1st1ngu1sh betyeen Jearning and school1ng . In our

- -

interviews, respondents directed conversat1on towards.concerns about success

and “failure (issues ‘related to schooling) ‘and awdy ‘from issues concerning

Tearning. Learn‘lng, we felt, was an inevitable. part of daily life. What

-‘t-

people learned was 4 matter of social roles and support. ‘What they were

"given cred1t for learn1ng and know1ng was a matter of institutional

Tegitimation’® ‘{that which takes place in school1ng). So,- our respondents were

more likey to produce report .cards’ and prxze-w1nn1ng essays than to explain
how they learnc “to fish or wr1;e a ]ove‘letter.

The 1mpl1cat1ons of not dns¢1ngu1shfng between learn1ng and’school1ng had
direct 1mpact on- 1nd1v1duals and _families. Fam1lvq members rewarded one

another not foﬁiwhat they-knew and- could -demonstrate in the household but for-

--what thﬁvcdeoonstrated in the ‘classroom and brought home as proof. Children

in many of our fam1lies were cewarded for grades but not for carry1ng on-.a

900d conversation over the d1nner table. Paula's mother {see case studies)

"-\
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1§ a good example of one who equated school performance m‘fh learning. She
reqularly rewarded hér daughter for A's on her report card, but for. 'lift'le
else. A second po%nt is that family memb}ars often str:ucture,g'tne learning
environment in the home exactly as they believed educational institutions-
wosld. They assumed that if they attendedl schgko"l meeiﬁgs, monitored the
grades and school conduct of their offspring, and taught skills for using .

standard school texts, they had performed everything necessary®in providing

r for the education of their children. These activities took the place :of- .

il

conversation and verbal jnteraction in the household and often they seemed to
- replace other sorts of interaction "and activity altogether. Some families

ol

seemed to be so frozen in ronflict over schooling that they did not seek to -
develop cognitive skills and healthy fnteraction among fami\‘ly members - but -

to achieve good grades. |

_Not  ali families shared this characteristic. On“the contrary, some

. households appeared to be ablaze with activity and involvement additioné‘l to
E . that con;:ei-ning schooling.. Walter's household, for example, resembled a -
variety show for all the “different : activities ongoing there. Each visit:
revealed 2 ‘fami'lyj' member engaged in some different task. These tasks ranged .
from home repair to reading and were just as likely to be solitary as group
‘activit_ies. Accompanying this high level of activity was~a great warmth and

. opefiness toward the ethnograbher jn  all his 3visits to th,eg hausehold.
. " -

Somethi ng about this family seemed to foster sel f-motivated learni ng {which

often involved reading and writing}. The types of subjects Waiter set out to

]

learn were not a'lwéyé school-related or E'Iea’r'ly comp‘l‘imentary_-to-hjrs—sehooi———;—_", e

subjects, but in many, cases they were directly linked to the sorts of_ _’;k_i_'i‘ls

-~ p——

———he wWas asked to develop in the classroom. Perhaps the most {mportant feature

of Walter's learning activities outside the classroom was 2 sfrong component

~
o —
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of se‘lf—init1at1on and fo‘l‘low-though. The science books that Walter read

-

were ones that he 'se‘lected for himself. _ The comic books 'che-'rea‘d SO

e

v0ra’c1:ous‘ly and the contests he enetered were équa‘l‘ly his. It was clear a‘lso

3 .

that in the’ course of pursumg and deve‘lopmg these interests he deve'loped
"~ many genera‘hzab'le skills. It was; not c‘lear, d’ue most‘ly to the time limits

6f our reéearch,‘ how these prepared him for _schoo‘l« performance which would be
T . T ' . * : o,

. - o, . 2 . v,

favorably evaluated by teachers. - _— - '

Not all of. “the addfles:cent 'resbondbent‘s in -our research were 'Ieérhing

bec.ause_ of the‘ supports and stimulus provided by their housého'ld-

e

envijronments. Some seemed motwated towards readmg and w1t1ng in sE1t of

the distractwns ard-.co.n.f‘l1ct§, in that environment. One younﬁgjrl had -

taught -*hers:SYf to read.music and she {like her mother), was an avid reader of -
y F]

nSve‘ls‘ and magazines. ~She ¢laimed that reading was the'_o'n‘lylway to gain |
privacy in "the small rowhouse wﬁerelshe lived and shared space with her eight

“sib‘lingé.- If she réceived_support or role modeling from her family, it was™

from only one . pers?on, her ‘mother. Other'" members: of the family were‘mor'-e /

1
- ua

-

interestzd 1n watchnng te'lev1s1on and entertaining visitors. .
%

Some might offer a strictly psycho'logwa‘l 1nterpretat1'on forn such

-phehomena, saying that certain }n'dwmua‘ls are endqwed with the capécities
for ‘Iealrm'n.g whiép;,.ui‘l‘llbe developed in spite of family influences. There
s, Hhowever, an pqually Galid cuftural explanation related to the symbolic
themes around which family members interact. 9Fam1"ly members seemed to be
regularly concerned with certain istuce :among‘ themselves. Al1° literacy

_activities were the vehicle throug’trr which these themes were played out:
: : . . 5 -

-

These themes include the following:

ar
~

Public/private themes: Many of the adolescents we observed in

the household used readin‘g to create private space for




" themselvés.  Their reading ® and’~ aiar_f ) entr‘iés " would cease,

however, when sther family members showed too much interest in
.ihose dtivities. Even with the writng of.-song "Iyr‘iés, which
u‘lt"irhate'ly were to bé perfonnéd- pub‘l‘ic'ly., writers needed ﬁrivat;
time for composition and) refinement\ of 'thg"ir skills; and * they )
were d'isc.ourage'd in their creat'i\_.re endeaydrs when their lyrics

- . -

were made public at the wrong point in-their development.

Themes of dependence and independence: Liferacy and eddcationa'l v
e . {

T . .
, issues, such as school grades ‘and conduct, seemed to be the
substance of negotiations bét}ge‘sn family —members regarding

L]

- control and se‘lf-detenn'ina_t'ion. When parents ﬁere stronqly’

.directive about 'Igarn'in'g and education in their relations to

- their. children, literacy activities ceased or were diminished.

Our‘ respondentswseemed most willing to read and write when they

had -c:hpgen.to do so. They also seemed willing to [;ract'ice all

. »

sorts of school-fostered and se\‘lf-'ivn'it'i_ated writing when these

activities iiere'ba‘l‘anced by ‘other involvements, such as time for

——

———

music, sports, or simply hanging around with—their. friends.
. g
Parents seemed most succgssf‘h‘l at encouraging writing im the

\’home, when they showed a general and consistent interest in

writing, but did not dictate the terms under which it would be

done.

e
-

Themes of shared and unshared values or involvement: The

diversity ofk experience and j interests was great within families.
g “In the Hispanic families, for. example, chldren had' consistently
greater contact with English speakers than their parents.

Accompanying this was a pdtent'ia'l for value conflicts in




me&lies. Hispanic _fami[ie; seemed to resolve successfully or
avoid | potential conflicts - (wh;cﬁ . m;ght . have hindered
self-motiv;ted literacy} when.they came to aﬁ.dnderstanding about .
rules regarding language use. Famflies tended tow&rds speak%ng
one language or the other in the household most of_th; time, thus

creating an atmosphere .of unity- in the home. Around other

-

issues, family members were equally as 1likely to seek to

] o

establish common values or involvement. Our adolescents . seemed
to have greater freedom to be with their friends at parties and

other public events, if they balanged this with a’“display of

a

common values to their family by attending church, helping around

the house, or involving themselves 1in- anything which, was
. . .
recpgnized as a family activfty. - 8 ' :

These themes were common to varyfng deﬁrees in all the families we

observed and were implicit in all concerns regarding-literacy. Some families

-

.. were more successful than others zqt achieving a Balance"ﬁétwéeh these

oppositions: ‘

In our investigation of writing we found that real limits existed im the
[4 . . . .

,extent to which we could coliect and analyze the Zartifacts of writing ‘in
L . . . " ’

nonschool settings. There were simply top many of them and they varied

~ tremendously iq their'- content, jstructﬂre and fﬁgﬁtion; As the examples
-provi&ed in the appendices’ demonstr;te, theseh’;;ung- people were potential
writers ofted. If the&-believed that thé situation cailed_far'writing, most
+times’ they were usuallx_ motivated to write. Moré relevant to education
perhaps, .is that to try to conduqt ; strucfural analysis’ of t;e texts
themselves would have guided us away from many-impbrtant considerations about-
the-socialgshpports which cause beop}e‘to Begiq to. write angd to per%ect their
wrfting. : . ' o

oo
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If we had analyzed the spelling, punctuatigal grammar, sentence -

structure,” and prose style of these artifacts, while ignoring the contexts

from which théy were generatéd, we would ass..ed some of “the same biases in

r

judgement to- which teachers are prone when"they?examined.the writing of their
students.

Hr1ting as it is Jjudged by teachers in the classroom is at- least

part1a11y decontextua11zed. Teachers typ1ca11y Judged the writing of the1r
students aga1nst a set of cr1ter1a wh1ch they assumed to ‘be the universal
standards of good writing. It is questionable whether there are such

universal standards. MWe are not in any way suggesting that teachers failed

to apply common or worthwhile standards. to their eviuaticn of student
writing. . They clearly did apply such standards to this_ wrifing, but these
var1ed from one grading.session, student or teacher'to the next. One teacher

- or grad1ng ‘sess1on might typ1ca11y emphasize punctuat1on while another

focused more attention on spe111ng or the_ structure of ideas 1in a

,_ébmposition. So complex is language and so numerous .are the qualities of a

t

written text that Jt would be nearly impossible for a teacher working in a

r

real life'setting‘to apply consistent standards to writing evaluation.
\% Outside .the 9&1assroom and in most 1nst1tut1ona1 ~and idformal settings

,fieyqnd~the'school wr1t1ng js rarely evaluated for 1ts internal merits alone.

-
> s ; 1

Hriting must convey the proper ideas in the jdiom that is appropr1ate -- not

to a ‘group ‘so large. as afsﬁeech'cqmmunitj as.a whole -= but to an audience as

er group, the boss or the customer.

-

The common char ristic "of al the' artifacts presented here is that
they ' were generated towaﬁBs the accomp11shment of a specificlpurpose. The’
note placed on the car n1ndsh1e1d \Art1fac1: #1, Append1x II) expressed an

offer of assistance to a stranger. The card des1gned and . d1str' uted by an
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'aspi ring young entertainer (Artifact #1, '._Appendix II_) was intended to promotec'

his opportunities for fetrrp‘loyrnent. The rap lyrics (Arﬁ fact #1?, APp dix 11}
! : ' '

© public berfonnence. . They _were-a'lso intended to br1‘ng two,brothers together
Y w ’

as friends. The translation’ (Artifact #20, Appendix II) was produced to

accomplish a work—re'lated task. The artifact from» a wa1tress s pad (Artifact

L4

#5, Append1x I1) was intended to abbreviate items an a menu for corn‘numcatwn
to the restaurant chef. These artifacts share the additional -characteristic -
of having moved the creator in the direction of atcomﬁli;hin_g his or hen
eheci fic purﬁose; etn.nogranhi'g ] ilnve_stigat'ion.' revealed that = a1~ were-

successful (partially or completely) in accomplishing ;he'ir purposes.

= .These. artifacts bear witness to many other social characteristics as

we‘l‘l. They . demonstrate the wri‘ter's -se‘l@eness. Most -'impo.rtant',' they.,
'1nd1cate a willingness to write for pothApen'sdna‘l and 'practica“l reasons;..
They are _charged with ' s-:?ns of a .value ;ystem. They show -an acute
~sensitivity . to audience and potential audience respdnse. They indicate an

~ awareness of the .limits of the know‘ledge'shar‘e'd bewteen writer and audience.

'[hese_'artif'acts rega-nd‘l'ess of- their neatness or the ma-stery of Standard
’ &

”E_ng‘lis‘h which they do or do ‘not reveal -- are structured and evidence

. Y
considerations - for the ° presentation. The structural ¢dnsiderations and

E

adheneﬁce to formal rules of written .expressi'on are evidence of the practi-ca‘l'
and clu‘ltura‘lm_ constraints on wr"liting.“ Margins ane' typically imposed and
adhered to by the writer. Concern for. punctuation and spe]‘la;ng are strong
inﬂuences and have dfeen( lead the writer to hyperc._orr:ectio"ﬁ. The writers

- ‘ - - .
shov}* a concern.with the- connectedness and mutual relevance of ideas. They

L

Fl

- have .obyiously made decisions about- what to leave out of their writing. They '

-have ‘successfully dealt with many,'of the constraints. of the'wrij:ten fo:;:n,
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i.e., the fact that the audience 1s absent and the problem of

self-preséntation.  A11 of these issues _relate to the sociocultural

d1n;en.sion'sh of written formats which will be discussed in a‘ subsequent
; - ., . .

¢hapter. N 4 . : p

III. The Educational Environment and the School <2

Dur‘ing the fifteen months in whu:h this research was conducted (Ju‘ly 27

1981 _through October 26, 1982}, few topics generated as much controversy and
: & : - ,
media attention, or caused as much heated pub'l'n: debate and prwate concern
jn the City of Philadelphia ‘as_the state °of pub'l'lc edltria_twn in the c1ty

Many factors contr1buted to “this.

In  November of 1981, three writers from" the Philadelphia Inquirer

reported on their methods and their findings, in a research pro.]ect onh the
Phi1adel phia School District conducted from 1975 to 1979. Uf the system s
273 schools, 20 were .-found to have. glstudent population which \;as 95% white,ﬁ
while 68 were-'{pund to Haye a student body which “wasaQS% :I:Jfack._, While . no
patterns of discrimination could be found, it was déetermined yaat
. soc1o-ecdnom1'c- 1eve‘l. and " rate oi" attendance were .the” gre«_atest. cdrrelates of
Ca‘liforni'a Achievement Test scores. While CAT scores haye risen steadily §n
each of"the last six years;'the ‘I‘eve‘l of those gains came in Tit‘le-I programs
slated for e‘limdnation‘_ by the current administration. The Phi'léde‘lph'ia_
.populace, as 2 whole was described as "aliemated from the sehoo‘_l; system."
Four out of fil\}e of the city's 'residents‘ have nd° children 1n the public
schools. ?urthe}-, one-third of all schoo‘l-age Ehi‘ldren in Phi‘lade‘lphia'
attefid‘pr‘ivate or parcchial schools. The vast m}a;jomty of Ph‘l'lade'lpmans
_ therefore have no stake 1;n the system And those who do have re‘ldt‘ive‘ly
'litt"l'-e powef. Half of the’ system s students are from wel fage fann'hes
Seventy percent belong to mmor‘ity_ groups -- Black, H1spanic, As1an and

®

34



American Indian. By contrast, in the city as a whole, 20 percent of the
* city's residents receive welfare, and 42 percent are members of minority

groups.

In contrast to the student pdpulation, both the school boardg and the

school .system's vorkforce are predominatly _whrte- and middle class. -The
school system, 1like the rest- of the™ Philadelphia po]itica{ scene, is run-
through hard fought .ethnic politics. Of the teachers in the ten 1argest
school ‘districts in the United States, Philade]phia;s is the highest paid
(averaging $27,000 per annum) has the most gener0us €L1nge benefits (none of
the other large districts provide 1ega1 serv1ces for their teachers) and
"boasts the highest absenteeism rate ‘(three times the natienal average).

. Teachers in Philadelphia.tace little threat of disnissaI; and benefit from a
policy of ethnic patronage & produEt of the Tobbying. efforts of their:
respective ethnte; groups. The Philadelphia Federation of Teachers is |

_ regarded by hany as the real source of power in the distriot. : ;

‘The age and state ot' dispa;r of the city's school buildihgs were also
seen as a major problem: The $2.6, million spent aqm repa{rs in’the'19?9-30
school year was only one-fourth the "amount spent five years ear11er, wh11e,
virtually every other budget 1tem had r1sen A lack of adequate supp11es and

. )
up-to-date textbooks only contributes to the problem. (One school was found

¥

to be using geography books printed in 1954). The creation of magnet sfhools

and opt1ons .already - ava11ab1e at “the two “better schools were seen as

=
respons1b1e for dra1n1ng talented students from the b1g, comprehens1ve high

« schools where 55,000 of the c1ty 3 6?,000 high school students are enrolled.

And finally, the systen and the city as‘a whole were until the appointment of

-

. 3 new super1ntendent in October of 1982, cr1t1c12ed for a lack of leadership.

N

The new superintendent is the First B]ack to lead the d1str1ct She is also_,
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current‘ly the highest pa1d pub‘hc off1c1a‘l in the C1ty of Ph1‘lade‘lph1a. For“'.t
parents with children in ‘the system, she represents new hope.

The corrl'numty 5 focus .on the school system, however, was prompted
‘primari‘ly b{ the fact that teachers in the,district ‘had gone’ on strike the "_:
previous year, and  another strike seemed inevitab_l_e‘durino the 1981-_1982'_:
school year. This o;'iy: contri;uted to * many Phi'lade‘lphians' loss -_of

_ \

: ) . N . .o
confidence in the_schoo'ls' ability to educate their children. When the .

strike‘l did eccur, no one was 'surprise‘d, but su.t;stantia‘l‘tensioﬁ, anger and

;éo‘larization were generated.‘ 'aB‘lack_ parents and teachers opé‘ﬁ”e_d:".'str'ike '

sn:hoo‘ls,;l fee‘lihg betrayed b}(d system with no vested interest ;n the
: ‘education o,f their children, -while white teachers fought for a contract they _

felt they deserved. L -

.The 1981-82 stgke lasted for 50 days, and many people felt that

"absolutely nothing was accomplished." Thi_s"latter $trike wou_'ld u:ltimate‘ly k

have a significant impact on students and ~Iteaohers, as we‘l,‘ll as on our

&

research. The first semester lasted only twelve weeks, and the 24-week
asecend séhester was held only at' the expense of most of the semester's
holidays and part of the Summer break.’ Additionally, ‘extra thirteen minutes

were added to each day's schedulé. A‘lthough both students and teachers were

-

anxious to return to school, some resentnent surfaced between the teachers

-

_who had taught c'lasses and those who had refused to cross picket ‘I1nes during
‘; the strike. {(One Nordsworth School teacher who had taught c'lasses ‘dufing ,the

str1ke even got into a ‘fist f1ght unth ‘some of the other tea‘thers). Both

- Il

students -and teachers 500N grew weary due to the 'length of th%school year.
Fpr

and, mimma‘l vacation time. Fina‘l‘ly, the first semester: was shortened further
because. of the time-«reqmred for students and teachers to put the str1ke and

-

its prob‘lems behind them and" d1rect their attention to the process of

- B L]

education. ‘ "_
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Two books and several articles have been written about the Wordsworth
School. Its success was-in's;trumgnta'l in the creation of similar schools in

Chicagé,. St. Paul, Portland, Washington . (D.C.)-s Pgr'is' (France) and

Chri'tchurch, (New Zeéiarld}. - The “Student's Guide to the Wordsworth School"

-

describes Wordsworth School as “one edutational amswer to the unrest of the

‘ “Ia.te sixties,"' whose ‘ﬁhti'osghy,“recognized that the community as a whole must
be”a partner in the learning process.” Theh uo“rdw;rth.Schoo'l was begun in
1969 by the Director of Development for the Schoo! District of Phi"lé&e'lphi‘a.
It was designed fmyfi‘lize the resources of public and pf‘i;'ate, institutions ‘I
in the city. Unifs we:re opened, on three differgnl:_'-compuses, enrolling 580

. N . -""\ e ~
students, beginning with Alpiag in February, then Beta -in July of 1969. As

. A~ ' . .
the program expanded, a "teacher/administrator® was appointed for each /umt,

L}

all freporting to an ovgré‘l‘l Direétor. In September 1969:,_' Gamma was :/opened
with both e'lgmentary and high _school age stubden.tsp However, it nga,s's‘oc;n
deg::i'ded that Wordworth School should remain a high schoo‘l'. Finally, th}e
De‘l1‘:a and Zeta campuses were opened in Septémber, 1971 and Septemb.er'19?5,
respectively. Tﬁta‘i Tarogram enroliment 'is currently about 1,200. The
-schoo‘l'_s current. Principal succeeded its original difector-in August 1975.
His appreach to “education ‘is" “consistent witfr the school's founding
bhilospphy? . -

Wordsworth School is’organized into five “mini-schools," all operating
hndér the philosophy of a ‘"school without walls." Each unit has <
approximately 300 studeﬁfs;’lo teachers (one “-Gf whom also serves as a unit % ,_'/
head), and sécreté'ry. Each unit is made up of students from all '-parts; of the
city,‘ with varying backgrounds and levels of ability. While the staff in
each unit work as a- team to plan the program, the .'Principa‘l is _r'esponsib'le

for the program as a whole. A small central staff hand‘ies QisitOrsi, deve‘lops‘

> : T
* s
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programs, processes records?bf new students and graduates, purchases supplies
for the units, and increases the number of community-taught courses.

Each student is expected to earn 4.5 credits per year to graduate "on

time." Frequent ‘absence and lack of completion of the required work are

sanctioned with -academic probation. Students so sanctioned are offered
R s - 2

-

special help from the staff which may involve a parental ‘conference and

after-plass tutoring. Classes meet at verious iocations throughout the city,
including churches, offices, college campuses-and public institutions. Many
classes are within walking d}gxgnce 'ef each other, but when students are
‘required to travel more than ‘a2 mile from one class to another, Wordsworth
provides tokens for public transportatien.

Most counseling is done in Tutorial by teachefs (Tutorial Leaders), who
ass%st students in selecting cpurSes based on their interests and needs.
Tutorial Leaders also made themselves available to assist students with

personal and academic problems.. In addition, each unit has a Guidance

Counselor who assists Juniors and Seniors with preparation for .and

applicatidn for admission to college, and with career choices.
Stafﬁ Courses" are taught by Wordsworth School's own teachers, and range

from bas1c to advanced.
.0 Ba51c Cources are assigned ‘to” those students who need to
strengthen skills in specific subject areas.
Intermediate Courses are open- to all students, regardless of
grade. level. -
Advanced Courses are oper to those students who feel they can
do more difficult and challeng1ng work. v ,
Independent Study is a learning experience which the séuﬂent
achieves through - a2 written contractual agreement with the
teacher, in which he outlines his goa'ld ~and sets a completion
dam. o i . a
& - ‘ : L
Wordsworth Plus is an advanced %ourse for those students who
are “judged superior. ‘In this program, & set of courses is

L]

+




designed around a theme which hés been selected ;or its
“intellectually stimulating qualities."
"Tutorial® is the word used to describe a required course which meets
three. times each week. A tutorial is comprised cf students of varying ages,
and has a curriculum which is dedicated to promoting "reading and writing for

pleasure,” or "Sustained Reading and-Writing." Each tutorial course requires

a small collection of paperback books, and students must carry a copy book

’./: ks

for writing. “Institution Courses" are those taught by volunteers in the
city. _wThey consist of classroom instruction, plus observation, work, or
independent s@hdy: College-level coufses aFE avai]ab}é‘ at a number of
colleges, ‘cammunity coileges and universities: in the qcity. (About 80
. students audit college courses gach semester.) All courses range from .1 to
1.0 credits, based upon the number of -times they meet each year. Absénée and
tardiness are penalized, although studen}s frequgntly cut class on some
campuses. Although homework is required in ali élasses, students suffer
negative repercussions for not completing assigmments. Students are alléwed
to invite visitors to attend their classes provided they receive approval of
their Unit Head at least tuenty -four hours in advance. Some studenp; do take
advantage of this policy. .
(.fhe atmosphere pf the Hordswortﬁ School is relatively relaxed. Students
address and refer to their teachers and staff including Unit Heads and to the :
schooi’s principal, by their first names. Hhenevér there 1is a -specia‘l.r
problem to be discussed, a film to be viewed, or an'important issue to be

-~ debated, a “Town Meefing“ is called by the Unit Head. All students are

strongly urged not to miss these meetings, which are considered “"am important

learning, experience.” .

’

7 .
Throughout its existence, Wordsworth's experience has wreflected that of

other schools in large; urbars— public education systems. It has suffered

4
+




o

36

from “chronic budget shortfalls, perennial Yeacher strikes, custodial

s

strikes, public transportation str;ikes. repeated teacher lay-offs, massive
teacher transfer and reassignments," yet rema'ines “§nnovative" and
"effective" (Lytle, 1981). Students are se‘lected on the basis of a ‘Iottery
system. To achieve racia‘l balance, a separate ‘lottery is ccmducted for each
of e1§ht sub-districts in the city. For the past "three years state and
federal desegration gquidelines have restricted this lottery process by
setting the percentage of non-white students designated schoo‘ls must accept.
(curEent'ly 75 percent). This policy di,scriminates against non-white students
seeking adnission to Wordsworth 'Schoo‘l. For tde past two years, students
absentjmore than thirty days in the‘ previous school year, and those scoring

below the 16th percenti‘le_'on a standardized reading test have been refused

-adn;ission. In its first year, Wordsworth School received approximately

10,000 applicants for 150 places. It now receives about 1,000 applicants for

450 places each"_year. The program now received “fewer white students, fewer
able studentﬂsl and fewer act:ivist students" than in ear'l'ier' years, and has a
faculty described by its Director as "older, less zany, more professionally
oriented,. ;nore' degreed more syrnpathetic vrith the teachers' union, and more
conservative." A‘lmost a third of the f{aculty are teachers wt;o were
invo‘l‘unta_ri‘ly- transferred to Wordsworth School, ’dﬁ?‘ing the school district‘s}u
lay-off and racial balance reassignments of a few years ago. However,

professional satisfaction appeared high among Wordsworth. School faculty.

‘While the School district assigns teachers- on the basis of a 32 pupi'l class

size Wordsworth School c‘lasses average about 20 students, due to the variety
of courses taught by volunteers. At least 65% of Hordsworth s students each
semester take a course monitored ‘or taught by a non-facu‘ltjf" member.

Wordsworth School also utilizes other school district programs, involving




vocational skill centers, evening high schools, and late afternoon foreign

‘Iangu&ge rg‘l.ass‘es at a magnet high school. _

‘A number of sig:m'fi.cam; changes _'Havé; been Iinstituted since Wordsworth's
‘inceptiqﬁ. Basic skills ai-é now?‘ ‘stré‘ssed (each unit, for example, has a
~reading teacher), anzl grgdés are g‘i'\'ren in major suﬁjacts. " Subjects

-

'part_i.ci‘ga__ter-'inf'thé sEhpo] .district's achievement and competency . testing

p;;*ogr,ams.' And for the. pas?. s’ix years, Wordsworth's students have
dramatically out performed t-hbs;e of the two large compré‘hen_sive high school
in the city with the stuqént popuiétions most similar to Wordsworth's
"‘socio-ecori'om]'cl and ;-acia‘l' ;:=haracter'ist'ics. Horldswprth School ranks third

™ .

'amc;n'g the city's 30 h'[gh sChools - in college placement (65% of‘dwordsworth
' Qréduates:go,qn _to pursue -higher edfxcation),'and its students rank 16th in
,gociogconomic éh'arac.’ter:ist'ics. Within the past three 'years,l the school has
'-been cifed once by the Nationa‘l'UrBan {Zoa‘lition, twice by thg.U.S.O _Off'ice of ‘ {
,g‘ddcatidn,_ anf:l oqce' by fthe Pennsylvania Depar_tmeng of :Educa_t'ion as an
éxémp‘lar_’y urban high school Tﬁough at first heavily ' depe-ndem; upon
foundations and federa) categorical ‘g,rant's. for support, Wordsworth School now

receives the majority of its funds - from thé school district’” through its

regul ér senjor high school program.

- .~ IV¥. The Role of Writing in the Workplace .

Writing skills are a'sls_ur_rjled to be useful for work and the pursuit of. a

career. - It is 'as.sumed,J furth‘ér:more,' that the skills which adolescents
acquire for writing in *he classroom will prepare them tg.-move -in'to the—
workaace -~ to attain a job, to communicate~effectively about the practical

L] -

‘aspects of .their work, and to improve at their chosen occupation with the aid

" of thedr various 7literacy skills. We- tested those assumptions in our

intew'iepr]oyers‘ and employees and in our participant observation of

work settings.




Qur find¥ng was that ‘the "fit" between writing and work is not nearly so
neat as educators oft/e\n expect it to be. The utility of writing is not
seperab‘le from other important .contextual variables.: Potential employees
rareiy have the. opportunity to demonstrate thei?- ?iter:acy skli“lls if they oo
‘not first of all, make a good 1mpress1on on their “would- be employer. Making

a good impression requires neatness, verbal art'lcu‘latness, the abﬂity to

state_socm]‘lg_( desirable . goals for employment, and a range of attributes
related to se‘I‘f-ore‘sentat'ion, but not ‘I'iteraoy. !ﬂany of _the positions of
employment which were typically avai“lab‘le to the adolescents in our research
required no writing at the entry ‘Ieve],‘and it was only after they had
established a position for - themselves as trustworthy an;fl intelligent workers
{attributes vghi_ch were themselves I. very subj,ect'i\re and' va‘ryi,ng) th&t these
young people were qgiven respons‘ibi‘l'-ities which required yritig,g.. Many work
settings in which we typi-ca‘l‘ly found these adolescents providad no . overt
support for the use of .literacy skills. As the ‘fol'low'ing case‘study reveé‘ls, '
the mof acquiring writing skﬂ‘ls must be we1ghed against tlﬁ‘e necessity
of demonstrat1ng other competenc1es A young 'Iearner recewes fore- 1m‘ned1ate

‘( -

support for perfectmg these "other competenmes in the typn:a‘l work sett'lngs-

-

of this North Phﬂade‘lphw field sn:e

So far as adolescents are. concerned, .few occupations or workplaces'played
# . =
a greater role as employers than “1‘3 fast food industry. In choosing to

study aspects of the workplace, therefore, we decided ear‘l:y on to insure that

at least one study be 'conducte_cl in a fast food restaurant. 'We condutted a

series of interviews and observations within a MacDonald's establishment in
the nérthern end of the ethnographic field site. L0

As a background,' one should know that this store was a particularly

-

useful site because .it's owner and manager, now a minority entrep:eneur,

-
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began this career rather late ina‘life after 20 years of service as*d public

educator. First he served as a teacher for 10 years in the New York School -
- . ' .c:',’- ’
System, later he was an administrative Deputy District Superintendent in the

Harlem system. . ' , ' .
The of youths that these stores emp‘loj is very' impressive. At any given
time, the estavb‘l shnxenf referred to above. emp‘loys 40 to 50 youths, an‘v_:l in the
- course 'of a};yearf because of a turnover .rate of about- 50%, employs 75-100
youths.” of this 'extensive work force, only two are full-time emp‘loyees.' 'Fhe
first is the young man Or woman who opensoeach store at 5 a. m..and then, puts
in. an B-hour day; the other is a n1ght emp‘loyee who shuts down the operat1on
off1c1a‘l‘ly _at 11 p@'s and spends another hour or so superv1s1ng the c‘lean-—up.'_
AN oi; the other app'roximate‘ly 48 emp;lojees typically are part-tilme. Many
schedule their emp‘loyrnent‘ at MacDona‘ld's around their school hours. “It is

interesting to note that a major factor in the MacDonald’s corporate policy

)

to close at 11:00 p.m. ref‘lects child ‘labor ‘Iaws that, for the most part,

Bl

prevent youth- from worki ng past that hour.

