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Abstract
The queebon "What cdnstitutes communicative co)npeter&e in kmdergarten?” was
mveetigeted in ‘one kindergwten class using three contrastmg perspectlves and resultant

methodologles The first perspectlve was based on Vygotsky $ des{cjlptions of the zone"

, of proximal development end the socnogenests of thought and Ienguage which were .

represented by adult-cmld tutormg The second, vnewed as the status quo lncluded
standardized measurement. 'The third had its origins in theories of ‘lnterpersonal»and
social judgment and involved ttte use ot‘ re'constructim\emnogl@ohy wtth the teact’ter‘as E
the lnforment e Coy ‘

The sequence’ of Investtgatnon procee&ed\from etic to emic to etic, resultmg in-a

series of concludlng statements expressmg relatnor,tfshlps across the three p;{spectwes ‘

- Outstanding emong the conclusions was, the preemmence of activity _and social

mterectlon in judgments of communlcatlve competence Other concludlng statements
clusterad unde?%three headings )] competence is ;udged relative. to the context the .
mformetton__tt provades end the gosals it lmphes 2) competenceils mferred from |
performance and 3) the process of mter-personel Judgment contrtbutes to the resultant |
eppransel of cornpetence These clisters of - statements were developed into a
culminating deflmtion;" ' - : o "
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Foreword ’

The question a}ddress‘ed in this dissertation had its origins in the "real
world", The researgher once spent two years administering standardizea
assessment proceduras to hundreds of kindergarten children, Dﬁring this period .
tﬁe eyidéﬁfg she obtained exceeded what Feldman described as an individual
"tﬁreshold of discrepancy”. For some children the test scores contrasted to the
subjective op\nions shared by ﬂ}e examiner and experienced kindgfgarten
teachers regarding the child's Iaﬁguage ability, ‘

Subiéctive impressions have long been acknowledged under the rubric
"professionat judgment”, bui in this context it seefned that judgmgpt SO
consistemly‘ shared, mfght also be objectifiable, This conviction, sugmented by
years, courses, conversations, and theoretical consideréﬂons led to this
research. Tﬁe fodts of the quesfion are presented by the standardized test

\
component in the research itself, The rest is the pursuit of answers promised.

——

The completion of this study concludes this quest -- and starts others.



CHAPTER ONE: Introduction
Summary Qf the Topic
M information

in the last twenty years a crjticel explosion of Information has occurred in
the study of child language. ‘During this' period general disciplines ‘and ‘specific
researchers have selected dlfferent manifestations of the global area o guage
l‘ upon which to concentrate foregrounding specnflc areas or models fr fheir
ettentton Aspects of structural Ilngulstlcs such as morphology and synfax
received particular’ scrutiny, and, as a result, researchers have been quite
succeséfel‘ in describing with increasing specificitny'fme normal oattern of oral
Ianguage development among children.

Amid this expanding amount of evidence on child language, it has become _
evndent that the specification of language skills has not achieved a description of
the fusion of thought and |enguage necessary for communlcatlve competence
Hymes (1980) dstails theé frustratlons of this search:

When the course of modern Ilngulstlcs reached syntax (having started
out ... with a focus on \phonology) and when controversy over
modele of syntax were resolved effectively in favor of.
trmsformational-generatlve grammar, begot by Chomsky out of
Harris it seemed to some psycholinguists, that. almo;t a mluenmum

. was at hand ... Experi.ments based on the Chomskian model gave
initially exciting results. it sesmed that &\eog_rmne'ticel model and
psychological reality were twins, and the job of psychology was to
daviss ingenious expenments on the basns of the Iinguistﬁc model. A

! faw yeers Iater the bloom.was off’ that particular rose.: The relatnon'
between: psychologucel realtty. (the mechanisms of the mmd) and

grammatical theory (the mechanisms of a mode of ‘grammar) came to’

__ssem mcreasmgly remote. (p.’ 66)
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With the advent of the “pragmatic revolution”, flund & Duchan, 1983l the

focus of study broadened to include the perceptions of'the listen?y and the-

entire interactive context. This broadening ‘of,scope made_reldvant the new
i . (. A » ] LR

research area of developmental kinesics Hoffer & St. 'Clair, 1981; Prutting,

1982) as well as the focus by soctollngulsts on the language of the school

(Cicourel, 1972). However, some have suggeste'a that the models themselves

X

—

are in error and that a redeflmtion of these models ts m order Representetlvps .

from var\ous areas of language research (Bam 1983 Butler 1984 Cazden?

© 1883; Mehan, 1982) have expressed the need for more ccmplete approaches.

John-Steiner and Tatter (1983) have recommende.d -the coalescence of the

L

strands of nature and culture in an interactionist model.

This study was designed in response to the need to understand the nature

of competeance, the need for a vieWpoint which subsumes discrete sebmenw of

information regardmg child langeage Its' purpose was to identify a

trans-molecular perspective to allow the exploratlon of d?namic relationships that

' cross the many areas of lenguage study. The contention of thls study'is that, for )

" reasons of dlsc1pllne-besed perspectlves and of intellectual his’tory' the

bounderles ‘which divide« research domains. have been made by "bllnkered"

: researchers themselves. They are artnfacts of their nnstory not bomderiee that

)

occur in the lived world of the person Consequently the difflcultlee in defming'

commumcatlve competence n’ught stem from a preoccupetlon with speclflc

molecular umts of Ianguage and a hmlted consuderatlon of the more umfying.

perspectlve, the dynamnc use of Ianguege tn a social context. When language is

-

viewed as it -occurs in lndlvndual chlldren, the "truths of. Ienguage development.‘

may transcend the boundarnes of prqvalent theories and methodologles As.

Hymes (1980) explanned "lt is the start frorn 2 'hlgher Ievel the orgeniutlon of

- language m terms of mterectuon among persons thet brings the other feewres'

|

mto view and flnds them essential perts of what lmgu:gj is and does" (p vni)

e

A
Y



~This neec for a renewed vision regardin‘LQ‘ theJ study ‘)of child ianguage was
. summarized by Bain (1983) "Socnel science has now, |. belueve reached a level of
‘ ‘theoreticel sophistication where a genume integratlve approach is possible a8
least vis-a-vis Ienguege {xxi): ‘
Language as Content and Q__ﬁ(_ t of Schooling »

Within the many Perspectives taken toward the compiex topic of :
language. an important issue is the relationship between the language of the
\ "chlldre.n who enter schooi ‘and the curnculun? expectations and' mstructlonai'
models of ' the .;echools themse|ves (Cazdén, John & Hymes, 1972). Cazden
described the special problem of ‘t.he lenguage-leeming reletio'nship as fo'liows-
"languege poses multlple problems for education because it is both curriculum
‘ content and learning environment, both the object of knowledge and a medlum(
through 'which other knowledge is acquired" p. 135 cnted in Bashir, Kuban,
‘Kleinman & Scaiéuzzo 1983). _ - ’ ' ‘

*, At schoo! entry these problems have perticular significance The chlld m’
4 sense, is aiready an eccompllshed language leamer Many communicative styles _'
, enc# mances in the lenguege of hlS/hBl“ experience are acquured eerly in life. As ‘
' sponteneous appcentices (Miiler 1972) children' enter the classroom and bégin‘
to ieern the "lenquege of school®. These lenguage patterns of school have been

: ”shoWn to include. unlque characteristics (Mehan, 1979a; Novik & Waters 1877)

Wthh mey not resemble the language in the chiid's pre-school experience. Thus. .

‘ :the reletionship between eech child ae 2 ienguege ieemer, and the demands of the
school context heve speciel imp.ortence Although thns issue has received
extenslve ettentlon there is littie coherent evndence that addresses the question

' ‘of "what constitutes comnmicative competence in the chuldren s first expenence" |

, wuth the institution of school, kindergtten?" S . s '; —_



. - commumcatlon The judgment the teacher. make;,mfluencea the gates thelL!re l S

The Questnon of Comg etencs

At school entry many variations of communlcatlve ability . and

‘ communlcatnve styles become evident from the chlldren enrolled ll‘ a single

kindergarten class People -- teachers and chlldren - make judgments regardmg,'

'the language competence of them associates m the normel course of classroom

‘events A generallzable pedagoglcal defmmon of this competence however

has been eluslve ~The research pro;ect reported here has. been an effort in

' achlevmg that deslred heristic. '.

‘ The question of the nature of competence is nq,t an ldle question its"
|mpllcat|ons are real and potentlally llfe-changnng In the olassroom the teacher

is the . gatekeeper A child's access to play areas, expanded information, and

verbal expresston are at the teacher s discretion. Children’ are promoted to

grade one, assessed for speclal educatlon or: consldered for enrlchment
programs on the basls of the: teacher ] ;udgment The competent teacher |

perceuves thls socuetally-granted power as a responslbmty a charge to. control

- ‘the gates” to facilitate learning in'children. . S

Facllltatmg learning in chlldren depends to a _great. extent on wl'm the

' teacher can |dent1fy about each Chlld as a learner. ln knndergarten one of the
most |mportant characternstncs of chlldren ls thelr verbal Ianguage the foundatuon
- of soclal mteractlon the precursor and covanant of Ilteracy Thus klndergarten’

_teachers make )udgments about chlldren s levels of competence n- :

»

PRI
SR

‘:openedforthechﬂd '_ S T e I :.‘-'

¢

| ‘;Source ofaNew Model T A

The fact that teachers form 1udgments regardmg a Chlld s cpmmumcatlve-i j‘.

N competence suggests a contrast to the Openmg of thus chapter decrylng the B}
) need for a more adequate model ln schools the on-llne pereon who requlree a o

il

way to assess the commumcatnve competence Of children aeema to have
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I ’ - o T



; evolved a process for doung so an nmphed strategy, a subjectlve style a
|

personal perspectave By makmg the rmpllcut exphcnt by’ makmg the subyectlve

ob;ectlve by maklng the personal mterpersonal the needed model of language

may begin.. -

Toﬁa.!!gUnifvmngrsgectw Lo e
Adult—chlld Tutorlng To provnde a defmmon of commumcatwe

compéten ,e\m transcends the narrowmg mfluence of any SpBlelc perspectuve
dlverse evidence gathering strategles reflectmg dlfferent conceptual bases-
became a prlme requlrement For this study three contrastlng perspectlves
were |dentnf|ed as prormsmg sources from whlch to derlve an lntegrated
f definition of commumcatlve competence that conesponds to languagerln-school
evidence The flrst of these sources was the emphasns on the socnogenesls of ‘
language and thought\ as represented by adult-chnld tutormg The way in whnch
chnldren learn under the tutelage of an adult |s an important part of school and an"

o

- lmportant force in a chnld s development For these reasons an adult-child. ®
tutorlng aotlvlty was seen as a promlsmg contnbutor to the answers sought
' Standardlzed Measurement Procedures .In the present school systems
Kad noted in the F‘oreword professnonals admlmster standerdlzed tests and’ |
Ianguage analysis procedures to hundreds of kmdergarten chlldren These are
competent professnonals who employ strategnes that abound |n professnonal
"‘-'{ ‘ llterature. ‘and who contrnue usnng these methods amnd mstxtutlons whlch
. frequently reject unsaﬁsfactory procedures To~meke the defnmtlon from thns
» ' research relevant to the real world that spawned the questlon and appllcable to
the real world that mxgm benefit from the fmdlngs, the stats’ quo standardlzed
| meaaurement was a necessary component ‘for this study LR A
Teacher Judgment h the dnscuasnon of the nmportance of this questlon

‘f lt was suggested that many teechqs 'seem to have developed an on-lnne process { |
that allows them to rnake the judgn’lents perhaps at an zmplled subjectuve level

T ! . .
\ ' '
Y
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, teacher who mlght "know one who comblned the sophlstlcatlon ‘of theorett‘

§

K [
y . . J v

‘ that elude- theoretlctans To explore thls posslbuhty thls study actlvely involved a

knowledge with the sublectlve ;udgment and practlcal strategles that come fr .m

’ many years of experience in the, specnflc context
Three Approaches from Dlverse Theories These three approaches - -

_ tutoring, testmg and lnterwewmg the teacher - actually mclude emphases “from -

R

. such leBl’SB theoretlcal areas as socnal mteractro cognmve development

‘1 v
"normatlve scales of performance analysns of lngulstlc components of

"morphology and syntax and conceptual processes of mterpersonal judgment

Although these do not. encompass all pOSSlble areas, they do provnde a leGl’Slty*‘

that promlses a trans-molecular statement brndglng several exlstung approaches to

A -

language study

The Procedural Approaches

,n

Conceg tual Bases and Methodologlcal Seggence

‘1t is from these conceptual bases that this study has been deslgned to

‘ 'lnclude both quantltatnve and quahtatlve measures. it [ls understood of course,

that all meeSures must be accountable to baslc tenets of scnentiflc mqunry but
each approach contnbutes a dlfferent methodology To mtegrate the evndence

provuded by these methodologles this dlssertatlon wull be presented in an etic to .

‘ emrc to etlc sequence These terms et’c ‘and . emlc refer to Ievels of analysns *

descrlbed by Kenneth Plke (1967) . - ‘

o The pﬂn(:lpal dnfferences between the etlc and emic approaches to
' Ianguage and culture llues m the dlfference betweenl Units":".l
; ‘avallable m advance,, versus Iumts] determlned durlng analysla Eth" )
E umts and classlficatlens based on prlor broad samplmg or surveys
may be avallable before one beglns the analysus of a further partlcular : S
_“f':language or culture em:c unlts of a language must be determined':j N
“',}dunng the analysls of that language, they must be dlscovered nottv

SR N :' D
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| pr‘ed'l‘cted - Hence etlc data pro\nde\ access mto the system the
startlng point of analysls They give tentatlve results tentative umts
E The flnel enalysia or pllisesentation however would be in emic umts
" (pp. 3738) o | ,' L.
Thls etlc to emic to etlc sequence as an approach to Ianguage research
‘has been expressed succinctly by Lons Bloom (1978) A |
"The goal of lmgulstlc and cultural analysts is ‘an account of the -
| regularmes ln the orgamzanon of behavior.  To that end one would '
| begm with an etic, scheme or tentatwe set of hypotheses that might v
‘ have oriqmsted from one s observatlons and ldeas (or some a priori '
clsssiflcatlon) and then proceed to tast the hypotheses wnth the data
o until one arnves at ‘an’ mductlve emlc analysns that ldentifnes ‘the .
relevant varlables and their unteractlons Such analysls mvolves
‘ ‘successnve hypothests testing with: the, mteractive process of dlwsnon
classiflcatlon and’ evaluation and then reduvusnon reclasSnfncatlon and
reevaluatlon untll a reasonable account is obtamed (b 3. BRI
. Etic to Emlc to Etic. ' Thls statement by Bloom also pertams to the format
o vof the followmg presemation Chapter One and Two detall the initial etlc ‘stage
vof the research the ldentlfication of the researéh questlon and the descrlptmn
"of a prlon classnfications or conceptual bases chosen from expenence and"

relevant hterature The research procedures resulted logncally_from the mmal

e o,

perspective and reflect all three onentat:ons - tutorl'lng, testmg and mtervrewmg :
the teacher ,The specific procedures wm be descntbed in Chapter Three S
S : Emergmg from Chapter Three and speclfued in Chapter Four wull be the:“‘
B emic epproach the real world“ exploratnon and venfucatlon of the flrst etic

"_‘tives Thls chapter detauls the speclﬂc,‘ context-related evndence”
". lng commmucative competenco acquired amld 0'18 kl"defgﬂeﬂ class |n""' s

cooperauon wuth the teacher Prmciples whlch mtegrate the varlous streams of a

PO IP L



‘evidence, will culminate the emic stage of this research and conclude Chapter
Four. ' ' . ‘ . o
' ' ! 1N r\ '

The second stic stage ends th|s dlSserxatior) and. provndes the foundatlon'
for further research The quest:on that began this study wnll be answered
accordmg to the mtegrated evudence? Thns begnnmng one" study\ mlght become
the foundatlon for a second study Bloom (1978) descrlbed this three approach
sequence as; “ S ’

an'etlc to ‘emic to et|c plan that uses. the relevant emic account as an’
etic set of. hypotheses in" order to investlgate the behavlors of a
Iarger group of chlldren Such a cham of events wheréby a category
Z PIS defived from well-docurqented ewdence from a few subjects and ‘
then apphed or tested . wuth evtdence from. a Iarger number of
- o sub;ects is a reasonable goal for observatlonal research (p 4 '
| Smce this second etlc approach constitutes the basis for subsequent

research, the ftnal two chapters of this dlssertatnon could initiate a second study

Chapter Six wm present the conctuslons emerglng from thls study, the .

mtegratlon of. the three(conceptual and three methodological perspectives mto a
' statement that mcorporates the lmportance of context goals symbohc weughtlng '
‘ of performance social’ mteractton and processes of mterpersonal )udqment ‘
Chapter ‘Seven, the |mpllcat|ons of these theoretncal statements wull suggest
subsequent areas of mvestngation and- conclude that there are new more"’
: sophnsticated questnons that remam unanswered " ‘ ; |

&m_m_x of _m One | C e , t
The Focus of the Search The mformatlon presented in this dlssertatlon o

began wnth a "real world" "real school" questlon of.}the researcher Thls quest;on o

becamet, defuned as f'What conatatutes comrmmcatwe competence m - :

kmdergarten?" After study of the related Iuterature, n wae confarmed that the7

P,

- current models of Ianguage competence are inadequate to answer the queatlon. Sk

ie
v
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posed The search was begun for a more accountable model “ '.
E Three Bases for lnvestlgatlon An initial premlse of t‘hls search was that

the emerglng model must transcend many of the narrow representatlons now in

use Condeptually, it must be trans-molecular lt must also have its robts and its
appllcatlon in the "real world" of the school.

Of the orlentatnons that promised to
contrlbute to thls model ‘three were chosen The fnrst the SOClOgBﬂOSlS of
thought aﬁd language was ¢hosen be '}lt had loglcal relatlonshlps to the role

of the' schools - teachers facllltatlng learmng for chlldren in a soccal context

7

‘tl,

The second standardlzed measurement, was chosen because it seemed to have
some valldlty in assessment because it- represented the status quo for a great
deal of Ianguage measurement and because |t ‘was the context from whnch the
orlglnal‘ questlon emerged The third ornentatlon was- chosen because teachers
'seem to have evolved unformal heurlstlcs for assessmg language competence ln

context Practlce seems to have pre-dated theory, and the teacher's percept:on
of reality promvsed to contnEute to the solution of this questiOn

Ty
Orgamzlng Extenswe Evndence From the outset it was clear that the
procedures that had been developed would produce extenswe someWhat -
unrelated evldence As a result, the mtegratnon of. the strands of nnformatlon
also needed to be planned To accommodate this mtegratlon and provude a

forrnat for uts explication, the entlre enterpnse was vnewed as havnng three

stagee In the fnrst stage, the flrst etuc stage the conceptual bases for the study

and the procedurea through whlch lt would be conducted were determmed on

. l

the bases of personal experlence and relevant luterature The emnc stage, the

second stage nnvolved entering a klndergarten class and obtalnmg mformatuon

\, from the chlldren. the teacher the context and the mteractnon The thnrd stage.

A
4

the second etlc stage, requnred the formatlon of mew W—unfomed
x theoretlcal statements to provude the foundatlon for subsequent study
\ \\m‘j ‘

A
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formulation of emerging ‘questions.

L R
The research rePorted here emerged from 8 real world" questlon whnch ‘.
was subsequently defmed as ‘What constltutes commumcatzve competence in’

kindergarten?"~ Because current models’ of language development were

madequete for providing an answer an mtegratxve trans~moiecular perspectlve -

‘was sought To develop thns perspectnve dlverse conceptual bases were,.

«denttfled socuogenesw ‘of !anguage and thought as demonstrated in adult-chuld

tutormg, standarduzed measurement procedures and teacher judgment. Theee

o’

proaches suggested evndence gatherlng strategnes which were orgamzed in

" three- steps: etic to emic to etic. The broadly based evidence organized in these.

