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L a realm of reality which we can begin to order and

' Vycontrol

gthis:purpose twenty eight students were divided 1nto small

?jfwhile the - students discussed w1thout an adult fresent

3
s

el COE A'BSTRACT'Q Lo e

. s
4... « l.‘l N
o . T A : r o S S Sy
" . Pt . - . ' . N w N
‘ Vo

Language is the major means we -use. to organize our .

. experiences and thoughts about the orld As we talk we }
are externalizing our thoughts in order to give form and -

content to those thoughts In this process of shaping our

thoughts” the chaos and Vagueness of our. thinking enters-_”A

i,The'purpOSe‘of this:exploratory'study‘was‘to investigatei"

'ywhat language grade five students use to learn ~ Tb'achieve

. groups of‘four 'The groups' oral language was- recorded

W

~topics in current events, social/studies, science, poetry

m'and mathematics : The language across the five-curriculum:

,areas was reViewed for content and form as “to indications of

learning The findings were presented in light of recent.

:research and theories into language and learning

Tt was found that students responSible for their own . -«

‘learning,‘are capable of u51ng a wide range of soc1al

frcognitive and language strategies in order to make sense of

.different curriculum topics The language for learning

EEREE : N
gproved to be the most extensive and varied in SOClal studies '
S and current events In science “the. students: seemed "Aa“sf

bwurestricted by the transfer of. scientific terminology to -

ah

by
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= ‘concrete material In addition, the use of similes ‘for

‘irming in science was evident The’ students' language in

r
..

&‘J}*G"?‘;’k) )
Nfi;\w iy etﬁw indicated a difficulty in the interpretation of the -

*gwﬂﬂﬁ“:-ﬁ?ﬁﬁns that ‘were presented Some possible reasons for the
difficulty of us1ng lan%hage to learn in poetry were |

- discussed with the Findings The quantitative nature of
mathematics was evident in the type of language used by

& the students~ The students talked exten51ve1y in tne 2
mathematlcs sessions and through manlpulation o} quan itative

':language attempted to solve mathematical problems | |

. In general the language of the students 1ndicated that

they possessed an 1mplicit knowledge of the use of languagei

llons of student control of their

'to learn; The imp

Ty language f r learning were dlscussed Finally, suggestions
o o
for further research and for the classroom were also

=

?discussedﬁ

s

V1 o
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Chapter‘l

- INTRQDUCTION

- ‘a body of knowledge (thing) is an accumulated
hheritage (thing), a bullt-in conceptual scheme.
" .(mecHanilcal) which - has structured the attitude of -

. countless men and women, all of them in varying degrees"

.. as the people who structure knowledge and so-eliminate
these things which are posing as agents? Knowledge,

would be seen as a process ‘generated by people, not-as- ..

“a’ force outsi é them (Hodgkin, 1976 p. 16)

pWhenath gchi d enters school 'she brings a knowledgevf
about’theZWOrld cquired through verbal ‘and non verbal |

experiences 'A Chlld as she speaks, is externaliz1ng the

‘Qrepresentatio S of reallty that she. has constructed in her
'finteractions Aith the world By externallzing the experlences

_through speech the constructions of realities»canvbe acted

‘ _pupon ‘both by thé indlvidual and by others This expllcit

¥

representa ion of personal'.meanings and 'shared’ meanlngs
.p1n being cted upon by the indiv1dual or otheré undergoes¢
Lconstant reconstruction of meaning As construction and

: 'ﬁ. : "
h reconstruction occur, 1t can be said that a child is u51ng her

\language to explore and discover reality.l This use of'

:rlanguage to learn assumes that the student isa@active"in
/making«sense of the world ; The meanings do not ‘come to the

: chlld in a pas51ve manner nor ‘as meanings tb be 1mprinted on

'blank slate' The two to three month old baby 1s

( | )

‘already actively searching the environment ‘for: meaning, evengl’

injbhypothesiz1ng about events as. suggested by experiments

¢



o

performed by Bower._ Although the searbh'for meaning ,
is indicated by sensory experiences, Bbwer indicates

. The infants. Seem to\be testing hypotheses’ trying out
‘sequences of movement to discover which one operates
‘at the moment.- It thus seems that the pleasures of
'problem—solVing ‘are sufficient to motivate behaVioral

. and mental activity in these young infants.: If the -

. learning situation is interactive, the. infant will

o demonstrate that he. can learn R (Hodgkin, p- 9)

~

T‘In school /the curlosity the child possesses about the -

'world is expanded beyond immediate realitles to include o
‘v1carious meanings Searle (1981), in stating that "The‘

pupil is faced with the task of reconciling his language to‘

3

‘ ithe demands of the school" (p l6ﬂ), suggests that the

'transition from the non school context to the school context

3

"also involves a transition in the language used by the child

As t e search for ‘meaning continues, even in a classroom

conte £, supposedly the student attempts to understand the p

o N
ideas \fpncepts,'and values of the different curriculum

. \

’subject% The continuation in school of using - language for.x
. learning may 1ntroduce new realities that widen the gap of
¥ understanding between what the child already knows and what'./
',lthe school system deems as necessary for the student to- know
'This gap between the out of school’ knowledge of the chlld and
: the knowledge determined 1mportant by the education
curriculums may limit or- prevent the student use of language
t/for learnlng ‘ To narrow the gap between the student' V
present knowledge and the knowledge of dis01plines such asA :

h-science math -social studies and other subJect areas, it

seems important as well %s necessary, that the student



continues to use* her language for learning The need. to
‘provide an environment for exploratory talk by students
yimplies a shift in: the oral interactions of the classroom
that tend to be dominated by’ the teacher |

Instead of the asymetrical control of the language in ..

: the classroom by a teacher the students may be engaged in a

icollaborative understanding of the subject being studied

’The collaboration of meaning between student -adult, student— :

'peers encourages a heuristic explicative mode of language for

'learning

©

Webster s New Collegiate Dictionary (1980) defines

"vvheuristic as follows

to discover, akin“to I have found, pﬂbv1ding aid or
d° direction in.the solution of a problem, . .. of or

" relating to exploratory problem—solVing techniques

that utilize self- educating techniques to 1mprove
performance (p 533) '

' The prOVision for exploratory talk in the classroom
’creates an env1ronment where a student can express her
'knowledge of the subJect meanings in light of her present
understandings.of the world - VWhen the student- ‘through her
talk, enters and ex1sts in-: the different understandings of ,

subject matter content the teacher is conSidering the.
%strategies of language for learning What the teacher may be
‘interested in hearing from the student is. not one-word -

Wanswers only the 'right' answer. or a pre determined response
bfrom the student but interested in the exploratory | |
”‘attempts.from the student using her language for learning

;The student needs‘to assimilate.the‘constructions and ﬂ;

)



[SNS

;reconstructions of the subgect knowledge with her present
:knowledge of" the world, Piaget (1955) would state an \
gindividual only learns when the incoming new. information is\‘
assimilated with the. 0ld knowledge the individual has of the‘l
world. When the new 1nformation and the old world view are
modified refined or completely changed this process of

- accommodation 1ndicates that learning ‘has - occurred

Vygotsky (1962) w1th a different perspective than'

Lon 3
_Piaget on the role of ‘language in learning, agrees With the

¢

l1dea of a581milation-and accommodation The‘exploratory

zrole of language in learning is clarified by Vygotsky as’

’_‘follows

Consequently, thé transition to verbalized self- .
‘observation’ denotes a beginning process of generalization .= -
" of the inner forms of activity. The shift to a new type -~ -
‘of inner perception means also a shift to a higher type ‘
“of mental activity, since a new way of seeing things

opens.up new possibilities for handling then. A chess.

player's moves are determined by what he sees on the

board; when his perception.of the game- changes his
‘vstrategy w1ll also change (p 91).

lherefore, as the student is uSing her language to
understand the concepts of the different curriculum areas,l
_the meanings are built -up in a web of'understanding Inquiry
‘does not proceed along any hierarchical levels of thought 1n :
”“an-ordered sequence. Since meanings do not remain static but

o

are constantly evolving, the language used for learning may

.rappear on the surface as- vague chaotic and gimple strategies.f“
This apparently disorganized use of language for learning is
'best summarized by Berthoff (1981) as follows “"the chief use

:of’chaos,is that it creates the-need for dialogue"a(pi 72).
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However; this seemingly'chaotic’use of languagevfor

learning may be a very ordered attempt to. worklone«s’way

into the realities of the world ‘
In order to proceed to higher levels of understanding,

At would seem that the student who is uSing her ‘'own language

b \

to learn may be found to be at higher levels of understanding
than if required to match adult expectations Ir allowed to
use. her own language to’ learn,gw1thout being limited by
expected responses of the adult a student w1ll be able to
‘externalize her understandings in order to construct and
‘reconstruct the web of meanings » When the conceptual~

‘ Journeying comes to a halt or a. conflict for the student

then the'role of the adult becomes’relevant The language#bf
,lthe adult may now prOVide further means for. the student to _j
clarify, expand or question the 1deas It 1s this reciprocal
role of language for learning that may need conS1deration 1n
‘the study of the processes of 1ntellectual development in the

1

classroom

Purpose of the‘Exploratory Study .

"To explain the higher forms of behavidr, we must . =
..~ uncover the means by which man’ learns to organize
~ and direct his behavior (Vygotsky, 1982 55)

xThe purpose of this study is to explore how students'

. in a: Grade 5 classroom use their oral language to learn about

1deas and concepts in five subJect dreas across the
elementary school curriculum.~_Q' ‘ R
Theypurpose is accomplished by:

1) Dividing the class of students 1nto small discussion

-

. . : i - .
o : : : X
| . . :
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groups of .three or four members.

2 ) Presentlwg each small group w1th a. task in either
’ * /
current events, social studies,,science, math or

e poetry-

A

3) Pecording,.on audlo tape, the studentVs oral \
discussions of the tasks
H) Transcribing the audio—tapes for descrlptive

’analySLS and discussion

e

B

-“Igniflcance of the StudJ

B /_/_;In,the‘"ame”ﬁa§jﬁheﬂtthe teacher] accepts the .
e .hesitatlons, mazes, circularities and repetitions of
: ' . his pupils' talk, because he: trusts in its. ultimate
T value for-the talker» He [th teacher] has,vas we'
4.7 suggested earlier, shifted his attention away from

%

the notion of .a pre-planned syllabus to:which the pupil

o 1s fitted, procustes=like,’ towards a more step-by-step:
~.process in which the teacher llstens seriously‘to what

each pupil has to say and adJusts his curriculum. to what

fe sees as their necessary directions. It 1s how his

;puplls actually do use language, rather than any notion

of how they "ought™ to usge it, that controls both the

shape af his teaching, and hlS attempts to help them o

- use it more successtlly (Torbe 1976 P 12)
- To allOW'the students to use thelr language in a.
7o classroom settlng to extermallze their questlons and

7

' Emderstandlngs, may provide information on how students use .

theLr language for learnlng The infbrmation gained from the.'

srudents talklng about their Knowledge of various currlculum

areas may aid the teacbers and.the currlculum planners in
/

Cdafly and general deciaiammmaking regardlng 'hpw students

™

actually underntand.and.wneWe t@ lead them nexu' Thesew
— -decisicns mad enc@urage ﬁlassrn@n ewyvr@nments more.
P \
@@mducive to st dents usiug their language to learn.'



"allow for more use of student language«for 1

.
In their talking, students may also reveal thelr

intellectual development in the processes of higher—level

thinking Educators may discover, as did Barnes and Todd

Y

(1977), that :

children are often underestimated in that they
‘/_possess skills and competencies which are rarely called
upon in conventional classrooms. And this 1is where the
impetus. of small group discussion lies, for 1t 1s only
in this situation that many of these skills are
manifested.: .If they are not drawn on in_plass, RV
follows that the teacher may. never know that these skills
~exist (p. ix). , - i

_To know how the students are ‘able to manipulate their
language to externally represent the reality of the curriculum
subJects may be important for instructlonal purposes . l
Although‘the role -of the teacher 1s not part of this “:
exploratory study 1nto children s 1anguage for learning

processes, it is felt that initital knowledge may . reveal

strategies that may help the classroom teacher expand ‘and

A
ER evaluate children S7 thinking processes w1thout a curtallment

of the students ‘active making of—meaning'

Finally, language for—learning research do e within

~

‘classroo 1nstructional contexts mayylend fur her eV1dence

tOusupport the smift from teacher dominated classroom to

i . g

a lassroom in wnich_students and teachers are engaged in a:

'collabOratlve negot%ation of meaning. A teacher may feel

1nsecure or. inarticulate about transforming Zer élassroom to
arning

Additional 1nformation about 'student talk"across the
{

i different curriculum areas may 1nit1ate and support the

. /
7



" transition from teacher~dominated language 1in classrooms to

a sharedypontrol ofllanguage for learning between educator and

educatee. The significance of an exploratory study into thg

B

student use of language for 1oarning may be best summarized
by Cahir and Shuy (1981) as follows:

With all these competing explanations and partidl
plctures of classroom language learning, what 1s the
message to you as teachers? Information about
children's language learning processes and language
usage systems provides valuable background knowledge
draw on in the dailly classroom activities. The L
linguistic aspects of communcating 1n all areas of
instruction are directly relevant to_ the act of teaching
itself. Also the perspectives and methods evolved for
. research purposes can assist you in monitoring, planning
and evaluating your own teaching strategies., '
Additionally, these same perspectives and methods do
provide you with a more comprehensive framework for
. observing and assessing your own partieular
students (p. 373) -

[+

Research'Questions‘Considered
in this Study !

‘1) .What language;strategies’do the students use'that
indioate_the; are organizing their thoughts in ordenv
to-iearn° : '

“2)e What is the content of student language that

. 1ndicates the students are learn1ng°

3)' How_do students use thelr 1anguage to make sense -of.

| the technlcal language of school subJects‘>

14) What happens when students can no longer make sense

of what it is they are‘ attempting to understand¢

| 5) How does the nature of the task effect the nature of,

the language used for 1earn1ng°



;tt_ Assumptlon of the Study -Q;h.vfgf~pff:,.;jagizﬁ 2

'V}ty-f_ﬁ~iprocesses than those whlch they produce 1n this

e

l) The small sample w1ll nece551tate cautlon ih "i»é;]’

leltatlons of the Study fft; . -flf~vf~,“: 3 i‘yf7’f /

fgenera11z1ng or extrapolatlng from the results
:.251nce the study is’ llmlted to one classroom of
ﬂ,Students ﬁ; f:1fa,l:h:df_f:lthff'~}lp;}.319,-"V

'”*2) JThe nature of the tasks set by an adult may limlt the

:?;1ntellectual processes of the student although the _:“ e

nstudents may be capable of generatlng hlgher level

Cstwdy. T T

,w;

‘lzfygjffThe students' language used for exploratory learnlng

‘J_ff{'?may be vague, chaotlc, and 1nferent1al Thls’~?"l
S R S
"wapparent dlsorganlzatlon of speech may present a

‘*¢gﬁ7u)' The soo1al and co 1t1ve group dynamics of us1ng

-

’fﬁlllanguage to learn may 1nh1b1t llngulstichﬂ'
"f:npafthipathn by some 1nd1v1dual group members

'@5)f'A llmlted time was avallable for organlzatlon and

AN

- partlclpation 1n each of the group se551ons TheJlf'

—

. 8

i;the presence of 2 tape recorder Ve”g rr; s

The ohild's 1ntellectual growth is contlngent on - hlS
o masterlng the social means of: thought that 1s
' language (Vygotsky, 1962 p. 51)

The maJor assumptlon of this study is that the processes

of intellectual development are manifested in the soc1al means

i

s

:’ﬁ;f%_jillmlt to the Malidlty of the data analy51s ‘@h:’yo”f' '

t”partiCLpants may have felt llmlted by tlme and alSO-r.

LEN
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are capable of using 1n order to b

'fOrganlzation of tHe ChapterS‘f

,occurlng concernlng language

:fftranscrlbed data

"fthe part1c1pants of the

:;data collectlon and trea men’

1_'Slmllar research studies.

t

p:_of human thought l; language.'/Zhus, the language of;“

'ifstudents w1ll indlcate ‘what processgs of thought the students‘

é actively learnan

f .

Chapter 2

A summary of the research

nd learnlng in the classroom o

:iw1ll be presented ' The 1mpl:catlons of the researoh ‘about
IQClassroom language for learnfng to date, will lead to a filh
':discuss1on of the 1ssues of knowledge and control 1n é%efhh*
“gclassroom settlng Flnally, maJor theoretlcal v1ewp01nts

' -w1ll be dlscussed to frame‘the qualltatlve descrlptlons of: thevif

,vn-

Chapter 3

'.iof the classroom context‘to proflles of the procedures and

v,tudy Flnally, a descrlptlon of the'

of the_data w1ll follow '.”fhiﬁgo

| Chapter U

The qualltatlve analysis of the study w1ll attempt to

u~descr1be the phenomenon of the transcrlbed recordlngs of the

small group dlscuss1ons The treatment of the data w1ll be

oy . o

3.:_”based on theoretlcal frameworks and also the flndings of

The setting of - the s udy w1ll proceed from an\overv1ew .?*-Tib
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Chapter 5

The final chapter w111 discuss the maln 1deas of

cprev1ous chapters ahd draw conclu81ons from the findings R

s

'of the study._ Impllcatlons for further research and SRR

N~

classrooms w1ll end the chapter

FEE



Chapter 2

A REVIEW OF THE RESEARCH AND THEORY

‘!Research Into the Language"
of the Classroom - :

‘Father heard hlS Children scream,
'So he threw them in the stream,
P Saylng,'as ‘he drowned ‘the ‘third, oo
~vft\\~“"Children should ‘be- seen, not heard'"'

~.hr'd R (Harry Graham 1964 p. 118)

Over the years research 1nto the language of the

‘-fclassroom has revealed common patterns of oral 1nteractlons

"What these dlscourse patterns are and how they affect the

'learnlng env1ronment of the classroom are cruc1al questlons to

v\.

-”Zconsider If language is’ belng used 1n the classroom 'what ls,d"

ththe structure and content of the language used for learning9

'”'glsupposedly teacher and puplls are engaged 1n max1mlzlng an- .-

¥

‘":rﬁunderstandlng of the currlculum of the classroom ' lmagesffl

:'1fabound as to the 1deal classroom belng a place where

a"Chlldren should be seen, not heard "o Even mass medla creates;

gathe 1mages of 1deal classrooms where the settlng 1s so qulet

o the teacher can hear a box of ralsins belng shaken at the:'

o (,

'"Fback of the room. If a classroom is nOlSJ, the teacher getsth

.fiheadache number lO What myths and realities exist 1n the;}ht
'lclassroom language used for learnlng has ralsed questions to-'
‘ﬁbe answered by the researchers of classroom 1nteractions

‘ As early as 1904 Hoyt found that the teacher talked oog»

'T:percent of the time The avallable technlques of the tlme,*v
Bl e
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probably limits the data collection to a. recording of the
-amount of talk Yet this early research already was

- indicating a pattern of teacher—dominated language in the

o

'classroom PooleyA(in'Klein, lQY?)'mentions that‘in:the 19405
he found | » T

_In both City and rural schools teachers tend to

dominate the classroom more than they should, despite'
" the. many opportunities that oral English instruction"
_‘provides for: permitting pupils to plan, ‘direct and .

- evaluate their own lessons. Panel groups , round
S tables, club meetings dramatizations, and prepared B
o f~ programs = to cite a few. of the devices that have been: B

7 used With real success - were only very infrequently

" observed. Teachers dominated 83 percent of ‘the oral .

©_ English. lessons in rural ‘schools and 62 percent of those
“in City lessons (p Viii) : -

dThe questions asked by Hoyt and Pooley seem to be "who_9

’ talks and how long°”' Other researchers asked these same‘n'v,",w

questions but extended the questions to include frequency as oy

well as the language patterns of oral interaction Flanders.h

(1970) not only observed the frequency of classroom talk |

but observed the types of language behaViors that eXisted S

‘quy recording the classroom talk every three seconds,_fb"‘v

ikfFlanders found that : e 4'_‘_ _ y :

| ‘:;l) ’Sixty eight percent of the classroom talk was by the‘

: f;teacher asking questions and giving feedback to the
"students' answers.- | | ST -

‘ufa)f;Twenty percent oft the classroom talk was the“ffff
':fstudents')responses to the teacher s solicitation |
‘*yquestions L ' B . .

- 3)5~Twelve percent.of the classroomvtalk consisted of

”silence and confusion in the classroom
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) S T _ o .
The predominance of teacher talk is noted by Flanders and

also the observation'that a pattern. of interaction‘exists.

"~This pattern is teacher SOllCltS—~——§ pupil responds————>

Dy

‘classroom language ‘“j; ‘vﬁef e

teacher gives feedback ~To consider Jackson 'S (1968)

observations that apprOXimately 70 percent of the 1, 000 hours

.per school year are spent by students listening to a teacher/

'talking in a "standardized routine pattern", tends to:f

w - 3
’ /
confirm the teacher domination of frequency and paCing of
‘ A

Further analysis of classroom talk was explored by

»ﬁelamontr(l976) She extended the frequency of talk to
{include the category of the quality of the talk ' Delamont

'claims that 50 percent of the teacher s speech is spent in o

;direct 1nstruction and the remaining 50 percent conSistsf

”mostly of disciplining and controlling moves. v‘In primary

1classrooms according\to Boydell (197M), two out of five j

-

'hBellack et al (1966) Like Flanders Bellack discovered

.statements heard by students, focused on: organization and

'diSClpllne Hughes (in Delamont 1976) found that not only

do teachers rarely expand students' ideas or respond

'personally to the students' ideas, he also found the MO ;
5percent of the teacher s actions fell into the controlling

vcategory [”,Q

o A major study of language in classrooms was conducted by

'vkthat the teacher requested an answer (over 50 percent of the

fditime) and the pupil responded (over lO percent of the time)

v”and this pattern was extremely common.1 Unlike Flanders,rqq

.*'\;

A

A
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Bellack extended hlS research to descrlbe what types of

solicitations and responses appeared | The teachers,_requeSts

iwere categorized_as'follows;-'vr

l{” Empirical>‘ '~ fact statin@ ~ most common:
: L : explaining - one-half requested
» this mode of thought

'/

o

xé."Analytic'h," - defining terms - = only appeared one-— fifthe”
‘ R . interpreting - of the time
-3r'.Evaluativef ’-‘Opinioning'Lpl,h'— 1eastaof‘all
. ' WQJustifying . iffat‘all

‘From this format, 1t lS shown that very llttle personal
1nput is expected of the\pupils and to succeed the student‘
need only give a. factual answer use:one or two words but be._
sure thelanswer 1s‘correct Furthermore,'accordlng to

Bellack the ruleé for structuring a lesson are initiated and

i/controlled by the teacher which restricts the amount of pupil

input, pupil interest, pupilghnowledge and pupil learning

| In the feedback reSponses 75 percent of all the teacher,s

>

reaction to a student's answer 1nvolved rating 1t either o
"right" or "wrong" (p 246) Overall the teachers ini,

lellack's survey initiated and controlled 85 percent of the:w,'~

. . . .l
PR ML . - T E

discourse cycles

' As a followup, Bellack attempted to speculate why

N

teachers consistently copy this common pattern of int%raction,;-

proposing that
l) Teachers belleve this pattern~to be the most

"‘effective technlque for facilltating learning that
. . \ , : .
o \ has evolved through years of - usage
e R ' R
»2)1 Teachers think pupils w1ll be bored if they lecture

R
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\3)' If‘more'timefis devoted to pupil's'reacting
‘1'process learning might degenerate into a sharing
of ignorance Q**‘ | |
'_4)_ Students "learn by doing'.so the teacher must
stimulate and guide 'the dOing | N
‘ivg As: the research questions being askediabout language in _
the classroom kept being answered as to- frequency, control*

TN
v and quality of.language further research was asking new

\ Jquestions and requiring new methodology Researchers ‘were
\ shifting from behaVioral observations to research involving,

for example psycholinguistics sociolinguistics, cognitivevf

-and, social pSYChOIOQY In his article Implications of‘r”"'

’rTeacher Strategies for Language “and Cognition Mishler,(inf

‘Cazden et al . 1972) argues that what teachers say and how
3f\' -they say it creates a particular kind of world for pupils

“By analyZing the verbatim accounts of teacher pupil exchange;

':he discusses whether the language style of each teacher ' lf

encourages or discourages the- learninv of different cognitive
'7lstrategies by thelétudents One teacher is able to connect
_?the information from the flow of the discourse that leads
_the student from concrete to abstract from particular |
_experience to personal experience, and\enableéythe students
'.to switch back and forth across different levels of
t',';abstraction Another teacher e
Qf't b_',;-.f. generated a sequence of random guesses
AN . There 1is -no connection among the answers, information
‘does not. accumulate the sequence 1in- which the answers

‘.are prodiuced has no Significance ~and the children have
no basis for knowing whether they are closer to the;



about;

correct answer-at the end than at the beginning to the
eplsode. The children have introduced content in an
“ad hoc way, either from other experience or from
immediate environment (picture on-wall). The process
‘also seems to obscure certain. logical relationships
. that might be helpful to an effective search ‘
“ procedure. . . . This teacher is engaged 1in a
convergent process in which there is one correct
~answer. (pp 278 279),

ThlS quote seems to suggest that the teacher s use of. a

certain style of interaction can - inhibit learning in the

.classroom Although the teachers appear to be creating a.

- language for learning enVironment that expands the thinking

' of the students, Mishler .S research from verbatim protocol

suggests that the language pattern chosen can make a

difference to the learning and cognitive development of the 3

child Mishler elaborates on'his findings-by askingv

El

teachers to conSider language for learning With the v1ew

. how they elicit; and use ind1V1dual experiences
. as material to be shared with the group and the ‘degree
to which they explicitly focus on-the class as a group.
whether the language does/does not invite the child to
velaborate or clarify the statement, whether she tends
to' close off the possibility ef further report and
limits what the child might bring into the Situation
vifrom outside ‘the classroom (p 29 ).

The research seems to 1ndicate a predominant classroom

language\pattern of

teacher question———€>stu< nse—ef—iteacher feedback

This prevalence of the inic o . he interaction pattern
with a teacher question, led GOTREETD researchers of classroom

language to study the nature of the teacher questions and the

'f. subsequent effect on the student's response Barnes et al

1



) questions asked in classroems tend to require:'f - <
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{

(1969) describes the demands made on studentS‘by:the

" "teachers' questions and how these questions limit a pupil's

reply to a narrow range of alternatives. Most of "the

1) One—word factual replies.
';“2)- No expan51on or. explic1tness of students' answers.
3) St'udent answers for which the teacher only accepted
her’ predetermined Pcorrect' answer.
M)’vStudent responses which infréguently, if‘ever,
requiredhfirst—hand>experience‘or;personal .

knowledge

In a 1977 study, Barnes and Todd- call this questioning

3technique used by classroom teachers to. solicit one. word

'correct answers from’the students,'as the ”information

t

"matching game" (p 114)

The questioning technique used by teachers is found to

‘eXist in all subJect areas across the curriculum 1nclud1ng

science and English (Barnes, 1971 Sinclair and'Coulthard,

1975). ,Furthermore, the interaction'pattern also'is found’to

.exist in most children's hOme’enVironment. However‘-at home

»
L

the child was often the initlator and the parental response

‘.encouraged elaboration clarification and 'meaning: in context'
AWells etval., (l98l) 1n a longitudinal study of children S,

‘oral language for learning in and out of the school" context

AR
confirmed the triad pattern of interaction ex1sted yet at

‘school the Chlld 1s faced with

a hlgh proportion of teacher utterances bhat are



_ procedures of the classroom - She observes that :

questions and of these what a very small proportior
are questions to which the teachers do not already
know. the answer . ... and only one answer is
acceptable (p. 24). : ' ' ~

- Edwards (l98l) commenting on the study of Wells et al.,
summarizes the findings of the Bristol Language Project

Edwards explains that

- The Significant evidence to come from the Bristol

"‘Language Project is that many typical classroom
exchanges such as closed questions preceded by clues
as to what an appropriate answer might be and followed
by the correction, extension or reformulation of the
child's. response were commonplace in almost all the.
homes where recordings were made. The main differences
‘seemed to be those of frequency. Teachers asked more
pseudo—questions and corrected more rigidly and
commented more often on adult utterances in thelr home
than in their school. Such differences suggested that
the asymmetrical structure of adult- child interaction
is intensified in the classroom with a consequentl
narrowing of the communicative options open to
children (p. 4). :

A survey of classroom questionsvby-undergraduate

students (in Lindfors, 1980) showed there is a dramatic'

change in the type of questions asked by students from the

%

preschool level to the intermediate level (p 250)- The

"change in student questioning across the grade level is

indicated 'in Table 1.

“In Rowe's study (1974) teachers were found to,
typically ask two to three questions per minute seldom
paused for more than one second to await student answersv

and demand short answers from students. Heath (in Lange,

1981) supports the research findings into the questioning

~

. teachers unconsciously focus on. questions that -
jrequire only brief answers,from students when the
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discussions are led in general classrooms. On the other
hand, teachers in small-group work tended to stress
other types of questions that expanded student talk and
required more creative answers from students (p. 731).

It appears from research into classroom language that
' N\
the use of heuristic explicative learning strategies by the

"students 1is infrequent and limiting

2

Other researchers have found the language of the
classroom queé%ionable as to the learnlng that is happening

. Kluwin (1979) reports that :
English teachers talk for somewhere between 50 to 70
- percent of class time, while student talk comprises
between 20-and 30 percent of class time. Pupil
responses to teacher questions account for 20 percent
of class time. The teacher's follow-up to the
students' responses 1s quilte uninteresting, tendilng
t6 be monosyllabic, 1diosyncratic and . communcatively
hollow (p. 614). . o ‘ ’ :
V\‘é‘ — .
Hughes (in Barnes, 1976) criticizes the avoidance of

students'vuse of language for learning She found,that

»'Students'_questions, explorations and personal
experience were most frequently rebuffed or
ignored. Little attempt was made to build —~

. generalizations, ask for comparisons, look at:

o alternatives; or look at ‘consequences (p 173).

HoWever, since research seems to be. saying that
teachers have a generally accepted pa/tern of classroom
. L4
_interaction an awareness of the ‘1limits to learning produced

|

o by the accepted pattern may- need to be rev1ewed Fromvthe

‘fteacher's v1ewp01nt of oral language for learning,_
WinkelJohann (1978) found that

, In a survey of 500 classroom teachers many. teachers
"believed their college course in language arts had not
. - prepared Ehem to encourage® the development of children's
_ language. The results show that teachers were not

~



clear on the purpose of oral language, that they did
not understand the relationship bCLWtOH oral and .
wrltten language’, that most of the teachers worked in
schools ‘that did not have an oral language curriculun,
and that generally little attention was pald to the

- -~oral language of children as long as they could answer
teacher's questions (p. 9)

karther research expands the notlon ofwlanguage for
learnlng\as more than just'cognitiVe development.’vTherg\
Seemsito be imnlicit information in the language of the
classroomvwhich Mishler states as follows: ”Specific
cognitlve strategies andfsocial values are manifest 1n how a
teacher talks to and resoonds to buplls" (p. 269);
Hymes (in'Edwards;’l982) supports theacognitive'and

*

social aspects of using-language for learnlng in the

. clagsroom. The research of sociolinguists into classroom

,language for, learning, assumes, as Hymes remarks "What is. at

stake is not logic or rationallty, but what Wwe think of each

.“qother and‘of ourselves" (p. l). Thus, Searle (1981) has
‘found that the values and knowledge that students possess
vin out of—school contexts,zls not usually cons1dered as;

'1mportant as the values_and knowledge of the in-school

context;‘iThe'research seems to indicate that the language

used for learning ignores the 'lived-world' that the child

: brings‘to school To eschew the‘ﬁanguage the student needs'

to use for. learnlng, is llke av01d1ng the student herself
.,r The shift in research questions takes the earller
quantitatlve research beyond Flanders and others The

questlons into the language of the classroom, at present

-appear to be concerned more so.with processes of



,the puplls may be spending timel'making sense"ofwthe~
fniteacher S world instead of their own 1 As the languagef

“epatterns of classroom r§search seems to suggest the pupilsf

‘,learnlng 1n the context of the classroom

i development and less w1th the product orientation of

R N Y

.Vo'behavioral research Learnlngcstrategles seem to be S
'fconsidered as well as the context of the actual classroom'
jg:setting where language 1s supposedly being used for learning
;.What recent research seems to be asking is. whether studentsf;ii"
f}are expanding,'clarifying and critically questionlng their’a

:’fworlds or. whether,'as Edwards and Furlong (1978) suggest

,v»!fmay even have to suspend their perspective on the world to
‘ffftry\to work on the teacher S. Perhaps researchers and

7[classroom teachers need to reflect on the language used for_e;

i
B o

..l;ﬂsummary'of ClaserOm'Research
B ¢QInto Language for Learnlng

RSN

1 From the earlier flndings of research 1nto the

'f”d'llanguage of the classroom, 1nd1cations seem- to be that the
’:;?teacher dominates the pacing and the quality of the student'

'dlflearning This dominance of teacher control of the learning L

Gy " [

is ev1denced in the follow1ng ways
?'fl) The amount of teacher talk compared to the amount of}‘ }
, ']_fstudent talk _" S e
f{25thhe teacher 1nitiation of the language for L;f'

373);5The limits -on: the student's active part1c1pation in: ;*‘

ifmaking sense of the school curriculum



questlons such as

i B - LA . e N L T-

i

| ) o e

‘TM)-pThe quality of the language 1nteractlons that 1nh1b1t

expansion 'clarlficatlon and critlcal thinklng by
the students

The evolutlon of. classroom research 1nto the use of

Lo

'language for learnlng appears to be asklng dlfferent -

l) What 5001al and cognltlve strategles ‘are. avallable

' B R N - i

“for students 1n using thelr language for learnlng

‘_\"

i n*the classroom° »pj, j;fdg[_,f 3':;" L L

:*',2)thhat shlfts need to ‘ocecur . 1n oral 1nteractlons,

Jbetween the teacher and students° WhyQ.

lt appears that new questlons as to the language of the ;h
. classroom contlnue to be asked The flndlngs of these |
questlons may prov1de ev1dence to support new perspectlves
u'mr;iabout the language used for learnlng avallable to educators

and currlculum planners

.&~

Impllcatlons of- Classroom ReSearch

Into Language for Learnlng

-‘:Students for today S lesson

 want you. ’wt‘ B T
~to write-on the Roman Emplre R
If you don't g ;

'You are not going- to get a\grade“t,f’
ora future job = Loy :
© or any- Respectable"”"'"‘ﬁ':;
'place 1n llfe B Q“ AR

o

,'*“Teachers for today S lesson
DT A
*qwant you ' : s
~to think. on the Human Soul N
- "Here = - . o : o
If you: don't “ : o
You-are-guilty .. oo




or Murder
feyery»day;:
- You. play" ;
~ v Axman ERR
for the Klng
- Your King -

in the nghteous Name
_‘of knowledgei'

. You there Boy,
-fcome here :
© Youtve got to be smart
son - ° : ,
2 You're- g01ng to learn to thlnk ‘ R
Sour.way. .. RE IR
L It's the only way we re g01ng to teach you“t L
then" when s . SO .
”Lyou re. old enough to know
~we're wrong .
],You'll have to thlnk
about 1t , e T T
Our-way. _,ﬂ_* S ~~;,~;~~“_:‘~ g ;’“ .lt;,“

R
N
.

Bruce Doyle (1974 P 76)

\“\ . .
The research and dlscuss1on of knowledge and control

o dvtends to present a plcture of a. rather limltlng use. of

i‘student language for learnlng \The domlnatlon of teacher

. \

%possessor of knowledge ‘all accumulate to strongly suggest>

‘iﬂto draw out the rlght knowledge held only by the teacher

Apparently, as earller research flndings 1ndlcate these

bclassroom for many decades Thls control of currlculum‘ff

"'may not be questioned as dehumanlzlng or damaglng to the .

25

“of minds .. o P e IR o

uftalk the control of the 1nteractlon pattern’by the teacher‘fiﬁi,"

;the 1mpllcit reallzatlon by students that the teacher is thej'

,that the reality of the classroom is a struggle for students_‘

‘adult control technlques have existed in the language of theJ'

"fknowledge by the adult and the llmitlng of student knowledgef



7

’a‘5001al and 1ntellectual growth of the student What supposedly '
t 3 . ) ) '
has been a necessary and successful means of us1ng

: language.for»learnlng, may-remaln aS‘the classroOm use-of

.language untll the 1ssues of teacher control of knowledge and
-.laﬁguage are. dlscussed : The key questlons are: -
o khi)h What are the 1mpllcatlons of teacher control of the
‘dflanguage used for learn1ng° di‘\;:' e -
y?)’ What - alternatlves to the present language patterns of g
"dﬂthe classroom need to be cons1dered in view. of each :h'
'ystudent' s'rlght to. 1earn'°:f'_h“Vt. e
Young (1971),.1n empha5121ng the necess1ty to make the"‘
‘ f;soc1ology of knowledge in: educatlon more expllc1t ylntroducesiggi
the dlrectlon that the.'knowledge and control"lssue may o
| pursue by statlng Sl o | '
'It is necessary to examlne first in more general terms’v_
‘the implications of a 'meta-theory or doctrlne of '
control, and secondly what is involved in treating. the
‘knowledge (t smitted in educatlon) as’ neither
.absolufe nor .ar itrary, but ‘as. 'available sets of M :
,;meanings' which Yn any context do not merely jemerge'_~‘
vbut “are collectlvely glven (p 3) _ ‘v»‘
ﬁ’;iA 'doctrlne‘of control' seems to be 1mp11cit 1n the I
‘ research flndlngs of classroom language for learnlng,va;
'”liﬁﬁ%ontrol that seems to llmlt the student's freedom to use her
| language to. learn ‘The research seems to further 1ndlcate:
:”fthat teachers do. treat knowledge thelr knowledge .
.h,fabsolute The students' educatlonal success is determlned
‘i;hso 1t seems on how well they can guess"what knowledge the‘

:5teacher controls Furthermore 'whether or not the students o

r“havev'avallable sets of meanings' appears 1rrelevant in



S

t.guess1ng gw

"allow1ng students to use their language to learn

Keddie (in Young, 1971) after an-’ investigation into

the classroom control structure states that two magor

vglimpliCit',rules govern the interactions in a classroom

l) What knowledge teachers have of the pupils
1 2) What counts as. knowledge to be made available and

evaluated in the classroom (p 133)

If continuous 'impliCit' knowledge about her pupils is

' ﬂlfassumed by a teacher, based on. the language With which theu*'“

'student responds to teacher questions,,several consequences

‘may arise Since student responses are mainly one word
ffkguess the answer replies to a teacher initiated question it

\vmay be that the students who learn to play the pedagogical

%

' l‘ay in fact not be clear about their understanding of the ”gff
;Ldanswer The teacher may claim them as the students who are

"learning in spite of the students' lack of understanding

N

'about the classroom knowledge On the other hand those_
t.students who can not deCide what the exact reply is vor;‘ n

'L.those studqnts who need further clarification of the

k";set of meanings' about the exact answer, OP the student who.

well enough, are. deceiVing the teacher Those“ri

n«f§°tudents who' continuously reply With the"correct' answersiﬁf7u

't teacher s questions__or those students who have an"alternative*

ltchooses to remain Silent for other reasons ‘mayfbe Judged-to.r*'

L

'-'be below average slow or even a failure These factors seem

‘h _her students. Vﬁye"

"tto be controlled by the teacher s language 1nteractions With BN



E Thejsecond rule that'goyerns‘oral interactiongin:a
v.claserOmr according ‘to Keddie raises theuisSue;ofwfwhatm'
v-counts ‘as - knowledgeO' Again, as. research suggests what‘i"y,gé
l,counts as knowledge 1s that Wthh the teacher already ’ |
-‘possesses mostlyvin thegform of facts : Thereforer the'f
.knowledge the student brings to the learning context

(prev1ous experiences personal opihions etc ) is not to be
' con81dered 1mportant or necessary to the students u51ng their_
language to learn ‘ Since the teacher controls the content‘of
il’ii: the knowledge 1n a classroom, 1t appears that students may
R submit te her initiations for response 1n order to succeed inf
"vschool or- avoid labelingvd Perhaps what students are really
learning in school is to 1eave their knowledge of the world
\at the front door of the school since 1t*does not;ﬂcountiiin~'i'
school as knowledge | ‘ ‘ S : .