~

The operation of  the MacDona‘ld’s store involves fthree salient
characteristics: teamwork.'; efficiency and reliability. In addition to the
owner-manager, 'or perhaps, an owner and a_manager who are responsible adults
running the store, the store typically employes 8 youths at any given time, 3
or 4 to run the front counter, and usually 3 or.sometimes 4, at peak hours,

to run the kitchen. There is definite tearnworlga and cooperation between these

two sets of players. * . .

- - *

-

A1l of the youths take part in the maintenance of the store. Tasks range -

from the most simple and men1a‘l ones such as sweep1ng, counter c‘lean1ng, or
f‘lavr"?‘reamng, £& considerably more cornphcated ones - tasks at a ‘Ieve‘l

which makes MacDona‘ld s a high tech enterprise. At least 0nce each day,

- - »




. - 40
' )

someon; must ca'l1:brate mi;:ro-processors on all of “the food eﬁuipment, and
.this includes a sﬁqprishg 'ia;-ray of equipment. It is the ﬁesponsibility of
each of the staff to.know how to ca'libr;_ate these machines, how to lgad them,
how to turn .the systems en, how‘to make sure, that all of the basic stops are
properly ss::, and how to perform simple maintenance. ) L ‘

Calibration is quite a é.mnp‘licgtéd taské At "regu‘lar i:(terva‘ls du:iﬁé_the
qay; these part-time worlgers have tol use rather sophisticated measurement
devices, digi‘ta'lk-gt_hemorizeters of_ various sorts, and tr_\g_L_must test the
ma‘intenanc.e wmperatur_;e of machines. If necessary, they mu‘s_t 're-caTibr;te
the micro-processor to an accﬁrate standard.' ]‘hey'do this in the morning,
and as necessary in the course of the day. The training that these
adolescents acr:tlire lasts several weeks a:ad iqc‘ludes a‘ step-by-steg: modular

* - 17 o
introduction to ‘the busing§s of the MacDonald's system. There is }ittle room

for creativity, especially for part-time help. They follow_ a -step-by-step

guided curriculum, 1including /hfn?Fs-/On/training before they are actually

placed to work at either_- the service counter .or the kitchen equipment. All

of this is an apprenticeship ugder the supervis'ion of the manager or an

experiencéd worker,- but it is augmented, by an extremely sophisticated and

.finely produced set- of video tapes, 10 minutes ‘ldng each. Emp‘l‘oyee‘_s‘. are
expected ,noj:__‘_qﬂfl_:y to put themselves t—hroujh thelbasic trai_n‘fhg curriculum
under 'thé' wa{:chfu‘l_ eyes of the. manager, but once they érh given-a job, they
are expected to watch, at least occasionally, one o:r, more of the tapes dﬁri*ng_
their dai1y 20-minute _break. _ In addition, thére_ are regular in-service
‘eva'lua{ic")ns' Quri'r'ig' ‘which the manager carefully ﬁatchesffor‘ t}me . proper

implementation of the system, and if necessary, gives the-part-time employees

rapid re-training. " |

L4
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The owner-manager looks for neatness, alertness, genéral intelligence,

' -

and direction in potential employees. He also looks for a person who is-

- 1

articulate. In the initial contact, the. way a person presents himself orally
as aw responsible and directed person, :takes a precedence over \gritten or
other teec‘hnica'l ski‘l‘ls.l He looks for a person w!'!o shows evidence of being a
team worker and: i:convinfed that e,fﬁi'ciency and profitability are und,ennin_edw,
Dy the lcner or person who "can't fit in." He—dlso watcnes for evidence of

extracurricular activities among édo'lescents as a measure of alertness and

responsibility. Fina‘l‘ly, he checks references.

The owner-manager say$ that he intewiews every Thursday between 3 'p.m.
and 5 p.m, during which time he typically sees 20-30 adolescentsa _Man_w} of
theml are sent to him by high schco'l ccnnse‘lors. ' Durng this‘ i‘nitia‘l'_
interview, the 'stress is . entirely on cral‘ and visual seﬁ-presentation. K
- interview schedule which they

L

recommend tc their managei-s and owner-operators, this owner feels that it is

Although MacDonaid's has a standardized

ineffective ‘and he 'learns more about the emp'layee-app'licant by conducting a

-

more informa‘l and open- ended interview. -At this first ‘interview, he

concentrates primari‘ly on show they present themselves and answer. questions

about their interests and prod:ress in schoo] who they approach life, whether .

they have a positive or negative attitude, and what their ambitions are. The

articul ateness he watches for is essential to the p_rofitabi‘lity of the shop,

- ‘ . N L
because much of MacDonald's reputation is based on customer relations. His

insistence .on a person who can <¢ogently state his ambitions in life is

-mot:i\}ated by I'gis. belief that he requires serious einp'loyees.' He  recognizes

;that many teens come in thinking of MacDonald's as a menial job, but he is

offended by this attitude. According to him, % the vast ma;jority of

= -

adolescents fail the first interview. In fact, he only invites one or two

-
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out of that many for a second interview. He stressed that evidence.of an '

-

elxcg{ss;ive'ly casual approach to the application "proc'edure, such ‘as tardinéss,

. sToppiness: or evident dishonesty wou“ld if the applicant were employed, be

" cause for immediate dismissal.

Also in ‘the first interview, the owner administers a standardized

L

.emp‘lojrment application which, he c‘laims‘is uniqué. He afks baékgljound
information, inc"lhding ‘name and address, phbne numbgr, age, sex, t\he nRames
and addresses of parents or adult guardians, their employment and ‘Some of‘_‘
the ipr—-employment history;‘ He also asks about the app‘licant's';s;hoo‘l record,.
the Inames of feachers and counse‘lors_,“ and requests referencés. I?i'na]‘ly, he
al 59' asks- when the 'app'l%cant would bé available for work. IR

‘ The owner also réported t;'na.t quite-a l'arge numbéi' of teen ;pplicénts fill
out the employment ap'p‘lications'incomp‘le-te‘ly. _Mbst of -'thefn have a difficult
time answering questions.regarding days 5nd hou‘r“s-‘bf:avai‘lalbi‘lity.‘ He was

L]

uncertain as to whether they cannot read, or cannot comprehend  the questions.
M;ny applicants come t0 him upon the recomen_dation of counselors or teachers
and he feels that these aﬁu‘lts do not - adequately prepare the kids for ak
employment° interview. They seem . to ignor:e the verbal 'and- social
i‘ﬁteractiona gspecf; of applying for-a job. )

Wher an. :appli;:ant retur:ns for a se&ond'interview, the -owner probes mo;-e
'deég‘l‘;' into their skills. At this Point he seeks cleanliness and aptitude
for business;. By thjs.time he - has v_eri'fied the;ir adu‘lrt references ar;d
extra-curricq‘lar activities. Their acédemic ,-recor'd's are .more important to
him at fhis point thar in the initial ipter\n'e\;.  !-|9 notes that his s:tor,e
.does over a million dollars of cas;h _husinéss and the profit margin is low.

"It's a pennies' business," and he needs employees who are accurate in basic

quantitative skills. Furthermore, he needs applicants who work _well with

- ha

r ]

others, because the effici.ent operatio'n of the shop depends on collaboration.
. ( . . ’
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& Having succeeded in the second ﬁinter\f\'iew, applicants then enter the
tré'hling curriculum at MacDonéld's,' which typ’]cally takes about a month. -All
/ar;e cross-~trained in multi p"le tasks, so that there i“s redundap;y ip the shift
ugorkfo'rce. fverybod_y: in the shop is' essential to an -efficient operation, yet
no one 'in@iﬁd_ua"l becomes Air.rep‘-laceab‘le at any giiven task. * Quantitative
ability is tested with é simp‘le-quiz- which MacDonald's has developed, and
which i% geared to a fourth- or fiftﬁ-gradé level. The owner notes that it :

is not gﬁsentiz‘l to have ability beyond this, because the n_:ash‘ registe;-s' at °

. the counters are '_'ilnte‘l‘ligence machines." To operate them, employees must: o

Kind

read the menu, which is printed on the touch’ pad registef* boara, read the-

3

- total dollars, and read the amount of change that the machine instructs thém

*

to return to the ‘customer. VYery little of the training requires reading,
although there are written reference materials for proper operation of evéry

aspect of the business. However, .the content of' all writter material is

-

reinforced by videota'pe and direct experience.
When asked about common problems, the owner stressed deficiencies in
attitude rather than in skill. He noted that many of the adolescents whom he

had met were not interestéd in'work, and showed no evidence of pride in their

-

“labor. Rather than seeing the work as a shared endeavor of value in itself,

" many applicants appeared interested in money only. This lack of cbncgrn

accounts for over half of the faif’ed app‘lic-aﬁts. ‘

= ]

The o_wnerf-s-ma,nager considered partia_‘l'ly completed aapp‘licati_ons -
presumptuous. He articulated his disgqust By saying "it's not my role to put
pebp‘le together." Incomplete applications cause-a dilemma for him, in that

he must decide whether or not to terminate the interview. His. experience of

o

the -applicant prioi- to seeing the application enters.s into ~his decision,

“particularly his oral and visual self-presentation. If he feels that the




applicant has presented “himself well, spoken well of himself,. made a. good
overall .‘p'resentation of himself, he will elicit the missing infomation‘and
help :the applicant. On the other hand, if up until that-point he has felt

negatively towards the applicant, then the incomplete application is grounds

s

for termination. T N ) -

A

What' emerges as salient in the owner's assessment of® need‘is that the
teena§-|e workforcé be made ﬁp of. responsible, re‘liab‘lle -team workers. = These :

. personal attri.bu;l:es are:valued above all other technical s!(i‘l‘ls.' The level
of technica‘l- skills réqujred is low. Organized extra-curricular activities
are taken as signs of ability to work with others.

At this restaurant, and probably most. others, technical skills and eveatlﬁ_._L.,,_
ree.daing skills are not perceivéd as crucial, because of-the systemaic modular
training cur-ricﬁ'l'um, during ‘the' intial month or. six \;teeks, as well in the“
per:iodic ir;;servicg traini’ng experieﬁce. irr]ese are augmented by carefuily

:-prepared audilg and videc-;‘ tapes of each step Ior c'omponen_t of_the MacDonal d's

system, including ~the level of mathematical and reading skill which is

demanded in MacDoﬁa:ld;'s. f‘irtua]‘ly ,,gé writing skill is rjﬁujred for these -

pesition. - ) >

-
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¥. "Rap" -- The Ethnographic Analysis Of A Folk Genre
As Related o Literacy T .

- One of the research methods which proved most fruitful - was -the
d

investigation and descmpt‘zon of naturally occurr'mg Jpeech and performatwe

' events which ﬁe‘zther contain wrf%ten component or mtnessed an obvious .
' sel f-¢Onsciousness and structufed use of ‘Ianguage among our respondents. ‘

~ That event which réceived the most{attention in our research was 2 folk genre

3 N - - K s

known as rapping or rap music, an oral tradition of narratioas and ‘pgasts
¥

*which are spoken (usually. in rhyming coup‘lets)q_over contemporary black music. B
The (form and content of rap ‘lyr_ic's‘ draw on several generations of black m-ban"
folklore (e.g., toasts and sounding), yet the genre as it is practiced today,

Edhtainé its own unique characteristics. ’ I

M &

Umqueness is one ‘of the salient issues when considering rap as it might

be related to ‘hteracy, for it causes one to consider many of the common
- ¥

assumptions about folk and elite -traditions. ~Many assume wrogg‘ly that

folklore ‘ls repetitive and co‘l‘lectwe, whereas 'I1terature (as the possess1on o

! ' - B

of elites ‘and fonna‘l inshtuttons) is ~regarded‘ -as umque and . 1ndw1dua‘l e

g (Szwed .1981: persona‘l cormnumcatwn). In actua‘lity, each performance of a ’
F .
fo‘lk text {rap music 1nc]uded) is- umque and shaped in an 4ongo1ng f'ash'zon by

_the mteractlon-between the audience and performer. Formal "writing -and folk - -
' - <" . h . .

H
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performance have n common that their texts are the products of particular
a0, b .
~* contexts. Uniqueness is a factor of audience expectations and is derived

< : ; -

from specific social ‘contexts. o . - ] e . . '

Ll

LY

Rap expressed the sentiments a_nd drarnatized- certain rlorms of. se‘lf-

- = i

pr'esentation for many of the youths in our research s1te. It was

¢ furthermore, among the most s1gn1f1cant organ1z1ng 1nf‘luences in the1r lives”

-~ Y

outside of home and .school. In the” sense " that. many rap ‘lyr1cs 1nvo‘lve sel f-

1

pronouncement and displays of the mostradmrab‘le qua‘l1t1es posSessed by the
- performer, the primary function of rap is persuasive. Therefore, from a
dramatist’'s perspective (Burke, 1969), rap"rnusic is rhetorical. Of central

importance to the present d1scuss1on is that rapp1n§; fdsters a substantial
amount of se‘l f-motivated writing amo‘ng these adolescents. Most of the youths
wh‘o perform rap at local_ clubs and | private part1es write\rap lyrics, sorne
producing literally ,\;o‘lomes of notebooks-fi‘l‘led with original poetry. ~

. Ethnographic research, combined with the examination o{f; texts of “rap
lyrics suggested that there are numerous simﬂar'ities betwee'n‘ what 'rap
“lyricists do with 'Ianguage and what teachers want students to accornp‘hsh in .
‘the1r wr1t1ng. l.\'r1ters of rap are, first of aln, punposefu‘l mth ‘Ianguage.

They show a2 concern vnth the rhythnnc and tona‘l qualities of 'Ianguage and
will go to great lengths to select ‘the proper ‘Iex1ca‘l item to convey the1r
désired meanmg, while remaimng with1n the ‘I1rn1ts of this genre. Rappers
and the1r.aud1ences br1ng a consistent, 1f impTicit Isense of esthetics to the
rap performanc,e_,' and it "is cTear that .audience response is forcefo‘l _1'n
shaping .the raoper:s pr'esentatio_n. Furthennore, rap ‘I)ricists _Ese literary

devices similar to :those taoght- in the classroom and have._particu'lar

techniques for accomplishing important stylistic goals in their raps, such as

maintaining thematic coherence. Finally, the production of rap lyrics, as it
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- * 'Ioccurs in natural settings, invoTves -many -‘types of social interaction which
. can be :vita‘l to the acquisition of a much broader range of 1iteracy skills. ~
With thes:e factors in mind, we addressed ourselves to the fo]lwing'quest;on:
Might these b‘lack'and' his{aan'ic writers Qof 'rap be attempting (to
achieve similar ends through identical or complimentary means as .
- those which teachers are attemptmg to accomplish 'in c‘lassroom . -, .
. instruction? . . T
The History and Ssciai Context df Ra|;-.Perflor-mance : _,:f"' -
Much has been wmtten about th,e'\mportance of verb;‘l art1stry in the T
Black - comumty.,- Fo‘lk‘lomsts and sociolinguists v(i.e., Abrahams," Kochmaﬁ, T
) Labov, Mi%cge11-xernQn and others), have contributed gignificantiy to our
| ﬁnderstanding of the high eSteem -in which the ski‘l‘lfu‘l rﬁanipu"lation. of
1anguage is‘ he:l-d. It- Was -ther'efore not surprising that our efforts to
identify and describe literacy re‘lated behavior in community sett1ngs, 'led us .
t0 the study- of the phenomenoh 1n contemporary B‘lack IES"C known &s rappmg. ]
T The term rappmg hasﬂ its origins in theo B‘l_ack comumty, its usage even‘
I]aving been traced to a variety ‘of;Hest. African English rspc;ken in Sierra t
. Leone (Dalby 1972). It has been defined as "pérsuasive 'gpeec}u._. uced to
- -

manipulate others to one's own advantage (Abrahams 1972); and as "a sales
pitch° with the rapper advertising. “the goods‘ he has to 'offer..l given and: ° - o

received not ‘on the authenticii:y of the factual content ‘but ‘on  how

b

_ convincingly the pitch’is delivered” {Abraham. and Gay 1972).

-

This term has been- used. to refer to the rhetorical style of the v;erbéllly

“adept political -‘Ieaaéf - H'. “Rap” Brbwn, for ex;mple, former head of the

" Student Ngn-v‘io‘llent Coorqina-t‘ing Comnittee (SNCC), received his nickname
because {Bf hi's consideral verbal expentise 'démonstrated during the: most

"m‘i‘lii'.-a,nt period of "the civil rights eras It has also been.used to refer to .

the Black ma‘le'.ls ability to dmpress members of the opposité sex through the

e ) 51 " .I “-_ ]




use of clever verbal strategies, or simply to describe ordinary cériversati‘on,
although . mtﬁ "a high degreer of personal style" ({Kochman 1972). Most
recently, however, this term has been used to refer to a genre of B‘Iack'music

whose influence i{as‘ extended far beyond its original circle of popularity,

-~ (Black adolescents, particularly in the northeastern section of the United

States}. In its current usage, rapping has come to refer to a form of oral
poetry, performed over thekb‘ackground‘f‘ contemporary Black music. It is
~ characterized by thé rhythmic relation of wo?-_ds to music, rhyming couplets,
;.l[ld the manipulation of prosodic features sﬁch as the length and stress of
individual syllables. ]

The evolution of the genre 1is disputed ‘in‘ the Black community. A .
.. plausible hypothqes‘.‘is, hou}ever. is that rapping in its current sense grew out
01;' the ‘zall;and—response tactics used b{ édo‘lescents*spinning records at
parties, as .a-means of en.:_:laging the audience and encouraging them to "get up -

and - dance.” Gradu2lly, "the - disc -Jockey -assumed a greater role \}erba‘l‘ly,

o

. . N . &
until he ‘was speaking in .rhyme throughout an entire instrumental record. If

he was skil1ful  enough, fq‘l"l audience par’ticipafion’ would be ensured.
Experimenfation was e\}entuany introd_hc"ed by -emp‘loying two ﬁr more “rappers”
at the same time. Finally, r,appers became so adept at fheir craft that they
became the malin attraction., Inn this way, inner city adolescents gained local
notdriet,;/ or even-,: ,as‘ in the case of “Curtis Blow" the ™“Sugar Hill Gang" and
"Grand Master Flash and the Furious Five," national recogrg'ition. Almost
immediately, adolescents in the cities of the Norftheast, in emulation of
their peers who were -able to gain considerable success in this manner, began
to create a“n‘d perform raps themselves.

Performers of rap hobe to accomplish a variety of rhetorical goals in

their performance:
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o to gain and maintain the tinvolvement of their audience in the
" music and in their 1yrical renditions or, simply, to entertain

o to present themselves =-- particularly those traits ascribed by
- 5exX role -- in a desfrable manner

o""to enhance their own personal 'self-esteem, while damaging the ///
reputatton of others {as fn the ritual exchange of insults) ’;

.

o to assert and - develop ersonal identity for themselvei/ one
which is clearly exaggerated to.the point of being fictiona

o to alter social .opinion, for example, for convincing the
audience of their superiority (particularly those members of
the audience of the opposite/sex) '

o to demonstrate personal power by effectively controlling the
audience :

o to gain membership and status in an extended peer group
Performances of rap are generally framed in - sexual competiton; Usually
rappers will determine whether thej have 'successfully accompljshed their
rhetorical goals by how enthusiastically the audience responds to their
performance. -

Above all, rap musi¢ must be rhythmically and melodically plezsing.
Listeners generally evaluate the skill ot a rapper by' how able he  is at
maintaining a.beat; He must also be capable of coordinating his rap with thé-
music. The foremost Quality of this genre recognized as important is that it
be appropriate for'dancing.

Listeners also have an unacknowl edged, yet consistent set- of expectations
about the use of language fn rap music. [ Audiences will ‘not listen to. the
content of lyrics if they fail to synchronize with the music, but “thefr
expectations are more elaborate than this. They have ‘criteria for
distinguishino between "good” and "bad lying” in raps. A good lie seems to
be one which js an exaggeration which goes beyono the lnundane,‘ but is not

extreme to the point of being flagrant. Listeners often say that'a good rap

must “make sense.” By that they seem to mean that a topic must be thoroughly
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developed in a rap. Yet, they also recognize that a topic may be
overdeveloped. - Listeners seem to prefer thematic development which is

reqularly interrupted by chora] repetition. They ‘also insist that the

.transistion between topics with{p a rap or between rappers within & single

~ performance be executed smoothly. In the texts of rap performances one can

easily identify lines which are devoted solely to transition between ideas.

Strategies Emplofed in the Productibn and.ﬁerfonmance of Rap

TheN\role of rapper 1is best coqceﬁ%ualized as thaf of story-teller or
orator. Like these'characté;s, tpe rapﬁér.%s concerned most with the-pub1ic
preséntation of his or her language skiils in” an entertainina manner.
. Because rap is fundamentally an oral genre, the [ap '1}ricist -is less

concerned with the _.erfection of words on & page and more concerned with the

2

delivery of self on a stage. In addition to feeling obliged to perfect his

3

or hef talents with words then, the rapper must deve]op talents for
. p *

responding to the accompany1ng music and to the audience. The semantic

content of a rap is often regarded as secondary po‘bothathe musiq and the

: ! PR
audience response. It is appropriate to view the” rapper as performing in

competition with the music and d1stract1ng act1v1t1e9 --‘such as dance and

-

drink -- in which the members of the aud1ence are constantly involved. - In

orde; to effectively compete, to manipulate the performative context of

£y

his/her benefit, the rapper needs 2 vari%ty of skills:

0 the lexical and syntactic éki1ls of describing .the events,
details and facts contained 1in the rap so that they are
esthetically pleasing - :

a structure for ordering -and introduéing these utterances
{(often a structure identical to that found in other song
narratives)

a

a set of skills for_fhe embellishment of the rap performance
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It‘ fs this last .set of skills which seem to be most essential: to a
successful public pérformance of ‘a rap,‘ for” it 1is these skills which
‘-.dramatizelthe rap performance-. Eﬁbe‘l‘lisﬁment-‘ski‘l‘ls include such features of
. the rap ngrformance as {1)" the rapper's ability Ito‘ mimic voices, for exam'-ple
to imitat’e r}a-dio disc jockeys or simply to change the tone and p?tch of the
T \g_oice; {2) the mb%‘lity to coordinate the spoken rap with changes 1n:the
background music, for ‘exa'mp‘lé', "rapping hard" wﬁe'n_the music softens and

intérrupting the rap to dance when. the pemuésidn if foregrounded, (3) the

-_ ab%lity to -ihteraét with the audi;:ce, by a v’ariety of technjgyes such as
ca‘l‘l/respons:e or fhg use of mock dialogue, whe:. the rapper talks as if the
kaudie;nce we;rl-e en.gaged in conversation. Certainly, this 1list is incomplete
and sérves only ‘to illustrate the multidimensional character of a rap
ﬁerformemce and t’h;.' many constraints placed” on the ‘rapﬁer,who\ hopes ,to-
] achievé a success;.fu‘l pF:-rformance. o _-"_._ e e T -

Writing is .secondary in the production-of rap. The rap is written only

— T

~for the purposes of refinement and .memori'zation. In fact, what is written

often goes through -several stages of editing and refinement and, when

performed, may be completely d%ssim-:'"l,ar to the original script, ;jany

rappei-is_, for example, pride themselves on the spontaneous production -0 vraps
which ;;)nsist of the combination of 1lines- freom;previous‘ly written raps.
Indeed, most rép-s' draw upon previously 'recorded raps, the lyrics of other
popular ‘music, and various other sodr;:'es. Although originality is valued, it
is by no means essential to, the proquction of . rap. \

-Once the first draft_ 01;- the writ{:eﬁ ‘text is- produced, it may .then be
F’sha'red‘ wi‘th_ another rapper and subjected to a process of co-eéh'ting, with
both - 1nd1v'idua‘ls. checking specifically for the rhyming coupiets and the

. . _ <
.compatibility between the rhythm of the music and syllabication of the text.

-




We noted that there existed acknowledged expéfts in-the,production of rap,

‘ who were frequently consulted in this manner. &
Rhetorical Skills at Work in Rapping.:

That rappers are intentionally rhetorical in their performances is made
clear by the following dhote, in which one of our repsondents discussed h%S‘
use of *busting”" (verbal dueling) in a rap:

o I was going .against somebody. They tried to bust on me  first.
"1 (always) wait .for them. If they bust on me, ‘then I got a
rap that . . . It don't bust on them, but it tells them what
gonna happen if they keep on doing it. And then, if -they keep
on doin' it, that when I unload. ) -
Its time- I hear from some good competition. / This brother's
acting like he's on a mission. / I'm about the rap, but he's
about the bust. / 1 make the eagle on the dollar sing "In God
-we trust.” I'm not about to bust or (start) clowning around.
/ But 1'11 give you fairwarning that I can throw down.:

Numerous ‘skills related to the a&acquisition of stylistic sophistication ‘

and rhetorical effectiveness can be found in the product1on of rap .music.-

-

Some of these skills are ev1dent in the written rap, wh31e others emerge on]y
in the oral perfbrmance‘of rap. Knowledge of those skills that are present
in rap, as well as of those skills which may be absent can inform educational
1ntervent1on. Many of the skills found in’ rap are essential _to the
development of writing skills in general: -

0 the use of dialogue

Hﬂﬁ“u the use of the third person 1n narration, although minimally

\\emp1oyed ,

. 0. the ab111ty to f1ct1ona11ze a Character

.

0 the ability to decontextualize items from other -sources and
reconstitute - that {tem for or1g1na1 purposes inm the author's.
own writing

Other skills common to rap were recognized by the teachers 1n our research as

necessary. in. the 'development of the critical esthetic senses which are the

,
Y L

requisites of persuasive writing:

1
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0 that rap lyricists and members of their dudience distinguish
good lies fromibad lies can be deve‘loped into an ability- to
distinguish con\nncing from unconvincing rhetoric

the ability to recogmze when -a topic has been overly or
incompletely deve‘loped is immediately translatable idnto an
understanding of the 'l'irmts of elaboration and brevity in
wr‘it‘ing )

-rap enthusiasts' insistence that each rap have -a central theme
suggests that rap lyricists recognize the need for thematic
coherence and may lend itself to the development of themat1c
structures-in written texts =~

-

Rap lyricists typically introduce the .topic of - their reps with admirable

-

directness apd succinctness: .
L] ' - ; " =

o I was at this party fust adoing real fine / until I° seen this
girl mth a2 big behtnd / F was at this® party, rappin hard /
Givin' out my'lines and givin' out my card / Well, I went te
the girl and 1 said “"hello, . . . / I go by the name of Jazzy
Jo." / Yes see, we got in my car and we went t0 the park /
You see, we took. off the lights so you know it was dark.

Often they comumcate effectwe‘ly in wr1t1ng by structuring “i:heir raps

according to a chronology of events, as in the prevqous examp'le. '

Rap ‘Iyric'ists were extremely creative and ‘equa_l'ly exa'ctjng'-in their tses-

of metaphor: . ’ o

o- 1-worked her body til she went v'ins.ane. / She started talkin'
like Lois Lane. / She said, "Hey, sir. I'm your fan, / cause—
" you did me badder than Superman.” ' ‘

o 1 ‘asked her name. Her name was Shirl. / She was the one with
the Jer1 curl. / About-five foot three, short and sassy. / She
weren't ‘no girl that looked like Lassie. / Now shé was good
and looked Jjust right. / Her Jordache f1t her butt real t1ght.

I'm the sure ‘shocking/ the body rocking / the disco .shaking /
the earth quaker/ the king microphone / the telephone young
men won't leave a‘lone. 2=~ when you spend that money and you
take me out / you' ‘I‘I find out what I'm all about / “Cause I'm .
too hot to trot /_I'm too cold to stroll / I'm bold enough to
make your- body fo'ld / 1'm guaranteed ,to .make your nature® -
rise, / If 1 don't get the thing that I mention / that's when

I start cry1ng for attentwn.