: stecs'f» became the foundation\.f for the answer to the study question and . the
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grefessioml literature. The litergture reviewed in this chwll represent the

‘ CHAP1—'.ER TWO: Reylew of the Literature

) o - Introduction : \

) » C :N i . ' ) ' .
% 3‘“, " Children are the performers; teachers are the gatekeepers, The

interactions betw,efen' them are complex‘, and the judgments made on the basis of
these lnterectlons arme important and ‘v'compllcated. This study was directed
toward one of these ;udgments the question "What constitutes communicative
_ competence in klndergarten chlldren?" '

. The research lnvolved the three complementary methodological

, sequences descrlbed in Chapter One as etic to emic to etic. It also involved

‘three ;onceptuel baces sociogenesls of language and thOught as represented in

adult-chﬂd tutorlng §tendardnzed procedures for assessing |anguage and teacher:

)udgment of commumcative competence. U

‘The' enswer to the focal question depended upon diverse conceptual
bases and resultent evndence-gathering strategms “R\e information from these
was integreted into a position Exldgmg the hlstorlcal restnctlveness of many
"bhnkered" perspectlves As a resuTt of thns broad scope the first step in the
,rBsearch, an etic stage, was concerned wuth a correspondmgly wide range of

-

major’ toplcs of 1) hnstorucal beckground 2) the sociogeneg{; of language and

‘thought K| stenderdlzed procedures for assessing Ianguage 4) principles of

interpersonal ' judgment, and 5) _methodology for obmnmng and analyzing
reconstitutive ethnogrephic evidence. '
Historical Perspectives

Two roads diverged in a wood, and | -

s .. - ‘ltook the one less travelled by,

.. 1" And that has mads all the difference. ‘(Frost, 1923)

. The' novice researcher enters the study of language as one entering well

~after a -pae'aﬁ-ical play has beghn. Old positions are restated, arguments - settled

? P b . “)n - . ' ‘.;.
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and‘ on-going -~ become evident, and directional tr‘ends:of‘development are’

partially obscured, Wiles (1983) views historical review as a necessity which

allows’ novlces to
know enough of what has happened in the recent past to seo
themselves as inheritors of tradltiops, participants who enter at a
particular stage of the deba’teb (and need to inform themsetves ... by
access to the minutes), enquirers, whose interests are in great part
determined, as are the means of enquify available to them, by their
point of entry to the ongoing, developiné discussion. (p. 7)

The importance of language' to human thought and\social exchange has
been -evident throughout history, Although this fascination can be identified
through many epochs of hlstory this century and espec»ally the ’Iast thirty years
have produced significant advances in understandmg the process of language
acqunsition in children, It is in contrast to some of these advances and.as an
extension of others that this dissertation - developed This section briefly
describes critical positions regarding Ianguage acquisition literature and contrasts
amang these positions, A more detailed description of the specific theoretical
positions used inv this dissertation will follow. Thus the first sections could be
;‘ubltitled “roads not taken” (Frost“: ’{923): the others form the theoretical bases
for all further development of the ‘research reported here, ‘
Psychologists a_s'm Scholars of Child Language

The Is_tudy of child language in the 1900's emerged predominantly from
the emphasis by'p'_sychologists on language in child development; the discipline of
'Iinguisties focused predominantly on adult language systems. Stern and Stern

. (1928), early contnbutors to the’ study of child language. divided the chnld‘
pre-school |anguage development mto four stages stressmg the functnon and

meaning of chuldren s utterances as well as making reference to the forms

children used.

)
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remains powerful, interacted briefly in writing about child language. The

Ouring the 1930’s two psychologists, whose impact on language study

approaches of Jean Piaget and the reactions of Lmygotsky to these percepts
promised rich information which was ended too soon .by Vygotsky's death, The
basic contrast between,their two positions, however, remains critical in moderh
regearch, Succinctly, Plaget saw language as the resuit of - thought; Vygotsky
| saw thought as separate' from language in the first two years of life and
essentially fused with. language thereafter. Furttterrnore, Piaget viewed language
development as movingl frdm egocentrlc to social; fv'ygotsky oontended that
language moved from social to egocentric to internal. Both agreed that a critical
link exists between language and thought, ‘

In the 1940's the contributions of Roman “Jakobsen (1941)', Dorothea
McCarthy {1930, 1954) and Mildred Temptin {1957) were espacially remarkable.
Jakobsen's tontribution was largely related to his application of the structural
and functional analysis methods from the dlsmplme of ||ngu|st|cs to the study of
Chlld language Although not the first lmgulst to become mterested in this toplc
hls involvement marked the beginning of greater emphasis given to child Ianguage
from the linguistic perspective, In contrast, Dorothea McCarthy s and Mildred
Templin's approaches were as developrnentaln psychologiets interested especially .
in documenting normative patterns Their comprehensive anelyses of the normal
language of a wide range of children produced compllatlons of normative data in
this area, which still serve as references in current descnptions of child language
(Fox & Allen 1983) .

ln parallel with the developments described above, behavioral psychology |
and an emphesns on opermt conditioning, rooted in the work ‘of Thorndike (1913)
and Wetsorr(1925) asserted that children developed language . as a direct result
of the reinforcement they receuved as they produced sound. As a result of

| selective reinforcement the child’s language behavior was shaped until the child .
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attained adult levels of performance. In 1957, B.F, Skinner explained children's
acquisition of language according to this paradigm in his book Verbal Behavior.
This approach to unddrstanding child language not only dominated the 50“3, but

also seemed "safe from serious and fundamental change” (Willes, 1983).

Syntax or Semantics Became the Linquistic Debate ‘ v

it was a seemingly routine evaluation of Skinner's hook in the Journal
Language by Noam Chomsky (1959) however, that began the great debate that
continued into the 1960's and led to the drastic revision of behavioral
approaches to Ianguage‘ acquisition. Concisely, Chomsky espoused & nativistic
po§ition. Subsequently -'supported by the biologically-oriented work of.
Lenneberg (1967); .Chomsky indicated that humans are born with an innate '
potentiality to develop language, a Language Acquisifion Device. Not spacifying
the organic nature of this devicé, Chomsky posn‘:lated that children had an
inherent universal ability to comprehend language syntax and from this ability they »
developed the Ianguage used by the people in thelr environment.

Among the arguments advanced by Chomsky, which continue to influence
language studies, were two key criticisms of Skinner's thecries. The fi;'st,
Chomsky stated. was that reinforcement could not accoﬁnt for all thé vafihti_es
of syntactic and morphological patterns. children develop. That is, the child's
total repertoire could not have occurred and been directly relnforced Second,
and- similarly,- Chomsky explamed that tha creativity’ evndant in human language
could not be' explained’ if . all Ianguage must flrst occur and be reinforced.
Creativity must instead by .related to the person's ability' to abstt:_ig:t
morpholbgical and syntactic rules }of. language and apply ‘these 10 ,- nov‘el 2
structures. | | o

From these persuasive argumants ronewed interest in child languago was
‘fueled, and research based‘on syntactic measures flournshed. Many of these

- (Brown,' 1973; Brown & Bellugi, 1904) documbnted syntactic develbpmont in -
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chilgren usihg nne‘ and- two word sentences. This information still forms a
cornerstone in subsequent theory development about early language Extending
the syntactlc model, however began to prove t;\e weaknesses of Chomsky's
syntactic theory. | ' ‘ ‘
Notable among the researchers whose evidence contradicted Chomsl;v
was Lois Bloom whose daughter's now - .cClassic "Mommy sock” provided
elucldatlng evndence that children emphaslze semantnc rather than syntactlc \
components Retammg many of the structural lmgunstlc/descnptors such as open
~ and pivot class words, Bloom progressed toward a more comprehensnve model
‘of Ianguage whlch accorded due lmportance to semantlc variables. The
compbnents of thls mode! - form content and use - remain as valuable

N
heuristics in- theory development

- Like Bloom, Schleslnger (1971) and Bowerman (1973). directed their
efforts toward understanding the semantic classes children express in their ’early
- language. finding that child Ianguage data could be better accounted for by using
- a semantic rether than syntactic vexplanation' The renewed emphasis returned
reseerchers agam to the writings of the Sterns (1928) who had emphasized the
link between language and thought The reneWed lmportance of relatlonshlp
between cognitive processes and language was typified by the book Symbol
Egrm;i__ by Wemer and Kaplan (1863). Thelr emphasls ‘on chlldren s
_'development of symbols continues to have an impact on current theory
 development, This is best illustrated by Bates (1979) crediting the contributions "
of Werner end Keplenmpment of her theoretlcal and emplncal work ’
on the emergence of symbols . ' |

An eccurete chronology of language development research must mclude,

Pleget 3 contrlbutione  #Cross. several decades lnterestmgly Vygotsky

- 1934/1862) responded to Pleget s theones and contrasted them to his own.

:Slmllerly Europeen psyohologlsts and llngulsts recogmzed and crmqued Plaget s‘

¢
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contrit:;utions. However, in North America the impact of Piaget's vvork_ waa
greatest after 1966(' Two reasons for this are most. evident. First, some of
‘, Piaget's extenswe observations becarhe available ln English and thua avallable to‘
Engllsh-readlng scholars. Second, the Chomsky-prodded shift frorn the
reinforcement emphasis of Skinner to the more cognitive, semantic-based
emphasis typified by Bloom vcorresponded more closely to the cognitive
yemph‘asis provided by Piaget. The in’fluence of Piagetian principles remains in
| current writing, on language acquisition. | | N

Context Became Important ' |

From the begmnlng of the semantic. emphasns theumportance of context
‘received attentlon Bloom explamed that " Allison’s "Mommy sock” could be
interpreted by the adult accordmg to the context. This emphasis on context
‘continued to develop into the 1870's until what tond and Duchan (1983) term the
pragmatlc revolutlon occurred in Ianguage studies.

The context already a central factor in the theorles of soclollngulstlcs
began to produce a sensitivity and analysus of the sub-cultures wuthm the majority
culture A loglcal application of thls trend was the study of the language and
culture of school. :Cicourel (1972) contrlbuted one of the earlier atudles, and'

,Wllkmson (1982) Mehan l1982l and others expanded knowledge in this area.

This approach whnch assumed that commumcatlve competence serves as both
the means and end in achlevmg educatlonal ob;ectlves focused on/three themea
"a) the complexlty of socnal mteractuon in the claesroom b) the diversity of
l|st1.ldents' learning and development and c) the. central role of the teacher"
(Wulkmson 1982 p 5) Slmllarly the language of the school became a focus for' :
study (Butler 1984 Blank 1978) as dld the relatlonship between the language ‘
systems of the chlld and teacher (Nelson 1984) ' )
” Wuthm these contexts the contrast ln focus and methodology persneted‘

‘Some lLund and Duchah 1983l moved to more contextually relevant sltee for_ -

. / )
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observatlon but preserved the structural linguistic emphases Others (Batesl

' 1979) considered the \chllds varlat:on in performance across ‘a range of

‘contexts but pereisted in focusmg upon child actlons usmg many perspectlves '

.typlcal of Plaget Stlll a third group represented in this dnssertat:on and

descrlbed in greater detail later in this - chapter, attended to the interaction

“between the . child" and the context,: mcludlng the people ObjBCtS expectatlons
and experiences of that context. o )
‘ngmmunlcgv e Compétence, a §oc|olmg_uisti c Pers| ec-tiv‘ 4
“ In the late 1960's when llngufete were reacting to the syntactlc emphasls
of Chomsky .and others, and researchers such as Bloom were beglnnmg to

"'emphaslze the role of semantics in sentence development socvolmgulsts were

- algo reectung to the narrow emphasls of Chomsky lt is |mportant to note that.

although Chomsky's theory mmally served as a critlcnsm of Skinner, Chomsky's

' cntlc:l were not proponents of Skinner’s theones ‘lIlet is, ‘the lmgulsts who
criticized Chomsky nonetheless concurred with hls crmclsm of Sklnner they
' rejected both theoretlcal positions. '

Among the socnollnguists recommendmg a changed perspecti\le to

studymg language acqulsltion was Dell Hymes (1971) who recommended that the =

focus of study should be cormnumcatlve competence Due to Hymes'

4_ persuaslve writlng in thls area his name is frequently hnked dlrectly to the phrase o

communicatxve competence (Welmann 1980 S|mon 1984) B

The term comrmnlcatlve competence was used mmally‘to contrast wnth ‘

: _Chomsky s use of the term competence Accordlng to: the transformattonal' '

generatnve grammar perspectnve of llngulstnc theory there are two Ianguage

. components performance and competence Performance is the mdwndual s
L encodlng and decodsng of languege end the overall use of language the person e
', ) demonstretes. competence, nn contrast l8 the umversally held underlymg - o

o comprehension of grammatncal rules the covert knowledge

R I
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o was In relation to Chomslw s de nltlon that Hymes contended that o
socoal mteractlon pattems not unlversal grammatlcal rules, were the epproprlate ‘
‘focus for studymg the acqulsltlon of Ianguage ln 1971 he explalned that
,‘Chomsky s emphasls on the ideal speaker |lstener sntuatlon was. tantamount to a
v"declaratnon of irrelevance p. 270). |
| Unluke Chomsky S - deflmtlon of competence Hymes“ focus ‘on
"communicative competence” suggested a perspective rather than a restrlctlve ,
K construct and charged llngulstics with the necessity of accountmg for the '
| broader scope of child Iearnmg in any explanatlon of the acqulsltlon of Ianguage o
‘by chlldren As Hymes explalned | ‘ ‘
' We have then to account for the fact that a. normel child acqulres' |
< . knowledge of . sentences not only as grammatlcal but also as
‘l appropriate. He or she acqulres competence as to v}/hen to speak;
.when not and as to what to talk about with whom, when, where in
what manner In short a child becomes able to accomplish a
,reperto:re of speech acts to take part in speech events and to
evaluate  their - accomphshment by others Thts cornpetence
moreover, s .lntegral wuth attltudes values and motlvatlons"
concerning language, |ts features ‘and_ uses, and mtegral with
;competence for and attltudes towards the lnter;rellatlon of Ianguage
wnh the other codes of commumcatlve conduct (197‘2b p 27/ 78) .
o Elllott (1981) captured this by usmg communlcatlve cornpetence as 8
| fsynonym for context-appreprlate Ianguage and Slmon (1984) applied: the tltle |n. :
. a. cllmcal context mtegratlng the perspectwe of Hymes wuth the functlonal
: ‘emphasns and resultant deJcriptors of Halllday (1975l and Dore (1974l :n: the
‘ Iongltudnnal studles of Loban (1976) In current use the phrase CMIWVG B
: ’competence us sometlmes used’m llterature to descrlbe lingusstlcally \foqused

. pattems in the SOCIO|IngLIl$th perspectwe as m John Gun'perz s (1984)‘\-
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‘monograph "Commumcatlve Competence Revnsnted" in whtch he asserts that the )

’. ‘
aoclosequenttal orgamzatlon of speakers moves is as basnc to convérsatlonel

'analyaie . a8 clause boundaries _are. to. syntax (1984 2 Q). Slmllarly

-Cook-Gumperz and Gumperz (1982) retterate thts perspectnve in relatnon to '

education by statlng that* the term commumcatlve competence infers that "there

.exust measurable regularitnes at the level of soc:al structure and socual_

mteraotton whtch are as much a matter of subconsctously lnternallz.ed abmty as

" 'are grammatical rules proper Control of these regularmes . is a precondmon-: )
of effecttve communncatlon (p. 14).. Furthermore they contend that cntlcal for |
T any conslderatlon of - communlcatlve competence is the need to ‘see the(
o soclollngulstic practices of speaklng and mteractmg wuthm the wuder context of

the educatlonal assumptlons and ndeologles held by members of the soclety .(p,

1‘,/").
Hopper and Naremore (1978) further support this orlentatnon from an
ndeologncal perspectlve "nguusts ||ke to say that’ each of us has a lmgunstnc

competence conslstlng of what we' know about Ianguage We would expand that .

.concept to say that people possess commumcatwe competence covermg ‘

knowledge of the ent;re range and scope of commumcatnon Thns humamsttc,

7 conception of commumcatton encourages us to thlnk that all people are re!ated -
‘ to each other” (p 126) " L '

AR

Desptte thls apparently shared understandlng across researchers the "

phraae communncatnve competence remalns somewhat vague Welmann (1980)

_delineated the tmprecrsmn of the phrase by :dentifymg four |ssues that affect"g ‘
,'subsgquent theory development o e |

" - R [T

o 1. 'vlack of‘defmmonal consustency, e

_ 2 menner |n whlch a person mey possess competence

A <w‘y " Wh'ch °°m'“""'°’t'°" °°mPetence is dustmgmshed from iy

-,u-.mnlarconcepts L - 'j_ R N
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4, . constltutlon of communlcatwe competence _its attributes and -

‘ ‘d‘i ensions. (p 186) | .

; L Jus' as there is potenttally a range of meanmgs for the phrase |
commumcatlve competence the concept advanced by Hymes |s also
reflected and approxlmated in other phrases whlch are . evadent in the
hterature In some ways thts concept has been captured by Bowerman as
'beyond communucatlve adequacy (1985) _and' by Pruttlng ‘as ; socnal, . |
3

In acknowledgmg these varlatlons an lmportant conslderatlon should

- competence (1982)

be |dent|fled m the 1980° s researchers in Ianguage acqulsmon typlcally
,;emphaslze the communlcatlve context and soclal mteraction |n whuch
‘]anguage functlons and the relatmnshlp between functuon and acqulsmon
Frequently descrlbed as the pragmatics of language thls theoretlcal
; perspectwe had |ts oruglns with the phllosophers of anclent Greeca and the
tradmons of rhetorlc For the last century the phllosophy of pragmatlcs
has been advanced by phllosophers llke Pelrce (1878) Wuttgensteln (1958)
and Searle l1969) and lmgulsts such as l.akoff (1972) In her review of the
- hlstorlcal-theoretlcal foundatlons of pragmatlcs Pruttlng (1982) concluded
| that pragmatlcs is actually the counterpart of social competence "There is
| ‘no way to’ mterpret socnal competence unless communlcatwe behavuor and
context are treated slmultaneously (p 132) ‘ L
: ln the research reported m thus dlssertatlon the use of the phraae .
communlcatlve competence lmplles the socwllngulstlc perspectlve
Nonetheless, the' contnbutlons of pragmatlcs research to the author s
| .conceptual understanding of the sxgmflcanca and ramnﬂcations of the }

‘ soclolmguustlc perspectlve are consuderable
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lRatlonaIe for Theoretncal Emphasus
From the outset the questlon "What: constxtutes commumcative,

: competence in kmdergarten?" was a real-world questlon arlsing from the

researcher s experlence The expenenced dlscrepanCy from which the

question arose also Suggested the sngmfncant characterlstlcs of that'

\

‘ dnscrepancy it appeared that the contrast developed from companng,‘

.speclflc unlts of the chvld S performance w;th the child’ s over-ndmg pattern

AN

.of performance That lS the motecular unrts contrasted wsth the molar .

‘ mterpretatlon

A second consnderatlon related somewhat to the furst was the '

. perception that it was the adult's judgment of the chlld based on the chlld s

performance whlch determlned a competency judgment. Furthermore, the

role of the adult in the context was a critical factor in the formation of

| such a judgment The result of thls was to place less emphasns on the

‘ ,cross~context’performance of the chlld and greater emphasns on the
‘adult-chlld and chnld-chlld lnteractlons in, specxflc contexts Furtherrnore B
guven the schoo)l entry emphasls of the research questlon the context of

‘cpncern needed to be related to school and the leammg/ teachmg

ln most current theory development the fundamental perspectlves"

, can be traced to ‘such works as those of Wemer and Kaplan Plaget or
vVgotsky Of these the one whlch gave the greatest emphasns to
o adult-child mteractlon, especually as |t pertamed to the learning process was‘ C
Vygotsky The crltlcal |mpact of adoptmg thls theoretical perspectnve B
| 'camot be mmumlzed all subseq:ent development followed loglcally , |
When a question anses-from experlence, |t 18 the result of theﬁ L |

‘ failure of conventional explanations That |s. lf conventlonal wusdom‘ j‘ ‘

provnded an accepuble answer the questlon would not remam

[t



‘ Consequently questions arising from the "real world”‘sugg‘est' the failure of

: comonplace‘expfanations In this instanceﬂst:"uctural Iinguistic analysis and

N measures of semantlc mastery were at the bese of the :question as‘

’ -

-'opposed - to belng the answer to that questlon It was apprOprlate

therefore to approach the questlon from a perspectlve Whlch did not

' negate the value of establlshed measures but extended beyond those
»_ measures to encompess the greater scope oﬁ reality
Pursuut of an anomaly is frultful
only if the anOmaly is more than non-tnvnal
Having’ discovered it,
the sclentlst s first efforts and those of hns professron
are to do what nuclear physmsts are now doung

They struve to generaluze the anomaly,

"sé;c_

| to dlSCOVBl‘ other B I ‘_ﬁ*
and more revealmg mamfestatnons of the same effect N
- togiveit structures .
by exammlng its complex mterrelatlonshlps
. wnth phenoMena they stul feel they understand
‘(Kuhn nd) . - ' '*7'“' ‘

The solutlon to the questnon which began this study therefore was

10 view establlshed mformatlon from a dlfferent perspectlve whlch allowed»

‘(Bam 1983 p XX} wuth a8 molar perceptlon of language in. contextl This .