Bruner (1962) makes a distinction between a teacher o

control of language for learning and a shared teacher studentff

pattern of language for learning : Bruneris terminology, the

expository mode and the hypothetical mode, describe 1n whose
power lies the control of knowledge in the classroom rInCV’
the expository mode the teacher is seen as making the
de01s1ons about the mode the pace and the style of the

FQ; classroom language used for learning ' In the hypothetical

‘;l mode the student and teacher are exer01sing a. cooperative .

e“;use of language for learning In the hypothetical mode th' '
students are continuously using their language to work theirlrf;

o

‘f way into the meanings of the curriculum

.,,."



dependent on teacher control

5;knowledge to the classroom ‘further limitations w1ll ‘be

‘Y

However as researchers into classroom language are,

-discovering, teachers seem reluctant to allow students to

formulate knowledge for themselves' nor: are students-

encouraged to use their 1anguage to take control of their

- own learning ‘ Using language to learn appears to be entlrely

\

,._, -

Y

: As discussed preViously, linked in: w1th the concept of

teacher domination of language for learning and the classroom uf.
. ,control that the teacher apparently exer01ses is the problem-

' 'of what counts as valid knowledge 1n the school Since

Peng,
1 .

',_knowledge is' also a s001al representation af reality, 1t
,vwould be obVious to say that learning in general is a social‘h'

activity The larger culture outs1de the classroom can

place demands upon learning and therefore upon the language -

_program If the greater world outSide needs to 'transmit'

_-placed upon the use of students‘ language' .Theforganizationv
*of programs will be viewed as ‘a 'transmiss1on'-of knowledge

‘l5and 1n turn see the teacher as the possessor of the knowledge'fv

>~

i-to-be poured' into students Barnes (l976) has developed ai
v~_format that lays out the relationship between the,%; _f

'iitransmi581on of knowledge by teachers and the interpretation>

o

of knowledge Table 2 describes the model of classroom'

o knowledge developed by Barnes fpffv-_;; r,-pﬁ"”

If one chooses to view the classroom as a transmission

vmodel the amount and type of language will be controlled by

: the teacher wifh little opportunity for a. student to get at
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nmeanlng and understandlng of -her world or the world of
others only to the world of the teacher - The ‘
language program of the interpretation model encourages
‘the students to use thelr language to expand, vclarlfy

and questlon the knowledge of the world | In the' |
'1nterpretatlon of knowledge model of learnlng, the control

" of the language of the classroom would appear to Shlft from

"-.a teacher domlnated language pattern to a ’shared—world'

iuse ofrlanguage for'learnlng‘between teacher and

lstudent ’d ‘ |

Bernsteln (1965) generated hls theoretlcal stance in |
‘:response to the high rate of educatlonal fallure among loweré_l‘
class students CIn hlS theory of restrlcted and elaborated
;'codes he clalms that the llngulstlc :3001alizatlon_process.
in. whlch lower class students have undergone, limits.the"‘
flexibility, the expre551on and %he_lntroductlonvof new .
1nformatlon through verbal means/ The users of the :
'elaborated':code, Wthh for Bansteln generally were mlddle;'

- .class students ‘were soc1allzed in an env1ronment that

¥
4‘»»

,encouraged elaboratlon of meanings and clarlflcation of
’questlons and 1deas : The dlchotomy 0of the two codes
-developed as an explanatlon that lower- class students are»;

e

funable to face the kinds of verbal learnlng tasks requlred

oodn schools whereas the mlddle class students can respond

:1successfully to the language demands of the classroom
o s

fInten51ve language pr@grams were 1n1t1ated employlng

-}Bernstein s theory ,Head Start,-Distar, Follow Through to.

«\ e . : : - . -



mentlon a few, were attempts to.'educate' the disadvantaged

through language 'skllls' and early 1nterventlon technlques,

and prepare them for school.

However, language is a 5001ally determlned\phenomenon

Given: an 1nformal, famlllar context, Labov (1972) found that

lower;classlspeakers’and.Speakers of non—standard English

¢ s
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(specifically black children in"inner}cities) are)not“verbally

~

deprived as suggested‘by'Bernsteiny Labov found'thata

They: fblack children] have the'same'basic vocabulary,~"
. possess the same capacity for conceptual learning and

,use the same logic as anyone else who learns to speak )

- and understand English. (p 201) .

~In The Myth of the Elaborated and Restrlcted Code //

’Jackson (in Cosin, l97l) supports findlngs such as Labov S.

A socilal context not only is a condltlon for learnlng

language it is a‘constralnt on language use. As. should be

clear from Labov s flndlngs,_Jackson claims:

R

e

Iri the new order, for a code to be restrlcted means :

that there is a. restriction on: tne“contexts and on the;“
'condltlons which will orient -a .child 'to universalistic

orders of meaning, and to making those llngulstlc
cholces through ‘which such meanings are realized and
SO public It does not mean that the children cannot
produce at any time elaborated speech in partlcular'
contexts. On the other hand, because a code is

“elaborated, it does not mean that in some contexts,

under spe01fic conditlions a speaker. will not use. a

limited range of modifiers, subordinations, etc.), but

it-does meéan that such ch01ces w1ll be thighly‘context

‘speciflc' (p 169)

'Other 'context spec1f1c‘ research by Searle (1981) anda

i

‘Toot0031s (1982) exemplifles'the effect'of»social smtuationzr

‘on language productlon At a boys' and'girls"club in a

lower class area of London, Searle found several partlclpants
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expressed-values about reality that disclosed an elaborated
code using generalizations and abstractions both about
‘their immediate.world as well as the world removed from their
concrete reality., Tootoosis, recording the language of'a |
:five—year—oldtchild,‘observed extensiveiaccounts of language,
which in out—of—school-contexts tended to be_elaborated, yet
“in school the'language~interactions of teacher and pubil'were
of the restricted code S | l L _1&?..
Edwards' (l98l) concern. about the ‘student use of

language 1n the classroom is "how they [the children] are -

required to communicate in classrooms“ (p. 8). 'As found by
3’Cooper (l976), Dillon and Searle (1981), Eggleston (in,
'.:Edwards, léSl) Walker and Adelman (1972), and Atkinson and
Delamont (in,Hammersley and Woods, »1976) the classroom
tappears to be predicated on the 'restricted' code for all
‘students regardless of their socio- economic status. Edwardsl :
(1981) also disagrees with Bernstein that -

the classroom is normally predicated upon elaborated
- codes ' and their system of social relationships. . Making
- deliberate reference to his own analysis of open ‘and
g closed roles, I would typify meanings in ‘the 'regulative
ccontext' as being realizedlargely through 1mperatives
and through positional appeals in a restricted code,
- and describe pupils as having to 'step into!' a
- predetermined set of 'instructional’ -meanings and leave
it relatively undisturbed. It is surely an. unusual
~classroom in which pupils find frequent opportunities
for 'disturbing or changing a body of received
knowledge, and so of 'achieving meaning' ‘on their own
terms (p. 294). o R S :

In The Neglected Situation Cazden (in Searle 1981)

defends the p051tion of the student She feels that

;. lack of attention to s1tuation means an inadequate picture

S
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of ‘the language competence of students has been
created and that the notion of language inadequacy

' becomes in itself, inadequate (p. )

‘ Walkerdine (in Wells, 1981) believes that the student'

1nterpretations are unique and complex, yet underestimated

by the-adult ] 1nability to: .gain access to the categorization

‘procedures 1n operation, rather than because the child is '

making non- sense";(p. 201). L . : ‘ .

Connie Rosen (1973) ShOWS'hOW primary'children left on

-their own in the classroomﬁ are able to "make - sense" through

their language 1nteractions during play How teachers can be

:fooled into believ1ng students have understood the language
~used either by themselves or the teacher is ev1dent ‘in an

.artlcle by Martin (1971) During a lesson in class the

students write about different rock formations The,

"technlcal term‘ porous' is used by two boys in-their writing.

s -

"Later, in a room removed from thelclass;contekt,'the,two boys

‘aré-dfscussing their‘writing T A researcher is listening to

the two boys discuss their written work As the two boys

explore the meaning of porous both they and ‘the researcher

pdiscover the boys are not clear as’ to the actual meaning of -

porous' 1n the context of the written asslgnment - Through

their discuSSion of the word porous" the meanings of the

. \
word were not only discovered to be vague but the talking

helped the boys to expand and clarify thelr understanding of a

_-word - a word the teacher assumed the boys understood s1mply

‘ ,because they 1ncorporated ‘the term in their writing

Releasing the control of the boys’ language for learning, the‘



v. knowledge is.. The bureaucratic hierarchical levels of
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‘teacher's assumption that they understood the word‘was found
to be incorrect when the bd&s used their own language to
learn;b | | | ‘

s _When the control of- knowledge in the classroom or what
‘counts as knowledge is -explored, the implications can be
'g.consideredias‘socially‘COnstructed. Asawith the.two boys in
the lesson_on‘rocks the teacher and the/students used their

- language to create what was assumed to be 'shared—meanings'
© . of the word ! por/ous-' Young. (1971) points out that:
| . in the interactions in a lesson betweeyg teacher
and puplls, these shared meanings —are taken for.
'granted as - sets of unquestioned assumptlons; however,
like all shared meanings they can be treated as
problematic and become the obgects of enquiry (p. 5)
In a more ideofbgical sense the 1mplications of the
'control‘of students' u?:/o?\language to learn raises the

issue Of knowledge and ontrol of learning by the bureaucratic'.
‘and political structure If the students are accepting of
the pedagogical control of. their language for learning in the
‘classroom it may be. they will be non critical and accepting ’
‘of the knowledge given by others, .in spite of what that
)control are not a benefit enJoyed by students For,whatewe;
r/asons the educational structure has felt it:necessarf to ‘.

’limit_the use of~student'language for learning,'the researCh
f,implies that the student?s 'freedom of speech' is controlled‘

‘ by the educators and the. curriculum designers The 1dea of

’."the 'hidden curriculum' is subliminally revealed in the

[S

research into classroom language
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'The explliclt reasons for maintalning'the control of
knowledge and language in the classroom may be ‘Justifiled by
b

accountability, need for discipline of studonts, lack of

-,

'"what-counts' knowledge by studento, increasing 1oba1 and
national test scores, or even the needs of.the Job market.
These reasons and many others have created the strubture of
thevknowledge control in classrooms- To maintain that
structure, arguments for increased language use 1in the

. classrooms by students may prove to be futile To shift
control for making sense of the .world realities by
‘encouraging student talk for learning in the classroom, may.
‘threaten the very structure that teacher- dominated

interactions are meant to maintain

A

Friere (1973) expands ‘on the implications of the 1ssue p
of '1mp1101t' control of knowledge . He, and others such -as
" Apple (1979) ‘feel that education 15 not a n‘e’utral event. - It

serves the needs of a. political world 1nto which the students

i

must someday enter and to which they must conform. Frlere
indirectly discusses the control of language for learning as

follows:

. The relationships between invader [the educator] and -
invaded [the educatee] are situated at opposite poles.
They are relationships of authority. The ‘invader acts,
the "invaded are under the illusion that they are acting
through the action of the other; the invader has his
say; the invaded, who.- are forbidden this, listen to

+ what the invader says. "THe invader thinks at most,
about the invaded never with them; the latter have
their thinking done for them by the former. The

~invader dictates;. the imvaded patiently accept what 1%
dictated. For the cultural invasion to be effective,
and for the cultural invader to attain his obJectlves
the action must be ﬁpported by other complementary

&
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oo .7 actions, ones. whlch constitute different’ dimens1ons
Nt of the antl dlalogue theory, 'Thus, any cultural
UL ~.-invasion presupposes conquest, manlpulation ‘and s
‘ oo messlanismon the part of the. ‘invader. It presupposes
s AU SO SR propaganda which domesticates rather than liberates

s i; 3

To conclude' the polltlcal 1mpllcatlons of the control
’tfof language'for learnlng need to be serlously con31dered when‘
o fkf'j;_tclassroom domlnatlon of language ‘and knowledge is’ Shlftlng

from teacher to students 'f,f'

&‘f._quf g-rThe Need for Student Talk 1n
ST 1lthe Classroom , :

If a maJor shlft 1n the classroom interactlon pattern.‘_:v
vﬁof the teacher domlnated student restrlcted code is to
-#ﬁoccur, then the empha51s w%gl be on a more cooperat1ve,7t»f

;;3“;."f71adult Chlld 1nteractlon : The %tudents will need moref'
ST _;,opportunltles to use their language.,g”The p01nt 1s not the':?w

Jttgg;bﬁj}'.lexperience buﬁ the language 1t makes poss1ble" (Medway, l975,

p. 67) A purpose must be prbvided as must tlme and "l*Ff‘G

L SV B Co
VJCOntext that encourages the student's use of language for e
i ' AT T e T <
ﬁlearnlng Why° P S L L T '

&‘7:57Q;55;-1.‘ One of the maJor exponents of talk 1n ﬁhe classroom 1sb

' ﬂiﬁBrltton (1970) In hls book Language and Learnlng, Brittonfl

‘fstates .
. RSN ‘fﬂpiﬁ Language, we - are., told , 1s rule governed behav1or kas
N T S we - represent experience in words we submit it to the-
, Coe ~rulés, we bring to bear upon it the highly- complex
relationshlps systematically embodled in lariguage:-
= 1tself The process begins though as we shall see
1t does not Ehdyln talk (pu. 28) - e
[ P . . g Q
‘ﬂ/[_‘ He feels we ex1st in the world, pot as mere phy51cal

fh\*ffn”{' ’ entltles but as’ 'anlmal symbolicum' (p 13). Language -
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. o _ ) e o , ]
,allows us™ to\represent the world map out our ex1stence 1n

'f}:user is able to construct not only reality, but through

- talking about the events able to order 1t 1
'ydsystems ti\e'lart dance religion, culture but it is oral
'Hmﬁand written language t?&tgls the magor system
ey y

?originates with tze/expressive mode anﬁ,

xgcstudy (1975)

(,, .

i

: it;; We each experience our life in the world differently, we .
.l‘learn differently about 1t and language 1s a way of o |
‘grepresentlng reality to ourselves Gusdorf (in'Nystrand,le77)

".says, naming brings.into ex1stence

Reality does not come to us purely through sensory "N;ﬂﬁ

'M.perception, as Hume (1956) pnulosophy_suggésts,,but,malnlj;,'

T

:through the*instrur znt of language. Britton feels'that'

As people talk each is lelatir* the event to his oW,
; experience his own world, creeacing his own personal
-context . for it. In- d01ng so h= is. u31ng talk:.to add.
“the new event to = -body of exrerience that exists very

largely. as ‘the outcome of: s1mllar talk on past ‘ :

bjﬁfjfocca51ons (p. 30)

~Because of the uniqueness and variety of experience:*

1’;whlch each ind1v1dual encounters, the interpretations of

5geach event 1s constantly underg01ng rev181ons The language—fy

_eneraliza about

'

v'hitg explain 1t reflect upon 1t and change 1t _\This

."

'ﬁconstruction and reconstruction 1s poss1ble through other;

Britton s model of language act1v1ty for learning

moves on a continuum S
J

ffbetween the trans cQ%onal and the poetic.-g Although 1n hlS

L!itton discovered that most of the student

'm4jlanguage occyrs in the transactional mode he feels classroom B

V‘activity should provide experiences condu01ve to all styles




fjof language

learnlng

iFigure'l{

"are as follows

;particapantlli;\;llh_T;_

v

- transactional &———

personal

‘expressive—

no

-39
The categorles of the model represent the o

'-language patterns that Brltton con51ders relevant for

The dlagrammed_model and 1ts categorlcal meanlngs

- _;&_tfﬁ;'speﬁFatOr”

Table

:Brittonls‘Model'of.Language Use ~

3

|3

——>3 poetic.

Categorlcal Meanlngs of Brltton SC Language.

Modelv

Mdde,)[;V

'Function'~

f Role of. Person

:‘C\

fx,;

 Range

 Transactional

~ Poetic =

B

© Expressive

to get thlngs
done

enables a perQ

. son to act on:
~ his. env1ron—'

’ment '&« -

speculatlon :l

~values “
‘re-experience
.add new peér-
spectives - .
examine ex-:

%’perience-‘

'intlmate' -
personallty of,
speaker - w
Immediate pre-'
occupations

participant

<

-natural;”

A
'.0"

. ﬁﬁ;generallzed

-~ - ask questions
soeglive dlrec—’;

. ~tions }
Ljs01ent1flc'
'.theorles

_4r¥’goss1p :
.= literature - _
-~ metaphors . .

. - .= rehearse new . 0.
expression .y '

experience’
,,persoballze
‘experience.
“lead in. to

W

B



Others share Britton S hypothes1s about the need for

talk Blumer (1969) uses the pOSition of a maJor symbolicml

| interactionist George Herbert Mead to summarize the

g v[:ﬁ?(l98l) hopes for a style of classroom interaction tha%;y

':meaning" (Barnes,‘l974. p 250) In the spoken or Wi

. LT
S e YR
- [

”process of composing,‘we learn the chaos of though*

implications of language as follows

With the mechanism of self 1nteraction the human being
ceases to be a- responding organism whose behavior is a
" product of what plays upon him from the outside, the

-, inside or both.. Instead he acts towards his world '
1nterpreting what confronts him and organizing. his'
actions on the ba51s of the interpretation

‘ As the illustrations ‘show, the prooess of self—
ﬂ interaction puts the human: being over against. hlS
.world instead of merely in it requires him: to meet e
_,and handle his world through’ a defining process 1nstead',.'
-of ‘merely responding to it and forces him to- construct o
his . action instead Of merely releaSing it (p 12).

Talking allows students to "feel their way into'a”J"g

e

rconduCive to the aims of education and contributes to the

'~»,independent active and 1nquirgng attitude of student

w°learning (p 27) ."t_fii L '”l:f hig» ;lfv:

For the student talking is important for learning,,.

'_dﬁclarifying concepts and extending her knowledge of the world.‘v

s ﬁFurthermore language as a way of know1ng can release
'astudents from the confinement of conceptual boxes,

-°transcending the presently held reality Language can Qh_

"felevate the vagueness of thought to prec1Sion in thought and 57*

'}finally to higher level generalizations -a return to the

'“ry'logos' of eality-from the 'doxa' of reality Thus language

'fneeds to be provided for and by the learner to enable a



'transcendence'\of-reality,vpreventing_what Whitehead (1929)
ﬁerefers~to\as 'dead' knowledge ‘ SeVeral systems:of'transcendence.
}are available - religion art; poetry,.science literature K
.5 metaphor, illusion »muSic - yet in each of these areas. it lSc
y mainly oral and written language that releases the learner to

exploring, discovering and know1ng the truths of the universe.

-Language must be rooted in meaning, even if it appears R

chaotic vague esoteric and sometimes inaccurate
B The prevention of being locked in. byi'conceptual boxes"
y_‘oor lack of understanding of concepts means it is necessary
}for students to use their language in. a heuristic explicative‘

S ’ /
"create not only the meaning

’:manner Students' language mé
oof reality, but discover the gaps in: meaning ‘ For a studentp,334
'learning through her use of language in oral interactions
with adults and peers,vit is the active use of language thatvf S
:t;‘pushes the intellect beyond the frontier of her present E

'"gunderstanding Roszak (1972) illustrates this "rhapsodicf

P

-:_intellect" as: follows

AT mean by this a ready awareness of resonance which never e

~ lets an ‘idea or action; an image or natural obgect stray o
from its transcendent correspondence Such an . R
~intellect loses none of its preCiSion need. sacrifice
‘none of its analytic edge. -'But ‘it remembers -the -

- visionary organs of culture when . all things were, as. o
. they still might be;, symbolic doorwéys opening into thei_ﬁ'
'-reality t‘Pt gives meaning (p 395) . Lol

"The preceeding discuSSions of philosophers theorists, ui-"
'researchers and practitioners of language, emphaSize the need*djf
for student talk especially in the classroom enVironment

where learning is: the aim Until,the,studemt.isninvolvedt
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in a curriculum that encourages her language‘uSe‘forv4
‘learning, the education of the child cannot be fully realized.

e T U

Perhaps_Friere_(l973) summariZes_the_need‘for_heuristic'

explicative’talk in stating that: I
o True humanism which serves human beings, cannot accept
,manipulation under any name whatsoever "For humanism
there is no other path than dialogue. ' To engage in
dialogue is to be ‘genuine. = For true humanism to
- engage 1in dialogue is 'not to .engage without commitment
Humanism is to make. dialogue live Dialogue is not to

invade, not to’ manipulate, not to 'make slogans' It
is to devote oneself to the cOnstant transformation oft.

reality (p llU) e] e

~

f;What Happens When Students Talk
- or ListenW o , ,

-The arguments for student ~use of language in the\
s‘classroom may appear to be based omn . subJective logic However,

;scientific evidence is given by Vygotsky in his experiments on

‘}thought and language, eVidence that speech is. the element that

'frees thefhuman mind from the biological dependence on
v e .
'a_development . Boﬂh“the behaViorist and the naturalist pos1tion

the role of language is constrained experimentally, and

'is.udable to explain the development of language and thought
ias r gards the higher psychological processes - Vygotsky 5. »
:theory realizes the methodological problems of the stimulus
response or naturalist framework as well as explains in

idetail the role of language in thought Vygotsky (1962)
;vstates that his experiments "While admitting the influence of‘
: ;nature on-man assertsrthat man . in turn affects nature and

. creates through his changes in nature new natural conditions’

'3for his existence" (p 60)



’ 7uable to show how children move from perceptual thought to

4'3'
His dialectical approach to language and thought demands
that the human needs to be engaged in~ talking before authentic
'conceptualization of reality can be internalized
’ Piaget (1929) observes that the child works on her
-iperceptions of the world With autistic thought _LThe child
'-;to Piaget then works on. her conceptual reality,:uSing
egocentric speech - .the concept comes first then‘the language
'follows,l L@St1Y3'i? is social_speech, interaction*with :
-iothérs;'thatvis’the final stage of thought in Piaget'svtheory;”;
'However this development theory does not explain how the
_ child reaches the. higher levels of thought Piaget' |
'_assumption would appear to be that the higher psychological
processes are internalized by children, dependent on
biological development (! when they are ready for it’ process)
i"and independent of a socio historical transformation Also,,
?for Piaget language plays a very minute role in the process e
”{of intellectual development Thus his theory, as. well as the ii
'behaviorist‘s and the’ naturalist' 5 are limited in: |
:fexplaining the higher thought processes of humans
‘ To experiment With a socio- historical theory, Vygotsky,:"
‘quing a series of problem solv1ng exercises with blocks, wasA‘
r'conceptual thought The processes are shown in Table by,

Therefore in Vygotsky s theory, language is the key‘

di?element in developing the higher level thought processes

"The SOCial and historical interaction of the child With

~adults and peers, moves the thought of the child from random
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activities to-iogical.reasoning._ This prooess of languaging

is never static, as the meanings of the concepts are \

constantly evolving. Vygotsky“confirms this idea, stating

_ that:

The- leading idea in the following discussion can be i

‘reduced to this formula: the relation of thought to

word is not a thing but a process,'a continual movement

back and forth from thought to- word and from word to
thought. In that process the relation of thought to

- word undergoes changes which themselves may be regarded

as development in the functional sense. Thought is-not
merely expressed 1n words; it comes into existence
through them. Every thought tends to connect something
with someone else, to.establish a relationship between
things. Every thought moves, grows -and develops,
fulfills a function, solves a problem. . This flow of

'-thought occurs :as an inner movement thrOugh a series of

.planes. An analysis of the interaction of thought and-

".word must- begin with an 1nvest1gatlon of the dlfferent
-'phases and planes a thought tranverses before it is

embodled in words (p. 125).

_In Vygotsky s experlment the role of language is the‘_

"social means of mov;ng from-perceptual tnlnking to conceptual

_thinking. In the-pfocessf»the ch;id is actively‘forming

,hlgher level thlnklng abillty,'i e loglcally formed

generallzatlons It 1is language that is the mediator in

cognitive growth . Vygotsky states*

e

Our 1nvest1gation has shown that a ooncept is formed,
not through, the interplay of-associations, but through
an-intellectual operation in which all the elementary.

"mental .- functions participate in: a specific combination.
This operation is guided-by the use of words as the

means of, actlvely centering attentlon, of abstracting

‘certain traits, synthe5121ng them, and symbolizing. them
by a sign'(p 81) )

Thus,. 1t seems necessary, if-not essential, that

o

~students ‘are continuOusly engaged-in'dialogue;folarifying,-

| expanding-and Questioning theif world, but even more SQ,
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reaching for thé’higher processes of thinking while doing so.
.. : ~ i I — "

As the student is shifting between syncratic and
conceptual thinklng,fher speech will 1ndicate what thought

'processes -are being manlpulated “in order to "make sense//

'JAlso speech is freelng the child from her 1mmed1ate J

constralnts of her env1ronment and enables the movement to
future act1v1ty in whlch she can "plan, order and controld
her own behav1or as well as that,gf others™ (Vygotsky,
ol 126) Speech 1s the external means to work on one's
.thoughts and to brlng order out of the chaotic nature. of
thought. _Untll prov1ded_w1th the.opportunlty to work on
'onefs thoughts,<in thevcontextvof.the’social means tc do 50,
Cie. langdage, it seems.thatlthe‘develcpment cjf.‘_hig;he'r':i
\psychological prccesses maydbe limited'or'nOn—eﬁdstent.b The
speech of theﬁchild will_prcvide a means of indicating-what_
prccesses'are being nsed‘invofder,to reach true ccnceptual
understanding. In_this weh cf understanding,‘students“will:_
be shifting/between”concepts;:complexes and even | syncfatic..
}thinking; untll Ehe,child'can no longer form relatlonShips'
betweén‘the meanlngs., EVen in'éennine'concept.fcrmatlon, as
Vygotsky states | R | o | |
o e it is equally 1mportant to write and separate
. Synthesis must be combined with analyses. Complex
“thinking cannot do both. . Its very essence .is over-

abundance, overproductlon of connectlons and weaknesses
“in- abstractlons

‘Besides.the processes'of conceptual development,
‘VygotSKyfs idearof<the zone of proximal development ipcludes
/the process’ofvuSing language\to learn.. . If students are left -~
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.
on thelr own to discuss a variety of concepts,‘their language
omay‘indicate the actual processes they are using in their
learning, but also the 1anguage should indicate whenfthéir
thoughts can. no longer solve the problem Thls gap_ln whlch the
'speech indicates the student can no longer make diréct‘use of
language to understand about what it is she is thinking is
what Vygotsky (1978) terms the zone of proximal development
' He defines this,term as follows. |

.o

the distance between the [child's] actual development

as determined by independent problem solving and the
level of potential development as determined through.
problem solving under adult guidance or in collaboration
with more. capable peers (p. l3l) :

It is this zone of prox1mal development in which education

should be working; The use of language moves the students

into this zone, from their actual development to their
potential of the higher thought proce§Ses.‘.ln using their

language‘to'learn, the'studentS'may need to shift between
o . ‘ ° . . o
perﬁonal expressive language to higher leVel cognitive

- processes and back and forth between these processes even
fw1thin the talking for learning Given the opportunity to
‘use their language for learning in the classroom context is
summariZed by Leontieu and Luria (in Vygotsky) |

In the process of school education, the child starts

of f fron what have become his own complex generalizations’
- and signlficances but he does not so much proceed from

them, as proceed onto a new path together with them, onto
- the path of intellectual analysis, comparison, A
u~un1fication and establishment of logical relations

When the student uses language to learn about a concept

o

- in school how is this different from the learning of -
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everyday,cdncepts? Vygotsky (l96é) sbatésvthat the process
of development of an_everyday conceﬁﬁ}is cal%ed a |
spontanéous cohceﬁtf When the child enters school she is
,facéd with the learning of sclentific concepts.
| The structure of a spontaneous cdncept diffefshfrom

‘that‘of a SCientific cdncept. Thé_evefyday;spontaneous
concepts are a system of concrete and familiar. concépts;

i

meehanical memdry, and involuntary attention;‘with‘the

P

content derived from personal expefience. On the other hand,
‘scientific concepts are a system of abstractions, voluntary

attention, lc : al memory guided by meaﬁing, reflective

°

awareness and intellectyal control with the content derived

.2

\ N

-Spontaneous and sclentific 60mcepts develop- in r;ﬁerse

T

from scientific discipline.

directions. The follawing diagram represents the features of

eachbtype bf‘concept and'the spiraling movement of seientific
concepts as tdp—down and spontaneous conceptsﬁas bottoh—up.

i

Diagram 1

Spontaneous'and Scientific;Concepts
abstract genefélizations

. . - ¢ . . .
logical memdry o . ' , Vgluntary attention
gulded by ' » T : . .
meaning
{reflectivé.awarehess inteliectuallcdntrol
SCIENTIFIC THOUGHT D T
' — [NEW SYSTEM OF THOUGHT]
SPONTANEOUS THOUGHT ‘

personal experience Ll : ‘involuntary attention
: L ' concrete specifics
- mechanical memory . ;
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‘ . ' o ) . )
As the student 1s using her language to learn In the

*

classroom content, her understanding of spontaneous concepts

i
Xy

is merging with her understénding‘of soientific concepts to

-

form-a new system of thought. 1In other words, as Vygotsky

o (1962) states:
£

»

‘Though scientiflc and spontaneous concepts develop in

reverse directions, the two processes are ¢losely
connected. The development of a spontaneous concept

" must have reached a certalin level for the child to be

able to absorb a related sclentific concept. For
example, historical concepts can begin to develop only
when the child's everyday concept of the past is :

" suffilciently differentlated - when hls own 1life and the

life of those around him can be fitted into the
elementary generalization 'in the past and now'; his
geographic and soc1ologlcal concepts must grow out of

~the simple schema 'here and elsewhere.' In working its

slow way ‘upward, an everyday concept clears a path for
scientific ednicept and its downward developmént. It
creates a series of structures necessary for the
evolution of a concept's more primitive, elementary -
aspects, which give it body and vitality. Scilentific
concepts in turn supply structures for the upward :
development of the chlld'S spontaneous concepté toward

Sgo

Q.

ontaneous

student‘brlngs to

- the task and the(g@lentiflcﬁkno\}edge that;the‘8chool expects

(1962), prockik



'rtnew stage in the development of generalization is built

on generalizations of the preceding level; the products
of the intellectual activity-.of the earlier phases are

" not lost. ‘The inner bond. between the consecutive phases_,V'f'

~aould not. be uncovered in our- experiments ‘because the -

-subJect ‘had to discard, after each wrong solution, the ' _

generalizations he had formed, and start*all over again.

" Also, ‘the ‘nature of the @&perimental objects did not,
..fpermitutheir conceptualization in. hierarchical terms

"Therefore as the student is uSing her lanvuage to learn,»f

H 2

_ythe "higher concepts transform the meaning of the lower"’l

and learning 1s said to occur To conclude, what happens

G ]
: ﬁVygotsky (1962) -”Thought undergoes many changes as it turn

‘whenfstudents ‘use’ their language to learn is best stated tyé////

.\

finto speech It does not merely find expreSSion inyspeeﬁ

'dﬁit finds its reality and form"'(p l26)

S E / ; . -
e Summary of Chapter 2 37%" . c%._i’géll-iﬁfj LD
T - B - : S 3 :
From t%e/findings of research into classroom/language,
_ , / ‘ ;
j;it seems that the students are prOVided Withflimited

-;opportunities to use their language for learning in the,

'ﬂhin the educational enVironmeng)may have p@rsonal SOClal and

y

'ffor the structure of the educational system itself From thed_'
wwritings of theoretiCians and the findings of researchers .it'f.

';is necessary that students use their language for learning in7'

fthe classroom environment The externalization of reality

At

'V,fthrough language allows the student to’act”on the realities

b

»ffnof the world This externalization leads to the interpersonal

“igfand intrapersonal construction and reconstruction of reality

A

e context @ﬂ’the classroom This limiting of student language-'h

,,i:pdlitical implications for each iﬁdiVidual learner as’ well as i

o



©
)

and is the'very:means by which ﬁefleQFiQn and- el

- exXperience take place.

Ia%s

)

abératipn]of

i



Chapter 3 ;

METHODOLOGY *

“Prior to,the’actual‘study, the researcher 1nterv1ewed

L thirteen teachers ’by”phone and of that’ number v1s1ted flve

P

ifclassrooms The crlterla des1red was a classroOm where

,students worked 1n groups of four to siX peers to dlscuss

‘ fteacher structured lessons in a varlety of currlculum ‘»fhﬁ\ -

rsubJectsv Three un1vers1ty professors, two language arts 5

Tspe01allsts for the Edmonton Publlc School Board and two

lor concept of group work differed for each teacher " A general

; elementary school pr1n01pals prov1ded 1n1t1al lrsts of ; u

>7»classroom teachers to contact : Upon contact 'the deflnltlonl;f

';gbdescription extracted from the 1nterv1ews of teacher—l e
'ﬁfcpncept of group work ‘1s as follows

l) Two students turn thelr desks to face each othernto:f-é,f

\

o help each other w1th a workbook page ThlS type»of“ﬁp“‘

“;group work is done mostly for math and s01ence

'rm%'!;':"jehvelope:situatlon at varlous tables and tackboards

?in’the;doo . When each student returns to her desk

¢ -

~ : *

e

;h[%‘pj ‘éjrgFour students, whose desks face each other make upfkfl;
| e'ia group ThlSllS based purely on a phy51cal
“47;fii arrangem nt of desks and not ‘on an§ language -
;'panteract’ons among the group |
«.féilﬁiFOur’td iix student desks face each otherli Eachef.;
'7Ed;féy:%hstudeht;fn the group chooses a worksheet from anvf}
e e T



y ‘&u ; : ’ '
Jg@,she works on. her chosen worksheet . Each student can

o

be worklng on a different WOrksheet and the language»f~ o

B R ‘for.borrowzng\equipment (pencil, crayon, ruler,vﬂ
‘"eraser) | o
Jé’ b) tThe students are seated around a table 1n groups of

:-‘51x to elght students The group can be all worklng

on 51mllar or dlfferent as31gnments such as wrltlng

w

ta.book Tstenciled math'sheets draw1ng or oth%% ﬁ"':

lrlistens records observatlons -on. a flle card
T’} .group concensus or problem solV1ng is requlred

71s called The Maglc Clrcle' ThlS is a formal
'fjse531on where the students are gathered usually on
. L

%ﬁﬁ,the floor, in- a large clrcle ; The teacher dec1des

. ¥on the topic of discuss1on taken from the aglc o

""Clrcle Guldebook (1969), each chlld speaks in turn,T”,

Qi
‘Qwith no 1nterruptlons allowed and the teacher
Yrdec1des on the summary and rebuttals. The tOplCS-J

are. concerned w1th Values clarlflcatlon

”prprox1mately 80 percent of the teachers 1nterv1ewed

t:'act1V1t1es The teacher rotates from table to table,

:'stated they did a llmited _1f any, amount .of group work where

S

fstudents are left w1thout a teacher to talk about an

')‘.‘

'<~i assignment The reasons for not d01ng thlS type of group

iwork are sdmmarized as follows

1nteract1ons'are limited, by the teacher to requests'

v :

:]formally or 1nformally 1nteracts w1th the group 'éyb'.7

S 5)_5Several teachers clalm the only group work they do,““sl



FEN i N o - . o ot
[ -
iy
‘ . /" i » s ‘
';l)'_Some students are: .too lazy or. "not bright enough"
_to work in student groups .lf
|

'2j,,The teachers felt they would not know if the students

RN

;are learning anything
‘35 vThere is not enough time because the class has to
N S : - A
school board : o “
E ; by There is too much nobse'hf m "J
‘Because of the difflculty of'flnding a sultable classroom

{hthatlmet the. criteria of a. student dominated discu531on group,

R was decided to find a classroom where the researcher could

'~'arrange' 2 setting that fit the definltion of group work

‘lpreviously determined A Grade 5 classroom was chosen and

,the teacher consented to allow the researcher to tape record rv

the students discuSSing a variety of. curriculum topics

A Profile of the Research Setting

< '&‘ B

The school 1s located in a mixed sOcio economicv

3neighborhood Since the city of Edmonton has pre- planned

d‘y:zoning to encourage mixed neighborhoods, the school district

&;ranges from government subs1dized apartments rented and
personally dwned condominiums to executive‘style single
"*ﬂamily dwellings According to the classroom teacher, thelfdw
lijgreater percentage of students come from the rented },c o
‘,apartments and townhouses, with a 31ngle parent who works_ri
‘VThe ethhic population cons1sts of predomlnantly white‘
-HCanadian w1th representation also from Guyana Taiwan;i‘ -

'":Jamaica Japan, East India and native lndian At the time

lcover def1n1te~curriculum ObJeCtheS set by_the local~};



"Figure 2: The Physical Lag;ut of the Classroom*

N o 56
B »\, |

of this study, the school po ulation was M35 students with 17
- ! .
‘classrooms from Kindergarten to Grade 6 The averagexolass'

loading lS‘25 students.* .

l

The-teacher of the classroom in this study has a Bachelor' k

‘“of Education Degree_ With a maJor in math. and a minor in social

.studies.. Five of her six years of teaching have been at the

f,Grade 5 level The students of the classroom\have been 1nvolved_

>

iin apprOXimately flfty lessons (one per week) of the type done:

. for this study Some students mentioned they have done a "littleud

"bit" of\group work in Grade L., but "not like this kind”éf It

‘seems from interviews ost of" the group work that the students"”

have part1c1pated in are 1n the nature of one student helping

‘ another do a workbook assignment not that of a group discus51on.

