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ABSTRACT

o 7 - Bducation may bé seen as a form of verbal - -

: communication. Opinions about the- part 1anquage plays .in pedagogical
communication differ according to the empnhasis pliced on: (1) the
teacher (i.e., language as a means of transferring knowledge, as in
the traditional téacher-centered concept); (2) the students (or
languagé as a means of learning); or (3) the communicative process
itgelf (i.e., teéaching and learning as communicative interaction or
dialogue) . Most recently, research on classroom communication, while
still looking at teacher and student talk, hds taken on a new
perspective. This more process-centéred approach, which studies
classroocm verbal interaction as a form of conversation, is realized
through the ethnographic method. Ethnolinguistic research on
educational discourse has begun to focus on underlying social norms,
schemata created and signaled by participants, and systems governing
verbal classroom interaction. Within the last .ategory are studies of
pedagogical actions expressed in language (structuring, soliciting,
responding, reacting), of the transactions occurring in lessons, and
of the eliciting of verbal exchanges. A 39-item bibliography is
included. (MSE)
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ABSTRACT

‘Bducation may be looked upon as a foid of (verbal) communication.
Opintonis .concerning the pert of laugusge played in pedagogical cori-
munication differ sccording to. the atbess put on the tescher (linfusge
€8 "o means of -‘transferring ‘Xnowledge); thé puplls (lenginge .as 8

i

. !gqi-nlng as communicative interaction of dialogue). Nowidsys, next to
"the astudy of the charscteristics of téacher und pupll tulk, reseirch on

verbal interaction in the classroom takes & new start, This change in

perspective is realised through an ethnographic methodology.
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1. Education as a form of communicstion

"Ja ne répéteral jamais assaz que nous donnona trop de pouvoir sux mots:
avec notre dducation babillarde, nous ne faisona que des babillarda" (1
can't but repeat: we give too much power to words: our babbling ecucation
only createa babblers).

! read these lines, which obviously express the feelinga of many
educationiats in the Nordic (and not so tordic) countries, in a book
written more than 200 yeara sgo. Indesd, they are quoted from the French
philosopher of education J.-J. Rouasssau, the Benjamin Spock of hie time.
Bducation makea use of worda, of language and, as Rousseau feared, in
his Emile ou de l'éducstion, sometimes in overdose, thereby causing educa-
tional inflation.

Pj Rouassau's etatement slso implicitly pointa at a distinction which many
°° educationiats are willing to make with him, namel:: one betwean the process
0 und the praduct of gducation. Thie diatinction, powever handy it may be,
dietracta the attention from the conceptusl unity of education. It could
< rather be the case that the range of activities, both formsl and informal,
(\I whereby people sre initiated into, or resligned with, the evolving tradi-
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tiona, atructurea and aocial relations should be token to constitute their
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opén qucmon. not only ln the hnguun dom!n. vnmhor all lnmmg
jnqulu- teaching, e
- - Eduesting and toaching" ‘(intended. or fot) éan be vlﬂud es trénsace -
 tions of the type 'by doing uctivity P, person A was x-ing person B',

l.lolnlg (1982), following H. Fresman, calls them perficlenary transactions:

7 ucutd/teach Are thuk, frém this pragiatic point of view, perficient

(X-ing) verbs (belonging to the same class as hurt, interrupt, offend,
dominate, inspire, reform ...V .ther than activity verbs. Whan the educa-

_tional relationship is dialogizal, learning can be in-depth and critical.

The intellectunl exercisea of Klelnig and other philosophers of educe-

" tion can rovitalise the discussions in educations! circlen on items such as

the rolative isomorphy (of terms like) botween educating/teaching, social-
isation/education, education/communication. It is, for example, to atick to
the latter pair, not unusual for educationiste to regard education as (a
form of) (primarily verbal) communication. Obviously, a general view like
this, leavea room for different interpretations, depending on the defini-
tiona of sender and recelver in the communication process.