B the mtegratlon of language s relfned excessnvely ratnonallstlc constructs

‘ ‘approach a soctogenetic perspectlvev mcluded a multl-dlsclplmary attltude

| ‘and rested on the early soclogenetnc thought of Lev Vygotsky

’ The selection of the Vygotsklan perspectuve determmed the o
e subsequent focus Ianguage llterature ln”-’tﬁ\ followm “cﬁ"",“
o llnforrnatlon on Vygotsky, Bruner Cazden and Mehan wull be prowded On

IR
P O R :
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the basls of contnbutlons to theories’ regardmg language acqulsmon these

. reeearchers are presented m order of theoretlcal |mpact and temporal

sequence .Of them, as noted before Vygotsky has ‘had the greatest

|mpact on theory development Bruner who turned his attentnon to early

language development ln the 1970’ s has attempted ‘to develop '

| framework “to, describe leerning mteractlbns Cazden a . more

y contemporary contrlbutor has extended empirical methodology to the

classroom and Mehan has speciflcally mcorporated ethnomethodology in

.

‘ classroom research

3.

; selectlon, all else followed Contemporary researchers m the /ygotsk:an .

ln summery the lnltlal anomaly suggested that somethmg occurred
in tfe dynamlc lnteractlon of the child with the teacher with other chlldren

S with the school context and wnth the process of learnmg Whlch not only’
l vcreated a competency-related 1udgment by the .adults in the context but

also contrasted with speclflc isolated unlts of the Chlld s performance The .

theoretical perspective which was most promlsmg in explorlng thf

-pOBSIblllty was denved from the work of Vygotsky, who emphaslzed the

sociogeneal‘ of learnlng the lnteractlon between an adult and child,

advanclng the development of both thought and language F-rom this Ioglcal

'-perspective became the sources for mvestigatlve methodology approprlate

. klndergarten chlldren?" '

' represented by the Ianguage of adult-child tutorlng. -These toplcs relate

5
[

for the reaearch questlon 'What constltutes communlcatlve competence in

Soclogenesis of Language and Thought

A.focal polnt across thls dlssertation |8 the language of soclal i

4nteractlon ln the service of cognntlon Speclﬂcally this concern is

E most dlrectly to the sermrial works of Lev Vygotsky and Jerome Bruner

.

a
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by ‘Vy’gotsky‘ and Bruner share ‘a common’ perspective regarding the’

socuogenesns of - language and thought James‘ 'Wer‘ts‘ch an Amerlcah

-scholar of Vygotsky's work builds the parallel between the two'

‘psychologlsts but then acknowledges the dlfflculty in cc.snflrming hls

statements by addlng 'however lt is hot clear that Vygotsky would agree

'(1978p17) ' ‘ / :

l Although the settlng of Vygotsky s work: was the Soviet Umon of '

" the nlneteen twentles and thlrtles lt has come/

to transcend political
boundaries and become ‘part of the nntellectual hentage of worldwlde
‘psychology As Bruner {(1962) explalned leen a plurallstlc world where
: each comes to terms wsth the envrronment in hlS own style Vygotaky 'S
developmental theory |s also a descrlptlon of the many roads to mdlvndualrty
'and freedom. lt is in thts sense, l think that he transcends as a theorlst of

the nature ‘of man, the’ ldeologlcal nfts that dlwde our world so desply

today P xl

CVygotsky: |
L. S Vygotsky s |mpact on psychologlcal thought remains evtdént g

‘ ‘throughout the drscuplme of psychology He formulated theories’ of
‘cogmtlve development with loglcal llnks to the wrltlngs of Marx and thereby
contributed sngmflcantly to the entlre Sovret school of psychology Wthh

‘focuses upon the psychology of actlvutb_,-Hls students Luria, Levlna and '

‘ others contmued his research and research methodology after Vygotsky 8
death in 1934 at age 3s. | , |

‘ | ln addmon Vygotsky s prmcuples of ontogenetlc and aocuogenetlc

‘ processes were often apphed outslde the Marxlst context Contributlng to

the. decr;gttexmallzatlon of h|s ldeas was the tlI‘TIO mterval between the flrst : '

| _appearance of Vygotsky s essays ln Ru /318 m 1934 and the apperance of

N2

L. the text reorgamzed at the request of Alexander Luna. ln 1957 In 1962

e

. ;-
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this text was published in English as the book Thought and Language. In

many v;ay'a; as Bruner stated, the power of Vygotsky's ideas is supported

by their validity across historical contexts.

Among Vygotsky's - most highly acclaimed statements 'is his

contention that in the'child's process of dev\‘e‘lopme‘nt, thought and .language

each have different genetic roots and each can be identified separately in

the behavior of infants. Furthermore at about two years of age, thought .

| and language join to produce a new form of behavior "when Speech baegins

to serve intellect and thoughts begin to be spoken” (Vygotsky, 1934/ 1962,

\

'p. 43). The link between the two is not static but rather

the ‘relation between thought and word ,is a living process:
' moupht is born through words. A word devoid of thought is a _
dead ‘thlng end a 'thc;ught unembodied in words remains a.
smaow\ The connectlon between them however is not a ';:\.“ ,
preformed and constant one. It emerges in the course of
development and ltself evolves. (Vygotsky, 193471962, p.’
153) . ‘
Another of Vygotsky s percepts was stated in direct c&wtras‘to
Piaget's positlon that true soclal speech develops as the child becomes less
egocentric. Vygotslcy, held that speech has its origins in social interaction

and becomes internalized as ‘the child matures, stating "thus our schema of '

-~ -development - first soeial, then egocentric, then inner’ speéch” (p. '19).

Vygotsky (1934/ 1962) also stated: “The’ primary function of 'speech in

. both’ chlldren and' adults |s communication and socnal contact The earliast

B
speech of the chlld is therefore essentlally soclal At first it is global and

. multifunctional; later its functions become differentiated" P- 19).

Accordlng to Vygotsky external speech relates dn‘ee‘ly to the stage

| at whlch language development conceptual development, and general ’

1



27

-

r .

acculturation originate, The role of the corﬁhuniéative parfner is stressed
in this process for "what the child can do in cooperatigh today he can do
| alone tomorrow” (Vygotsky,- 1934/ 1962, p. 104). Vygbtsky elaborated on
this soclogenetic principle by stating, .

The general genetic law of cultural development is as follows:'

Any function in thé child's cultural ?velopmgnt appears twice, _

- or on two planes, First it appears on the social plane, ‘and then

on the psychological plane, First it aﬁpeérs between people as

an interpsychological ‘category and then within the child as an

intrapsychological category. This is equally true with fev*gard to

voluntary attention, logical memory, the formatién of concepts

‘and the development of volition. (Wertsch, 1981, p. 16“3)

Levina (1981) described her work under Vygotsky in 1931 and the
impact of his theoretical and methodological approaches in vher subéoquent
research. In the :1931 studies it was noted that during early stages of
de:lelopment chilér,en relied on speech to describe fha envirohment. They‘
later linked speech to thinking: this fusion restructured the process so that
thought became qualitatively different as a result. The use of speech
liberated children from some aspecfs of the environment by allowing ﬁw
childrleh to impose their own goals and to conce‘ptuaﬁllze future actions.
This evidence of verbal planning was noted during the four and a half year
period in these studies. ’

Diractly relaied to tﬁe soéiogenasi§ of thought and language was the' |
. concept of the zone of p}oximal developmaﬁt. As described by ‘Vygotsky
':(19‘34/ 1962, p. 153) the zone of proximal development is T .
~ the )dis_fan‘ce between the actual developmental level as

determined by i{ndependg’nt\} problem ‘solving_'ar_\gl the level of -

potential development as determined through p"ro'blém, solving
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under aduit lgu@a_nce or in‘ collaboration with peers. {p. 86)
The :‘discrepan“cy between a child’s actual mental age and the
level he reachds in solving problems with assistapce indicates
the zone-of his proximal dévelopment ... Experience has shown
that the child with the larger zone of proximal development ‘will‘
do much better in ‘school. p. 103) "

Ahong youﬁg’ children Vygotsky and Levina found that a phild might
be unsuccessful in éolving a problem until asked by the experimenter to
"explainl the problem. By being required to speak, the child might plan the
v actioh, g;elect the salient stimuli and solve the problem correctly,. This waé
" a classic example of the zone of proximal development in that the child was

unablq to solve the problem independently D:)ut could solve the problerﬁ
when asked to describe the problem verbaily. |
 Waertsch (1979} described a similar puzzle-solving problem in which
the adult was | "providing other-regulation in the zone of proximal
development” (p. 7). ln.i this case mothers were asked to guide their
‘children through a puzzie assembly task to corﬁpietion. On the basis of this
study, Wertsch hypothesized four stages in' the transition toward
“independent regulation of bahavior. First the chiid may be unable' to
interpret and- colnsaquently unable to apply the adult's étaterr_\ents in relation
to the task. Second, the éhild -may respond to the adult's spscific
gommands or quéstions but. not comﬁrehend the fuil ir'nplic‘atibns in terms
‘of the entire task. At “the third level the child can follow non-explicit
directiqns or hints and assume some salf-reéulaﬁon. At this stage the adult
is‘ neééssary but does not need to. sﬁecify all necpss’ary’c ‘steps or
: prbcodu'es." in the most indebendenf sﬁge the child is self-regulating and
the ;du!t 'q'oes not provide ‘any ‘strategié assistance. Werfsch '.conclude& ‘

that any sb_ecific' task includes four stages of - internalizing ' from

"~
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) mter-psychologlcal processes to intra- psychologicel processes.

The assistance the adult provides. during these four stages
\\t:orresponds to Vygotsky‘s statements about the developmaent of voluntary
\attention. He,‘explalned that the role of the adult mediator is to focus
attention ona particular feature that relates to the goal of the activity. This
process is the precursor of voluntary attention, “the process of mediated
a'tte?tion that has gone underground” (Wertsch, 1981, p. 207). Attaining
this voluntary attention was viewed by Vygotsky as a critical component of
subsequent conceptual development. | |
Bruner _ ‘ A

. Gr{eatly‘ influencad by Vygotsky, 7i3. the American psychologist
Jerome \\Bruner. Due to his greater |ongevity and his access to the English
Ianguage press Bruner s works have contributed to psychology over a
longer per\od than have those of Vygotsky. The prmcuples of 'the two,’
howaever, ake typscally parallel and' consistently compatibie. Among these
parallels is Bruner s (1975) emphasis that "Ianguage is acquired as an
mstrument fon regulatlng 1omt activity and joint attention. Indeed its very
structure refle s these functnons and its acquismon ns saturated with them"”
p. 2). ‘

The Inter-subjectivity of Interaction. This emphasis on the‘ social

nature of Ianguage lead Bruner and others to study the interactions between '

mothers and their thildren and between aduit tutors and chnldren These
mteractlve patterns hich foster conceptual growth in chlldren "are based
on the assumption th. ‘t the child grasps the idea of mter-subjectwuty that
others have intentions @runer, 1975, p. 7). Thns mtar-sub;ectivsty will be‘ '
described as the negotiation of shared meaning. Bruner's studies of the
- inter-active nature of tut nng have close relatnonshlps to Vygotsky s zone

of proximal development d Wertsch ] stages of mdependent regulation -
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of behauior as cited above.

. in one study (Wood, Bruner & Ross,' 1976) chiidren ‘aged‘thlree,
four, and five years ;/vere tutored by an expserienced teacher. Tn‘e term
scaffolding was used to descrlbe the dlalogue between. the child and tutor
as they completed a 'pyramid of wooden blocks. This scaffolding included
six tdentifneble functnons within the role of the tutor. The first, recruitment,
was the teacher s role in mterestmg the child in the purpose and the
“matemle of the ectwlty Second the tutor. reduced the chlld s degree of
freedom by’ stmpllfymg the task to the components the child could -
complete successfully. More specmcally "the ‘scaffolding’ tutor f:lls in the
rest and lets the learner perfect the component sub-routmes that he can
' manage” (Wood, Bruner, & Ross, 19786, p. 98). Durectlon mamtenance the
third function involved maintaining motivation and the direction of the
actlon The fourth function was to -accentuate the relevant features of the
task and also focus ettentton on the umportant dlscrepancles between the
child 8 ectlons and the necessary processes. The fifth role wes expressed
in the maxim "Prqblem solving should be less dangerous or stressful with a
tutor than wnthout (Wood. Bruner, & Ross 1976 p. 198) The actual

demonstratlon or modellmg of a-task, the slxtﬁ* functnon of tutorlng

essumed that the child would |mntate the tutor in some appropnate way All -

8ix functlons were adult efforcs toward the child’ s performance success
Bruner studied the interactions between mothers and thelr chnldren
' who renged in age from 8 to 24 months, durlng a book readlng actnvity
. .As 8 result he ldentifled four constntuents wuthm the mother s role: .1) -
- attentlonsl vocation' (L.ook), 2) query ("What s that?", 3) Iabel ("It's an X",
and 4) feedback utterance ("Yes that sa cat") At all of the chnldren s age '
levels the mothers continued to "raige’ the. ante for acceptlng the child’ s

' responses. as soon as one levet of accuracy was achneved by the child, the

“ . .
ot
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', mother_ began‘ to prompt and require the next. level of complexity. ‘ln
's‘Umm'erizlng Bruner suggested' thet the mother's functlons were actuelly
tfwose of 1) indicating, 2) ‘reques'tlng‘, 3 efflliating,‘ and 4) 'generetlng
possibility for the child. | S ‘ o
The concept of scaffoldlng applled d‘ rectly to the chlld s Ianguage '
| learnmg has been termed Language Acqulsmon Support System {LASS)
: (Bruner 1983) Thls involvas turn-takmg and expanslon ‘'strategies as
descrlbed above with the senior partncnpant asslstmg the junior member in
completlng a statement. The senior partlclpant need not be- llterally olderb
than’ \the junior partner, but does need to ‘have greater sophistication wn&h
the task and consequently the ahsllty to contnbute to: the success of the
 less ‘sxperienced‘pa‘rtner. In this process the Asenio’r partner 1) provides B
 linguistic, conceptual, and motivational support 'as needed, 2) provides only
. the amount of support nec.essary,‘ and 3) decreeses the support as the
junior member becomes able .to function more in’dependently. . |

Cazden

The perspectlves represented by Courtney Cazden have been of
. central’ lmportance to the development of this study because she has
emphaslzed the classroom as the context for lenguage and soclal
mteractlon “*Her appllcatlon of prmclples from Bruner and Vygotsky to the
- classroom and her collaboratlon wuth Mehan - |n an ethnography of -the
classroom provnde the crutncal links' from theory to prectlce for the study‘
' reported here. 5 , o :

| . Cazden (1981al §tudled teecher-chlld dlelogue in. the perspectlve of .‘ '
Vygotsky s zone of proxlmal development The crltlcal lssue of thte study

was being able to "dlstnngulsh between help that somehow gets a Chlld to- :

.‘produce the right answer, and help from whlch the child. mlght learn how to-

. '. ‘answer slmnlar questnons in ‘the future" (p 5) Cltmg dlelogue m WhICh she

IR
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served as teacher Cazden concluded that the teacher assumes - wnth
‘, Vygotaky that the assisted perforrnance is not just performance without ‘
competence but performance before competence - that the asslsted‘
performance does mdeed contnbute to subsequent development" (p 7).

Subsequently Cazden’ (1983) suggested the school-related

L lmportance of Vygotsky [} zone of proxlmal development and Bruner s ‘_

scaffoldlng These concepts also descrlbe the socual exchange games

played by a mother and chlld e.g. peek-a-boo It was Cazden s contention |
‘that the’ Chlld L] learnlng of the interactive scaffoldlng pattems of the‘home
- provided: the foundatlon for. the Chlld S. learmng the lnteractlve scaffoldlng .
_patterns of the classroom. | ¢« o
Cazden further. explored the parallels between the culture of the
'classroom and the soclal mteractnve patterns that facllltate cogmtlve and
-Iingulatlc development She contluded that in learmng to buuld greater
‘ complexlty in the early tutorlai dyad w1th nursery rituals the child gains the ;
keblllty to recognize sallent cues in the classroom speech of the teacher
Thus the chnld not only develops greater llngulstlc complexlty as the result
of the scaffoldlng dyad but also leams how to use the scaffoldlng‘ ’
‘A"mteractlon across a range .of contexts and partners "That is, the children
- became mteractionally more competent in tacitly understandlng the

"‘",structure of the lessons and functlonmg within that structure for their -

. Vpurposes as wellaethe teachers (1983 p. 51)..

‘ At school entry the culture of the school becomes medlated to the
child through verbal signs In school to become wewed as a competent

E member of the culture of the classroom a chlld must acquure speech and o

o thought patterns that demonstrate this. competence |n|tially these pattems |

_ become evident ‘in the' dlalogue between the teacher and the chlld but-.‘

,eventually the Ianguage becomes mternallzed and ls used by the chlld ln'. |
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;planmng executmg and self—regulating in the classroom context

Another crltlcal contribution of Cazden to this study- involved her. .

'role as teacher and collaborator ln a pro;ect with Mehan l1979l Mehan’ s\ ’
‘ dlscusslon of Cazden's year as a teacher and the resultant ethncgraphy of
‘the language/soclal |nteractnons of the teacher and’ chlldren ~served as an
lmpetus fog the research reported here. A later sectlon of this chapter‘

f spec:faes the appllcatnon of Mehan's research approaches to this study
| Imphcatnons from Adult-Chald Tutormg The sheared. orlentatlons of
| Bruner and Vygotsky and the appllcatlon of these by Cazden are pervaslve
factors in thls study.. “This conceptual orlentation has Ioglcal relationships to
the development of cogmtlve processes in a social . context In the
research procedures thns base led to the development of two components.
. The first mvolves the zone of proxlmal development and the propess of
scaffoldmg Wthh are represented in adult-chlld tutormg lnformatlon from
the tutonng mteractnon was obtamed twuce durlng the study through the
'admumstratlon of a standardized wsual analognes test to each chlld under
. two condltnons 1) as dnrected by the manual and 2) wuth coachmg'
‘4 Evudence across these four admnmstratlons and descrlptlons of .the tutorial :
‘ lnteractson is summanzed for each child: |n Chapter Four. ln thle ewdence'

the complexlty and sensmvuty ‘of the, lnteractlon are notable Second the‘ ‘

: lmphcatlon fpr ﬁus study mvolves the |mportance of. soclal mteractlcn SR

‘which became a fgcal pomt in the mtegratlon of the extenslve evldence l'n. e

S 'addltltJn the conceptual perspectnves of Vygotsky Wertach Bruner and"‘:"

- ‘.Cazden were applled consnstently in the dlscusslon as presented |n Chapter

-
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‘ Standardized Measurement of Language
One conceptual basis, for this study was standardized testmg, which
allows a comparlaon of a chlld s responses in a structured sltuation wlth
| normatlve data regarding the responses of others on the same ‘tasks. Tests

. and their related norms‘ are probably familiar to, most readers and will be

dlscussed briefly only as they relate dlrectly to this study

The use of standardtzed tests to assess Chlld language performance

‘ “has its roots, |n the early work of Bmet Terman and Wechsler ‘and can be

-.lllustrated by the Vocabulary and the Reasomng sub-tests in the Wechsler
lntelligence Scales for Children (Wechsler 1974) and the Stanford-Binet

i lntelhgence Scale (T errnan & Merrlll 1960) These have more recently been

i augmented by tests which are - desugned speciflcally to. test Janguage :

Idevelopment Some of these like -the Boehm Test of Basic Concepts

o : (Boehm 1967) and the Wepman Audltory Dlscrlmlnation Test (Wepman

1973) assessa single aspect of language development Some authors like
" Kirk, McCarthy and Kirk nsse) Newcomber and Hammril (1977) and
Zimmerman (1969) have attempted the constructlon of -more-

_‘comprehenslve test; battenes A few of these more cornprehenswe o

"batterles like the l-liskey Nebraska Test of Learnlng Aptltude (Hlskey 1966)

" were developed for special populations of chnldren e. g -deaf, multnply

‘ handlcapped

accordmg to varlous models of h’uman intellugence are also addressed m the

'literature as are the misappllcatuon of testing procedures (Gould 1981)

- a recent Canadlan study (lllerbmn Halnes & Greenough 1985l the Valldlty

]l."‘jr».‘_,'of 8 battery of speech-lmguage tests in' mass screenlng was lnvestigated
""f'ilﬁand the implicatiqns of the test scores were discussed (Illerbrun 1985)

The appllcation of standardlzed tests and the lmprovement of tests ‘

!
[

A Among the changes some advocated ln testmg was the recommendatnon for o
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. more dynamic tes*:ocedures Resembllng the zone . of proxlmal

developm’eht ‘defined y Vygotsky thls testlng mode would assess

= children s abiilty to benefit from adult assistance ie their abllity to Ieerh

(Feuerstein 1979 Brown & French 1979). |
| ln general practlce the’ scores from standardized ‘tests’ have beeni
consldered in. ;udglng whether an lndiwdual child's: Ianguage development"
. was’ progressnng normally Although wudely used, . these tests were rarely .
.‘ seenb as mfalllble As Selgel (1975) summanzed . .
' The mformatnon we obtaln by admlmstenng a standardlzed test is
a useful piece of evudence part of the descrlptlve tapestry we
assemble in order to understand a Chlld s problem ---.indeed to
determme whether a clm ought to be cons:dered as myinp ‘a .
problem -- but it does not defme the problem The experlenced 7
- clumclan decndes a child may need specual serwces on the basis
of an aggregatlon of facts and lmpressions mvolvmg the: pattern
' of evudent speech behavuors the chlld s age and maturlty and the

reactnons of others to ‘his speech and ultimately, the clinlcnan s

'own lmpressions honed by trammg and expenence of the
”chllds performance ‘ lt ls indeed useful to have some'
‘documentatlon about the general developmental course of .