"'nature
 Neighboring Classroom R N T
el e . Neighboring
fk\ L L T TR LAREQOm e
/;7 R Lo ek -’ . Teacher's Deskj;
To Other - . Portable Blackboard : Portable Coatrack . i
Classrooms X-" N Used as DiViders FEERE TSI & &
o ’ | '_ ! . Vlork Table .
e R TR DT RO I ST
e _jStudents‘Desks oo o Windows -
E §X : ‘ RS , :Teacher" ‘S'l ,
(—-}4 t . | o D‘esk‘ .
w30 SN Table 2o . Rocking - X
‘f7x"v, i'A.( - CD;Z ABlackboards o Chair.
| To [othep - | ‘.g e - .
Cldssro m5f~ '

"“V*The locations of most of the small group sessions are marked

with an X. . The groups sat-on the floor around a: tape-,ﬂ
-recorder., The two scilence lessons were held in a science-
room,.which contained. groups of- tables in each of the: fouri
corners. of the room. .In the: sclence room the small groups

isat around a table where a. ta@e-recorder was placed



‘Schedule and Format of Sessions .’
| B\ visitation schedule was arranged between the classroom

} .y %
- teacher and the researcher The topics of disrussion were

done in- collaboratlon w1th the classroom teacher “.Theyﬁﬁ |
toplcs and questlons for the student discu551ons were

h"to contlnue from currlculum toplcs in. whlch the class was
:;presently engaged The schedule and the format of'a

v1s1tatlons is. presented 1n Table 5..

The group members for each current events ses51on

'°'the poetry session and the mathematlcs se581on remaln the

}same for each se551on | The fourteen members for the.four.
s001al studies groups are the students that remaln after'\

vthe 'TOP‘ fifteen studentswgo to. a- class for soc1al studles

”,lessons in French The members for the sc1ence sess1ons

o >

"were the students not particlpatlng in a phys1cal education |
=,class held 1n the same tlme slot as the 501ence‘

-dlscuss1ons P f_'[ - ,r.,'

*Profile of Group Membersi

The teacher was asked to randomly select the group

o ablllties No leaders ‘were chosen for each group, thlS

Tremalned a natural ch01ce W‘ong the group members themselves.

W
'ffThe T. Q categorles are as follows: g[ﬂ»_ o S

1) AR —'above 120

'2)f:7p ;1007120"

-
<.
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Key to Profile_Tablesi
AA - above average

A average .

BA - . below average

F - female

M male .

Procedures

Step One:’

‘1. All the groups met together in a large gathering in fronto

ofvthe>researcher. Each session had specific beginnings as
- §L .

follows:

-

a. Current Events -ithe researcher.read-the-paragraphs

" from the storybooks or the newspaper ciippingsras

_the students followed along on their own zerox copiles -

(see Appendice

s A to E).

' ,h, SOcial Studies - the researcher read'fhe fextbook

notes and dlscuss1on questlons Each student

5 - - follow=d along on their own Zerox copy (see Appendlces

F to H).

=

!

S C. 801ence - the researcher placed a varlety of tw1gs at

'each group st

able The students were to use

these

N

twigs to discuss the tasks on the sheet Buddlng Tw1gs

(see Appendlx

s

I for ses51on one).

The students had to pick a twig, describe it,

% 1t in a box.

ggﬁThe researcher_explalned how to play.the Twig Game.

Another group would lispenchQﬁhe tape

(

N
N
.

~place .

-
sy



6

) 'm
d. ‘Poetry - the rcaearoher played the rccords of Me

and .I and El1 Condor Pasa as the studento followed

along on thelr Xeroxvcopies.f The researcher .

read the poem No Difference as the students

followed alonr on thelr Xerpx copy (see Apptndlx

J).
e. Mathematics - the researcher read the problems and

S

the-students‘followed along on their own zerox copies.’

Durihg the discussion sess1on the students were

glven paper on whlch they could do any markln to

‘help them solve the_problem;(see AppendlmﬁK for

problems and:AppendiX'L for‘samples of student- ’ s

worksheets).l . - - ’

After'the students'were read{any printed directions,.the:

small groups each moved to a dlfferent location of the room ;QJqJ Wi
or hallway. The groups were told they could talk about : ;t~?}u:2
v'anythlng in any way that would help them understand the’ 151 o ‘
ass1gned tasks. L”hey could talk about thlngs the& already

L SR

knew about ask questlons or argue about what someone else“

says. The researcher was sometimes called by the group for.
help in the group dlscuss1ons Exceot for two groups 1n
',mathematics, the researqher malntalned minimal 1nterventlons

'of nll to two times” per group sessions.

s

The groups were responsible for allowing the tape-

recorders to run from the mbment they arrlvedrat the group



- students are usdng for learniné theory ahd research based L

’,this study “fll"ﬂkk

;intent to answer the research questlons belng considered in ,_”

// .
.",

: The nature of the task will be discussed w1th the 1ntent

ey

;gto describe how tHe students 1nterpret the'statements

_question and 1nformat10n of the resources for discus51on L

-The-foci of these descriptlons w1ll be to consider research

.f;the students and the strategies the students employ\w1th1n
: |

'jquestion five

| ‘:5}g-How does the nature of the task affect the nature of

[ ‘2/.

,lﬁf{‘h“i,the language used fOP learn1ng° 1\ ",[. '.“;, gtelvih

a-u“

The content oflthe discu551o%s, the language unique to f.-ﬂ

e

Y

'the process of making meaning w1lr be cons1dered 1n a“"

fuintent of answering the follow1ng

7V}study “ifﬁﬁﬁ G ﬂij’""éﬁ"ﬁv;fﬁ;ifl

‘j;ff*affslindicates they are learning”i"e,f

°

( R

f[fdescription of Verbatim samples o? the students' oral

”'language These protocol example{ Will be discussed w1th the

'

questlons asked in this

<A
A

'gl)1HWhat language strategies do the students employ

'.‘i;xg¥¥fi=fthat indicate they are making meaning for themselves° S

'“HFor others° 7}u‘”'y'ﬂ,.fs'

)\ f .\._‘

ERNRN

L N ,
- 3)waow do students use their language to ma_

o ;;f_the @echnical language of school subjects”,ﬁlr'
L et \ o

*fof what they are attempting to understand°\gffuﬁ

Whilé“providing dasériptions of the language the

v
\ !

I8 . e .

l'v cﬁl



: L ‘ N R : ’
'hinformation'may-proVide some explanationsias’to why the
.-rlanguage is an 1nd1cat10n of the nature of the learning
Tk The approach of thls study:is necessary mot only
.because of the exploratory nature of the study, but alsob‘gf
‘because of the very nature of the research questlons e
'tlthemselves ' Flnally, the small group discu551on approach
‘:prov1des a classroom settlng that 1s feaslble for o -
”;instructional purposes and recordlng purposes Technical
‘ difflCultleS such as too'many v01ces, falntness of voice

“ quality, dlstance of mlcrophone from the speakers,'xs

"sufflplently overcome us1ng thlS approach . Also- heﬂfs

':{gimplementatlon of small group dlScussions 1n classroom seems,

'tpossible for dally audio recordlng and analy81s u31ng the
‘“léthnographic strategies of thls study =

N o
. '\‘ v . ,.4- 3



kfwill be considered., %he magor questlons to be answere

:?iidifferent school curriculum areas°=f

TG A -

l§17mﬁst be used to try and ‘make sensi ofE‘

L ' Chapter 4,
:TREATMENTjoF,THE'DATA‘

In order to analyze several aspects of the students"

'-vlanguage,nature of tasé? content of the talk functlons of

')u

'ﬁthe talk and theygplque language uses of each subaect ar'a

[N ‘f-#; V;“ o

are

g

' ;language,_2) what language do students use to learn 1A

we

::Social Studlesﬂ

The Nature of the Task

A

'*gpl) what demands does each subJect area make on the st% entsﬁff':

:f The Learnlng in sog%al s@udles requlres a language that..,

w.

_*l) termlnology of concepts‘"¢
'cv2) hlstorlcal fact S

"f;3) geographical factors

b 74) economlc factors

o *5) social factors

.jThus the knowledge expectatlons of the disc1p11ne soc1al

-

studies makes demands?%n the language ofhthe students that

fmay be far remo%ed from the students' representations of

e

(8

7~{ffhas an orientation that reiﬁgrejgan ugﬁerstanding of

"sophisticated econom@c terminoclogy (e g monopoly, supply R

¥~ _ - SRR S

- f::“experlence. The very naturegof;the task (Appendices F G H),?J



-

7_these economlc concepts and other factors surroundlng the

O

and demand cost of productlon and others) lhe Speciflc'

.task here requlres a- knowledge of the relatlonshlps between\

2

v'beginning'of fur trade exploratlon in early Canada,‘

At the. tlme of‘thls study, thefcurriculum in social :

studles usually 1nvolved a kit form of subJect materlals

~The . klt was called "Kanata Klt" and 1is de51gned to 1nclude ’,f_°

K

.Canadlan materlals Wlth the 1ntent to raise the Canadlanv R

'student's cons01ousness at a level sultable for a partlcular

grade level However, the kit. for the grade flve ‘

studénts of this study had been temporarily removed due toi‘

some’ dlfflculty in the readablllty level of some of the

.fkit's resources The classroom teacher was left to use her

3own materlals and textbooks avallable from the school .

fllbrary and her own classroom

,vTherefore, the social

z'studylng in thei.

| rthe students (Appendlces ﬁ 'ﬁs

followed from a. unit on

Q.

In thlS study, the nature of the task 1n soclal studles

he Indlan tribes of Canada f‘ "tﬁvf’

,tudies task format in. this study was

3

hosen based q wha the students were studylng and would be j
regular classroom schedule.— the fur trade

Xerox copies were made of texbook bages (see Appendix F)

“h“and read to the students . The task sheet was also read to

Student Explorations of the R T Sl
- Terminology of. SocLal A S T T
fStudies 'TRQ,‘ o A L ‘

~

. , i L .
-It appears that a dichotomy may exist for the studen

’gin their attempts to’ find,meanlng in thelr exploratory talk e

‘1 T
}\’Sx\g [T
e o

Tty

Ban

Tt
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" e

i'On the one hand they are attempting to define a concept and

- on the other hand they are trying to learn the correct

“terminology of the concept o ‘

| The beginning dlalogue of a group indicates a difficulty
kin defining concepts. Vygotsky mentions that ”the analysis |

”sof reality w1th the help of cencepts always precedes analysis'

“uof the concepts themselves" (1962 '79) In trying to use -

their 1anguage to 1earn what. | 1s meant by discovery and ﬁ

‘.:exploration the difficulty of students uSing their language

to. define terminology is: evident in the’ following:?
| Maggie What does discovery mean° Okay, ah i'}_.-l

x'-,think discovery means .‘.'; when ;fliwhen yon,
:'find something you discover land or .

T’vdiscover something

R - w@ R T v
lgCradg;"tNo, when you find something .”; that no one |
has before .;.'. nobody knows it ’..j" IR ':
‘ngszf\: Yeah you just discover it

’Maggie:‘,Does anybody dﬂse have anything else 1;,,,?g

Craig: . w at does exploration mean‘> ;“[ e g
"fMaggie:,_Something to do W1th exploring 9f?i-”t‘ , s ”\-
- 1Craig;fh1When you explore somethfhg jg;.like you.a

‘ ',explore a tree or something
 ‘Maggle: Yop go to explore something . . something to
Jvdo with ST e P

- ffCraig fv-Yeah

Maggie: ~Street.‘,i'

f\)
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y

 (Then ‘they move on to'next question).

In the struggle to def ne the studentsf 1anguage does

v not appear sufflclent to explaln thQTMeaning”of'discovery and -’
exploration What they have to do is use the word itself
with llmlted expansion of the meaning of the concept vIn

" other words, they have to keep using the term itself without

‘*w definlng 1t Cralg s attenpt to deflne discovery

'extends beyond the word itself wh%p he does not use the term.

~in the follow1ng deflnltlon of dlscovery

,_Cralg\.;'No; when vou find something that no. one has’.

e
-":L,:f";‘-'.*m .

. before”{mﬁ*a nobody knows 1t e”ni
. ﬁnother.group seemed to be limited to the same strategyg‘w
| t@ define a tem. - o "”y]; o {f“aﬁ .é"'. '”fég_ﬁlh
‘1:-Pad1. .Our flrsﬁiquestlon is ﬁwnatﬂd@es dlscovery
";mean°" What does it mean Tara°
Tara: f'Don t know : f.,[*?_;§7*~~v ' o
.’T’qack:nt .Lhen,;dt . fiﬁdfsoaétﬁsgg?;nu :;wanta iookyforz
- . ,leﬁbmething . : Fo F‘ ) o
“”fPanl: 5 ;I think discovery means when you flnd something.
; :"?Go Tara You gotta ‘0. . .
',Téra;ﬂnfgz think discovery means‘when you ﬁind something
| : etoo.'d : . ’
‘Paul; {iOkay f So we all know*wha?“%lscovery means
_e_iTara; Lf’And we all agree what it is.i o
»’f“,Pani}s:;hWe hope ',.y, o A/,t;
Tara: We thinki;.f L oL
e e L oty |
e



;"the word is or their knowledge of what defining isbx n f”‘ .ﬁﬁmh

s¢ understanding of subject specific terminology was evident.m-

1

4,
s

Pault .‘ Exploration @ . what does it mean?

Jack: sExploration (makes a noise)‘get to the (. ).
‘Paul: ' EXplanation means when ya.
'tJacktf r_Ex plor ation (whispers correction)

'Paul: Exploration means.

,'@%gexplore something.

./;’

‘1! ? ]

: _limited to seems’. similar to worksheet answers or one—word
"-'anSWers that are acceptable only if the definltion fits a

yripre determined response The students could have ‘a more

\ .
extensive understanding of the concept or less understanding,

as indicated by their language The restriction t&_l

H:undsrstanding lS not a. lack of understandin%ﬂof the confept

but ‘a lack of the language to express the understanding

Language in Evolution ‘ : s N . 1
- of Meaning

' Other definitional types of questions did not prov1deu

“fielaboration of meaning by the students However »students.
7did attempt to understand subject termlnology and in.using-
igtheir own' 1anguage did manage to 1ndicate some understanding

‘?Aszell an evolutionary aspect to their collaborativev

SR

"chsing the example of "What is a monopoly”" giVes an .

ov'indication of how the students, left to explore the meaning of

‘e . A B . . ﬁ‘@' R
M ‘ ) . 8 . . S . ;
| : W . M
: | N PR . e . i’



This 1nit1al exploration of the meaning of monop017

,language Alta brings in the information that it is a‘”

»

7

\

©

*monopoly, are able to create a web’ of relationships in working

’

towards a conceptuallzation of monopoly o "j

Maggie: Tell what® you think monopoly is. 'g#’

- Chris: Like, 1t?s when you. . .
Alta: Selling and buying - .
: i . o
, Craig: Yeah buy a piece of so%ethingmléke S :-like
‘.vso much of this - Yeah. R money |

allows
- v
the“sﬁudents to begin building meaning uSing their own-

r"sellingjand buying" event : Chris mentions buylng a. piece of
‘somethingﬂ thus not quite syre: what the ”buying" does buy

.but 1ntroduces th@.ooncept of money to the 1nformatlon

Further dis,”ssion leads the group to talk about staples,

~colonies, the need for furs 'in France, the French takeover of

'_,Indian furs the idea’ of trading with the Indlans and why \

"\{r\‘, .

"the French came towﬁew France nventuala&gtngg

‘return to the meanlng of‘monopoly

w’"ﬁﬁ

| ‘ s C ; .
- Maggie: ‘What do you think monopoly means9 1 think it

P means. . -

t .

Craigza_ Like it ;"';.the‘monopoly 833@*ﬁ:?;-lyou buy l.: iiv
| ,JSOme~of this«part ' S N
fAlta:?V ;Buying and selling and getting money
dl‘ﬂaggi‘e : ', Trading and |
s Liz;j‘fﬁ Trading .y, yeah.
AvAltat~} Trading ;l yeah

Liz: .‘, Then buying and selling and getting money
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Craig: (unclear). \

“Altatf ,.L'd‘love to have money'nOW. )

Liz:  Alta! »(laughs).‘. [
Alta: T love lit Bt o |

. »\ . .
Again the students can only take the meaning of monopoly SO

- far, yet have added to their original attempt that-monopoly

has trading inVolved*astell as thelr personal experience

;'Wlth the game of Monopoly Although personal experience may

.3'4
o ap . R i

appear 1rrelevant or off topic, 1n this context if thefW

-students were encouraved to explore the game of monopoly
.further perhaps they. could.work into the meaning of "ownership

by One" even more_so, and transfer this ided to the fur

AN
' .

trade'monopoly. .Even_the personal Valuétof‘loving money_
enters.the meaningnof monopoly-for’Alta;}‘One might assume
 that in w ting a monopoly, one'loves money' Her awareness,
of this e:SLomic aspect of monopoly is important to Alta S.
‘understanding the meaning of monopoly. | R |
In session two, the_students have_again,discussed;;from T
- the task sheet, several otberveconomic.factors of the fur
trade The~additional constructions and reconstructions of
the economic world of the fur trade have prov1ded the
'1students with additional meanings to their original buying
and_selling concept~of>avmonopolyf _Maggierhas played the
roleiof king“and her'make;beliefe‘fnr,traderskare reporting

‘to her.
‘Craig: .Let's’ﬁinish up’ the monopoly gquestion.’

‘Maggie: WMonopoly?V

B Ws—&



Cralg:

- Maggile:

Craig:

Maggie:

- Liz:

Craig:

Maggié:

Well, so_we can limit how much you're allowed -

—.and limitlng the’ catch).

‘make

Th

Monopoly.

Okay. It says . . . (she reads question in

session two, Appendix‘H)ﬁﬁ‘Tell me why you want

a monopoly. g o : ' @

to have so*it won't go . . . so the fur trade

won't go qut of business. o

But e there'svnot going toﬂbe'any people

' follow1ng you around. (Sheg&s referring to

© their prev1ous "discussion on trapplng llcenses

vy

Yeah . . . there's not going'so be‘any*people.

well . . well . . . if we have a monoboly
right? . We get'all the furs if we have a

monopoly and we'cen‘sell em and.we %ave'people

worklng at stores .. . say they’re'only

allowed to sell two or tnree furs to a

person . . . they takevall the furs to the
market .
The’ more ; . . listen, the more yon sell, the

. more money you make and plus you can go to

g0 and hunt and get some right° %ﬁ we . . .

SO let them buy as much as they want

ﬁvbecause the more they buy, the more money you

Yes, but what if the animals become extinct°

Wwhat? BT T
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Cralg: What if they go out of bnsiness.. . become
bankrupt or something? |
Maggie;v We'd‘govhuntingfagain.
Craig! v Yeah but we have to go away far away .
‘_From the discussions on monopoly, the students have each
contributed to the meaning of monopoly In externa11z1ng
the indlvidual perspectlves of monopoly, each member is
able to work into the meanlng of monopoly and is beglnnlng =
td make connections between\monopoly, the transactlons of" o

business and the fur trade. Tabl\ 9 gives an overv1ew of
| . .

¥

the evolution of the meanlngs for monopoly The evolutlon
has occurred w1th1n the dlscuSSlon of the word itself and
lw1th1n the context of other economlc factors of the fur

trade - | ‘ | f“ | / |

o,‘“ ?

From a very llmlted definltlon of buylng and selllng,

‘fthe word evolves 1into a complex of relatlonshlps In-

-~
-

‘_monopoly three, the students are- beglnning to Supply. reasons
“for a monopoly to prov1de a hypothetlcal 51tuatlon, "What
v‘\T they go~ out of business"‘ Cralg is extendlng the meanlngs
-of monopolyvto include,. not onl; rezsons for a monopoly, but
alternatives to'the business:reality of bankrnptcy. lMagéieYs
solution to Craigis‘prohlem-of going’out of business'is toi
ﬁgdfhunting<again"; As Craig mentions that they (che fur

'traders) will "have to go far away", ‘he appears to ‘be. mov1ng o

i

‘}_rinto further reasons for a monopoly, along with being on- the

verge of discoverlng why fur trade routes began to extend

beyond Just New~France_(to extend the_supply of%furs),
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Discussion Evolution for Meaning for Monopoly .

t

&ondgoly‘One

Monopoly Two

kMonopoly Three

| ‘selling'and
uying

Monopoly‘game
buy se#ie part

buying and selling

'getting money -

loving money

.‘go.bankrupt

g0 hunting again

, 8o .we can limlt

so the fur trade
won't go out of
business

s
A

" but there's no

people around

if a monopoly we
get all the furs

the more you sell
the.more you maﬁF

1
what if they go-
out of business,k

have to go far
away

This is not to suggest the students in using their

‘_lanéuage are expli01t1y aware of their 1earn'ng HoWever, in-

?each discussion segment

'sense of the term monopoly w1t?

the students do appea'

to be making

!

more clarlty and complex1ty

They themselves are actlve in naklng bonds between the

‘information about whlch they are talklng

‘Content of Student D{scu331ons
.in 8001al Sthdies K

|

i

b

The subject matter of social %tudles tends to present

specific content that the students should 1earn

‘,)

-

The task—

-,

[

|
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b
.

sheetl(Appendix G) questions number three and four are’
intended to initiate, from a glven structure, an opportunity’
for the students to explore the content of the fur trade.

‘The purpoée of incorporating the clause, why you think? and

make some guesses, Seems to encourage the students to not’

feel constralned by subject content mastery,; yet feel free to

use their language to construct their own content meanings. =

The content of the students' 1anguage seems to 1nd1cate,

.a vague knowledge about some of the content of the subJect‘—

-
-+ !

The Fur Trade in New France. To try to understand the_ ¢

_\knowledge regardlng the fur trade in New France the content

i
_-of the students' talk is presented with an 1ndicatlon as to

strategies they employed as they were dlscuSSlng the? content

of soc1al Istudlesi

v T T

Student Langnage ..‘\<iw,d‘ - Learnlng Strategles ;
'Liz? R Okay% I think the 1) reason was to comeito Canada
;French um .. ' . ~to have'things‘they did not
tstarted'exploring o _ have’in France. le is not

Canada’ because they sure of what the things are

-

had tnlngs they “ : vet, so remains tentative

A 'didn't have in - - " .and Unsure.

R -
[AEA.

France . ;c; maybe

hlgs

ai‘

;&. LI don't knowy o
R | | %%
Maggie: Okax ah PR I“
ai,f.f“agree with that

g ‘,'y Lor they .. N l' 7, -'ﬁ“??'f ‘j ' mf‘
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Student Language — * ‘Learning Strategles
‘the French were 1in '

)" Canada 'cause thcy

didn't haVe enouﬁﬁ

room ih France.

Craié: Well, the Frenoh~m

3) to uae the information of

~ like fish and they . a lot c;f fish 1n1-Canada‘,
; had a-lotpgf fish ahd connect 1t w1th why the;
, ihmcanadaa L " French. came Craig | )
I ) | ‘ .>generallzes an’ Oplnlon of\ ‘
. his that the French like
\/ B fiah: ’Hére‘he,combines N
. - \\%’ i i ract ([a lot of %iéh) with

o : o L a‘"“  gglnion (like flsh) to

attempt a logical reason

i for exploratlon -
,‘Maggia: They had a lot- of b)) a sllght 1ndicatfon here oé
J teaver pelts . i . ,ii Ajf'shared mean;_g 'ullding 1n ﬂ'tA
) _ they had beaver !   5.'t;the discussion Fndm | T
) .? é a | 9¢1t5-«71"‘ ;: | rt‘%{a-" Cralg s a lot/ i ish;f i
",A' B ,:;'ﬁil".'iﬁ o ;i* Jt Maggle has %Qggg a lot oq
o S g ﬁ"”\af"» : 'pelts'}_w// . o /
V'CraigitlAnd they had R 5)»Cra1g\and Maggle are ! B
R *lbeaver ( ' 5 v .i.o“maﬂreview1n5 what has bean‘? %g ey
N }“v;- fﬂandeverything&if‘ SR '\1earned 80 far — “‘;;t
.;. iﬁ o else. . | - ‘i L | fﬁ
' ‘ RS _ ST i
- | e »\j‘"/ A R



S

",From\\hls short excerpt of dlscuss1on, the students hav

-~ /

’Igglve an opinlon to add 1nformat;on, to rev1ew the content o

\

\

7 Student Language \,; ° \Learnlng‘Strategles
R ) g . [ ¢ ‘ ) .
) VMaggle _And;;r. and there o
,Was:{i.‘; there waS-' | :
‘no space then and j,“g*,gﬁ{ B fsﬁ‘fd
France was crowded Jg LA '
L _ x _ _
*{Cralg There_were«a lottof_v 6) from the content so far
”:;richeslf‘n_j'._ !‘;‘ff\gf.v Cralg'synthes1ze5wthe\
e y k B :'j,informatlon of why there
I e Ny S ST _
e et el T Q;,-h~appéars to be a maJor
L e N e T e ﬂreason for explorlng
,; 7Canada |

e )

‘used their language to 1nform to reason, to generalize, tof-”

f

'L;thelr talking and to synthes1ze the content Each person s’

content adds to the understandlng of the content of soc1al

'*gstudles- Although the language?of learnlng appears

-,h[‘dlsorganized at flrst ‘by u31ngdvarious strategles the'f

fstudents are constructlng order out of the apparent chaos of
g_the content The move to order:ls ev1dent when Cralg 1s :'

- As the students talked they gave a mOr% pre01se shape tof”

o rthelr thoughtS'about the fur trade

'ffione ‘may: predlc:

.vable to synthesize the blts of 1nfornatlon 1nto a worklng

st ~ . . A

k3

’ _plece of meanlngful content ‘”there were a lot of rlches";f

I‘

NNE v

Slnce one

that several small’groups can generate

NN

: p can generate a Van}ety in content .what fr

fsuch a diverse content that no meanhng w1ll be created ”1All:‘g




N

. g0

S \\\that may occur is that each gr\up; although coﬂﬁtructing
meanings within their group, is broducing sets of isolated
' _bits of" 1nformation with' no relationships\between the‘fgffT
different group meanings However, there appears to be some_ .
Nindication that between groups there are common elements of pﬁli'
'content .as well as different elements in the group"

' 5
ﬂdiscussions '

. The follow1ng diseu581on from a different‘group‘shows
:-ahow there are s1milar1tie;\and differences, both in content
7f }and strategy as the students are free to use their own -f>>
ﬂiwglanguage to learn *;fl“itjg;fta\ r ‘guA f{,fklzl_fln'ﬁfh)/aik~ ;.f\‘

: o B R j¥,.’/1;/fgf
RS fStudent Language 4 Learning Strategies \4o]mllarlti” RN

dl) Similarity is. Maggie s

\l

‘7Pau11.1t's_causes l) previouslyrﬁaggle
S R S AR

i
” . . T

y;;:;%gthey’fif “(mentioned\beaver ;'vj statement of beaver@
.,v’fffii;dh:wanted-moret’:t;spelts.‘i"nfug£ _.gfyioeltsllnd Peul'
»l money frOm“ yn*{“fs"':?;inﬁfh_'s;' »statement about theh i
:Gdthe fur ;Q;i?fffi“fg;;QV,fff,v¥d :ffdrtgade.lfzi,zfﬁiiiff

I AR 'tradeu

‘YiJack Un, uh. 'tg‘; 2§'th's;groub7is:_ifiii,gf?“:ht L

*iPaQ;; Yes. 1t 1sfgf'»,},6ﬁiidihg'méaniné“

B | A .‘1by rguin their l.f*,;i‘

R hpoints ’ [ R

”va;sa I think 1t vrf3j.1n the other d,l;[;'j dth"e,3j§}"sgsf

dﬁ}:e because they;;r’egroup Magg;e said il .

Jl}:.wanted,té an . not’ enough ‘Toom:
'.findféutfif_rffiLin,FranCe although S

anyone was: ff,fTara s reason ",,‘ S




:f;Student~Danguage*5

. 'living on

W

they could

.h.

" move L

vSome‘ofotheif
sgpeople over

/.

there

PR

BT
S T 1t 1s crowded'
RSy

\
over in

%rance

Jack‘ I thlnk 1t'

Sl .v.rthey ,
fvoWereltrylng

| to get.the

India and

"' lp on the -

way .

tberev{

but wnen'tney<<7

'got to Canada

‘they.

the island so B

*'causef-

:sﬂ)‘

- 'got screwed

< brings 1t bac

Learninngtrategies"

iheludesumOVing'“

to an island.

Jagkfs oontent"

'pseems to be

Iy

‘e;lntroduCLng the

."1dea of Columbus
. 1o
'odlscoveryvof

Y,s‘Americé'whioh forl”

.Vfthe French fur trade

is not SO. Yet he

4

ftoplc by saying

'  “when they got to'

| gCanada" and Tara'/
‘completes the
f\—~——*~____ ‘
thought by mentlon—
ing as follows.

f'ﬁexplorlng

e

_2) La~c1e s

81

Simdlarities -+

oup and?f
,thls group mention_aﬂ
jovercrowdedness as

'v‘a reason for leav— 0

' «1ng France.

o



-‘StudenﬁfLanguage

“Tara They started

‘ exploring

| _ Canada, e
ef-fauig'oka§.“qu f;5)
A o,ne“ibe;li'e\ie.s'
‘me ‘that I'm
fighé'butsj'
they re -
stupid R
Jhck; Noooo
o Just bei
ﬁéter didfmy4

answer.'”

Paul Dldn't you°‘,:m’ﬁ

Jack No
~p I thl%k
they did ;5 ;f

;:;2‘went to Canada :
.hbegause»:
tﬁit'wésgfealiy* 
"(‘v.cr;owfd"ﬁeijti“_and“:i

wh;gévéfe£h§y75
',éame;frdm[ana"

rénéy wanted. -

.;continue argulng ERIR
" his point anq, » si\

“also.

I screwed57)*3e6k7hésfhowe

'reached consensus3
and has dlscussed

'to‘Maggie_s '

ﬁeafning Strategies .*'

Paul wants to

5Ealling others
”;fstupid T;f‘
6

&

Jack still. wants :

s»tq‘make'hIS\p01nt S

/ .

R

:ﬂwithin hlS group »

'

"simllar content

ﬂ‘«

RraH .
A
% .

,s 3)2

-overcrowdedness is

82

I

Jackfs'cohtentfbfﬂ~

"s%milar to Maggie s"
_ group who. stated

Lovercrowdedness as .
',?{béesen‘feésiée%iﬁgﬁ

‘France
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*‘~ﬁ?f,

: Student Language

’ Tara?7To find out

»Jack:‘Ifcanybody '
L vl.ugfwas-there and
hall that. junk

‘ Paul

"find people ._j

“;Jtherev;"{ .

. Jack: And so they

:could giveuv-i

Jadvantages’

L and it

5‘wasn't so- SRR

Cemana .
,,v'li-t'thaugdéa,

s we agree. .

;'Learning Strategiesd

5ASo they could 8) Paul attempts to

”fget a group

1\the'content the'v

Az

‘%’?’.‘ Soen o F

RS

_consensus ahout\

'm”group has intro— i

e

hduced to the

9)
u:whatTJacE“means_‘
- bygadyantages.

It could be.

rlt,iSnnotuclearij¢«

VUSimilar”to"“' E

discu551on

v I

S Craig s riches yidf}

iﬁbut that needs _ff’

"elaboration from

'rJack.w‘f-

‘;Similarities N

o83

‘e;{gromp;

'?M)* Flta mentioned in‘

haggie S group

othat people were
: 'already in New. S

- “France.

Craig, in'Maggiefs

mentioned*"

fthe French could

get rlches 'Sof

v_&thls lS 51milﬁr to.

sﬁJack's advant}ges;”

<

Paul's group does not synthesize their content about why the s

'f;French started exploring Canada

dcontent similar to Maggie s groupn

e

: as demonstrated by Jack.l

accepted and rushed the group to consensus

Ay

However they do discuss

A maJor difference in '

;77Paul's group was a: need to clarify and change one s points '_{» .

Yet Paul wanted his point to be.i:

\\j



Maggie s group réturned ‘£’ the concept of R IIT

| .owercrowdedness This reason, which was introduced earlier

‘~in the students"discuSSion 'served as a starting point to

.build a web of meaning about events, people, problems or
other.factors. The relationships between/these factors and.

theineed for exploration-and the fur tradevdeveloped as theui'

‘students’introducedbﬁew contenttand:employed.new,strategies’

- to make sénsevof that content. As Vygotsky (1962) suggestsE
i"a new way of seeing things opens up new possibilities for |

handling them " Thus, as the students 1ntroduced new content

bto‘the discussion or. offered the same content in. differentf
‘wayss the strategies_the}vused to handle ‘the new poss1bilitie57
.changediascthe‘content'changed %fhis processwof the,h

'overlapping changes between content and strategies can }

ihappen within an individual’s use of. language to learn
1Additionally, the content and strategies ‘can change between
"group members : This process of change within 0r - between, as
’fthe student/s use. their language to make sense can be viewed_
s an indicator that, learning is occwrring 5
| In the following discussion, between Maggie, Craig, Alta”,

' and Liz,'as the content grew and changed it seems their needt
.to increase or. change their strategies for understanding the
| content-also increased or changed As the passages of oral
ilanguage are progressing, it is noted that each individual
'lmember seemed to play specific roles or. had specific
' fstrategies unique to their use of language to: learn Maggie
dtitended to f/itiate and control the discussion Craig-tended'p

4
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v

to present s1ight hints‘of_diﬁégreement,'while Alta and Liz,

tended

; group.

Maggie:

N

Criaig:
Liz:
Maggie:

J.Lizr

iMaggiéF

Craig:

" Events.

. 4 . . . . s ) .
to be'téQtative, questloning and the wonderers of the
i 11 - ./ “ Lo ‘vg "/’
the question.

N

‘Okay, no, no,‘ng;v’  ' ‘l)'és"Sheireadé
dk@y-it éays make o Maggié ;s,theQiﬁiti;%or Y
;somé}gﬁesseslabout _ © = for thémcqhtent édgfoilow,‘
evehté'peOple. | o | E | |
bpkéy, iet's’make itka A'A'shg also 1s attempting to

'éome decisioﬁ; - éontrol'tﬁe_contenﬁ‘by’
about ; .:;‘ydu'knbﬁ_v : asking fér:some décisiqﬁéQA
- ; . £hey’ . . a

“Events. .

That. . . .. |
Thaq,occur. o o ; ‘/
Kathy. . //

okay, let's say '.’2)‘the¢”let's pretend" -

hiweﬁfé taking the . ‘_ ‘ /statement of the question

'train; ‘ . - - " puts'Craig's stféfegyjintoT 

. the hypotheticalgprocess-*”

: N .
for learning.

:'Can we? SRS ' 3) Maggie picks up Craig's point

~as incorrect and questions 1it.

Try . .. také a o Craig makes  a change in the -

“boat. e u“ thtent. '

I'wonder where he -~ 5) the:}ﬁondering'gStraqggy‘

took a trip to? - I -~ ‘allows for Liz to hunt for. ==
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. ,
forget,' o ' ‘}some:speeific content .
q? gate: NeW.Franqe - ._"f " 6) elerifies‘Liz'e'queetien
J5‘~Caneda o o -5' - vwitn’information&"
Q}@rruption from /
researcher“— "You decide:
:-is answer to Maggieﬁs
request earlier of "Kathy") R . '
Maggie: Ohhhh. : ‘l-. - o KJ
Liz:  Ohhhh ( | ).ﬂe'be | ',_,‘ AN

really funny
‘(1nterruption) o Y
:Craig’:2 we're,theﬂ?rench;, rfdrgete eriginei,pretending_.
| ‘ i strategy‘of beat\but |

Apretends now: they are

Frencn,
_ Maggie: When ‘ <
- came. 0
Craig:i When~phe_French; o
_ B o -
. came. | ‘
Maggie:‘Indiane'.:. ;:they E 8) inﬁroducinéhneWtcontént to
- ~,Were.j;i.h1" o ‘ _~v: rhis pérp”of the discussien.
".Liz} » Eifferent. o . g) comgleteélmaggiﬁ‘s thcﬁghtsf'
‘Maggie;‘Different | o | o .
Alta: Felt different S 10) a Very subtle thange

“.of a dlfference between
'»feltvdifferent,and were

different.



Crajd™ Yeah . . they
| thought. . . . |
;'Maggie: You Ehink, youfthinkf
.the lndianS'wen”the
War againsﬁ the
_ French? |
Craig: I don't know bevause
| the French.
Liz: I don't think so.
Cfaig:‘ETook over'fheir fure
and . . ;‘everything
-~ -else like that; o
Q.” ST .;
NLiiiv .-Yes,.
Maggly: But then. .o
JLizt Their wildlife.
vWedgaVe'.

Maggie: . the

French gave'the

11)

87

¢/

changes the logical flow
of argument but is st111

maintaining_content:of

”Indiane and'French.

Maggie's question sﬁrafegy

g CeRowW makes new demands on
E Eﬁh@ﬁe content

fl2)

both Craig and Liz are

bentative in replying to

g Maggie s question but Craig

13)

<

starts.to giveva’reason.

it appears. that Craig'is

' beglnning some relevant

'connections:

‘1) the French eame'to New

France by boat

- 2) when they came they took;

14y

Jg15j'

the Indians'

N

furs.

Liz continues Craig's

cenneetion‘of ideas to

'include all wildlife

Maggie seems to be,

_ providing justificatien:fi

/
K



"

Liz:.

L Maggieﬁ

 Craig:

‘ Yéah, but they just

the French gave the

Indians a lot of stuff

and they took.

Yeah,‘they;probaply

" tradéd with each

other.'