1.1. The traditional concept: teacher-centred

A traditional educator/teacher centred interpretation considers language
the meana 'par excellence' for the transmission and evaluation of linguia-
tically 'canned' knowledge. The teacher is rogsrded a as nhon-stop broad-
cester, the pupils arc to standby, receive and, occasionally, ‘ro-broad-
caat'. Becoming a pupil means for the young child adaptation to a situation
in which the omniprasence of the worda (of the teacher) {a a predominent,
constent, and systematic fact (Bruner 1971: 68). Does he fail to do so,
class will become a 'linguiatic Passchendsele' (Hawkins 1981: 228) for him
very soon.

A large part of the manifest curriculum, the subject matter, is trans-
mitted by the teacher in monologues. Traditional teacher profiles point at
the neceasity of a 'good verbal ability': is the teacher not earning his
living by means of speech, a realisation of a sociolect snd a aubject-rolated
idiom? Moreover he holds the floor, he defines who can speak or, for thet
matter, who is not allowed to. 1f the permission is granted, the decision
regarding the relevance of the pupil'a measage remains with the teacher
(Coulthard 1974: 237).

. . . ) LM gk
__:'Eg.-‘n?”‘r"i"'?i"w"n)f"73{""713]““55“"-"?""'f“i"?if'v':,%f-'c-'r"’-"'-' SR

PSR
TR ds,

<,

e

v ek .

Jiow

e g g

TR

4
Crmay



ne--of oqulsition of ‘condepts and skills ‘le ntimately
nked with tearning to use' language o come. 1o grips with. goncepts_and to -
xecute  gkiile mentally, Languagé regarded as’ 'fronen sctivity' (Tymister
978: 18) can becomé & moana for the pupll to redonstrudt and Interpret

‘the extralingulstic roality. ' : '

%P0 know something or to be eblo to do somethiug ie Intimately linked ..
with_the ability to queition and. frefe the world outeldo linguistically,
hus, classes ehould embody opportunities for such activities to take

- plage. Educating ie & matter of questioning, not so much putting of ques-
tlofie, But Father the creation of adeqiiste constructions, be they Ungulstic
“andfor esnsorial, that raise questions in the learnor (Hodgkin 1978: 9).
Moreover, it 1o euggested that in a learner-oriented view the success of
educational communication should be defined in terme of learnere (sece for

" example Peters 1968: 19, 20).

of . learning. The &

1.3. The 'integrated' concept: process-centred

Today, the thesis 'education ie communication' can no longer be defended

- without taking into account the developmente and research generatod in
some disciplines, The foous is no longer on sither the sender or the
receiver, but rather on the mechanics of educational diacourss, its con-
straints, aims and functions in a larger context.

For example, humanistic psychopedagogy, cslls for teaching-learning
processes that are characterised by dialogue. The creed fs: education is
for dislogue and through dislogue or not at all (Jourard 1978; Freire
1972). Humenistic educstionists do not centre on the roles of tcacher and
learner, but rather emphasize the growth of man, of personality through
this typically human way of being and realising what is (educational)

discourse.
Another exaomple may be found in communicative didactics, whoae

advocates consider the teaching-learning process a8 8an interactive and
communicative proceas which credits the participants with intentions,
expcctations, necds and interosts (see for exampie Watzlawick et al, 1962),




&y tnchcr and pupuu .m:o to cmtc I pomml and -omt \lnlty thnug‘.
mmnlc-tton (stuea xm A -
" Rooant “years . hau al-o .houn the blouonuug or & fore: omplrleal (o :
.. ecologleal). iingulstica, nhlch is: ¢ml|mly booowinc more mcrollngumlo in.
its -foous., The applicstion of baslc technigues of (interactional) wosio--
_‘uncumlc. and othnocuphy has given rlu to a growing amount of data on y
"’the proceséés by which models of odusability ave piit into dally practice.
- Thess atudies reflect: a geruine intérest in the different. ways in which .
" teschers and pupllu together, in classrcoms, ‘conatfuct the day-to-dsy
eility of the soclal process of the transmission of knowledge (Titone 1978:
Titons and Daneal 1085).