'Ianguage behavnor and it |s helpful to have these normatlve" -
g generallzatlons avallable when counseling wnth parents or other\:.f ‘ ‘

5 ‘professlonals The test describes a child s perform'nc" and ,“.’3 L

' ,allows a'Comparlson wnth some normatlve’” sample of the same'; , -

. age, but lt does not establlsh the ilmits of normalcy, |t does not

R ‘presume to defme normal behavnor The Chlld s parents peers. RPN

"cand teachers do not react to hls speech nn terms of somef' "
"‘..:inumerncal mdex (p 124) et R
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This tempered descriptnon of standardlzed tests corresponds té
‘ more recant atudles regardlng the abnllty of 30 speech and language tests !
‘j vcommonly used wuth preschoolers to fulflll ten baslc psychometrlc crltena
The authors concluded that "on the whogi the reviewed tests falled to
provtde”compelllng emptrucal evudence that they can rehably and valldly be
used to prov:de lnformatlon concernlng the exlstence of Ianguage or
artlculatlon lmpalrment McCauley & Swnsher 1984 P- 40)
lmgh@ion from Standardized Measurement Procedures ' , ‘
. In thls study portlons of three tests were used The Boehm Test of ‘
iBBSIC Concepts (Boehrn 1967) the Grammatlcal Understandlng and
Vocabulary subtests from the Test of . Language Development (T OLD) :
(Newcomber & Hammlll 1977). and the Plcture Assoclatnon sub-test of the - |
Hlskey-Nebraska Test of Learnlng Aptltude (Hlskey, 1966) Each was

" selected because st was vnewed as relevant to the classroom actwmes upon

N whlch the teacher mlght judge the chlld s commumcatlve competence The
procedures :nvolvmg these tests wull be detalled ln Chapter Three and the
results descnbed in Chapter Four R Co. R IRRS —

. Strug g.m SR e R

. . Structural analysls has lts roots |n llngulstlcs and subsequently |n the

' dlsclplme of structural Iingwstlcs These flelds have relled on)descriptors

of Chlld language as lndicators of the chlld's lmgunstnc profucnency with '

speclfic emphasis on syntax and morphology Such hallmark studles as
those of Roger Brown (1973) provuded |mpetus to the/}{use of structural

7 analysls ln studymg chlld language Theee mntlal studles concentrated on thel : -

very young child As reaearch exténded beyond Brown s Ievel of greatest
complexity Stage V to the language of older chlldren, other approaches
were adopted _fto allow enalysls of more complex language systems

Amona these develOPments. the: W S_ent_en_cs ___lx& lLee ‘f |
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1974) has served as the foundatlon for many, varled methods of structural

‘ analysis (Barrle-Blackley ‘Musselwhite & Roglster 1978) The more recent‘ :
‘development of computer programs for llngulstnc analysls developed to

" some extent from Lee's’ procedures also (Mordecai, Palin & Palmer, 1982). ‘

' There are man'yfways of collecting children’s language for structural

| analysis ‘Most emphaslie orchesu'ating ‘o‘pp‘ort'unities‘for' the child‘s use of

' ‘reletlvely spontaneous verbal language (Barne-Blackley, Musselwhlte &, ‘

Roglster 1978) One techmque descnbed in current literature (Culatta y

. | Page & Ellls 1983 Peluso & Cartwrught 1982) involves havmg the chlld

e-tella famnhar story. L
Regardless of the Ianguage samplmg and analysls techmques used
the emphasns of structural analysns is on the forms of the language. Thua ‘

the meanmgs of the utterances and the intent of the speaker are typlcally

unrelated to the’ scorlng

-

Because llnguustlc meaSures to assess the complexlty of Chlld

language development are used so pervaslvely ln chuld language literature it

seemed necessary to mcorporate thls component in a stJudy regerdmg the

questlon of commumcatlve competence Once agam the poselble waya to

. : umplement such a component were' judged to maxlmlze thelr potential C
| samllanty to the classroom evtdence That ls academlcally onented"

. ",,:actlwtles were used when these were among the optlons E v'_ o

Because a story re-telllng actnvuty correltponds to the pre-llteracy“‘ ‘

J ] act:vrtnes of kmdergarten, thls type of actnvrty was used to collect eech'i.

' chlld's Ianguage sample for structural analysns After a wrltten transcrlpt

o ‘was made from each tape-recorded s;mple. the transcrlpt wae analyzed o
iuslng the mlcro-computer program. ‘ngquest 1. Language Sample Analyele, .’

,ny lMordecan Palln & Palmer 1982) The procedure’ used for structural
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lv‘anal.yale‘ are ‘detailed ‘:ln‘ ‘ _Chapter ‘Three and " the results ‘are described in
. CrpterFour. - |
o o Reconstltutlve Ethnography
Co The lntrOduction of an ethnographlc approach to. the classroom “
brought wnth it an emphasls on dlscoverlng what constntutes the llved reallty‘ Ca
of 'some of the partncupants Hymes (1980)- explained '
v "ethnography is llkely to make it dlfflcult to argue solutlons that 3
- teke for granted the fault or failure. of teachers of parents or
' of some other category of scapegoat Ethnographlc lnqulry |s
| hkely to show people domg the best they can wath what thay | |
K fi-have to work wath glven what lt lS posslble and reasonabre"}or
““‘them to belleve and do. (p. i) o v -
When Cou'tney Cazden served as a classroom teacher she had as
| one of her collaborators "Bud" Mehan ~who ls noted for hns contrlbutlons to;
the ethnographlc study of the claasroom mcludmg the Ianguage of the[

‘ cleeeroom (Mehan 1979a) Two of hls contnbutnons were especlally

impbrtmt to this study because they provuded crmcal lnformatlon and‘

suggested posslble methodologles | L

" Joint Viewing wnth Practical Reasoners The furst of direct
relevance (Mehan Hertweck Combs & Flynn 1983) was a study developedi ,
to better mderstmd teacher s perceptzons of children whom they referred

for consideration regardlng special educatxon placement To do thns ‘the. L
euthors wnehed to explore the relatlonshlff‘between what teachers sayv_- '
about atndents claasroom behawor and what\)gdents actually do '”,
‘ claasroome lp 297) One of the technlques of thla exploration was thei :
teecher s nd mtervnewer s watchmg 1ountly a tape of the kchuld functxomng_« e “

i '-_r? B m a typical classroom activny Whehever the teacher observed the chlld,-g“‘
| donng somethmg Lpon whlch to comment or behavung m a way that caused‘ ':.L

'
. ‘.,..



‘ ' princnples SPGCIfIGd by Rosch et al. (1976) Mehan suggested that ' \

the referral the teacher stopped the tape and commented on what was

observed Mehan et al. referred to thns interview process as reconstltutive

ethnoaraphy T T
_‘ The conclusnons of the 1983 study,were that teachers operated as
‘practlcal reasoners by organizmg nnformatlon about chlldren in terms of '
‘ prototypes they had abOut chtldren The teachers 1udgments regardmg the |
‘chcldren s performance in the classroom context followed the classlficatlon o
Because the teacher is attendmg to orgamzed confnguratlone and ‘. ‘
i Vnot duscrete e|ements a piece of behavuor |s not the same when v

- Litis conducted by dlfferent people in d:fferent contexts

- \..

‘_Thus mstead of saying that the teacher is attendlng to the same .
‘ behavnor in dlfferent ways, we are suggestmg that the teacher ns
attendmg to dlfferent behavior in the 'same way (p 313) _
The second specnfuc contnbutlon to Ws study by Mehan (1979&)
: ‘was hls ethnographlc study~o\ a cl/assroom with .« specnal attentron to its |

. ‘,commumcatlon patterhs It was in thls classroom that Courtney Cazden/;”

o served as the teacher, references -to thls data are frequent an her

pubhcatlons cnted earfier. Gwen the volummous data from Such a full-year =

: .study. Mehan s techmques for' derlvmg pnncnpfes from thle evndence were

especially mterestmg He v:ewed the data to ldent:fy recurslve rules Whlchl :,. o
Wwolld account for all mstances to whlch the rule should apply He"

| “'-‘descnbed this procass o L o L |
Thls method begms wnth a small bunch ‘of- deta A«vprowaional

“analytnc scheme is generated The scheme |s then compared to "

\‘ ‘Q',"other data and moduﬂcations ‘are n'mde ln the scheme a8 )

- necessary The provnslonal analytlc scheme ls constantiy .

. "vconfronted by negatuve or 'dlscrepant caaea untll the.\;"/

NS
hhes
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researcher has derived a small set of recursive ru'es that

’ incorporate all the data in the corpus The result is an integrated

0

" preclee mode! that comprehensively describes a specific
.AA

phenomena mstead of a sampTe correlational statement about
-~
R
antecedent and consequent condltions. p.21) .

Implications from Ethnog aphic Procedures

The third theoretical basis for this - study Mehan's (1983) use of

reconstitutive ethnography technnques, wes‘mcorporated to explore how a

child's communicative performance related to the teacher's evaluation of
communicative , competence, Furthermore, the analysis _ orientation
described by Mahan {(1977) was used to identify social interaction as the

source of information regarding competence and suggest specific signs

teachers .i'dentify in retation to competence. Furthermore, the conclusions

from Mehan's (1983) study were “Prominent in~the discussion of the

- teacher’'s judgment of children’s communicative competence. These ideas

\
] .

are expressed in Cnapter Six.
‘ : Interpersonal Judgment
One conside’ration when the reconstitutive ethnography component

was developed again when the study was in proce§s and recurrently when

: _evndence from the study was being synthesnzeﬁg was, the proqess by which

one person rnakes *a judgment regarding another person. In social
| psychology, etu'fbuﬂon'vmeory is ‘on widely ;ccepted explanation of the
- interpersonal judgment process (Weiner, 1974). Mehan et al.> (1983
- referred as well to the works of Rosch gnd MervSe(‘lS?B) as accountnng

for teacher performance in their study. Feldman (1981) bndged these two
theories in descnbmg the process by which one person ;udges another

eferring to. " this combination as cognmve- processes in

' performence)ppransal Feldrhan suggested a dual process system of both

¢
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evaluation and classification. This process by which' one person judges
another has two forms: dutomatic and controlled. The automatic process is |
dominant and occws‘ after a ”judgg" haS categorized a person according toi‘
a prototype of behavior, From thi; d'ecisfion the judge maly infer other
behavior and may remember the entire prototype as applying to the person
rather than recalling only the specific information th‘e person ‘<pr’;')vided.
More -specifically the judge ‘6bserves behavior, places the péréon in a
catégory correéponding ‘to what was observed énd infers . that other
’characteristics of the c;ategory apply to.the person being judged. |

it is only when the "judge” encounters information counter to this
prototype to a degree which exceeds the individual's level of tolerance that
the‘ ]bdgment becomes a controlled process. This cpntrélled process
occurs under two conditions: 1) when a person has not ygt been assigned a
prototype, or 2} when the situatibn becomes effortful or problematic as }
when ‘incoming inforn}@tion reaches some hypothetical threshold of
discrepancy” (Feldman, 1981, p. 134). Both the controlled ’and automatic
proce#%es eventuélly assign a person to a category or a specifié prototype.
The specific category is a function of the context, as we‘ﬂ as the salienlce
of particular, categories and specific characteristics. In ‘addition, 'some
judges have more probable prétotypes, categories and salient stimuli
features. ' ’

In summary, Feldman conte;\.ds-that people classify other people in ' .
much the same way as they classify all information in the world around
them. These classifications then allow the judge to infer unknown
inforn‘tatl;on about a person. These categories are relatively stable, but can
change if the jbdge recognizes sufficient discrepancy ‘.between' the

classification and any new information.
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Implications from Performance Appraisal

Chapter Four reports extensive evidence which originated with the
teacher's. comments about children. lt‘ was evident that most teacher‘
. judgments were relativel.y stable across the two month study period and

that the use of performence classification led the teeeher to infer additional
information about  each ehilq. Characteristics of Feldman's (1981)
desc‘ription'of the interpersonal judgmeﬁt proéess I'\‘Ne'rev censiderec; in
analysis of this evidence as described in Chapter Six. o |

‘ Summary of Chapter Two .

This chapfer has reiterated that the question of this 'study “What
constitutes conunicative 'competence.in kindergarteh?” was investigated
according to three conc;epfua! bases. Three diverse bases, sociogenesis of
“language and ‘thou'ght as repr‘esented in adult;child tutoring, standafdized -
measures of language, and teacher judgment of ‘communic'e'ti\'fe B
' competence, were .su;':port_ed by citations of ‘p.ertinent literature.

The first conceptual base to be'ekplored referred to the works of
Vygotsky, Wertsch, Bruner, a‘ndeaz’den. Vygotsky's contributions, were
the concepts of sociogenesis of language and cognition and, zone of
proximal development. Wertsch's stages of independent thought were an’

extension of the zone of proximal' development' as was the description by
‘Wood, Bruner and Ross regerd“m_g the role of the aduit in ecaffelding. it
remained for Cazden to abply' these ideas to the classro‘om context, stating
that the performence of the teacher is based on the pnm:lples stated by
Vygotsky, which she summarized as perjm[\ce before competence.

The standardized measurement of languaqe actually had its roots in
' vthe eer!,y intelligence tests, but became specuallzed in the area of language
measurement These tests have been developed to measure spacific skills,
sp,ecnfuc populstions and general Ianguage- a_chlevement_. but many< fail to .

' ‘ [
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meset basic psychometric: criteria. The interpretation of all test scores is

ostensibly tempered by clinical judgment. Another standerdized.procedure

mvolves structural analysis of the ||ngu|stic forms in a chiid's Ianguege

‘ ‘Several protocols have been developed to. conduct this analysns most

recently mncro computer programs have been used.

The third conceptual onentatlon in thns revnew rested on' the
reconstltutnve ethnography processes of Mehen and the Interpersonal
1udgment statements by Feldmen The ‘combination of these positlons

suggested the process by Which the teechers reach ‘;udgm‘ents about .

‘c'hildretp and methods by which teachers can be interviewed to escertain the

.components of these processes.

As a result of this review of literature the challenge became the
appﬁcatnon of research methodologles that reflect alt three of these
conceptuel orientations and then the organazation of the resultant evidence

to achieve a.conceptual integration.
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CHAPTER THREE: Proeeduree

‘ lntroductlon ’

The aim of thls research was to advance the understandmg of
commumcative competence’ as evndenced lby klndergarten chlldren. Central
to its development has been the inclusion of diverse conceptual bases from

which to develop an Iintegrative perspective on child IanQuage. Chapter

Two deecribed the three conceptual perspectives selected as promislng

contnbutors to this mtegretlon sociogenasis of language and thought in

adult-child tutormg standardlzed measures of language, and teacher
]udgment of communlcatlve competence. -

The speclftc procedures used to obtain evidence consistent wuth‘
these perspactives will be‘ described in . this chapter Briefly, each
perspective - is reflected in a specmc procedural component The

processes of adult-chlld tutorlng were studied through evndence obtamed-

from’ the Picture Asgsociation sub-test of the lskey-Nebraske Test of '

\LearmnglAptltude‘ (Hiskey, 1968). The Hiskey-Nebraska was admlmstered

g‘nder two conditions: 1) as specified in ‘the manual, and 2) with coaching.
The‘ second ‘concep'tuel -perspective " standardized ‘measurement, was

represented by the Grammatic Understandlng and Oral Vocabulary sub-tests

' 'of the Test of Language Development’ (T OLD) (Newcomer & Hammlll 1977) )

as ‘well s the Boehm. Test. of : Basic Concepte’ (Boehm 1967) CAn

: o addltlonal standardized procedure frlvolved a languege sample. dbtamed'
‘frem each chlld durlng a story-r,etellmg ectwnty The transcrupt of. each
‘sample was then analyzed for speclﬂc Imgunstic characteristics. by the' -

' :rnlcro-computer prq%am Llngquest‘ lMordecal. Palm & Palmer 1982)

VR

VlReferred to as Hlskey-Nebraska
‘Referred to' as TOLD .

" 'Referrad to as. ‘B8TBC . .

‘, ‘Referred to as ngquest .

[



a5

This also 'corr‘esponde'd‘ to the perspective_ of standardized measurement.
The third Conceptual perspective teacher‘ judgment vvas representedby ‘
__ ... teacher mtervnews which were conducted accordlng to the reconstitutive
‘ ethnography techmques described by Mehan l1979a) These three
perspectives and their respectlve procedures assured. broadly based _
' .A.ewdence e - L
' “ This study began wuth an etic hypothesis that three conceptual
' perspectlves would provide evudence for an integratlve statement _This
became an emic process of venfymg .aliminating’ and revising . the flrst etic .
h statements accordmg to the evndence obtalned in the kmdergarten context.
A thlrd stage the development of new etic hypotheses produced
concludlng statements. based on the lntegratlon of the three conceptual
: ‘perspectlves Thls chapter wyill detall the procedures for all three stages
Description of Sub|ects and Initial Organization
Thls study included slxteen children from one mormng klhdergarten

class in a northwest " Edmonton school.. The school served chlldren from

mnddle and |ower SOCIOGCOHOH‘“C class households Due to the prevalent

economic condmons of the. nenghborhood the klndergarten had. been

"deslgnated as a dlsadvantaged kmdergarten by Edmonton Publlc School

Board,‘ vThe category dlsadvantaged lmplles that for some chlldren early

" educatlon mcludes a compensatory emphasls. The 7 glrls and 9 boys in the
| ‘ class ranged in age from 4 years 10 months to 5 years l 1 months To the
. researcher thls class typ|f|ed a "real world" klndergarten lﬂ which- oral/

‘ language developrnent |s a crltlcal conslderatlon Furthermore It |s Ilkely in -

: suoh a klnden:garten that few of the chlldren have hlghly developed varbal

| 'f"skulls as found in some hngher socio-economlc areas, ‘and that some

chlldren have normal language-learnmg abﬂltuea constrauned by |imnted life

l!’

'experlences B F AL PR
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The teacher ‘of thss classroom had - .taught. grade ‘one and -

klndergarten in' the study school for over 20 years, in addltlon to havmp

. extenslve classroom experlence she had recurrehtly partlclpated in courses

“ and wservlce programs The year prev:ous to the study the teacher had
B 'partlcipated in a teacher effectlveness program organlzed by the school |
| dlstrlct Consequently thls teacher: was consndered to have the crmcal
: comblnatlon of current theoretlcal mformatlon and well-developed ;“

‘subjectlve norms regardlng typical chlld performance in this SPGCIfIC x
) kindergarten That is, she was selected as a teacher who might "know
who might have developed valld strategles for . judging chlldren s
communicatwe competence and be able to objectlfy these strategles

. The study was begun by obtalnung perrmsslon from the teacher
'prlnmpal and centrel admlmstratlon ‘of the school dlstnct Then the
‘ researcher attended a parents meetmg to explam the study to the parent )
group Followung thls mdnvudual permlsslon forms were sent to each famlly ‘
to obtain clearance for vldeo recordlng The study was begun October 1, X

"1984 and ‘continued for a lO week penod concludmg December 5 1984
b. "ObtamlngE vidence : o - R '

’ ~To ‘assure that the ewdence obtamed reflected the dlverslty of |

_conceptual bases ldentlf:ed earller each onentatnon was represented by‘

i speclfic procedures. ln the followmg sectuon the speclflc procedures will

be deacrlbed the -methods used m orgamzlng the evudence from each‘
'procedure w:ll ‘be addressed ln a subsequent sectnon To explam the
‘I,:seQuence of procedures and thelr relatlonshnp within the study penod a':‘ S
* time line is provuded in Figure | L | '.