Metals and. .

. Yeah, “horses and

: metal and. .

Lo

wanted to . . . did

their own fish from

'éaviar.
. . . houses,
Yeah, -but . . . we

wanted, they wanted

. fish.

And garbage like

" that.

16)

88 -

for the French taking over.

thé Indians' furs and

introduces the basis of

vconcept'ofltrading.

Liz continues Maggie’é move
and ggreéS‘with trading

but remains tentative by

stating "probably". The

strategies of Méggie and

Liz builds the content of

whaﬁ,was traded into the

discussion. .

Cralg returns.to his '

earlier reason for why the

French came to New France

' (for fish). However, he

introduces hew Eontent in

- the 1dea of caviar, which 4

appears to be moving off

‘topic yet 1is rélaggg to

N

' eraig‘s‘content about. fish.



Alta:

Maggle:

Liz:

Alta:

+ Craig:

Alta:

Maggie:

vOthers;

.Lig:

'theré'WOuld‘be'no

K | | | 89
How do you know 1f 18) the grpupvappehrs now to
they discovered . take thé tdpic of caviar'
caviar ( ) now? | and explore 1t in a varlety
? of Ways. |
They didn't . . . ' 19)‘aithough maintaining the
they .‘{v. I don't . content'ébout caviar,
think they knew . Maggie and Alta have Kkept
caviar.yét." . ,’ ‘ the'perspective of time
relevant to.ﬁhe tbpic of
| fur trade..
¢ .
I know. - |
bNé’caviar{. ‘
(whiépers)"cguse ;
"they ha&en't‘(‘ ¥ j .
gof céld'stdfage o ‘~'£/f ‘ f%méi' }
yet. ki ‘ ._ .
If they liked it ‘
| afiot of people : =
like ?aviar ahd it '
would havéibeen all J

gone . . . and then

fish left.

Xeah;‘ .

‘Rightj;'; . Qay}gn}sﬂff/;' . S

. expensive too. . . .. &0
. . : L S S
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Mapgle: 'cause all the

flsh. . . .

k!
Voo
L

Cralg: Well, we'll have to 20) however, Cralg recognlzes
get back to the . the content of the
questions. _ dlscusslon may be leading

to a dead-end and’not
peally following or adding
~to the iine of induiry
about Maggle's initiationr_
tof the guesses about people
’ and events. . 7
Maggie: Wellwlthey probably .
: didn't'knowf‘.
Okay, let's see,
some problems'that,
\\occurred ‘
. Starting with Maggie s-'initiating the tooic of people
and events, “the group members only momentarily brought in the
- fur-trade. The~members presented different content and 4
v‘”shifted'their strategies accordingly, to try and make sense
"of the content they were presénting The discussion followed
a line,of inquiry but the students were not able to connect'
'the-content of their discussion.witn the;second part of tne'
statementf 'They were able to{introduce;content'relevant to:

1. Make some guesses about events, people, problems or ;,
other factors that might have occurred .

"but only began to make slight relationships wikh part two of



91

the statement :

2. because of the need for furas 'ﬂﬂk :
when Cralg mentionm‘thu French took over the Fuvﬂ From the
Indtans. Once Maggle and Cralg rbuiizod the tople of oavlar
wam making iLttle or no contributlon to the sense of the
task, they used thelr language to shlft the toplce and end the
caviar dlscussion. This gave a new shape to the inqulry. .

Froh the preceding section of a soclal studles
discussion, 1t can be secen that the log1(a1 processes in the
discusslon were not strongly llnked together to develop a
concept of "events, people, problems or other factqors because
of‘the need for furs." In regard to Vygotsky's processes of
higher psychological thought, the students appear to be using
their language to make connections in complexes and pseudo~
concepts (see Chapter 2, Table 4).. The students group the
content-of their disbussions, not on one general trait'such
as overcrowdedness ‘but on several categoriestof conteht; It
appears as if the student language 1s used to establish a
Ncolleption of ideas, i.e. each category introduces a new
attribute to the content of the fur trade with’'weak bonds
between eaoh‘category}

Yet this use of student 1anguage to learn ih Vygotsky's (1962)
_processes,vis the first stage of abstraction. It is also the

s}

basis for later generalizations and relatlonships in true

Wconcept’development. As the students progressed through the

-variety of ‘¢ ntent using various strategies. to make sense of A

the task required (in this example - questlon #l4, -session

1
il
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sy N - . Voo
RN IS ¥ AN ‘
e ‘ \1,’ o R : RS

building ,-"French T ;yj - %because French won- :
.~ of concept|.. Sty "1"."' "": ‘ e i s

o for fur - B take over thelr wildlife qurs came from w1ld—-"
'—trade .v‘?/ﬂ L ;W“:l"’ ﬂ - l”f'“"fliTe[ , 'n: . ‘.m :

M

.\»\ o

one% they linked a collection of categorles not directly

.frelated 1ogicalIy to the reasons for'the fur trade in New _f'

vaFrance : The thhﬁﬁlng in complexes was revealed in’ the

Zi

véN v

student language as follows (the arrows 1nd1cate ;

?jlinks in 81mllar content)

¢ ~~ar,\ . S S S e [N

. "‘ ) Thinking ln\jCompleXeS

Sl

chele&antﬁto'de”*x”ﬂd;:"\-f.'f R R e = “c?fjh;,vz‘

V'fTaskbix. SRR 17Content:~r*g‘5f: '_CategOPYfOf‘QQnteﬁtiu

taklng a boat T - ;thtraﬁel”to.dew France

Indians are dlfferent s_in:evaluatlon of. Indlans

'Sy R B O e
/‘ : .y . .. .

"{ff French at war w1th Indlans fighting:,_.?_;fdi'”CJj.

s.,

tubegin ﬁifiﬂF take over of furs by j,”f*'* N/ ’“7~? “rx;.u”'

: N R . e
: gave Indians 4 lot of - ;but French gave for ;
stuff :‘5;,,_ ”-Y‘meFfurs :

'w,“~_;L* the French traded metals,. ;what}they'gave -
','f"hOPSeS'“;g” A R LT ‘v;_."xj_ "l'v g e

R

’7V$°“,v,,_,, ‘__zli-”_“g;»~“vc_,§sons for. comlni tO'
BRI S &m:-" ol e New France: i

) ] -+ .- S ) .\ Sl : ‘ : R »\\q

.,lﬁacaviar ;.'ﬁ : Lo _{%-_g,caviarj$hmes from flSh
: 1:a) d1d not knoN then R T USSR ,

T

~r

Py

hfbi cold storage

g) tOQﬂ@xpensiVe. ‘ _j7gy, ;'l‘,;w,;”; T S T

i ",‘

Table lO Thinking in Complexes indicates a linklng of

’fcontent however the categorles’of the content changed

Le

b EEs RPN T e

B A /- R
wanted fish- ... . | one of originah rea-fp:“”"””‘



.’p.to the processes of hlgher level thlnklng As the next

' “These changes in the category of content suggests that the
students' language shaped thelr t oughts about the fur trade
| as a. collectlon of 1deas. The llnklng of the content was '
:.shaped by the language of the student : The developmenté fv
ideas 1s 51m11ar to Vygotsky S process of thlnking ln“:;i
‘gcomplexes at the level of collectlon.e' _. | | -
In the follow1ng example, when the. students dld.lntroduce//lhf
“.their own content to the dlscus51on, one was able to note a ;'l“

3

' greater development of cognitlve and 8001al strategles related f~”
g :
sectlon of dlscussion develops there appears to be
vtbindicatlons that the students are able to use thelr\\wnhd
'jdknowledge and language to order experlences they are more\::?'5*
";famlllar with than the economlc and politlcal factors of the o
;fur trade of three hundred years ago-. :;tzg;g“g fi dr? dfp ”55
i}dMagg;et Let s pretend | o o
.‘:l gpiglmaglne you were
:Champlaln

ijig;f M\Wh¢ was the ‘;f.hﬁi*

'*»j;j;'Maggie;;He was. the- founder 3 1) this is one or the few

-of‘New,France andy,-f,-vﬂ Qsectlons 1n all the 5001al
L o

.f;{Canadafo;ﬂ;ﬁgff “'-;studies transcrlptlons

“nI{dpbejeXCited,} It ZWhere personal expre831ve

- SOrta";', Litor ';»:v_p‘lflanguage was, uSed '~”l*?;'e'5~-J

- find. .';‘cfj_f?fz',ﬂ,f”.p P

"gflLiz:'lfeLand that nobody elseffd gee"l.'fﬁ_”ti_g'fin'Tf(

'i*had found l:’__ iﬂ!ftg Q:.;i;;-.:opﬁf;f.ﬂ

A T S

LA R



- Maggie:

Alta:

'vlnobody*in'France;—
e mean, had found i

Maggle:

:idhris:

"‘dChamplain I would

‘Yeah;'4

Lot

VWell 1f I were.

. Wheneyou beVon

"~ New France . ...

S

Yeah / llke t e

Vgcrowded French e

_-people and brdng

/

‘~them over here

| Maggie:

’Aitag{fplt might not be

?j,Maggyee

nI wouldn't take

. /!",.
A

. /
. -/

"ffjhalf»there keep

r half here

Yeah because 1f

:v”everybody came

"3ff1be-n0a8°°d‘pr'

The lndians found:

:;10nly érench persoljopi »
oW
R i
d»take all the'; hi/{"ff;f"

,? crowded I'd keep fp‘

v:then France would

,,,"'2)

'x3y

a loglcal plece of

rlnformatlon 1s 1ntroduced ;

( .

by\Alta.

Liz supports her point by

:uclarlfylng what she meant

'7‘by;"nobody else

Ppe]

relatfonship‘here-betWeen“‘

‘France and Champlaln s

‘purpose although no mentlon u‘n

el;of fur trade

'df'5)

ﬁ.with Alta S tentatlveness. A

Fh T
|
. i

from Craig S p01nt to

brlng all the people Alta

'jsuggests tentatlveness and .

- a solutlon.t.;v,ﬁfl

‘ga bond of thlnklhg here::*f;

‘lEvaluatlon (no good") quali—

Jqfles reason for not brlnging

everybody to New France

3 S
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w

Az

R Craig;‘ ‘They be' able keep. 1) changes point to agree with B
| ~ some . . . some . “;f_,iAlta‘abent halfiand‘haif. |

| ;tnefe. | L PR
‘,Aita:h'Bgt'thénnNewiFranceTi : 8) attempts a link with "but"~
o ';:wouidibe erowdéd:‘w ) to oontradict Craig but notA
B | | ‘ :f;.‘ clear on diViSion of people

‘HMaggie:,Yeah-. . ;:becausei

o then~yen;havei.tfi;j;vﬁéb S ", ] f%%ﬁ» '

5 that's why | - . | | e
_Aita;» You'd have France ;h:_ 9) 1f you have half here and

.A ignd‘NFW‘France.‘5{?b.n'_3é halt}there you create two h

piaces fAlta'makes-sense"

’>of why a France and a New
’_ Francef To her, a lqgiga_
i e  reason. .
h.Craig? 1Qh;nohh,h,wﬂ then .
: : 'we‘d’,{;n; then |

we ll give them a

bit more land and

thenvthat..

iﬂ'fthenﬁthatrstit;h

R

(RN

'”,Aitaii~'Iti;', it is part :y lO) Alta keeps the perspective'j
t of the Indians too "h7;{ of people coming to New
| ( ﬂiFrance that they are moving

7-1n on the land 1nhabited by

:5iw‘the Indians which could be Lo



T

Maggie:

o Liz:

1fMaggiei

Q‘Lizf

ii‘. [Maggie:

';'_Craig}f

'Tv5iMaggie§
‘lLia:ff

. Maggie:

Yeah.”‘

“Very, because '

;Because if o

‘even 1f you put_“

FR

;‘y‘.:like say a

'hdndred people'in'.

1n Canada

e it's Still .

dgénna' get_crowded,”'

'va;_, S | |
ﬂ[And 1t's half the
Indians too o :)3;:

:Children_grow_x_’i-;fi

Youwcan?fit>one S
V_hdndred.peopiédini”f

'5'1“NoVa Scotiazb5;;.

for<heaven s sakeﬂ?

; it wouldn't d"
ﬁfbe crowded
iSo what?,ﬂ
el

Iimﬁjgstisayingiiiké,j

. and” dé%f 7

11)

‘fc)’introduces a: hypotheticalr

12y

-continués'from‘hy'

96

" linked to hep ide of half

g

"Maggie continues her line

-

of 1nqu1ry from

\

a)'France be "no- good"

~next. to

'p) Alta's about New France

.being . crowded and

- “anount’ ot people to
-jsupport her inquiry

L \\

- ,:amount as reason for

""1ncrease 1n population

13).

s

b

.Craig isvfrom-Nova;Sootiaiw1oA,'“

1and-bringsﬁin personalf

'~exger1ence to contradlct

*fMaggle s argument and

'iperhaps Justify hlS p01nt E

?l&j&

of view

_therdiscnssiohjis’beginning,"

hetical.,f

RN




even . .4;'if'you.

brlng over a hundred’

people you 're going

=to end up with a

dv:Craigi.

tvthousand people

Yeah, because

N they'll e

'Alta:v

VCraig;f

Maggle:

'aprobably end up withf"

. babies you‘know

‘aSo_s . . but .

gGirls can have

"

Probably mate. . « .

5

“_if'you”go‘Withrabf =

"hundred you'll

‘ifabout two hundred

Lz
fMégéie}
Maggie:

f”'% Alta

dewo hundred

{Yeah ;ﬂ} (slight
dnlaugh) three
ﬁvhundred ’
TOkay . L”;,a.t{?.i{';

ffSo bring out . half

@Fsnconnect'overcrOWdednessIin:h

"France as reasonsqfor'
dleaving France with how New
France could.possibly havez*‘

" the same problem.  :

ﬂvlS)ga statement of new.. content.

',Zto contlnue students. logic_’-
“of why lOO people become"_

TlOOO people - tr‘

16) a tentative restatement of

"Alta =3 factual content

“_(17)stentativeness continues as,

: ‘numbers of orlginal
,;population the group

1’4hypothet1cally 1ntroduced _fr

= vto the content 1ncreases‘ﬁgwn
".because of populatlon

growth :”““sVYhte@~'Jt

-

‘18) recapltulatés original

point about half and half
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" population in°Francé and . o ’f
New France}' . e
‘fddraig' So ypu're right, . 19) craig concedes to the point

(short discussion on - . Alta nd'others.have-made.
: monopoly) ' o - c -

_Maggie:AWhy do yaf .. T

_know that the French

N

started
-iys ploring Canada
.f'cause they

Lo o ey
E .

didn't have enough

jMaggieﬁ“Enough ;y;f;\enough | y?O) overcrowding 1s:still a

SRSV jfor ( -y space and T :.maJor reason for French coming
"n; in France | e . :;‘to‘NewrFrance‘but‘the studentsh'

R S ﬁf."haye notamade'connectionsd‘ |

. ;-;:i'v f7“1 'j.‘d , 1r;_}fw1th the fur trade as - a.

S | N ‘”Lreason. Thewfur tradeb

aé\oonoepts seem ‘removed fromfﬁ

. 'the group being able to'

Ry v““,'make sense of the fur tradebﬂnd

' as a reason for comlng to
New France o
_ycraigfh ,;.fﬂ'ln France

:55}Maggie; And it got too .-:a{‘:. #:.jj;-.frf':

o ‘t overcrowded a;-'ﬁfi 1':;5 e_;ﬁ

so they came'overyﬂlyﬁ




Liz:"

‘Alta:

' cause it‘d“reduced'

- lta:

Maggie:

"Craigi

Maggie£

_Right.

over here . . . be-

here.

Right . . . and

they had to keep half

r::Fhe amoﬁnt'of people;”

Maggie:

N

,Nooooo
- Yes it would when you

'would bring them over

.‘and 1f they

_ bring the whole thing

1they just . ;'.

What are you talking

N R AR
abodﬁ? S I - _ R

No, no, they'd just

lose theéff‘.
(). ‘
Noooo, what are we - . 21) Maggle's strategyyiSutd_,y

—

':Saying?' They_{ .+ 'begln summarizing the.
they don'f naye'_ 'gz' ‘: discussion to thls p01nt

'enough people there‘ - ‘;after the analysis of thel

N I mean they - ,’~7‘reas0ns for coming to New -

'}hadftoo‘much room o ,'France are, beginning to

.~t00'many L ,wane.=’

too many

:}beople thek co.



Cralg:

Maggie

ULiz:

Craig:

 ‘Maggie:

Lizs

Maggié:

they . . . there's

'all and . . . and

. just héve too

many people so
"'some people came "

‘over on the boat but

thefboat_was éxpéﬁ~

sive.

No, it isn't.

:;ThéAbdat ride

was too! - You know .

_how .much you have to

 pay?

How  much? -

One hundred dollars..

:(laughs).‘fSQmething
,1igé that. o
Yeah.

fou‘have_to paj a 16?
of moﬁey'for thét |

" but . . . but back

then do you know how

was?

¢

. mdch‘a hundred‘dollars‘

22)

o Y '
. 100 =

instead of summarizing and
ending the previous. line

. ) ' - . . - . .

of inquiry, Maggie's

* introduction of new'

' content following from her

23)

summary - leads tola‘whble_~ 

new area of .content.

as the discussion continues,

the studénts still try to

make sense df'théitimes of

‘three hundred years ago.

The strategy of.comparing'

the value of money then to

'nGW-keeps‘ﬁhe'content on
‘topic but on the students'

own terms.



Craig:

 Maggile:

,Craig:'

Alta:

-Maggie:

erah

Lh

You had to-sleép on

bl

a thodsand'.

dollars.

Some peop1e cbuldn't
even afford a'hundfed

dollars do de

~ know how much a

hundred dollars was

then?

About a million.

That . . . that about
© two cents be:about -

@'two‘dollérs..'f'

e éndrtwo

Cents'wasvhafdbté
‘afford you know .

'then.'

24y

101

strengthens Maggie's

K argument'abqut_the'pré; |

' rated value of money ",

. "then" and "now".

25)

,26)

. and Chahgesvdontent of -

the inferential meaning

here fgfdifficult‘tp:-

‘decide whether Craig is
"'being sarcastic, humorous,

;exagefating for effect or

all of thése fhings;

" Usually the .context or
intonation $hould give
some clue but in this

" instance, really does not. .

Maggie;égreeslwith‘Aita
. E . . . N - . ) )

*‘,oné“hﬁndred doilafsﬁto'tWO-

Lo

centé that Was even too



much theh.. The connection .

is with'the recency of

' Alta's statement about
"two cents be about two
M o " dollars". [ , 3
o - ,_ arste S0
. Craig: (laughs).  So . . «
N

_:so. . _
7Alta:,- My mom can. ( - ).g,_l'26) Alta.switches'the content
. v ‘ ’ ‘1nto the personal mode and

uses everyday knowledge to

continué the comparative ..

" - jt f valne of morniey.
Craig;”:So, twentyffive'_: B |
| __rcents; | :
o Maggie::”, Yeah, I.‘I know.
"That's half.
'Craigt If youlve got a _f ' 277 Cralg makes,an evalqation
“ dollar well that's . of themﬁalue of an'allowance,
_a pretty good - t ' whlcﬁaneakens the:linking
,allowance.tc.zV> - " of the argnment with the
| | eﬂtheanand,ﬁnow"‘so‘th;sf

. content passage ends andXe
‘shifts to.a new content:
"Stndents'ddiscuSSlon onfthe~fur tradeAindicates'that

!

: jthe content elaborates»thewconcept of overcrqwdedness in

"

A France instead of the isolated bits of content as 1ndlcated

in the discussion in Table;:j1}Lhe thinklng of the students

. T
Tl ®
P

LE
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" as they explore with'language £he 1dea of overcrowdedness
_ > - - Y ;

B

ﬂnot only suggests a stronger'linking between'the categordes‘
presented in the content, but'at the same time suggests‘p
| the students are constructing a deeper understanding of thek
concepts of "then" by relating it to cohcepts of "now"
These stronger relationships between content indicate the
' students are capable of higher‘level complexes and are begihning»
jto incorporate pseudo—conceptprocesses in'their'thinking. |
In'Table 1, Thinking iniPseudo;éoncepts,:the arrows suggest
links in categories . | | .
The content of ‘the discuss1onycontinued to build 1n
meaning by the building of relationships of the same
’ category | When the content shifted to the boat ride_ thel
.concept of money value shifted the category of overcrowdedness,
*This shift of attributes suggests the students did not
maintain the pseudo ~concept of overcrowdedness as a reason .
‘_for the fur trade of New France but needed (unconSCiously
perhapS) to order their thoughts uSing the process of chaining or

even collection complexes

~'vMaggie 'S Use of Language to o , E - o e
Organize -Her Thoughts ‘ : :

In the”analysis of the content and strategieS'invsocial
studies the discussion may appear to suggest that logical

'ordering of information occurs by the students only 1f there.

o/

is present the syntactical connections ‘with WOrds such as

/

because therefore and v_;5 1f and other words But thls“‘

"clause analysis" format is not necessarily always the-
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Thinking in Pseudo-Concepts
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T
!

Category

Helevant to Content
Task, : \
Champlain bring all crowded . crowded
- French p ople . | ‘
] . v
bring: half and half 'crowdFd~
put 100 people in Canada :crowded. © -
sti1ll crowded C ‘ , »
. v
l children“érow< so more crowding
v Nova Sco%ia “not een crowded
) . 100 peopie end up 1000 crdwdéd
- people 'p., \ Yo
. .!f - ‘/ v .
girls_ha%e babies- . population growth
100 people end up 200 " populition growth
i_peoplef, S o
@ 4‘: ‘ - \}/ N
. not enduéh space in France " because overcrowded-
/came to Canada got overcrowded in
\ G ' L France
, i S ! . . \I/ .
j“,-~reduce~t%e amount of peopl‘/_ﬁSOlutlon for
R i . ’i‘overcrowded France
.’/1 . . I o L v .
SV i boat ride . . how overcrowded

4
t
P

i
L

_one hund%ed dollars for
boat ride_ [ B
{ e
could not ‘afford one i
hundred dollars

pro- ratfng value of money

then and now.

. population moved to
; Canada :

shift now to new

: category




indlcator that loglcal conceptual processes are operating In
th students' use of language to organize thelr thoughts.

In an artilcle titlod The Logle of Non-Standard Fnglish,

Tabov (1972) discusses how the language of non-standard
.

o S
E7R 1«:’

English users can still order the experiences of the world
without the presence of formalllinguistic connectors.' What
language use does for an eleven-year-old student 1s to create
frames of reference that allow logical conceptual thought to
develop. The understanding of a concept does not necessarily
‘happen with the presence of certain one-word connectives ‘or
clause connections but through a reshaping of one's thoughts
-using language
An example of rorganizing and nEOPganizing an idea to-
A order an experience was evident 1n the second session of’
'social studles. In everyday classroom interaction, the
‘compléxity of?the‘reshaping might be impossible to detect.
H0wever, a ve;batim transcription demonstrates‘that the logic
of eleven year old students 1is quite complex and sophisticated
:withoub the presence of one -word connectors.

Maggie attempted to make sense of the economic realities
of aitime,removed fromuher everyday experience. The.demands
of” the task made specific demands on.Maggie's thought and
language. To denonstrate.the pfocesses ofvlogical thought,
all other group members' language was removed* leaving only
'_Maggie S language for analySis USing this technique

revealed the logical organization of a concept by Maggie s

reworking of the concept. There are six major reshapings of



s T T e 106
T D S ot R P A I SO
~ one- central concept ‘thesconcept of the fur trade economy in
New France . .J S ";:’ofrt i}w5’”;:: jﬁf.
Maggie uses her language 1n this flrst stage and -

showed her exploratlon of the economic concept of cost of*. furs

0

and cost of productlon ' The content of her talk demonstrated

”‘f_ the aspect of relatlonshlp between

- 'cheap‘rlslngaup it ;1>.~~ 'n[>;;ékpensivearis%ng up:

"-:;or*j'

; X : o
Just rlslng up t‘jf
Even her llnguistlc manlpulatlons of "rlslng up :

1

indlcated theuexploratory nature of her language She then

. L4 \

UTQJ/ ved\the relatlonshlps 1nto people = actual economlc

‘57;‘transaptions Either the prlce W1ll be too high or people'*““'d
. | :

too lazy, or the fur trade w1ll go out of bu51ness VBut{ff

‘Q‘..

Sren e
R i

Maggle began tO give shap to thoughts about economlc t{‘g ';&éﬁ”sh“',

T

V{"fefrelationships on the fur trade ddns 'f}”“eg"fidh_°7xit¢
Lani My turn°‘f7l*

'ica
N 5

Maggief‘fUm.ti how the'costs for furs Hrt
a-_Cralg,fc;How they rlse 'v,f:fj._ﬁhb |
"‘,j'MaggieQFfvr they expen81veif'Afé&theyhﬁising_onfpvthewi::
Ca shcheap ris1ng°.ﬁjefl3tf ffplwifgfhf;fp*fd_lﬂiil
‘fithpmaég;e;j:' | I mean are they'cheap rlslng‘up,pexpensiue
"3i£afw;::pif1sing up og\;!. Juﬂi rislng°V> p | |
'cgmaggiei'jWell do - you think they should rise°
L :dg“D'you%thlnk we . should put ‘a stop to 1t°\v“
.i?‘ﬁaééietb-But what about the productlon°fg:¢:;:costyof p

'f:{;‘fgﬁuproduclng or whatever T



g

: 'Ma'g_gie::;f

'Vdon't just .]rv; they don't just tea”

.,{the animals back and. glve them to t

e A
.uMaggie§f

7;‘IMaggie:

'It costs a lot to produce the furs'(

'j.rlght9

»Yeah yeah _ that's a lot of wovk

“them off

dYeah I know but that's work b_, and 1t

“SO 1t should cost‘fdgg; shouldn't cost

f_people are Just too lazy to go out agd* "*;‘so]fg{'~"

- Yeah .not v{

wj7,Maggieﬁ,’Yeah you can: make 1t 1nto a lot of stuff

R

'slthey thlnk 1f they can buy somethlng then._._; ;i

' 3¢f they can buy 1t then they re okay ga.'; but 1f

eilt gets higher but 1f the prlce gets

: Maggie:u

'“fhlgher then a lot of people are g01ng to buy

Co 1f the prlce gets too hlgh people are

i':‘;"the fur trade w1ll go out of bu81ness

fright°vrf;f; 1f the prlce gets too hlgh

fy107wy

;‘theybﬁ‘

;mﬂjm

'ifgoing to go hunt by themselves and then ’;{{f'heJ

No one's sonna buy, rlght°"7'_;di ie,f siv,f~ s

In the second reworklng of the concept Maggle now'

includes consequences for the fur trade 1f prlces are too high

N

or. low She even offers a very loglcal solutlon

lff"You know not too low and not too hlgh Just llke 1n

Tbetween"

'vMaggie

 Maggte:

PR

5

L

Anything that can get the . . . anything that "
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bthey can get their nice juicy ehomperS‘on‘.

- f”\\\_ N Yoe "
okay, but anyway } ;fnow let'sﬁsee s+« SO
. the cost of productlonv.ig f Should‘be

expen51ve but not too expens1ve because 1f you

';put it too expensive nobody s gonna buy them S

kand they'll go out and hunt them by themselves

‘kaaésie:'~0kay g_ﬁkftso};;,'..but if.we ;7} we sell

'"time,

i them we don't have some too expens1ve because
*then people Will umm'{igb people Wlll think
"(1nteruption) people Will think that there'll

: fibe some cheaper they can go get them for s

“::;free:.”tﬂ; so I think we should put them at’.

Pl -.:af{",{L in between ;',M; you know, not too low

,7"and not too high Just like in Qetween
Maggie reworked the\same economic concept for a thlrd

yet used a different example ’ She drew upon an
: ..\

‘5ueveryday experience from her knowledge of the concept of he

" marks.

The concept was linked as follows
A 1s ' Cois
expensiVe rising up ”ft‘ﬂ~'~:t.cheap-£%81ng up o
too hlgh *#xa;’,'3~‘ ffyy‘.too_low e
> economy EEE A PR
N

Just r1s1ng
:dnot too hiéh or low ::

just in hetween



- Maggie:
Maggie

| Maggie:"

. Maggie:

buy lt to

- Maggie:'

109

Just 11ke in A. .'.

nWell, it's Just like an A and ai .

An A anda C . . . A',‘, ; ~like 1n a mark

. A and'C we give 'em it R it'd7be,a’

}hB o e 11ke middle

Some stuff could be elther really cheap and

,some stuff could be really expen51ve but that' o
Awhat we'd have to do w1th 1t because people

. ’don't want 1t but then they'll (don't”) have to"

P
%

'They can go out and buy 1t = well even and

'”jthat's just . ;ﬁ. well when you get to go back

oA

‘<wto New France I would llke you two guys to work o
{something out 5;} the prlces .s; }ﬁand;seeh
‘what happens and come back and tell me . Lh;

"okay Jf“ﬂif.f‘f'ﬁ;‘ -?

In the fourth stage of the conceptual evolutlon, Maggle‘fe

dof the concept

?b;explored the buying potentlal of money In thlS reworklng

Maggle S language indlcated a clearer

. understandlng of the concept she herself was attemptlng to f'p~
e

f.?organlze

She introduced the concept of average as the

[
l

'mlddle ground of cost that she had created prev1ously in the

71,:third sample with

just rlsing

not too high - not too low

.justein between_



SURTERE AN 10
»Maggie:“Oh,vthat’S'what .. .”the’economy yeah .. . . we
| -"‘d_coulddf oo we could lﬁ. whoever wants to;_'
e buy them cheap or expensive or verage can buy
H'them . e whoever wants to ‘hunt themjcan have
.Lthem SRR | | |
f.Magéie:‘hThat's because 1f people are g01ng £0 buy they
o i;should have the money and know what the prices_lv‘ v
'fare going to be because i you can't ;‘;R.j'
: get everything you want all‘the time;.~;;;]1;k¢fpli?
' you can't ‘say "oh now this is- no good -it
’L‘should be fifty cents and you can buy 1t fori'
,fzfiftyvcents-and everybody has to-pay a dollar
| ;'1t's getting ( ‘"‘)i Everybody had ‘;f.
lrvlike if you go. and uam 3:'; yquf;-,”. you say
'm_y(changes voice) "oh this 1s'a dollar,'it should o

be fifty’ cents" and ‘then ;';5§ you say "okay" to.f"
| SO 5

athe-boy,v"you can' have it for fifty cents" and e
“laeverybody else has to pay a dollar ,,1 :fyon*f=
ican't get your @wn way With that it |
'Maggieivaou can't get mad at stores because stores

'3‘_ don't usually price things \f

In the fifth reworking, Maggie shaped her concept of

'}ffcost of productipn by incorporating the hypothetical case of

'Producing a!chocolate bar She also intorduced a voice of n_if»h

o authority "a girl from: Paris" to justify her organization of o

”*lrthe economic concepts

Maggie o Yeah like a chocolate bar s reg t;h,;alwaysz'ﬁ-””h B
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*_/.t.’. nost forty cents .dtbé ever ._g.‘ regular“
“istdff ft.'; but if you go and get 1t there
:.Maggle; flf you make your own chocolate bar 1t'd takez _
o . about ;'.'; 'cause if you make a chocolate '
{bat e ; say you have to put .yu,i cocoa in
’:}v 4it”, ;ﬁ[ right (others,mmm) say,.oh you havev
}o put cocoa in 1t ,'.'7530 you have' to put ;kjfo
'?%;h' t five table fh. ;j; five tablespoons o;b
okay gf.'of cocoa od;_{ and you put ;,;[. |
.chocolate chlps N L -

:“yMaggie::vYou have to buy a thlng of,}t soathat's‘aAIOt'iv

o : P L
of money -}g;-rlghtV %&/;%. P '
e s L
:Maggie;:yMea “ e 'cause t ey have to buy it because S
"T;they‘make 'em one hfter another so they should o

‘Just ( ) expen51ve one}/
”iyylfiMaégle{fﬁYou know what they charge you in Paris
e ftfor a. chocolate bar:{*;y. a. $l 25 blv
‘”;_fﬁaggié;_fA small chocolate bar like we have :_FQ ltknowd;«:
i iithis girl who is from Paris who told me: this
R | she told ‘mé yesterday. ’ "; | ‘i.
"¢Maggie{7fA buck QWenty five'.tf} and you have to oayv
'”?kfxlf: three dol :{; . two or three dollars for a"”

o - large One".:»‘_'i."‘"'vf‘., o | .' ) ot -
vdMaggleﬁ‘ No; Paris it is - “ ;‘ he told me yesterday .:,f‘
B Parisbly;fgvmost thlngs are expens;ve e
| Finally, Maggie.moved the economic "now" of marks, stones, f

’fland producing chocolate bars, back to thef"then" of the fur Q‘F

\
A
N
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".trade. It appeared that she - had reorganlzed and- defined for

;herself the concepts of economy and was able to risk .

”fexploring the past reallty of the fur- trade economy

| Maggie”

Maggie:

-;:Maggié;,
o Mageley

*Maggie}‘

 Maggle:

: the fur trade’, ‘.;_isgf.

~Maggie:

'fgive 1t to the fur people ;'-i; fur trader

tlike

(reads) ﬂell the klng how you are going to

, expand the fur trade

But‘y . ;“.Vyf}“; . why you re g01n' to expand Lo

|~

You go .b, people go

fSome of the French people go out and hunt and

.\ ;

-They T and you go and have and- give 1t to
,the people | |
'gBut you get realjy good furs so you can trade

“two for one';c}zf'llke trade two pieces of

N

hTwo pleces of fur for -one big piece or

VVVVV B A g §~ T )‘r ..

ii,somethlng

.%QMagglet

Maggie

L

‘Yeah but if we, :;; we could have‘gust llke:
’}[,‘, you could trade ﬁh;' 11ke some .‘ one

»uldfor one but you WOuld trade‘fL}“ you would

dlfptrade one um ‘ ‘ v . |

:Two small ones for a big onep,j, ‘ but you ;(;ﬁ“

'.d,might trade two for one even 1f | you mlght

?a};trade two blg :_}wone ,one;.g one big one »fe

'jh;and one big one ,H;v} but one blg one and small

\

L A
one . ¢ . one small one for one big one

\

’Vangabout the same 51ze',_lf; right° ~ﬂ‘ff"”-ff*: d

. e

‘
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. Maggie: Okay, you trade two for orfe . . . like you get
" one big one ‘and one big one to trade . . . but
i . one of theb.r;' . the one that you're going to

Lo

‘"trade is’ better s0° the other person has to give
yyou a little beaver pelt . ; . and a big one
'-for‘thegbig one that you want. .
‘Maggief:gLike,‘itns better . . .- it's better,.
’ 3better' o | | ‘
Maggie used her language to organize her thoughts about
vthe economy of the fur trade of three hundred years ago
'vThere was limited to nil use of one- word connectors Neither"
’,bdid Maggie talk in complete clauses or sentences yet the'
ﬂl;six sections seemed to indicate a use of language to explore

hand organize the concept of the fur trade economy.i -',":b "

:'Summary of 8001al Studies Discuss1ons
The economic and historical nature of s001al studies was -
f*removed from the students' everyday realities However,'the‘\

'students sqﬁfted their everyday knowledge with the scientificf

'7g aspects of the social studies task The shifting of. the two

'_types of concepts 1s indicated by the constant shifting of
5 content cognitive strategies and SOClal strategies ‘ Thef»'b"
mdifficulty of working a scientific concept such‘asrmonopoly;‘

: 4from ‘an abstract generalization to a workable concept for the

'dﬁbstudents, demonstrated the importance for the students of using '

"their%@anguage to elaborate clarify, question and order their
"thoughts The evolution of SpelelC concepts and generalized

’1deas was discussed using the example of one student's language-a‘
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Science DiScussiOns‘

The Nature of the Science
Task .

‘The nature of the task in science was developed from the
regular class work in which the students were involved 'The
students were studying the parts of plants, the functions of
‘the parts of plants ‘the internal processes of growth in.
‘plants; the role of air, sun, and water in-the growth of
,plantsf Each student was growing her own plant for
observation in the SCience room. The students mentioned
' they kept notes on their.observations but did not- discuss
the topics of plants as was done for this exploratory study
It appears the teacher expected the terminology and content

of the science lessonS‘to be understood‘by all students in"

L fbaSically the same depth and form.

The first seSSion was to determine the students' use ofh*
'science terminology and concepts for explaining certain
‘-fphenomenaiof:plant life which the students had studied during
i:regularnscience_lessons}' Since the students were working
with cOncrete’naterial the twigs of plants, their language“

“indicates thatlthey did not always have to be expliCit in

o discussing the parts orvpui‘ e of plants _ e second

"fexplicit language to desc

,isession in the science discu: , »as»to'prOVidevan'
_experience that would re- SRS wdents to use more .

d explain theftask glven

'}them A game was devised whereby the students of one group

*placed numbered twigs on a board while talking into a tape'

o



recorder | The tape in turn, would be played by another
.group who had to guess which twig went 'in which box.
Although the enthusiasm of the groups was high, the language j
o - o N o
_recorded was impossible to transcribe because of too many
recorders being play at one time. Also the groups kept
‘turning the tape recorders off and on w1thout any clue as to
- what discus51on was.tawing place about which twig. . Therefore,
most of‘the language is transcribed,from’thegfirst science
Isessidnﬂ(see Appendix M). o

Lack of Elaboration in

Student Language

@

- One of the first notable features about the students .
'u81ng thelr language to learn in the subJect of this type of
‘:science lesson was the sparse use of elaboration 1nd1v1dually or
between;the group‘members,' The reason for this lack of
'nextended elaborationbof language to learn~about the parts and
purposes of plants could be any-one of several reasons M
'Firstly, the students have interpreted the nature of the task
to be in the. purely transactional ‘mode, in other words, Just
pl‘to get somethlng ‘done. Perhaps they felt there was llttle’

'need for clarification or questioning of what they were

: learning Secondly, perhaps ‘the students espe01allyv1n'

h'.science have developed a pattern from: regular classroom

‘,less6ns that inhibittthe.studentsvfrom‘using their languag@o
to learn - In regular classroom lessons science may tend to
lend itself to a pseudo dlscovery approach and in fact, the._,

_students may Just need to give one—word answers us1ng subJect
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-ptefminalogy only. Finally, the students may have a tacit
,understanding about the classification and framing of -

i knowledge as defined by Bernstein (1n Young, l97l) In the'
classification of knowledge there lS a well defined boundary
between»the knowledge_of'subgect areas.' Thus, the students may
‘tacitly'understand theelanguage of science is limited to a
specific use as compared to another subJect area. In framing
knowledge, the control of language for learning Within the
subject areasof 501ence may inhibit the students from‘using
non-scientific strategies and content:to make sensebof'thevv
task‘ However, and for whatever reason, there‘are certain

- patterns that do exist in the students' use of language to

‘learn about scientific concepts

The Use of Similes in Sc1entific
Observation

In an attempt to understand the different parts and
/purposes of a plant the most common use of language to learn
was through the creation of similes While describing .
appearances or function of different parts of a- plant the ’
"students‘created sensory images With their language ~ EVen
fwhen‘the use‘of‘a simile failed to clearly aid in the |

oo ;o P
~description of'structure‘or function, the studqnts seem to

- revert to a use of vague;vocabulary such as: thingie,'stuff,

'.whatever, kinda, sorta and other indistinct words

CIn this first example of language for learning in
'science the students are attempting to describe ‘a tw1g and

-_its different parts for another group The more explicit the
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describing group is, the better chance the selecting group

has of choosing the right twig out of several

Claude

‘Kate:

Pam§

Kater
on

Marty:

Pam:

‘Marty}T.