What remains to be 'invest'igated in these texts is the frequency with wl'nch :

-‘each'of the me,]or tmpes (metaphoric . devices) .is used and the. semantic
“domains from which they typically draw. What is apparen't, ‘however, ts that

Sy

~
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the use of topics for=these rap lyricists is not strictly metonymic or
S e N
‘associational. N

Rap lyrics-also de'monst,ratéd’ a capacity among .rappers' to “distill and
master the elements of another expressive Form and adapt it for their own

pruposes, as evidenced iln the adaptation of the introduci ton to the well

5 -

known television show Star Trek:
o The Bod Squad vs. Four Galour & One More N

Rapping, The Final Frontier. This rap Contains The Funktivity

of FIVE Young Brothers. There Mission: To Seek Qut Parties

And Microphones, And to Rock Shock Every Neighborhood. There

-Goal: To Blow Dut Every 22 In The .Universe. To Boldly Go .
Where No M.C. Have Gone Befo -

1
-

Inraddition to these rhetorical skills, a number of techniques emerge in

AR

the public performance of rap which were concewab‘ly, 1f not so 1rrmed1ate‘ly
trans'lakab'le into - writing skﬂ'ls ' .
o the ability to control an audfe‘nf;e

Get down everybody. Get Tive / We're gonna burn up the place
from mine to five. / Say you burn up *the place, then you mark
the bass. / And then you listen to the drums, while I set the
pace / I set the pace and then I say a riddle. / I'm rockin’
to the .-beat.” Step up ‘the mike a little,v/ Cause I'11 keep on
~rocking to the break of dawn. 1'11" perk up your body/ help
you get it on. . ‘ -

the —ability to - comb!ne morphemes  in a »unjqué, * but
understandable fashion: . '

When the women get hot, they like to go. / They want to go far

" for a little more. / 1 always keep some rhythms in store. [/

Now the beat I rock toris full of.steam. / I'l] make you rock

and shock til You wanna scream. [/ I'm jarmnn to the beat‘

let me take you Ig'\_the hand. 1’11 "take you to boog1e _body

“land. / But if you wanna go where the funk is free, I'n take_
. you to the land of funktivity. , ‘ <

From Community to Classroom ’ - : E v — .
9_ - -
Rapping, like writing, is 2 manner of self—presentation. In a discussion

-

of the forms of rapp'rng Kochman (13?5} identifies two ° characteristics

1nherent 1n it:




-
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o expréssivity - the projection of the rapper's péf'sona‘l ity onto
the scene or elicitation of a genera‘l‘ly favorable response
from the audience; and

'directiveness - the 'e of - rapping to manipu‘late' and’ control
" the audience to get them to give up or do something.

To this we can-add that the successfu‘l rapper must be:

o .convincing -- even to the point of ga'ining the audience's
acceptance of exaggeration,.

'artfull- as defined by the audience; and _
engaging“of the audience - since fms is ger.aera'l‘ly the bést'
\::_; o_f gccomp‘lish'mg the‘goa'ls of the _directiveness of the
- Kochman also observed that "one ‘raps to rather than with a person,l.‘s'upporting
the impression that rapping is to be regarded more as a Eerfonna;nc-e ‘than a
verbal exchange." {Ibid.) ) - '

Finally, in .our '19v’est_igati°n we discovered that the produci:ion of raps
is a ‘co‘l'lélgorative process. Once tI]e Jfirst draft of. the written text is
produced, it ;:.:'. often shared with another rapper" and subjected to a process
of co-editing, with both individuals monitoring specifically for the_°rh‘yming
couplets and’ they synchr:or_!‘izatio_n of <the ‘r;hythm‘ of the music with that of the -
text. (Indeed, this typea_of feedback from peer§ is sought by most °
orofessional writers prior to submission of a final draft.) -

Information -gathered regarding rappi;ag was useful 1in ' directing our
qDm:_-da\gog"ica'l approach.' " To begin' with, an examination of the five
characteristics of. a successful rap as outlined 'ab;ove,: revea‘ls‘ that these
same characteristics contribute significantly to the production of effective - -

Lo ‘ . \

writing in any form. It was evident, therefore, that these adolescents were

able to demonstrate many. litaracy-related skills whiéh they were assumed not

to pbssess_.
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" We also attempted to incorporate.the notion of perform)nce into classroom
instruction, because of 1its significance 1in the 'production: of rapé.
Performance requires an audience, andl our'desifé to greate an‘audience-}ér
classroom performance led to a focus on the collaborative proce§S' in the
pro&uctidn gf a "final draft.” Siudents were encouragéd to seek review.and
involvement of their peers, and to ’make re;isions on the basis of -their
cﬁmmenfs before 'submitting their finished products to . the teachers. The -

" results was @ more enthusiastic approach to writing assigmments, and &

significant imp@vement in the quality of their written performance.
_ /

-

By identifying and  ~ describing l the gernre of written/performative

“

expression known as rapping;‘wegyere able fhen,,to_improve both teachers' and

;researchers' understanding of the forms of _writing appropriate for ~ the
_ ' _ i N
classroom. Through the examination of}the_process of the production of rap,

we were able to identify key?element??.which were successfully incorporated
‘ into’ pedagogical strafegies. This was effective 1in creating a more

spontaneoﬁs and productive learning environment in the ;lass}oom._

The étrengths and Limitations of Rap in Educationai Stritegies

-

;Ceftainly the skills found in wriﬁing appeared - to Jeave much to be
desired . among JeddﬁatOrs. The enthusiasm and resultant literacy events

associated with rap contributed very little to the development of spelling
competqnce: for example. RaP 1yricists did not wuse " punctuation with

consistent - appropriateness either. They were, furthermore, admittedly

unconcerned with thematic conclusioﬁ, as one of the characteristics of rap

music is that it drones on until the persoulspinning the rgcordé fades one

-

song out and.mixes another song in, We did not believe that the papacea for

"

failing' writing skills among minority adolescents .was 'to be feund in rap

-

music alone.
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Yet, 'even’ the weaknesses of rap 1yric§ - once they are whderstood - we
‘believe could be tapped as a resource for the development of instructional

approaches in the classroom. Faulty punctuation found in the writing of

E

rappers might be explained as the product of interference between what is
appropriate fo oral performance’ anq-*what is necessary for fluid writing.
Rappérs who followed the common -dictum “urftellike you talk,” may have been

misled into relying on the wrong sources for models of correct punctunation.

Likewise, the knowledge gained from analysis of rap that many students have

few indigenous examples for brinQing*t?eif writing/to a close, whereas they

have ample experience in imtroducing topicijsuccfﬁctly_and directly, ﬁdy help

teachers to’ effectivefy_ direét “their energies in the classroom towards
utiliziing the strengths and reqedying the weaknesses inhecent in their
students' writing. o ’
. Most impartantly, perhaps, this exercfée in cbmparing hriting"in formal
and informai-set ngs demonstrated thA3t adolescents are impelled to write in
settings outside the .classroom and for particular, unofficial purpdses, €.9.,
sel f-amusement., _ The differences that exist between writing events that occur
inside and-outside of the clas;room may be chafactérized jn terms of purpose,
performance, adﬁ%ence, procegs of composition, structuré; fheme, style and
context. ﬁe examined- ppe"written compos{tion process, in a variety 'of
°settin;s, noting ‘that _wr{ting as it occurs outside qf the claésroom is
impel&ed (seif—motivated, collectively produced and appraised), uhereés
writing as it generally occurs 'in the c¢lassroom kis- 'cqﬁpelled _
(othef—motivated, -produced and appraised by. a sﬁaller group“—- generally
- teacher and student). - o - ) |
Raps may be useful in facilitating students' uﬁderstanding’of the use of
" yvarious lfterary and ;hetorgcai devices. By describing these devices,' and

contrastinﬁ their use in non-directed uriting (rapping), with thaf desired or

~
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expected iln directea, {classroom) writing, te‘acher'-S might com{ince students
that what is required of them in the classroom is not altogethér unfamiliar.
By drawing upon the pedagogical abi]ities offxpe;ienced classroom teach :r.s,'
and tapping 'Iiterac_y_' skills JT;ernp'lo,)»'ed in non-schbo‘l: settings to inform

classroom instruction, we were ‘able to facilitate learning and thereby foster

K L]

improvement in the quality of students' writing. _ -

- This appraisé] brought us- to consider how -the boundaries between formal

-

{inside ‘the c¢lassroom} and informal. (outside the ‘classroom) writing are

3

created _gumaintained and may be an impediment to“‘literacy.

T_hes' indings led us to evaluate”the differences between teenage writing
as it occurs outsidé of énd ip tl_.me' classroom, with the intention of app‘lying]-
those findings to “institutional writing goals. " _The “kind of writ}én
com:ﬁuni_f:atiOn which was required in the educ'a-t\igia)? setting was shown to
discouriage those abilities and to -interfere vrith; those processes that the
adolescent brings to writing by changing the composition process from
collaborative to solitary, the audience_from a speech community 01; peers to.
the t;acher, the context-from shared /méanings to relferentia‘l inde{aendenc'e qof.
text, the theme from self/concrete to other/abstract and the mode from’
poetic/ narréti-'onal to expository prose.

"

vI. Bilingualism and Bidialectalism: Social Constraints and Language Use

* It would be inéppropriaté to attempt an analysis of writing acc}uisition
a\nong Hispanic yc_)uths‘w'ithout also understanding 1‘:\he atﬁtudes, "beliefs,
Iva?ues -and social constraints that determine their overall attitudes about
léngpagé use. ﬁHow peop‘lé feel- about themselves -in .re“ua.tion % ather people
will varyb fro;n s'ettiri'g to setting, d&s will the way ,in\hﬁh thf-.'y present

themselves in public sett‘ings: Through = the observation of Hispanic

adolescents in the corrmun%‘ty and the school, it was discovered that the .

3 P A
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social constr&‘lnts which determine the gtility of one dia‘leéi: or language (in
“this case, Standard English, Standard Spanish, Puerto Rican Vernacular
English, and -B‘Iack ‘Yernacular I\-an‘lish yernacular) are crucial to writing
performarice, thef acquisition of writing skills,. and I’the .Ieva'luat‘ion_ of -these
skills on behalf of teachers.- I‘t was ‘a‘lso-shlown that the assumptions made by
Ruerto I’Zica‘n bilingual spéakéi-s» about the approbriateness of a dialect or

language will vary, depending on contextual variablés .such as the

. . & ,
partic{pation -of other speakers or the social goals that a speaker/writer

wishes to accomplish. : * o

-
-

Choices about language use (e.g., dialect preference and strategies of
Y
_code switching) are instrumental in self-presentation. How- one uses his

particular. linquistic repertoire will determine how .that person is viewed by
othérs, who his or her friends and enemies ﬁi‘l‘l be, and a range of ” other

factors related to social _affi‘liation. This 1is particularly crucial in

59

! . -
multiethnic, public situations, where individuals must adhere to certain norms

and accomp‘li'sh practica"i tasks without overt reliance on ethnicity td
determine how or with whom they interact. Uses o,f dialect aﬁd language were
- of particular concern to the Hispanic students in our “research' and played a
major role in how they were regarded by thé‘ir peers in the claSsmoﬁ. _
Ethnogrpahic observation in the c‘l"assmom did aot direc; us towards argx
way of c'léar'ly dis(inguishing Hispan'its from other students. Hispanic
students were fewer in number than eithér Black of Anglos. We worked in nE)
classes with more than tﬁo Hispanic si:udents;. Furthermore, the department of

theée students ETid not "_a‘l‘low tﬁém to be readily recognized among other

Students. Hispanic students gemerally, were heard speaking Emglish, both in

focused classroom activity and in social gatherings between classes or around

the school. They spoke either standard orcvernacu‘lar English most often
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while at school a,nd' in the c‘-asgroom,‘ they seemed just as likely to chose
fheir friends among blacks as a!ndng‘ btl:er Hispanics. Only occasionally would
‘one Hispanic student gddress_ apother in Spanish when within 1§he public domain |
of school. NOr were ‘the unique charécteristics of Hispanic students easily

.d¥scernible by teachers. They often commented that their students had
£nglish language prob‘lems.ﬂ'_ due supposedly to interference with Spanish,. but
could not easily ident‘ify-\ the specific indicators of these prob‘lems; AN of

~ . -

these details caused us to believe either that we were observing a subsét of
Hispanic adolescents who were very assimi‘lated“tc' American soci‘ety -or  who
'werg extremely flexible in their behavioral and linguistic repertoires.

In their homes and comfmit'ies these same adolescents were not nearly so
frge'of_bepavic;ra‘l mfarkers by ‘wh'ich their H'is;pan_ic ethnicity cou‘ld-'_ be
jdentified. With one exception, the parents :olf(__tﬁes_e‘ ado‘l'escent_s we;'e all
nativ; Span'ish-speak:ers' and the majority. were 'borp 'i.n.a Sea)njsh-s;eaking:
country,.usua:l ly Puerto Rico. "Most of these adolescents were from Houseﬁold‘s
where Spanish was spoken: e:gcﬁ‘lusive‘ly_or at least whe}a adults were present.
Most lived near the ,core of Phildde‘lphia's‘ﬁispanic community .?nd frequented
the ‘stores, churches and ser;'ic-e Qféa;tiiatiOns where- S'pa_nish was,‘sﬁoken
almost exclusively. ‘Outside of - school tﬁgse %ﬂdo‘l.esc:.:nts seemed muchﬁ; more
‘I'ike‘l,g-(,‘ to _s'.e‘lect', their friends among other Puerto Ricans. With - these
" friends they were obser\}-ed‘spe:ak'ing-Eng'l'iSh and Spanish, or a dia‘lécta‘l
variation -.combin'fng features E')f both, u;hich might be idenfif‘ie& as Puer.-to
Rican fernacu]af English. Their ‘Ianguage_‘ and Qia‘lect.pf'eferences seemed to
vary s:o notqiceab‘ly across community and school se;ttings, that the object of

‘our research became to understand the social constraints which prbm thi's

variation and the consequences of these linguistic stratiies for education.

i

¥
¥
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Two fakctors presented themselves throughout the research 'which ~emphésized
the 1mportance of soc1a'l “forces in writing and demonstrat1ng the ability to
write. The first of these re1evant factors is that 'Iearnmg and be1ng ab‘le"
‘to demonstrate a competence are collectively 1nf‘luenced. Th1s 1s best
i‘l‘lustrated by an’experience re‘lated by one of the ethnographe‘rs during ;the
course of this research;

As a group of‘ os was looking for the refreshment Center we

walked out of the room-.and turned left. I was distracted .iln a

conservation and not paying close attention to where 1 was going.
}he group of os‘went one way and did not-reaf'ize we were off the
track until we had walked for about 50 yards. We soon
encountered another group of people who Had made- the“}_s_ay_e-
mistake. At that point I said, “Well, maybe its' back this way."“

We walked in the direction 1 suggested and eventually found our

way to a place where we climbed the stairs to the second floor.

A( this point we became disoriented again. But beforeawe could

become discouraged someone came walking along" behind us .and said,

“Oh, it's just around the corner.” Subsequently, we arrived at

the refreshment center. !-:indjng our way a:ook- at _‘Ieast eight

different decisions and at least three different people, however.

The point of this anecdote is simply that indivi‘dua’l'ly this gqroup was
ignorant but collectively it was capable of rememoering and accomp‘lishing a
_;comp‘licated task. This is precisely what ha‘ppens in the classroom. Students
know co‘l'lectwe‘ly what they do not know individually. C‘Iassrooms' in fact,
"are often structured to make individuals appear 1gnorant because they share

i

knowledge rather than posses it by themselves.

Fl
. <
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Qur 1ntervent1on to 1mprove writing instruction in the classroom required
/"

that we allow students to rely on their collective know‘ledge to respond to a
greater number of tasks. assigned by their teachers. This entailed working"
with the way participation in classroom events was structured. *Becayse
ethnicity and l2nguage ability were of concern to all students and Hispanic
students in particu'lar, our modification of participant strdctures in the
classroom invo‘lved paying attention to the way !-hswpanic students presented
their ethnicity in the c‘lassroom.

The 'management of invo‘léément came to be seen as-the most crucial concern
as the reseachers began to work with teachers tc improve the quantity and
qua‘lity of student writing in these c‘lassrod;ls. ‘The management of student\
invo‘lvement seemed to be a constant concern for the teachers who participated
in' this research. When the research team first began observation in theh
‘classroom, teachers and students were in a stand-off. In these classrooms
teachers assumed almost total responsibility for the activities there. They
regarded it their duty to educate and to do everything : that” education
implied. For many of these teachers this meazet keeping the c‘lass in cont‘roi
and dispensing' information in a unidirectional manjner to “their ‘students.
Teachers often took responsibility for always being the one with the correct
answer to whatever questions arose and generally ~“for “creating curricu]um by
themse'lves. They carried the burden of the class. Students, on rthe/ other
‘hand, were bored and uncooperative. They comp‘lained:that school had little
relevance to their own ‘l'ives.l“ ‘

In the instructional intervention conducted by the research team, the
researchers attempted to take some of the resgdnsibﬂity for the management
of \invo‘lver_nent away from of the - teacher. . This was accompl ished -by

introducing activities im the classroom which'were'known to involve these

- -

adolescents~of their own volition outside of school. Music, sports, fashion
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and work ‘were fintroduced as topics for discussion so that rei‘.ear_-chers could

observe the ﬁhpact of these activities on tlassroom interaction. All were
known to be tom'csfbf cojncern for students outside of school.
) _In this restructuripg of the classroom around writing, ethnicity was a
powerful force {nf‘luen.cing- u}iti_ng, just'as it influenced language use and
self-presentation. In the school, many comments about ethnicity were
qirécted I;y peers at certa;in attributes of others, suchﬁ as dress, musical
prefereqce, ability, to dance in paarticu‘lar styles, or invo‘lvvement in'c.ertain
sport'.s. Studenfs .‘a‘lslo expressed their ethnicity and their values regar&ing
ethnicity by their social affiliations and dialect use. ‘Puer{,o Ric,-.an
U stqden}:.s recognized . that they wou_‘ld bé‘acc?ﬁed‘by' thei.r; peers and judgf.'d as
noﬁprejudiced 1f they made frien&éwamﬁn'a'ing'lo and'B‘lack students. They also

—_—

saw thjit their a.bﬂity to use items of Black English reduced j;he_ distance
between_,themse‘lvesrand Black students uh::; were invariably in the t;ajority.
' ) Opposing behavioral markers of ethnicity were imposed by teachers (e.g., when
;:eachers expected the competent display of Standard English, while the use of
Black English Yernacular was a methoq of ensuring peer group sd'l‘i'a_a_ri—f;y).
Puerto Rican students were i-rt-f‘luenced by 'two se.'ts of constraints in the.
classroom, one which aligned them with the teacher and the other which
a‘ligne& them with their peeré. In. a‘lignjng with their ‘peers, they often
-ménifegted behavioral attributes of dialect, dress, music and sports which
jdentified them with Black students. Other Puerto Rican students chos;e not
to al%gn‘themse‘lves strongly with any \particﬁ]@r group. - A third strateg:y
seemed to er;tail 2 regulariy shifting alignment, where -studeqt_s at times
responded to the behavioral demands of their teachers__and-.at other times met '

the expectations of their peers. Whatever the particular strategy, Puerto

* Rican - students seemed consistently to be manipulating various behavioral

-
-
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markers of class and ethnicity. Those who had the greatest overall su‘ccess

in the classroom (success be1ng defined as both soc1a1 acceptance by peers
.D - :‘W

and satisfactory eva]uation by teachers) seemed to ach1eve a certain degree

?
I

“of ethnic and class neutraﬁtx . . <

Puerto Rican students sought to establish a persona‘l neutrality 1n “the

-

c‘Iassroom through various .eans. Some were able .to speak Standard English E

with facﬂ1ty 1n many s'ituat1ons and to switch 1nto \fernacu‘lar Eng'l'ish onTy

Q

as ap_propr'iate around peers. These students were genera‘l'ly apprec1atefd and'

. -

positively evaluated by their -teachers. Qur -data suggest,_l.that thé1r
affiliations nith" black students outside of school were re]ative]y 1imi ted.

Other students seemed strongly affi]iafted m’th black” students. They spoke a
clearly d1st1ngu1shab1e B‘Iack Enghsh \fernacular and c‘Ia1med a preference of'
‘those sty'les ‘of dress, mus1c, and recreation that were jdentified mth-.B_]ack

students in the school. These students. seemed to be eva]uated’by teachers as

-

having the same languige problems affecting their writing as did the, Black

students. A third. strategy of Puerto Rican students in these classrooms was

Y

to be notably quiet and- generally nonaffiliated with “other students

a‘Itogether. Teachers expressed a *difficulty in appraising the- spec1a1 skills

<

and needs of these students. It is 1nterest1ng to -note that there ‘Was ne

apparent relation between their use of any of these strategies and the degr;ee»'

to which Spanish was used in their homes, yet all achieved some form of’

- - . -

neutrality in the classroom. . - )

', —

" Our implementafon increased the involvement in writing for each of these

students, but to varying degrees_.‘\' Those students who were -aligned with both

teachers -and peers, as well as those who were not clearly aligned with either

.~group were allowed to employ familiar suojects and formats in‘their writing.f '

-

Their writing was a way to .ex_plore.those sn.;b‘jects which they were a‘Iready

/S




mogivated to learn. For those students, who typically focused on meeting the

demands of teachers, the writing activities gmp]oyed inl our 1mp1ement3tipn
‘were a .ua} to ‘dévelop _ski11s which they ‘felt might also 'eﬁhancé their
reiat{Ons with peers. Thé mere fact that our writfné' éctivities legd to
inc;eqsed writing émOpgﬁihe qhiét and nOnaligned_gtudents meant that teachers
had_more'clhes_in idgntifjipg their particular strengths and weaknesses.
- 'Additiona1\ enhancements to writing resulted from“lour Cactivitiss thch
affected those Puérto Rican student; nho';ere a]ibned with Black students and
aﬁpeared to be thoroughly bidialecta}. Thése students iﬁcﬁrréd even more
advaﬁtages frmn interaction with Black studeﬁts. For them, ethnic boundaries
were all but erased around the product{On of partiquar written pieces. They
benefite&‘extensively from the .advice and co-editiﬁgtthey received from their
peers.‘ Because Black students constituted the majority in each ciassrddﬁ,
~ these Hispanic stﬁdénts could rely on a greater-number- of individuals for
_ input and responses while writing. Surprisingly, as these students gainéd an
increased'senée of:solidarity among their peers, they also seemed more T%ké]y
R < pake refereéce to their own ethnicity as Puerto Ricang, as if to suggest
that, becausg ;;heir:.acceptance in thef classroom was more certain,- their
ethniciéy was a less salient feature of their public §ty1es‘_ of
se?f—pregentatjpn. ’ |
In sum, our focus on Hispanic students demonstrated. that the succes; of . -
Qriting instruction i§ dependent oﬁ‘ the management of invQivement in the

classrddm. Ethnicity and its markers, one of the most prominent of which is

language or dialect "“are éssential to “the management of involvement.
. - - . .

Ethnicity is essential because it 1is fundamental to self-presentation ~and
pariicipatiOn in group activities, whether they occur inside or outside of
the c?assroom.: The ethuic identity of Puerto Rican Hispanic adolescents was

-
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shown to be somewhat ‘flexible or easily obfuscatzd in the classrooms where

-
.

this research was copduc-ted. The reseachers realized that these Hispanic
' students wér'e altering some of the features of their ethnic identity (e.g.,
language, : dress, musica'l_ preferences) in order to participate in classroom
activieies in a certain manner. In particular,. they were interested in
maintaining their re'latio;ash]'ps with . their non-Hispanic peers. In this

process’ of aligning with peers, they sometimes limited their:foptions for

. I )
participation in the teacher-sanctioned activit of the classroom. This
also presented thé 'possibi‘lity that their ‘special’ needs as bilingual learners

would be ove;-'l ooked. c .

VII. Formats: A Tacit Dimension of Writing and Learnig to Write
_ .

Our ethnography revealed that mémbers of a particular group regularly
. Ay '

made judgements about the gross characteris}ics of writ‘i:en. fnaterié‘l, wi thout
having. diréct or thdrough knowledge of the word anﬁ ﬁeaﬁing content of that
material. Some of- our regsahdents trusted the Journalism in & particular
newspaper "because it was identified as "the black newspaper of Philadelphia.”

The males in our research regularly assumed that'fashiqn magazines held

nothing of interest to them because these periodicals were "for Qir_ls."

(This expectation was in the»ﬁocess. of transformation with the introduction
of Gentlemen's Quartér‘ly, in which many of our male respo'ndenté._‘_- were
beginning tc take an interest.) 'Conf‘lic'ts=arose regularly betwee-n pa'rents
and our respondents about their réﬁding of pornography, even though parents
insisted that they would "'ne\}er read that kiﬁd of trash," Snd \‘.h-us ‘could not
know that they conta‘ine; that wss obJectionab‘le.- Each of these' examp‘les'
' relates to the symbolic va‘l“ﬁe .and" -ferm. O'f written materials - not to their

'

content.
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Such expectations “of particular types of .publications were often soO

firmly set and So.closély linked to the culture of 1itgrac:y (Smith 1981) ‘that

S

the contentg of the written words in- those - publ.icat'ionsv wars considered
. secondarily or not at all. Teachf.;rsl often- refused to read messy .assigaments.
Stlidents hesitated té express their feelings to one another in slam books
after they entered -lh‘igh :schc-‘)o‘l, because such expression -was assumed tg be

- ., . 5
childish behavior. Parents of our respondents sometimes chose to read a

kY

weekly. news magazihe, U.S. ‘News and World Report, because it vfa.\ass!umed to
contain : more :obf]ective and .unservative Jjournaliém and tl?éreil’ore - Was
preferable to other weekly news mag/:azine-s, such as Newsweek. All of these
were choices about print, but not about code or content. Théy weré choices
abodt the symbo‘lich value attached t¢ particular artifécts, -fiot about the
words, bu1-: ab‘out the;“kinds of pages and binding they appeared in and about
the way they were placed on those pages. These éhoic_es revealed information
abéut the relation between speaker/writer and the audience/feader.

To describe such behavior, we propose the, term format to refer ‘to the
entire set of formal and social ﬂcoqystrfaints that govern behavior as writers
pl ace words in a graphit'context a::dj as rgaders respond to writtenSexti facts.
At a superficial level, formadts are only a sbtandardized system for organizing
information on a page. !._61:1:6- (1967} has described formats as "accepted
~CGonventions.” .The process whereby writers and readers agree to accept these
conventions is a sociocul tural one.,,-—Rreferred formats were seen to differ

- ~ :
between thes school and community, for example:. Adolescents showed a greater

appreciation for comic books and.magazines than for textbooks. Just the
opposite was true for teachers,' who took measures to keep certain magazjnes
and newspapers out of their classrooms. Formats were seen to change over

time, as with the replacement of an 'i-\nst'itution's ~administration, when the
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, means: of record keeping “and intr'a-inst'i.thtiona'l _cor’rmunii:a_tion are replanned..
‘Formats can communicate the intentions” of .a written document with a force

o~

<equal to any ijttera_nces they contain. e cénnot; 'therefore‘,' consider formats

+ t

as neutral or mechanical 'ways,_ of stahdarldjlzjng": the presentation of

information. For standardization is also a matter of social convention and,
although formats appear to be unalterable components of instigutions i:hey are

-
Fl

always negotiable. ) . <
Teaching . and “Ieérn"ieng "to write are in essence the "negotiation of

__,'convention's for formatting.. Students and teachers in our research redularly

- assumed that format was only about the structuring of information on a page.

-

In actuality, they could not talk about 'the structuring of information

without considering sociqg:u‘lturea"l' _and  experiential issues. - Teaching
. . -y . o * . ' .
expository writing, for exdmple, was deceptively straightforward. Teachers*

‘contended that tha fundamental element of expository writing was -o}ganizingﬁ

~ * S .\", I - - - ‘.
information for presentation to the reader, - This “organization. invariably

required that ‘writers priocritize- 1'nfomat‘1:on and'lﬁak‘e @etisions about what to-

. - . - " PR . b . e -""N:_’_'. .
edit out of their writing. As soon as .the _wr1ter__s‘ attempted to assign -
priorities and omit: informatiom in their writipg, sociocultural 'and)‘z— ,

oxperiential issues were involved. The process of -prioritization and

-

omission, as it occured betweehé‘te_achers and students, involved statements

: ¢, : : . .
1ike "You can't include that; the reader.wasn't jthere. He doesn't live in
your neigh}:.orhood:ll Bec‘a@se one cannot understand and use a format without
considering the relative importance of various sorts of information, formats

were shown to be of powerful sociocultural significance. . | .

Fl

. It is not surprising that teachers gfq not regularly teach about the

social conventions which' govern the use of written-,worQS on a page (,formets)

becéus._e to do so would have Q)en. to examine many of thé sotiaT conventions

which are the rules of our social institutions: who'defers to whom, what is

.

T
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popular and what is high art, what i5 ethnic/minority and what is mainstream,.

what is appropriate and what is inappropriate. To talk of formats is to

‘brin‘g a]fl of these issues into question.- To consider these quest'idnsJ is. to .

cause di sruption in the classroom. This fact was demonstrated in acute
detail when We spent one class session trying to categorize particular songs

that were familiar to students. The superordinate categories in the taxonomy

_wh-ich the students generated were Rock Music’which was of -greatest appeal to

-Ang‘lo students and Soul Music (which was of greaZést appeal . to Black

students). Students enJoyed the exercise and had no troudble placing their

~\{favorite s0ngs under the appropriate headings until we came to one-song which

was currently rece1v1ng substant1a‘l rad1o exposure, but which none of the
students part1cu'lar‘ly Tiked. A‘I‘I agreed that wh1‘le’ it was melodically and-
rythmca‘l‘ly p‘leas1ng, its theme was s11‘ly. A discussion resulted which
~quickly grew : '.1to an argument, where students were no longer trying to
identify the sfg as Rock or Soul. They were arguing about labeling the song

s "Black or ,"wh1te" music. The argument disrupted class for an entire week.
% ) :

" This -i~ncident demonstrated that some of the most basic and superficially

simple decisions which writers must-make are, in- fact, quite complicated and

=

. “saturated with sociocultural considerations.

A~
b

- .

r

Format is a statement about concerns of purpose and policy (Lloyd-Jones,

1982), ° writer/audience °rélations, voice, content relevance, subject

s

‘coherence,, {ghd,topic. Once _these concerns are addressed by the writer, he .

has “created a format. Copversely, once he has established & format for
himself, many of these “concerns are reso‘lved. -Many of our questions about
the content of a letter are ‘answered when we dec1de that we are to fo‘l‘low a
business 'Ietter format. At that pomt we know to emphas1ze deference and

respect, to . Suspend persona‘l cormnentary and reference to issues other than

7

thidse pertaining to the g:onduct of busifess.