Figure I

Time Line of Study

Week 1:

Boehm Test of Basic Concept Form A

' Picture - 'Association sub-test f(om

Hisk'ey Nebraska '
 Week 2;

" Picture' Association sub-test contmued
' Oral  Vocabulary . &  Grammatic

Understandmg sub-test of TOLD

e

Week 3: . R

TOLD sub-tests contmued ‘
Story re-telhng '

Week 4: - C ot
Story re-telling contlnued : .
. Week 5: . i
Week 6: _
i C e
. Week 7: : ,'1 e
/"

. Week 8:

‘Wuk 9 ~ ‘ '
~ Boehm Test of Basnc Concepts
Form B ]

“~'Wuk10 AR
Picture Assocnatson Sub-test of Hlskay

. ‘ﬁ.' “ i
In-¢lass video taping

Viewing & discussion

‘In-class video taping

Viewing & discussion
. AT et “‘\
EEL AN

In-class video taping

Viewing & discussion

in-class video taping
Viewing & discussion

T o
In-class video taping

Viewing & discussion

In-class _Vided‘tap‘irig“

. Viewing & discussion

In-class video taping -

' Viewing & discussion

' In-class video taping.
- Viewing & discussion

o
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Standardized Measurement of Language

The K standardlzed measurement approach mncluded : three'v

' B _components 1) ﬂye Boehm Test of Baslc Concepts 2) the Grammatlc

/ vUnderstandlng and Oral Vocabulary sub-tests of the TOLD and 3) a

-structural analysls of a sample of the chnld s Ianguage

Boehm Test of Basuc Concegt

“ The flrst test admlmstered to the chlldren was the Boehm Test of

Basic Concepts Form A Thls was flrst in order to provnde maxlmum tlmel‘ |

. between the two lforms of that test and allow a more comfortable 3

| introduction to formallzed testlng for the chlldren Slnce the BTBC canbe .

- . admlnlstered ln a group context small groups of chnldrep completed “this

O

,test in the play and crafts room adlolnlng the kmdergarten a room wnth'

,‘ whnch they were’ already famll:ar

Followmg completlon of the BTBC the Plcture Assoclatlon sub-test B

‘of the Hlskey-Nebraska Test of Learmng Aptltude was admlmstered Thls o

will be descnbed in the sectlon Testung wnthJutormg

‘Test gf _Lg_n_gt_xggg Develogment

After the completion of the BTBC and the Plcture Assoclatlon :

‘ sub-teat the two measures mcluded at both the begnnmng and end of the"v e

: _study, two subtests from the Test of Language Development were . .

I :‘_admlnlstered to each chnld mdlwdually For these sub-tests Ora! Vocabulary‘l e

and Grammatlc Understandang. the exammer followed the procedures in- the : Lo

' "“"_test rnanual The Oral Vocabulary sd:-test requlres the chlld to provnde}"_i

- '_,f';_:ldefinitions for words e g "‘l'ell )pe what forest' means Each chuld s

S '.“",‘.‘»responsee were upe recorded and algg noted on the test form The"-*



Grammatlc Understandmg sub-test whlch requlres the child to pomt to

ptctures in response to the examlner s questnon e.g. "Show,‘me she satin

the mlddle was scored in satu
S_yFle-tellmg L : | | ‘ _ ‘

- The story re-telling actlvuty centered around the pncture book _omy
. Bear (Hoban 1974) Thls book was chosen because Hoban's books are

popular wtth“young chlldren and because thns story lncludes fammes toys

frlends etc. which are in the experlence of most chlldren ln addltlon the .

book unllke classnc chlldren s storues ‘was probably new to alI the chnldren
‘ so they would not have had prevnous experuence wsth the text l

‘ Furthermore because the, book had a relatwely concrete story . line .
supported by attractlve drawmgs and also had mferred lnformatnon central |
. to the plot it allowed comprehensnon at several conceptual levels e

' v Inntlally, thls book was read to all the chlldren durmg class story tlme'
‘ the week before the collectlon of the language sample Befor; obtalnmg a
Ianguage sample the story was read a second tlme to each chuld lndlvndually -
Durlne thls second readlng the Chlld sat next to the examuner S0 he/ahe

| could see the lllustratlons on each page as the text was being read aloud

The text was read wnth verbal expresslon etc as ln story telllng, but no."’

addltlonal explanahons% offered After the story tellmg was"-_

completed the book was reopened to the begmmng and the Chlld was asked e

to re-tell the story Chlldren were glven assnstanc \in turnl g thebooke o

pages and#ln the few mstances when the chlld speclflcally asked e g "

What s hls name agaurﬂ" speclflc character nunes were. provnded Chnldren‘;?' Jh

who were trylng to remember the story word for word were remstructedl‘ -




‘ process was tape recorded

‘materlals were requrred

RN

b
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just tell me the udeas you remember Other than these ‘instances' S

i

speciflc assuatance was not provuded All conversatlon during the re-telhng '

™ Testlng with Tutorlng

. To select an actnvuty for the tutormg component materlals were
‘rewewed to assure that they mcluded mampulatlve materlals and a range of
g conceptual Ievels These were’ selected by two cntena Fnrst snnce in the

zone of proxlmal development a Chlld should perform ata hlgher Ievel wuth

-

-asslstance than w1thout asslstance the actnvmes needed to increase in

' dlfflculty to dlsplay lmproved performance Second since lnformatlon "

-,“manlpulatton of matenals ln response to’ verbal instructions, manlpulattve '

_ For a s:mllar purpose Feurstem (1 979) used Raven s Progresslve |
: Matrlces (1958) However the norms for these’ matnces begm at age six
years and thus are lnapproprnate for klndergarten chlldren However a o |

/
;“comperable test mvolvmg vusual ar\alogles was |dent|f|ed in the Ptcture

l

» Assoc:atxo‘n sub-test of the' Hrskey-Nebraska Test of Learmng Aptltude \

e

R ,.‘The normatwe scores on thls subtest range from three years to twelve.
».‘;j_‘yeare end six months lt consnsts of a booklet cornposed of fOUﬂBQD‘:“‘-

stlmulus carde each mcludmg two pnctures and a{blank space For each‘_i- G

“ebout the tutorlng process |s typncally obtamed by observmg a chnld s  o

. ‘ﬁ‘.'ltem four addltlonal plcture cards, the response chouces are presented to?‘.‘ :
. | the child m a controlled order The requsrement for the chlld |s to c°“3'deri‘ ]

the two stlmulus plctures. ldentlfy the crlttcal commonalny select the card

.;_j.""'whuch sheres‘ thls commonellty and place that cerd nn the blank The testj""'

R



v
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.’. "‘H ) | , . I-' ‘\ ,..‘ ‘; . ‘ . . 5'1 ‘ . "

|tems lncreese in dlfftculty the first card pequlres a slmple matchlng of

plctures but the Iast -requlres the ldentlflcatlon of the amphlblan

commonalnty between the stlmulus cards and the selection of ‘a thlrd ,' A

amphlblan A summary of all test ptems lS mcluded in Chapter Four

The Plcture Assomatlon sub-test ‘was administered lndlvtdually to

chlldren in a qulet classroom At first. the test was admmlstered to. each .

i

child accordmg to the dlrectlons in the test manual For all cmldren the

A

', exammer verballzed the ratlonale for the correct chonce on the first three

|tems ‘8. g "Yes you had to choose another bear After the chlld had
: N

completed all ltems or had achleved ~ceiling, flve lncorrect responses in a

row the exammer returned to the last correctly ansWered ltem prlor to the ‘

first mcorrect response Thls was mtroduced by explaumng that the chlld
had completed that ltem correctly and let s look at it agam The item was

completed agaln but w:th the exammer descrlblng the chlld‘s actlons ‘8. g

you knew that both banana and apple were frult 0 you had to choose'

| another frunt You were rught you chose pear because it IS another frult

After revuewmg 6118 ltem each set that had ellc1ted an error mltlally

—

. Was presented once agaln and the chlld was coached to obtalr‘\{ the correct

response Tutorlng was spontaneous and relned on the cues the chlld

provnded regardmg the speclflc dlfflculty each ltem presented A'"‘OUG"‘

the support the adult provsded was |n response to the chlld s performance

the adult was also constralned ln two ways. Fnrst all gundance wae dlrected

5 toward the crmcal process or concept hnnts like S 71‘?‘ D .

(BN

"‘, Lot n L ., ) ' : . s

e "It's the one on my slde or

;' o

.~
~ M

)
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‘ ltsonethatgoesmeow l.

‘ were “not allowed Furthermore the examiner could not prowde the
‘ cor(r‘ect answer dlrectly, o.g. |
: ’Choose the wagon”, 1 - I.b"
| . The role of the exemmer was to follow the child’s processmg as. much as
possible, provndlng crltlcal mformatton pomtmg out sahent dlfferences
guldlng the sequence of processmg and reunstructnng regardlng purposes :
S etc whenever the chlld seemed to need thls help. 'lhns process )oes
'. ~~completed for all ttems that the chlld rmssed dunng the standardnzed
‘fadmnmstratlon and then contnnued untll the Chlld mtssed flve SUCCBSSIVG
| |tems Thus durmg the tutormg phase chlldren could recewe coachlng on

| |tems whlch were above theur cexllng from the standardlzed admlnlstratlon
‘All dlalogue durmg the coachlng process was tape recorded

~ This' procedure provnded some of the most’ provocatuve evndence of

the Study, but it also mtroduced one of the greatest llmltattons Fnrst the

-‘ dlalogue between the adult and chlld demonstrated many of the. -

|

= cheracterlstlcs of the zone of proxlmal development and scaffoldmg

-Second ' cemng of the test a chronologncal age of 12 years 6 months

= Wes eesy {_rfor‘" na y chlldren to attam wuth coachlng The scores of all

v

| .ivchlldren wutﬁ 13 or 14 correct responses were probably ltmtted by th|s ,' .

j ceulung effect Thus the range of scores obtamed m thns test vyps unduly

depressed A more adequate measure would have shown far greater

Wl

: dlversity ln the upper range of scores .f -

s .\ RS .

‘s'.

'
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" deo Taplng and DISCUSSIOI'} o - {l

i

One day each week the researcher and 2 c‘arﬁeraman brOught vndeo

=y .

. equlpment to the playroom adjolnlng the regul rar klndergarten claasrp.om

A
®

Thls room was typlcally used by the knndergarten for crafts snacks. and

_ .play tlme so the chlldren were famlhar wlth the use of the, room wlthout

the vndeo equlpment One half of the class at a tlme came mto the room

[

: the other half partlcipated in qther actlvmes in the regular classroom with s

| ."‘w~‘

teacher alde The composmon of each group varied accordmg to a range

‘of factors related to the klndergarten program For example one tlme all

ot

‘those who had flmshed the.lr dough art came flrst another tlme the twma

A

‘were purposely separated to see how well they would play alone a thlrd

n

. tlme Jeamne and Rory were m separate groups d@ to the demands of ‘the

‘actlwty and thelr need for teacher assistance ln summary, the chlldren

’

A'were grouped somewhat dlfferently for each tapmgl sesston but the

‘dlfferences were. real world vanatlons and unllkely to have systematlcally

: affected the chlldrensperformances : o o ‘& .

-

Durlng the flrst flve Vldeo taplng sGssnons ~the children Vvere :

) ‘ mvolved in self-dlrected play in the playhouse and block corner with acceaa

| -~

Ato other constructlon toys and a play car,. The teacher was avallable as. an

e

observer or facllltatOr Durmg the’ last three seasnons the teacher led the

PR

‘group in’ typncal Ieasons / The slxth"‘. lng lnvolVed a group Iesson oh

I

‘ classufymg ob;ects as belonglng ina hardware store or a pet store ahd then

. e

cuttlng and pastlng the ob;ects onto the correspondmg page The seventh

SRR /1',-. : ‘ s
a group dlscussxon of hlstoncal lndlan llfe PR ._‘ -

‘..

-

e

; ‘.f ’ was a group actwnty on sequencmg plctures to make a story and the 0%\7
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During the first session the cameraman was Instructed to film

N

children talking. It became clear, however, that since some children did the

mejorlty ‘of talking, thns would not provide batanced informatlon over the

N
elght week penod Consequently, each week the cameraman was

"instructed to film all the children but emphasize three specific children
within each group, six children per morning of filming. Specific children
were selected by the teacher and researcher until evidence on all chiidren

had been obtained.

‘ i}
her and teacher viewed the video tape for

SEmET

s that week in the school s audio-visual room. The vtewing of one tape

Each week the“ re:

always preceded the Subsequent taping session. . An audlo tape recorder

’ -7

was placed betWeen the teacher nand researcher during these ,wewmgs and

all comments were "aedie taped. |

;\ turning point of the -entire rasearch occurr‘ed du"ring the first
viewing. The teacher vyas asked to identify evidence of language
c!ompetence Ttre researctpr anticipated that some of the teacher's
references v‘vould include traditional language ) descriptors such as_

| vocabulary, .sentence length, etc.. 'This did not occur. In fact, ‘it becar‘ne
evident that tof the first ffew‘minutes the ressarcher was whiting for the
teacher to addfess the tcptc of lapguage competence and the teacher was
addresslng that topic - fram a different perspectnve Dunng the thll’d
interview, the researcher stated this"to the teacher N

| Resnroher It seems to me ‘when 1 ask you about language, I'm
eskfng the wrong question. It seen()ﬁ to me the question is "how come

they re beu‘\g successful in what they re domg? Cause for some of them

* |
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language is part of it and,
Teacher: for some it isn't,
Researchar: It's the other way. Maybe I'm asking ‘what looks like a

)

compe{ent block player;’ ® ;

Given that the purpose of this app;oach was to learn what the
teacher "knew"- about the language competence of children, forcing the
teacher’s perceptbnS into the researcher’s é;(pectati.ons would have
nullified the value of the interviews. . Thus, the fese?rchér gbandoned this
potentially = distorting approach and trie_d to capturg the teacher'é
perspective -in viewing the children’s performance. This immediately
. foregrounded the teacher’'s perspective as a "Iensé" ‘for viewing many
asbec(s of the evidenceA. and thus had a major impact on subsequent
analyses of evidence. . . f |

° At times the researcher became a participant in the proéess, posing
questions anhd providing information. The nature of the - information,
however, was controlled. The researcher provided information-about
.far_nilies, children’s Iikes and .dislikes etc. discovered during ir;dividual
te'stinb, but- did nof pro‘vide' ihformétibn rega;ding test "scores and
measn.?rement results. For example ‘the researcher would tell the teacher
that ‘Dirk had a step-s;ister in another‘city .whom he Aenjoyved'sesing but
would not explain that Dirk scored higher on the tests than did the oth&

children. .

” .
<
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Fmal Testing

Dunng ulwe last - two weeks of the study the BTBC and the
Hiskey-Nebraska sub-test were re-administered. For the BTBCV the alternate
form, Form B, vs)as used. However, for the sub-test' there was no
difference in ‘material or ‘ administration; once again the standardlzed
admmlstratnon was followed by the administration of missed items
accompanied by coaching.

| Analyzing' and Organizing Evidence

~ Scoring, Transcribing and éomgutgr Analyzing

Initially all tests were scored and normative data from the respastive
manuals were obtained. The Oral Vocabulary sub-test of ttjne| TOLD was
| scored"with reference to the tap.e recordings as h‘needed. All other tgpe
vre‘cordings, i.e. the teacher-researcher - co‘rwvefsétions regarding
viaeo-tapes. the children re-telling the story from the picgu’re book, and the
coaching ‘sessioqs" of the Hiskey-N'ebraska were transcribe&. Transcripts

from the story réteﬂing were entered into an Apple lle micro-computer for

[ L3

processing by the Lingquest program.

Organization of Evidence

The first integration of this extensive evidence was chosen as a

parallel o the focal point of natﬁral integfatio_'n‘ -- the individual child.
‘ Cénsequontly 'each individual's inf'ormaiibﬁ across procﬁdural perspactives
was orgmize'& .in a case study forrnaé. _The. first entries, the. scdres for all
quantlfnabla measures, were stated in tabular form Then each child’ s ’
" transcripts from the Pictwe Association sub-tests were reviewed to

|dent|fy patterns of errors, _apparent processes and responses. These
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)

were summarized, and in some cases, 'example/s were selected to illustrate
the chnld s performance Another source of informatlon the transcripts of
~the teacher'researcher intervnews was |ndexed and all references were
summarized in a, chvld-by-chlld format. Dunng this process another
researcher familiar with the study listened to a sample of tapes to assure
the reliability of the judgments Ali sources of evidence were considered
"until the svgmflcant cnformatlon on each child had been captured in tabular
.. or textual form ‘
| | After the information for each child was compiled, the transcricts
of the teacher-researcher oconversations' were revievved‘ for‘ teacher
statements of general importance 'These. remarks, whnch ware
summanzed were in addition to those about speclfl@ chlldren They
principally related to the kindergarten program and the development of
.children in general. In addition, the re‘searcher contributed a brief statement
of contextual information not furnished by other sources.
| | Summaries and Concluding Statements =
To organize the evidence from standardized'measurement, each‘
procedure was summarized |n two ways. Flrst all scores whnch had been
stated in individual tables were organlzed in graph form prowdlng 2 |
summary of each set ‘of scores across the class. Then this summary of
scores and the textual statements about each child - were consldered in

compiling an lnventory of performance charactenstncs whlch had been'

identified as‘mdlcatmg cornpetence In addltlon to this ewdence- from_

.

chnldren, a second summary evndence from context, wes developed This

contextual emphasls, nncluded general statements from the teacher and
RYS



e e

- 58

addltional observatnons by the researcher

ﬁmh summanes evsdence from chnldren and evidence from context,_

3

provided the foundation for Chapter Flve An whlch all important evndence ‘ |

was integrated to forrn definitive statements This process corresponded

to the méthod descrlbed by Mehan (1979a) as developing provnsuonal '
anal;'tlc schemes into a' set of recursive rules so that "the result is an
'lntegrated prectse model that comprehenstvely describes a specific
phenomena mstead of a simple correlational statement about antecedent nt
and consequent conditions” p. 21). | ' |

These eventual statements maintained a focus which originated
} during the'first’ viewfng of the video' tape when it beoame obtrious‘that the -

researcher and teacher had very differen't‘ views of language competence.

At that polnt when the researcher trled to dlsregard previously used
constructs to better understand the teacher s frame of reference thns shift
provuded the perspective for 'subsequent conclusions. Each additional
‘ consideratlon led to revision and the resultant statements were verlfled by
- oomparison to research ev:dence and related Iuterature These statements "
are reported in Chapter Fsve
' M of Prggedure |
. | To assure the requislte broad conceptual base for an mtegrated
.perspectwe, ‘three conceptual orlentatlons were selected from relevant
'hterature From each of these an evadence-gathenng approach was‘.
‘ ‘aelected The adult-chnld tutormg included durmg admumstration of the
.tPioture Associatlon sub-teat of the Hlskey-Nebraska Test oj/t.earmng
Aptntude represented the soclogenesns of language and thought |

i«
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standardized<measurement component was provided throu'gh the ‘Gt"ammatic'
' Understandlng and Oral Vocabulary sub-tests of the Test of Language
: Development the Boehm Test of Beslc Concepts and structural analysls of
tnd:vndual Ianguage samples obtamed dunng story re-telllng

The process of involving the teacher during a jonpt vvewlng of
in-class videotapes corresponded dlrectly ‘to the reconstltutlve
ethnographnc procedures descnbed by -Mehan (19798) .and allowed,l‘
" application of |nterpersonal judgment consuderetlons as suggested by‘
Feldman (1981). Addmonel u‘nformatlon about the kindergarten context and
the components of'competence werg also compiled.

. ‘ Summary of Chapter Three ‘ o SN

. The first step in mtegratmg the extensuve avidence was to
ummanze the |nformat|on as it co-occurred in each child. This was
followed by a comparable summary across all mdlviduals . at this pomt
mtegratlve relatlonshlps ‘were ldentlfned Throughout thls anelysls the
'teacher s perspectlve served as a lense" through whlch to view other

information; a ‘set .of mtegratlve conclusnons resulted. From theee'

concluslons subsequent areas of appllcatlon and mvestlgatlon were detalled
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CHAPTER FOUR: Preaentatloh and Analysis of Evidence
lntroductlon o | |

The procedures used in this study mcluded both standardlzed and

'non-standardized procedures whlcp contrlbuted dlverse quantltatlve ahd

qualltative evidénce. ln thls chapter the extensnve lnformatlon has been

'arranged in a specific to abstract sequence More lmportantly the- “

concentration on lntegratlon beglns here - mtegratmg the. ev:dence in'a way"

' that parallels the real world" mtegratlon by the lndnv:dual child.