3. The study of communication in classrooms

In his Life in classroonia (1988: 175), written some 20 years ago, P.W.
Jackson wrote that “classroom researchers are beginning to turn to dlaci-
plines other than paychology and educational messuremant for their meth-
oda of analysing classroom phenomens". He refers to anthropological fleld
study and participant obsorvation, Probably thia vemark originated from a
disastisfaction with prestructured schomes for obasrvation snd anolysis
which were designed to retrieve information concerning the cognitive and
emotionsl characteriatics of educational discourse through tescher talk.
And indeed, the more qualitative bottom-up techniques of participant
observation for getting insidoe the classroom, for getting a larger plcture
of the educstional scene, the nonjudgementsl orientation and the explicit
aim of contextuslising data havo forced many educstioniats to question dats
obtained from the application of quantitstive top-down atudies.

3.1, Teacher-centred
The study of verbal communication in the class in a traditional, teacher-

centred view of educstion {s characterited Ly a methouology that nims at
objective obaervation and analysia of teacher talk. In most cuses the final
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'mm» 1R the: cinla .mn ‘dast ‘with -teacher taik, two with. pupu talk, -'.-;-_f*_
_nu' X AUttor -category’ for isllence and ‘confusion’, Though FIAC heve
bm\ crmulnd for several redsond (for example, littie atteniion for
mon-\nrbd aspects of communication, td atomistic), they have been und ‘
An mény studies of commurnication in the élissroom. '
“It i1s no surpriso that éo much sttentlon:has boen giun to teacher.
Ik, in traditionally fremed clasaes, the teacher clalms the bulk of tho
‘apeaking time. This can be explilned as follows (Delamont 1078): the firat
“strategy of a teacher is often to thrust his definltion of class, teaching,
" education. This {s largerly realizod by nieans of language. So, the teacher
telks and talks. PIAC studien have shown thst twosthirds of the tradition-
ally run clasass consist of talking, of which two-thirds conalats of teacher
talk, two-thirds of which conalsts mainly of giving directions, evaluating,
ets.

As was sald bofore, traditional reasarch into the influsnce of teacher
talk on learning makes use of prestructured achemas and quantitstive data,
Some exemples may illustrate this. Bennett (1873) investigated the relation
betwesn certain instructional atrategies and the ways in which a teacher
interacta vorbally with the pupils. It becomes clear that the way in which
education is framed or organiaed has repercussion on the anount of
'silence and confusion' or on the bslance between toacher talk and pupil
talk (eg. Gruber 1977). Other studics correlated opinions on discipline
with amaunt of teacher talk (eg. Rexford, Willower and Winch 1972) or
tried to dig up hard data for the negative influence of the lack of balance
between teucher snd pupil talk on the independent thinking and activity of
students (Measel and Mood 1972), There hgve also been investigations into
tho rolutive effoct of indirect (accepting the pupile' ideas, feclings, en-
couraging, questioning and direct (lecturing, critisizing, directing) beha-
viour of the teacher, fiot inspired by Flanders are atudiea {n some aspects
of teacher talk, such as his intonation, For example, Braszil (1076) showed
that by meana of their intonation teachers clearly differentiate between
those (unmarked) parts of the message which thay suppose to be known
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s portdning “to ‘vduu g “'c-hdm. mm quuﬂont um to uk tor a

-_=j:r:'-:_'qduclﬂonll questioning exists, -But only relativaly recent umroh shows .
f_".thnt questionis do not ‘always do the job they are ouppoud to do in -
# 7 4dactic theory. ‘Good illustrations are found in ongoing. favestigstions by
“Dillon (1988). He showa, for example, that questions foil discusalon among
.Zpupuu. if you want your students to talk move, explore and speculate

aproductlon of known intomtlon. A vast factory of ltetature on .

more, make reforences to personal experiences, introduce more topics,
ste., uUre alternatives to questions; they may foster discussion (for
example, the teacher might use a declarative statement to reflect the
atudent's view or to express his own views).