Pam:

And they smell horrible'.‘..L and at the < F
bottom_there S . . something that looks burnt
a little.

It smells horrible . . . these flowers on this

plant are like roses . . . they're . . . sorta'’

shaped 1ike roses. N

‘Thepflook it . . . but theyire-sorta' iong.’d Y
:Like .».\\ okay, we 're gonna' go'on to number‘B'v#
’ okay. this plant PR has like berries on
itf;'r .,sorta’ like\berries .. }‘ co ;

N

It looks like a peppermint stick with fern

coae .

I 1

jleayes on it'. . .« no peppermint sticks have f

little. . .. ‘5;7?1\\1

‘It smells nice ... . it's an okay smell-and - -

T R
it's soft leaves and it's kindaY long A \\\
o o o | SN
stemmed. . g . -,
v /.

This looks like . . . um . » . this looks like

&

This 1s in Box B . . . n mber .'{ . 1t's got

’buds_;_; 1t's got leaves and it's got pinky

things on the end .o and it's got a- furry =

_leaf on the middle of it.

’ \

B The content and. strategies the students use’ are

reminiscent of Britton s category of expressive transactional

language,(Chapter 2, p. 39. ihe students dld not H///
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i , ‘ _ o

. .the terminology of sclentific description to use thc‘ .
ptransactional categories of Britton's model. The lack of
botanical terms makes demands on the student's language to

‘learn about parts of a plant S0 thej shift to the expressive—
transactional mode.' The language is expressive as l1indilcated
by'the use of: 3

1) personal evaluation of smelling “horrible"

2) 1t's an okayfsmell

3) - they're sorta"long ) -

4) 1t's soft leaves ' |

| 5): it's got pinky things on the end” rof it

"To get the JOb done" of describing what the parts - look like,
the students use the transactional aspect of language to make
-senseuas‘folloWs: | o | - o

‘"l)'itheY‘re sorta! shaped like'roses

2) sorta' like perries’ = . - 8
ﬁ\';h 3) it looks like a peppermint Stick_w1th ferh leaves

',._(onit" | | o
AThe language Ff the express1ve'transactional seems to get the task
iof description fulfilled for,zhe students w1thout the formal .
language required by‘the_subject spe01fic terminology.

If the demands\offthe realities of scientific obServation_
and recording are“relevant and shape'the thoughtswof'the |
students, the 1anguage they use would 1ndicate whether there”&
is an understanding of the content of science The language.

‘strategies of the students would also 1ndicate whether the -

students ‘are shifting thﬂﬁking strategies to construct a

N

=N . o S Y



119

clear representation of the'content’of sclence. llowever,
- the nature of the task rcquiring‘description and namlné ‘“
only pfoduced in all examples of the discusslons 1In sclence
the’use ofwsimiles for expressing ldeas. The only time that
formal sciehtific terminology was'used is ‘when two different
students used the names eQals qnd pistols to describe parts
of the'flOwering parts of a bud. Jen dand Cralg used examples
of scientiflc terminology in the follow1ng

Jen: . Sometimes when they're dried out you can open

' .them up and there s little) sepals on 1t e e .

and sometimes they're slimy and there 5 guk

»
>

R all over them.

;and‘ also: = | o - \ o T
.Salfy:":See look . . ..see .. it'opens up . . . . it's
| ready to;openk. L. we really shouldn't do’

that. '
“Craig' 'That'ska nistol

Be51des the use of 31miles to descrlbe the appearance of
, parts of the tw1gs; the students used thelr language to
descrlbelﬁther features of twigs, ~but usually with the use
of s1mileS' One example from different dlscussion groups

-

are as. follows N N RSP

Sharon. It's pretty disgustlng.

‘Sally: Prlckly kinda' like . . . but not pretty.
vprickly .‘._;” |
Donna:'_ It's kinda' nice . e e it.;“l .71t ‘looks neat.

Sally:- It does look kinda pretty . .{, it,jnst has



“:élsg;?

-fIn this and other sections of the student discuSSions,' e

P R
=y :

' fsections"

”:ﬂffexample

“vfsifi] 3) Smells like Vicks ~up. your nose-

: i

ltﬂf'hour and um.;}; the coverings of them°

= I'm pretty sure it's a little pretty underneat
- they do have brown things rﬁi look lik

*Tfreckles really glait'well they do you know

a»tgyyiillf l‘cause ; S 'cause they ( ) yeah they do.”
'“thallyifjiAnd the leaves have almost ke a waxy cpverin

s

L .e,_'feel them e _feeivtrj;em_,;f‘-ﬁ‘.; feel ther

'<f,fDonna: Yeah, they do have :ﬂ?:, a waxy feel.

'.Sally:: They re waxy kinda' liker;”;fﬁ turtle wax

g;there is a build up to descriptive meaning and w1th the

e

[faddition of each Simile the details of the concrete materia

n”?becomes less and less vague Evehtually, w1th the image

vbuilding, the students were able to use their language to :

learn about the parts of a plant. In the game of se351on

oy

vfthe language of the students from another group

-

{?;4} . "1'

The other senses were called upon to make sense of the other

.v’)

-from the students' discu551ons are as follows

’vyeels like a scrambled egg

The leaves are kinda' like sticky

N (‘

120
:’%hese littl@ brown things gOing fifty miles an_-

he

e‘?

s -

l

'Ttwo in science, the descriptions uSing 51miles do enable the“u‘t

‘festudents to place tw1gs in the correct boxes based simply ontﬂ,?i
The students used other sensory 1magery bes1des sight.-yff'yy'z

f the task such as texture and smell : Some actual;'



v_@)f'At the top 1t looks llke bull horns and .e;fandd’hu

“;ione looks 11ke three bull horns ’b‘;,;dul_“-'f o

"}5)*llt has thls porcuplne thlng at the top f({'thath:'

‘Vthlng

what is thls°j.A plne.conel; < . ahi-

f'6)‘iThe leaves are Qf.;{‘dmd;s. . likerferns';ft.,t

2

Q7);lBut they e not flowers They re - sorta' likef{u{'.}~-31

h-f;like

";talls

those weeds Jt‘v that are. sorta' llke fOXﬁﬂ.l‘

5 ,‘.;.v‘
RY

In the; follow1ng passages 1t becomes clear how thefx‘:;3f

ff@“; students use. thelr language to create a more detalled image

'%,»*LSally&'
 Donna:
R Saclly ;:‘», .. ‘

Sally: .

- Cratg:

(Sharon contlnues to descrlbe C)

of the twig they are describlng

5

v

Okay, that's C

b_dShriv%led up giﬁ’no,*,fgriﬁhsmall'atfallffalﬁ

N

fIt stlnks okay '”ifs*;nf,§7;3f ?;Lft.'w

5

_And it's got shrlveled up leaves  eiiand i

o

sC as in cat

a?lOkay thls4.;;: has a good smell to 1t ﬁf}fandyf'

"%1t has green thlngs StiCking Out of. lt and

tha long, bumpy stem w1th sorta"of llke a llttle R

sort of llttle flowers spurtlng out of

“»hjthe top “ft_and it looks something llke a

Tlplneapple

'tSally

 sharon:

”ﬁFromsth§;

‘It looks furryv

A cactus ,.;.L .

:informatiothhatta}péftlof;the twig‘is'shriVeled:_ifi



‘;up, the green thlngs‘sticklng out to a bumpy stem, llttle

:@flowers spurting out to a furry tw1g and flnally to a cactusv‘ f'
fappearancé the detalls on the tw1g become clearer W1th |
;each addltlonal 1mage, the tw1g could almost be drawn

.»raccurately from the students'Qlanguage

Poetry in 801ence

If the express1ve modgj;s one of the language o

\bstrategles that students use to learn about scientiflc

'°7hknowledge, perhaps greater con51deratlon should be glven to-‘g

¥

*fl:the express1ve transac»lonal functlon of language to learn. 'AH

' _readlng of the Journals of famous SClentlStS demonstrates

‘hffthe necess1ty of the poetic Use of language as well as the

Z'transactlonal use of language to learn Darw1n used h1s
language to explore the‘meanings of hlS env1ronment yet did

H’r'not use Just the transactional mode L At tlmes 1t seems’
’,iimportant for hlm to use the poetic and the expre551ve: IR
'V_functlons of language to explore Perhaps 1t was these very

'ffunctions that actually clarifled h1s understandlng of

lnature that lead to his theory of evolutlon ' The follow1ng 'VJ

'\-.'

e 1s a passage from his Journals

TR Amongst the lower anlmals, nothlng has so much
“fyfi‘jlnterested me as finding two ! specles of elegantly )
C/ i coloured planarlae (2) inhabiting the dry forest!
~"The false relation: ‘they bear - to‘snalls is the most
. extraordlnary thing of the klnd I have
. ever seen. In the same'genus (or more’ “truly, family)
S SOME ‘of ‘the marine’. spe01es possess. an. organlzatlon 50
, .marvellous," that I can- scarcely credit my eyesight.
~Everyone has heard of the discoloured streaks of
_ water in: the. equatorial regions ~ Omee 1 examlned was .
';]owing to ‘the ‘presence of such minute Osc¢illatoria; “that’
‘ﬂin each square inch of surface there must ‘have been at



+

‘lease one hundred thousand present.. . i. S I might
. collect a far’ greater number of speCimens of
finvertebrate animals if I took -up less time over
each; but I have come to ‘the conclus1on that two‘~’
fanimals with their original colour and - shape k
“‘noted down, will be more valuable to naturalists
“than six with only dates: anid place. .. . . At this
.. present minute ‘we are-at. anchor-in the mouth of the.
:Lgriver “and such a strange scene it is. Everything,
is in flames - .the.sky with lightning-— the water.
Cwith luminous particles - and even‘'the very masts
llvare pOinted With ‘a blue. flame (p. 4) R .

,In the student discuSSions in‘science therevappeared‘to

V‘be indications that a poetic form of language lS. |

‘ important to making sense in s01ence ) The follow1ng passage

f;is an; excerpt from the students language /eritten |

fiverbatim from their language;,without the name of who 1s igﬁb

hbtalking, the students' language to learn takes the content and.
;form of a poem o

’VvThese little thing a. ma Jig eees.
~What are they?. 3 , , v,;, ‘
' They grow on branches,">' SR en
- They. look like fuzzy caterpillars . -
o Hum. o L
© . Yeah. o
. .4They do?.
.~ Okay.. S ‘
" These little fuzzy things ol .
. Shed.very much so. . e "-;.lf->~»”j”-Ji o
" And ‘they are green 7 RO T
fThese ‘are baby ones e T e R M
“and .o .oum o
' mhese .ss-'“ : ' o TR AR
They look like 11ttle caterpillarslV’"
5jThey re really SR - o
- 'They. - 1ook like baby ones T
These  look - like wooly little caterpillarsnjVJ' R
They're fuzzy , ol
- And curl: around your fingers S
CRight? ‘
~Curl around your fingers
S I'm d01ng this one *.
ﬁ»“And they don't taste very good

. by Claude Marty, Pam'j
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| The students are describing the catkin bud of a poplar

“tree. iThey do not use formal SCientific language to learnv}'

but in their poetic form of 1anguage they have described a

' catkin S position on a tree the texture,‘the size, the

taste and the fact. that when catkins mature they shed SRR D
"very much so ‘ ‘ ‘ |

~*fSpontaneous Language Vs
’_Scientific Languag_

3 .'

?_The students, without adult control of their language

to learn 1ndicate their way of working into the meaning% of a :
task Without the control of an adult to limit the students'”f* |
i explorations and discoveries the students do attempt

understanding of 501entific concepts but need to rely on

3tspontaneous knowledge and syncratic use of language to :

learn (Vv ?sky, 1962) Sometimes, while u51ng the

x”syncratic processes of thought to understand and also using.'J

Az 'their spontaneous knowledge of the world the students do

move into the realm of scientific concepts and complex 3
thinking "ff | i |

Two examples of talking their way into higher level

meanings and into usino Sclentlfic concepts Occur with the RPN

students' understand of l) sap and 2) bud In the case of S

“‘sap, which was located on several samples of tw1gs _the_ '

students noted sap as a feature of a plant but never used

the sci'ntific word for it but began to work into the concept

of sapﬂ;!One group noted it firstly as

Kate : It s hard With Jello orange stuff on it._'e -

AN EAIES BT
W



while another noted in confus1on between sap and water that:

Joan f',And sometimes they re slimy and there 'S Suk*,j‘
"all over. them tf. . yeah- o
“‘Conniet'gYeah, it‘s water not slime .. . err ..

it's slime

’ and later in the discu581on M%'j7fjh'd ‘ht TR L

"‘Joanzf'j”lt's kind of sticky, lt”ﬁaS'this.kind‘Of;'
.’?SyruP‘bUt‘l"f' they 1eave a- Coatlng on your)“?'
7ffingers.-, ;::? R ;g';,'”,,t*‘j,,,._g’

The groups never reach a full understanding of what sap‘b
'*a;i They seem to fail at transferring the terminology they

_have learned in regular class science lessons to the reality

125{'1{

. of what sap actually looks like In other words, they haée:;‘;q7vﬁ

'*_iused the term sap 1n class in responding to the teacher s

"[11975 79)

“-Questions about what is lnSlde as well as uSing the term to’
.-fyfill in diagrams to name the parts oﬂﬂa plant It appears"'xh
:“lthe students maintain a "school knowledge" about sap but areef

.'unable to use the concept for'"action knowledge" (Barnes

. . ) L .‘ . e 7

Some groups have difficulty de01d1ng what are buds

"}fwhat are seeds what are cones or whether all three names-tc'v

"hare actually the same part : Group four when trying to

dw,order the tWigs from youngest to oldest have difficulty

"g‘fVWith defining what part of the twig 1s actually the bud

fﬁThey use ar variety of strateoies to try to determine just
Researcher All right ‘”“;“whyddidﬂyQU'putlthis7onef'}p."

v



”1_.Sunnyj

Sunny}-'

" '1.‘126;“

first?
ff'cause ‘e L 'cause that's the qne that had

fthe youngest seeds on 1t i . SO we Just

‘t,stlck 1t there.

Researcher:

Alta: -

'?vSunny:~
'Researcher;

“5;Alta

.hiz{f’

~Researcher:

. ‘Researcher:

*"seeds

g
~

' Sunnygj,h

Researcher:

vfiizn:hfgfi

”;yJack

uResearcher;_

”ﬂthey are

Where are‘they?‘*' S

N tThére'are'the buds.

.‘rlght there

_They re right there
*Where,are tbe buds°'

Um 3v;‘;gbudsff‘.1; there aren't none .

5Ar§_£hey?if/53fv?-i

: '\'}?

fYou say they re buds and you say they re_anV'

2

ft'cause the seeds come from the fruit

ﬁWhy don't you break them up and 1ook s

\@1ns1de°

yYou‘could use the plant 'causeLthe.seeds.v-
o 'hame to come first Q; y‘hﬂf B
fih;%fhook-at thlS l |

Show everybody : ';'Ufeak‘oben%someiofothe"°
hbudsf.i'v but on each tw1g only open one:

:uiﬂbudf;:;f; and see what you actually think

't’)'

{I m breaking on thlS

G ) are. these the buds°v



o Liz:

~ Sumny:

Jack:

S Liz: /4

-Jack:

thLiz;:

sunny:

"j”Jackrvﬁl

o Liz:

~Sunny:

S Altar

Jack:

'jSﬁhhy;:f

’hAlta://.

i Jack;(f"

Buds .

_What}about

bud {‘) .

'Bud

7j‘Heyv This

127,

yeah that's a bud

~

this one°' . }'L I've got a

well anyways,,it's vot a. thing

What is the bud on ‘this suckerO-' L _ .";kj Dol

that s a

is a seed f'gfx hQY-‘

I don't want to touch 1t

'ﬁThere‘s'se

‘mhose are
They_are not.,

That‘s a. b

,No it 1sn'
*:1Yes 1t 1s

;jThat's a b

iLook ;‘:

f‘out,.f.

I can't ge

fsmall‘.

Yeah .
“look .

Sout.

'r_jackhr

-~

- Let me see

~they're .

 abud. . .

.'see you can scrape these thlngs“

!
: <

ed‘in here ﬂ’. . those yellow .

1,th1ngamaj1gs 'E:eﬁ

flowers, you dummy
.‘} see that's a bud
ud

t lookfl . look. -

L that's a bud t”“

1ook you can scrape those things
look ,
t this sucker ooen .ﬁ; ._iﬁ{g-tq¢ '

I'm Just mushlng 1t

.';:I‘ve got small fingers ;}L.;

these suckers () oh look,

bright red ﬂﬂ;,} 1ook at that e

S it's a bud ;‘, . okay,‘ so it sfi”

the bud comes first



izt

Sunhy;

" Liz:

Sunny:

Liz: |

3suhny:

- Liz:

“Jack:
'-‘Sunhyi-u

“\yLiz:

Jack:

Researchér:

Sunny.:

" Researcher::

Researcher:
" Sunny:

Researcher:

Sunny:

xLiZ:[h

."Noocooo.
Yes,'

First thlngs

| planfvthe seed .

. No it isn't

f/one openp'”

then the seeds

okay ;ethj(

" Don't you‘understand Sunny .

128

) this

.. that you

to get the plant R

vso the seed comés: flrst

I think that these-aréhthe.;
.iSeedsyih‘thére.
'~ No :

Let s go to the next questlon

isn't

But the seeds come' flrst

They lo k llke buds

Okay, kdep on talklng about 1t

Jyou’;

P

We can't figure it out see

:it..

it 1s

-

. that's

‘Are these flowers or are these buds?

. lcause

.3she.says, S

the seeds come: flrst and T say

h the buds ought to ‘come first

'cause

they re,ﬁ ).

Hrmmmw,

: Ahd‘ue‘gbbxéhobhef (". );"vb.
(v 2) also comes from seeds

‘Yeah.

‘ No; but they re buds

Did‘ybu break,one'open?
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Sunny:v | Just the buds B ;vand alSo there's one
;other thing here that was buds and it had
a. red thingamagigvon-rt and there were

little'white pods.,

‘Liz:  No that isn't it. _
) ;Jacki .l "That's what I said to the rest |
,Sunnyi ~ Ah L see those little red thingamaJigs
Liz: ,ﬁ‘» ‘But, you need the seeds to start the(pods

The students' language seems to indicate they had

learned the terminology for the part of the plan//called the

'bud but ‘had difficulty determining Just what feature of .the’

'plant is a bud At one point the terminology even changes

.»and the students are uSing bud seed and pod interchangeably.

The students of this group called in- the researcher because |

ijthey were haVing difficulty in deCiding which part of the

b

plants represented the youngest to oldest ordering .0f the

: twigs . The researcher questions the students' concept of :

whether they are talking about a bud or a seed Each

-uinvestigation both linguistically and concretely, into the

'features'of the bud reveal new information, is it a flower,

a bud, 'a thingamagig or a seed‘7 ‘The. students’bring their

gknowledge to the task as indicated by statements such ‘as:

i l)rsunny. 'cause the seeds come from the fruit
f2) Liz: -Don't you,understand Sunny ...1. that you_,y

plant the seed '.. to get the plant R

so the seed comes first

‘,When they continued to use their knowledge of plants that
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they brought to the task and explore further into the new‘
"information presented by the concrete sample of a plant
the. students not only explore the new information but
‘sdiscover the previous understanding of the information they
. possessed about plants was not clearly undersgood - In turn,
the students use ,,,,, their language strategies i.e questioning,,
“’debating, ordering; etc. to reconstruct the preVious and
the new information into new meanings for.the scientific
.terminology‘ofithe parts of a plant. Whether theineW' s
understanding is accurate or not the students have used
their language to learn The students have talked their way
into meaning With more clarity and depth than they originally
hhad understood In controlling their own'learning through
nusing their own language, the students revealed their
conceptual thinking as well as the processes they use" to o

understand what they are learning.

" The Problem with Hidden
SCientific Information

Although the students in the - SCience discussions are ,f’
handling concrete material there are certain aspects of the

task" that require the students to make sense | of hidden

scientific information J When asked what- the purposes are ‘,A _ ;\\
lh for. the different parts of a twig, the interpretations of"

?the task differed from group to group However two general

| interpretations by the students were eVident ‘Three. of ther

.four groups were able to discuss briefly the sc1entific L
v'purposes of the plant parts‘but switched to outer‘functional'l
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‘purposes. One group seemed,tO‘interpret‘the taskias a

function removed fromsthe‘inner‘fhidden,purposes of the

plant parts In scientific formulation, one of the
‘ difficulties for students supposedly engaged in the "hands—»
“on" approach of science-is that many,of«the concepts are
'hidden‘or abstract In'the'case,of}the regular classroom
lessons on plants the students are using concepts like ;~,,'
1 carbon diOdee, minerals,.reproduction ‘and other concepts

.’that they can not experience in a concrete fashion as they

can with the concepts of buds, flowers and seeds

The 1anguage of the students presents an indication

‘ that they have learned some SCientific terminology that they

‘cannot concretely experience The information about gases
‘reproduction and nutrition would almost have to be presented
'in a transmiSSion model of" classroom knowledge 'Yet, at the
_same time, what understanding the students had of the purposes
of different parts of a plant»wouldvremain purely’an
vdasstmption When"the teacheriturns'contrOl of'languaéé:andr
learning to. the student what misunderstandings or lack of‘
understanding the students had about the- hidden purposes of

E -a plant might be presented in the students' language -

The following section of student ianguage shows that
R v

‘the group shares an understanding of the task required Thei

passage is mixed\again with scientific terminology of- the

subject and the spontaneous language of the students . »
Pam: | ; The purpose of thils part ‘. the stem is -

@

for like . . . so that . . . holding leaves



- Kate:
Pam:

Kate:
Marty:

) Kate:

Pam:

"Claude: |

" pam:

Calude:

 Pami.

Kate:

+ Pam:

things . e o I

! These ones ( ).

132

the stem 1s 1lilke for the roots when it

goes,out into the ground right? .ol andvlt
.4 o -
goes out like this right° .. « then the roqt

can go outl. . . and it can bring oxygen .
not oxygen . . . mmm . . . it can bring.
Food . . . food .'. . from the earth_.

into. . . . S
pUO P

Thetleaves to make the™leaves gfow ,u. . it

. grows these 1little long green things,.

Those are acorns.-

Those aren't acorns._.. . . those are pine

cones.

‘Pine cones

Okay, what they do is they .“. they grow

‘pine . ; thls plne tree but those

pines . . .;oh, smells excellent.

‘Are those blueberﬁies?,

Or raisins,

o

Okay ;,.‘.'Okay . . . the white flower

this white flower or!;>: . Kate.'

;his white flower. Okay, the purpose of this

stem is for . e so.the leaves can . . . bud

’ in_spring~or.whetevery} . . and so the ; o

flowers can blobm;';'}

( ) these flowers, flqwersh. . . are
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flowerS*(laughs) these flowers are little
b ‘white flowers . . . they carry . . . I forget.
"Here Claude. | |
« Claude: Ah . . . the‘stemwcarries food to the end
and mlnerals.
Pam:v Minerals?
Claude: ‘Not mihe.;. . carries foods up to the.
(2y Stem. | '. \ L ks
Claude:, Leaves and the flowers e Marty.
ln‘the next passage the students begin with the
technical information about the purpose of” the plant parts
and then §hl£t to the: purposes of plant parts as a function
of the uses for humans The shifting- occurs when Connie
l' asks for the purposes and answers her own questlon with
an aesthetlc purpose for plants | ‘w
JGail: What is the purpose of each part°
Connleﬁ. The leaves are for'food.
_Joanép And the buds. . . - S et

- Connie: And the leaves . . . the leaves are for

M
K]

"bringing oarbon . . . carbon diokide and, and
bgas . . » and put out oxygen.
Joan: - Tell me . . . what are the flow e . the buds’

i“for and thetflowers?A]

Tara: To have . . . flowers are to get rain.
Connle:'_And to get, um .. new'treES;and" '

~reproducing.

Gail:  TO get mew twigs.



B . : e e e T e L o
- Connie: What are their.purposes? "This 'is ‘the purposes -
N BT U N e

"‘for pretty _fﬂﬁ'.
Joan iafrPurposes for beaut1fu1 _}ﬂ.

Gail o»f'cause thlS 1is a plnk rose
»eJoan. 1w;Somet1mes they are used for homes ,*.tandﬂ_“ S
" fooa. o *ff'~7’f' ff‘},i '?sff"3;-fpf-‘i‘i;f’

x~“CpnniecfQTh1s one s purpose is for pine trees all erfV'

;‘fﬂj,7v=f°a11 plants give 1n carbon d10x1de and glve'

e S “

,;out oxygenv;f;T;‘so 1f they glve out oxygen

g 0 l;fwe'll have mohe\oxygen 3h5
\Tara "_"',;,;_fThat's right, ynth;a. B
. 37;J§éﬁ§37“*Andmumt[?'ii?fff;lfl e e
R ""i;;p»f : ‘ “ n}. el
E;yfééfé;;fgvsi the Indians used to use these plne thlngssﬁgl
aafiléiil‘ﬁifor thelr costumes ;f,f;f( ) used the e
C ”::1needles and stuff llke that ;f;;t '_&ﬁ: o
lﬁall;;lw‘ﬂnd for the pine trees‘f»} for the olne.jﬁfnff“
i ',yvneedles they used to burn thema‘:“ . o
Th@)group contlnued to disouss the purposes of plant:‘f

parts as medlcine, pemmican for Eskimos' 1nsulat10n/§or.‘
squlrrels‘ nests, and as a source of honey for bees :‘Anotherf'
group also focused on the human use of plant parts w1thin »fff

thelr dlscussions of the "hidden" purposes of plant parts. -

Conflict in Science Phenomenon e .’;f;;f‘yf7w .

Barnes (1976) mentionedﬁ;n his study of group WOrk how :
'*ﬂsome groups took verv few’ risks at u51ng their language to
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learn and would reach A consensus very quickly However
i

o groups that.rlsked conflict w1thin their discusSions

Ly vt

‘lprovided a richness in - language use that indicated a e

- rlchness in learnlng ' In the SCience discuSSions most of

S Construction of kno&ledge 1s 1mbdrtant and functional

l'the groups s1mply added 1nformation of detail and the 1nquiry
’guaspects of us1ng language to learn became a pillng oﬁ facts, ‘
.;_;one o to the otecr, with a. 1imit ed reworking of ideas 'fThe
-{f;pattern of langu’ge indicated more - of a construction of S

-Icknowledge insteac of a reconstrucs ion of knowledge.t],i'v"

'i however, lea?ning is neither a- building up of experience nor "ﬁ;

tf;a static state As Vygotsky (1962) Britton (l970) and others o

“1f1When group four in the sc1ence sess1ons w s‘required to*
'7g3the twigs from youngest to oldest the whole group became

”"gfactively involved in using their language to work through

’*fuhave stated language is constantly shifting Since the ordering oK

) reality is eonstantly shifting

In science, one group became 1nvolved in a. confllct. l'”

, “dthe conflict i The nature of the conflict arose from the “jtf'{f{
bfthe seed or the plant°?”:’ .M“;
y The_v ginning of group four'
, irise of ;h conf ict o ‘
Jac Can you arrange the tw1gs from‘youngest to”
oldest°_ Tell why you think the thgS are,ii;lf
| | “ older E;; in order Q_Iff“ff};afﬂf‘-fj%_i.n?%'*'é
T Sunny Okay ; this onell?,.,:the:;b“ AT




136

i;qacx:'.f(-i‘ ) did all that .
'1,[Sunnv%"One.here“.';‘;‘okay Just a sec. ‘This‘one[fo
- ‘3rhere | | v‘ f’ |
h::dJackiT; That one’ shouldn‘t go there

-.vSunny{_ Don't' «_u_ﬁ get one’ without the seeds.;

e (whispers) Qh get one w1thout the seeds evenh‘h‘
':ﬁ;;d f;‘ this one here has seeds on’ 1t QW;l;Z Ah,,thls'l

. ?oneﬁhere doesn1t~have‘seeds.»._;;;d Yes;litfl
‘:fdoes have a seed e o | i

)

”lJaok:dT'Okay, tear it off then it won't have seeds

jfi{Sunny}’fAh thlS one here has seeds

*,LiZifj;;We do- not haVe any plants w1thout seeds
”d,SunnYE':Then this one here shoufd gomﬂast O oh
"5lthe one with the flower should go flrst f‘lb.

fyeah then comes the thorns w1th

"TuiLiZ;“]lvFlnd the on% wé;h the flowers

l“fhsunny{:‘The flowers you get seeds

”'ﬁlﬁthers: Yea@%

annny; ;Q becauseaﬁ?ter\¢he normal plant then you
lg(gget the flowers rlght ,f; right” ';‘ then h

M‘tafter

Jack: {h}fﬁ and leaves LVQ well, you get leaves;'_
f;flrst ‘{,Jiseeds ' e '
. \‘\

tl_Alﬁa:;"You get leaves first before«@ﬁe\ﬂlow?”ss;"

&

" Sunny: Wellﬁﬁﬂ{j;

4ﬁgtituted that onef.

’vso we Just _ cut off ;

‘ ,its flow ”Lé; leaves 75.+'¥aﬁffifg,;"'



ol o T e

fi Altat‘ kWe‘cannot decide e
| Sunnyix Okay_ This one here should go last"cauSejfts“
'ﬁ? iJ: ;got the seeds that are Just ready ; .‘g*righté’f'.
' aJaekE‘ 'Yeah‘-yeah . ,h_ these one's. here are pi . . .
| helicopters.' v;: R o U'h‘ i
Later‘the discu351on 1ndicates‘more members are
.-questionlng the orderlng of the twigs | _ | | :
o lJack, f 'cause the',h.’;'way of growth th?'t,that;the
R u'way they grow s R ‘ .

! {

”,ff{ Liz:' :fThat's the way we think they grow

Syl

"g,Jackff‘:Yeah L.v’

.‘éﬁnnyf -Well that s the‘closest that we canlus
vat them growing 11ke that
:Aita?fffwejarethot‘surejbatJit'Will;haVégyA\
. vmek:  Just walt .. . just ( y
' m ‘gf:‘ Causevrememher:ﬁ~, they get these'before
| f_they get)flowers';ji and they have to get
tfseeds before they.get flowers,f:'
lséﬁﬁ&:ﬁ“ycf:?,f,;aé“;,,;;,but,._.,;jnq;]aa;ang;f‘ |
;Lia::~v_Yesethey5do;,s}f;fﬁheﬁeﬁavejtqhgettseedsébefoei
7 they get flowers. e S
O Summy: No. T o
‘hhiéfgkteyeah;fsaréﬂh;
| 7‘(‘;‘? )_":_ PR

**maﬁa““fj--fﬁéaky~man;{:*¢* o
-vﬁﬁuﬁnyfrimkay; in, ‘an- apple what dofyeaigettfifst;fthet;.?f:-

o ‘:apple or- the seeds°

o .
b



?(ﬁ e

~ Sunny:

Sunny :

Iiz:

S Sunny

 Jaek:

Liz;-

";'apple.‘

©Altar
'Sunnyff
‘“.'Liz;

”’Lsunny:c

'ues it does

fThe flower makes the apple‘;,uo;fandhyo‘

::VthJust fOrvet it
',dDon't gorget 1t
mNot to confuse 1t

tYou have to plant an - apple seed yes_,

.’__We have an argument

138

I mean the flowers”t3a:evtheiapple or‘the
'seedééiﬁq}j' | . ,
‘,Apples don T have flowers
'lApples‘{ .,; tree’.’. an apple tree
g'You get the seeds first »
vao‘you don't-.‘:e;"cause the applesu,ii';-you‘

: plant the seed s e the seed comes from the_

".The seed makes the apple

‘Yeah ‘ﬂ o 7*,,,”253 'f-f;

Noooo L

plant the seed

2

N

gWe have a a_.lg,con l*f‘.'conﬁume;j,_; DR

‘Confu'{ . an argument

A

I still thlnk that 1t' '." . because whlch one

1fcomes first°' What do you mean

S

' We are not sure if the seed comes first or the'f..*
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~‘flower comes first . : . SO that s our argument

L alright you guys , let's go on to the next

‘#'Sunny:vy(il f);ﬂ(bkay,’yOu:take yourfseeds{;;. :-you,go;%g
_outside,i‘Okay'u ;'.athe'flower comes :‘ | ‘
ifthen you get flowers on it okay .'.f}:right?'

.t?Alta 1‘fLet's go back to this question then
' Liz and Alta have nowldeCided that the seed comes first
';Sunny has decided the tree comes first and Jack remains ‘ﬁ;ﬂgf
fneutral to this pOint | In supporting their argument ,each :
'v;group member draws on spontaneous, as well as SCientific t‘
5concepts The cognitive strategies of the context demand‘
_social strategies to shift and support what each member 8
‘t“understands as - to why the twigs should be ordered according ;

v'ft'to thﬂir v1ewpoint The argument continues as noted by

’ hl;Sunny and Alta and thc line of inquiry reveals new learningff}

labout what buds actually are and are not : The discussion onjiz
ribuds, seeds and flowers was presented preViously in this |
"7chapter on pagel25 The argument and "confus on" according;
‘fnto Alta continues Solutions begin to appear.as Sunny asksf'
"go to the library to find a book on growth and stuff and;.J:v
:;find out”". Liz and Jack suggest they move’ on to the next -
’fhtquestion.s When Liz mentions she has a p01nt to make,’Sunny L
-?jfsummarizes the wholevconflict In- stating "all of us have a pOint £
':ch:make When-the.book offers no solution to the conflict the; 't
| rfinalbsolution is determined by Sunny 5 deciSion to place'"the.

“ibuds here" (first) and the flowers here" (last) _Liz Stlllu
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L

~does - not’concede her point until she states,\"@kay, let's go
by flowers VL | | |
"ft‘«ta :j. The- conflict proceeds»and ends‘as follows
o Sunny;V‘Okay, let's forget about the plantlng of the
| ' :Seed .7; . You have your tree ;.;' okay
a nice little tree okay° - |
rpLiz:' ”Yeah but how did you get your treeO'
'Shnny{f Klunk (motions bang on head) N
‘Liz: ; You planted a’ seed
idénnny:bbYeah L but youlsee you planted a seed to
o "fget the tree i | |
; Liti\”k A little seed produces\other seeds but a plant
= \i'la(. Y other seeds tree | | | -
”QlSunny{;teah e yeah but the thing 1sk; ;t,fyau‘¢2"
e ’htcouldn't get that seed unless you had another.
:}plant Qf{7;’so the other thlng 1s‘.-d but %”{i

lhot.the,flower comes first

‘Mftizft{ tNd;eﬁut”well
‘Sdnny&.aYes,ditddoes'i ﬁ_u“°”
'ivbiz:,'ijohagot;from the seed to 'ltf‘lﬁéia stéﬁ,,
 vhentothe s . Loplant. oo
Sdnh&: ;No;-you-go from the ;?{.r‘ln growth of the
. 'tiiplantﬁ. ,:; in growth of a plant you see it'ﬂ
"ﬂicomes first ;:.jjfpﬂi'ditft ."; ﬂ-:;diif
'u'SunnyéflCan I go to the library to find a book on
s.ReSeargﬁgr)‘g]growth'and.stuff and find out”»'

’fiRééEQPQheria-iill go get you_some;f,-

o



’Li‘z':

Sunny:

Sunny :

iuld

‘Okay:_)
~Let's go to the next question‘then,

Okay . Flrst of all . . . okay, if we can't

| "flnd out if ( ‘ )vgrow'thinQS“or'something

~ Jack:

Liz:

o Liz:

fSunny:

v_k,'

ASunnyt

‘”that you are. right in that but my p01nt is. that

llke that what we'll do is we'll agree on both-
| -and both R and that‘.';‘. and at

least one-of us w1ll be wrong.
& N .

- Okay let's f.;,; can we go on to the next

queStion°- 1111 read it.

-Yes, but I have a p01nt to make } . . see.

(ALl of. us Have a p01nt to make . . . your
point is that the seed came flrst'ﬂ'; ,‘and

‘(whlspers)'it'came-last

‘But it says’ ‘in the book : E, Yln“the-book, - ;:f>
‘ lhe tree came before ‘the seeeeed . li.dokay, =
7itI'll read the next questlon 2 Well the oldest

H‘to the youngest 1sn't even in: the book _.'.7
| R '“the oldest one o
| 3 ,} Alta :

- S:Un’r_i v

Let's go on to the next questlon."

Okay, okay, okay ~ We! re Just going1to put the

.‘. buds here-._54; and the flowers here

<'It appears frOm the 501ence dlscu551ons and the other

ubJect area dlscussions that when confllct arlses wlthln’the

group, the use of language becomes important to reconstruct as'

well as construct a more elaborated sense of understandlng

‘9‘and[a;viyld,use"ofllanguage tO'learn,jbd
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Summary of Sclence Discussions

4

Although the students had been studying an unit on

‘plants, therewere limited indications they transferred the

’ftechnical language of SCience to the actual practices of

[N

science such as observing and describing When the control
‘ L

‘ of the SCientific knowledge was the student's nesponSibility,pi'

uthey used their own language to learn The students did use

some SCientific terminology to make sense of subJect concepts

,but tended to rely more on the expressive and poetic functions

,of language to learn ihere was previous\knowledge or

'ispontaneous knowledge used. by the students to spiral into the

fconcepts of sc1entific knowledge The students also had

some difficulty understanding vague phenomena of plant life

/

tas well as some difficulty in transferring assumed

& P ®

-understandinos of concrete phenomena to the tasks of this'

vl.study : Overall the students, given an opportunity to use

their own 1angmage to learn, incorporated a variety of -
language strategies and scientific content to give their

thoughts“a reality and a form.