1

Consequently this chapter beglns wuth mformatlon regardlng each

speclflc child's’ performance whlch is presented in a case study, chitd by

"Chlld format Movmg progresslvely to more general statements the

SpQlelc mdnvndual descr’ ptuons are summanzed the quantltatlve measures in:

graph form the observatlons ln text Thls summary w:ll be- followed in

o 'Chapter Five by a summary of lnformatlon from the klndergarten context: -

.the beliefs of the teacher and the contrlbutlons and constralnts of the

kmdergarten mllleu These two chapters of evudence provade the

“_"foundation for the conclusaons from thls study whlch wnll be presented m

":Chapter Slx. o R o , B ~. [

Speclfnc lnformatuon Regardlng Each Chlld

v Format of Presgntattg . Rt j o

The sequence of presentatlon for thls sectlon corresponds to the g

teacher s rank ordermg of the chlldren on the basls of Ianguage skllls The:_:" -
, teacher attempted to predlct the respectlve order m&iﬁ on |
| ljv‘..'.'-‘standardized tests of language by rahkmg the children from strongest to,; o
ER fweakest m language ablhtles By uslng her pred' cttons,» snmllarltles and

o




| Figure II

:jvn .'. -

_‘contrasts ‘between teacher judgement and test scores became more
ex-plicit ‘ For each child the standardized test“scoresere presented i‘n‘
‘ tabular form and the descnptuve mformatnon from observatlon and teacher'

‘mtervaew follows Chronologlcal ages were computed ‘a8 of October 1,

T 81

1984 and are stated as rounded to the nearest month Also because many .

mterpretnve statements refer to specufnc test items of the Plcturef ‘

Assocnatlon sub-test a summary of the specufnc test ltems is mcluded in

Figure Il

————— | A———————— ———

nmg Agtl tude. gﬁiskey‘ 9661

0

m' ¥ 9_{ Plcture Assocuatlon Sub-test of lskey-Nebraska Test of ,

‘No: . ' Stimulus Cards: Cb(reet Response.  Foils:

‘1," L o toy‘be'?ar‘, toy bear . toyl‘b‘e\a.r

"ball

e . PR

.3 ~ violin, drum’ .. trumpet | rubber

baseball top
| park bench

R O RO *ﬂmuk

scooter, tricycle 'wagon' .  chicks, ~ donkey,

ball

a4 . . . teepee, house t}en‘tv:‘ A ‘hellcopter truck

e o horsspig o sheep . tger, "mbw

- roller skate, horse,

t

5 - apple banana . . pear . - -‘wrot, tpotato. ‘-



| "'f,‘_'_l.lngquut I
R Mm Length Utterance |
e ',;Total Words

o 1‘0'.
1
13,

14

" chair, park bench

1

ear, nose ' ' —
' airplane, duck

- violin, harp

crow, hawk

Loov
pencil, pen

~ frog, turtle -

‘ rdcking chair -
eye
~ kite

: ghit‘ar ‘

eagle

ax

| typewriter

 alligator -

62

 bed, ©  table, .
. hammock,
fdop,'leg,' hand,

deer, train, car,

. trumpet,  drum,,

h‘arrﬁonica S

. turkey, ° duck,.

‘chicken

screwdriver,

hammer, mallet

book, ~ scissors,’

awl

whale, eel, fish -

L anure III

Li"l{"§cores Adam

1. ADAM: C.A. 5 years 6 months

R T

Oral Vocabulary

Grammatlc Understandmg‘ff. e

R

. - Raw Score’ ' -

om0

. AQC‘Eqﬁivql'qbt e 3" :

-8y 3mo. .,
o ayome




Total leferent Words ] R "-‘_144‘

Type-Token Ratlo R ; A E '.“,‘36 ‘
} o | | o " Pirc-‘ntilp_ o

Boehm Test of Baslc Concepts ‘ ‘ |

FormAOct o . & ., “, = 57 ‘ : ‘ .70. .

H‘Fo‘rmBNov. P - 24 f 700

| ‘ o . o Raw Score. | L A‘g_- Equlv‘aloihtl |

| ‘_Hlékey 'Nabras!:a Tufqung“ v L |

l‘io‘ct‘c‘)b“er R T .

Standardized Ad‘min.. R o a 8 . By Omo

With Cdaching - BT ‘14? | , o 1-2y G‘mo} -
Differencc e | 8 P © 7yémo
November o R , o .
Standardlzed Admm.‘ e '9¢ . By 6émo

. vWith anchmg L o “ '..‘13; B -:',“-.,"»'10y‘6m6,‘:.; :

. Diffarence: :

o :

Observatlons F Coachmg '

The adult s tutormg role wnth Adam was one of sustammg dlractuon

. rather than correctmg hls processmg One mtarestmg example tholvad

3 Adam s unwnllmgness to placa "mean burd wnth the other msan bnrds on

e-dlrect he porslstod m

;tem 11 - Despute the researcher s attempts to'r

placing a chlcken card wvth predato’ry blrd When |t seemd evndent that




v "' " ‘ 1‘ | 6‘4&1'

4 ! . s . \

this was 3 dellberate departure from the correct response he was asked ‘

whlch bll’d he would select lf he were to. choose a mean bll’d He pomted S

o to the eagla the correct response but added agaln "but 1 don t like mean

' “blrds" Clearly Adam had hls own prlormes in. respondmg and avordlng‘

\

mean birds had precedence over followmg the procedure of the actnvrty

In- thls case the celllng on the wnth-coachmg score on the second ‘

admlnlstratlon llmlts the value of score comparlson The coachmg

: transcrlpts for October and November showed ‘a greater problem-solvmg “ .

effncnency in November ' The fmal test item, which’ requlres the child to"

| ldentlfy a thlrd amphlblan resulted in the followung dlalogue in October

: Adam ln the water

¥ somethung, what?

W0

Examlner Tell me about those thlngs

Adam Afrogandaturtle ‘ T Pee iy

Examlner Where do they lnve? . . o _

y Examlner And sometlmes do they come on Iand?
' Adem Yes | o

“”Examlner So they llve on both land and water? So over here we need

i

o ‘f'Adam Fush can t ||ve out of water

sy Adam' The flsh

T Examlne ‘.' That can llva on both?
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in November the same item elicited the following~ -

Examlner Tell me about these two antmals They do what?

Adam They go ln the water and they come out of the water

1

Examlner Yes They also go on land because they have feet to go on the -
‘ land don t they? O K. Now can you flnd one that also does that?
O Adam:OK. B

Informatlon From Observatlon

Adam was one of the tallest chlldren in the class He was the oldest’:

- of two chlldren His mother worked at home ‘and frequently helped |n the -
kmdergarten ‘ . " |

' ’ Adam seemed to see hlmself as a defender of good He talked "

> about protectmg his Ilttle suster from the bad boys in. hls class and

| frequently assumed super\hero\oles dunng free play For example at.

l-;alloween he donned a cape and could scare off evnl and bad ghostes As .

Chrlstmas neared he talked excntedly / about all the Go-bot toys avallable and .

' explalned to the researcher that wuth all that vadeo equlpment she couldf

3 now rent super-hero Vldeo tapes to watch

' lnitlally Adam reacted to the vncleo tapmg and held thlngs in front of . .

h|s face durmg block play but thls dld not occur subsequently Dul'mgj"',:‘. :

some sessnons he was noted as playmg well wlth Rory a. less capable chnld o

-

Thls was seen as a demonstratlon of frgpdliness by. Adam as well as belng-*'
7"'——“

advantageeus for Rory The teacher remarked "l thmk Rory wall benefit the o

' mest wlth a chlld lnke thls whe has a llttle more on the ball than he does A o

speclflc example was the two of them pretendmg to lek over a tower of

/

blocks but always mlssmg contact w1th the blocks The teacher aaw thls aa

TN
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a good example of play actlng end a good way to demonstrete aggresszon

In group ectlvmes Adam performed well w:thout adult support He'

. responded often and confndently to, teacher-mmeted questlons and was

1

. typlcally correct Both the teacher and researcher assumed that Adam
#*

Kl

‘ o often knew mformatnon even though he did not respond to the questzon
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Q_strvatIOns From Coaching

‘Durir‘(g botrt experiences with ms picture associatlon procsdures
Bryan sdsrhed totally aware of the namrs of thd task. Hs needed no
rernmder; to identify. what the stlmu!us ptctures had in common. He
respOndeé especually promptly and accurately to cloze procedure clues
from the{exammer - | ‘ ‘ *
Brysm That sa frog and that sa turtle

Exsmlnsr And wherte do they live?

Bryan: in water. \ “ o

1}

Exlmlnur And on . o ' )

Bryan: Grass R

RN

At tlmes he would verbahze his ratldhale for his Chonce and those

’ N L \
.‘woutd be correct. o ’ i

'
l

'-Bryln Noods somethlng that writes. Thus would wrtte because |t has a
B

. would qo thsra e ; ‘ -

thmg on the end of it that makes nt write somethmg on the paper. So that
Gonerally Bryan ‘worked' eagerly in the one-to-one cor\ext

found all the tasks rmonably etsy and thus not frustrating it is very\liksty- g '

thst 2 'csflmg dffect wss present on al H|skay Nebraska tasks Thus all

' ‘scores on the Picture Assoctatnon sub-test ara conservatwe estnmates of

.-
.. 5
.//,\
[ ' .
o e

his sctual abnlities T St : .
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Information From dbservatioﬁ

Bryan was a small, quick-moving boy who entered the study school

in September and had been placed in. grade one despite his previous

teacher’'s recommendation that he complete a second kindergarten

experience, After repeated dlf%culty in grade one he had been reasslgned
to kindergarten in the morning and grade one ln the afternoon which was

this sthool's typical format - for providing a second kindergarten

experience. Bryan’'s ahger at any restrictions and his a'pparently\

uﬁprovokee éggressivenees toward other childreq were seen es his major
difficelties in school.

, From the outset Bryeh was a Eecurr'em ‘topic while the teachel; and
researcher viewed the \i‘ideotapes. Described once as ;"Bryan the brat” he

was the class nuisance. He tried to avoid following instructions he disliked

, § . . :
and did not play cooperatively with other ohildren. He typically ghose either

to play. alone or to disrupt the play of others. For these reasons, the

\

69

teacher’s attention during October was’ frequently directed ‘toward °

' ynderstanding, controlling and improving Bryan's behavior. oy ‘ ‘
K - k] )

»

- From the ‘outset the video * tape. provided evidence .af <Bryan's
aggression, eliciting comments as:
Teacher: Here comes Bryan.

Resesirchar: | think he just hit Annette. S

S

The video recordmgs also showed othér chlldren complammg of Bryan“

»
.

hlttmg them or disrupting their block buuldmg AV

3y the fnrst -tape however, the teacher expected that Bryan s §

behavnor could be madnfxed She felt that placmg the child inh grade one and

‘-‘ N
) . : . R S
R . : N . . . RS

‘2
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. trwen "rlnoving him back to kindergarten was "a mean thing to do to a kid".
 From time to time Bryan displayed cooperative l‘:ehavior.‘

Sometimes he tried to persuade another child to let him have som\‘ething.
At other times he wanted the teacher to find specific toys forl him to
accommodate a- project he was pilann‘ing. For exarhple, when the teacher
was able to find a bag of small cars for him, he happily played alone tor
quite a while. He put the cars back into the bag and discontinued his
project when play time was over without incident."

r At more dlffmult times, however, Bryan seemed to stlr" through
.everyone s pley, attemptxng to dlsrupt it. During costumed play the week
before Halloween he wore a wit:ch-'s' hat and cape but rather than
play-acting his anger he moved through the group punching or elbowmg
children when he had the obportumty Alternatlvely he would play by
himself in the mlddle of the group’s actlvuty as if obluvnous to other s play
. Toward ‘the end of October, the teacher |earned of two factors
whnch helped explain Bryan's behavnor First, the family had been disrupted
snd Brysn had been -allowed to operafe wnthout lnmnts Second the school
‘nurse confirmed that Bryan failed 'e vision - screem‘hg thls provlded a
possnble explsnetlon for hls exceptlonal dlffnculty in learning to read when .
in grsde one At thls ponnt the teacher saw: Brysn as psrtncularly neednng ]

success in playung with other children.

. ;5 Recurrently Brysn seemed to have' no skills in negotnstmg with -

others eﬂher to o“!Stsm materlsls of to develop a shared story lme for play o

'At times he ‘would . plsy cooperatnvely but this - would soon |ﬁvolve a
Lo confrontstlon One of the: challenges for the teacher was to alter Brysn s
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outbursts blefore the other children had categorized him as a trouble-maker
and excluded him. AIthough the children were cieariy wary and sornetirnes
oven frightened of him, they.geemed to ses his outbursts as possible but a
notamevutable. The teacher reported that during ;‘)‘evtous years children had
acquired school-w:de reputations for being |, difficult. When such a |

reputation became stabllzed the Chlld had little chance of being perceived‘

-

in any other way. Avoiding this for Bryan was an lmportant factor in

-—

changing his behavior. . c LTS

The teacher’'s perception was summarized in her temeht "You

know so often you wonder why these kids act like thg§ do.” When you
A . . .
start hearing what's happened to them in the past the‘n' you start to say

'Well, it makes sense’”. This understanding as well as progress in helping

Bryan play with others provided a different focus for the'teacher's

concerns. She expected to see improuement as  the result of the
kindergar.ten experience, but would seek consultant help if ‘the progress °

she expected did hot occur.

At one - point Bryan attended day care in the morning and -

N
.

kindergarten in the afternoon. He cooperated' waell during that‘ a‘fte'rnoon; '
" but the arrangement was discontinued because his mother was un\mllmg to
agree to this change from attendmg grade one.. .

f\ i .

Durmg concept—oriented group work vaaﬂ : Oﬂ“ 39""

demonstrated understanding of the content but an unwslhngness to take a |
“turn to respond When asked he gave the correct answer, ‘but when the'
'teacher dld not’ respond to his raised “hand he expreesed fruetrationw-j- '

because i knew fhat too Durung these discussions he showed Particular \



| abilit‘y in pfoviding correc:, respor'\ses quickly - and summarizing stateme‘nts
that captured the central concept These activities supported the belief that ‘
Bryan 8 school difﬂcultnes were not related to llmnted mental abllitles It
was coh;ectured that formal testmg would yield an above average- IQ
score. | . ' e
| 3. -KERRI C.A. 5 years 7 months -

‘Figure Vv | N

Scores: Kerri .

Raw ,,Scoi'e . .Age Equiv. '

lTOLD ‘ ' o ’ |
Oral chabqlar‘y S o ‘ .9 | 6y 3mo.
. Gram'.‘mht‘ic Und,ersfandih‘g ‘ 20 : 8y Smo.
Llr?g‘;;uost‘ ' , | L | .
Mean Length Utterance 554
Total Words:“ | o "~36‘0 | Ot
“.Total Dufferent Words - o o 160
‘Type-Token Ratio .. . S . 44 R -" R _‘
'.‘.,:r e e "“.“‘“‘ C -_"fll';c'rc-ntli‘o.\ ? '
Bo-"lim Tost of Buslc concopts‘ : ' '_ P ‘ - ';‘"; |
y ;'.;FarmAOct G e e T
FormBNov | N ‘ - ?5 -j ~  ¥_. ‘. - g7 o
L ey . nge st
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- November - ¢
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. Difference: K i 2 © 3y émo..
‘ A i .
. ’,;/ o
g Observatnons From Coachlng S ) ) Lo T ;;'I“jj‘:-. —

. , Durmg tutormg Kerr: needed a mmnmui'n of concpptual support
[} ! e

-

\ the fnrst sessnon she occasnonally needed to know whet a plcture wee /\
supposed to depuct but solved _the problgm tmmedlately when thet
nnformatlon was provnded She, often verballzed her rationele 1 know A

kite. . AII these three thmgscanily ' . R ", |

ps
.

-On one card she self-corrected She had made a judgment not only . »
on the basus of the informetion but on the premuse thet the reeponee card .
L could not be the same as a stnmuh card On one test ntem the response

0'

requlred placmg a second axe in the sequence, but Kertri chose e hemmer o

'\ o '.saymg Cause lt wouldn't be another ex' When the exehnner asked "Do ‘
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o
' .

In the second admlnlstratlon Kerrl dlsplayed even greater awareness

that the examlner was provudlng crmcal clues during the tutonng sesslon

Because correctnons were more rapld she often sknpped a reply to the ‘

- cloze sentence to name the card she had chosen

[N

Generally Kerrl needed very Ilttle conceptu..l support for correct;
) respondlng At tnmes she needed to be. assured that' other rules she was
- using did not apply. e. g you never use a. matchmg ltern ina response Her
responses were rapld and typlcally accurate Undoubtedly a celhng effect -

-wae present and thus Kerri s st:ores were al’tlfICIally lowered
. .

Informatlon Frclm Observatlon o

Kerrl was -8 sparkllng-eyed average size’ glrl who- "loved" o

‘kmdergarteno No. matter what the actlwty,. “she . was actnvely and .

enthuslastlcally mvolved Her mother ahd the teacher attrbuted thls in part‘.

‘ o the fact that she mlssed kmdergarten entry by ‘only flve days the- year, :
| before and thus she was eager to partlclpa?e now that she was able to |
: \ o

' 'attertd At tlmes thls enthuslasm may have mummally depressed test results o

‘ . ‘,.“in that she was so eager to hurry back to the classreom to pear the rest of‘ =
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she set out to accompllsh To thls end she was seen stoppmg people who
might dlsrupt her work and cooperatmg actnvely wnth a range of people
'who' shared the pro;ect | |

Kerri was vuewed as‘a competent Ianguage user and showed her
abilmes m her way of getting along domg thmgs Conversely at times her oo
snlence was seen as a slgn of competence because she wasn t 'botherung to -
| waste time talkmg | |
| : Durmg costumed play before Halloween Kerri demonstrated these‘
abllltlgs rnore dramatncally Dressed asa W|tch she contmued to sustain the ‘,
e , role and story line W|th such mvolvement that she seemed oblivuous to the o
i w'presence of the vudeo camera She lmprowsed the plot as other chnldren
assumed a range of roles appearlng to totally enloy ‘her. m?olvement It
. -was apparent that she coujd assume a Ieadershlp role or'be 3 follower
- . .f when another was Ieadmg On another occaslonvthe teacherv described this fv ‘
- as ”Kelly s qunte an mterestlng one in that she takes over and leads and yet I
she s,not bossy WeIl yes I guess she is at tlmes But she can do |t m e

a3 qmet way qulte often too o ,' N o s R

L e Kerrl frequently played wuth Amella. another. qunte competent chllq o

: :g'the class The one day when the glrls were gmuped separately, Ker?

' 'J»';' *tended to play more by herself not jomlng the :morel act‘lve boys play or
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Kerrl rarely entered Into meppropriate play The one time she dld
' join in throwing pretend food boxes across the partmon the teacher and
“exammer descrlbed thls as “even Kern is thrownng ' R E AR
LT .‘ . R 4. DIRK 5 years 4 months 5
F;{;ura vuvlﬂ,,’ o |
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' Qbservations From Coaching | S , ,‘ L T
Durmg the tutonng sessuons Dlrk s -scores were dacldedly ‘
:depressed by the celllng effect Durmg the flrst tutormg seésuon ho"' A

demonstratad fac:llty w1th the task When the two errors he made tha first }

; e

. | - [tlme were the ‘focus for tutormg he followed tha reasoning procoss. RONEST

\ L N
e f,answered all cloze sentences mmediately and apparently needed two facts
. _‘from the exammer In one ntem he needed to know to-ffattend to ﬂ-lo" :

vu_'sub-group stmngs among the msu'uments m tﬁe second he heeded to know

- . . ¥

‘ "',"f}the functuon éf an awl The nrnpllcatiops from thus mformatlon_appéared to

"l’v'was ewdant
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. that goes unnotlced We have to watch those qutet kids

.‘Informatlon From Obsgrvatlo o e ;;.} _'

4

. qunetly, obaervlng and entermg mto some actlvmes He was an' only chlld .

, Hns mother was worrmg fulitime and his - father was at ,home awaltlng ', P )

surgery for an mjury The ‘father came to school often, entermg mto play," ‘

B

ion the days he helped in the kmdergarten glvmg other chnldren rndes home “ . '

on cold days and on one occaslon re-glumg the sole of Cleo s shoe ln :

A

conversatlon with the researcher the father explamed that he was very‘ e

proud of Dlrk s abulltles in the woods qspéclally hns abmty to call crows"
and. deer s0 the ammals WOuld actually approach ' |

At the outset the teacher s comments“céptured how dnfflcult it was

. to be aware of Dlrk 5 abllltles The follownng excerpts from the flrst day

.of vnewmg capture the teacher ] posution

i
o~

l-le |s very qulet He s the klnd of kid you lose in a classroom

. You don't really become aware of him . He s thﬂ k""d °f k'd

o ‘y-"l’l
AL \

s !'--‘becauae you often do miss them

POSEEEN

Typically Dlrk played wuth other chlldren but very quletly and ;h

= elther a follower or autonomous cole, seldom lf ever leadmg. Durmg one., R '3

Dlrk was ,a mid to Iarge sszed chlld who moved about the ‘room v' o




Lo I - [ ' ' .
,ﬂr KON . L . ' o L B

. v R . . B - . S ) . .