2 . 3 . P\lpll-cin‘ "d ‘:;

The etudy of pupil talk seems to concentratc on two sapects, First, there
are inveatigations into firat language development (after the firat atages). |
A central iseue here ia the queation of how the view on language acquiai- -
tion as the ability to communicate through language in aituationally con-
textualized converastion can be applied to learning in the achool. But what
{3 clearly of more intercst ia the discuasion concerning the influence of
soolocultural background on langusge development and ita relevance for

_ cducation. Could some groups - of pupila, Ly virtue of the interpretive

rules to which they are accustomed in their aubcommunity, find the learn-
ing of the cultural capital more difficult, bacauac of the added burden of
having to acquire & repertoire of classroom-apecific interpretive procedures
many of which will not be reinforced in any othor setting? Thanks to the
vast rescarch in this area, educationiats cannot but shift their attention
from formal-structural aspecta of pupil talk to functional and content
aspecta. ‘the old dictum 'to teach ia to talk, to learn fa %o liston' should at
leaat be rephrased into 'to teach is to listen, to learn is (also) to speak',

7 g




hm lncludc thc ‘way ln whteh tho ‘roles 6! opnkormmnor aro attributed
and nll!ud linguistically, how topics are intraduced and alosed, which
verbal atretegien. are used by the participants to get what they went, how
the flow of language is sequenced, and how separatc utterances are intor-
preted in thé larger context. Educational commurication seema to be an
intereiting topic for research, if only for technical vcasons: varinbles can
be reduced, at least in traditionslly conducted ciagses, the "chalk dand talk
classes whers tha teacher stands cut front and engiges tho students in
some kind of pedagogioal or Unguilatic plng'pont" (Delemynt and Hamiiton
1916: 10-11),

The sthnolinguistic study of educational discouras han informed us on
the undorlying social norms. Typicsl examples here are known-snawer
questiona which teachers, by virtue of their baing in that position, may
ask (Coulthard 1974; Horrod 1977). This and other, often lengthy, ob-
servations on the 'verbal culsine' (Hymes 1988) made out by porticular gets
of teachers snd pupils of common ingredienta hava shed light on the
hidden curriculum and the way it is learncd. For oxample, Stubbs (1876)
has pointed out soma metacommunicative functions through which the
hidden curriculum is transmitted snd the linguistic traffic {n the class s
managed.,

Scholars ke Gumper:z (1988) have argued that vorbal interaction in
clasaroom ssttings in guided by a process of conversational inference which
relies on participante' perception of verbal snd non-varbal cues thut
contextualise the stresm of daily talk sctivity. By moans of these cues,
participants rccognize spouch activities as wider sequences of talk through
which contexts are recongnisable. In this way, ‘schemata’ are creanted and
signalcd by participanta to function as frames for ecach other's situated
interpretations, Schematic knowledge thuc provides the overall perspoctive
which enablea ua to integratc what we hear with what we know.




comblncd ln tuchlng cyclon

lassdns. Often thése transactions begin with a marker, followed by a
;metautterance. ' They .can. be mbd.lvldod lnto oxclun:ua intomlns.
cumung. siiciting exchanges: . '

' - = The steucture of eliciting exchangos. (in the nm year of the primary
school) hai, for example, been studied by Mishler (1975a, 1978b, 1978). - ¥
lic centrad on disioguea in which teachers by mesns of questions hold ..
control of .tho situation. His basic unit of analysis constitutes of

'‘queation-answer-roaction'. When teachers start a sequence with a ques-
tion, thay can hold the floor by putting subsequent questions. They can
confirm, or react to students’ unswers by means of questions (chaining).
If a teacher rocalves & question asked by the pupils, he can siways
regain the initintive by responding by means of a question (arching).
This gives evidence of the way an authoritatian relationship is realized
verbally in education.

When we consider applying these systems, in research or for training
purposes, it would be wise, however, to take Hymes's (1986) warning
seriounly. He argues that what goes on in given situations escapes dichot-
omiea and frameworks with few dimensions, and veminde us at the same
time of Goffman's words that you never work up your way through the
same protocol twice.

The hope can only be expressed that educational practitioners will
profit from the endeavours doscribed sbove. In training ocolleges they
should be instructed of the ‘'rules’ of the pedagogical game., of the
(verbal) actions by which they are educating, of the questioning and
expanding ritusls by which they are helping (young) poaple to make sense
of the world, which is not sasy a job anyway.
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