L] - -
i = -
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- The same is true for the adolescent uﬁu sets out to wriie a rap, a poem,
or the table of contents for.a magazine, or a record review. The -formats for

-

these written genras were found to~ be familiar to the . adolescent in our

. . -
research. They often read poems and heard raps. They regularly leafed of
through magazines and read, at least, those record réeviews pertaining to -

© their favorite music.. More.'importantlfji they “accepted the worth of these

. particular formats.

-

;I In “retrospect; we realized that we were ,directing' teacher;n towards .the
: instruction of various formats in our Implementation - teaching “about the
socialltonventioné and formal *constraints to be observed in the manipulatioﬁf
of words in a grapﬂi? context. At'first, we-simply introduced formats from
nonschool settings into the classroom. Discovering that most of our

-

-agglescent respondents had an insatiable appreciation for music and that ﬁany

- ]

were already reading magazine and newspaper articles ~on their favorite

-~
¥

musicians, we suggested that teachers use record\ reviews in their writing
' iﬁstruction.n The format of.the fecprd reviews, uhfch students c1ippedsfrom
their magazines and newspapers, were easily reﬁognizab1e. Typically, th&x
began with the names of the “artist and the particular recording to be
evaluatgd. This was followed ﬁy a. series of 'value judgements and some
background information gabout thé artist. Reviews usﬁally included
.recommendations to. the reader pbouf whethér or nog to purchase the recording’
ﬁnder consideration.. That student; readily mastereq the format of these
reviews was evidenced by the fagt .thaf most all of their first a%tempts
contained at Jleast two; if not all three 6f these élemenpsa {1}value
judgeme:ts,_(z} background information, and (3) recommendations. . Subsequent

attempts invariably included and elaborated on each of these dimensions.

Thesé later attempis also tended to be more rooted in-the actual expeﬁiences




71
of the students. In other words, as they wrote more reviews, they‘con;inued

to adhere  to the three-point fonmaf but included more of their own opinions -

- .

and related their own éxperiences of . haviﬁg listéned to the particular, .
artist. In evaluating these re??g;g:_i?i;hers consistently commented on th; :
'improyements (very real, if slight) in spelling, grammar and syntax that‘
fo]lowed from the review writing exercise.

This example suggests that, once writers” are knowledgeable about the‘

purpose and constraints  which must be considered in writing, even the

subtasks of composition will become less problematic. Such findings expénd‘¥

the .options which might be taken to writing instruction. The greatest
success in teaching‘ writing at the pre-college 1level has been achieved
through teaching writing in the first person. Research by ‘Staton (1982) on
dial ogue journallwriting is one of the most fecent'examples. The surprising
and most characteristié of writing by Wordsworth students is their ability -to

write ip other than first person under certain conditions. They showed the

L

greatest capacity to do so when the following features were presént:

o a -vamilarity with the subject matter -~ learners seemed
capable of writing in any voice when they were allowed to rely
on their own knowledge and 1nterject their own gudgement about
the subject matter; .

a familiarity with the formats of expression =-- instructing

these students to express themselves in record reviews allowed -

them to present information in a format about which they had

prior knowledge; and N

a familarity with the way in which language is used Ythe
constraints on code} in any particular format, a knowledge of
considerations about the formal/informal or standard/non-
standard uses of English, for example.

¢

Under ideal circumstances all three of these points are essential to
writing. One_ carnot write without eventually having a knowledge of each.

Our research. suggests that the development of skills at oné of these levels

_ ) $ ; Lo
can facilitate the mastery of writing competence at other levels. Regularly

i




" we saw_that students were lead to master@-n‘gxﬁhe necessary skills at the level

of syntax,.\if. théy understodd the constrair;ts of the particular format that
iy :

they were working within,
s . . .




SECTION TWO :
: . . -~
N 1. Entering the Classroom

Wordsworth High School seemed particularly well suited for the research

because of the wi‘l‘lingn‘ess of its faculty to try new approaches, and to

; ~
welcome researchers into their classrooms. The enthusiasm and active support

=

of the principal also contributed significantly to the success of the

oy

research. Effort was focused on. two of the five Wordsworth campuses. The
Alpha campus was chosen be-‘c;use of the intent'ion)_'among faculty- to concern
themselves with the improvement of writing during the academic year. The
Delta campus was chosen because the largest nijmbgr fof respondents from in the
com-ur.i'ity were enro‘,‘!‘led there. - -

Following presentations on the intended research to the. faculties of the
two units, two/,; achers on each campus agreed to involve themselves, and,
-together" with ri{:he principal investi gators:; seTected one of their classes for
participation.; ‘

Alpha Campus C:'I 'as;es

"Facing Life Issues” is described in the Hords;orth cata‘logue~' as a
comprehensiveﬂ-ing‘lis_h course which teaches grammar and vocabu‘lary:devewpment
with a thematic approach to literacy genr:?es. ‘I_t consisted of twenty-five
11th and 12th graders, who were required to have comp‘leted"a basic English

: f.;;;ourse or 6btain_ed a recommendation from the teacher. The ethnic breakdown
of the class was roughly one-third “Hhite and two-thirds Black, with one
Hispam‘c. The teacher had completed all course work t@ard a Ph.D. in
Folklore.  Her insight and fami'liarit_);' with 'the ethnographic approach

provided a unique and unexpected point of view.

"Basic English" is described as a standard English course. The first

part of the course was to be devoted to sentence structure and mechanics

while the second - term was to emphasize paragraph writing skills. Only

~




twenty-fwe 9th and 10th grade students recomnended by the staff of the

Enghsh Department were e11g1b‘le for th1s caurse. ~All of the students in
L] & .
this class, with the exceptio_n of one Hhite and one€ Hispanic students, were

‘Biack."_ The teacher had taught in the Philadelphia public school s:;'stem for

- .over 20 years, and had been at Wordsworth since shortly after its inception. .

Delta Campus C]asses .

b
-

?'s described as a survey course of the function of city, state

~“Civics"
and federal government. It was idesigned. to .'investigate, the democratic
process'and"compare otner po‘li'tica‘l, et_:onomic, and social systems. This
class was classified as a basic-level course, . and .enro‘l‘led twentyv 9th
.graders, a1l Black. Its instructor was the only Black teacher of’ the four

participating in the research. °

“A Study of Writing" was designed to work on writing skills through the

study. of drama, speech and poetry. It had no prerequ1s1tes. The c‘lass
consisted of f1fteen 11th and 12th graders, many of whom had a'lreadj,ry taken
'one course with the teacher. The class was comprised of rough1y four-f1fths
Black and 0ne-f1 fth White students. The teacher prided - herse‘lf on ha\nng an
open, personal relationship mth her students, and her suc/ess at ach1ev1ng
suc_h a relationship was immediately noticeable. -
Ethnographic Findings Affecting Entry |

The abbreviated first semester which resulted. from the 50 day school
strike generated a difficult atmosphere in which to enter the classroom,
This served to exacerbate the already”difficult task of gaining entree into
the “new comunity“ of the classroom. The classroom ethnographers- found that
they needed to create a-role for themselves in an environment where only two
roles had/tr'aditiona‘lly existed' studen'ts and teachers. It~quick‘ly became
apparent that it was \nr'tua‘l'ly impossible for many students and teachers to

=

envision any role in the_, context of the classroom. other .than. these
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tradftjona] roles. Consequently, the classroom ethnographers were "placed”-

in.‘one or the other of these 'ro‘ies by both students and teachers for extended

-]

periods of time, until their new, third-party role was accepted. The result.

was that almost the entire first semester was spent in gaining-entree into

the four classrooms. In their efforts to joint the class, ethnographers‘

+

%
themselves sometimes assumed the role of teacher and sometimes that of

‘student, in the f‘latter case spec1f1ca1‘ly by doing the homework ass1gnments

given by teachers. At other times, however, the ti*ird-party role -- where
nomnvo] ved observa ion.was the pr1mary goa‘l -~ Was assumed.

As a result of this: f1rst twe‘lve weeks of participant-observation in the
classroom, it became clear that it would be ir[lpossib‘le and impractical to
implement instructional activities in identical ways in the four c‘lassrooms.

To begin with, each of the/éeacher ut1‘l1zed a radically different pedagogical

approach. While one teacher emphasized the acquisition of mechanical skills

-

in grammar and punctuation; another refused_to focus on these skills

exc‘lusi{'e'l_y.. While one teacher conducted her class 1in “what might be

described as a traditional fashion -- lecturing with all- students sitting at
individual desks and facing the front of the room ~-- another attempteduto
LS —"

organize the diversity of her classroom by conducting several lessons-

simultaneusly, moving constantly from the front of the room to the tables

where students were seated, each table ~Wworking as a small group, -

independently of the other tables.
.There were important differences - in the characteristics of the two
campuses and their. dominant themes. these had to be considered in guiding

. 4 -
the implementation of educational strategies. While Alpha was somewhat

. isolated “from its suWunity, Delta, significantly was not: it

was °common; for examp‘le, for the Head Teacher at Delta to patrol the local

-

.
!

o
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pizzq shob and other cqmmérc1a1;es{§b11shments period%cale » and to insist
that students attend their classes. }he Head Teacher at Alpha, on the other
hand, could accomplish the ‘same end simply by 'walking downstairs from his

office to the cafetaria where, on any given day, a significant number of

students would be away from their classes. Delta there simply was no place

for students to-“hang out" inside of school. |

Another factor affecting the different approaches taken at the two
campuses was the reTatioﬁship bgtwéen the teachers participating 1in the
research. The two teabhers af Alpha had, prior to the research, established
2 collaborative reiatidﬁshiﬁ: they di'scussed Ithe was tye researCh was
conducted "and their respective iﬁblementation‘ of activities ‘or pedagogical
approaches on & daily-basis. They héd, in fact, even-taught courses tbgether
_ prior to theirainv01vement in- the researc;. And, as has been mentioned, one
of the Alpha teachers, a caﬁdidate for the Pﬁ.p, in Folklore, had a unique
perspebt%ve on the éoalﬁ ang methods of the researén,

At Delta, no such relationship eiisted-béwtween the two teachers, and as.
2 result the research deveToped §B ‘an entire}y gffferent manner. The two
teachers at Delta held significantly different Views, particularly with
regard to discipline. Alfconflict arose with (egard to the relationship
between the Head Teacher, recently appointed, and tﬁe othgr teachers at that.
campus. ?robably in part because of-_hgr. recent, apbointment, Delta's Head
Teacher complained of' 2 lack of sugport from other teachers for po1icjes
which she felt would improve the unit's operation. -

A1l of these factors had asignifjcent impacti upon the implementation
phase of the research. While it was possible for the classroom ethnogréﬁhers
at Alpha to focus upon topicale—orienteJ in;ergentiou strategies, at Delta

relationships amonj students, teachers and the surrodnd{hg community were
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emphasized.  Ironically, it was at the level of relationships that a

significant impact on educational intervention was accomplished at both
campuses. |

-

Structured Informality -

To say that Wordsworth is an "alternative school” in no way imp11e§ that
it is a social environment lacking va‘!ues, norms and patterned béhavior.
. Certain aspects of social behavior in this enviror;ment were extremely.
reqularized and predictable. In fact, the adapations made by students and
teachers in order to adhere to their view of Hordwdrth as an a‘lternativ‘e:
school lead to predictable 1nteract1‘ons.,_}_ﬂ-ﬁ'le teachers and students viewed
Wordsworth as a school without the same constraints- and "old f;ashioned,
traditional rules” of other schools, they spent a signif{cant amount of‘
effort negotiating what rules they were to follow. These rules aré organized
in  one ménner or another, around seeking alternatives. Teachers
systematically avoided what were; regardéd as!standard educational précticé.

An example of such predictable and structured communitas (Turner, 1975)
is the norm that Wordsworth faculty saw students " as re‘iying‘ on their own
ability to -diécipjline themselves; they felt that educatiog” should be
cooperative and that teachers ought not dictate behavior or respond to
undesirable behavior with anger or disciplinary force. This belief was
regardedh as an alternative way of education. which placed primary

responsilbi‘lity on the student Iand lead to predictable

student/teacher interaction. Teachers tended to use persuasion,

P y

threats of disciplinary action, to control student bechavi'or.
great pains and expended large amounts of time in explaining how tk

of particular students were disruptive, often detracting from otner

s
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they had recourse to disciplinary force only as a2 last resort.: At times it
appgared almost as if ﬁatience and nurturing were part of curriculum. Myny.
stﬁdents 1nterpretgd‘this a§ 1jcense for beﬁavihg freely as they chose to at
any time.‘ They realized that misbehavjpr in class, tardin?ss or 1ncomp13te
assignments would not result in immediate or severe actio;s on behalf- ;f‘
;eaéhers. Often they took full- q@vantage of this fréédom,-'tesfihg a
teécher's limits, until they saw that she was suffering as a result 9f their
actions. Other studéhts appgareﬂ to discipline themselves and demonstrate
remarkgble courtesy undér these constrainéts. Accompanying thi's theme of
non-forceful discipline wgs‘ an ongning discussion aﬁong teachers about thé
extent to which problem stuéentsEEhopld be punished or reprimanded.

i

II. Collaboration Betwgen Ethnographers and Practitioners

A major goal of the research was the establishment of a truly
collaborative relationship between teachers and:reseafcher:;\~ As the regearéh
developed, such co]iaboration emerged as a ﬁajor underl}ing theme whiﬁh‘
guided "~ the 'entire intervention. From the outset, researchers- presentea
"themselves not as experts but‘as resources. - This:was Qariicu]arty 1mportan£
at the Alpha campus at the Hordsworth-sbhppl, where fEachers tended to be
much more‘ayare of their individual stugéﬁts' lives beyond the cia;sroomﬂthan )
origihally‘expected. The involvement of,Hofasworth teachers.in the personai
affairs of their students was exempli%ied,'for efample, in the Egmark of one
of the students who addressed “the school's graduting seniors. At Wordsworth,
he said,” "our teachers are our friends."

Tt was d{fficult at first to provide teachérs with information regafdfng
their students of\which they were not already coénizant. 'Hoyever, it soon
became apparent that\though teachers were aware of é'sub;tantiél part of the

personal history of their students, much of what they krew. was learned on the

: . - - . ) ..
limited basis of~ extended conversations with their students. What the.

82



79

ethnographers had to offer was observation and interpretation of students'

behavior in a_ number of community settings, from the point of view of the

-

participant-observer. Céjtural description focusing on group norms and

behavior, ‘rather than cognitive or #ndividuai-focused descrip.ion, gquided

- practitioner/research dialogue. As a result, whereas researchers at first

felt unable to contribute significantly to pedagogical -strategy (it appeared

_that teachers had é]ready attempted to implement virtually all of the Tlogical

approaches that were derived from regzgrch outside the school), it soon
be;éqe appErent 'Ebat the alternative view<;of ethnographers regarding the
liVe§ of students did in fact provide teachersikﬁth a new perspectige.

© MNowhere was this petggpf’TTﬂustrAted than around the &iscussion of
"rapping; as a literacy-related activity. Teachers, for example, were aware
of the prevalence of rapp{hg‘in the 1ives of their students, but they were

surprised to learn that it generated a significant amount of writing among

-adolescents. This knowledge helped to dissipate resistance among teachers to

the use of the genre in the classroom.

Colléﬁoratﬁon assume? other forms, however. One important umnifestatioﬁ
of the collaborative relationship from the point of view of the teacher was
the team-teaching app-oach which emerged during the {mp1ementation phase of
the %esqarch. At times, the researchers corducted lectures, assisteu in
answering the questioNs of individual students, and even ‘taught the class on

the few occasions when teachers were absent. It was pointed out by teachers

". on ‘more than ane occasion, that the mere presence of ancther adult who

-

L

demonstrated a genuine interest in classroom proceedings was appreciated. It

‘was said that ."teaching is a lonely enterprise. There jyre no adults around

to +ee what you do.” The presence of the researcher was therefore, welcomed. -

~
<
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Finally, the success - of the project in establishing a coHaborativ_e_ v

relatidnship between practitioners and researchers was best exemplified by

the inclusion of‘oln-e of the teachers in the presentation of the research at

' various .professional and academic conferences, and in the production of this

report. This level o‘f involvement was facilitated by the teacher's academic_

prepairation, and served to demonstrate the extent to which true co'j'laborai:ion
was valued. o

It would be naive for-us_ to assume that collaboration among practitioners

and ethnographers will always occur in the Same Imanner, when impor‘ta:nt

contextual variables differ. By allowing for a ' significant amount of

flexibility in our implementation and by regularly observing in classrooms

where our approach w,as' not 1mp]emented, we were ab‘le\to determine from an

objective point of view what actually occurred and why. We noticed that

certain resources needed to exist in the classroom and that certain social
-——characteristics of the $chool were more or less conducive to our

cvllaborative educational approach. Among _-theY resources and social

characteristics which fostered collaboration were: K

o The assignment of resporisibﬂ'ity among  teachers in & )
collaborative relationship needed to be ‘clearly defined and
reqularly eva‘luated .
: 0 Members of a co]‘laboratmg team , needed to feel as though they )
~7 . were working toward Shared goals with shared rewards.
o .Teachers needed to share an ideology “of teaching or possess '
- . complimentary views on the goa]s and methods of teach'ing ' c
A "
o Natural alliances were’ most dependcble " and co‘l‘laboratwn
between teachers needed - to-. be suysfained by various. ractors, . . o,

such ~as the scheduling- of t';me des1gnated exc'lus:ve'ly'for .
collaboration. -~ . s 0

Al e

I111. From Community Ethnogra_phy t0 [’ducati-ona'l -‘S'trategy L -

Having gained a part¥al and ever-mcreasmg know‘ledge of- wmtmg as :t

occurred- in nonschool sett‘tngs ‘of our North Phﬂade'lph" field  site,- we v =

-

: - 84 ‘
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.sought to apply that know1e§ge to the implementation of instructional

approaches 1in the classroom. information about the fonns: function$ -and

values associated with writing among the-members of our respondent group were

integrated by means of our collaboration with school personnel to atr;_s;,ég’the

L4
L]

following questions:

o What are the differences between students' and teachérs'.
standards and expectations toward writing? What constructive
roles and statuses -attributed to writers in the nonschool
‘setting can be integrated into instructional activities?

-

Woat are the differences between writing events in - the
classroom-and- in the community? Does writing in the nonschool
setting carry a value, serve a function or take genenc form
that is not understood by the teacher? .

How can students be encouraged or permitted to rely on their
own experiences, orga“ization and expressive wmbilities, and to
use writing for their own purposes as well as those of the
teacher? _ . o™

How can- cultural d1vers1ty be 1ntegrated into c]assroom wrn:\

activity?

- —

- What are the genres- and functions of -writing most commonly
recognized by those part1cu1 ar students? 2 .

- How can knowledge regarding different modes of communication”
(including, for example, oral traditional narrative) in
nonschool  settings—be “used to help practitioners to
understand ‘ cultural differences reflected "in their students'
wr'ltmg to, gquide them .in . deve]op'lng their own
composmg/wmtmg processes? . -

-

We beTieved that our at.temﬁts to answer such questions_-in- co'l'laborat'aen with

students and practitioners would produce ' concrete wntmg activities which

insured th}t 'si:u:chl-ents approaf:hed ;riting with incr'eased enthusiam and
| persistence, while the quantity and qua'I'ity of their writing was augmented" R
-"‘The D1fferences Between School and NonSchoo] Settmgs ' ‘

II ~would .be naive to suggest that a clear. cut ‘boundary ex1sted between \;

the schoo'l and community or. that .the behavior a_md concerns of ado]escents are’




for d1sc1p}‘1ne. o

 teachers were among the f‘irst to know. Teachers were often acquainted _\yith

r
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significantly different when they were in class tha; when ' they weré .at home

or on t_he street. The youths that were the sub.]ect of our study '!ooked to

school time as an oppertunity " for conductmg all sorts,of actw1t1e5 t’nat

.were not part of the aofficial boundaries of educat;ona'! _objectives. Schoo’l

was a.t'ime fPr these kids to make friends ) Joke -and p]ay, to plan their

-

weekends, to ﬂ'irt and gossip, to fight and argue, to exchange or take drugs,’

to organize around po]iticaT' or moral issues, to avoid famﬂial difficul ties-

or the -boredom of .their neighborhoads'.ang homes. School 'w'as viewed as a

refuge just as often as it was reba'rded:,to be a ‘restricting environment. " It

- -

was just as 1ike1y'- to be. reg/arded as a place - of -trivolity as it was a place.

L]

~ 7 N

LY -.(\\; [ N .
Teachers were weH aware of" \ms. They knew about the styles of music -

" and s‘port and-clothing. Tney knew about the romantu: re]atwnsmps and the

family problems of their students. when one .Jstu'dent was'—gﬂted by another,

the parents of their students. Teachers fyrtnermore were often deeply-

involved in the -so'lut'ion of probiems affecting their' students and, in fact,

feit that a central component ;of effective teaching‘w‘as to be available -as a:

. o ' F

confidant and advisor for troubled students. Teachers also-knew something of "

unofficial writing if not its functions. Theéy were aware of slam books and

. ‘ -
that some writing of raps occurred. This raised important ‘Questions about

the uses of ethnography in educationcl research and sked what an ethnog.raphy

of school and community can do to enhance educational mterventwn. @
While much school ‘and community behav,_‘ior of adolescents were similar,

this does " not mean that teachers immediately knew and’ understood th1;s

behavior. The school ié, after all, "a very different [{:Entext than the

community. The behavior and concerns of adolescents was not always

n

interpreted apprbpriately by the teacher, whose aétiv'ity was confined to the

o~
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school setting, and it became the _ro]e_,bf the ethnographer to bridge that

interpretatipn gap between school and community settings., Briéfly, the role

of the ethnographer became ofe of providing relevant informétjon about
behavior so that it was ugderstandab?é in various contexts.

o While teachers may be exposed to the music, fashions, and
. sports 3in which their students are involved, they generally
“know only about the behavioral artifacts of these
involvements. They do not necessarily know in what way that
aretifact is significant for their students. Most importantly,
they do not know what is curreht for their students. Teachers
were aware that their students liked rap music, but they did
not necessarily 'know about its relative importance, or about
it -centrality to recreation, or about the values that it
expressed and sustdined in adolescent subculture. Because
they Kknew about rap but were ignorant about its place 1in .
everyday life, teacherg were often disinterested in rap. They
could not see its pedagogical value because they knew little
about the contexts in which it was produced and performed.
. - £

Teachers were not necessarily knowledgeable about how things-
got done in nonschool settings and how things fit together.
They did not know that a significant amount of reading
accompanied the love -of sports or fashion. They did nqr/know
that the creation of a rap often involved collaboration and
:Support within groups-of peers. ///

Teachers, influenced by- their academic training, were guided
towards psychological {individualistic}  interpretations,
rather than the cultural interpretations which ethndgraphers
are . trained to provide. One student, for example, was
diagnosed - as "learning disabled" by one of the teachers
because he often displayed what the ethnographers interperted
as humorously disruptive and demonstrative behavior in
reaction to his peers. Additionally, in setting goals and
evaluating student performance, teachers were trained to. ~
emphasize cognitive skills and weaknesses, which often . had
little bearing on fﬁdivi@ual ability to negotiate the
circumstances of daily life. ) )

Clearly, one role of the school ethnogfapher- was to facilitate learning

by‘rehoving the per&eived boundary between school and community setti;;& and

thereby previding alternative or more holistic 1nterpretations' of ‘student

behavior.

The aptness. of metaphor 1is - related to cultural, ethnic and class

_ AN
background. Fforeign language students, for .example, continue to struggie —
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with the comprehension of metaphor in an unfamiliar language long after

achieving f1uenCy, A similar metag_gfic inaccessibility exists between

students and teachers with regard’ to the other's 'Ianguage. We know, for
‘ examp‘le, that language change may origimate in cu'ltura‘l‘ly marg‘zna‘l segments
of a society, and gradually works 1its way into the dominant Culture
(Ho'ifran, 1972). Hence, many metaphorsl-begin as inacceséib'le to the dominant
culture. As 'i‘ll‘ustrated in this report, the use of the word "rap" in varying
forms or1g1nated in the Black community. In the 1960°'s the term "rap
sessions” .became a part of the verbal repertoire of the dominant culture. In
that usage, however, much of the contextual bas1s for the use of the term in
the Black English was lost. Sim'i‘lar'ly,- students can be unaware of the
contextual basis for the .metaphoric use of various lexical items in Standardl
English. It was shown in ou-rj research that 'e't'hnogréphers can assist” both
students and tea;:hers by transfati’ng across the Boundaries of age, sex, role
and ethnicity to facilitate communication and .enliénce"learning.

Rationale for the Implementation P1 an

Based on the findings of school ‘and community “ethnography, it was

imperative that the central theme of our approach to imp'lementatibn be the .

» .

i‘ncorw&fion of cultural diversity. Our obsenvation}f the c'lassrqom‘
convinced us of “the impnrt;nce of considering both the competenciés.of
jndividual ‘stydenfs and th'e goals of each teacher. Furthermore, we noted the
extent to which teachers valued academic freedom, e.g., the opportﬁnity to
develop idndividual teaching styies and curricula. Additionally, any two

E‘lasses comprised of students of tiie same grade-level were widely dispar:ate

L3

in terms of the level ‘of student proficiency. Any attemht‘ to lmp‘lement

jdentical activities 1in each classroom would, therefore, have been'

~ inappropriate. Instead, it was our hope to develop "activities which were
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appropriate to each -';:1assroom, based wupon collaboration with ijndividual
teachers. -However,' we approached each classroom with a set of common goals
and techniques because we felt tf-:at common themes and pr;:ob‘lems were likely to
emerge in all the classrooms in which we interveneg,.- . )

In sum, the implementaton plan ;aaS'guided by a cluster of findings
ori,giﬁét‘ing in our corrmunlity and classroom investigation: :

(1); Students are capable of and motivated towards accomplishing literacy-
related activip‘es which t_hey Jjudge to be. pur:posefu'l, .relevant or "not
boring." Instr:uctiona'l activifiesx in  the. classroom cou)d benefit from
spécific input by students about what activities might possess these
qualities. |

(2). Practitioners are knowledgeable about the personal lives of ‘their

~ students and most capable of establishing effective communication with them.

Practition_ers can benefit from alternative intepreJtations (e.g. cultural as

opposed to individual interpretations) of the information. and relationships
they have with respect to their students.

(3} Students and teachers possess & bdroad range of comp‘limentary"
competencies which, when brought to bear on educational activities in-the'
"appropriate contexts, can insure that students will approach writing with
increased enthusiasm and pgrsistance,‘ whic‘h will affect the quantity and
-ciua'iity of the writing.-

(4) Students and teac_'her:s can benefit from the input of an ethnographer,
¥

acting as a broker of i-nfor'mation across cultural contexts. The ethnographer
can play an important role in the dassroom by helping to articulate the’
p:articu‘lar skills, c‘ommunicat-ive roles, tand‘ motivations of stu&ents, as well
as teachers. The ethnographer can a‘lso‘ be instrumental in the ciassroom by“

he;lp'fng to provide a‘ltern:at-e interpretationsﬁ of teacher/student in‘{eré’ction

i
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and by structuring culturally appropriate contexts in which learning can take

place.

The development--of specific activities in, this implementation were quided
: ?*s,

by the following assumptions: .

o Neither writing nor speaking necessarily takes precedence over
the other. In particular contexts eaad for particular
purposes, one wmode may be most appropriate for effective
communication. Whenever possible, instructional approaches
-should be developed to incorporate both modes of
communication. : —

’

Productive competence must be developed in conjunction with
the acquisition of particular sSyntactic and semantic skills.
Instructional. activities should be developed which encourage
students to produce more- written (and spoken) communications.
* Poductive competence is most closely linked with communication
as it occurs in real life situations. As students develop a
sense of purposefulness in their communication ~- a product
simply of their using language for what is important to them
-- they and their teachers will identify the specific
syntactic semantic skills which are lacking.

Our .research demonstrated that merely transpianting ‘literacy-related

activities from the community idnto the school was not feasibie. The
Yiassroom was shown to be separate and unlike the community, and the
boundaries between the community 'and the ‘school required close scrutiny.

Once more, we discovéred quite soon that developing entree into the schoo)

derf:an,ded that we establish new relationships with school personnel\,md a roie

- —
_for ourselves as researchers.:. Over the period of our implementation, we came

to th]ink of 'our " task as . one _of translation and dist'i‘l‘latio‘n. The
incorporation of nonschool literacyactivities into the classroom appeared to

require that we isolate the important elements of content and context so that

they cou‘ld'-be conducted with appropriateness, while _the purposes and

enthusiasm with which they were originally conducted is maintained. In order

-

to accomplish this, we intended to incorporate activities from t‘he c‘omunity

3

into "the classroom using two approaches:
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1 : ’
Analogous Implementation, where the indigenous activity was brought into

the classroom in its original form to whatever extent possible. The
context which originally ‘frqmed the activity would be recreated to the
degree possible. Conversely, we sought also to encourage activities
outside the classroom, SO that the original motivations and constraints
-which fostered writing in the community could be maintained.

Topical Implementation, where the indigenous activity became the central

theme of instruction and the original enthusiasm of the student for the
7

activity was tapped, but the activity itself was not replicated in the
classroom setting. Here, students were asked to think critically about

one aspect of their lives and to develop ‘expressive skills which would

allow them to describe and explain its significance.
H .