Lo . Lo
T 79
e ] ' ' ' ' : AN ‘. “
t * L . . ‘ . . . AR \ .

i

-
1
.

On another occasnon after watchung Dlrk pretend to be a dog for ‘. .
' ‘ the dog house the teacher commented "her!'e ‘s Dlrk another very shy boy"

Co ‘veral weeks later Dirk was heard talklng whlle playmg cooperatlvely “with |

Bryan Thls conversatlon notable both because Dlrk talked and Bryan

“ played cooperatlvely, was observed carefully when the tape was revnewed

A ' ! 1

‘ Posmve mteract‘ibn wnth |rl< s father as descrlbed above helped ¥ ;o

.4

the teacher predlct that Dlrk

s a capable ChllmehlS plus his qulet’

success in group actlvmes provn ’ d the lnltlal suggestlon that he might be

S among ‘the more capable Aft_ a month of tapmg the teacher had -

e ldentlfled that Dll’k would have been able to cgntrlbute a great deal to

l bl
A}

‘classroom dlscussrons had he chosen to volunteer ln a beglnnlng to read- i
D exerclse Dlrk was recogmzlng letter sound combmatlons correctly andv
'.{""prowdlng correct responses that were stlll dlfflcult for most of the “ ;l,’.jt-v
| ‘,chlld'ren The fact that hls rate of completmg cuttlng and pastlng pro;ects“ L
-'-was about average for the group was- lnterpreted not as. belng a slgn of

, 'slower motor coordlnatlon but as an effort to complete thmgs correctly

. ‘Thls awareness was cap’tured in- the followung T ‘-.-'-' \t

. __',‘ ; Rasearcher.\How are- Dlrk s motou; skllls? He s not just whuzzmg through nt
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competent Ianguage user but also was developmg a. metzl lmgulstw(

awareness of these processes

. f
; . Lo . y

o Interestmgly, tn ratmg chllerLthe teacher and exammer varied the

|

most' in’ ratmg Dll"k Whlle the teacher rated hnm e:nong the.more capable- X

children the exammer would’ have rated hlm markedfy’ above all chnldren ln‘ B

l.‘

- the room One reason for thns was obvuous The exammer had seen Dnrk s
A

%
hlgh test scores; the teaéher had not The other reason however was -

probably that Dirk was not as soclally verbally;mteractlve durmg play etc A

‘ R as were’ the other children whom the teacher ranked sllghtly hugher | o
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H

WA In the second tutoring the previous pattern remained evident, The
\ A 1

three items missed were also missed the first time, Again the examiner

\
.

reiterated the central concept as if to re-direct Amelia's attention to the
critical differences, A major difference betwesn thé two administrations

was that the second’time Amelia was unwilling to abandon the choiée of
v book In the group of things that write,
C A
Information From Observation

~ .

[ \

Amélia was the older of two girls in a family,” Her mother, a -
£uli-time homemaker, frequéntiy helped in the kindergarten, An?ella‘vns an
average to tall, confident-acting child, She observed névy occurrences
analytically and perh:ps a blt‘guardedly but soon entered activities willingly.
She seemed to view herself as competent énd to have confidence in her
judgments,

From the outset Amelia was viewed as a child who "usually has a bit
to say"', Her talking during play, ‘especially to her frequent partner Kerri,
was.purp‘osefu! rather than "chzmy"‘. Amelia was frequently the leader md
was’ assertive in a generally effective way. When she gained | the
mﬁch-cbveted ro!e of drivar)of the play car, the teacher remarked " wasn't
surprised she was driving. She could get away‘ with it.*

Amalia usually played with Kerri, and this was seen as two children
operating at the same I‘ev‘el of matuﬁty, enjoying the activities and each

, other's corﬁpany. Although’"A—melila was tha more overt Ieider. they,
| seemed to play cooperatively and negotiéte the story line of the ;mfolding
plot. When playing the ;ole of a salasperson, Amelia’s shift of spesch
register was evident and Ied iﬂw teacher to-remark "They'vé picked up the

, Q
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way peéple in stores talk, haven't ‘they?l
.1 One of Amelia’s' more notable characteristics was her ability to
detef inter ference from Rory and Bryan. With one hand on her hip and her
eyes fléshing she woﬁld stand esebt and tell them a firm "no” -~ sometimes
supporting this with a clenched fist or an extended 'hand\with\'the paim .
outward, Her confidence and assertiveness were both seen as tedence of
maturity by the teacher: s amazing how those more mature kids are able
to handle that and not haul off and hit him (Rory).” .‘
Generally Amc;lia was wiiling to play with a range of.children. The
one, evidence of exclusion, as mentioned above, was when Cleo was
excluaed from play by Kerri and Amelia because Cleo was unable to keep
ap "Wt Te raté of change. Thesie‘ more mature girls did not -adapt their
play to assure Cleo's inclusion, Alythough friendly, Amelia was not lacking Ain '
the ability to crltique,‘ Her response to one child's idea was "That's the
most ridiculous thiné I've ever heard." .
When more pre-academic activities were included in group work,
Amelia was one of those who found ‘them interesting and relatively easy.
She could cut, paste, match, follow instructions, categorize, regroup etc.
as the task lrequired.
Three Sub-cstegories of Children
In this class qf childrahn the tehcher ana résearchqr identified three
sub-sections within the perceived distribution of abilities. On one end 'lOf‘ -
the continuum. were those with I_i;p_i}gd capabilities who required assistahce
to complete routine tasks and. follow instructions. Near the mid-point were

those who sesmed to be developing normally but who were not displaying '



| a4

exceptional 3bilities. The third group wera r{mrkedly more capsable than the
others, .The students listed above' had generally been characterized as being
more capable and qualitativély different from the normally developing but

somewhat less mature children listed next.

° - .
6. CHUCK: C.A, 5 years O months T
| .

Figuré VIl . ‘ | S

Scores: Chuck . |

R{aw Score . . Age Equlv,
TOLWD N ’v |
"Oral Vocabulary ' e 1 4y 4mo.
Grammatic Understanding | 14 By 9mo.
‘ : ‘ | v Peroentile
. Boehm Test of Basic Concepts
Form A Oct, : 2 75
Form B Oct, 35 | 8%
Lingciugst | , ‘ N ‘ ¢
Mean Length Utterance 6.49
Total Words | : oo 266v
Total Different Words ‘. 114
- Type-Token Ratio ' 42
Raw Score \ Age Equiv.

Hiskey Nebraska
October
Standardized Admin, . - . 8 - - By Omo.

SN ) ) I

g



With Loaching ] 13 10y 6mo,
Ditference __ o 5 : By 6mo, a
November | ' | |
Standardized Admin, 1 7y Omo, -
With coaching .4 o 12y 6mo,
- | J’ ! |

leference'\’l ' 3 | | Sy 6mo

oy . e o “ :
Observations From Coaching - o - d s :

During both procedures Chuck seemed interested and cooperative.

" o : . ,
He responded well to cloze sentence prompts. When specific information
was provided it was to name the harp, focus on. the sdb-group stringed

i
H

among the instruments and shggest that frogs and turtles ,céh live on land as

‘v;/ell as in water, The second admmlstratnon was snmllar to the first.

Although Chuck segmed to be inefficient in fmdlng the word he wishéd to

'use, the word he eventually chose was usually correct. a ‘\

Informatlon From Obs_e_rvatuon

}
N

Chuck vyas an enthusnestlc everage—snzed child. He paﬂtclpated

willingly - and cooperatlvely but occasnonally needed guudance or specific
S
demonsn-eﬂ.on before bemg able to complete actwutles mdepende'htly

-Since his older snster hed been taught by this. teacher in kmdergarten several

years eariier, the mother and teacher often used the "older sister's

\'

diffccultles in: kmdergerten as a reference pomt when dlscussfng Chuck

Although Chuck had received prior speech therapy for artnculatxon his -



| -, o '
Speech was wnthun norms for his age during this pro ]ect ‘

’

Chuck's mother typlcally worked at home, but durlng the Qerlod 3}
this study she began a part-time job and Chuck entered day care, els‘o in the

“school buuldlng, for. the half day hls mother was working. ln November

v

- Chuck changed to afternoon kmdergarten so he could be home on thel\\
. mornings his mother did not work For, thlsrresearch ~and on other‘l _\\‘.
occasions determlned by the mother and teacher, Chuck'\returned\ to tt\ell
‘ morning kindergarten and attended day care ln the afterncfon: ;\‘ | ‘ \} ,
- In- general Chuck ‘was seen as a stronger student thanhls slete]r‘

L

\
A

regardlng whom ”hls mother ;ust egomzed over. whether to put her on or:

hold her back The teacher knew that if Chuck ‘hed any difflculty, the
A ' : [ ey
~ mother would b@ concerned and helpful . oo

. At times Chuck was ,seen as belng like Cleo and Anita who were
B

relatlvely weak students in terms of followmg dlrectxons it was 'suspectesl;
ho%ever that he had e tiny bit more. on the ball” then dld the other twé, |

The three were aiike. in * that Ieadershlp from any of them would be
"L .
unexpectede they all assumed follower roles

iy

Chuek was not however whet the teacher would describe as

BN A

wnthdrawn but rather "on t‘he qulet slde' e Nl talk and contribute thlngs 'y
[ 'He s qunet but he §not forceful he ] not a nossy one but he's not real
shy elther As tlme progressed Chuck seemed more able to organlze hls-

behavior w:thm the. group ‘ﬁnd was seen as 1u3t developmg in a normal sort

-
: '

" of qunet way®. He was seen as midstream or d0wn lower not low to

the pomt that we have to: be concemed" The vudeotaped play sesslonsf

Rl

showed Chuck as h_a—pglly mvolved and not havung dlfflculty playmg with

/

v \

<



other children.

Figure IX

Scores; Daryl

7. DARYL: C.A. 4 years 11 months

,

TOLD

Oral Vocabulary

!W ,
Grammatic Understanding ,

Boehm Test of Basic Goncepts

Form A Oct. |

o ’.FdrmlB Nov. ‘
Lingquest o

" Mean Leﬁﬁih Utterance
Tatal Words

. Total Different Words
4 4

" Typé/Token Ratio ',

)

- .Hlskiy Nebraska

\
i

‘Standardizad Admin.
s . . L 3; .
' With Coaching -

¥

" Difference RN

e
Raw Score . .Age Equiv.
— : ~ ‘
. ' A
-4 . ‘4‘y 4mo,
) { 4y 3mo.
L -4
: " Percentile
. 31 a5
29@ 35 ;
¢
. - ‘
7.69 '
A \
~ 269
116
lL‘ X
< 43
FiTuM . . '
' Raw Score Age Equiv
) e
1 /8 -+, .5y Omo.’
. Fe . 13 ' 10y 6mo,
- 5 6mo. -
S ‘ 7 y



iNovember . R L
Standardized Admin. o o, " 7y Omo.
" " s T
With Coaching ' , £ 13 .10y 6mo.
Difference: o 2 g 3y 6mo.

Observations From Coaching

During® the plcture association tutormg Daryl requlred conceptual
support to obtain correct answ‘rers for the ctems he mlssed without
coachlng He: needed promptmg to rdentnfy the c|ass name for banana end
apple to c|assnfy mstruments as musical tnstruments rather than music and

; .
'tg follow two hnrds wuth another mean bird mstead of a nice one. Even

P

. wnth coaching he seemed unable to understand the ampmblan characterletics
requnred for the last |tem to be *correct In all error nten‘is ,except the fruit
" he seemed unfamlhar wuth euther the words or the prctures e. g the gultar

was unfam:ller to hum as were the contrasts among the blrds

During- the second tutoring ‘session less dlrect conceptual support

§

. was necessary He attalned more correctly wnthout tutonng and responded .

it

'”more promptly to cues than before AlthOugh he m|ssed the amphtbaen

|tem agam he was able to respond to cloze cues.

- Exemlner In that square you need somgthmg that can hve where? Both on

‘ e X
'waterandon ?

| Daryl On the ground

.. He'was uneble o supply the correct wrmng mplement the eecond o

" time. Lnke many-cﬁler chlldren although told the awl was “for pmchmg

” ‘
e
[
v



A
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holes in Ieather he perslsted with that' chouce . : .

.t

lnfg atig Eg Obgervatlon : "‘_ I
Daryl was a peppy frlendly Chlld of average size. He en]oyed free

‘ 'play and partncnpated wnllmgly and cooperatnvely In the wdeo tapes Daryl

was often notlced then he was bumped and began to cry.: Although thus '

oc¢urred twice he was not seen as a habutual crler The teacher felt "he's
4

not a whmer he s not one who is always ‘help | me’, that klnd "

Daryl frequently played in the block area with Dll’k and Lance, not

\

B assurning a. leadership role -but ‘serving as an . enthusiastic partlcnpant.

'

“Although spmewhat qunet llke Dlrk he was viewed as being within normal

abllnty but less capable than Dll’k

P .

Daryl seemed well accepted by other ,chlldren and could sometlmes

. ‘gam entry to actnvlties after other chlldren had been demed Such entry

On% event especnally captured Daryl s affable nature ~ The cameraman k
reported that during a play sesslon wuth Halloween costumes Daryl became |
qulte meen purposely hitting people as if to hurt them. The researcher and
teacher were mcredulous about such an occuﬂe;;ce and watched the tape
"for evndence Mean behavuor by a chid wearmg Daryl s costume was
.fmdeedv evndent but unknown té the cameraman Daryl and Bryan had
changed costumes off-camere The behavuor was not surprlslng for Bryan
o ;;‘ e ASHLEY: C.A. 5years3months

?Flgurex et S 'v‘gv.*;. T

s © ' ReWScore . . AgeEquiv.



Total Differem Words \ . -\154 SN

{
- October -

80

TOLD . < =

Oral Vocabulary | , ... 1w v ‘_5y Smo., )

Grammatlc Understanchﬁg T ~ 4y 3mo.

Boehm Test of Basic Concepts e © ' Percentlie

FormAOct EERAE o33 50

FormB Nov. K 29 . 35
Lingquest~

Mean Lbngth Utterance o .20

Total Words ~ o 434"

\

Type / Token Ratio .35 , ‘ '

)

"Ashley, like Dirk, (:ontnbuted more oral Ianguaga ‘thari one ngquest file

can analyze. p € Consaquently this analysns was based on her first 434 words.

/ e \  Raw Scorn o AQ' Equva

! A ' N ) ) [

S‘tandardizedAdrhih. h o 10 . v6y Omo-,'

- With Coaching e oo 12 | L 8y 6mo.

I
5

‘ :lefcnné’-:‘_’ I R 2 B 2y6mo

November s .
SO SRR S Y
Standarduzed Admm o ! : 8 . Sy Omo..

‘ WuthCoachmg L o “'12. ,,"8y6r‘no.‘
;‘ } v , s ' ' P - " . '

P

(e

.';D'lffirdnci“:’ T a4 % 3yemo.




__ggr_\@sl.m From Q_oa_cnmg

Durlng me flrst admlmstrzmon of the ptcture assocmuon tasks

[ : a2

Ashley required support |n followmg the examiner’s clues

Exemlner These are both on yOur head you need somethmg eise that is on
your what? .
Ashley: Leg- g

v Or in another example S S - " :
Examiner: These are flymg in the air and this alsb has to fly in the anr

Does that make sense?
N Aehley A person that goes up way all over,
Exemlner. Yes, but is that flying in the __?
.

Ashley: Paraship . A o : I

e

Exemlner Parachute? We re Iookmg for somethmg else flymg in tr-;e air,

—_—

rlght? Let s see lf you can find somethmg flying in the air. ‘]

1 '
P \

Aehley Aklte ‘ o L ’ S 3 ,

| The transcnpt of the first testlng Has several instances of the
axaminer trylng to re-direct Ashley s reasomng, once by linking her word to | *;
. - the salient word eegle otrd" and ohce by mterruptmg her. | ‘
‘ Aehley Yes, but this mrtle lives in__ - S

Exemlner But down here we need another anlmal that can hve in both Iand'

andwater N

¢

_ Although Ashley had a lower score durlng the' second standardlzed_
edmimstntion her problern solving durmg coachung was notlceably moLe._
efficuent She responded easlly to cloze sentence cues and seemed to

recognlze the role of the exammer s clues in probiem-solvmg Desplte

Co . . o . " . .
- 4 . . . ‘ . ' o ; . .
I B , : L f L . e LT



mformatlon puovuded however she pe

1

writing instrument and the whale as an amphlblan

Informatlon From Observatlon Y “

Ashley\ was'* one of two identical twcns in this class It'. was'
extremely dnffncd{ to dnscnmmate between the two glrls with the exceptlon
that the other twin, Annette/ had delayed artlculatlon development Thus

. Ashley became "the one y0u can understand" At tlmes it was dlfflcult to

dlscrlmmate between ?1; two on video tape unless their speech ‘was
evndent or, slnce they were ' always dressed dnfferently, unless someone
'remembered whnch élothmg one of the chlldren ‘wore that day AlthOugh
- this confusnon )n/fluenced the perceptlon of adult viewers, both girls
operated qutt/e mdependently and the relationship seemed to have less
leffect‘on t?elr actual functioning. . o : T

ln ,éeneral Ashley was a “fringe player"; she became invoived if pley

bemg </>rgan|zed by. other chlldren ln a semrpartncupatory manner. Although

clear)y followmg the theme of the play she was often semn-autonomous in .

her/role ‘She played with her twun suster from time to tlme but: there was

\ LY

ittle evndence that the two sought each other during free play actlvmes

‘. explamed "l sort of separated them purposely often but | guess lt doesn t

.matter lf l don t or l do and "Just doesn t matter |f they re not together
which |s good" B ;"" | :

Although Ashley was quuet when playmg, she was wnlling to

‘contrli:ute to dlscusslons and to reply to the teacher s questlons She

Lo

‘sisted in selecting the awl as the

The/quallty of her play dld not differ between tlmes }when her twm slster

‘ / _.was present and tlmes when the tw? were separated The teacher '
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' . L o .
' [

didn‘t provide e#ten‘s’ive informatién ebouf hereelf but‘was assumed' to be

: progreselng normelly One area of ldentlfled weakness was in the area of

‘ motor skllle espec:ally cuttmg with scissors, 'ﬂus ,early in the: school year

‘ thls was easily. attrlbuted to lack of- expenence and was seen more as an

' area to be developed than evndence of weakness Thls was also seen as‘ 3
| posstbly related to Ashley s being left-handed. ‘

9. ANNETTE CA 5yearsi3months Lo

o N ‘
Figure XI e
Scores: Anne‘tle | e
. A ‘
N | . Raw Score “ B Age Equiv
" TOLD "' A : ‘ o, L " . '
Oral Vocabdlaryn ‘ o . ,. 83 . Sy 7mo.
Grammatlc Understandlng ‘ e 12"‘.. o ' 6y 9mo.
‘ Boshm.Test of Basic Concepts K ‘ C ‘ Percentlle
r-‘omiA‘of::.l P o290 _‘,35
FormB. Nov. R 29 55
Llnqueet- ‘ | ‘ | : ‘
'. . Mean Length Ut;efance R o .5.‘89
' Total Words ‘ | | ' 224
Total DifferentWords . 08 . S
' Type/token Flatlo o . x e ‘

N ~Annette, the ldentlcal twun of Ashley,‘ exhubnted delayed artlculatlon

development -Although the exarmner had extenswe expenence wnth

articulatlon-delayed kmdergarten , chlldren, : occasnonal | umntellngnble

»
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y

‘responses may have depressed Annette s’ test scores when verbel o

: v
. responses were requnred i.e, the Oral Vocabulary section of the TOLD and
\

the Llngquest analysas of. story re-telllng, It was the examiner s impresston ' o

that: the ngquest analysus showed the greatest .effect since Annetts

seemed to llmat her responses as if’ antu:tpatmg that shd' would not be

' underst‘ood,_l . '
Raw Score ' Age Equivalent
Hiskey-Nebraska with coaching e , .
October . ‘ o _
Standardized Admin, - . . ‘ 3 below 3y Omo.
. \'Nith'coaching e ) o9 -5y, 6mo.
Differencé . 8 .. 2yémo+

. November . '

C . ‘ i r ! ' ’ :
Standardized Admin. _ N DR - T -~ 3y 6mo.

. " v : ‘p ' N | . o ’ . | ‘
With Coaching . Lo 10 ‘ 6y Gmo.
leterenoe ‘ ‘ : -, 4 - ‘ ‘2y“6rpo “ _ )

, 'Q' ' e v Lo : ' ~

‘ Observatnons From ﬂgﬁm‘ AT -

\ —_ . o . "
.

Durmg me flrst admlmstretlon of the p|oture assocumon sub-test‘,

"

" with coaohing Ahnette had dntfuculty focqsing pn the sehent cues or

“applymg those cues: |n selectmg a reeponse "For example when needmg to L

yudentlfy another farm- ammal she- selected a tion although seemmg to K

»

‘ ‘understand that she needed to select a farm ammal After the ﬂrst two.