Poetry Discus51ons4»-

Repeating theILines to Find
the Meaning o

“Each group of the poetry’seSSionsiused theisame

” ﬂ. ! ]
techniq”@é to order its thoughts about the poems The

'f researcher rotated to each group for a Silent observation

‘ of events,- In rotating, the researcher discovered that each

k_;/“.

groupfkept‘repeating the linesvof the poems several timesr,

!
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In fact,.group %ive'decided to have each member of their

. group take turns reading the‘same poem in as manyiways as

‘Was’felt_to be appropriate for‘ﬁurther understanding,
‘,Sometimes, the'poems were read*orer:and over in their

‘.totality Otherhtimes‘ a grOup member Would4read a line

over. ThlS constant repeating of the poetry seemed, to this

researchérg a complex technique of the students to explore

’

the meaning of the poem by 1ntonation
As the students attempted to establlsh 1nterpretations“
of the poems; 1n thelr own words, it became eV1dent that the
students had some difficulty in us1ng exploratory talk
Several possibilities mignt ex1st as reasons for these
difficulties in poetry interpretation | |
1) Perhaps the poems were far too removed from the
'llnguistic and experiential resources of the
students e o |
2)"Perhaps the constant repeating of the poetry was
N sufficient to the-studentsf %ntuitiverunderstanding}
;arriVed at through dramatic interpretation{,
3) hPerhapS'becauseJof previous;eXperienceslin schoolim
v":themstudents:felt that:theAnaturevofgpoetry
required closed ansmers'instead of an ambiguous,
,open,anipersonal varietyvof-responses. |
ﬁ}- Perhapsﬁthe'stUdents were not‘ahle’to interpretﬂ
the particular symbolism used in these poems.

‘_5) Perhaps the nature of the tasks placed restrictions-

on the»students' use.of,their language to explore
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meanings
Whatever the reason, the students did attempt ordering

of their thoughts about the poems S : )/'»

The Two. Sides in Each
of Us

The foliowing table, labelled Poems Discussed by

Groups, 1ndicates what poems were discussed by each group

Table 12

Poems Discussed by Groups
- t & B

Group # - "Me and I. = El Condor Pasa = '~ No Difference
. . - S - +
o1 yes : “no - ... yes-
3. Tyes . i . yes : ~ no.
4 _yes : - yes ' } j - no
6. yes . no - no

P

»The groups appeared to have s1milar thoughts about thev

| poem Me and T. hThe students offered several poss1b111t1es
:for the me™ and the I of the poems Table 13 will 1ndicate\the
use of opp081tes that helped the students make sense of me

‘and I,’which are“the‘same person.' lhe content of the

' studentsi 1nterpretations seemed to remaln true to the

.znature of the poem

Most of the orderlng of thoughts about the em Me and T
‘1ncorporated limited use of students' 1anguage ‘ The
'_following example is 1ncluded to show the repetitlon of llnes

from thevactual poem mith very limited elaboratlon or.

/

{e
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"f?(Researcher moves tape to puck up voices better)

_1ines repeated or paraphrased from the poem are underllned;;

O clarlflcatlon of thoughts by the students vahis example;‘f,v

‘;; typifies the language of groups one, three and 51x The"

;Sharon; What do you thlnk 1t means (refers tQ Me and I)

has a personallty that can t make up 1ts

”“mind :‘;71 can't make up hlS mlnd very well

dPaul;' ;_Her A or hlS I don't know Coee S

"Sharon:;_'cause one mlnute 1t says .'.. ‘"sometlmes when

. ”Tji mad there s a part of me that seems r/ally

: ‘.\fﬁ?sadn‘ S0 split up llke the ( /)

Paul ;T I thlnkcum l;;~; I guess 1t meanl'that she s
godna ‘Q»she oan't make up ;er mind and she s‘

-/got somethlng llke a. split ‘éf?bﬁaiisyb;gggi}'*

one wants to act one wants to stand around

?Q;a," e o
"y{ : CBaY e TR

Fffti:.Sharonﬁwjhet*s‘oallfit a,her};frfi:lethepretend:ithﬁa”va’

e AT B
*gﬂﬁ}Pauiﬁfal Yeah 1t s a her }K:: I thlnk i"f I thlnk

. oh* yeah ;;. I thlnk that um, what it

yi'means 1sj.},j; she ah s:,,ffis ;; has a

y

fsplit personallty 'f Just what you 7ald

'#fFlinfu;+'Okay What parts make you think of yourself or }ﬁf;_3

el someone else° '

. whoever they re talklng about ;{n has a ;f»

Eone‘s.mad and»oné'sjjﬁsﬁicalmfﬂ”.-}thaﬁ‘donyua PN



My

‘ Group four did attempt elaboration of thoughts about the;'

‘}umeanlngs of the poem However Sunny was a talkatlve#person,:

d‘_1n all subJect area se351ons 1n whlch she partlcipated »lnah
:{some sess1ons,‘she domlnated the dlscu551on to the p01nt of

xnrestrictlng the’lnvolvement of the other group members ]ln h o
; o SR

'u‘pOther S 551ons, Sunny s extensive use of elaboratlon of

;jthoug t encouraged other members to expand thelr thoughts

v?also : In poetry, the latter strategy of Sunny s, appeared1

":ﬂucreate extens1ve use of exploratory language The_'

Alta .erkay, wlat parts make you thlnk of yourself or'”

‘iyor so~ebody else 3471 ah there s the flrst

It says "sometlmes when Tt 1 mad

“s 8 part of me that seems to be a llttlelz*ﬁ

«xl_ysad;%;; that makes me thlnk of somebody

| = andf/ L TR e R

. (

f;Altaj vhhoﬂf'why? fAth'if; 'cause that's the way a‘-“%f-u:

L g . B - - .“ / i ‘v ’
'f,person feels tf;,; they feel a 11ttle sad _fVJt;‘“
'*jlnside of them and‘then they’re mad at me |

fﬁfah there S another one for llke ”sun and\rk

S fﬂrainy weather R sometlmes we re a hlt - :}n\g.'J

AL

\,, o



150

7V‘together" .?"w that"‘, ;ﬂ;3SOrta like whenif

nwe 're a sun that means we' re sorta happy and

,‘ralny weather can mean that we. re sad . andrlf

:,Wéhi f;» e *"n'ﬁsometimes we're .a hit together ’can mean that
| ‘»we are hav1ng fun together and. that makes me,
fthlnk of me and my frlend ..“; ndw to the next'
7 :;person ,,t ‘ Sunny or Claude |
' .’_Altafdid frequently use ‘the strategy of quotlng 11nes N
s frcmfthé"ﬁoém On the other hand' Sunny quoted the pbem onlyh_
A“.}v twice i &8 e ’ 53

Sunny 'ngh{;,, I understand llkei;t;’?rthe”seotiOny

bg_here with ”sometlmes I m mad bdt there S a oart"'v

‘fﬁof me that seems to be 3 llttle sad"'{;,"} and,,U)”

then that sectlon that goes_"sometimes when I

- gscream there s a v01ce in me that says’you

VEL"Q fd?ﬁfnshouldn't be oO mean {ﬁ}j}_well that s reallyrff'~u

j:like me because sometlmes I'm about ready to f:fﬁ_,d
”ﬂklll my brother and I Just feel llke screamlng
[at him ;i:‘f‘llttle do T know that deep down

o that if g! don't stop screamlng at hlm I' gonna'

. ﬁhoget 1n trouble and that I shouldn't really behlu
8 'airscreamlng at him even: though he séreams at me
i foirst X ‘f;;m(' ) anyways um‘;*; Q'SohlfQZ;
aéifgd,f : 'fit's a really good Song that Just PlaYEdfi‘F';i/,
"’&f\i - :;people like sometlmes I thlnk that I' 'vnids' |
f : Doy i iztﬁ. ‘ '\,.\
i B | |



L ; o 151
L e A B
S flﬁ ﬁuAlta:t .. sometimes when I get mad at her I think
'that She ah ;m;‘; keep"y but anyway uh
- jtl;" e " she! s really nice most of the time and
'sometimes when I scream and yell at her I
= yyt o ‘know I'm gonna be sorry for it'.cu‘, and‘that I

'shouldn't really do 1t f'. no I'm just Joking. -
Now Alta, why do you think that something or
'other makes you think of someone elseg

. . :
R A

T V As A Resource

One unique strategy that the students used to make

fffsense of the split personality aspect of Me and I was examplesii‘
. ' &

bg,ffrom T V shows.- In the Vg cartoon shows Bugs Bunny and

h’The Flintstones, tiny figures of a dev1l and an angel image

‘sit on the shoulders of the cartoon characters These
il R -

-concrete images helped Sally, Joan and LlZ understand the :

B »”
&

'ff'c@ggept of split personality Sunny used an example of thez"
' ﬂﬂfilm technique of split screen or double image to explain,
"»what 1s meant by split personality : -
B

"..*Sally: e re like the sun and rainy weather See, half

l;of you is sometimes in a good mood and then the f

”eother half is to g0 :.‘,gv'f""f?.l‘ o
o Liz: ';-lee the deVll and the angel ;j,'; like on the
. yf?:i_fflbf"a“ﬁShOW .“l l,(f ) the Bugs Bunny -

| 17Sally;-,dYeah
dioan:y;7'And for Flintstones he goes»"comefonfﬁred, .

g f;‘?th-H_ﬁdon t give up it's not nice\

:C/"’\



/Sally:,.eoh‘yeah.-‘Like[I'm“the”little‘pow‘dog‘you _
‘l ) R

: Fred 1t's not rlght" or somethlng llke that

-hstupld ( ;5t)\and’thenrthe‘angel "donlt do

Liz: Right . .. so it's kinda 1iké that . ;;,;:l_wf‘

g S ; »bkay«why ,n,’. why do we’ think thls°' r
EENE Sunny s sample is as followS ‘?”:‘}7’ ;
Altai:“j!So twodgersonallties - Fi - _ l
Sunnyfxcolee Whlch they had 1n Fantasy Island :
": *:Tfhg“;,—drthls lady .t;lg:who had :ﬁ.l: well they did tf?fke
e ‘ ”llthey made her 1nto a spllt personallty A éjéhéiti?'
'x?had a spllt personallty 5 and then they made‘wgvl
B “;fflt come true’ so. now she had a lady w1th her who d-f;d:
SRR ;:;was a split personallty e | |
Elaboratlon of Thought in ;:>il A j-v,f}ffli;;fhit,f';’ 7'¢’§fu
El Condor Pasa o L R T A p
Even between members’of groups there.was very llmlted
::ifelaboratlon of understandlng about:the poem El- Condor Pasa -
'%nAs Table l2 indlcated‘fonly two of the four poetry groupS'“v °
: lfattempted an 1nterpretation of the poem Only one exten31vef
?‘,aaelaboration of El Con@or Pasa occurred and the elaboration r'
occurred w1thin a student's own talk with collaboratlon with

ytfwﬁother group members Alta s interpretatlon of the poem 1s

jg‘y=“7 as follows

“Claude: jAﬁgie ‘what do you thlnkv

erlta;Y*;fAhfgf;”L okay I thlnk that the poem means

L

than um .g; that 1f you had a ch01ce

't(don't pull that out) that he would rather



';wfhammer has like=.rg_; longer to live/,vfw.
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if"he”had.the-choice .. . I think that he's

rather be a sparrbw than a snail . . . and

a. hammer than a nail and SO . . . on bécause

it mlght be bettervand‘he wants to have

a longer llfe (fool w1th"recorder) .‘he
_says that I'd nather be’ a sRarrow than a
anail {‘;'; well he probably } it he had a

'd@ClSlon .,.‘ to be a sparrow than a snall

.:.i;'I think he’d probably e he'd nlck

V"

: sparrow 'cause a sparrow would have a longer
'[llfe than a snall ’cause a’ snail would ‘be. eaten

"by a sparrow ;_; and hammer than a nall well,’

“ nalls Just get hammered 1n';v;:;;and»a

e

‘v,rlonger llme Lf;- and he'd rather have a

R happien longer'llfev‘~;-. and right down here :

,q‘f\,

'QitrSéyé”; S *"I'd rather be a forestxthan a |
b iétféétﬁ" I think that ‘that means that Be doesn't
:'rlike to be crowded ;'}:3 he wants to be free and
,uout in the w1lderness {wiff andvum ,Ag"t ”I'd
'f__rather feel the earth beneath my feet"',;; .”h
?:m:that means that he wouldn't rather go up to
:;heaven he'd rather stay down on earth |
fand "he surely would" i

| No Difference

What llmlted student language occurred 1n El Condor Pasa7

A
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D a

k5 | A
ﬁalso happened in the poem No Difference One sample of

dialogue between Craig and Tara of group OM& did occur
Because of The passage s use“of language Wthh was ai?ilar‘

5Lto Alta s use of language, the example from Craig and Tara

N

~is not included here in order to avoid repetition
: . _ . o .

' Summary of Poetry Discu551ons

" The student use of language to learn and organize

thoughts was very limited 1n the poetry discuss1ons ‘The"

' w}'_most common strategy used by the students was the frequent

;quoting of lines or extenSive re reading of the entire poem
[Several reaSOns for. the restricted use of the students'
:flanguage were presented However- in- re- reading parts or
‘fthe whole of a poem With different interpretation each time,p

f-ise a use of a student technique to get at meaning When

'f'students used their language to attempt an organization of
' ‘cheir interpretations, the examples demonstrated the cdntent'

'Qfand strategies that were available as’ meaning to the students.

Informal interViews held a week after the final taping o

L,se581on exposed a possible reason for the limited o
e

“>organ1zation of student ideas 1n poetry One student v01cedf’f

Q.the opinlon of several students when she stated

6{

',"Poetry was ‘the rdest work Like it like ah e
syou know . . . well you: knew- what they (the poets). were
trying to say but you Just didn‘t ‘hayve: the words - to
‘- say what they (the poets) meant'

(A student from this study)
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- The Mathematics Discussion

. The Problem—Solv1ng Approach
, of Mathematics

) The task in mathematlcs was intended to present conflict
among group members This conflict was to :arise from the
:'problem solv1ng aspect of the task . To solve any of the
;problems presented the students could not engage in Simple
mechanical functions of addition subtraction, multiplication
‘Or lelSlon To solve the problems the students would need

to. use: the language of mathematics to interpret and manipulate‘

' several functions before the correct answer could be reached

The language of mathematics remained very quantitative 'The ‘

dstudents did explore several combinations of functions Wost

-

f_groups spent all their time on problem number one Only one

' cgroup solved the problem

"w', "Why the Inclu31on of Mathematics 8
Language in the Appendices :

1 Since the language of. mathematics proved to be constantly
S, o
‘similar in content and form, to. save time and space,'a short

sample of eachlgroup s discuSSion is included in Appendix 0.
'A glanoe at the transcription 1ndicates the quantitativeﬁ
"similarity of all the groups' language o

’ Resorting to Egocentric Speech

N VngtSkY (1962) statesvone of the best ways ‘to, encouragef‘

o egocentric speech from a' eowremoveitheiadult from

fger solve the problem‘

Mgﬁect;areaiwhereatheySthdentsﬁmade 4

N

j—
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‘_constant requests for adult help (in this 'case the

researcher). Examples of egocentric speech are as follows

1)

,v‘g)

0h3ho>, . . no . . . .okay . .. well_just

T don't know . . . beats me ... . .ask them

-

' damn ‘.‘

3)
o 4)

5)

6)
VZ)

9)

10)

11)

bit quiet.

i don't wanna'. draw.

Tt lowevs ‘the brain, all this.

We're just joe averages.

‘This is a "dragie".

;So‘here we'are.stuck\with belowvforéy—two'again.

See, I did it . . . I\did'it.the first way right

. no you didn't

Mé; I'm trying to figure this out.

BN . ! N . _‘ [

Let me se€ . . . umm . .. . #l.

’the is'concentrating now so we have “to be a little

-

Y- Okay,

‘Have you:gOt‘if Kate?
R B |
=~ No; Just about. '_ f

Okay, Kate has Just about got it . . ;sOKay
lKate is still studying this . . . Pam, do you .

think 'we'll get this?

o f; Must be‘a'hérd question

P Pam,‘do you think we'll get question one -

= T think sooner or - later we will

'V(The group in number ll was the only oroup to -

&
‘-

solve the problem ,Perhapsithis indicates‘the,
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role of egocentric speech in making sense. -.even-.in

mathematics.

'Summarylof'MathematicsVSessions .

The subject matter of methematics tended to require a
very_quantitive'use of.languagelwhich was determined‘by

the nature Of mathematics. - The students also needed
to use egocentric spéech. r‘.,', N

A

Current Events o B
P ’ i " ! ..» -

The Uniqueness of Student -
Language to Learn

S « The current events discussion had the greatest/number o]
‘ groups as well as the greatest number of sessions. The
reason for the former 51tuatlon is that at the time of the
'sessionsfall students were~ag@11able unlike social studles,
j301ence, poetry and mathemailcs where groups were abtending
French classes; drama groups or phy51cal educatlon classes
In additlon, for poetry and mathematlcs only four tape-
recorders were availabl@&& The greatest number of sessions
»were held in current events because these sesslons were part

.of a progect Wthh served as a pllot for the four other

*~sub3ect area’ se551ons : : N

.ﬂ Theﬁnat:“e of the task was both very closed and open

There were"

i

&y

£

@ﬁnltlonal questlons of a closed nature such as

ike"_ What is injustice° (see Appendices‘A to E).

'By using the questlon "What do you thlnk”" on several of the-

tasks, it was intended to 1mply an open- ended response from
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' thé students. As will be shown from passages of the students'
language, the students generally took an open—ended'approach

to all sections of the task. .

,t‘Of‘the five different sessions.ofﬂsubject areaﬁmfi\
.discussions,‘the sessions of current events not only‘seemed'
‘to provide the widest variety of language strategies toi _
‘learn, but also the elaboration of ideas was thé most

extensive. The ‘topics chosen for the tasks tended to be

closer to the personal experience of the/students, thus this

o /
= ﬁ. /

:wmay be. the major reason for the extens1Ve elaboration of
Kstudents' language for learning |

| As well this extensive elaboration of 1deas prov1ded
examples of the students' language show1ng shlfts in
thought from spontaneouS’concepts to_sc1entif1c concepts.
This shifting of- thought back and fOrthffromvspecific;a
concretetlanguage to léarn to ahstract—generalized languaée
'to.learn washevident‘in several sections of the groups'
: discussions | |
| Shifting, Between Specific .

Content and Generalized
Content

Vygotsky (1962)- discusses how language and thought are
used to weave everyday concepts (spontaneous with SCientlfic
concepts) (see Chapter 2 p; ). In additLonv he discusses
’how real conceptual development is achleved from |

elaboration of‘generalizations and also generalizing the

‘generalizations of the earlier level (p 1u)
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This shift&ng'between the conceptual categories of
~ spontaneous and scientific also produces a shifting of
spec1fics and generallzations What is a specific

G

‘generalizatlon in one case changes as a new level of
generalization-is created.‘ Thus, a_generallzatlonv?f a
generalization;shifts the specific generalization to a new
systemvof,generalization for the language users.
. As the'students of grbupﬁsix inicurrent events discuss
the bus strlke, there is ev1dence of shifting between'
‘speciflc concrete everyday concepts and abstract scientific
(higher level) generallzations ThlS use of language to move
in “and out of meanlngs indicates a transformatlon of the
=mean1ng of both the 501entif1c and the spontaneous concepts,
of the group members o - |
In the following, transcrlptlon of the students'

language of ‘the dlscu581on w1ll be marked w1th a capltal S
'o‘for spontaneous concepts and marked with a capltal G for
s01ent1flc concepts. ‘These markings are used to demonstrate
the shlftlng between the two categorles of concepts within an
Alndlvidual members' language as well as the shlfting between
‘the members of the group ;

| The language of the passage demonstrates the shlftlng of
, trategies to weave in and out of the students' spontaneous -
and 301ent1flc use of concepts. ThlS marklng of strategles,
gas well as the conceptual, category of spontaneous or
‘scientific, exhibits,the‘complexlty ofvstudents' use of

language to,learn;



Liz:  Sally, what do
think a strike 1s?
'.Sally: :Okay. A strike is
‘when people‘
~okay. 'A‘strikebis

Student Language .

when_people'are
. very concefﬁed

abbﬁt some-
thing ébout their,
jobs | like

- Just say it_was ;

like~the same as if

A}

with the bus drivers

and ah
it's-aﬁ. . okay
like phéy‘want

- they want more pay

and 'so fhey,won't g0

back on work until

their'.

they actually do‘get

higher pay . . . so.

um . . what a

strike is is when

somebody

people want some-

 thing changed in -

. until.

. . when

; L 160

Strategles and Cateporics

1) Liz initiates the

2)

(6) @)

( G) v
Sally gradually

discussion.

assoclates ‘the introduc-—

tion of the content:

(G) a) as people concerned

about_jobs

(S) bj more?éay '

(Sj c) stay%ng off‘work

want changés‘in
| . Jjobs |

(G) e) strikér‘s deﬁ%nds

and‘thé conééquences

oftheirbdemanij are

»ndt‘met o 1~/

Even the content here moves

e

between spontaneous and,

ﬂ.séientific_conqeptsQ

.
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. Lheir de th%y

-
rwon't work unt

h um 't .. untmi* | .
the; . .’.muntilna; : "
‘they get | wﬁat they . | i
waﬁt. FL ’
Liz: WYOQ mean‘like “ e - 3)C.Liz aske'for clarific%tion
vum .. i‘you e s frbm Sally while at the
you ... . youw don't | same‘time-§ggg§ﬁ1§£§g the
‘ think that the wqpk'~A conpenp;Sally introduced.
’ you're doing is . : s
gettiﬁg=eﬁough | '
money?
iSally? ‘Right o " o) Sally accepts le S summarg
Yeah | _  : as a shared meanihg L f“is
And if ypu;belong | >35and - L :_~if@ ;;;;:
J .fo auunieﬁ'; o 3 (G) introduces the 6§gép€}
‘like evenyif’you're of unions.t_ﬁ ";}f% \
x r’. you feel okay -  .e A .‘_={ )  *,3}e?F
with. your job . } DR  ’1\~ B ..~,wgiu5ﬂifw‘
‘you might have a un ;,‘4
‘ . .. .most people";:j‘-f , - '
S ;i..most jobe‘db 5) Sally . uses expre581veng ‘
L » have.a upioﬁ'anUAu ,Hlanguage‘"it's our Qough"iii.
so they.eay‘to‘go‘ | ?indlcating an awareness o}”
, | ~on strike " ;.sov;_‘ power of the unions (G)
.. “that's just S e express@ve use,of



Uhe facts “;;yu';h;1,,;1anguégé[here.aiso'allcws

I thlnk what a Fhﬁ&loiﬁLSally to. explore human |

strlke 1s “h- ;tf:;;;tifeellngs and attitudes

o Luke:hvi_Yon;don{t}hawe  :\?6)»¥Luke dlsagrees with |
S “’;to;: S "g-,Sally s p01nt that 1f

| SR ‘:unlons __1 strike, you‘ﬁ

'hkhave to strlYe (S)

“f;l_Saliy: : Yes 1f you belong \ 7)'tSaliy rev1ews her p01nt
to a unlon ﬁ ..g:gcﬁ"‘jabout the power of 'Q;W_ﬂff
.:thepunl9naSaY§ 80'ff ‘;;unlone- However shef ‘

'on'StrikeV“‘; . : fmoves to an even hlgher-*Tﬁ_‘

a

the union d'cides ‘.mfipower to support her dvq;,-

to gooon st-lkeifti ';  pO1nt =~ the court and its':ﬂf

,,55;5”5 cause almoSt ;f ;ponsequencesx(Glp_’~ J;t;_._n

T you don'?};

\..

e T

fﬁ_uﬁ*w' they can take youﬁ :f‘77¢wT7fQ;fgg f;,fﬁ"7;i,.?fLR=7

to court there and

they can sue you gyyfﬁlt VQVL,;}Qf@fﬂ‘V&”“

T w

" wf;and everythlng

e BRI
"Enge;v- I'd Just qult

%% a. very ersona; level
th.gf, '»*wh1ch now\shifts the con~;v7;‘

e . . Cept 6_f' ’Strlke 1n Sally S
L Aterms #5 to a mére eral

- .

;‘concept thanwLuke s

ST el L
I A ) S ,I‘ x i
[T e -a'j,ﬁfij‘ 31_ ,‘v_,_,’, |




Sally:

;;strike 1s when you.‘

vsomethlng becausetf,.“
t.ﬂsomebOdy Saysv"hey, ;"7‘,fwhat someone mlght actu—
-:;ng enough pay

'nssy{gf;h getting
"really ;g;].‘mmm;T. o

kosay somebody int.

{1Calgapy goes.on"fﬁ‘i'v

fﬁthelr way they

Mmmm, yeh }': hey

:fyou guys this.

‘fthlng k;n"”;_ R

K .‘.'

'onan what do you ’
‘ﬁthlnk a strlke 1s9>v” .

gngell T think a ffy,if_gf'

_don t want to do :ttf\ e

'ywevhaven't*been gett;ff‘;jally soy 1f they were_»“‘}

‘(.

'”Jstrlke when_they re

: N,

vnngetting nore: money

Al and they got

they ;f;fare .

@

gonna go"cause

they re 1n Alberta,;f,7-1oV

o

,v&/h‘;,”ﬂﬁjj-vt/f.q

concept of qulttlng than
(was at the p01nt 1n #5

of Sally s (SQ

P

oylf‘~n‘

'concept by framlng the (S)

"vconcept 1n the context of

fvfg01ng on strike (G)

"cept of strlkes by (G)

'fsettlng up a hypotheses.ﬂ R

=L;Thls enahles the concept:
: \

"of strikes to go deyond
- R
»}the glven iniormatnon pro—-

’:’v1ded so far by Salﬂy and

_Joan shlfts the COncept 03‘"'

‘”ﬁ;of strlklng to a SpelelC“%ia

-

'_1fJoan elaborates the con—77:h
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f’Sally Okay that's um -

‘and‘weire,gonnargo'
hl-onoetrikeband‘welre
“gonna’eopyioat éhdwk
| er . . . Bay
“"Well we'd be |

happy m@ get moref‘v

go on strlke

Luke I llke Calgary
It's a wonderful ; o

-

o 01ty

interf;’; what'

teigy

ﬁLuke eva‘uates and

W
p.}.';}‘_ A
AN
f
RN

8 c?t{'s‘

f.

‘l,presses feelings about

-‘"":_Calgal”y Whlch denotes

that word thereo  ”_ﬁ,vx”

‘"f‘(?ﬁie WhereO-.

G

'nfthukef It's your turn{

LfSally That's um } ;yffl7

irrel%yant Yeah

>

: irrelevant
;V(_ o 4

N

v‘?li>l

fattachment to the  '": i

Vspe01flc content of the{"

L

ﬂaCitY Liz hypothes1zes.‘

Cabout (8). g

ek
Yo

But Sally reallzes Luke S'

Lpersonal p01nt about

4

‘7topicv;‘;~‘

'f:this p01nt.

"irrelevant" to the dlS- "

iw-icu351on of strikes at %

164

g

Calgary is shlftiﬁg the :



[

Luke: What's irrelevaht?

saiiy:-Talking about Ca1¥

o ,gary when we re
italking about |

'strikes.' Nowngo.

S Lizr Okay Luke Joan,“,‘ \ 12) Liz asks Joan for

'you re saylnd[,',“ﬁ.tf7gtif clarlfloation @f her:ﬁ
‘that - :tt in’ Cal-f:,,;,»?;3p01nts about Strikes |
'eggary that: one v ij .;.}iln Calgary (S) and by
n‘fn‘unlonﬂ;n:Calgany' -7t:t'jb’nputt1ng the questlon
egoeézonzetnike'.“;WQC At'~e;1n ‘a rhetorlcal form
‘and they get J‘;‘._Q f*";_ has ta01tly summar1zed.77“’.
‘eyou know»:x. : higher ‘i?.v~Joan S p01nts " This‘

RS

.owag4e and everything :ievfjuls also accurate 1n-ff'5
ey SR _
.'\ then Edmonton s j-;formatlon about parity.‘

’»fg01ng to copy them, ,fi;. 'that the news medla gave‘;;i

nSO they an get -',g g7~;.ffor the Edmontonebus
Lefh;gher~wages° e'ii;ﬁtnfaeg,_strlke (S)
*fJ@aﬁ:V v rthey re not g01ng ‘_13)nJoan monltore.ner ownvt
i ‘t:copy them They reign°ﬁtspeech and thought by
Just. going to say ;. .:tg;‘;’fnot pa351vely accepting
 “We1l how come they,;ﬁ_; jfgLiz s summary vvJQan‘n'ﬂ
;gthey re a smaller ef:f. kaffestates ner conceﬁtso“3@5
wcity,:and they're ‘gv=[7 ,5abont'strikééfandfisa}f.‘;g;

A getting more. pay and ki,:or us1ng the, strategy of :f-;t

'they:heve lesS*eitif"jvu.gbgreflexivity (G)M‘ This
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e e A

‘-zens dnd stuff ‘than "1earning‘stratggy allowS‘

u

us.so, why can't we'.:f’“.‘Joan to reshape and re-
Lget:more pay 50 ;ff 3 .ggpix_the knowledge of
"tnéy‘fé.gonné' go_"‘.7  étrlkes el

| 6nTstfike; R L, |
'5‘Séii& Well that's not _;f' iQ)MSéily adds.theﬂcdntént

. that doesn't nt, : fthat strlkes are a dis—;.

,really concern strik— ] nsat1sfact1on W1th the

'_iﬁgflj it's just ,;.ivjob; not Just for
nfnconcerned w1th their‘.’_; money (S) S
>>.,Jobs ;;. llke ;i,’,l  :_and the workefs}? o ’t%f”;
Q:}well you know }t{.fi_i ,go on strlke untll they

‘f:and there's aomethiné.it.fdo le 1t up (G)
"Cthey qon't like with "
tthelr JOb and they e
»”iwant 1t all fixed up*f:f? }}‘f;V;A[,;7£" o
]and the people won't o R R A
"ffix it up, they 11"

vajust e} on strike

'n'until they do £ix it ;i3t’? ‘L;Z ;t:-'}nt’i,
ups s T e |
| tté)i ;_The tgaéheféﬂ gn;{:v_ s
e Lii;ﬁ’; kay;;,f :n, 'fLuké7” | '
o “V{Phat do you think a vf~ »;\'w

>stf1ke is”iu ;£:4T v

. Luke: It's when ah . . . 15) Luke'repeats the previous

-



foa
.
““ £
W
]
1
.
. o’ N
o
I
R
e
.,‘"'t
i B N
SR
b .
. . .
: .
B
kY
A

‘fit is

nnot paying us

"We rerteachers

f'don't

ﬁyou-know,we can{t»

‘do that" .

o when they re asklng

for more m

complalnlng

'cause they re not"

ot
.

~‘being treated. -
'o*right eitherﬁ'.

j]I guess that S whatj

” .
what do

‘_ :you thlnk 1t 1s° i

S i g A
“Me LooL ‘fuh'
) A

3 ﬂ'Penny gets her
,'_If the union. de01des,
%Hey, %g re d@ing all

: this stuff and they re.

N

e

o Sh0u1d~get what-we?‘

".ywork too 1ong" ors

O

",too many students,t;»

T

B 3

ey and ‘:

we

.',‘we have_f.

167

content of- strikes as

asklng for money but

s generallzes Sally S

1.\

)m‘

A»w,'i

ey »&,

@&ff
'.,to.the.

&J a worker and w'y he would:
;iend;,"“’;v

‘fSO'they'refjuStﬁe; felideer

.p01nt about Joh dis—

formatlon here to

.ooOrrtreatment (G).

satisfaction by the

erdS‘COmpla{ningwend

f

“16) Liz uses-anecdo-

maginar worker

" adds a

 allows

of~the

tstrike

9&?

Qhas1ze the ev1dence o
presented so. far (S)

: By quoting as. an

sense of drama

actual re'lity of

_:Sheh

S

”additional oontent by

’strike

4/ .’ .

;stating why teachers_'

(S)

Liz”'ﬂ'

hlso gives

15544{‘}

'her to'makeyeenSe



e

bu%.. R = '.v"“, ‘ . | ) 'i58

‘(?)1 " And in'subﬁort:of
| _ (unclear) | L )
- i (2): l‘v They will teach 3ll -l?)w(d):A;statement’abOut a.:‘
V‘ more students ir o ., teachers® strile is
they get more pay ‘_j‘ 'k-very'generalfin the_

L f%"ﬁ«(f‘*\r. o o Co o fhev will
et b pol b . o : pay they will set.

stud&gts ﬁlf '“t: a.ﬁ ”"ffiﬂh

i Yeah (laughs) $1. 25 18) Sally makes the generalized

i
S -$25la'day,» Okay so . pay amount ‘in “17 very
L i , - v ‘ : » _ - o .‘ ,‘&3 P.
o ah . u ke e spec1fic by stating oy
number 2. o "f o exact wnount (s )

L Aj:- Although ‘the students' language shifted between sneCific

and general he levels of meaning also shifted : At one
5

_p01nt a. concrete specific meaning sw1tches to a generalizatiod

oat a higher level because another student uses personal .
wexperience - As each student constructs lhe meaning of a
'strike the concept of a: strike undergoes a reshaping of
the student s knowledge of strikes Neither the*T' |
"Spontaneous nor the scientific concepts remain in a fixed
; v*!category but shift in levels of meaning as the content
changes _ The students used’ their language to externalize‘

xv_and to order their thoughts about the concept of a strike.;

QVWith various social cognitive and linguistic orocesses, the ”

“students work on their meaning of strikes Ta&»? inconsistencyfl

v

in meaning indicates they are gOing through learning processes L
Although they learn through elaboration of thought by using |
7;'their.language the students indicate that for them, a strike

NECRATE
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;is not ‘a fully developed ora fixed concept

Group six continued to introduce spontaneous concepts

to talk their way into ‘the concept of a strike. The use of
. -~ :
leveryday experiences increased Although the group

o

continued to elaborate the strmke concept using everyday

evidence this use of language enabled the grQup members to
‘ L
' weace’ into- higher level generalizations The students

discussed several pOints of view that typify the,

B

‘~.‘elaboration of . an idea by the equencing of everyday events.

One student talked about her s1ster s problems of getting

i ‘a

-

*to ghe univer51ty ' Another student used the example of her
:mothgr s difficulties because of the bus strike while another

lstudent talkedaabout the teachers and thé senior citizens'

'Alproblems inb_ riving at destinations

In the example of student language that follows, le set

-«

l'up a hyppthetical ‘case after Sally generaliﬂed about h

Ay

@ategy ‘may

-'feelings of the bus drivers on strihg& ;aalggw

LA

'be an intuitive response to Sally S comment but Liz S Q?‘;

;llanguage does show the others and herself that alternative

fpoints of view_ane possible. To providea@he-alternative

; pOint of“vieW;”Liz unconsciously movesﬁe' learning through“f'

s

:the lived world of bus drivers, kids, wives and Mrs. oS,
’.their teacher Finally, the students are. able to generalize
ttheir spontaneous notions to the lived world of lots of o
.jpeoplelwho4need;to_surv1ve,g (Underlining'indicates theruse,

-of 'spontaneous concepts). = - e . S S
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Liz: :‘fWhose‘Side are you on? -

Sally: The . . . ours . . . I don't like them . . .'I

‘don't like the, ,the bus drivers. I think it
stinks; .

W Liz: Okay, let's put it ... . let's look at this

"point of view. Okay,. Say.{ . . say you were

“WOrking'driving,a bus . . . you know it was
ks

'really noisy and you oouldn't drive and ah

b;s }, ~ you had a family .. [shutup] a’ famlly £ SR
“;1,{Cf :\Qadtake care of ; L . you had a family to take
over . . - take care of C and . . . and
'[turn 1n-down] you don't have‘ _ |
Sally: ,Yeah ,_;‘ﬂ you're right o ) in a way they doA
‘deserve more money but I mean . . Just like

why do they have to go on strlke 80 that

59 '_4, . 1n a way I am on the bus drlver S s1de

then I'm on my~side, like I do think the thing
- does stink but “they do . vﬁ
(Luke and Sally brief}y discuss what's irrelevant) .-;\j?‘
The discugsion continues gs follows
'lSally; ”I'm really on bfth sides e beoause,.,. . lnA
B a way . ,V Af I did, have a family to support
and everything
..':“Lizt ff} They re both right
.(?):f'ﬁ _And my wife. They Tre both right in a way on
" the both sides Okay )

“

"Sally;;n‘Whose side are you on°, Or chnéf‘j-‘« : \



Liz:

. Joan:

Liz:

(2)y:

(?){..

;(?):

.ldtsjof_peopledneed to ‘depend on 16,

| And car pools like Mrs. S.....

171

Joan, do you feel . . . wéll how do you'feel
about the strike?

Well, I'm on the bus driver‘" side because the

bus drivers: because ﬁf they .. 'havetchildren=
' ) ' By
and they re not very keen on thls but . . . %W

they have to- start working,vthey don't get very

'much pay , they want more pay to support thé

4

family . . . sO the w1fe 1swgonna' have another

Ababy . .'and 1t turns out to be triplets: or'

: omething Stupld like tha%’ Well, they're not

gonna' have enbugh~money'te support these kids,

so what they'll have t® do is . . . give them

up for adoptlon . .-; but you. can't get a nanny
s -

when th_y re out worklng because ; . . nannies

. cost money e and they don't have it, 'cause

. .
¢ , Co N

it isnging to cost more,money to get a nanny
‘anyWay 0. | | | | .

: Besides, the péople\Whoaare affected L. qui%e
ca los ef”people and . . . and ah . .. 1t's

not wonderful (unclear)

\

: Well -a 1ot of kids have bo g0 to school ‘and

"jdepend . .\; depend on the buses
Like you do. - o ,*P
Like.l,do;}. .. 1 have to take a bus to

¥

. VAR , . o ,
school . . . it's a failrly long walk and/. . .



fjincidents of tomfoolery and few\requests for adult

‘ intervention

172

(2): You can't hear when I kick her in'bhenrear‘endQ
(20 .Yes you cen. ‘ o |
(?5: It's effecting a [Lot of people.
(?): "Yeah, 1ttis Endbit's not the'greatest thing in

the world but [people do need to surviva,vand :

support their families and things.
Thevprevious passage was typical of the students‘ use
of language to learn -The.eleboration and movesfto higher

level processes.. of thought and 1anguage are common in the .

g
R

\
transcriptions of studen\\lanouage in the sessions on

'3

current events Given an opportunlty to control thelr

'knowledge and language, the students were capable of

fcontrolling their learning There were very limited .