LY

Ay
Derivation of Instructional Approachés‘

Due to the recursive nature of ethnograpr;;y.app‘lied to thé educational
enterprise, it would have been inappropriate to present a list of activities
for formulaic implementation in the classroom. The needs and competenciels‘ of
those who people the classroom are varied to the exterit that a standard
protocol of i'nstruct-iona’l activities would be ineffectual. The strengith ‘of
ethnography is, afterall, ;its sensitivity to the details of context as they
infiuence interaction. Therefore, while it i's important that we understand
fiteracy events in the community a‘nd! aftempt to” isolate the important .
elements of such events as they are relevant to the classroom instruction of
writing, somettn'ng more i.s need_éd. The. classroom must be rgg.ardae;:lf as a
unique social arena in its own right. Literacy events in the commﬁnity are
best treated as a éource of ir:ufomati'on. which will shape our collaboration
with teachers and students. Th::'y provide the basis for -a?dia‘logug involving
teachers and students which will yie.ld instructional approaches which are

contextually appropriate and effective. It .is, therefore, necessary to

-




identify the sources of information which will fuel the di@l%gue;

Instructional approaches were developed from the foT]owing sourceS"f

o Responses of students and teachers to community ethnography.

We presented our research findings and the resultant questions

‘to each, providing ample time for discussion -with students. and
teachers. The response of each group resulted in further
guestions and the need for clarification. Qut of our.
discussions writing activities emerged. Students were asked,
for example, to provide additional- - detail or- more accurate
information on any aspect of the community which we presented
in our discussions. ; The processes of- investigating their own
community and correcting the {nevitable misconceptifns’ which
our ethnography generated, provided " ample motivation and
topical orientation for writing activities.

Comparison of student and teache#ﬁappraisal of written texts.
Once we hed initiated a writing activity, i1t was possible to
interview both students and teachers about (1) their opinions
of the exercise and (2) their /judgements about the
effectiveness of written communicatign in the products of
those exercises. Students and tedchers were in partial
disagreement about what semantic devices made for effective
communication. Syntactic issues ere also dealt with as
students and teachersi-examined and evaluated specific texts.
The end product of this’ \gxam1nat on and evaluation of texts
was a lomd pf 1earn1ng that was re]evant to literacy.

£ N '
Identification of spec1f1c\LsKJlls relevant _to literacy, from
both traditional and nontraditidnal sources. In t.e analysis
of artifacts of nondirected writing we noted that students
used many of the devices which teachers attempted to teach in
the classroom. Students applfed techniqueswgrom the classroom
to their personally wmotivated writing and, conversely, they
utilized techniques from noninstitutional sources in all of
their writing. For example, students applied much of what-
they learned from the lyrics of popular music to their
writing. The identification of these alternate sources of
skills which were useful -in writing -dnformed the teaching
process and increased the continuity between the school and
nonschool experiences of students.

Teacher ~ and student-generated activities. Qur  research
revealed that both students and~ teachers had their own agenda
for the <classroom. At times these agenda varied, but they
could not be considered antithetical in all cases. . By
initiating classroom dialogue about discrepancies 1in what
teachers and students hoped to accomplish in the.classroom, we
were able to guide teachers toward more effective .
instructional approaches.

0 Problem-solving in the successful execution of instructional
approaches. In interviews with teachers, we learned that many
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of Qie instructional activities which seemed appropriate from
u-// the perspective of the community had already been tried, but o
. with only partial success. Qur classroom ethnography

| - suggested that, while the original attempt to brira indigenous i

activities intoo the classroom was Justified, other

interventions were needed to accompany this approach. Certain

: : structural constraints of the school and interacticnal
- _ dimensions of student-teacher relations strongly ' influenced
the outcome of these attempts.. The ethnographers on this
project were useful to teachers as problem-solvers on such
occasions by providing alternate  interpretations of
instructional outcomes and by brokering relationships between,

. the school and 'community, as well as between students and

< teachers. - '

o Responses to spontaneously arising events and opportunities:
Since the school- and community were treated as vital social
domains of inherent interest to students, w2 concluded that
. students would be motivated to examine these domains in their
writing. _ As events Otcurred in those domains which the school
ethnography demonstrated were of interest to “Students, these
by ' -events became the object of classroom discussicn. These
discussions inevitably 1led to writing activities which -
actively engaged students. '

v

tah

b
‘These -instructional approaches were to be implemented over a single
seméster irn three phases; each of épproximately four weeks durétion. Each
phase uasfto Have a general topical hgading. The specificity of the phases
was expected to increase as we collaborated with students and teachers aqd
began to isoiate the 1iteraty-re1evant aspects of each topic. The tobicdl :
headings of each phase were ?s follows:
Phase 1I: Music and its Relationship to Writing
Phase Ii:' Fashion and Sports as Related to Reading angfwéifiﬁg
Phase III: The Importance of Writing in Work _
Each phase was to begin with class discussions, where the ethnographers NOQEE“‘
share their findings -in the community and invite comTent from students. As ' ,;
- students expréssed ~their attftudes and Dbeliefs ;Bbut these topiés,_ \
researchers QES ieachers were to collaborate to develop potentia]l writing ff

!

activities which would then be assigned to students. The third week of each';

1

phase would be reflexive, where students and teachers were asked to coqgentf .
" G’ 5

~ ‘ a

£
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on the appropriateness and value of each activity in face-to-face interviews.
Finally, in the last week of each phase, a second writing activity was .to be

initiated.- At each point in the implementation where ‘:3 writing activity was
s !

the activity would be observed and described ethnographica]’ly and

-

assj

. the ts collected for ap_pra'isal by the researcher/practitioner

team.

Management of Involvement - .

Fl

" Many of the actions taken by teachers and members of the research staff

TR e

in tﬁe‘ execution of the implementation plan might best be described as the

management of"iznw;iolvenient. We found, for example, that exploring the topics’

of music, sports and'-‘.'fi'sfhipn in class increased student participation, but

A

that such partitipation needed to be met with ‘appropriate responses from

L

teachers (e.g., guide questions, useful criticism, and assignments which

L]

provide formats for organizing 'spudent,f’input). We also noticed that, if
‘I teachers weré not successful. at estab]fshing the proper balance of authority

and comradery in their relationship with the class, the -investmer'itJof

» -

students in any instructiopal activity was diminished. We discovered,
- further, . that any. implementation plan' contended with institutional factors,

such as the sc,hedul-ing" of all-school events or absenteeism among students and

s

teachers, wh'i?:'h/-h'indered the consistent and sjstematic implementation of a

IR )

plan. i’ina]ly, _it was clear that the undefstandir?g and .interest achieved" .
through ary educ‘:ational intervention varied markedly from da& 1_:0 -day, frorr;
class to class, and student to ‘student. A]fl ,e:h'is"is to state simply that a
mul titude of factors., 'iln addition ' to -‘s;iject matter - and assignment,
determined tl'1e outcome of any particular educational dintervention, and the
successful teacher was one who 'mahaged student'i'nvolvement by re]yinc:| on his

-

or her understanding of these rﬁany factors.
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"In this research, we acquired important information which a‘l’Iowed us® to
implement our plan in a way which was most appropriate to the .needs of

students and teachers. This arose as we did what was necessary to establish

v

a collaborative relationship with teachers and students. We added students

to the list of those with whom we should collaborate because they openly
- ._ . '
demanded a role in the planning of our implementation.” Students made very

specific and often surprising demands:

"o that they be able to 1nvest1gate topics mare.thoroughly or
that they be allowed to ‘investigate a broader number of .
topics, and '

that they be gwen input on their use of standard Eng‘l1sh
e.g., through the diagramming of sentences.

-

In order to insure student involvement, we “ncorporated these demands into

b

our implementation.

. . \ .
We also sought to develop methods of managing the involvement of

teachers, where they maintaind their authority and autonomy in the classroom.
In the first :;phase of the implementation, our finding was that we (as
ethnographers and resources} and our plan {as a guide/supplement to ongoing
' Classroom activities) were involved in instruction in ways that We’ had not.
-a'ntu:tpated. The pattern was that we and our p‘lan were either the centra1
focus of classroom activity -- to which teacher deferred a1most comp’.ete]y -
or we and our plan were not incorgorated into classroom activity at all in
which case the teacher resumed her traditional strategy of teach%ng. In
spite of this, our plan was undoubtedly we'tit*_receivedu. by teachers. A
"coordinated comp‘limentarit:y petween our plan, teachers and ourselves 'had not
been_consistent'ly achieved. .Dea1-ing with this situation in 'aa'recur31ve
manner Strengthened our im.p‘lemeqtation -- as it provided teachers with a
unique opportunitj« .to specify. théir goals in the classroom with an,other

professional and provided us with the opportun1ty to negotiate our role and -

functwn as researchers in the classroom. .




Imp'iefnentation of Instructional Approaches

Despife the proposed 'Implementation' P_]an, Ithe actual implementation of
1'nstructiona'l approacne_;;.,assumed a structure of its own. While the proposed
plan followed a topical approach, the implementati.on .focused upon a change in
the dynamics df the classroom, with an emphasis on the ‘re]ationsnip ;Jetween
teachers and researchers, between teachersﬂand students, as well as among
students. This was partly due 10 the fact tnat the ethnograehic' approéch
focused on the re‘lational aspects of -scheol as opposed to_thosle- aspeéts of
learning pertaining to the acquisition of cognitive. skills. However, it was
4150 true .that we were able to monitor and record behaviera'l_ changes,
al thouhgh we were less able to.manipulate them.

In the initia _hase, ethnog(r"aphers assumed an active, aggressive r}d]e-‘in
the creation of writing activities, and in their imp]ementation. in the
classroom. The second phase was characterized by ‘1ess direct invoivement on
the Ipart of ethnographers. Teachers were encouraged to *ta2ke a more activer-_-
role~ and. ethnographers presented themselves. not as experts, but as
resources. During the third and fina'l phaJse 0_;? implementation, teac"he_r_-s
began to-- re]inquish to studentS', some of - the responsibility for the_'le;arning
taking P'Iace in tl;en' c]assrooms. Students beca‘me more vocal about ‘-.—the' :
tOD'lCS and the nature of ass!gnments and -in one classroom, even e%ercised .
o veto prwﬂeges ‘over the final major project.-' The—result 'iaf this

recursweness was that activities were- approached more enthus1ast1ca1'ly and

tasks were more thoroughly comp'leted.l In,EtTe:nd teachers acknowl edged that
‘altl of thew omg-lna] pedagogu:a] ob:]ectwes had been met. '

The idnitial phase of 'imp'lementaho;n contmbuted to the recursiveness of
the -research.' Through the observatwn and descmptwn of the phenomenon of :

rapping, we identified coliaboration _among peérs as a sagn1f1cant component

of the writing process. After sharing this informatiﬁn .wWith teacheré, we

.




[

noted an increased’wﬂ]ingness- on their part to encourage peer collaboration .
-and co-editing of written work. Additfonally, studen'es srequested more
freedom in the. choice of topics for classroom discussion and -writing

activities.  This information- guided - the rémaining phases: of the

LS

;imp‘i_ementation.. .

During the second phase, co‘I]ab"or,ation'among students,’” which had‘been_
identified & key element during the first phase, - was emphasized. fﬂlﬁ‘le we
had‘ or1g1na11y intended to concentrate on sports and fash1on wel found that

" some students were mor'e 'interested in a variety of ot,laaer top1cs including
' -' ‘r
poetry, computers hea]th and beauty. Students were encouraged te work in™

’ groups and only a few students opted for pursing individual proJects. One

group of students.wrote a‘hd d1rected a .p‘lay wh1ch they performed in ‘the -

» I3

c‘Iassroom. - Teachers" expressed amazement at the amount of out-of-c'lass work

.\trfat went 'into these wrrt:ng projécts. Severa‘l students who had d1sptayed

minimal 'interest a,nd involvement prior to the 1mp‘lementat1on per'lod and

during the .initial phase, ethusrast1ca‘l‘ly applied themselves to this task.
. i - . .
Orme. teacher even indicated.that a particular student would receive a passing

3
L

.grade for the course almost :exclusive‘ly on the basis \of the quality of this
. . )
project. (The student had béen failing fhe course up to that point.)

The final phase of -implementatior’, although the shortest in duration, was-®
perhaps the most sign'ificant. It was during this final phase that stu dents
began to ‘comment", on their, percept1ons of change in the'ir teachers' -

_pedagog1ca‘l approaches. Hhﬂe co]‘laborat1orr’ among peers had been 1dent‘lf1ed
R

as a key element im the f1rsta?/phase and had gquided the d1rect1on of the

-

second phase, the’ empowe rment of students was 1dent1fTQd as a ‘key element in

-

the _second phase "and formed the. basis of our approach in the final phase. In
e N ’ B ) - ' ~- e
the third phase, then, it was the students who created the final, major
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of - R -

.project. We had planned -that ‘the -:Iast phase would help prepare studen’ts for

the transition . from school ‘to work. The students themselves suggested that

we should create .2 business and market a product, as a means of exploring

some of the issues invalved in operating a ..business‘,' and-investigating the
. . 1 -

i‘nfrastructur'e of a company. Interest1ng‘ly, they dec1ded upon the approach

to teaching wr1t1ng which they,,thew teachers and the researchers fwiad

et

deve‘IOped The final - three weeks of c‘lasses wer'e‘ therefore,  devoted to

descr1b1ng and d1scuss'mg (in writing as well as verba'l'ly), unat we had done

d

during the past summer. Finally, a strategy ,was de_\nsed‘ for market1ng this

new program to other eduéatOrs_. Propab‘lj the most sfigni‘f'ican’t result of this

: ’ - _ oo i : -
activity, however, was the title chosen by .the  students to describe the
wri t'i'ng program: "A Writing of Our Own." e .

During . the three phases of implementation thén,. c‘lassroem instru(:tions

evq‘lved from a teai:her-centered approach to- one designed to empower students

_wh'z_'!e effectwe‘ly accomp‘hsh'mg the goals of teachers."The focus of- the

teacher evolved from an emphasis on the’ products of classroom writing

ass'zgnments to an- enp hasis on the process of productwn. By the end of the

(-4

~—
school year, teachers had begun to share vnth students a respons'ib'i‘lity for

their learning, and studeyts had progressed for the production of compelled

- writing to the creation of impelled (self-initiated) written communication.

-

- -

. .
13 5 . -

Classroom Writing R&ities ) _ S
During ~the first phase o_f"'fmp‘lementatipn, music  was the focus of

classroom activitf\es. We began by capitalizing upon students' .knowledge. of
3 Tt ’

and 1nterest in various forms of contemporary music. Discussion of this-

-
-

t0p1c was initiated by a 'l“istemng session in the c‘lassroom, focusing on the

*

latest rap music..- A rather heated--de9ate ensued over .the relative merits of

e
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. rap music. Students were then shown copies of recorded reviews_'from pop:._l1ar
K . magazines and locai newspapers. They were - then asked to write reviews of. the
- records of their choice, following the models provided. -Students were also

asked to complete a major_project--- a "personal" music bookiet in which' they

" could 'represen-t théir musical interests .in. a variety of ways. They were

encouraged .to categorize ‘thei'r favorite "top ten" songs, wrgite", concert and

'record‘re\{iews, createbiographies of their favorite ,arti‘sts, display and

wr

‘cgption their collection of concert ticket stubs,' copy their favorite‘ song
. . . - ~ . © ’ 4

‘Iyr'ics, and ana‘Iy_ze the art or, album covers. - T ’

» . -

Through these acYivities, 'students were .enccuraged to express musical

&
preference, cr1t1ca1 apprec1at1on and enthusiasm in a var1ety of ways ;h\j.ch

-

: ' _per'rrntted them to cap'ita'hze on their 1ndw1dua1 commun.cat1on sk1Hs.

+
Al though each. student was respons1b'!e for h1s or her own book'let” much
- hat .
1d1scuss'ion ensued- dur1ng ctass time which was a1]1oted for wr1t1ng.' This

intercharige served to facilitate the formu'lation and refinement of written
) i

: expression. Students borrowed ideas as .well as words and phrases for each
L < ‘(
other, and even_ so'I1c1ted advice on granmat1ca‘l construct1on, spe'l‘lmg .and
- ‘ - -
punctuation.

Hhﬂe sports and fash'ion were the or1g1na'|'|y mtended focus of the second

) phrase, students requested an. opportun1ty to investigate a broader range of
" topics. They were asked to work in small groups to produce a "magazine" -on a
topic of their choice. Since we had discovered that magazi‘nes were intensely
popu'lar read1ng material among them, we askhed students to study the format of
. . their favomte magaz1nes and to reproduce that format focusing on 2 single
- . theme or on. severa®d related themes. To complete this ass'ignment students
were requ‘ired o conduct research in order to generate material for' the'ir

. magazine. ' Their 1nvest1gation took the forrn of library research of primary *

J R - o N

%,




96 -

‘.q (e.q., ’ newspapers) )a‘nd -s\econdary sources,  {how-to-manuals); as _well " as
in‘{ervfgfs and opinion. surveys. (Bath the‘teachers'and resear&hers were
“inc'lu‘dédfas subjeci:s_in many of these supveys.) N

H'r:ij:ing’ iri.'thg','maga'zines took the form of documentation ,and_, the
)inte’r'-pret_atipn ofsurvey results, descriptive. how-to accounts, the 1listing of
athie‘tic, “teams' :avr-.':rages, r:atings a;'nd sltandi'ngs, the awriting o)f biog;aphies
of 'spc;r'-ts .personalities, and _gxﬂ‘ai‘r;ing- and d;s\gribing the ndfure . of
disorders_ associated I;f‘ith tﬁe eating habits 'of, ~adolescents. Magaz.ine' -
carticTes v;érfe often accdmﬁanied-by captioned illustrations.’ ' |

! % . . v
Students’ regularly, wrote Trough drafts which ‘w‘ére revised with the

assistance.of teachers and researchers as well as their peers. [The' desire to
. \,\ "

present a ”pérfetit" fjniﬁ_hed proai.lct» that appealed to and imﬁreésed their
- - ( . -

. peers motivated students to ;tf-i ve for grammatically and syntact-iéa‘l 1y
. ) ' . ¢ i - _
correct prose. Ro‘“iigh ~ drafts were shared with group . members before the

production of the final draft for the purpose of soTiciting - advice ang

suggestions, which were then incorporated into the revised version.

The final phase incorpbrated‘,a'l.‘lf o.tx;he findings‘ pfodgcéd by the

recursive proéess of the preceeding phases. Students cg‘eatgd ‘a company whose

broduct would be a writing prdgram uti"li.zi.n'g the instructional approach of'
their class.. Their task was t“g market this program to fictional edutators.‘_
Students deve‘lggw'é/a "a’ "before and after” model f#f any ad\fer"tising campajign,

usingj s:'logar]s and written testimonials. Photographic advertisin§ was also

considered as a possible mqueting tool. Although the school year ended

~ before this project cE)u'ld ba comp'letéd, once again the teacher's pedagogical
goals were met. Teachers “described this.period as the most productive. with

respect to the quality of writing produced by students.

K
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The intérp'lay of theme, tlassroom str‘uc.vture,‘and learning objectives: in

v -~

each classroom activity resultéd in a 'gradua'l‘sh'!ft‘ in classroom or‘ientatign

- ‘ :o .
from a. teacher-directed to a collegial instructional process, from solitary

composition to _co‘l'léboratioﬁ Smund writing tasksf,»' ‘and  from abstract
- - . * - . * . b= : . -~
discussion = of _decontextualized” subjects to a concrete “description or
. narration about: known
' - - s -

-inspii-e uri'ting in tﬁe classroom, ,both in {1‘1;5 shab‘e. and i@_g'content, a
meaningful function was assigngd to &'Iassroom wri'ting}. ‘Ftu;ither, by creating

an audience in both the revision pn'ase._olf ;omposition.-‘;nd in the final

sharing of booklets ‘an'd magazines, a performance;'like context nias created for

the text. Through"Ieg'itimating“-”a variety of ijteracy-re‘latecl' competencies
: : r

" within the classroom, an atmosphere of acceptance and-validation, for students

. ~ il .‘
abilfties was created,  leading to their- self-motivated. 'eXpansion and the "..

refinement of thei.r: writing 'ski11s. et : 9

- , e

subject‘s. By allowing adolescent culture to inform and




/ o _ ‘ ' SUMMARY AND CONCLUSIONS ’ e e
' I may, I might, I must ) -
‘N .

' ’ . J If you can tel} me why . CU b
i ST T k - . the.fen appears impassible, I ther o

will tell you why I think that I can
ggt acrass it, if I try A, - -

. ) - -From. To Be a Dragon '
. . . - Viking Press, 1959 -

- ,’ - - ) ' - )
Our imp‘ltementatwn of educat16na'l strategy evolved from a topical
product oriented emphas1s, tQ a focus en "the process: of composition and on ' .
the re'lat'iona‘l\ aspects of _the c'lassroom. It seemed -only logicak, therefore,

that in assessing the’ effectweness of-.four 'interventwn .we should moye from -

. °

trad1t1ona'l -s_ystemat1c_ criteria to a_mor_e natura'l1stic approach. We
L * - ' \n

- - recognized almost immediately that ethnographically relevant data ‘during the

Fl

By . information would not have beery generated by a traditional evaluation design :
g: ; .
1t was central to our und‘erstand'lng of.. the 'Impact of the. 1mp'lementat1on on

course of our 'imp‘lemé.-ntat'ron would frequentiy_ emerge.'. -Al though much of" this

A

both students and teachers. . ‘ | T o .
“\

S

Tn add1t/on to 1nformat1on gathered through participant 0bservat1on ‘the

pr1mary -too] of th'Is eva‘luat1on was thé ora'l grad1ng exercise. In this

E

-exerc1se, the teacher was asked to grade student papers in the Q-esence of
< . ’ ) A,"q.' I T

the researcher . who observed }:ler eva'luatwe react1on to the written pmduct. '
‘No d1rect\n Was prow'nded by the researcher regard1ng evaluative criter1a." )

. f '! ._
In the ear'ly a§s1gnments, pr'ior to 1mp'lementation . teachers appeared to be-- .. .
pr1mari‘ly conc‘erned with the syntax - and .jsthetw . cr1ter'1a, including . .
. - 1Ty o "

"neatness,"” !'gramtnar “ “punctuation,” "spelling,", and the‘."organization of - g

paragra}:hs." They a'l.rso commented” frequently on the reg1ster “and style, -/

—

\ .7ncluding the use of co'l‘loqu1a'lr.sms (" conversat1ona'l 'language )- and on format'

H . - ) . . . .
i * (e.g., "mixing letter-writing form:with t_hat of a composjtion",),.a' ) - :

- D

4

“ -
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" In the oral-grading. exercises‘condu'cted on assignments given during the

*

' implementation ,period, teachers maintained many oi” the concerns‘they .had

. -~ ' -
i . 25 . a:
effectiveness of expression were more freduent. Teachers 1ndicated that

&
expressed-,ear;‘lier. However, comments on content, overall. structuire and ~ b

assignments ‘-comp‘l eted - duri ng the ;imp‘l ementation .period appeared "easier for .
~ Students td.rel ate to. Thi s the_y believed to "result in more thorough‘ly ’
deve‘l‘oped' themes and gr*eater confidence? in the tone of wri ting among

+  students. Biscernable improvement in organization, spe‘l‘ling and syntax was

»

- - . .

seen as a natural by-product of the ‘student's increased _ interest in

comp‘leting the assignments. Particular emphasis was ‘p‘laced on increased

— - * .
‘length of %ssignments and major prOJects, and a ‘perception -of s‘low but steady

,improvement Jn the quality of wrjting for a number of students. This was’
q I

particV-r‘ly gratifying for teachers, since they indicated that ,i\you don't

usually see “steady improvement with kids on this Jevei." 4’" S . N

1 4

. uhe ora'l-grading exerCi se “then was usefu'l in assessing the impact of our
- - -
1rrterventizs\n on the teacher's pedagogica‘l goals as we'li as on the qua‘lity of

»

the products of c‘lassroom writing actwities. ‘Fron” this actWity, it became

evident that there was a2 shift in the' teacher s focus in the c‘lassroom from: L

- L

concern- with improvement of s@Jdent s writing on the syntactica'l 1eve' to ,

emphasis on the " association between expreSSion and-: content (i.e.,l whether

[

content is se‘lected so as to provide the desired effect on “the reader),f v

_un‘ders;tandin'g of for-'mat (i.e.,bcharacteristics of record reviews‘,z magazines,
£ o - } - ) * . T - . :
compositions, plays, outlines, e}c.),’ and recognition of where flexibility is

. - " . ) T :
- ' . f N . - - P ’ . i .

—

appropriate (e g. topic sentence and corclusion of a composition). : . . R
8- The acquns?tion of 'Iiteracy can be equated with the acquisition and
- demonstration of‘ other ‘Iinguistic capabi‘lities, _such.”™ as speaking. - B

-
Y, - -

Consequent‘ly, much of the recent research on, 'Iiteracy has been inf‘luenced by

the fie'ld of ‘Iinguistics. Since the focas of our ;researchf was on the' ..

B . R ‘ ‘F . . . . » @":.‘
. - -‘ - .-\'. . . “ . N . . 't . ‘
| o . AR RN - 3( . ‘ .
P 17 S
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. teaching and learning of Jditeracy rélated skiils, it- seemed only logical -that

: sOme insight might be gained from the fie‘ld- ot 1_a‘nguage_ tea’chin‘g“, \g‘hjch has
experienced-‘sig_riifjcant progress as a _res:,nt of the application of ‘Iin'guistic
_ theo.ry. ’ Thp,:objectivity of .Hnguistic -.description'\ provided- the kind o‘f:
perspective"which a‘I.'Lowed tﬁhe research team to ‘broaden its, focus from the
surface Jevel of morphology : 'and syntax (expre‘ssion) to inc'lude'the -1eue1 of

deep. structure I'content) as well é as the means of gett1ng from deep to

3
» »

surzface structure (assoc1at1on)
The ass1gnments and prOJects subm'g,tted to teachers by students .dur1ng

N the 1mplementat1om period conta1ned -numerolis examples of cop1ed text. These

unseasoned ‘writers .proceeded s‘Iow?!y,lstarted and stopped unnecessarﬂy, and

produ&ed RUMErous errors.. Copy'zng prov1ded students of writing mth a mode]

'for- rerf‘licationll,l ex_ercise . (_s1nce _fwr1t1 ng." 1n\p]xes motor skills), and

re.i'nforcenient, ‘Each new 'I‘earning' experience seemed to leave onl_ylca trace in
the individual's 'tnemory, and practice : allowed " them to incorporate _that
- .

expier1ence% into their repert1ore of demo’nstrable sk1‘I‘Is. Copying, however,

is usually monotonous and d1scourages p rsttence. .Fortunatelyz we were able

,io overcome the ennui assoc1ated with tms task, through the mo.ti'vationa1
strategies outlined above (See above "From Commumty Ethnography to C'Iassroom'
Strategy ') Th1sk1s’ part1cu'|ar'|y s1gn1f1cant in 11ght of the fact that -the -~
most frequent comment we heard from students was that schoo‘I is !:;oru;!’gi

' That students had more to say on the -topics 1ntz;oduced during the
1mp'|ementat1on period than those ass1gned in t‘lassroom writing prior to the
research was evidenced by an dncrease’ 1n the 1ength of their written
-products. '1_n add.ition, the 1nteractio.na’l atmosphere at _Nordsworth dis--
" couraged . sanc'ti-ons .ag'ainst'incomp'lete homMrk assignme;1ts.. This wds

‘refiected by the freqdency with wh1ch students were iaﬂlowed class time to

-
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v

_ o L . "
comp]ej:’e;' activities which *had been assigned for homework. However,

3

/ﬁanp‘letion of, the major projects aesjgned duriJng the implementation period.

required that a considerable amoint of r.esearch and_writi'ng be done outside

~

of class. Nevertheless, virtually all of " the students comp‘leted"t‘thew

projects and submr‘tted,tm t1me. One student who nhad been failing the -

Y
course du-e\to a ‘Iack of 1nvo'lvefnent, redeived a fassing grade on.the basis of .

_/

- his.».d‘i‘ligence jn the completiqn of a major project. Angther student, who was

-

characterized by the teach®r as one who',”'usual‘ly writes onily a coupie ’of.

sentences when you ask him for -2’ page," submitted a twenty-page booklet

‘d'uring the second phase of jmplemenatation (See Artifact #1 Appendix IIL.)
h

-

vention, was that they’ »(ere opinionated. They were therefoPe fazr‘ly adept at

expreési'ngga point ©of vjew'. ~However, tneir writing frequent'ly lacked focus

and o¥rganization. "I'his-was due, at ‘Ieast 1n part, to their submission of
ass1gnments mthout the benef1t of revision. .He d1sc_overed in fact that thé
concept of revision was totally fore1gn to most of these students. Through

the process o'f‘-co‘l‘laboration, Ilduever, students themselves began to leéarn to

use and. see the value of revision. Instead of submitti‘ng a series of"

A

discornnected thoughts 'strung\‘t'ogether .in paragraph form, stu nts capi talized
# - AN '

on the involvement of their, peer‘§ to refine their written products. {See

Arti facts #2 and 3, Append1x I11.) .. . .

. A s1gmf1cant resu‘lt of the discussion of genres of music coriducted in

!

. the ]n'&1a'l phase of imp'lementatwn was that Jt prov1ded students mth an

. \__....r

_understandmg_ of the 1mportance of format. (A deta1‘led d1scuss1on of format

aﬁl;ears Jn Secti I of this report). It a‘I SO demonstrated the fac=|‘l1ty with

which ‘students e able o adapt to the conventwns of format. Students

- ._‘

'were abl /for examp‘le, to write record and c0ncert reviews resemb‘lmg thgse
AW
\
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A

7

One statement that could be made about std‘dents prwr\ to our 1nter-

——

— '
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7 : .
found 'in trade magaa\'-es and newspapers, after havmg"spent only one class

perwd or the topic. The1r skill .was exh'lbn:ed further in the book‘lets they .

submitted in magazine format., in (fu) fillment of the requirements of the ~

I
- . . 4

- ~ 7

second phase of implementation. :

~ Effectiveness 1in writing is dependent upon order of presentat‘ioh,

- L}

emphasis, point of view;, and style. It is more difficult to assess than the

og:her‘compon'ents of written coninunic_a,tioh. While it would be difficu‘lé’" to

show a distinguishable improve@ent in the\lefectiv“eness of students' writing

after only twelve weeks, we can say. that teachers perceived some measure of -

- improvement Mhe ‘effectiveness of stucdent writing. Most important‘ly,

L]

- >
however, was the perception of "students that they felt more-at ease with pen
in hand, Ltgat\“they ‘fe‘l_t more responsible_ for their own learning, and, in the

words of one teacher, "that good writing is in ‘their grasp.”™ ,(See‘Artifact
) : ‘ —~

-

#4, “Appendix I1I.) .' -

~

F1na‘l‘ly, ' there were several other factors which. reflected the success of

-

our 1:1tervent:on..',- We found for;?examp'le, that attendancé was. h1gher in the
“ %

"classes included, in the reseamch than-in other classes at Wordsworth. In-

fact, - there were seferal occasions .when “students, who \were -not enrolled in

»

one of these c'lasses, requested permission to at%fend. Two c-f the teachers
-3

. received comp'lai‘ntsa(-frmn students ‘not involved in.the research that they fe‘lt

slighted. In respons’e 10 those'comp'lamts, one;-of the teachers jindependently
1mp'|emented our approach . . ' L - v

Much of what 1s s1gn1f1cant in draw1ng conc'luswns from this- research was
evident in the f1rst phase of our 'interventwn 1n the .clgs‘sroom, when music
was. introduced -as'part of' the wit]ng‘curr1gu1um. The ethnog\raph'ic team&had

- .’ -~

"pr‘evious"ly_ r'ecognizecl ‘1‘:hat music was highly wvalugd by the ado'lescents

.i'nvo'l\qed in the résearch. It was central .to much of their activity outs1de

." . i




".of school énd was often accompanied by various literacy events. These youth.
were seen reading record jackets, fan magazines, and music reviews. They
were - observed w_rit'ing nusical 1yrics with diligence and enthusiasm. Hriting:‘
associated with "rap" mu§ic - a popular genre during the research period -
was found to be 'practiced by a .great many of these youth. -In their musical

interests, as  in other activities they possessed their own purpose for

writing. ’

The musical interests of l;hese,jouth and its associated writing were not
. Cd . ' .
nécessa_ri‘ly -appreciated .in the cTassroom. Prior to our intervention,

students assumed that "their music” was forbidden in instructional periods of
the school day. Teachers similarly, often vjliewed the popular -music of their
students to be disruptive in school. :If they did not regard music a5 a
distraction from“learning.j, they saw it as ‘innocuous =~ 'n%either“ hamperiné' nor
He‘lping in the acquisitit;n of ‘Iiteracglr‘ pkills. 'The intervention accomp‘;ished
in  this project bggan "when researchers provided eth;nographic_ dat:a
qemonstratingj tﬁat_ writing tied_ to music was simi‘l.ar in process and pr‘odiu:f7

. -

to the writing teacher's. wanted to foster in the classroom. In their
. .

unofficial writing associated with musi\c, these youth,demonstr;ated rhetorical

goals and methods, concern .u‘ifg vocabulary, the ability to -go to other.

written sources for models and additions, a-;:lesire 1o coﬁaborqfe with ather

writers, and a willingness to edit and re}:ompose/t eir ur.i‘t'ten texts. A1l of

these were regarded as valuabip "to writ/ing instrgi:tioh 'by the teachers
T LA 3 . +

involved in our.research..: ' . .

Once. teachers’ were convinced of the possible contribution of - this
. ﬁ.‘ - B -
unofficial writing to pedagogy, music was introduced into the curriculum. At

this pc.»int, a social process took place which ha._fi a far‘rea'chj,r‘lg.,_jmpact on

teaching and ledrning in the classroom.. Teachers were .challenged to keep up

e

-
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with the variad and bowerfu‘l(-"responses which this approach elicited 'fr:orn.'

/ . ks
‘studentsr. The researchers, who were now mak ing reg,u‘lar‘ observations in the"

classroom, established roles as mediators: between students and -teachers by |

providing clarification and alternative intepretations of c'lassr@:om events.

'The most notable result of this intervention was an increase in ta‘lkina
and m‘it‘ingl about the topic proposed by the teacher, Initially, the proposedc .,
t.opic was pdpu‘lar music and. its assocfated writing‘ - a- tOp»‘i‘C Iin which
students were known to possess an interest and particular expertise. wl;en
given an opportunity to discuss a familiar subject, téachers noted that
stu.de_nts talked more than in earliar class meetings. Students b‘egan to state
their musical prjef_erer_aces and offere‘d.:to-'bring'samp‘lé-s of thei.r favorite
mdsic to class. As ;1:hey expressed their likes and d'is‘likes, very emot%ona‘l
discussions arose.‘ Students talked directly .to one another with a frankness
that sometime startled their teachers. In written assignments on music,

o 3 ~
teachers identified the following changes: inacreased length and neatness,

-

longer periods bf’ uninterrupted concentration on writing, greater committment
‘of nonschool time to these assignments, and. more frequent reliance on peers,

the teacher, or other written texts as sources of input for writing. -

Focus on music also changed the social structure in the classroom.

‘Teachers who now showed an interest in the nonschool activities of . their
students were 'régarded with affection, trust and respect. As students began
to talk more directly with one another, they relied less on the teacher as

the sole audience for their opinions. Alliances formed in which students:

helped one another develop cogent arguments about their- preferences for a
2 - . - - ’ ’
panticular type of music. -As these alliances formed, students began:.to-reTy

on each othé5 throughout the composition prFocess. This meant that the

< teacher had greater freedom to facilitate 'Iearhing for the class as a whole.

-
<
*
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Becaus2 the r.eacher was spending less of her. time discip]ing'ng-students' and

because she was aided in the appraisal of wr1ting by other students, she now

-3

had the opporturhty to. gu1de students to var1ous resources and decis1ons
*

. which allowed them to. improve _the1r own writing.

o -

‘Also as a result of " this 1ntervention'-, “the boundary between 'school and

community became ' less distinguishable. Students  brought music  and

. +
publications .to class which they had pr'évious'ly left - at home. During
o -7 i+ . :

classroom writing assignments, they interacted with one another very much ‘as
. - » ¢

“they did "1n thedir peer groups or families outside of school‘.q- They betian to
. ) ,

choose topics from among those issues of concerd - to their peers and family

2

. members. S:tudents _deinonstrated a sense of ownership for their writing.

Ultimately they referred‘to the intervention by the fitle "A Writing of Our

Own." .
In spite of the relevance and ownership which characterized the writing

ERE

e
done as the result of our 1nterven$wn,xconcern for acquiring fundamenta]

skills was maintained: - Teachers cornrnented that this-.strategy of 1nstruct1on
. 2
allowed them to readﬂy 1dent1fy “and correct the syntactn: rrors of their

students. j‘he use of standard sourtes of 1nfor~nat1pn such as dictionaries

—

‘ 3 P,
and libraries increased dur1ng'th'£‘s period. Many students were equally as

concerned about - basic language - skills as 'te'acher ™~-After several class

-

sess1ons had been devoted to mus1c, one student even askedikto spend some
class time on the study of verb‘conjugatwn. It seemed that once students

were able to estabhsh ownersh1p and to rely on their prwr knowT"edge About

writing, they were more wﬂ'ling to accept; the direction of the .teacher in

- acquiring fundamenta'l 1anguage ski'lls.

13

The concl us‘lon to be drawn from the ethnography (wh:l-eh -demonstrated that-

-

“these youth will wmte .even when they are not,(obhgated +7 do so) and of the




classroom intervention (which demonstrated: that their willingness to write ,

L4

can be posi tively influenced) 1is that these students were not rejecting

writing, but something else. It suggests that they were hindered in their

writing by the' social structure of the classroom. Prior to our .intervention,
- - + ' '
classroom act‘ivit‘ies\were proposed and directed by the teacher. Students

" R .
complied with the teacher's direction and “focused Ithe‘ir efforts on meeting

“her demands exclusively or not at all. During our intervention, students

behan to bropose their own el'iarect'ion for classréom- activities and to rely on

-

their pgers as, an audience for their writing. The social structure of the-

\\‘-—./f'_\ ¢
classroom - changed ‘from one wh'lch was h'lerarch'lca‘l‘ly organized under the

.author'ltyme te.acher to one in which r£p0n51b1'l1ty for developing and
completing wr'ltten as§1gnments was shared by bogh students and teaghers. In
_this restructured social "system, the leadership of the teacher was not
undermined becausé she was recognizéd a§ the most skill wr'ite_rm'in the-
classroom and beclaus_.e stpdents were generally 'ona'll to her anc( depeﬁdent on

s .

her for accompiishing a shared goa'l--‘learniﬁg to write.

-~

This research has demonstrated that writing competence is- more than -a set

of language skills. ‘It is also the set of social relationships that allow

] - o . R

A

one to- express;' what is known. These social relationships are the b‘ackgrbund =

against which ;211 writing and learning to write will occur. 'This research

- . . .
suggests that when a concerp -for these social relationships is incorporated
. . .- . \

1

into pedagogy, 'l,‘the apportionment and acquisition of basic literacy skills can

be accomplished "'.‘n‘wre eas’ 1y.

1

<
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Impressions of Anglo Learner/Writers
- Ann Giovani
Ernest Howard

. Ronald Boes

I!alefi; Unger

—

-

Ann Giovani

Ann scunded attentive over thgrpﬁone when I fi;gz called her. She had a
very Young, almostochilaish vo%ce. She.no longer goes to‘ﬁbrdsworth due to
the strike -and her imther has enrolled her 1in parochial school. Over the
phone shé.saya ghe never thinks about writing, and when I asked her why, she

responded '"Because I want to be a nurse, an RN.Y When I showed an interest’

-

in the fact that she wanted to be a nurse, we got a conversation going.

I arrived at the house to find it very messy and dark. She was the only
one there, since both of her parents work. She's 15 years old, nervous-
slightly chubby, and wears thick glasses. We talked about Wordsworth
briefly. She said that she was enrolled in there at the Beta campus last
year, but due to the strike and the fact that it was far to travel to get to
that campus, she decided to go to‘a nearby Catholic school. ’

She sald she only séudies vhen she must, but appears o 5& a good
student. She watches alot of IV, and freq?ently Ealké with friends down the
 street frequently. Bér favorite'aubjects are history, English and algebra, o

which she likes them because she considers them important. She's a motivated

éiudent now and describes hergelf as someone who 1Is more motivated now than-

»
"

she was 1in the past. She also says that she likes religion as a subject.

It's new to her because this 1s the first time she’'s been Iinl a Catholic

school.
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Ann says that cCatholic e..c;);ol is a differentl plgce than Wordsworth,
because there are "more rules." St:e' had a definite schedule for how she
spends her afternoons after school: She arrives at home, watches TV -till
about 4:0? then changes her clothes i‘r’and visits friends. Llater, she returng
come home to tlzlean house for her mot:\her By this time, her parents are home
and they eat, after which she s‘tudi'es.‘ She also added that when she has alot
of homework, sh;a comes right home‘from' echool to 36 it. On the Qeekends, she
says she usually shops with her mother and. grandmother. In her words, "I
real]:;' .don't have a very exciting life, my soclal life 1s not wvery good

either. I don't go out with boys like alot of other girls my age do." She

went’ on to say-that she has met some boys at church and those are the kinds

of boys that she feels more comfortable goling out with, because she can’
"trust" th; ‘ . .. ) ‘ .
She spent alot of time talking about how ;she managed QO,;;ay her tuition.
“to Latholic ~school. Apparently, the school: has an ‘arl;angement in- which
students can pay 1/5 of cheir's‘l,OOO.'bO tui.‘tion by selli%»_cham:éé in a
raffle which. is con&uctgd by the_school. Noc.j only élid she win a cuit'i.on
credit by selling chances, but also won clh‘e ‘gafﬁle,'and had her entire

tuition paild plus an extra $600.00 lefr over.

e
L]

'I'his- good fortune inspired her to write a letter to the priest of.h;ag
- . church telling the story of how she won the raffle, and that she's amazed an&. «
thankful for how God works. .
- Ann seemed commitad to becoming a nurse.. This go'al séems To mandate her
school behavior. Though she doesn’t like to réad or write, she'll -do 5;131:
she has to to mainc;;in, a B average. The goaf of becoming a nu;:se is ‘

I
something that she chose %u her. own.
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She talked about (iatholic scho:il, sayfug she 1likes 1t because Tf~-the _.

strict discipline theté. : Lo .

Lt

n

Ann was so motivated to go Lo Catholic school .that she defied her.mother

to do S¢0. Her mother objected but one of the reasons she wanted to go' there

-

was because her brother had atrended the same school previously. She
¢ .

described he;ﬁ brother as very smart. He's in the m_ilitafy service now. He

was a good enmough student Lo gra;:luate early.

At one time, 4ann was ke.eping a diary--and -thfis is something that -she

started doing herself. She gave up on/ohe diary because her parents were
) . F=

re;ac‘ling it witbout 'te}._ling her anc_l,/:after she discovered this, ‘the diary

failed to serve an important function for. her. AL that point, she stopped
writing deeply personal things in it. ~
Another literacy e;rent that ann-shared with me HEE when she wrote to the -

TV Guide wmagazine published by the Bulletin, i_r}_ _response %o some of their
» B "_I 'A
programming. It has” a weekly column _Hhere rea.ders are asked to write in

__,_,_-'-"’_"—‘-‘-

about what they thiank about .particglar IV prbgrams. She wrote .because she
.( N ! L B
likes soap operas, and wan.ted toJexpress her opinions ahout her favorite

shows. Afterwards, she said she felt stupid and embarrassed. Her teacher\

f-or.md out ,about it, but,: in her words, "ignorea it.," "YIt probably wasan't

> =

interesting to him, she said, becuase he dida't want to read what she had

N -

'gotten, published 1in the newspaper. She said, ‘even though her friends didn’t

tease her and that they were pleased’ that 1t was -P'ublished, it still

embarrassed her.

-

She - would like to write a2 book because "'1't seems like a good way to make \

alot of momey, "but feels it takes too much time, its more important to

become a nurse.




-

” There 1is substantial -ehcouragement for' litercy 'in Ann's household. Her .
pareuts subscribe to three daiiy. newspapers, although I was sq-r'p'rised to see
that” there was at least three days of newspapers that were'u;:opened and
"laylng on the front couch- in the living room. BHer pa‘rents als;\subscribe to

several magazines, which include McCall's, Red%ook,; Young Hiés;auﬁgseball
| . . . o, . K ST -
e

Digest, and Soap Opera Digest. The latter is the only one Amn re§QE: —
I think the interview uza.s‘ worthwhile for Aan. She is’ shy. and easily

em.ba‘rrassed, and was rel_uctant to\even ghare the letter she had written to

the {;riest. She avoided.in-depth‘discussion of it in) the begiuni_ﬁg of our

interview, but lattet ran upstairs to get i£ for me. Finally, as I was about

to leave, she offered it to me, and said I couid make a copy.

"

Ernest Howard ' : . s
. - -y .

-

The Howard family was the firsr one contacted in the NIE stﬁdy.. -Shc_mtl?

o : -
after our letter ‘announcing the study was mailed, "the mothér called me on the.

pnone. The first thing she said was that Ernie, her son, did not want o

+ 4 -

participate in the study, and that she was calling to notify me of that. She

went on to explain a bit:about Eddy's circumstances and why- he did not want

. N A)‘."_b %
anxiety level and frustration seemed to mdunt steadil}%n ’ .

Y

. I S Y '
to be involved. Throughout -the conv;rﬁy/at‘cm, _of"\'a‘bout 2 35 minutes her

-

She started explaining that Ermest had been cutzing classes, and that he

was forced to repeat a year, go he would not be moving on to high school this :
: "3
.year. He is presently enrolled in junioi‘ high school. His parents had hopé? .,/

7T f" .
that he would pass this .vear and that he could move ol to either Wordsworth -

School or into what she referred to as a prpgram that wpuld prepate "him for
* : ) T :,.
the military. But because of his lack of at:em'.latu:e1 and lack of enthusiasm

for school, he wasn't i:romoted to éepio; high E.vchool.‘
. . ' ’ . = . - #
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There were a fnmber of problems t.hat she‘ expressed re:gar_ding his
education, inclucfin,g'if'his lack bf ent usiasm and participation. In spite of
these proﬁlems, Ihad the imp" s;aion from Ernie's wmother thar Ernie 1s
active, -en:”.husiastic!. - and ‘se]:f-mo_ vated 1in certain areas‘ of his life.
"Institutional educatfon is not one‘ them, however. ‘

One of the pr:loblems she expressed about schools was what  she refe'.rred
to. as a "mxilci—racia-l‘; problem. "Sh'e said chat there is‘.‘a lot of fighting
in the schools, fhac be:cauae Ernie 1is white, he has been :t'ightixig_ with Puerto\_*
Ricans and Uith;ﬁlacks at schools . Several times he has been .chased home from
school l:hgg; were her mfds) by kids of other minoriﬁy'groups. She said
tha:'he_has very few friends, "though she didn't know why this should be so.

She said chat Emie'fides his bike alot, raises and breeds 'hamsters,

pfactices welght 1ifting, and 1s iovolved 1in assembling kit radios and

v oad
o

listening to them. ) . S .

Ernie's mother was extremely frustrated about his lack of participation
in school. She said_.reﬁeatediy in our conversation that he is smart but. that

he. does not try. To give an example, she said thal:‘. -ev'enf-though"he did his

homework these days, he did not ﬁsuéliy turn it in,
‘-L°I gainé& the ‘impr'ession that there are several problems in"t.he_‘ family.

Cne 1s.that his pareats respond’ anger. and force their eicpectatioﬁs on
. -~

him. It se\gms t.hat force 1s the < _common way of dealin,g with problems in

this ~familys :.rnie s mother feels that she does ' not know what to do about
h’s "leawni problems.” She said "I've tried to hit the kid, smack him. but

not.hin'g happens. He won't change. o -

3

Some aspects ~of the  family history are important here also. j:‘;rtiie's
father is a truck driver and has been a truck driver most of his iife.

Er;:ie‘s gother 1s .2 housewife and'ha‘s never had a career outside of being a

»
-

- . o

-
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-

wife and mother. Both of -Ernie’s parents left school at thé high school

\—_/ %
A ™

R

level without earning diblomas. A

~ Ernie has two older female siblings bdth of whom quit schbql in the 10th

3.rade, 5usl: about the same time theilr parents did. Ert.:ieli‘a Jjust approaching
l:_ﬁe IOch-grade and I would imag.iﬁe from what 1 know of family dynamics, is
that .one of the reasons Ernie's {mcher seems ccf!icemed about his -lack of
patticipation 1in school and 1s dealing with this perceived 'problem as 1if it
., |were a crisis 1is because. she fears that Ernie  will fulfill an established
pattern.  Her.strategy for dealing ‘with her f;zar seems:. to be one involving

only force. The outcome seems to have 3liepated Ernie and 1initiated a

~

rebellious attitude and not the sort of attitude that would encourhge him to

apply himself to his studies. IIl‘. sounds like a stand off in the family.

"Needless to say, Ernie's mother didn't encourage me to come to their home. -

Ronald Boss . :

-

Ronald is an anglo American blonde boy, age 14 who.was born-in New Jersey

and liv;ied there until a yedr and a half an when his mother's sister and her

~

- - husband took over as hi:-: ‘guardian, His guardians are Jack, who is age 29 and. .

’/"' . . - .
his aunt Lyn who 1s 26, They have been married 8. years, have three of their

own children, two girls apnd a- b9y. ~Jack works :i}:l andaircrafc asseﬁbly plant, .

where he has worked “for eight and half years. Most of his training he

. 2 - i .
received on the job. He considers himself a skilled or semi-skilled laborer,

-
.

and he has a high school diploma.-  Lyn 1s 26 - years old, she is now a

T ‘ housewife. She worked intermictently becwe'eﬁ havirg childrén, -as a bookkeéper
| | for a_manage.ment_;ompan'y. Both Jack andlLyn were reared in Ph.ila‘delphia and
. have lived most of-l:heirilives i;:l Nﬁrch é’hiladelphia'. Ronald's guardians and
he are all active Roman Catholics. Religibn was;noc imporl:anf: 1;1 his life -
until %xe moved in with Jack and Lyn. Lyn has had a total of five yearsl work
éxperien’ce. She quit -work three Year% ago.

JLRIC .



The family 1a __iﬁl:egral:ed into 8 npetwork w..hig.h ia composed wmostly -of‘
Jacks' work and recreational f_riends. Jack 1s involved in the union, uhere‘
he works on the atrike and ‘t/H:e executive coemittee ‘boards and also 'spends &
considerable amount of recrea;ional time bowling -and Playing softball. It is
from these activities that he has gained woat u;f the frien;ls currently shared
by he ‘a.l':r;l his wife. He's algo on the sa:‘.el:y‘c‘ommittee at work. This_ :.seems;
to be ‘impeortant "to him in- providilng a asource of additional jedt:u:.at'.1.n:>ll'1‘. He;

c

. apparently read§ ::verything that he can acquire about safety related to his
job, and attends semina’rs to ]:ehm, fo;.' insl:.anée, CPR, the_ eff‘gcts‘of B
. par’ticular‘ chemicals and assembl_y procedures. He says these things are
self-fulfilling. He also fee:18 that the skill he g-ains1 in go.:;.ng no‘s;fety
seminars, as well as Cthe experieru:;z gained as an active member iI-:>f his union,
. will further his_—career.ﬂ \\"3

Lyn is a housewlfe, and makes ceramics. She 1s also taking a course in
2 . .

Sign Language. ] .

Jack says he wants his-cl':ildren (at léast his son) to go to college.
Hels saving money for tt?is.. Because he is not a full-fledged membe.r of. the
fan_iily, Ronald will pr’obabll.y be second in Iline ‘for pioney to ’go to college.
Jack and Lyn do not !;noé if they are goi‘ng ta,be‘ able to send him to college,
and are curx;ently uable to send him'l:o'priv%te school, -ali:hough they -are
a'bli; "Ir:o afford tuition for ‘their own son. Ronald H?nl:s to go to colftlzge'::'—he
sa;'sr, to begin his football career. He is active in sports, and football is
his favoril:;z competicive sﬁort. He aiso likes roller skating, bike riding,
and previously collected baééball cards.  He ' enjoys music,. but almost
exclusivel; rock as opposéd. to rap or disco music.

'\. He writes letters to friends an& to his mother in New Jergsey. The reason

" he likes to ite is because he "enjoys_expressing himself". Ronald has many

L4
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girifriends, and 1s frequently on the telephone talking to girls and other
frien&s. He describes himself as_saméone who would like to be ou't:‘ in the
cheet, or hanging out with friends all the time, and does not itke to spend
cimg around the house or to be idle. At the same time, he does not like tor
read or‘ dohllicesgcy related activ;cigs ;ione. He séends most of him time
'fiding his 3iﬁé or hanging Auc at the local skaciﬁg rink. . Weekends, Ronald
spends with his father. The Iacger is a salesman at local flea markets, and
open qérkecs. .ﬁe sells ieocards, shoes aﬁd' other i;;ms -on conusignment.

£

Ronald refers to his father as a "barker." 1In some ways, I think this is an

IS

activity relevant 'to iiterdcy, because it entails . crying to provide, or

-

‘creacg, a structural persuaslee pfesencipion.

Another Jjob that Romald has is Euccing lawvns for_friénds and neighbors in
. o .

" the .area. Last summer he*had a job painting numbers on the fromt of "houses.

He did not keep any books or documencacioﬁ on this, but "keeps it all.in his’
head.” -
Ronéld's guardians seem to be concerned wich'. his educacion";;
particulaéiy now, since they have been making.,an active eff;rc_to ;mproye'ic.
Lyn says that in school last year she read Romald’s hsmework every;niéhc, and -’
waul& discuss it with him regularly. Shé made sure chac everyching was domne
"choroughly: and ;roperly". Both parents were pleased with the outcome of
7his, be;;usé Ronald’s grade 'In science went from a D to a8 B, and Lyn says it
‘was;because she helped‘him. ‘
‘ '.The'ﬁoy’s guardian,consider it importpnc that they comﬁunicace with his
geachers. They are diligent about contécting teachers to blérify’-Ronald;s
needs, and’ they regularly attend school fﬁnqéions which they believe has

contributed to improvement in his grades.. They are also taking initiative in

- -

encoureging Ronald to learn to use information sources for himself. Whenever

he askes them how to spell a wor&, they tell him to 1look it wp in the

155
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dictionary which 'théy have taﬁ.ghc him to use. They have no encyclopedias :I.j:l - .
the house, ait'hough they plan to acquire one soon: They havé subscriptions

to several magazines, among which are Sp}drts I1lustrated, Time, and they °
subscribe to two .daily newspapers. xgonaj,d sald that he reads --che;e-

occas :I.onall}..

-

L

During the interview, I was impressed " at how 1iInterested Ronald’'s

guardians were in ﬁ:y quescibus and in me. A4s soon asII arrived, both Jack

and Lyn shook my hand - and introduced themselves. We sat down around the
. : s

dinner table, Ronald on one side of me amy Jack and Lyn on the other. We

* held a foéused interaction for the (next two hours. Tﬁey -asked .'.Lﬁ:e mnany
- .
quastions, as I did them. They were ghorough and 4quite open in their -

-

. - ! .
-answers, This seemed different than th:;:ncerviews, which were pore

"loosely structured and ‘p_arenl:'s sometimes ¢ not to be involved.. - Other

+

parents come in and out of the room during the interview.  Some people might
i‘egard thls as a lack of ipterest, but I don't k:nou_' if 1t 1s just that.

Such a focused interaction was good in some respects, and not in other.

%

respects. It was not beneficial to my end, because Jack and Lyn were so

iwo% in the interview that 1t was hard for me to establish any kind of

-

direct communication with Ronald. I would face away from Jack and Lyn to
" address a question to Roriald. After the-quesciqn he would start to respond,

. but be¥fore he could get akwofd‘om:, Lyn or Jack badb%ﬁ\co respofid for him.

-

s

Valerie Unger : . .
Valerlie 1s a fifteen—year-old white girl who lives in a cﬁin.b'omé in the

logan section Iof.Philadelphia. - Thls area.is ‘nocead for ics"'mulci-rltincio al

population and vValerie's best féiepd is orlental. Valerie atteads a 's¢hool

. 1n center city. She is next to the Yyoungest in a family of six children.

157
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.o . Her two sisters are married and live In the suburbs, uhile three of her
~ - : 2 ’ '
brothers live out -of town. Her ten-year-old brother she :described 25 a.

*,

o, "pest" and Valerie grimaced when she first mentioned him. Ber father 1s a
¢ . A
night watchman who sleeps during the day,, X T /

Parental protectiveness seemed to be a powerful force im Valerie's life.

her father- alloved her to meet with Rick and I only with her friend, May,

present. Valerie told mg;hef facher‘aidn;t want her meeting alone with Rick,
3inc.le Ikt::is é mlan. He wasn't aware Id' be present: Bfforts to be ':r.l.:h
Valerie in different t::ontexts were pe;sisté;tly thwarted. A sk.al:ing‘ bgrl:y,
w.i'lich Vaierie and I had planned witlh Hay for over a t:reek, was called off by

her father one-half hour beforte I wds scheduled ;o pick the Sirls up. This

decision was made despite her mol:her s agremenl: t:he even-‘:ing before 1ia a phone '

couversal:ion with me. In fact this incident.was folloved the next day Efy l:he

father's calling the principal of Valerie's high schoocl to filid out what l:hi.s

research was ;11 about. Going roller skating did nof' flil: into his per'cepl:ion”

o; research about writing. I was unable to reach him when he "was _aot asleep
to discuss hi.s concerns. 3 |

- Arranget;ents- to lez-Lrn to use the C. B. radio with Valeri..\e were t:roken

time after l:‘i'me." "Somebne‘ took the note Wil:hl ny phoae nmb;r so she could ﬁot

c.lall to arrange a time, as we'd earlier agréed she would do. Everyoae in her

v family was sick with the flu and she vas afraid I would catch it. On another

. ocassion, Valerie for-goc I was coming and went out to 'di:}ner r::il:h her

parents. I arrived a little late, and as it turned out, this was too late.

F{nai'effor:;“uere meclwich a respsnse that she was going to wvisit hQr sister

a;d didn't lmow when she'd be returning home. A request that she call me

1

when she got back was agreed to but never fulfilled.

.
L .
\ et

El
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I3 valerie's life seemed to be determined by familfr' demands which she®

-

accepted regfetfully. It would seem that, .like Paula'a mother, Valerie's
father was éttempting to prevent her from harm. With respect to- the project,

. i . K
parental  misconceptions about ethnographic research made contact with us

~ -

dLfficule. L g
Hl:len Valerie and 1 _sp/e,nt_time quether 9;.7- talked on the phone. I found

her - to be warm and friend__g; She initiated eye dontact with me many times

u

when others were talking. When I arrived laté after several efforts to get

tog_g‘th'er-, she threw her.arms opef wide in greeting.

With Valerie it seemed that _a thick protective wall allowed her t‘". be.

-

. 5
- open within 1ts confines. The huge German_$Shepard that barked loudly each
time I rang the bell- to enter seemed to symbolize the perceived “barrier.

That wall may also have been instrmnentai in greater apparent literacy in her
f ' : o : .
home than in Paula‘’s. Books were plled In the upstalrs hallway. Valerie

-

i - .
talked on her C. B. for an hour almost every evening. She and her friend

talked together almost daily. writilng ) p'hc;ne dumbers and doing homework
Ve ) ' ) . '
seemed to be the principal uses of writing. Like Paula, Valerie did -not

‘appear to use writing to fulfill wany needs tn her -day-to-day life.
Communication was direct, and if writing. was used for diarles, that

 information was not shared. a
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Impressions of Black‘ Learner/Writers °
"Benita Bdwards ’ 5
a " " Bobby Terrell |
Lawrence Underwood \
Paula I‘..i:t'l:le |

Walter Macnamera

“

" Banita Edwards =

=rBet:lil:a is 2 Black girl, aée' 15. She 1is one‘- of nine siblings, five i)oys .
and -Ifour girls. They rang;e in ages from 8 to 26. She lives with her father
. and \{stepujlother. "One and half years ago, lfne'r gather remarried after having
Bbeen; widownrd for dquite s while. Much of Benita's -upbringihg was I:akén cafle
of by her grandmother in New Jersey. Benita ?Ha's' only' lived in Philadelphia ' .

for a short while; prior to moving here, she lived in G\l“as‘sborb, New Jersey.