.&., . . -
The Use of" Expressive

. Language

Relieved of teacher control of their'language ”Ehe

students used expressive language to make sense of several\

aSpects of the current events tasksr‘ Unllke‘the other

»bsubject area sessions, current events_had no predetermlned

expectations of language-use The students appeared'relaxed

b *

.enough and close enough to the subJect content to use‘

_'expressive speech to make sense of the tasks in current'

’ ’
A

events

ANE

The objective use of 1anguage to 1earn is prevalent as_ ,

T8

& .

o research«tends to-indicate,vin most subject areas. By Gradei
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'rehearse the growing p01nts ofxour formulation and analysi

:there were only occasional snlppets of expres51ve languarx

\ and in some cases no use of expreSSive language In tde

“speech to evaluate and explore at a level

173

L

5, 1t is supposed that the students have an implicit

knowledge Of“the formal expectations of the language of
social studies, SCience' etc. H0wever,‘since current events‘
is not a regular curriculum subject the expectations of
language used by students should remain opén. - And in -
current events, the language of-expressive‘speech 1s common.

Expressive speechﬁﬁs personal, close to the speaker but

Y

serves a functionaimpontant to learning. It is often

-

difficult for an'eleven—year—old student to explore conceptsv'

at too abstract a level In addition ‘to make COnnections_

\
between scientific generalizations and personal expeplences

or. ag knowledge students need to use’ language that
hhelp ke these .connections. Also,‘as Britton s‘ggests

that\lt is in expreSSive(speech that we are likely t
\

of experience. Expreseive speech is also a principal | LN

B R

:means of exchanging opinions,'attitudes and beliefs vJ

/YIn the other four subject areas considered in this studf;ut

passage that follows, Sally made extensi— use of expres%ive

of concretenes§

which demonstrates the power Of express1ve speech;“ Y
o ; N

(The underlined words 1ndicate expres51ve speech)

Liz: WHat do . . how do you feel about the bus’ i

/\;

'strike°'

' Sally: I think it stinks and’ the leaders. of the union

ta§l
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»

are just a bunch of old mental midgets trylng

to go on strike .., . I mean . . . the pay's

o crumby but who cares, you know, better than
. nothing . . . apd if they have a . . . mother

who's well educated at home, feeding her little

kids . . . for dbout three or four little brats
" who don't‘even toiletvtrained—yet/}ga . . she
- should. get a nanny or wﬁatever . . . and she

~could go work'or whatever 'cause Irthink\the
-people who ah Ql. . organize the union are

mental midgpts act;ng like. turkeys

. - ad
In another example, express1ve speech is used to correct

!

" a m1s1nterpretation of 1nformation ' The 1nten51ty,of

expressive speech is revealed moreso through intonation w1th

-accompanying gestures impossible to demonstrate in written
‘ { A ,
" spee‘ch. When Andy Aalks about hls friends in Calgary who

want to take a bus‘rideVbut cannot becauSe of the bus

#

fstrike‘ﬂDonna and Paul react intensely with express1ve

. language

Donnsg: Tragic that.

”"Paulz» xCalgary' ;_r . Where'svyour brain? -
Andy: . I didn t say that
-+ Paul: 2»“Wellftran31t’ on - strike not Greyhound
B R - . © e ;,
. \\: Andy: So they can tjéet to Calgaryvbe;“" £
\ o /
R e .
Pau1 ) '.;. "

Andy: Boy, who'd use the Greyhound Just for*a couple o

1



LTS,

’of Hours drive? Not mc" 1“,] ";‘1 . . P
Paul: ( ).

i

"xhat‘T Said

Andy: . Okay. Forg

‘Donna and Paul's u xpressive ipeech suggest to

A

Andyihis,point is ind@ D t. Andy very .quickly told his"

group "to forget”what“f"said". Andy soon learned that his
, pointiahout Calgaryaﬁwesented conflict for other:group,

members .

When humans indwell or empathize with other people s
lived- world expressive speech is a strategy that the
PO LD
students used to indicate a commltment and a deeper

| .
.understanding of the. realities o strikes At the sameme\i‘

I3

time\the students used expreSSiVe speech to‘indwell in the
C%'meanings o% other worids, they learned cognitive and : e
evaluative informatlon that take the studentg beyond the

.world of their previéus factual knowledge ab ut strikes‘ ;

.’)‘:‘ﬁ

L 'Group four An current events made use of ex ress1ve speech

< - i

“\to:learn and empathize Excerpts ‘are remo ed from the ,g ; :
. [

total discuss&on angsare 1ntended to exem lify the d fferent

‘ »changes in.the students' preVious knowle ge\

VJ/’ “'ﬁ 'd

!

:/indwelling that indicates evaluative cohcerns for th 3
issue. Again the underlying ﬁhrts indicate expres 1ve

xspeech o R - o ,;\-

Claude:;,Is thisethinv rolling° o o CEE A O

{
i

Vs
N

oo

,‘Sunny: , What is a strike° [ Y
. 14 . *‘ . N
§ (3):  Well, let's sée. . ‘
¢ Claude: “Welle . .o e
. . ,. ’“ - : . - 4’,"{ ‘I . ,  e ‘\._,_‘{—/i



..j,.w,x ' yﬂw\\ think a Stl"ilfe ls‘? .
Leoa wholq\

- \\‘"\T\\:' . o R :
o are

Well a- strike 1s whe% a bdﬁch of tw1ts leave _
’:*; Ib »V;:f

~Shel:

their JOb to make idlots of themselves
1n other words they want more money T
'what do you - -

Sunny Well if you were . if .. .

~

(teacher 1nterupts)
Qlaude Well I thlnk it when, when

v}4 o ”:, bunch of pgople who thlnk they re strong

[ﬁ«;'. Jtlﬁf carrylng plcket sléns 'V.fﬂ‘j”y
even out 1n cold weather and burning thelr

not burnlng, free21ng thelr long underwear

and all sorts of Junk 11ke that _

: N ‘.'\\\\
Shel \It 'S - depressing AR

Claude

\-\

Yeah .
Well you mean that 1th llke when a- bunch of
:”‘; ~who. are‘ S

*1SunHYF
T lletS who are really wacko
\\._
who ‘are. really wacko ah -
“‘. . ‘®v~

.
; A

really wh

Yeah go>on ft e
Lo of 1d10ts you thlnk :
g llke Q_;“

\-"

Claude
',Sunny;ﬂf When a bunch e
B Cf i : 5 }when a bunch of people say that .
v‘.Claude The buses in Calgary they 8 they felt that
S ”.‘you knowv;';x they ;*.’f‘they re’ gettlng ah- |
I thlnk ,Oh twelve R they re gettlng

twenty flve cents more - and they '* they want

S Sunny:"v.TWZ/:\)flve,cents° S , e
- ’ o » el m“ ‘ N X o : o v, 2 .
:Claude: - They want twenty flve cents more.. ..

.



- Shel:

.Sunny:

Claude

Sunny

Claude

,”Sunny,
" Shel:
. Sunny:.o

.7‘? eee', 3~¢ so you thlnk

. "’iv'SO.l i.,'_,'-'n." g

Shel

Claude

“Sunny:'

Ah N ;'what‘ya<\mean like' . .

~

R T 0 R ER N
okay #%ay that

you re the. bus driver\ e ko and say

5 that your best buday e fg"éh;;e:.. is paid«_

».Claude:

” : A..'. (.u

<

T what we should do.is- we should Just . ;7,5umT;T*"'

Claude

lj Shel:

‘;Sunny:g

And. . g»;\g-

- Sumny:

hour-.v;uQ'no. " }f,“"n"yo‘ T e T

.

fNo! They gotta' get on thelr/own

twenty five dollé?s twenty—five
Na

Cents o”l "9‘

Twenty flve buckseanehouer.

Cow

And you re pald

You re pald .y, .?aht;

(Laugﬁs) don‘t as& me"

That s rlght D can never Say 1t\r1ght ‘.,f!

SO0 you thlnk that

S B

.;;‘s" "Okay,,lgnore them leave 1t up to ;A‘Vn~

the government gover'ment got 1t all started

B

Ignore them 1w°,*n o - L e

<

Okay, okay . Leave it up to them we don't care

T Lo

about it :v;-}{uh,.n,‘} Just,';
But we do too | ‘

Okay

f W&ll we do too, but don't you thlnk that.f;lf S

;‘;. FRET e
Okay, I thlnk you better t:;‘enough

"
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‘:\Sunny and the others used expressive speech extenSively

P

- strike

Narrative as & Way of P R v _:‘x;;;
Learning : , R o -

In\\he course of everyday events, people use narrative
to 1nterp\\t\e\ents that have occurred 1n the past Moffett

(1967), Britton (IQZQ) and Labov (1972) each see narratlve _:

dvas one aspect of using language to learn ToHBritton,‘u'

i3
Lok

narrative 1s 1mportant 1n that
To recount ‘an eNent is to place a'constructlon upon
experience,bto interpret 1t but of course, we' interpret

. -
Ve

.\~: schemes for todayv v .fj 4 “" o B 'V:wiﬁ
‘NSunnyiu. Don ¢ you think-. o + but don't you think that
Q; ;'it concerns them . . but don't you |
..rfxthink that 1t concerns them because R ah'l_"
éhelﬁiv Can somebody elseAéet a word in° i;.ﬁ“ L
“Sunhyijfgh\ don't you thlnk that it concerns them
';,L;;y%ffkbecause for every dollar every dollar that
‘?;;f%ifj- o they (unclear) goes towards their family and S
E,: ';) when the 1nterest rates and allsthat Junk e ;
1? owadays about every dollar that yOu -earn aboutad o
'”idn ﬁhVi_t/ three quarters of 1v‘goes towards the government
: Q¢/$unnytlk Stupid old governnent that is . ‘
,“‘:/she1¥‘ I know vr: .fff‘fld

°j to take ownership of the meanings and feelings of the bus',a\ g



Vo

‘_experience by’ matching a verbal sequence of events to

'-:something that" actually happened At times this recounting“*t

.experiences Narrative is one method of recapitulating past

also more directly, exﬁiaining experience, commenting,
bringing.generalizations to bearqupon It (p. 72)

[

‘”Students who try to make sense of ﬁamiliar and "rvffl‘ -”%unf/

unfamiliar experiences use narrative to order those' S v,:»f‘f

v
§

b

"of _past events helps the learner to interpret\the 51tuationff'-

' of the present and move onto new understandings \ Narrative‘j»’

f,ls a mov1ng away from accounts of particular events towards

\ .

i a

[
e

'generalizations upon events. -k

The current events sessio%g were the only area wheref

:Vstudenfs usednarrative to make sense of experiences The

yieveryday familiaritv of the concepts of 1nJustice and strikes.iu

~;sense of the realities which they were discus51ng : /,

tunfair.‘vTo elaborate'the concept of the unfairness of the

’needed to be interpreted in 1ight of new 1nformation from

3

.efother students, other resources (media parents, etc )vand
‘ ,,from the nature of the task 1tself In this study, two types RS

aftof narratiVe appeared which seemed to help the students make _'/".

&

- e . : //

‘ . The Use of Personal Av T .

Narrative e , o : g_;‘ S E / R

The first type of narrative that was used by the students

:;fto learn is of the form described by Britton (1970) Moffett ‘3",-g

(1967) and Labov (1972) Donna in the follow1ng example of

&

narrative,,is telling the story of her couSin., Donna s

.group had reached a quick consensus that the bus strike ‘was -

e

"tbﬁSDStrike Donna s use of narrative directed the group sJix



i-:_consensus to further details' Within the sequence of

_levents, Donna does indicate the point of Her narrattve and
t.prevent the question of so. whatﬂ fromother:group members and
D'herself Labov S'analysis of narrative showed the use of)'
'*evaluation in narrative prevents others @Tom asking "s
“what°"~of the storyteller. Evaluation also indicates the
’treason for telling the narrative As part of her narrative;
Donna included an evaluation of her cousin s situation,
"it's not really fair for him v Donna s evaluation strategy
' ralso added support to the unfairness of the bus strike S
‘f Donna s narrative lead the other group members to ask
f}additional questions., Paul asked Donna questions about her‘
: cousin = location and in so dOing Paul extended Donna s
'i.narrative Paul's questions brought forward from Donna the
'actual distance of her cou51n s school from home : Paul-»
'J”appeared to want evidence that‘@onna S cou51n was : reallyi. f k
,done an injustice because of the bus, strike | |
’Donna. .;My couSin couldn't get to school 'cause offthe'
‘.ﬁ,bus-strike R PR =

Paul:'~,‘Lucky cou51n.:i

TR P

'dDonnai.ﬂ-And he couidn't get to my place f;.'}'actually:fy’

[

- he's smart;;fg_. and I was gonna";-.p;‘actually’

/v iand I didn t want him to take a ( ?7‘) just‘. .
. - oy
fihe 8 gonna be in lots of trouble ( 3?::Hi5'”\

j,dﬁd was at work and his mom was (cooking) andf
’ﬂ-_She doesntt know how to drive yet Well sﬁ?"“':

'“doesn_t wanna"know How either.so',*. .Kum '



NI ‘it's not really fair for him 80, he couldn t

Ve o o 181

"

and my mom wasn't about to ,/, get up

o get her coat on' lk. . get outside in the'

'

cold air .'.‘. turn on ‘the" truck e e e walt for-

a'it to-warm up .. . go’ over/there for a half
| “hour }h. ; sogf A;;’decided not tp ( I)TY:J'
. Thet's all"\ . o
ePaul; ‘.oHow far away does he llve from his sohool° ] .
’.}Donnai‘ﬁ,From his school? .~ |
CPauly  Yean. . . ot
'Donna: 'Donlt ask me. I_donﬁt knoww“ Heglives_over’
| where;l’used to live. |
hi ‘Paul: MlllWoods? L o o S
"fbonna;  jWéil,..} how.an 1 torknow e l”don'twknow:
.vwhat sohoo% he goes to e ,;’g"n fﬁ;

‘fﬂPaul:‘/'sDunhard° Dunhard° 'L'

”fDonna"-;Well he never even told me. -
tAlthough the deflnltlon and structure of narratlvev

assume'a sequencing-of past events the deep structure of-.a A'

‘narratlve can create a complexity of learnlng strategles.'

The narratlve language that the students used in the

. current events GEmonstrated that the- sequenolng of events is

Ll

-i*secondary to the use of language to learn : Magg1e~ 1n the'”
,,ensuing pa§%age, used narrative to talk 1n and out of the

lﬂunderstandlng of a- consequence of bus strikes

vv"

.
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- to ° i S . »

»

The next example of narrative is discussed following the
_sample of the students' 1anguage” | . - v

[ - Gordw B Most people have'the_wfong‘image’about his . . .
‘ »hitchhikens but . e just think about theo
innocent hitchhikers that . . . that are;justd_

trying to get to work without w{thout‘ahbus e

L L . to get to work. ~ ,
- Pam: 'Okay‘ .. ammm, I think . B like GOrd-was‘ ;
PR o saying about these innocent hltchhlkers

well 1f one person has gotten raped then what
about the easy S innocent ‘:;,: what about ht
the innocent people like the 1nnocent drlvers | .
f/and_the»innocent\hltchhlkers Well they don't“1j
3“ tfust anymore peopie .o so they don t E /..
y - N : . ' o
R hltchhlke m %\N/ e S
Kate: What 1s this world comin to°‘ | | |
';Maggief ;But‘.Ah . but okay llke Hmmmm we're drlvlng in
E the car one ‘day . .4( and there.were these
‘people . .fg’hmmm;:i‘think'q .. they hadn't
: they' re from Mex1co or}something ; .,?,
and they } . ..they were looklng for their |
,kids ; ;c,;school and I don't'{ _,; they dldn't

know how . to get afound and everythlng ,'so

s

NARRATIVE

v f»; }‘} my dad . . . we plcked them up and we

’dronped them off at the school o e and then,

o

my dad was on' his way . to work ; .“and um: .. ..
1'and he saw this old lady there B ;:andﬂsoihe

» ®

9 o t h . . kS
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L , e . - .
picked her up and droVe her where they are

'because .o just people aren't really

|

,messier because they don't trust hitch?ikers

like I A you ve heard on the radio
, ,a | | _
. Pam: .' And.other people . ‘the hitchhikers don't
o trust the drivers either
Maggie:” Yeah, butf. .. mostly,the driver don't
. £ru .. . . don't trist the ... . t:;\hitchhikers
because nost bf them are . .. theidriyers‘ B
always getlkilled or.somethingg'. K
e ‘ﬁhm:ii vLike_my‘mom;. . .‘my mom WOuldnft pich up a
| man . . . alone but 1f you Were,with someone“
\ _»: C elseﬂ ' - | V
Maggie:'hLike a womah S married‘womanl :i.
Pam:' ITI can R I can understand a full car not
| picking up anybody - . but a one person ,
car. . . . A ONE PERSON CAR T CAN'T A
BELIEVE IT! ‘ Lo

2

: Gord introduced the 1mage of hitchhikers evolv1ng from

ythe previous content on problems caused by the bus strike
Pam moved from the specific account of getting raped to, the
.general account of two points of view - 1nnocent hitchhikers
and 1nnocent drivers to»an analogic low 1evel of ’
generalization —y”Well they don t trust anymore people""
5Kate moved the? discussion almost to.a speculative ‘level
ﬁwith her question based on the general facts of bus strikes

5
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| ‘ ww\' _ . ‘
hinnodent-people rapes, distrust of people\v With all these

problems in the life of the people affected by bus strikes

W’Kate wondered "What is the world coming togM

o

Maggie, from the previous constrUCtions’Of thought by

»‘her‘fellow group members, moved into the narrative level of

-

- making sense. But her_parrative was-not merely a sequencing
oow e £

‘dﬁ'past events. «v‘,.wequencins even%’,Massie lnterpfeted
i 4 d il

. g = i fﬁ‘ m
the world of one ethnic hitchhiker, ﬁéw&@ﬁrth for a .place,

"and the pick -up of another hitchhiker (an old hitchhiker at
" that), These internal interpretations lead Maggie to the.
‘reason for her use of narrative-a She impliCitly constructed
a generalization from the sequenced interpretations of
events - "people: aren't really mess1er because they don't
trust hitchhikers - From Maggie s narrative the group
ifshifted from general (hitchhikers don't trust drivers) to
;particulars (my mom) Pam S final comment was a discovery
of truth about the 1nterpretations of hitchhiking cPam! s
use of expressive language indicated the way she felt about

her interpretations of the world of strikes

A ONE PERSON CAR- . A
"I CAN'T BELIEVE IT! S

The Use of Impersonal A oL S
Narrative — - -

The - first type of narrative was a functional use. of

-1language to learn It is 1nferred that functional.narrative
is a sequence. of events that actually occurred in the lives
‘of‘the students. 'However34fromfthe current.events sessions;

a second'type‘of narrative was used as a /learning strategy



' A

by’the“students.v Impersonal narrative will be‘thelcategory
for thisfsecond,type of narrative because of the fictional, ’q_;ﬁi
_aspect of\thelevents;;
~,my Thelstudents,used impersonal narrative‘tolrecount a4
mﬁgtrike}scene at a brewery, and to recount the didlogue of a
government party threatening'strikers. One of the most
'dramatic uSes ofwimpersonal narratives was.presented‘by_group-l
four. . ’A o ‘/5 i ;;; | | | g
Group four was'responding'to how-they_feltrabout the bus
vstrike‘as fair or unfair;4 As withvmany of the groups,t'he
"realities;‘the'problems and the solutions of*. bus strikes
arose-from the students',explorations w1th th ir language
&The issues that developed from the students' dlscus51on
fbecameclntense and frightenlng. lhe students talked about
the dangers of hltchhiking with consequences of rape, robbery-
hand murder | The creation of the 1mpersonal element allowed.
thq students to flltergtYe experiences In other words the
) use of 1mpersonal narrative, allowed the students to make ' IR
.sense of the poss1ble horrors of hltchhlklng, enter ‘into the
feelings of both drlvers and hitchhikers,‘and recount a
pOssible'reality. rThe(impersonal aspect'of the.narrative
created a feather line between fantasy and reality, as well
the students could learn about sensltlve issues w1thout
'i»fear of them actually occurrlng,'espe01ally to them 4/ .‘a
’Sun'ny. ‘An . . . I'11 tell something which I felt)

. no . -. .'when I was walklng to school one . day

you know 'the bus strike .. ;». stop,down



. Ciaude;

¢ Suhny:

Claude:

Shel:

Sunny-

Shel:

Suhny:

Shel:

Claude:
»%:Sunny:_

Cléude:

Sunny :

gpelz’.
blaude?l
Sunny:

Claude:

¢

;. Sunny:

With three babies?

"~ Ah . . . what dofyou-mean?

X ) ' 7
. And maybe even killed.

' . 186

there . . . well I. . .

I hate your storles.’

r

.Shh . . . no, but listen . . . okay tell me

p . g T et . '.
what you think of thils . . . I saw a lady ...
with two litt}e'kids (Claude blows tongue at

her), I mean just little babies’. .. you

‘

know . . .‘énd-she was”standiﬁgvout there and

it;was freezing cold out ‘there and she was

trying to hitc¢h a ride.

Hitchhiking? . A -,

With three babies?

She had no choice.

%

%

Two .i.’t two.

Well . . . well the&gﬁould have went wild in’

v : SN | o .

the car and the poor ... . driver by the nose
\ | ) , .

]

' Aﬁq pulled his hair out éndﬁthen got'kidnapped.

.

Well, what I think . . . what I feel. .
T think she should listen bo the radio.
I think hitchhiking fs for the birds.
(Laughs)..r ’ | |
Jﬂcéuse it's aangérous e YQﬁ see

. 'cause.

 (uhclear);'0&aughing).



Claude:

- Sunny ¢

,Claudei

"Shnny:

Claade:'

Sunny :

Claude:

Sunny :

A

Claﬁde:

Sunny :

:Qlaude:

Sunny :

Claude

, Sunny :

“-Shel:

"voom", waaa, waaa . . . want a ride lady° Yeh,

baby)- I D \

D And then they blame that ‘guy for killlng them.

Well, I would blame then, well just , -

Okay, okay, Just shut up for a sec. . . . Just

shut up for a sec. : Vo

@y

What”l foel about Lho bus- otvlke 1s that 1t's

a really lousy thlng e ‘ .

Shut up! (shouts loudly)
and what every one of them needs 1s a

good beep, beep . . . and a slap across .the

-
‘

face. : o
Vel £
. 4

Good. kick in the back end? (laughs).

R

. And a -lot of other things.
) ) | ‘ p
“Okay, okay. Listen to this, ""Don't worbty

childrén we'll get a ride soon waaa, waaa, wada"

\, .
please, waaa, waaa, waaa, waaa, waaa.

Oh mister! (cries).

Pow . - kllled .. L“seeﬂthey're all Killed
B they re dead . L. see'and‘then\\

well .. . well what could you expect if the \

bloody kid went like that . . . (crieiflike a

They blame o .'they blame ‘.

AAnd started beating up . the poor guy and tearlng

his car apart (laughs), well just sgppose L

suppose. . .

There's thissexngirl on the side‘of'the road

' . - © . ‘ X
T - /
: I
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fn . . . asort of . . . bikint,

sJunny : That would really turn Scan on.
Shel No . . . then the puy stops . . . and then the
v - fruy stops and.

Claude; And rapes her.

Sunny}‘\\Eoii/yh&rly—tWirly.

Shel: ' No . . . he takes her in the car and says,
"hey kid, do you want a ride?" So he glves her
a ride and then she.

Sunny:v She pulls a knife

Shel: And starts fire and he rapes her and a long

time. r o

<
K

Claude: It won't takeha long time to rapé her 'cause
| all-you have to do is cut the little strapS‘and}
vvthen. . |

Sunny4 Woo pee.
| Claude: And then . . . I bet I know.

The students of group four attempted to organize their‘
thoughts about the possible horrors of hitchhiking as a
consequence of the bus strike The image of good and bad,

_shifted between the driver and the lady:. There was not a

V P

clear distinction between hero and villain as in most nyths
‘However, since four group members were involved in the
narrative ‘there was not a black and white indication of

character and action since the members were not sure of who

is a hero or Villaln a drlver or a hitchhiker



"f"worlds of dlfferent JObS | The above quote of Vygotsky

'frllevel gene@&llzatlons of using 51mllarltres to make‘

“7;ffargument galned support )not so much because of the

“_Marty to resort to h1s strategy of u51ng hypothetlc l

S . . . " v e . i
\ . NP : TN
. . . i . . . oo R

--hhThe‘Language of Comparlng
**and COntrasting

,Our own experlmental studle
becomes aware of differencesarlier than of N
: "likenesses not because differ; ces lead to T L
L.jmalfunctions, ‘but because awargness:of 51m11ar1ty .
requires a more advanced struct\ire of generalization -
. and conceptualization than awar ness of dlSSlmrgaPity
: ;:(Vygotsky,‘l962, . 88) S ' :

';‘A pattern that emerged in the current events _V_VNJAT

1

| R i

“=dlscussions was the use of comparlng and contrasting theij
‘ B

R

fsuggests that in conceptuallzlng, 1t 1s dlfferences that

'Avfrequire lower level generallzatlons compared to the hlgher

P

73-connectlons 1n concepts In thls study, Vygotsky s flndlngs

tend to be in accord ' *f?f":[?t::v 7;'_bf’ﬁfff%yg o
. ‘ : / N DA v:‘
Only one group ompared two JObS s1m11ar 1n nata{e The

"reasdn for cbmparlng two 31m11ar JObS was to empha51ze the _v’“

T

1'mfpay differences between doctors and nurses However ‘thef,

) f?iargument was: de01dedly in favor of the nurses ’ThesV'“’

,v’l ‘

'{'}s1milarit1es of doctors ahd nurses' jobs, but moreso because/l'h"

R

'ifMarty used hls language to create an 1mage of doctors that

1°-is unsuitable for a profession Perhaps the dlfflculty of

-

”ﬁseelng the simllar world of doctors and nurses encouraged

3
A0 -“.'

‘”ifevidence that doctors\run around w1th a beer all day

Flln i“ Well : f there was : the nurses strlke
',_. _ (1 :

[

Ve
p

' suggest that the chlld s

1s really gettlng to people and I think th%y ‘J-ﬁ



" Marty

'T,Méfty?

Abbie:

K Flin;-f

: ",‘somethlng to do 1t w1th.,

' VMartyE“

Abbie: N
o ‘_‘i ﬁq‘arty‘ :. ) . :

S
.;Mafty:
| Abhieii
 Sharon:
yMérﬁyéf*
"3F1ih£ e

: should do somethlng about 1t

I nearly had a frien hat dled

'f:all the operatlng or whatever and

: WhyO-

‘.‘

Yeah B people can dle Vi N espe01ally

bables T ,ntheyfhave,. v.. a dlsease or

ZESOmethingv} i what can we do without nurses

I say brlng 'em back . pay more

'cause I thlnk the doétors can't really ;-.H;‘

S

'.Pay more : h)_f

iwvao it all by thelrselves they gotta have ?

t ’

- The doctors get enough money from the\people

.';y; they hardly get anythlng u{nt‘y tj;f\y;_?ﬂ-r

fThey get anL . you know

Nurses do most of the tests and the doctors do

Run around w1th a blg bottle of beer in: thelr -ify'dt

‘nands. ’_1_‘:q‘=3.’f:;;p¢“

v } Ry o

L The:nurses;.f{i{'theyishou;d get paid more.

I

Yeah I thlnk so too

,:More than the doctors

i

»No, not more than a doctor :f.~f L ff"&'

r o

' nurses so they can work

,/’

‘E'Me too'

LT e T

s

v:1What do nurses get° Nothlng } Th \get e

_Well I thlnk they should act now and pay the ?~



: world of doctors and nurses

g'as follows

o

'1mage as.a; reason’ for endlng the nurses' strlke Flln moves

ttthe group to other strlkes 1nstead of staylng w1th the

[
P ) . . ‘,'~.‘\

>‘ _ Flln : Okay R is there anythlng other fﬁny'other

/

tggh strikes-be81des the teachers"strlke the bus';;

strike and the nurses' str1ke°

hxcept for the above examples, all groups chose to

'1contrast two dlfferent areas of JObS gSomevcontrasts were '

»jl)r Bus drivers vs breWernyQrkersllﬁ
:fyt25'_Nurses Vs teachers

3) 'Bus strlke VS telephone strlke

fl4)¢5Bus strlke vS. Inco strlke 1n Sudbury S o
,(JVQne group used contrastlng{strlkes effectlvely to a

'v»construct an understandlng of”government power to control

/

':;the group to summarlze the p01nts about power and money to

/ i

'.a pseudo concept of "take it or. leave 1t" ‘ In Vygotsky S

/,-c .

‘ﬁﬂdtworkers The introductlon of a contrastlng strlke also lead |

‘ wdevelopment of hlgher level processes,’the pseudo concept level

‘j‘the pseudo concept is the llnk between complex thlnklng and

“fully formed concepts However 1n the passage to follow, R

’ nClaude S language 1ndlcated he dld not make a synthesized

‘“fgenerallzatlon about power and money, but an elther/or fv

*;generalized statement

-

qulane: It's Just the people that the people in: Calgary"‘

;Vgroups attrlbutes 1n an elther/or manner The appearance ofiﬁsa

bf; are getting pald twenty flve cents more than the,ftfp‘

“L
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péobie ;ﬁ.Edmoatoh;d:
Sunny-‘d So? | |
‘ Claude And}.jgi,‘they re gettlng mad -
"1Sunny '(laughs) .y; I know what you were g01ng to
\QHJ r':sayjl Just gather/around those Buys and Just ‘ii?é;tv.-

'-keep on».,,d; WelF do you thlnk that if these

QUYS‘. ,‘; 1f they were 51mp1y L okay, the :nv__

'f‘guys that ;yf',,okay you guys, you‘re gonna'
get pald twenty flve cents more |
dt:Claude N but 1t's not that simple _ ‘ e ‘

i Sunny vWell do% rg you thlnk that 1f the guy sald y--'
B ‘H:f"okay" and tossed a bunch of quarters at them, .ft
ﬂdwth"okay, here s your twenty flve cents more, you 7-'f"
ecan‘get back to work": Or do you thlnk 1t,ﬁ |
would be better 1f the government came along‘and

'lsaid "Okay 6uys llsten ;1} you take the deal

{whlch we! re glVlng you otherw1se we 're. kickl g

',you all out and you re all flred Got_lt?ﬂ :

",;Shé1~"v- 1'11 be klcked out

”‘Claude 3But they ré qulttlng
"TSunny _‘Yeah but you see. Q oowdn the ,;;“.}Whentthey\_,
ghave that ah .;L';;alrrstrlke-;fﬁrx_thebplane.}"
e e e e T S e
e strlke : ' R 0

'ClaudeflfThe what° R |
Bunny : j;The plane strike you know
.5lShel:f 'gls that the controllers do do‘7

5jgsunny;ﬂ'“Well no;, the people in the alrplanes were,“yl



‘:?YC‘ Shel: hde-Know }3; I meanw

e

' 193-
E striking too -'Member whe%sthey had that ..
| "member what the government said° ' L
“.shel: = veah. - | |
" Sunny: C’He'said .f.»,fhevsaid,;”okay?all:of you do
: . E . ’ "v"" ‘ ' ‘ . . - S ]
Shel:  "Take jt or leave it." = .~ o
AR T e L e e R ey o
’,_Sunnyy‘-tAll'of‘you”do ,.yf‘-‘w_: ST T \
Claude: - In other words R 1-;_}um

fﬁsunny?" ”If you don't take what we! re glvlng you, then

ﬂa_you can yust take a hlke and we'll Just get new

.vpeople on ' you re all flred o

S P 4 . .: \ ’ ‘ : T
JClaude;:.It's llke you say . ft's llke you re. saylng
| you have two ch01ces ,_keCit”orfleaveg ff:

!

',gilt ‘ ‘ o TN e
,-Shel ".iAnd 1n the end they got less money anyway \\\\
Sunny Yeah well they got less money but they .‘}y{’butCiv
| :@;they were treated better They were glven a. lot

wmore recognltlon ' S

Claude Recogn Q'l . what’

Shel introduced the idea of the take 1t or. leave 1t

eggalternative however it was Claude S use of language that
f«lndicated he was. able\t\\synthes1zeh"the two ch01oes”

*lVygotsky s theory indlcates that Claude ds 1earning 51nce

'.Q,Claudé was. capable of employing hls language to abstract at

;an advanced level of complex thinking. That Claude has used f :

>

hlS language effectlvely to learn is supported by VYgOtsky ng;‘l

‘ e . L



statement that: . . . : S
Only the mastery of abstraction comblned w1th advanced
.ocomplex thinklng, enables the child to progress to the
_ formation of' genuine concepts., A concept. emerges.only
" when the abstracted ‘traits are synthesized 'anew and the
Mresulting abstract synthesis becomes the main 1nstrument
of thought (P 78) » -
‘:Group five of the current events sess1on chose to‘
fcontrast the differences between the llfe of a nurse and the
"lllfe of a supermarket cashler The entlre transcriptlon of

‘group flve s dlscuss1on 1s found 1n Appendlx N. The entire

°.'ftape 1s included to show the 31ncerity,vthe attempted

A

e{lnterpretatlons,.the elaboratlons the clariflcatlons thew

tsquestlonlng, the confllcts the ev1dence and the use of

fjglanguage to learn that the students brought to the task

"fvThls transcrlptlon 1s typlcal of how the groups of students:

"fdlscussed dlfferences in realitles to attempt a clearer

ipunderstandlng of a hlgh level concept such as A Strlke

N -0

ﬂ'Summary of Current Events
‘Sessions ERREEE

' Compared to the other subJect areas of this study, there i ;f'

‘ 'gappeared to be more- personal involvement on the part of thev

"d".‘language are an 1ndication of personal empathy between the

“"j>specific and general abstractlons 1ndicat1ng an actual

"students To learn about the 1nformation and 1ssues of B
"?current events the students used express1ve langua@e and “;‘

narratlve - leferent theorles suggests these modes of ‘

;ﬂisubgect and the subJect matter

‘,f The students also used their language to shift between



‘, thought Unlike other subject areas of

o 195

‘g development towards higher level thou ht processes

Perhaps the lack of pre- determined'expectations about

; the use of language to learn in current\events prompted the

extensive elaboration and develbpment of higher levels of'
this study, perhaps

’the students were not as limited in their thinking because

of subJect terminology ortthe expectations of language use :

o

.'_Tbrought to the task ' \tujt ' '”i" o f"} 54 =

[ PS

o -



Chapter'S‘

AY ) ’ B (- . B .
SUMMARY,, CONCLUS‘IONS AND IMPLICATIONS

: This chapter is organized as follows: ' _ - ERY

. |
‘Summary of the - Exploratory Study - This section will

<

summarizd the findings relevant to the research questions
being asked

Conclusions from Explorations of Student LanguageﬂbBThis> N

fsection will draw conclu81ons on the findings based on-"'

}theoretical positions and research findings g
Implications for Knowledge and Control in Classrooms -
£l

iThis section Will discuss the implications ofaa shift from

the teacher“q\éinated use of language in classrooms toan 4

AN

hincrease in, quantity and quality of students"use of language

to learn v\t ' ‘*Q;f R . '/f

Suggestions for Further Research - This section will,

l’offer some p0831bilit1es for future research into languagef

and - learning

A Concluding Statement will end Chapter 5

Summary of the Exploratory Study

)

]' .

A\~\§ Question T
‘ tr - What language strategies do the students use that

[

indicate they are organizing their thoughts 1n order to

learn°

{

8001al Studies\—'The students used their language to

196



Lo - .1 .‘
\ | - o7

{-attemptgan'understanding of the economic; social'and
historical information of the early fur trade in Canada.
_.Although the terminology and concepts were removed from the»
students':conceptual understandings of the‘fur trade the
students used cognitive, soclal and linguistic strategies to
put ‘some order to their thoughts on the fur trade economy .
The strategies included elaboration of‘oneﬂsiideas;i- |
]questioning meanings‘of others, asking fOr‘clarification,
introducing other‘information,AgeneralizatiOnspand the
;shifting of strategies.. The analysisiof one student*s
ireworking of a maJor idea indicated how a student is. capable
of analyzing a concept with the ‘help- of other conceptsu'
Science - The students described thevparts and.purposes
"of a twig- Their language 1ndicated they needed to makeff
extensive use of Similes as a language to describe. Itlwas.‘
also found that the students made limited use of science |
terminology although they had-supposedly learned'the‘terms
'1n regular classroom science lessons In organizinglthei

form of the students' language it was'found that in science,

- students may use a poetic form of language

Poetry - The nature of the poetry 1mplicitly controlled
the strategies used by the students ' One poem presented
vimages of splits in personalities in daily life,‘and living
tin generall- The students used their: language to make sense
i of the poem.s images The students talked in opposites'

about the poem mad sad, sad calm, surface feelings deeper

A
Y

.feelings and many other opposites, espec1ally the split
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a

prersonality idea. Students tended to have interpretations
for the poems but“appeared to'have.limited experienﬂial‘or
: L RN

rlinguistic-resources to externalize the interpretations.