- \ -
- Her father ‘is active in the union, and works as a truck driver and deliverer.
J .

He -left high;, school at age 16. Her stepmother works fyll time at a packing-

planl:.' Benitd’s original mother died wheh she was 3 or 4 years old. After

I:hen. Benita was reared by her grandmother until she was slightly ochg\r and

- more respousible, when she went to live with her father. & -

. ”’

Benita is becoming ‘more religious at present than she has ever been
before. This interest in religion is new, and she goes to -severzl different

.

churches in the neighborhood. She says that each Sunday she attends a
4 - .- .
different local church.

‘Benita described herself as 'a  responsible and ,capai)le mepber of her
"“*—%—_‘__jamily, attributes which her father encourages. She sometimes feels that she

. is not close to him,"bfe—éfa‘imrhe—has_so__much ‘trust in her that he doesn't take ..
T . .

‘time to help her out in her own life. She has a nickname of "Angel" because

. when she is in class, she always knows the answer and won'tr ﬁelp other people

3

&
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cheat. She receives atce.lient I'\\grad]es most of’the‘ time, but her favorite
: subjegts are math .and Eoglish. Unlﬂ‘t.e many other children, .she enjoyé school‘
ann almost all subjects. Sne lcriwlk'es tc read and says that she i.ooks forward
to the beginning of school. She b‘i.'ought a book  to fme, ‘;hich she is currently
reading about American Indians. S‘ne gplained that she always reads book.s.

and even writes her own book reports. She 1earned this sk.ill in school but

l

practices it herself now. She says 1t gives her better recall and increases

. -
¢ : . N .

her ability to express herself ﬂ

As well as reading fictioz, she also reads the Bible quite often. This

* was inspired by her grandmother..

Benita describes herself as someone who likes to stay home often, and she
. ,_\ "

E ouly has two close friends. - She explained that ome of the reasons “she does.

not have more friends 1s that she -15' seen as too good of 'a student, an
"angel:" as she puts 1it. Another reaeon, she believes; is racial prejudice.
| s .She says that befause she jis a studious, light skinned black: man;r of her'
black peers regard her as kind of a W‘hj_te; People aslt her 1f she has a White
father. So, she has trouble gefting close to darker skinned Blacks, yet she

1s dari enough and obviously Afro-American so that some Whites refuse to have.

\
anything to do w‘.i.th her. ) . >
1

+

! : .
Her father works alot, -usually six days a week, ten hours per day.

Benita helps with the hougsewdrk and spends most of her time at home.

Benita's father reade aften Ialso, and it 1is from him thet she gets most_ "
of her books. He's a "good influence" on her, she says, -but'_they aren't |
‘emotionally close, because he is too strice. He won't let her d-ate and he
glves her many chores to keep her busy ail the time. \ |

. . 4 -
In' the house, there are geveral subscriptions to newspapers and magazines.

Her mother subscribes to Jet, which Benita never 'reads.The Daily'News is also

e |
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delivered, daily, and she reds it occasionally. She's ctirrently reading it
to follow the school strike, but says that she usually does not read it

because it 18 repetitive and carries too many stories about bloodshed.
. Benita enjoys writing now more thé‘”ﬁgver. She writes letters to her
-\ . . 3
e, 1y,
sister, who 1s still in Ney Jersey. She wri‘.{;’is her own book reports, and
]

méntianed writing to food companies in the area for consumer infomati_.on.
This is “son’lethi'ug that a teacher suggested in one of the classes, and Bei;til:a .
has ‘continued to do so, ‘ev'en outgide of school. She likes to spend time
wri‘l:iné about her feelings, and she keeps a journal.
I asked her if she was a good student and she said "I guess so". Shé
seems_ to work hard and be self-motivated, bx;t I‘Ik.acks self-condifence. She
does'not gain\ée respect and appreciation of ‘her peers, because she is too
much of.a_"goody-goody,” and so only studies. for her owm sa;isfactionjnd to
£fill up the e:ﬁpl:y .l:ime at home. This al:]. by her account . ) - -2
She says she wants to writé for several reasons. One, is ss that she can
becore the boss of s?methingl, not " just a worlu_ar. She es;;mates that omne must
write in order to succ‘eed in w;:>r_k. She says she wants to wril:]:, and increase
her*' vocabulary, because when she's in the companjr of séfahistical;.ed people, .
she does not 1ii:e being talked dowq upon. She appears different from her.
friends in this respect; mos:_qc;f them use drugs and she considers them -
apathetic. She does. nol:‘ go to p-arties’often bgcause of this, and because ‘
‘“people often put teachers down there. >, )
Benita seems to he the paradigm example of an individual wiuose literacy
activities are imextricably so intertwined with an entire ethical and moral
philosophy. She reads because its the ri‘g‘hy@ to do. She doesn't cheat
. because cheating is wrong. She d/oyeﬂ in school be;:ause‘ it is righc.-co do

-

SO.

”
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Bobby Terrell-

Bobby 1s a Black fifteen year old, who attends Wordsworth. He lives with

¢

his father in a preddmina}ltLy Hispanit; section of the field saite. Tﬁeir
sux:roundings indicate ‘tvha:' they are among the less fortunate families so far
encountered. Bobby was born and raised in Philadelphia, and has lived at his
‘current address for a long period of ctime, although he -could not remember

:specifically how long. He has four sisters and a brotl'fer', all of whom are

older, ‘and "none of whom lives with him and his father. He has, a fourteen

year old friend with whom he 1Is very close. The two take turns spending time

¢

at each other’s homes overnight.

Bobby spoke little about his Epf!:ql'_l,er"(ﬁ:"t'ioesrf'lt know where she isl)'. His
father" wasd present during part of the interview. Bobby'’s dad works in a
factory, and appe;rs, gsemi=-literate. ' He 1s concerned abo&t h:l:s son's
education, and was partially responsible for Bobby's applying to Woodsworth.
'. ‘He 1is hoping that It.his wili provide hijs son with a better education than he
couldl get elsewhere. Yet he cited the Catholic schools aS"'his"ide;al, and
.was disappointed that he could not afford to send Borbby to one. He was
hopeful that Bobby would acquir:e educatio,n' and not Yend up like me". |
| Bobby likes to draw and to collect comic books. His most unusual hobby
~ However{ is collecting turtles. (He has‘eight of t.het.n, ranging in sizes).
In..fact, the only evidende of literacy in the home, ,with the ex;:eptién of a
few magazines, was a page out of a book with a de;scriptio.n of different types
of turtles. Bobby did say, however, that he has "closets full of comic
books', from wh.'ich he draws ldeas. - - ’ o

He has collected turtles sinc_e the- age of ‘eleven, .and practiced drawing
from comic books since about the age of eight. I:Ie also enjoys playing

-

™




A.I, 16-

. ) 3 )
foorball, baseketball,. skating, and going +‘to’ the movies and neighborhood

. - * 4 b
parties. BHe indicated, however, that he attended one party about a year ago

at which I;he host was killed, this caused him to be more cautious about 'go{;;g

-
L

“"ro gatherings at riighl:. ‘ o
Bobby 1is somewhz-;l: inarticulate, as is his father, and not very engaging,
although he appears to have a genuine interest in rhe project.

»

Lawrence Underwood

s ) =

Larry is a Black boy, ége 15 and one of the most acl:i.ve‘ kids that I've

interviewed for lfhe research .so far. He was born in Philadelhia and has’

oyt

lived there all his life,” in or near the Olney -area.t His ‘f_amily has five .

-

members: himself, his mother and l:hreé-' siblings. Harold is %, and is the
youngesl:.‘..Sonia is 17 and somethat older Ethel. His stepfather is in l::he

household occasionally, but r;ol: on a regular basis. He apparently doesn't

contribute to the family income.

il .-

Larry's nother . Supports the family," apparently with success. Larry

i

mentioned that he was inelligj;b],e for certain kinds of’ schblarships\ at a

S

r

. particular school, because hi‘s mother's income is too irgh.

Until recently, his mother was a policewoman. . She now works for a local

. cleaning business. -She was apparently active in gang control with the poli'ce
T . T ' e
~department, but ' quit that job when she was almost injured by sowme gang

-2
-

oembers .

Larry's ori%ina]_. father is livin—g in California and rarely has contact

* L

) with him. . < . . s _ .

The ’religfon‘of the family is Bapl:isl:./ Iérr); describes himself "as not
very religioﬁs", ‘I:hough" he goes to school every Sunday at the local Baptist

Church. He 1s well connected in the community. He has- many friends' and

1
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s-peaks black :vernacular English well., He .projects tﬁe impression of someone
. who 13‘ intelligent, studious, aud: not towdy or involved in drugs. At-th'e
same time, he's "-hip".and -doesn't glienate his friends alth;augh he 1is
straight, productive, and activity-oriented. He also sings Gospel music and
is parz of a . "popping group" (or dance group) of about 3 boys and 3 girls who

p!ractice .‘:stylil.z_ed éanci:pg. The grgup.dancés at scheduled engagements, for

ich- they are pai.d. ' - -

Larry also‘runs' track,-his a member of the Philadel-phia Expr_ess, and says
he is too a;:tive to. use drugs regulé.rly. Hs-‘i_s alsc semi-allergic to smoke;
‘and this is !l';is 'out' when his freinds appr‘o;ch him or pressuré him to s‘mok.e"
or‘drink. He qafd he gprefers fri‘énds_who don't' smoke or drink; larry. is.

. also a umember of the Kgyétone Grant Lodge, which is a Mas_oniﬁ group in
church.. - |

His :notlller is q‘uite involved in his 1ife. She stops hinm fror.n hanging
a-round witﬁ people who use drugs, and does not allow him te frequent }:qéal
hang outs,’suchh as 10th & Olney. She 1Is a;tive in his edﬁcation, and Dakes
su‘hre that he cai;;ples his homework before going ou-t. He is not a;yﬁse
the phone or go',out at night on any weeknight. His motﬁer is ::naﬁding and
had him doing homework all summer outside of ” school. -,Sﬁe created
°assi:gnments, chose books to read, pr‘ojects to compiete and saw to it ti}a{ he
did them thrdﬁghout the summer. Llarry says that- he is- veryl close to his
atother, and respects for her deeply.

‘Larry ‘left. his previous high schoocl and came to ﬁo;dswerth to avoid

hanging out with drug users. He said that o dc;xthis, he had 3:0' ‘break off

-

from the crowd.'- o

One of the central activities in Larry's, life is rap music and he 's-pends
considerable time” creating raps. He says he.has his own DJ equipment which

he owns joiatly with a friend, and they keep a diary of rap lyrics.

Ll
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Paula ' Littie - s

-

-

F) - - Y .
4 integrated section of Philadelphiz, East Oak e. Paula's mother 1is‘an -

Paula 1is a' fourt:een—.year-old Black girl whq livés in an -apartment in a‘n

28-year-old single parent who works as a nurses' aide in a nursing home. She*

is studying. to become a registered nurse. Paula has an eleveﬂ-yga_r-—pld
sister. ° ‘ e i

Paul.a's relativesg, who live in North Philadelphia and New Jersey, seem to
. . \" ‘. . _&E/ .
) ",‘pla)’ important roles. At : ten, Pauls wrote plays with her sisrer and

K v
uncle. .These plays were read on +pes which have since been lost. Paula's
grandmother 'has a trophy room in which Paula's award for parl:icipal:_ibn_- in ‘a

Black radio station's Black History essay. contdst is disp‘layed. Paula wrote

" about Charles Drew, che discoverer sof plasma, m&}eg because a White

hospital would not ,give him plasma. ®

- During Qche time of the study,. Paula attended Uo'rd_swgrch School, which

required a2 long bus and subway ride. She l?raveled wifh'“l:wq -_friends, one of

whom épcended a vocational school.

4 -

My experience in Paula's life sgeems- to capture the contradictions of

independence/dependence which can be a part of adolescence. I spent time

with both Paula and her mother, alone with Paula at her home and out in the

. ) _ '

world. A long discussion with Paula's .mother focused on her *work as »well_as

-

her concerns for Paula. o v

Alone with Paula 4n her home, -discussion was oc’baract:erize}:i ',bir oy

interrogations . and Paula‘'s generally short -responses. We taped one get

[l !

together so that she- could hear her wvoice. She volunceeTXed, "I{:s?fﬁnd- like a

" . h! ‘ ’ & .
litcle girl," and described a phone -conversation for a-potential babysitting.
job in which the adult sald she'd have to see Pauld before she believed he‘,r

age. Generally I questioned her about school, special ‘events sheld
L ~ - / N
mentioned, her friends and her interests. She felt that her friends were

» .

most important. She defined ftiends, d

165,
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They like tgq go placeg with you and 1f 1n” trouble they like’
help you Ouﬁ If you got something to talk about they there®
when you need somebody to talk to. Cause a girl around here
pamed Trina, me and her real -tight, we like sisters. She a
friend. 7 ' .
/0 ' ok : *
“we.I really. only got 1like tém really good friends. The others
only talk about you behind your back and everything. It don't
bother me cause sometimes I do-the sage tp them.

-

We discovered we had wmutual atquaiﬂtantes whom we discussed. Paula

questioned me about. ope 3ir1 8 handsome brothers. Paula's mother said Paula

talked ab(‘.jut/ boys all the time with her friends on the phone. Phone

-

_conversations ‘rere a favorite activity, confirmed by my frequently reaching a

busy 1ine . ' ‘ ) - ‘

»

H‘hen I fir&t’ “3aw Paula outside the home 1 did ‘'not recognize the bouncy,

confident youfig woman coming toward me. She maturely handled a leering male‘

Fl

passetby by 1ignoring him. With a flourish, she dumped her school- books in

S ? s

the back of my car. During our drive and dinner, she questioned me about oy
life. She managed to get me to talk about my 1{fe and oy interests.
Diring our discv:ssicns alone,- Paula related that she was doing okay in

schooil. ghe had been moved ahead i math to an algebra elass.x Payla's

. £
mother's entry ‘into the discussion after “this- particular._ taped session

N ——

broaght out an entirely different picture of school. Paula's mother had just

leatned that Paula hzs, been skipping . school and cutting elasses to go around

\\ wil:h her friends.——~ ‘I'he schoo‘l hadpn't iInformed her. She wants - Paula

transfer’red- to ’'a nearby .general high school which would be more likely to
: : BN : 1_/
infom her 1f Paula 1s cutting classes. Paula likes her present -schod .

beeau‘é‘re she had alot of freedom there. The disagreement betaine quite “heated.

. Paula's mother seemed to turn to me to support her position. She feels very

worried about Paula’s beieng drawn .into samé destructive activity such as

. “ . )
drugs. Paula isn't given any money for fear it might be spent on drugls. The ~

+
+




A.I, 20

- -

tension between imren'tal responsibility and Pauyla's desire. fdi'/'}.ndependence

1s dynamically high-powered.

-

I felc. as '4f Paula’s mother wanted me as a resource to aid her in
. ~ ) .
handling .this tension. Her requests were never concrete.. But she .always
. . - L h
~ent t of her way to “make Paula available and accessible to me. She even |

voiced concerm that i’aula night not be in the resegrch 1f she were.

traosferred out of her present school. - ' - \

Pagla herself,turned to me as a resource when she was looking for a -
summer jo'g.' She was receptive to my offering myself, Rick and the Science =

Center as a resource to meet Anita to learn.about computer programming, her

-

desired :rocation. ) ‘ :

~

In this experiencé, I found Paula to be an enthusiastic questicner. She

) B . g
spok with ‘Anita for twe hours. Her questions ranged from skill and training

-

to those of a personal nature. She éiaminéd the training manual uhich‘she

asked to borrow, she agreed to return to study 1t. It may ‘be sig'nifican:‘

that in this context Paula did not take notés of any type.

= - .+

I did not see nor was I told that Paula, used writing to f£fill many needs
in her day-to-day 1life. 'Commtmicatioi:l with ;::hers wa..*.‘; usually" direct.l In

her Job search, for :axample, _e'r stra:.egy-was te ask anyone she k.r_xew.

Writing letters was not a part of her job skarch strategy. ©She spoke on the

-t

phone to relatives in Mich:i.gan, but made Jno “mentivn of letters. Phone

‘. messages, could be written, however.

The Black Hisl.".ory contest and the plays are :wo‘outséanding exceptions.

In each case, other familly members were involved elther iIn production or in

the rewards of cthe product, 1l.e., the award display. This interaction may

*

have served as the impetus to production. /
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* Paula keeps a diary every day. Her mot’heE also reads and writes alot,

Il

writing down some of her l:houghl:s' and .keeping a kind of a diary as well.

Paula went to Parkway because she wanted to be a computer prog;’émmer. Her
mo‘l:l;ér has. been encoura.ging her in that direction, and. to go-to college.
A big portion of our iaterview was spent talkipg about what Paula's
mother referred l:o‘ as Pa'u:la's "class clown phalse". This wés‘between 1979 and
- 1980. During this time, Pdwla was fthe kind of kid who would do just ‘the
opposil:e of wha;: thg- l:eache; wan . The teacher -l:old her to sit down and
Paula would stand up. If the teacher told her to be qi:iel:, Pﬁulg would talk.
She was g;atting alot of attention from this, but she was also diﬁrupting
class, her grades were fallli.ng; and ue.he was getting. in trouble, even lqnding
in .reform school for .a sémesl:er. It 1is interesting .that this behavior of
Paula's i:ni:*l:ial:e'd a very strong and concerned response from her mol:he.r. When'
her mother really saw how serious this acl:ing-oul:lwas, she began- taking

charge of 1it. She began saying ''Paula, 1if you continue this, you're not

going to go to the next level at-the end of this year.™ Paula's mother began

1l to_see if Paula was as rowdy. as her teacher said, and when
- she was corvinced 'l::hal: Paula was really beha tn—a2 disvuptive manner, she .
b;.-gan to threaten Paula that she would show up a;t: school. , And it didn't take

long before Paula :;ealized that havipg her mother come to scheol ws

embarrassing and not tgor!:h the attention she got.

About the 'same time in Paula's life, her mother imtervened to take some

control .over the friends -l:hal:.‘ Paula kept. Paula ‘'was spending alot of time

LI ‘\ - -
with: two teenage girls that lived in an apartment complex just above-Paula's

mother. Thesp girls appear to be totally ueglecl.:.ed by their wmother, who left

them in- the apaftment for weeks at a time, according to Paula‘s mother. This
left a ]:ot of time for Paula to go ‘up and get into ‘trouble with these kids.

3

-

163




AL, 22

Eventually, when Paula. got in trouble for, skipping school, ?éula's ‘mother )
.really put her foot down and insisted that Paula not see those people again.

Paul_a was really frightened about being caught skipping school because she

Y

had to go to jJail and got sent to reform school. So Paula learned her lesson

and since then she seems to be really willing to accept her mother's stfong

role in dictating acceptable or'u‘nacceptable behavior. These two events sgeem
to‘héve brcugh-t Paula and her mther closer tggether. oo~ ) .

I was impressed throughout the interview-with the ripport between Paula
and .her‘mother. Paule's,mother'_s des.criptions of these acting-c;ut phases
seemed to be totally in accordance with the w;y Pauli.sa/‘}zl{ese events. She
and her mother seem to share an ;Slderstanding of what had happened, and zll
conflicts seems to be totally resolved. Paula's mother had a sensitive

understanding of what Paula was going’ through at this time in “her ‘life and at

-

. the same time, she didn't see Paula as wrong'or" rm‘:able to change. Now

&

Paula’'s mothér seems quite proud of her.

Paula is an active girl. She plays basketball for the Olney Eagl-es, she

*took ballet lessons until recently, she swims regularly and watches alot of

football. She also goes to parties almost every weekend.

- - -

She was taught to swim by a* twelve-year-old uncle. When Paulaz mentioned
- .

. this, she also mentiled how intelligent‘ this uancle is. She says that he

' d._':aws and that he is od enough to be an architect’ now, and that's what he
wants to' be. And so one gets the impression from talking to Paula and her
mother that there is a good bit of intelligence in ‘the extended family, 2
good bit of curiosity and the discipline to learn and to perfect these

skills. So this is a2 good enviromment for literacy and learning.

Pauli's mother ‘subscribes to Black Enterprise, Right On, and the Readers'

Digest Book Club. Paula claims to read zall of ese regularly. Paula said




! |
) II’

that among the classes she likes wost -are sex -educé;_:‘[_.g_n.- She read the Daily

. News' every day. ' - . C.
;o ‘ '

Paula 1s really interested irc boys at this point .in " her life. She has
many male friends. Paula's mother *seems l:-o have a healthy attitude toward

relationships in general and geems to have been a good role mﬁel for Paula

., in establishing healthy constructive- relationships. Paula'’s wmother prc;vi_.des
incentives - for good performance in school. - She -re_uards. A's with money and
gifts such as designer clothes. She made it clear that she rewards ‘éaula
_only for A's, not for anything lower.

Another way she encourages Paula to do well in school is bylhe]’.ping,/h;;
with her homework and working with her. Also, she involves Paula in her own
learnnig‘ while she 1Is studying to be a nurse; they will often sit together
i{ith a textbook, reading portions of a chapter together, and Paula has been
lelarning some of the same things as her mother. So it seems ti'lat their
respéctivé educations are a meeting place to share and rglaite.

. Paula's mother does not provide her with easy monetéry or material

e -

incentives. She encourages Paula to work for her own money; Paula babysits

regularly am he money' to-buy _tﬁ,g designer clothes that she wants that

——
Paula's mother has also taught her about money management and bank accounts.

-

She has' a Christmas club fund and seems to demonstrate a certaiq “amount .of
responsibilicy in maﬁaging money and earning the wmoney that she wants "to

provide her the l:hings l:hal: she desires. ’ -

= — ——

My interacl::..on with Paula .was in some Ways very much like the interactlon
I had with Ronald and his guardians. But. thgre were sSome striking
differences. The two interviews were alike in that as soou as I came in and

introduced myself, we sat down at the kitchen table and proceeded to have a

_lengthy . interview all facing one another. It was similar in that there was

-
-
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ample time for questions and answers, but different in that Paula's mother

A

did not dominate the conversation, but let Paula speak for herself and
different than Ronald‘'s family, where Ronald's guardian would speak for him.
Paula and Ronald are very different. Paula appeared to be a person with her

1
own will, Tebellious at times, but independent. Ronald, on the other hand,

seemed to exercise his Independence oni? outside of the household.

Walter Macnamera

Walter was gom and raised in Philadelphia, in the northermmost section

the Yyoungest member of a nuclear family, although the house 1is regl..la.rly
occupied by the offspring of his brothers and sisters who live nearby.
Walter elected to go to the school where we have condt;cted Aur research
because he ‘beltiev-red thal: its curriculum would reqtiire less reading and' he

£

felt unsafe in the neghborhood where his'previous high school was located.

Walter describes himself as a science and comic book "fanatic." He

regularly. reads the textboolts that have been passed on te him by freinds aﬁd
'-Ehe elder members of hié family. He explained that he reads many science

magazines, such as YNational Geogré.bhic, saylng "'I'hey give I:hem to me, so I
read them.' He collects comic books. and bragged 1n our interviews that he

- e ...._has__ at:"ually covered one ent:.re wall of his bedroom with t:omic books, and

I:ilal: some are worth as- much as eight dollars.  He 111ustra.tes his cmit: books

and regularly enters '::onl::ests sponsored by comic book publishers for the .

{
invention of new super heroes. He created "metro"”, a pmulti-talented hero

with the power to generate 'cosmic rays.” Walter also likes to talk ‘and
. considers himgelf to be a good storyteller. Walter seems to pursue these

activities with diligent enthu-_.siams, 'all:hpugh most are solitary activities.

. i} R
n -
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encouraged her to answer my questions, listening as she did. This 1is very’

of th ‘Ifieldsite. He livesliwith his mother, father, and uine sibling. He is

. : “ A.I, 24
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Walter, in fact, describes himself as a "loner". He enjoys taking 1-.:mgl
walks by, him‘self,_ and exploring the local neighborhoods. He prefers brisk’
walking to other‘ sports, such _as track or basketball, although he
pa;:ticipates in these organized activities as well. Anotl-?er sign of his
,indepéndent nature is that Wwalter px;efers “rock music to the conte.mpc;r_ary

Black music that 1is popular with his bg’er‘s. -He does not like rap music nor

daancing. Walte: - _explained that, - because of his strong will, he gets into

f ———————

fights with.\other teenagers fairly often. - AN

He writes letters ‘l;'-eg.l_-llarly. At the end\\o\f each school year he writes
-t . i \ R
letters of appreclation to his teachers, and c}escribed writing a letter to

one of his teachers recently when she was marr:}.ed.‘
. |
Walter also/ keeps a bo f poems. These are not - poems which hes has
/ : : 2
~, composed, but/{rather ones that He has read elsewhere and enjoyed. Writing
J( - - -

r

them 1n hifs own book helps him "to remember them and refer to them

subseqnentlyj. In fact, he does a significant amount of copying of mary sorﬁs

of written texts, 1f:|c1uding poems, sclence books, and the comic book
- »

characters that he draws. h

.
£l

Walter 1s pragmatic 1in 'his attitudes towards school. He explained that
the object for.him is “juét to get through.”" Usually he says his strategy is -
to "lay .low" - when he starts attending a new school and attempt to achieve

modest grades. Then as he is about. to graduate, at the end of a temm or

level, he will iacresse Wls “effort &b as ‘to “improve his grades 1in- -order-to
"33."-. out and go on to the next school”. He is plannit;g on attending college
"at a local institution.
I was {mpressed bfw all the activity going on in-the- household du‘r-ing our
: <

interviews., Some of Walter's older brothers 'were working on a project to

remodel their living room and add an additional room _.Eo their home. - Walter's
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mother was repalring the” stairway with’ hémmer and qg;ls during one of my

.visfts. Walter is equally active himself. He raises plants and has- a gulnea

~, .
plge He expressed deep atféqhment to this animal, .saying that ofter he talks

to bz‘about things he would never express to another person.
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Impressions of Hispanic Learner/Writers . ¢
Pablo Amaya
Alonso Martinez
Shagon McMoore

Toni Fierro

§*

"a

i B
Juan Leal : !

IS
o

. Pablo Amaya

Pablo Amaya 1s a boy of age thirteen, Puerto Rican and more assimiiataf
to Anglo society than most of his Hispanic counterparts. He prefers to speak
English and 1ives in a predominactly English-speaking household. Borao - in
Philadelphia, he has lived almost all of his 'life- in or mnear the, "Golden
Block": -

His soclal-econoaic backgrOund is poor, in spites of the fact that he, his
father and hic mother are gainfully employed. 'His father works as‘ a
semi-skillecf laborer, and his mothe\x; as a teacher's aide 1in a public school
nearby. Although his father speaks Spanish fluently, his mother speaks’
almost none. Although Puerto Rican-ﬂicpanic, she was' raised in an English®
Speaking environment.*

The religilous affiliation of .the family is Pentocosta} ; all members;

including Pedro, go to the True Light Pentocostal Church almost daily. L '

<. ._Pablo _1is. we]_l integrated in the community and ha.s many - friends. Wheo I

arrived at his house, he was outside playing with friends, who during the -
interview, came in and out of the house repeatedly to talk and participate.
Pablo hoPes to ‘be a scientist and $ays, that he's "good with his hands". :
He enjoys bicycles, of Hhich he has built two and races competitively. The
week before 1 interviewed him, he had won a 1,000 meter race on his bike., He

also likes to cook.
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Pablo has a good Sbilil:y to tell) stories,..and ' describes himself as

someone who loves to creéate them, to which- attributes his good grades im
scﬁool. "He says that he gets his .ideas for stories fx.:om watching televis;.on,
or sgtill wmore often from ‘dreaming them wup in his head'.  This is
particularly helpful, he says, in English class.

| The household consists of five individuals: 'P'ablo., au-d his brother, who
is “about 8 years \old; their ffather and mother {his origina'l' parents); and
also one of Pabl;)'s _aunts andy her gon. The latter twe have only been living
..there a brief time, I believ/e, and will not be living there much -longer.

When I asked Pablo about w‘riting, we Dbegan talking about two literacy
events, both of uhirch were somewhat directed, school-initiated projects. Ome
was what he c;lled an "'overfreport", 3@ report _about outer space phenomena.
The iospiration for this report, the way he structured it. as well as the
conte;:t, was a TV gshow. ‘I'he- teacher. had told him to. watch a Nova -
presentation, which was to be the topic of the rep.ort._ |

What was noteworthy to t;q was that with- very little instruction, he
constructed an elaborate procesrs; by himself. He'd taped t;le Nova show, and
sinultaneously taken notes. Hel allso had an oqt;l.ine of; questions his teacher
had given him to which shes wanted respouses. So with those three things, he
wrote a ,r'eport. He said thal: he produc& the report by watching the show as
it was 8eing taped, and Sul?sequently referring back to the tape. He" felt

o tha_l_E by the time he" d " done this, b
questions than the teacher had originally asked.. Bot‘:h this and cthe next
exanmple demonstrate Cthat Pablo 1is a self-motivated learner. who “¢reates

- questions amd pt\:oj'é’cts for himself. Another report he wrote about the life

of Abraham Lincoln. Be was given a book at school and asked to outline it.
. . > - . -

-
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Based on that outline, he was to come -up with' some queations which he thought

were imporﬂant. Again, as he went through the assignment, he  generated

additional questions. -1
s

What appears different about Pablo is that he is school-otiente&, willing
. . .

-

to do what is required of hiu; at' school, and‘:o use this as an oppqt'tuni'ty
fo; other leatniné and other l;ietacy elated events., He does not o;iginace
his owm projacts,-ot at least he's not.a self-starter of his projects. When
given ‘a project from school, however, he follows thtough.mote so than many
other students. He is goal oriented and likes to achieve in school, and in
other contexts in which a structure provided for him.

He said he likes .to do rhe besg of everything. This ofientat;pn to goalé
is a striking ‘trait with Paﬁla: He didn't question whether it is important
to learn to read or write, Iand seems Lo acéept without resistance the
encour agement that his teacheréland parents give him to.use literacy skills.

This makes me think that literacy behavior often fails to hdppen because

-

_students aren't convinced that there’s anything in it for them. There's no

value in the outcome, or rath?t, no -anticipated vaiues. In Pablo’s case, he
doesn't qﬁestion the value of achleving or learning certain skills. And when

he's given a pfojéct he has a clear sense of goal, and works toward 1t. The

+ T ———

'learning process evolves from this. He has a requirement to write a book

report, for example, or a report about a TV show. Given little help in terms

0
'

of a structure, and mostly when given a concrete goal to attain, things

- follow from there. In doiné both the Abe Lincoln repoft and the Nova report,

he generated original questions. He generated a step-by-step process=ﬁhereby

'em,’be had to learn

¥

he could produce the. reports. In of&et tp achieve -

fundamental skills such as how to generate an outline,
\ ' . -
the report.

how Lo siructfure

.
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I chink “this relates to issues {mplici€¢ or explicit in‘ the work of

Shirley Heath, where she says that You don't reach kids to read in order to

get them to read; instead, Yyou provide a purpose for reading and chen :he;r

learn to do-1ir. Literacy is an adaptation to Your environment, and if Yyour

enviromment provides an incentive;.making it advantageous to learn to read or

ate

write, then you'll do so.

Juan Leal 3
N o ) .
Juan 1s named after his father. I called his house following the mafling

F

of our in:fdduc:ory letter. 1 was struck by the tone of hesitancy expressed
by the young Juan and the ‘I;:viden: suspiciousness of his fa:he'r. ."Fshen 1
called I'origihally spoke with Juan and.exélait;aed the :esear:ch to him after
_whic‘h 1. asked him- if he wanted :;3 be invo];ved,wand he responded "I‘.don'l:
know, You shc.»uld talk with my father." When his father go-: on :he‘phone;’ our
f;.rs: exchanges were 1in English. It seemed more appropriate to switch to

Spanish, which I did, at which point I was literally interrogated for tWo to

three minutes about the project, in-a somewhar mistrustful way. Thé fact

'El:\a: I spoke Spanisjr with Juan's father seemed to lassen his suspicion, b_u:'

still seemed somewhat unwilling to get involved.
strategy for dealing with this was o sarrange an interview with the
family rather than with Juan alone. I think :his‘was successful because -1

-

—met with the family.ir the evening this week, and as I was leaving, Juan's

father shook my hand and encouraged me to come back. ' He seemed very . pleased
. heY
that his son was ge::}/ﬁg involved with the project. - . - :

The Leal “family séemg to be~the most traditional of Puerto Rican fami.l.ie_'?.,'

e, &~

———lT

that I've encountered 1in this research. 1It's a stable and active familir. .
The parents go° to church on a daily basis-aqd are active in church politics
" | .
and extracurricular activities. Juan's mother speaks no English, and though
e o L - H
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his father does, 1t 1is not the kind taught in Puerto Rican schools. “He
4‘-\\ . .- .
learned it in the streets in New Jersey and Phiiadelphia. His education in

Puerto Rican schools in English did not help him when he came to the states,

he ‘says.

-Both Juan's parents were born in, and spert the bulk of their lives on,

£y
-

the island. They don't visit there often now, because most of the family

lives in?cqntinental U.5., but they are srill emotionally tied te the.Puerto

" Rican island and culture. ‘ o : - !
‘ . s
,Juan's father egtourages his children to ~speak Spanish in the “household
. \ R i . . N a
because he wants to maintain the values of this culture. Juay prefers to
-~ ¢ . :.
speak English, though he likes to speak Spanish in the household, and wishes
> .
he could learn enough Spanish to be able to cowfortably read it. But with

his peers anq 6utsiders,, he speaks English. He did express very sincere.

. .
interest in practicing Spanish and maintaining it .-

-

Juan has an éthnically mixed reer group and lives in an éthnically mixed
neighborhood. Ee loves sports. He broke his leg p%éyiﬁg baseggll this vear,
and is just now recovering from it. ©He won't be playing any football this
year, which he regrets. hHéNélso Tuns track and?réées his bicycle quite a
bit. He has récen:ly decided not’ to go to Pa;kway‘school, but Central High,
because of 1its proximiﬁy to his home. His peer group is- gﬁpgraphically

dispersed. Most of his friends are from the junior »igh which he attended

o

.until last year, but now they gofEb different schools. He also has friends

L3

from church, the Incaranational Catholic Church. S0 Juan has and 1is

-

affiliated with at least three networks: the church,hhis junior_ high school,

. A
and "a friend's house where he and other friends hang out. —

-
- - *

- ]

Juan does not attend jams, nor pevform rap music, although he likes it

. - - . . F)
alot. He says the reascr: he rarely attends jaws is because he doesn't .know

] —




. \ b 2 T~
AN j' . . ~
. kN . . \ :: . - ) R
how to dance, When he said that, his sister, who was sitting next to him

L .
said "Well 1"11 teach you how to dance.” I had the impression that he was

tuf the activities that he does with ‘his pee-rs,-

= L3

because his father was close by. Juan did say that when he "goes to to -jams,

relugtant to talk about some

. they're the ones put on by the church.
He wmentioned a-church retreat that he gone on earlier this year; It was
a family retreat that he seemed to feel was j.mporr.arit to him. He said its

purpose was o keép people in touch with their families, to get.people off

drugs, and to teach them other alternatives for living. He said tha since

the retreat several wmonths ago, there have been bi-weekly meeti{ngs held by

-

the people who had attended j'.(
One of the things 1 suggested that he do with that retreat was to kee-p\a

jourral, and since then, he says he has been doing th,at;nd is really ‘befﬁ}

gereing aleot out of it. I was something that I asked ’%iﬁ to keep for. tw‘-;
- / - -

J___ag_gg_ks, l,mt e was jmotivated to do it beyond that, and for several wonths has

been doing so. He says he writes in it every day, especizlly when he has a.

L4

personal problem to work thriough.

I- asked him to give me an example of how the jourmal Helps him. He said

that it lielps ?him learn patience, and specifically, curtails his tendency to T
1 . - - : ) A )
_ . fight with his 3isters He also® has been keeping written\\‘cérrespondende with 7 N
< ' .. N N ' ~
some of the people who attended the retreat. ' N . ‘

LY

hqusehold'ceuters around rveligion. Juan's

Th—

Much of the literacy 1f the

' . .-, - .

father reads the Bible daily. He also reads the Philadelphia InQuirer,,}but L. v '

E:’/-\ ¢ - I ° /? ’, : Y '. ’ r’ - T -o' o --

. subscribes ¢o - no . other [ jorrnals, 'naglazines' or . newspapers. The fagher's - . ‘B
, ) M & p —_ - -_ . . *

-a:_titude towards his sou's ed catioy one 'of helping; but -aot- forcing? He

wvants his sons té be what;.-ve; he camw B{ithin:his"owg. abilities, but .he doesn':

. . - .

.
hd * »

- feel that he can\-force him to_ be anyth“ifxg. .-One!pf hi's Enajor considerations

n - B -
» - . -

-

et -

15y
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"is his money.” Helping, to "Juan’s f_axther, ‘seems to be equated with the

providing of-money for his- son's ‘educa-:iori: He said he can get as far as he

-
- .

can with his father's help, but if he wanted to be a doctdr or a lawyer, it . -
would be difficu}.:, because he just does not have enough money. Juan wants-

to be a policeman or’ a lawyer. He.said he likes :hi.; excitement associated

with being a policeman. Bu!:,ghén, a lawyer seems like a respec:a‘_b}.'e ﬁrade_

% - . .
v =z .

too. ) . ; . -

\\1‘

- P - ' \". ' ) -
Juan bften works with his father as an assistant, constructing fences in
~ : - ' -

*

L } ‘ ) e N !
New Jersey and also in. the neighborhood. Apparently, all the fences on their - .

block were cons-cructed by him and his father. “ . .

-~
ab -

I asked Juan what he thoug about wnl:ing and what he ..hought its purp-ose
T -HE sa{d that ) never thought much®about the-future, p_art:.cularly with

_giipec: to writing. "I live for each day, as it comes,” he said.

-

Juan -said that he, used to be imfo}.ved with a soc:.ai club al: the c'nurch -

but that ihe lefr it because that .e'ader——wagqﬁzop__hﬂg}; of:en dic:atmg how

- B —

people- .should be, an/:;x not trecognizing that some people couldd't be p?rfer:m B

R, + Y
§ all at once. So Juan left the club, and sinée then he has been doing pretty

T ~ ¥

. much the same kind of ac:i'v_i:ies, such as sports, games and hanging ‘with

friends. From this I get the impression that Juan is a fairly straigh: kind,

and that _'Being rowdy, partying and dJoing drugs are not a large part of his

~

) life. He is not ndive. - ' : .
- a )
' " Juan is fourteen  years old, and was born in Puerto Rico. ‘Immediately

is 2far.u ¥ moved to New Jersey. They have been iiving in .
‘ .

o after his birth

- Philadelpliia fo __jus: a couple of years., He is the second born and. has three

sisters, ' ThEy are economically stable, but not wealthy by any wmeans. They
: , - b : -
'I:/éve a small house which they rent and hcpe someday to own. It's a row house

.just north ‘of Rc.ao.“s’d%vel:’ Blvd., near Seventh Street., The family is:’ not well

~

i
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- <

integrated into their immediate ge‘ographical communit-y, but is affiliated”

. - . - L]
with the Puerto Rican community in Philadelphia. Juam’s friequ spread over

a large areda and he doesn't seem to be very close to any.of his neighbocrs,
- - — ——— . .

most of whom app%a,r to be Black.
&7

e

= ‘-’/' » -
I have two questions after the ipterview “with Jose, bearing on zhe

- procedure of  the research.

-
-

Juan keeps a diary w‘hic‘h I think would be very worthwhile to incorporate
into the research. I'd like to have artifacts like that. But his diary is
private, and he was reluctant to share it with ne that day. He may continu_e
to hesitate to show me any part ::f. it, .eaven thoggh I asked him to. I think,
therefore;| that we need to consider some of the ethical issues lof askiné
studen&o share with us things which ‘they -have written forl private reading.

The second question relates to the diary as well: How relevant are

bl

diaries? How strictly should be focus in the research on updirected writing? .

- Toni Fierro

——— . ..

m‘“}‘rﬁ;ﬂ-s—_a_ﬁherto Rican boy about age “fifteen.. He has a light
—

complexion and was born in Puerto Rico, though has Iived most—ef-his life in

——————

Philadelphia. His immediate family Zlonsists of his mother amd his brother,™

although there is a large number| of- ‘extended family members in the

<

Philadelphia area, and Toni spend alort of time with them hanging out and
working with different 'family members.
This is impertant to the research, because when we talk about the family

-

structuring lite..>y and the acquisition of 1literacy skills, we can't”

consider only the muclear family, particularly with poor ghetto families.

Toni's typical of many of his contemporaries in this neigﬂborhood in t!';e

‘ sense that he spends alot of. time in several different households. The
. bty .




_A.I, 35

L

mother and the extended family take turns caring for the children, and the

3

' fa.r.he‘r's ex'l:::.'nded family initate projects and work M‘:‘f children. If we
judge that literacy isn't encouraged in ong ‘household se:r_:ing,‘ e may fifd
. nonetheless that it is encouraged and highly structured in ano:he.r. ‘

Tonl's family is vary poor. His mother is unemployed.and lives on public
asgistance. His own in;:ome and support comes ;Erom his farher, who lives in
Puert-o Rico, and is imvolved in the rourist industry. Each week, his father
sends elight dolla_rs, which Toni share‘s“-'ifith his mother and spends mostly on
necessary ems. Tonl 1s deeply imvolved in the Catholic church. He {s an
altar y at amass, and also spar::l.c:l.pa:es ;Ln youth groups at the church. At
the Same e, he's not a par-ticula_rly straight 'or isolated boy. He seems-:c_n

" - have many friends and though he doesn':‘ use drugs, he does listen to rap

-
music, attend jams, and seems to have many friends in the neighborhood.
[ - . e

-

He 1is well im:legra:ed in his community, near the corner of ,/ﬁiegheny of

~ Fifth Street. 'éhis is"a hangout spot for :eéqagers,- why:e" many Imembers of
sports clubs. meet .at the comrunity center, and play h;nd ball against the

/wall. -’I‘oni says he's . frequ.éntly out there playing hand ball and named

severai xlds 1a the neighborhood that he knows and goeé out wi:l'; frequently.

One of them which he mentioned specifically was a fellow named Whipple, whom

I met subsequently. Whipple, introduced himself as "Philadelphia‘s greatest’

rapper.” ' { .
Toni seems -typical of alot of Puerto Rican kids I've met, and he prefers
to speak",g‘pa'nish in the l::ou"sehol'd, and in the neighborhood with the older
Ny . :

oA - ~
people._With his peers, however, he speaks English most often, as he does in

all work and institutional se:éings. He also seems LR 'have Elen:y' of

exposure to Black English vernacular, because he's .involved 1th rap music

-

and has some Black friends and acquaintances, also interested in rap.

- -

183 ¢




He . says he doesn't write very much because hes 18ually has something

—

better to do. At the samé +_there are many literacy- acrivities in which
he 1is involved. He 1is the local tramslator for‘b his ns;ighborhood. There are
: 5ev?r.:al middle aged and olﬁer Eigpanic women living in the two block radius
“'""dé"‘hi's-—!nmef_fe_g_g_f___w‘hthspeak any English at all. He has become the person
- ‘—'r.?ho helps them in cases whemfﬁly“%n-—good___-English-spg'aI_c’%ng
;bilities. Among the l:h.ings that he's done for i:l'gem are: help contact the

"pest contfol division of the City Health Department; negotiate problems with

the electric company; and aide one women, who sells cookware, rtun her

business by discussing business agreements with English-speaking &istribu:ors

1in the area. 'There is also a woman about three doors down from h;.u:b who
gsells "water ice out of her home. Occasionally, she has an Engli_sh—speak.ing
customer, and sc:-"she calls I‘or‘;i down to help her sell the water ice, or to
make sure :hét the interaction-is hapdléd falirly.

A large portion of Toni's 1life revclves around-_ music. By his own

accou’nc‘, he could .sleep without being covered up, but not without music. He

was set back a year E{hen he came from Puerto Rico in the second grade, and so

he is a year older than many of hisms. One of the reasons he chose

to go - to Wordsworth High was..because they allow students to "move at their

own place."” He does nor consider himself An unintelligent persom, but a slow
-

pe}rson, and "he wanted to g0 to a scho‘ol, where he woulda't be highly
pre;ssured. Apparenl%ly, he :i')inks he.‘ could get good education and produce at
his pace at Wordsworth. Another 'l:'hing he's doing right now is he is reading
;he instr&cﬁion manual to allow him to ge this drivers licensé. - l
Among the other kinds of writing which Toni says he does are J:is:s.of
telephone numbers, frequen:_’ letters to his father, and "family members in

-

Puerto Rico‘, and recipes. which he wrires or translates for his mother.
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The family was just as receptive to my being':.here as he was, His mother
:alkeci with us for a good length-of time about various topics including

grogery lists that she was drawiflg up. She s‘peaks predominé:ely Spanish and
. ~

feels very uncomfortable im English. The g}ecery._lis: was a task that

She had trouble remembering

-~

" involved Teddy, _'"I.‘oni's younger brother, anmd her.

gsome of the English names for different oroducts, “and frfyuet‘l:ly interrupted .
3 -~

our interview to ask Toni the names of products. In the production of that
. . —— )

list, which lasted 5 minutes, Toni and his younger brother were asked to name
and spell various items,

Another interesting 1literacy event Toni shared with me was giving

directions., He told me that a week prior to our interview had been at a
P 'l

gas station talking with a friend when a man droye tcrlask directions. The

man had recently .arrived from Puerto Rico and sppke almos:_no English: Toni
was cast into the rcle of the direction giver and also as a translator. He
show;d me how he -gave directions and it was rather complicated. Toni
presented information in a very systemmatic way, drawing a map and explaining"\
all the :ér’ms and the names of the streets. an in:er::es:ing aspect of this is
that even though -Toni doesn't consider himself a very competent pe.rso;n in
Spanish, he was able to give these dir_ec:ions to a man who‘ spoke almost 136
English, *and did it successfully. So there are two 11'\-1:eracy related aspects

of this: the structuring of instruction-giving, and the translation into

Spanish.

Alonso Martines

~

Alonso 1:3 thirteen years old. He prefers the English pronunciation of
his name. He has one sister, Mary, who is eight -years old. They live with

theiz mother near the «orner of 5th and. Erie Streets. Alonso, refers to

a

Fl
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himself as Puerto Rican - saying -™e *a'nd this other kid are the only Puerto

,:t:{icans. on our. ball team and lo~the whole league."

. - . " Y - .
. Household composition: Alonso, 13; sister Mary, 8; female counsin, 11,
mother.
‘Alonso's mother came from Puerto Rico to the Ph:l.ladelphia‘ area about six

years ago. Prior to moving - here, she had lived with her husband, but

-

reporf':edEthat he had abused her and was a h'eavyl drinker. Now she says that

ghe , is wery reluctant to get invoivéd with another man and is very

mistrustful of men. First the family lived in Berks County; then about four

years ago, they moved to their present residence in the Northern portion of
the Hispanic co;.munity. All. of the f:;mily attends mass regularly, .but they

aren’'t in other church activities. His mother has been wnempluyed—and—3i. &ag

. . B
on public assistance for many years,

-

: During our interview, Alonso's mother preferred to sﬁeak Spanish, though
speaks English fairly well. She apologized for ‘no.t speaiting English as well

as she would like to. Alonso prefgrs En/glish and, 1i most- kids his age,

,*";:laims to speak English ‘almost exclustibvely outside the home. Even though it

1s not always easy, Alonso's.mother tries to make English the language spoken

in. ;:he home - because it is the language that "people need to get along fin

the world." S ‘ e \
/ ) ~ ~

Aionso is avid about all sports - particularly baseball ~ and some
literacy activities are generated by these pur'suj:ts. He collects baseball

“eards, and -tas a gmall encyclopedia of sports information (he also has a

collection of cards with war and military information). He ordered these in
’ .2

. respense to a television ad and knows them well. .

The TV was,on when I arrived - an English language game show. When our

interview began, Mrs. Martinez turned the volume down slightly, but not o as

&

38
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\ .

——to_make it inaudible. From our conversation, I(_,got the impression that the .

-'I'V is on almost all the time., =

Alonso hangs freq};ently with his cousin, who 1lites nearby. He has
several friends, ‘most agsociated with his sports activities. “He was unaware
of neighborhood jams, nor did they seem oo interest him. | |

His favorite subjests in school are science and math. He doesn't like

———— J— . -

English classes, and performs poorly in them. — —

Alonso's mother says that she never pushes him ip‘ school and it seems
- [

that she has few expectations. about hi's level of performance. She 'said that

“as long as he does his best, that's enough.”
Alonso was difficult to engage 1in focussed calk-. Though he seemed
—disinterested in our conversation, he was never impolite. He commented that
he would like to be out p;laying, and responded to me a-s if I were a téacher
trying to make demands on him. Even though I said at least ’twice that I was
not a teacher, his J.alsr. c]uestion as I was leaving was: -“Avg"?on; a teacher at
Parkway.” ' G
Alonso was not especially motivated to attend Wordsworth. He said he

~

simﬁly checked the box on the form he had been given for Wordsworth

-

registration because/l{e believed it might be fun.

Sharon McMoore

Sharon McMoore is an Argentine girl, seventeen years old,‘ two has lived
in the U.S. most of her 'Iife,~—The structure of education and ii_ceracy in the
whole family is what interests me,.but Sharon is the ome who, by her age, is

-

the most appropriate to be included in this study. S

R The household composition consists of Tita McMoore, the mother (and only

livll.*ng parent); " Sharon's older sister, Cheryl, who is almost 19 now; a

s

younger sister Geraldine (15); and Charlies, age 11, who is the only boy.
o= _ )

T = -

-3
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-

The appearance and educational values of -the family are different from

.what I usr.':-ally work with. They are a very assimilation-oriented family,
al:l}ough :heuy have sg:ne strong ties with .b:he Hispanic communi'ty in North
Philadelphia, afid 'liv"ed‘chere at the time I first met them. Their contacts
rhere are only tr.i;:‘h:-::on—Carribeaﬁ Hispanics; they are; not iute.reSted in
interacting with Puerto Ricans. They  joke about Puerto Rican Spanish, and
make racial slurs about both the Puerto Rican a.md Afro American. I say they
are aséimila:iouorien:ed because they recently moved out of ':he_ Hispanic
community inéo ‘a predbmir;antl-y Anglo lower middle class neighborhood off

Cottman Avenue. In terms of their linguistic behavior, they are alsoc very

Anglosized. All the childrem speak stamdard English with relative fluency.

The -older—daughters.,- (Sharon .—and—Cheryl) speak excellent Spanish,——though

4

Geraldine and Charlie are a bit .different. Geraldine seems more comfortable

in English than Spanish: Charlie 1is wvery uncomfortable in Spanish. and
dis:{nctly pr'(éfers to speak English. He watches TV to block out 'his
discomfort at being exposed to Spanish in he household. Tita McMoore prefers

S

Spanish and encourages her daughters to speak it in the household.

Two things related to edvcation are happening in the family right now.

Sharon has dropped out of high school, where she had one semester left to

complete her high school degreé. She was a fairly good stﬁden:, though not

exceptional, and feels that education is not impor:aut/co her right now. She

-

want to Play and party and has been contemplating returning to school during

the five moths since I've known her. When she droppred out of school, she

immediately took a job at a Wendy's fast food restaurant; for quite a while,

she saved wmoney while living ar home, and then gathered enough to rent an
L 4

apartment down at the shore for the summer. She worked at a furniture store

at  Wildwood for -most of the summer, while living with a ,friead and
N\ \ | | X
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&
frequent visitors who came from Philadelphia. The importént point related to
education.is the lack of valt.;e ?thavt she plames on it, Although ._v.he has high
standards for he-r 1ife, she doen't see a link between achieving in school,
esrning money, and actualizing some of her ambitions.

,ITita's mot;’:‘er, in response to ti‘lis,.téke fa -compromising ‘stance. She
ff.-els fhat /fts-more important that Sharon matureiand develop her own values
" though tl:ilal and erré; than for her to inteﬁene. Tita is unwilling to take
a demanding role in this, but quietly encourages SHaron to go back to schoo'l.-

Sharo;a has also- had problems in s_c%?ol, whig¢h she blames partly on the
language difficulcy. ) Charlie on the other han has a behavior problem in
school, and is a very poor learner.’ '_I‘ita has gjven up on him.in schoo]:. She -

doesn't intervene to curtail his 40-60 hours television watching per..week,

nor take any action to see what kind of friends or activities he is involved -
with, a:}d seems generally uninvolved " in his life. She expressed several
times that she wishes there were a man in the family to .guide Charlie's 1life.

There seems to be a clear lifie between appropriate sex role behaviors 111_
Hispanic culture, and t:.his'is 'I:ir.a's perceptions. There is a domain of
feminine life and behavipr, and a2 domain of male life and behavior. _ She
feels :Ii.nadequate to take on responsibility for education .or filling out her
son's life since he is a mlale;. _ /

Another explanation’ for why Tita Sseems uninvolved in her son's education

and upbringing is *more pragmatic. She 1is /o'nly\a‘ p:?t’ially acculturated

Bispanic -living in the U.S., not Anglosized, a doegm English very

-

1
well. She feels insgfure when actiw American ik:‘stituti‘aqns, such as
B R - 4 '

-
schools. i ) \_/J

When the family moved out of the Puerto Rican community, Charlie” was
placed in school with .2 very small Hispanic student body and verysrlittle

7
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confidence in bi-lingual education. Tita can't go Cto the school and be
assured of someone who speaks English.
She has expressed ‘to me thac any negociation with institutions in Cthe

U.8. 1s very unccmfor:able, whecher it be. the phone company or the schools.

So the family 1s caught between worlds in many ways, and this affects their

actions and decision-making around educacion.

[
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Arrifact # 2 First page of twenty four page short
story written by black adolescent. Provided by the -
aurhor's social worker. Author hoped to launch a
career as a writer with this as his first atrempr.
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Artifact # 3 ! Maps accompanying 10

minute explanation of how a stranger from
Puerto Rico was to arrive at a particular
place, Directions were structured step-—
by-step and gfiven bilingually.
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Arrifact # &4 : Parental excuse to teacher,
believed to be forged by a student.
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Artifact # 5 : Page from waltress' order
pad for places orders with chef.
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Artifact # 6 : Business card of black
adolescent student.
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Artifact # 7 : Sketches of a self-described
comic book fanatic. Those were attempts to
invent a new idea for a superhero in order to

win a contest sponsored by a comic book publisher.
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Artifact # 8 : Written by an llth grade student
This "letter” was sent to the father of her ten
month-old daughter.
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Artifact # 10: Written by a 10th grade student
emolled in "Facing Life Issues” class. She was
feeling presszure from her friends te smoke mari-
juana. This student writes poetry constantly.
During the course of the school year, this student
wrote and gave us copies of at least a dozen peoems
all written in response to specific feelings or
sityarions.

202 Page 1 of 1




There_ore _a\l_Riods  «€_peaple_hece..
Eoce W _ Somedin o .. dD e ——
Itxe.-.j ook %e.&dﬁe_-‘x-tﬂ:\e._ -\-c:__rnake.,_l‘.\-..mxaw\:-_
Rnd._per{——om -.‘bnicsh\— Poc q\..Soo' e
Some_wi\L_teu.. o - Foueh.. Lﬁoor.:. et . —
With _scnas.._of._ \ove.._oand S0cW . - L _.
And . some il o amaze UeD
L\Jh‘.\e,__-'{:\a{.j\:n dochle -duteh
Others _ fuans! t\jaoc- pand_acsuoad '
When _meca opt ~ to__the __beak \~ .
The —Goncers. _Nedre. _oce. _rmLL\.S__ ok
Thn - oSt _hrave _m YR . - -
\‘\oi? _Lisren .. Close Oig every . . wora

Waleh coen and eve ™Move... . o
\[oo dodal want Yo mEs « .,'Sw\a\e_, -\Myg
Becase "r‘ﬂe«‘j‘ ve - teadl Se‘r the qrod
Dur Show  walll beann In :_\0537. O i otes
Tﬂé’.\-&‘r‘t ?o*h.qg on o2 ?\h‘&.\ ‘ {'O\JC,\(\

T hope Yot \\OQ wo M [&:\w\c& T nce

g\V1Cl GLV{BCH:B .\¥' ijeiftj m o

Artifact # 11:; Written by the same student who
wrote "Feeling Good". This is the only poem
she produced on request. It was written for
a Folklife Festival at school. Another student

Trecited the poem because the aothor refused to
be the "center of atrention."
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Artifact # 12: Correspondance between
two thirteen year old black youths.
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Artifact # l4: Two poems written by 15 year old
white female. She said that she rarely writes
poetry, but that she was inspired to write these
when her cousin visited. She described her

cousin as "very thoughtful and sort of depressed."
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Sample of non-directed A.IT,23
writing as collected from
research respondent.
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Artifacty Excerpt from the rap lyrie
notebook of an experienced rapper and
aspiring entertainer. This was one of
several raps contained in four volumes
produced by the respondent.
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INSTITUTO GEOGRAFICO NACIONAL sz
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2o el Coulin Pigy, A C

San Joeé, 27 de agoeato de I9B]

SeSores

UNIVERSITY CITY SCIENCE CENTER

1624 Science Centsr

Philadelphia, PENNSYLVANIA 19104 - USA
Atta.: Don H, Overly, Vice -President

Estirnados seflores:

Recibimos con rucho agrado la oferta da servicios de 1a fizma

UNIVERSITY CITY SCIENCE CENTER que ustedes representan, en res-
puesta al llamado a cofcurs¢ para realizar ¢] Programa de Investigacio-
nes del Convenio de Cooparacién Técnica ATN/SF -1869-CR (GOCR/BID).

Luego del estudio de las ruspectivas cfertas por una Comisidn designada
Para esos efactos, ee hizo la escogencia v adn cuando la firma que uste-
dzs represenias llenabs lod Tequisitos ¥ necesidades Auesiras, nos per -
mitirnos comunicarles que fueron escogidas dnicarmente 5 compadiias, no
figurando dentro de 1a liatr de entidades seleccionadas la firma por wate
des Tepresentada.

Les quedamos altamente agradecidos por su participacidn y su interéa
en trabajar con nosotros.

Sin otro particular, los saludamos a ustedes con la atencidn que se
merecer,

TERNANDOQ/M.\RUDDV DRIGUEZ
DIRECTOR CENERAL

TRR/mdes.

cc: Archivo
: Qopiador

Artiface # 20: Translation of letter performed
by Puerto Rican secretary as a work related
assignment. It is interesting that the writing
task was left incomplete (see Item # 3) because
the necessary job of translation was accomplished
beforehand.
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APPENDIX ITI

Written Artifacts from School Implementation
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Artifact # 1 : Taple of contents of a "magazine"
submitted by student who "usually writes only a
couple of sentences when you ask him fora page."

Assignment: Major project for phase 2 of
implementarion.
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Artifact # 2 : Written in completion of an
asignment given prior to implementation.
Teacher commented on poor organizatiom, and
syntax and lack of conclusion.

Aggignment: What do you look for im an ideal
mate?
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Artifact # 3 : Teacher commented on increased
length and improved organization.

Assignment: What type of music do you enjoy?
Phase 1 of implementation.
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Artiface # 4:
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