~r
i

- Mathematics - There was a very limited discussion in

Chapter 4 of the students' language in mathematics Since
the language strategies the students used were as - |
obJectively ;epresentative as the nature of mathematics the'
'use‘of language to learn in mathematics was repetitive |
,These repetitive surface structures of language did not
‘necessarily indicate a lack in underlying complex .
-manlpulation of,mathematical operations.~ The;students.used
the objective‘language of mathematigs‘in an at%empt to solve
v-the’prohlems;v:Only one group was succesSful in'reaching ail
correct solution to one of the. problems which all the. groups
“discussed - : R o ,

Current Events - The seSSions in current events created

the widest variety of language strategies ’ The students used
narrative language and express1ve language extensively to .
‘.make‘sense of issues in current events. "This use of narrative'
and erpressive language suggested:that;ffrOm a theoretical
'standpoint'vthe Students were'in'greater possessionior :
control of the knowledge in current events than they’were in
other SubJeCt areas. ." | -

Question #2

What is the content df student language that indicat_
the students are learning° |

Social Studies - The students discussed a variety of .~
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. - o B F; ,
topics.' ff the different content were_to be taken out OE,
content'it might appear irrelevant to the task. Houérer;
the.students talked about tl B |
.’l) trappgngiof'furs.
2) Ltrappingvlicenses
3) fishrand“cayiar
' M)“overpopulation ' |
/GS)f British rule B - S
'6) syntheticvfurs |
7)  extinction of animals ® . -
,8) .cruelty of trappingfr 'j :-." ' L@
The content of the social studies sessions‘tendadbtoibe
oriented to_present—day eXamples' However the usejof
'presentfday content put ‘in the total context of the -_ ;
discussion;_showed that the students’ 1ntroduction of certain

icontent was totally relevant to. organizing thelr thoughts
Vabout the fur trade 1n the past )
-Scifence - The students concentrated on describing the
eparts and purposes of plants The content was directly
related to the task However, by the use of s1miles,'the
"students' language created a content of concrete images that

w U kM
[ G ,31_

§5 0, T
%

ma%};ials before them. ' E ST S

ﬂ the students shape their understanding of the concrete

-

Poetry - The students introduced personal experlence,
g concrete examples and T, V programs as content’ to
understanding of poetry

»

(;w.‘ o Mathematics - The students 1ntroduced several




200
\
\ . )
combinations of mathematical operations as the content to

attempt a solution to the problems presented : : j

Current Events - The major content ‘of the current events

_‘was realities in other worlds that contrasted with the world
of bus strikes nurses' strikes and injustice. The

"introduction of teachers' strikes; telephone.strikes, bus'
strikes in other cities the‘world of cashiers, family »
experiences, university students, senior‘citiZens and hitch--
hikers helbed»to,clarify this current‘events task. This
contrasting of 1deas seemed to allowigeneralizationsiof‘one
world and generalizations about the other world In turn,h
the content of the two generalized worlds built a web of

| meanings and created new generalizations about the. students'

“original thoughts on strikes and inJustice;'v
“s

Question #3

How do students use their language to make sense of the -
technical language of school subgects”

I Soc1al Studies - One of the maJor ways students made'f

sense. oﬁithg/technical language of social studies was to

bri g other: concepts to- the tasks The students had

difficulty~rﬁ’def1ning the terminology of the tasks in

1

elaborated terms.‘ However without u51ng the actual term,

o Such»asicost‘of-production,~risinglcoSts,‘menopoly,vetc;;
lthe students createdfmhole ideas’to,define,the speci%dc'i'
term. ‘ty f.‘_ | h‘ v‘ ,i ti.'fj ‘ fii - \
Science - In science ‘the studentsdtransferred 1i¥ited'
._términology of the regular sclence lessons'in‘whiCh the§<were‘
v ‘ : , R \

\
\



i

involved prior to and during the sesslons of this study
4Only the terms pistol and sepal were used briefly to

describe the parts of a plant; ~Carbon diocxide and oxygen |

’

were used to explaln the purposes of the different parts of N

the plant. Transferring subject. specific terminology to an
actual'situation proved difficult for the students. The

example'of;"bud“ was‘discussed as anie“mple ofghou,'in
spite oflusing the specific term bud, the students, when-
’faced w1th the actual example were not quite sure what the
term- referred to. | |

. Poetrg - Poetrv;was not'considered‘to-have'any technical‘
language'except‘for literary devices implicit to the nature
or‘poetry. Ithhis study students were not faced explicitly .
~'w1th the technical dev1ces of poetry.

Mathematics - In mathematics, the students occaSionally

used the terminology of the operations separated from the

actual operation A student occa51onally would say, for
example,‘"We‘have to multiply" -However the most use of

technical language was within the form of the operation

itself. Fdr example‘ "Okay four times’ three equals twelve". =~ )

Current Events - ;n current events the students, in”

pmost cases, introduced the concepts of specific terminology

but not the'specific terminology lt5817 One example was in
the discu551on of" possible definitions of strikes r’he students
qintroduced the concepts of unions, back- t —work legislation
»unsuitable working conditions, the alternatives to striking,v

:qinjustice'and other ideas. However the students dld

N e " 4 ’ g -



discuss the concepts of strikes wlthout the use of technlcal

terminology.

[*

Question #4

What happens when students can no longer make sense of
what 1t 1s they are attempting to understand?
" Soclal Studies — Current Events - In two of the flve

. L R .
curriculum areas of thls study, the students seemed to shift

strategies and content in order to accommodate individual

and group difficulties in comprehension. Social studies,

and current events seemed to demand°the most variety and
complexity in thelstudents" use of-language to‘shape and
reshape their thoughts. . The availability of personal
_experiences and,linguistic‘resources Eeemed.to provide enough
:ideas for°the students to manipulate in the organization of

concepts

Science - Poetry - When a student had difficulty in

&

science or poetry she seemed to shift to other members;
state the difficulty7 or shift to other questions or content.

Mathematics - Mathematics proved to be the area where

the students called upon the adult more frequently than in
the other four areas of this study Perhaps the ”right or
wrong" nature of mathenatics increased the students' rieed for’
an adult to fill the gaps created by the students' difficulty
to,oomplete the task There was evidence of egocentric

° speech Which‘in Vygotsky_s (1962) terms,15 an\indication.of
difficulty in<understanding; Also,"the,limited strategies

in’ mathematics available to the students,'perhaps made the
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; nﬂsolutions to the problems.difficult to obtain u51qg the : f‘”~

‘students' language l f_“

Question #5

_ ey « :
How does the nature of the task effect the nature of

@

the language used for learn:Lng‘> B ,gl'

’ Social Studles - Current Events’— A speculatlon about

vthe nature of the task effecting the naturesof the language in

fffs001al studies and current eventswis that the human elements

'»[-of the subJect matter allowed more personal empathetic

6

“finput ThlS empathetlc understanding allowed the'students a

ﬂmore personal use of language and in turn more available

’f“lstrategies and content 5‘g ::;%f‘~;fﬁif*l€ff-fn:;.‘*_}7-

7 N el - :
: -Sclence r The concrete nature of the task 1n sc1ence
. .\ !

'?;;seemed to.limit the variety of language uses The Very f 2t

'the students had the concrete examples w1th which to work

o.,

ff*limited the explic1tness of the students' language The lack

‘fyof explicit demands on. the students' language created an,g j;j

fdimplicit ordering of thelr thoughts 1n 501ence | The use . of T'

.'ﬁsimiles produced vague images of comparlsons The lack of

Al

iexpllcltness 1n the descriptions of concrete materials was“

“T;Jmatched by the students' limited to nil use of sc1ent1§1c

"vlfterminology

Poetry - The nature of the task %n.poetry seemed to

”*f{jdemand language use 1nhib1ted by the 1magery created 1n the .

“f'sﬁpoetry A reverse phenomenon to the language used 1n science'

occurred The concrete nature of the task seemed to demand

the nature of llnguistic imagery to order the students'f’

'vﬂ



"'thoughts”in SCience However, in poetry, the nature of 1magery]
iAln the task seemed to demand the concrete nature of students"

jlanguage in order to 1nterpret the poems

Mathematics - The objectlve nature of mathematlcs

,produced an obJectlve ‘use of language by the students
fHowever when the obJectlve demands of theltask were_
"difflcult to solve the students sometlmes reverted to the

'usubgective nature of egocentrlc speech

?Conclu51ons from EXploratlons
H}of Student Language ’

~ ‘.*.
Py

The small sample of thls study will nece551tate cautlon{y
tlln generallzlng or extrapolatlng from the results 51nce the
”»study is llmlted to one classroom of twenty elght students
_fof mixed abilities and backgrounds,:;‘"‘y‘ | |
3i;b?f"ln thls study the grade flve students uhupfyil-grw;

,h'fl)tvwegéjc pable of uslng a varlety of soc1al and

’:~frcogn1u' strategles in order to make?sense of the'fj

v‘ademands in. soc1al studles fsc1ence, poetry, e

vhhmathematlcs and current events v L
;”uffé) Qused processes of thought that shlfted between 'fav":;‘
s ffisyncratlc thlnking, thlnklng in complexes and .

‘jthinklng 1n pseudo concepts | o
:iaﬁjilbrought to the tasks & wealth of experlentlal
.c:llngulstlc anﬂ pr§v1ous conceptual knhwledge that
'fcan be’ used to make sense of formal school
4hdknow1edge | ._y-

'ifh)fwgiven the opportunlty to use their own language
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n'”Implications for Knowledge and
a'Control in Classrooms S

.205 o

without the demands of teachers' expectations and
'the uSing of subJect terminology, were capable of

organiZing their thoughts in, several subJects

1

’across the school curriculum g
A

;f—f'S)y,appeared to have an intuitive knowledge of pre- »”

”determined expectations about whattlanguage to use.lj'

o Lok
_and is acceptable in specific subJects,

'7fH6)lfd1d have a need of an adult as- a potential resourte

pgf_for developing higher levels of thought

3

Research into students';use of language to learnlinf

‘<g§$2her directed classroom settings tended to presentaa’

{frather dismal picture However ’lt appears from this study]"

'wfvfthat students probably are capable of uSing their own‘

S complex and sophisticated use of 1anguage to 1eafn : Even'v“.ul

‘/" \ . ) S ' ..“-_‘ R

»[cglanguage to learn In addition what appears in the surface

‘,‘.a‘ \

'“_structure as Vague and chaotic student language is actually

g5fthe use of informal language and spontaneous knowledge is

'fnecessary to the student's organization of SCientific school

‘knowledge

Without the control of an adult the students were able

-;vto use their language to explore the meanings of different o
l;dschool curriculum tasks It appears that the students are.

;capable of introduCing new content directly relevant to the

“5£:task although on the surface and out of context the content

’iappears to be off" tOpiC In a regular classroom interaction vr*\'A

o




s where the teacher is in control of both the content and

strategies for learning, there might not be the elaboration

nor the 1ntroduction of a variety of contents and language

strategies by students Vygotsky (l962) states the ”f 3tt

importance of the child's use of language as. follows

S channels by the 1nfluences of- adult speech

e'gThe language of the enVLronment, w1th its stable,
" permanent meanings, p01hts the way ‘that the' child's

';}the Chlld freed from the directing 1nfluences of
Jamiliar words was able to: develop - [word] meanings and

- form: complexes accordlng to his own preferences Only

~ through the experiment- can we gauge the kind and

extent of -his spontaneous actiVity in mastering ‘the

~.language.of adults - The child"s own activity in forming

«generalizations is by no means. quenched though it-ds .
-usually hidden from view and driven into complicated

SRR

generalizations ‘will: take “But, constrained -as 1t 1s
~the child's thinking proceeds along this: preordained
jpath in the- manner peculiar to his level of. 1ntellectual
development “The adult ‘cannot pass on to-the child: his
mode of’ thinking. . He merely supplies- the ‘ready-made -

meaning:of a word around which the Chlld forms a:

' ft»complex (pp 67 68)

Therefore the"quiet' teacher dominated language pattern ofv

1nteraction should have to change f A student should be ablefwlwf'”'

to use her language to explore and discover new meanings as

" well as reconstruct the old understandings From this f”"""

exploratory study, generalizations can not be made about theq@?’

need and the power of students to use their language to

learn ' However from the findings of this stud& there are

1ndications that students are capable of, as well as in neednybr'

of

exploratory talk across several curriculum subJects

A SCientist and philosopher Michael Polanyi (Polyani andf"‘

| Porsch 1975) supports the necessity of expanding our use of fi’k

language to expand our thoughts : He refers to expanding our'7
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thoughts as "articulation" in the folle

'Language offers of course the obVious advantage of
verbal communication We. profit by information' .

: received at second hand and -more particularly by the

. communications of the dead ‘transmitted cumulatively
But ARTICULATION does not merely Hake us better
informed it enriches us even more by increasing our
mental poOwer . over any. given piece of information.

- Maps, graphs, ‘books; formula offer- wonderful o ' ‘

: opportunities for reorganizing.our knowledge from even '

. ‘new points of view. ‘This reorganization is- itself

a rule, a raclt performance, similar to that by which
‘we. gain intellectual control over our. surroundings at‘-

"the pre-verbal level: and akin therefore. also to the
‘process of . creative reorganization by which new

: discoveries are made (p 2&) : . L

Besides the transcending power of language the students

' _needed to engage in- exploratory talk in order to indicate
"}'what knowledge and control of their thoughts they can possess.:e;A
{:t:The students of this study demonstrated that language helped |
ffthem to transcend as well as order their thoughts ' The usehhf
. ‘ o _
‘Qtof the informal language of narrative e&preSSive language
.fand spontaneous concepts was necessary for the students to
leearn.y In regular classrooms, the research tends to suggest'l -
"the teachers work on. the assumption that the students' use
'b=;“of language and knowledge must be controlled by an adult.’
?This teacher control may lead to limiting students'=7k
Hintellectual growth In addition linguist;c conformity,;
hexpected of students in teacher dominated classrooms may lead
'"l}to limited or inaccurate information by an adult ThlS: .
viilimited information, because of the demands of teacher _3af
'fexpectations and conformity to curriculum does not encourage

Y

lthe actual proceSSes of student thought to emerge Without

dblfthe knowledge of the actual zone of thought cannot teachers. i
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prov1de instructlon in the zone of prox1mal development L
*‘developed by Vygotsky (l978) To develop hlgher
psychological processes thestudentsneeded to use language

"organize and reorganlze thelr thoughts 1n dlfferent subJect

‘:,areas In their exploratory talklng, the students were able

rto'"thought Journey" w1thout the demands of one word answers
teacher controlled questlonlng and: g1v1ng correct answers only;_"
- The theory and practlce of classroon language that o
i;allows the hlgher psychologlcal process of abstractlon to ”
_occur, or at least expand 1s the theory and practlce that
‘feducators should attempt to encompassv _ _ | S ;

Thls is not to suggest that the teacher role is to be

ignored or’ even ellmlnated ngher psycholOglcal processes U

’rfof thought evolve from prlmltlve thlnklng 1n a s001al—:-"

| hr:historlcal world Therefore the role of the teaéher shlfts B

' owhen students are encouraged to use thelr own.. language to' ,

’learn., As Dixon (1967) states

LA teacher can help by notlclng and relnfor01ng a
,'potentlal change in the level or direction of thev

. discussion, summing up  an. attitude perhaps, making =

v an issue quite expllcit or- calllng for an instance j~
i ‘when generalizing seems to have lost touch with . .

. reality. Learning to do so without dlsturblng the:

h,Jtentative, informal exploratlon that good talk becomes
. '1s a matter of awareness and tact.  If the ‘group is-
“worklng confldently and constructively,,the teacher

will pick’ up ‘the talk as if he were another: member: of

..+ the group. If the’ group stumbles. over complex
V~plann1ng or. fails to see possibilities| the. role of
.the teacher is trying, through dlscrete questlons and

»ffcomments, to develop a framework that w1ll help them
_{on their way. (pp. 3M 35) S . o

“@Hopefully, this study and other studles of a s1m11ar.f55

nature will@provide information and encouragement to

g P
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" educators to supportitheﬁextensive use of sthudent languageﬁto

1earn - [‘v-l DR o

The classroom teacher needs to become more involved 1n

\

changing her language pa@terns in the classroom and "explore‘»

the relationships between child language development and

"Tsocial interaction w1th others" (Cherry, 1979) : Through’

5

analysis of her actual language practices (w1th audio andl
video‘recorders perhaps) the classroom teacher should
"concern herself\W1th 1mprOV1ng the classroom enVironment to/
maximize the teaching learning process 1 Garnica (1979) feels
lnthatl"Teachers, researchers and others [must] come together‘v“
to explore how children learn and use language to communicate;{:“
’in educational/contexts Languaée plays a crltical role in’
‘:all kinds of learning” (p 'l)."hff, ‘df={ _' |
| This suggests a complexfty in the classroom community -
f“that can become confusing unless reliable practical methods
ifare 1ncorporated for an analys1s ‘of all language development
‘{;With the. intentions to expand the language and thus the
flearning of the students What seems needed for the language
hfprograms for the elementary school child and beyond, is an,-
’extensive and intensive awareness by educatirs that the-du‘“v
51ncreased use: of student language in the classFoom can |
i'-':,'._encourage learning and thought beyond the practices of most'"
rclassrooms Experts in all areas of language theory and |

vlf'research are emphas1Zing the 'need for change'\ a. shift from i,rw’

'”fﬂteacher dominated to shared language use for learning in 5

.\_
vy

o classrooms p,«'glt~jf¢af/,_1
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, Suggestions for Further Research

v
o

'l)3 The role of the teacher in small group discu531ons _
| needs to be explored | ‘ ’ |
2) Research into possible evaluation ofestudents' use
~of language for 1ntellectual growth needs to be
'lcon51dered | i
3)‘ Eurther studies\are needed to»prov1de information on -
H:how the - nature of curriculum obJectives affect -
dstudents' use ‘of language to learn Q
.»ﬁ) ?The present study could’ be repllcated to! 1nclude
*other curriculum subJects | | | ﬁ f ’
5):_The present study could be replicated with a larger
sample to determlne 1f the findings obtained
, represent a general trend in student use of language !
.‘to learn | | |
c6) A study could explore the s1milar1ties and‘
“.'differences of language ‘use by students in theuin—vg
school and out- of school context | |
7 Oth r grade five classes and other grade levels could
B be studied in order to explore the use: of language
'tto learn by other age leyels byvdifferent sexes,
ih students of different abilities and students of
: different backgrounds 'fdg '~‘[lf o - '
:8)t“Research could be conSidered that would support the
\programs and classroom teachers invoIVed l?ﬂjhlftlng

AR

to student control of language for learning
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- Concluding Statement

Grade five studénts are capable of'using.their own
‘lapguage‘to‘leérn;' They possess .a variety_énd sophisticatiqn
g . . . ] . ’.,( “ . : '.‘./r I T
~of language strategies that can organize and transcend their .

vthoughts about the:world; _' S ' R ~ .
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. APPENDIX B

.~ . Discussion Resources for Current Events

ssibﬁhTWbli}Play -
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APPENDIX B

’Therstudents were glven one tape~recorder and asked to'
make up a play about 1njustlce The 1nstructlons were:

:15_ One member of. the group‘ls to be the v1ctim.

\2) Oneﬁmember of the groupfls to be a lawyer

:3)‘ One member of the grouplls to be a Judge

,45‘ One member of the group can be either a frlend

parent or enemy of the victlm | ‘ ‘
N s

Pretend you are all in court before the Judge iDeci"de 5
\

”-, if the v1ctim has had an inJustlce happen to hlm
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-~ .Discussion Resources for Current Events . =
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 APPENDIX D
- ,Discussion Resourcgé-fdr Current Events

Session Four - Nurses' Strike
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Discussion Resources f
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Session Five - Injustice #2
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o ;DiSCMSSion“ReSQufdes’for Social@Studiés
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‘Students Were Read a Xerox Sheet on the Fur Trade in New France..



‘Stﬁdents'Were Read a Xerox Sheét on the Features of the Fur
‘Trade. .~ .. . ' ' : ‘ .



© APPENDIX G

L Discussion. R‘e:ksojur"fce‘s‘ .f‘o‘_r'“Sdcifal"' Stﬁ'die’s-'- '

Session One - Task Sheet for Fur Trade ~ -~
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/l S RRE. o L
[ . R
1. what“does iscoverz mean?.
2, What does x91orat1on mean7 |
. 3.‘ The on]y peop]e 11v1ng in: Canada. at one tjme were the Ind1ans.# oo
Then.the French started e xE1or1ng Canada. Then the Eng11sh e
_ started xg1or1ng Canada. , S x -
- *_‘ You tell. some reasons why you th1nk the French started exp]or1ng
Canada. Does your group agree or d1sagree W1th you’ L
‘ujih.» If the fur trade was a reason for exp]or1ng Canada ‘

: Te]] why you thlnk furs wou]d be a reason.,.u_'.
*,’Te11 what you thwnk monopo]y means.f‘~u;‘ b
‘ »*hTe]] what you, thlnk stap]e means. S
““f Tell what you th1nk co]ony means..:v[. |
‘fﬁ“&L* Make some guesseﬁ about jﬂ'f iv events, people, prob1ems or other
. factors that m1§ﬁt have occured because of the need for furs.

~Pretend or 1mag1ne 1t if you were Champ1a1n - The Founder of New jf'-‘*r5
France. - , - R s
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- TAKE YOUR TIME

Pretend you had fo te]l the k1ng of France about the fur trade in.

~.New France..

(9]

a

a) vTell h1m about the ugg1x of furs.

b) ~Tell him about the demand for furs. |
)~ Tell him about the omget1t1on to the fur trade. .
) ‘Te]] about the r1s1ng costs 1n New France, .

'e) ~Te1] -him about the costs of product1on in New France.A o _
f) 1?é11 him some. ways zou th1nk the k1ng could help ‘the fur trade. 
)_~Te]] the king why you want a monogo]x for the French fur trade.

)

b N T

:Tél] the k1ng how ‘he could he]p 1mprove the stab111tx,of the -
c0nomx in New France :

hfd)'ETe11 the k1ng how you are- go1ng to e xgand the fur trade. Don't
f.'forget to tell him what all the problems are and. where you are
'ng1ng, what you are go1ng to need- to he]p exp1ore for new furs'



APPENDIX I
Discu551on Resources for 801ence
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Se551on One - Task Sheet for Buddlng Tw1gs
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BUDDING TWIGS

AN

!
i

‘u Before you are. severa] var1et1es of tw1gs . ' .)‘_v
D1scuss the fo]ﬂow1ng po1nts and quest1ons w1th your group.

1) Can YOU name  the different parts of 2 tw1g? What 1s,the
‘ purpose of each part? ‘

2)u:Can'you arrange the tw1gs from youngest to o]dest7 TelJ
- why you think the twigs are in order. . o '

3) Talk about the buds on the tw1gs

) a)-<the1r shapes - why? . how?

" b) . their arrangements on the twigs .. -
. .c) the1r var1ety of colors - ! oo
R ~ _coverings

' - textures:

d) he1r purposes :
e) what will happen to each bud
) any other 1mportant points about buds L

: 4)}_Draw3e picture and.wrjte.a group story about 'buds'.
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Discussion Resources for Poetry ,

Session One -’ Three Poems and Questions

. : N
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i
! o
N
PN
_
e 1’
¥ %
: : L8 '
_What 'do you think. these poems mean? Why?
How do the poems make,you feel? - Why? : S . ‘ V-
. Whet parts; cf the poems do you think - mean the sare?
: - o -.mean scmething different?
= HOw? = Why?
~ Discuss these questicns using all three noeds. .
" Do any of the poems remind you of somé:hing?_ ST ' '_ ' R
What? Why? ‘When? Where? How? .
" Tell us about it.’
v o -

P o

N
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Discussion ‘Resources- for Ma
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Session One - Problem-Solving Qestions
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4 ¥
’ Our city police department has |5 ' E
cars und motoreycles. The total Example 2. A former hes somic hens
number of wheels on the cars and and rabbits. These animals have &
motorcycles is 42,(A car has 4 I heads “"‘?*:.f"“ How iy heas '
wlhieels and 2 motorcycle hes 27 ) . and rabbits has ihe farnier? L
whezls.) How many poh:c cars / . ! ) o
does our polif ddcpanm'-nl have? ' *
3 . A ’
. = 2 . :
- y . . I
C 0 . * Example 1. .Three cans of oref soup
T cost 5l¢. How much do 12 cans
v cosl’
B 9
i . , o , i
g7 LR 3 i e Fr i e O e A i vt L] ’
%Y o . :
| \ | ()‘O 1OV O] |
v A \ 1O .
| My sge this vearis a muhxple bl 7: and ' o '
next year it will be a multip!é of 5
if I 'am not yet 50 can you say, how .
od fam?'lf1 am also over 30, can ’
" ’ you de how old ! am" b .
N -
’gk 5 o §)
\ ‘
. T B 1 each of four peoplg 4 %
LT s . * onc¢e with each of the d' erthree, 4
i . how many hands‘wakes wﬂNhere be ? , # -
5 S . How many if there ar ; ’ R
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’~fwyPam;'

"rMaggie:

:"*Q:Think of the calluses on. the flngers

Cpam:

| Maggle:

';":Maggiekan

JMaggié}h

,,But you -see ,','; you re talklng about is that
1time {?3_; 24 hourscand 2

2‘5Yeah I know but (unclear)

:'7Let's comoare 1t to the nurse If you want to be a-

EYeah

1o to flve years dlfference "~f'f¥“,,: We~fy-7f:7

'ﬂqu know 3 y" f'fu574yifhyvi‘ o

fsomethlng to be

APPENDIX N -
- Code 'D:
' 'LessOn'IV{‘Groupf5

1

mmm ,‘. . no Just 1lsten Okay,‘compare a cashler

register ,v{fr% cashier person that works full

2

”'bszgut Just llsten ‘f_"‘ j‘j:]:'a“-’

-

'fnurse you save llves belng a nurse . . rlght9 You

save - 11ves belng a nurse rlghtOf

v‘o(,l' e

g
R
4; b

aAnd you have to study for a: lot to be a nurse onf‘;;.

-'\df

ca cashler you Just sort' keep on }_;’; they glve

you the money for the food andﬂeverything That is f-ffa

'7an easy Job but not (right) really once you compare

ecause it only takes you about two years or _

JTo be a cashler
,Yeah but the cashler has to memorize the numbers

“:and everythlng and its hard to do 1t

fj%ef’l



Kate;

'Maggie:

S Pam:

Maggie:

o Maggiei

 Pam:

~ the’ customer ] gonna 80 "Come on, hurry upn g
»wanna' go" and everythlng R ' LT

_And they' r'e"‘.i.,f they re gonna' go outa' busfheSS:

”';you have to study 1t

gf“Yeah I know but that s }

‘;f‘;”f“ | . : L ‘é51

"So if she s g01ng like that Teally slow . . . then

Loy
"‘ "

or sOmething But a nurse saves llves, r1ght°

Yeah I know that . like I wanna become ‘a

doctor myself .‘; (I'm g01ng to gast) but 1t'

| stilisnot'ah Ce I don't think Ry llke“, ... the -

»pay & nurse gets the same aS';h; .1ah}

A full tlme" 

~

N

"'fAs a full tlme cashler but a nurse has to work more o

,ybut a cashler doesn't

So why'doesn't~a nurse‘Just gofdbwn to”a cashier and

'fa cashler go up to a nurse and they ll still be 'f?;
'nBecause you know '-, Pam you couldn't walk 1nto ave
‘shop and start doing‘cashler and serv1ng peoplei;‘;5;;

:abeven if you were older and if you never touched/the

- ethlng, you would never know how to do 1t .

h]

liright° Because it says sub total I‘ﬂu say you have'
to take per—cent off‘f - llke 1t's MO7 off

' iyou don't know how to. do all th1s stuff rlght ;’.,;fh\,'

9

that's maybe even -
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Pam:i If you'fe a nurée you have tbilearn 1ike ail the
'jbod&. | i | |
Maggie: But you mlght
‘1uPamr : eYou have to 1earn bodles if you re a nurse and you

have to know how to. do the.'
Maggie:;xYeah I know | But - you mlght . ;'but you mightﬁ
o  know how to do money now but when you grow up it'
sometlmesbdlfficult to do‘change,
-Pamzp_, Yeah, i‘knOW-but 1isten'. . listengt.
fi]Maggie;t.And it's (unclear) llke thls |
Pam:‘ 51 Listen to me ;'; thls is what I'm trilng to say
o ,l};this is'what I'm trylng to say :’. .‘Ifm-
tfying‘to_say that nurses, you gotta' study the body, |
ajbu'gotta'7do thls, you.gotta~do that’[why‘7 M] and :\a‘h
‘”fyou;gdtta}~dé°£55£u.i; for a cashier all's ia' |
. getta' do is memorlze[no M] the keys , },and
R 'menor_.};,;-and Know how to give change B  1 _ B
’.Maggie;‘vNo.ybu~dOﬁ' : There Sva'lotta ”other stuff’&ouive,
FR ’ffgotta' do;_ You have to memorlze the keys and youf
: gotta' know ;3.1.;h-, ;-, 1f you work in a shop .
s :say 1n a’ shop where youlwork or in the supermarket C.‘a1

o B PR ;' you have to bag stuff or whatever‘,‘}:. ork;fJ

,ﬁ@%;f* :> you don't have to but 1t's stlll a lot of work

Rt ¥ . o B T .
SR because like you knowv;*; v ;you don t 51t
s ‘.'.,Fhere ,E4

.. Kate: ' er h, T knoy but 1t doesn' g e

oes 't take as many\ye
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'cause you don't learn much but if you're a nurse

you have to'learn»a way more than like . . . and

- how the body works, and how and all that stuff.

Maggiei 'But that takes. . . . e  ]V‘j-‘ R ,5;
Kate: You're agreeing with her?  e |
. - o ‘
, MPam}' o Yeah'
";:MaggiefutBut tbat takes longer N - ;wl
‘Pam: .It takes. 1onger.’ But I'm aﬂreelng with Kate

Maggie:m_Well I don't care who _you're agreelng w1th
;fhKéte; eIf you were a nurse you have ‘to find . . . you'd
'have to study elght yea&s, r1ght°

. Maggie: Right.

'Kate; :“It takes elght years to studyifor a nurse.
uBam: L Well, well,ureally six years and two, years of
| o 1ntern L

C'Maggie:f'But look .],e; but look Kate, if you had a ch01ce

IS

“?y'j ' f}y_ to be a cashler or a nurse . . . anyone could plck

=

'f'the samée . oneA'cause they practlcally mostly vet the

*1sameypay. Well I don't thlnk they get the same

pay.

}Pam:_e'.;They get the same pay :
o Kate::'; But it says ﬁ?%ht here in the neWSpaper artlcle »

“Maggie:_iIt says a five year nurse earns about as much as a
)mfull time supermarket uj. but that s a flve year :
..nurse:; .'ﬁ'a five year murse; A | |
'j;svyaméwfyj:Yeah I know but

 Kate: Plus 1f you work.



Maggie:

Pam}
Maggie:

Kate: .

Magéie; 

Kate:.
Pamgf
~ Maggie:

Pam:

Maggie: .

" Pam:
Maggle:
. Pam:

f’ -
~ Kate:

Maggie;

Pam:.

Maggie:

harder than a nurse? - ; - /

’7éﬁg’ifv,.‘.ﬂﬁigéh

No . .. ‘no v
~the desk’ . ,, .

Mr. so and so in?" ‘And they teZlfthem right and

254

It says here, it says here a five year nurse earns

about as much as a full-time supermarket cashiér

or shelf stacker."Tﬁagkmeans you have to be in it

for five years or something.

A five year nurse could be a . . . five year cashier.

Right.
Right . ’
o , AR LN Lo
So 1t's the same thing but a cashler . . . they get

thee same but it still (unclear)1havé to- be.

But a nurse has to learn more.

You mean ybu'fe frying to tell me that the caShier's
- . ., /

"Noooo.

— i

#Then what are yoﬁ trying to tellaus then?

But you're trying'to tell me a ' nurse 1is harder than

cashier . . . way easier..

Xeah; .

It'noﬁ‘that éésier ?am: . gg@‘ .
A'ﬁursé'ig_way harder than a c;;hiér.l
Waygharéér,. . rls o

But not sometimes . . . if you're just.first there.

l-.vjust_listen.‘,

<

a1l you do is first . . . first

youden't have® . . all some‘pebple do is work at-

ot L SRR R
right . . . and they say . . . okay"
.. ah . . they comevin,and-sayf"Which_room is’

8
~ e
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 they do all the things . . . just like that

and‘then you can get up to filve years of nursing'

'S0 they can shift again to something else.
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Shel:

sSunny :

(microphoné troubles)

sSunny :

‘Shel:

Claude:

Sunny :
Shel:

VSunny:

.rClaude:

Snnny;

Shel:

Sunny:

Alta:

'-Snnny:

;o 257

Group 4

You don't have to draw'a real car, just put some

wheels on.

Okay. I'll put a 01rcle equals cars eh. (counts)

two, three, ‘four, five, six, seven and I 11

put an X for.

Il . 4 \
. _ . . |
But  the onlyvtrouble is ,how we're supposed to figure

this out . there isn't any way to figure it

.out. . . ;y.WeAneed,more informatioh{. | o
-Look, there is a'wayv ‘?T
(reads‘again) Nothing It saysoouripolice
department has fifteen cars and motorcycles

Yeah fifteen cars and motorcycles put together .l;-.
Right. . f S B | |
ARight..'.u. see;f. | |

So there's fifteen carsvand.motorcyclesv,'. . that's

the answer, fifteen.

Okay, I'1l put "it there. . . vl

FlFlfteen cars and fifteen motorcycles equals fifteen

. »

vehicles I mean thlrty
' Thir-ty.
Yeah'ﬁ%f but how many pollce cars does the police

department have? o

"The answer is



—t

Claude’:

Waiﬁ_. .. if‘yéu‘haye .

forty-two . .,.’fouffand thw}s'wﬁéﬁﬁ Six, right?

. ’ KN Y : .
S0 six goes into forty~two how many times? Seven,

right?



T

"ﬁKate;"' It can't Sé .“{ﬂ'~i”lﬁ-'?,g‘l ? ol °*:vh~}' S e

.-‘hMaggle ,No; no, no
;‘Kate - It doesn't necessarily haVe to be
\},'j Maggie:>sYeah but you have to get forty two one way

_;gate:';i It has to. be forty ~two. ;flﬂ, that forty two A

"ff37‘“72 ‘we've . forty elght here now ;[: twelve tlmes what° .:»f}xjfr
-'vmaggle Twelve tlmes three @&&es yoJ\\\ ”vq‘ ’7¥sfw}@ Sy
- S “\\ AT ‘“&ﬂ;_;.-.f.;~,?tgf== e
"{Kate We already gld thaq

rlght here\

inéané' Thirty 31x
'_Kate : , Thlrty six Twelveltimee"thﬁee'iéﬁ?he most you can‘

ever get

g . - : e 'rf’ “f, ,\\ “fp;""[~a:ﬂfw_iiAn~ e
. "4Maggie No, you have to be able to get forty two G ‘ibw,;ffl:;_r"ﬁ"
BT twelve times three walt }?,' twelve twos are.{ﬁf\ ’
o ’ \\ . “ ' v N .\;\_ L :

twenty four _; twelve t;mes three ; &;{'Q=§7;f'[3

:hPam}b? Well you can't ’N-, it's 1mp0551ble
‘eMaggie I can help & you can help s f,ﬂ m thank you
'e'Kate:ﬁ; Did you count these thlngs° ' ‘ o

V{".fmaggie~ Those are motorcycles° ; jJ': e

’vnKate : Motorcycles

e e

‘*vaan: wa can go into forty two Qg/;ff

~
3

“V-Kate ;' Four, six, eight ten twelve
) ; b ‘V ‘3 .

Maggie ‘That's tWe&ve

vokay, that s twelye (checks \%’
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f'L;z;‘&s.hn;.vCan we' Just try thlsO_f'ﬂtﬁ-.
thesearcher | Try° Yeah go ahead,;i. yow're supposed
| | | to be doing 1t‘;f.vl I Just want “ |
. sauiy: - Did anyone else tell the. .f;f; |
"EResearcher I'll say 1t's easy . but it s.-QEiv. _
V"_Liz;”f'“: : Ok@y ;f~' you guys help me_count backwards.:vhx
\?1:Sali§:",f Forty tWO,}e;>;'forty—three}j Lo
7f?55n?ffif yoj SlXteen° f”];sfijft.J}efiﬁlvb:;,ihymyi"‘e»khﬁtiy.
'Liz:f}y ‘:y;bNoAQJ;VN from elghty ‘causefg;.:v okay | ’-,.“
yfff$ei1ytyij;f' Okay eighty ;;, nlnety elght ;hf~; of elghty :eh,at
S R .W; seventyvelght e - o
‘a.Liz{FV‘}ﬁ_._ Seventy eight seventy 51x,,seventy four.
| i seventy two seventy,‘s1xty eight 51xty six,
sixty four sixty two, 51xty,‘f1fty elght fiﬁty—h”
L fiff‘six, fifty four flfty two, fifty | _\‘ | ‘,
?f;"b vSeily%f‘fb‘ They re all motorcycles then?ﬁ;g they ve only

got two wheels f;;g“: ,-y f wl'f\;', y,‘v\yv

fﬁJah:hf ' \;, The cars must be dragglng on the ground ,A;b.

’TfLiz{]: .i{fvao; Just keep g01ng .;!f} flfty,_forty elght\

S N : R
‘7/ U forty s1x, forty four forty two ;;ﬂ ,,h‘_&

i Selly{t }§“ Forty‘two gﬁg“;MSO_aﬂli those car’ be motorcucles

fﬁZ,f@ﬁ'and plus the rest could be cars 'f,,ah{.';,imﬂ“

Hff”‘don’t knog what these are.uﬁ ";«r.v:ny;fflt“*

CLdzesoo T There s two . ;T, there s one car ISR

oy .. S : : - o . N - IR ; .y .
. : Y - B . i - . .



v‘ W

8 ¥ Sé.lly'“: J‘

" Liz: v

by

six cars. . ...

Six cars and three motorcycles. . .. .

L &* [ S - /
LB RN . oy
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‘That's two cars, three cars.. . . four cars ‘five,
) ‘3’,.“v - ) A ‘3‘ ’



-

Jaok;»

Harry:
"fJack;

©call:

Jack

' Harry}

" Harry:

S Jack:
"Harry;ff

fJack :

1'Gall

Jack:

p }vH al" I’y e ‘

f7‘33¢k=

'_:'Jack

L have9

:N how many

| twenty. <. ﬁ

’*bé.fif

E Group 7.

But you can do it any way

There are seven pollce cars and seven

262

. you can get it’with

,'a whole bunch'of differént.answers

But you can get a whole bunch of answers.

, qSo you don't know

Seven times

[
[

'There.s sevenigh.

set (%)

Seven times seven is forty nlne

' so there must be seven blah bas

._and{i.

forty two wheels‘;

) seven seven

umm-.

{ seven times six 1s forty two

.”so'if youi‘v

So how many police ca%s does the police department

'j onf;«fﬂ.uoh'.

together

Vehicles
Yeah ;’.

5
/Well you can have

v
G

seven,.

there are forty two

all together”

LY

‘Theregaré‘fourteen,vehicies,

Well you can have

£

. : ah . o ‘,1 .‘.‘

(they all laugh)

tnét*é'righﬁitdd

SIS
-oumm. .

'{RWellln

a8

. twenty-one? ..
. twenty..

'how manv vehicfyz 1n all g

there 'S, twenty one thlngmaJlgs all

whéeiSIjS'"

+.there: can
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»f ‘then?‘_There§