~ B
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.

errors, however, she began tf) complete the cloze segtences accurately but
still select the jncorrect “item. At somel times .'she seemed to ‘be unclear
regarding the task, The more difficult item involving amphibian illustrated
that, |

Examiner; So down pere we Qeed gomemiﬁg eise that also goes; on water
and land. Let's ses if we car} find it? Which one do you think?x The fish?
Annette: Yes, can the dog live in water?

f
Examiner: Do you want to change? Do you want to put a different one

A
-

there?

Annette: Yes T
Examiner: Ok, What is that?
Annette: A dog.

Examiner: That's a dog?
Annstte: Né. dock, ’
Examiner: I think it's ;n alligator. Do you think it’s an aﬁlgator?

Annette: ?gs

Examiner: Ok. is that the one you want thére? Which one do you think is

‘ best?

Annstte: Thi‘;'j."[bne |
» T

Examiner: You think the whale’s best? - . .

Annette; The wﬁale lives in Qvater‘. R

“,The second administration of the test was somewhat more efficient.

Not only did Annette score higher initially but her responses to questions

"dirscted toward sliciting salient information "were more focused and

b

Eh ) .
orrect. Furthermore she was more able to specify which ideas or



96
pictures she did not understand in order to obtain information. She still had
dif ficulty specifying a stringed instrument and amphibian animal, However
she was able to discriminate the mean bird and to'identlfy the typewrlter'asq
a writing instrument. Thus in both score and strategy she showed definite
gains, l

Information From Observation |

Singce the examiner a;wd teacher typically referred to Annette ;nd
Ashley 'together, many of the' comments summarized régardlng Annetté
paratlel those for Ashiey, .As an identical twin, identification of Annette

N
often rested on her immature articulation. The teacher explained "Annette
is difficult to understand. At times I'm not sure what she's saying.".
Although the teacher considered that Anneﬁe might need help in correcting
her speech,‘ her general level of functioning seemed to indicate normal
development.

The twins were comfortable playing together, but they did not seem
to seek each other during free play, situations and, both ;;Iayed happily with
other children. Although typically quiet, Annette responded to questions
and participa.ted in discussions. She also strongly expressed her
preference that her whole name rather than her nickname be used.

One weaknesé noted "for both twins invqﬁred fine muscle
coordination,- eépeciall{: difficulty cutting with scissors. Annette, the
right-handed twin, may have had difficulty either from lack of experience
_or poorer fine muscle control. -

One other observation regarding Annette remained tentative but

possible. it seemed that she relied on gesture and limited the number of
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words she used asl‘ a compensation for her limited i&\telligiblllty. In

comparison to Ashiey she used more gestures and shorter sentences, In

most respects, however, the two girls seemed very similar,

Figure XII

Scores: Lance

. . J0. LANCE: C.A. 5 years 2 monthé

TOLD

Oral Vocabulary - ™~~~

® Grammatic Understanding . |

/
v,.
Boehm Test of Baslc ?émc‘opts
Form A Oct. \,,_
Form B Nov,
Lingquest

‘ lf_\n-ea‘n ;;m Utterance
Total Words:
Total Different Words
‘Type/token ratio
~
'illlskoy Nebraska
» October .
Standard Admin.

With coaching _—

Raw Score

13

23
29

6.09
335
163
‘a8

e

Raw Score

‘Ago Equiv,

- 4y 11mo,

4y 9mo,

Percentile

15

35

Age Equiv.

Sy 6mo.
12 y 6mo.
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\

~ Difference 5 . 7y
November |
Standard Admin. o 9 : Sy 8mo -
With Coaching‘ ‘ . 13 10y 6mo.
lefo,renco; _ 4 \ Sy
. -~ : ‘

Obser!gtions From Coaching’

b

In the first administration Lance had some difficulty during the

::saching session in defining a class name.

Lance: Harp and guitar ‘
‘!gmlnor: And what are both of them? They both are what?

Lance: One is a harp and one is guitar
- Examiner: What are they both? Together they're both __ 7

Lance: They're different. ' , - , ,
| - Twice he seemed either unfamiliar with the name of anjterﬁ pictured
or unfamiliar with the item itself; he asked the name of the harp and the
axe. He successfully identified tﬁe typewriter and alligator after routine
coaching and seemed to undérstand the rationale for those two choices.

| During the second a&ministratio'n' Lance replied more - rapidly,
followed clues more effici;a_ntly arlwd completed éloze sentence cues more
rapidly and correctly. One exception to this, ;'mwever, was his return to

the aw! as the correct writing instrument. He_understood that it functioned

as a leather punch, ésking "How do you punch it in?" but still selected that

=Y
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response.

‘Information From Observation

Lar?ce was an eager participant in all activities ob'seryed»folr th

e

study, He talked willingly to adults and seemed to enjoy, sharing . his
experiences. He was' a blond, blue‘-eyed boy,t slightly above average in

height. * His parents had lmmlgreted from Denmark; both parents were

employed Lance had one younger sister,
. Lance was one of few children for whom the teacher’s ‘éppraisal\of
cor'npetence seeﬁted to shift during the study At first the teacher
expected that Lance w0uld be among the high average to outstanding
students because he Iearned routmes quickly,. played cooperatively with
others and entered’into kindergarten activities successfully. As the two
months progressed lt became evident thati although he was developing
normally and there was no concern about his general. ability. Lance was
more likely to perform at a mid-average ability level. The change inll
perception occurred when Lance's performance .on dcademic readiness
tasks showed a more aye‘rage ability during cogniti\iel»y demanding activ_ities.
During play time Lance almost always selected the block corner
" where he provuded Ieedershlp to one or several chlldren in bUIldlng a range |
of structures. At first he seemed cognlzant of the wdeo camera, but this E
decreased durlng the first few weeks The one time he was assigned to’
the playhouse egainet.his preference he was qunte mature about ‘making the
best of somethlng but was noticeably more dlsmterested than usual.

l.ence was descnbed by the teacher from the outset as a capable,

able to take care ‘of himsalf. - kind of, Kid". Parallelmg this was the -



T ‘ » . . . . r .
perception that. ‘unlike two other boys, Lance would r%}.cr‘y whan bumpped.

The teacher described Lance. as a "bit of a stolc Among his social skills

\

were h|s abmtles in playmg wnth Rory wuthout confrontation and in recrultlng

Damon to: partlcnpate relatlvely qonstruqtnvely the mto»a buu!dlng or:
roIe-playmg or01ect Lance w0uld be very self directed and undistracted

Conversely he was able to’ spontaneously negotlete a story line with other ‘

‘e .

”chnldren oy

. } .
- . v ! ' L

From the outset Lance was nottced for his abmty to ur;derstand and

x

3

“follow dlrectlons Durmg one’ lnterestmg bulldmg project-shared by Lance .
!

° and Dirk, Lancé apparently did the planmng and Dtrk observed what he was

doing and followed as vyas' suitable. Neither the examiner nor teacher

T N )

could observe any ‘Gvert cormmunication but the ,building proceeded without

“

difficulty.
A Lance’s leadership. skills, were descrlbed by the teacher: early in the
study: "He was ... directing thmgs and yet not dlrectmg them He certalnly
was in charge of bu:ldlng that doghouse . he didn’t- et anybody mterfere
with it. Damon tried, Jeanme trled and they dldn t get away wnth |t "
Many, of‘ Lance_s gross motor skn!!s seemed quite well developed.
'He was observed _haianc‘ing ‘v.vell while walking across a row of blocks. -
‘These skiwlls were not as evident in small motor areas »suoh as outting and v
pastmg | | h |
Tbe teacher wewed Lance S parents as people carmg about their
i ‘so‘n s expenences _This was captured well in the followmg dlscussnon

L

regardmg nursery rhymes



N

' ',We,'re seeing moreg and more parents who don’t bother. | bet y’ou
anythlng Lance ha‘s been exposed to h’ursery rhyn‘wesr" Lance has parents
' ‘ i

- who would expose him to nursery rhymes

101

| 17 RALPH: CA. 5yearsOmonths DTS
‘Figure XIll ; o .
" Raw Score’ . Age Equiv.
Tos G q o
Oral Vocabolary - - 8 4y 4mo.
Grammatic Understanging | L 16 6y 3mo.
* | | o - av' o Percentile
" Boshm Test of Basic Concepts '
Form A Oct. | .31 a5 .
Form B Nov. | ’ 37 70
' ;:ingduost
Mean Length Uttaranca ‘ 3.08
Total Words ‘ | 37
Total anferent Words - 34 e .
vapalToken Ratlo A . 91 |

:~Ralph was a relmvely sllont chnld who responded far more wnllmgly to
pomting tasks than to thosa mat requ:red verbal formulatlon More

m\portantly he avondod talklng aloud when tho tape ‘recorder. was rummg

' His rcluctmco to speak probably deprassed some scores In the scores{

| .above the contrast wuthm the TOLD may capture thls On the pomtmg test,
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‘Grammatic Understanding, he performed far better than on-the verbal l,‘

-

formulation test, Oral Vocabulary. «

Raw Score : Age-Eqﬁlv‘

e ) ‘ r N L
Hiskey Nebraska with tutoring: ‘ B
October ” L | -
Standardized Admin. o 5 “ © 3y O0mo.
With coaching . - S .12y 6mo.
leference . 9 | . 8y 6mo..
November - |
o . | ‘ .
Standardlzed Admm. ‘ -9 Sy 6mo.
With coaching - 13 ' 10y 6mo.

. o v , } ®
Difference - ‘ ‘ 4 . © Byr .

The summary of scores across children presented at the close of

thls chapter shows that Ralph had greater variability between October and 3

| November scores than did most other chuldren ny,xs Ilke|y that Ralph s_ .

general uncertamty wuth novel sltuatlons depressed his’ October scores

g 'Thus lmprovement m November was at least partna‘\ly due to hls gammg ‘
a experience with the schoolrrelated tasks , B '

Observatlons From Coachmg

Durmg the furst admnmstratuon mmal coachmg seér'ﬁed to focue on,

helpmg Ralph vuew |tems as members of a class tt appeared thet he knew

o the class name "frult" but did not reahze he needed to find the comonelity 3

.,.‘
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between apple and banana When the need for a class name or attentlon to °
-speclflc sub-class charactenstlcs was pomted out to hlm he promptly

‘solved the problem correctly \That is, shown the problem— olvnng strategy

he apqlled it promptly and conrectly The axaminer = often repeated ‘

. information in.a revused form as lf uncertain whether Ralph understood-

-

e. 9 'They can llve in the water and they can Ilve on the land They can live

. oon .,bo S lt may be that Ralph did not need these repetltlons but that hts

ch to respond Ied to reduced cues by which to Judge his degree of-

reti
‘ S

comprehensuon R L : . 2

On the second admlmstratlon Ralph yvas clearly more aware of the‘
:"strategles necessary to complete the ltems On the items he had mlssed he
' 'supplled the critical mfdrmatlon when asked.to complete a cloze sentence
He requured fewer prompts, made fewer incorrect or partlal answers and
‘generally performed more efflciently the second time. |

lnformatlon From Observation

\

Comments about Ralph tended .to focusfon two characteristic%
~ First, he was very quiet and didn't say much Second he cned easuly when
bumped, etc but responded- qulckly when the teacher came to comfort
him. He. seemed to: cry more. easnly than the other chlldren The teacher
'l:explamed that "he crles easuly Another kid would shrug it off " "He s
i | easlly upset ..... cnes easlly lt always amazes me how easnly he s upset
o »over thmgs yoe wouldn t expect hnm to be*’upset over

o The teacher and examlner often wendered whether Ralph spoke

" ‘more than was detectable or whether he actually played as snlently as it

o seemed The teacher had heard that Ralph had a brother a year younger_. ’
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”%hat"sl a terror”‘ but how that related to Ralph s' characteristlcs-.‘ was
uncertain. The fol|owmg generally captured the appralsels of Ralph
'Teacher: He ]ust quistly- goes along with things.
"“Researcher | think he plays wuth the kids thOugh
: “ Teacher Yes he plays all right; he s just not a leader
As noted above, Ralph was typically mvolved in. some tvp‘e of’
'cooperatlve play. He was often seen _as' the third person enterlné an
actlvity ln tr\at he w0uld happlly 1om two collaborators and parﬂcnpate in
that way. He worked energetlcally, especrally ‘on block bunldmg acflvmes
. ‘and was even an enthusnastlc pamcnpant in pumng bfocks away
He was seldom aggressnve However one day he was seen three
timesklckmg over sqmeone else s block towers. Thls was unusual and the
teach‘er remarked: "He’s not usualry like: that. ] have Ia‘fe‘e|ihg thathes ¥
. frustrated.‘or something - .
Frequently Ralph s sllence was discussed ‘in assocnatnon wuth Amta s
qunetness Agreemg that those two were probably the quletest the teacher -
'characterized them as "Very qulet and you don t know sometlmes what's .
K gomg through thelr head " '- N
" . When \pre-academlc actlvmes were mvolved Ralph was able to
‘- manage them w:th some effort He- was percelved as havmg genarally
| average abnluty wnth the possnl;lhty that he had shghtly hlgher abllfty whnch

: was masked by h:s sulence
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12, ‘,CL@EO C.A. 5 years 1 month’
Figure XIV R _ | | S
Scores: Cleo ' | ‘

Raw Scoré ‘ | . Age Etjulv. \

fo;b o B
_ Oral Vocabulary . -’  " C 3 ' - "4y'4mq!..‘ ‘
Grammatlc Understandlng . v 13 o N ‘9:mo.
. o R o R . ‘ll%rcemlle‘
, BO.hm"‘reat of BI;IO Concepts o o . R
Form A Oct.. 32 . B0 |
For‘mBNov.n o o | a7  .‘ .. 70

Llﬁg‘quut‘ . : - | '
Mean Length Utterance - ~ ' 6.19
Total Words a2
| foial Différent Words 131

Wor

 ‘Type/TokenRatio .40

Raw Score, ", Age‘Equiv.;‘

Hlsk-y Nobruka with coaching K B R

Vi

e gt

WlthCoachlng o 1o i L I 4' Omo
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Stand‘ardlzed‘Admin._ o - 8 .‘ | " 5y Omo.

With Coaching . 13 .10y 6mo. .
K \ LR
. - | Lo ‘ | i \ :
Differance -~ B 5. " 5y 6mo..

\ . o AT . o

Observatuons From Coachmg

(R

Durlng ‘the flrst coachmg, Cleo seemed to be mlssmg essentlal '
concepts necessary to solve the three problems she missed. For exemple :

the contrast between farm and zoo ammals did not seem to be clear to her

nor dld she seem to comprehend the need to ldentlfy an ammal that could -

: ‘in .

‘e

.probably had the-conceptual background - ldentlfylng objects that fly.and

'llve on BOTH land and water The thlrd error was the selectlon""ﬂaook as

»

somethnng for wrmng rather than the typewnter In contrast ‘she was very

successful at using cloze sentence clues in. problems for Wthh she

L4

assocnatlng the éye with the ear and nose ‘

o | The second admmnstratlon was remarkably more efflClem than thB

flrst Durlng coaching, Cleo responded promptly to cloze sentence clues

\

and corre‘cted, her selections. The . one exceptlon ‘was her repeated

‘selection of a book; ‘asv,a‘ writin‘g‘lnstr_ument, or, as she explatned, "to write '

"Inform ggFrom Observatlon o T R

Cleo presented a contrastlng appearance. She‘) wes clean a'nd L
efully dressed but her front teegh had decayad to blackened atubbs “ :

She Inved wrth her mother and teen-age brother and slster Her father dld A

[ .
"n" N . ‘ . . ' . .
at . ' ' "

not five with them because accordlng to Cleo as recalled by the. examlner
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'her Mom doee\ n't }[ ke her Dad anymore and told him to get. out because he
laughe when Cleo bumps her head The mother was employed as a mald at

al m el and Cleo was brought to school by her 16 year old sister who
had dlscontlnued school and was employed as a baby-sitter. Cleo eagerly

;'waved at her svster when the\ sister arrlved at school and they seemed to

""Tl

share a warm, welcommg&reetnng when school was dtsmlssed .

Cleo was a brlght-eyed slightly chubby child who responded warmly

"

to aduit attentlo,ryéd seemed to en;oy one to one testmg/ talkmg sltuatlons

At tlmes she provnded responses and summaries ll‘\ these sltuatrons whlch

[ . -

were more advanced thanfaqtlclpated and ‘the exarmner often wondered'

whether Cleo; had ‘greater potentl_al for conceptual dévelopmentman was

” . ' - -

' generally expected
. l .

Durlng v1ewmg of the tapes Cleo ‘was consndered to be a normally
developmg chlld AlthOugh not classufled ln the top half of her, class she
« seemed definitely’ within. the normal range of functlomng ln addmon she

was seen as havmg a mother who was genumely concerned about her
. \

progress o R »
' ‘e ’ " L .

Durmg play Cleo tended to sit somewhat quietly in the’ play area,

1

; ]ommg in from time to time but not bemg an actlve parﬂcapant or an evudent
leader She was fnendly and generally cooperatlve On 'one or two'
”‘occaslons the teacher suggested something . for her to do, and ‘she;.

'followed the suggestton wnlllngly e. g 'Why don t you go help Daryl with

‘ N
“.

the blocks?"

Generally Cleo preferred playmg in th,p playhouse and generated’ |

i more dlalogue with other chnldren in that context She had one or two glrl .
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frlends with whoni she played dolls, The play often appeared as parallel‘

4 play wnth lntermlttent responses to the games of the more actlve boys who

vi&d dash through the playhouse as robbers etc. On one of these .

e f

who was pretendlng to be a mean robber Thls was 'seen as an attempt o

‘occasions Cleo asked Bryan, who was playing as a dog to. scratch Rory,

direct the play of others For the most part however Cleo was seen as 8’

s,

‘ follower who did not nomlnate hefself for attention. This follower role
was evndent one day when she appeared to be playmg with Kerrl and

Amella As thelr play progressed Cleo was clearly more and .more

‘excluded, not because they chose to lgnore her but rather because wlth1

their greater maturlty they were advancmg the play storyllne more rapldly

1

than Cleo could partnc:pate Two statements by the teacher serve as apt

summanes of Cleo ,

~ ) think' she’s coming along. You know, ok.. | think' it's just taking

her longer because she is shy v

’)She ] ]ust sort of. a mlddle of the road worker l thmk She s

v

gettlngltdone" . | I oy

Qualltatlve thferences Between groug

ln thts kmdergarten class all chlldren descrlbed thus far were seen.‘

’

as havmg the potenttal for bemg successful in school Although there were': "

v

varlatlons of ablllty |n both cpéutuve and soplal-emotlonal spheres, all were

' consldered capable of succeeding The chlldren to be summartzed next had

’

.created some dOubt regardlng thenr ablllty to be successful ln school or to

progress at the usual rate ln fact thetr mteractnons seemed qualitatlvely

- B

dlfferent from the group __classnfled as average



Wax !
| &%é","‘ W o 109
2N .
o v . v
. 13 .‘ANITA: C.A. 5 years 5 months
Figure XV T |
N ." Scores: Anita " :
' ‘ "« bt ) Raw écore Age Equiv,
Ora;t .\/oca'tgul.aﬁ'y ~ | o2 ~ below 4y 4mo,
) .Grammatic Unq;rbm;wqing_ . ‘ ' 0 below 4y Omo,
. ‘f “, DR - T Pércentile
kBoohm Test of Baslc Conc;pts ,
'F‘ormAOvct.‘v.. | | 18 15
Form 8 Nov. o 14 10
Clnggﬁzéi' \ , _ N
| Mean Len;m, i 6.34 ";/?
" Total Words ' 374 ;*;" -t
Total Dif ferent Wo;ds | 135
Type/Token Rato - 36 _
- | Raw Score Age Equ:IV.
Hiskey Nebraska Qvlth Co;cﬁiqg
Standardized "‘*.‘d!,*“"‘-‘i o 8 5y Omo.
With Co_achi.ng.‘: , . | ‘ 10 6y Omo.
I . \
Differsnce .. 2 ) 1y
Nov&}t_:"‘ er N "

L

i

. . ::‘;{‘ v
#‘

w
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Standardized Admin, ' 6 3y 6mo,
! » )

With Coaching : 12 8y 6mo,
Difference : ‘ : 6 Sy

Observations From Coaching ?

Duriné the first coaching sessions Anita’s responses were rﬁarked )
by apparently limited understanding of the nature of the task. It was
" difficult to discriminate her difficulty with the process from what appeared
to be limitations in- vocabulary and conceptual background, The foﬁov’ving
dialog’ue illustrates the nature of her difficulty: |

Examlngr: Tell me about those animtlsls‘ What are they?

Anlta: Those are -- this one a frog and this one 1 think moving around.

Examiner: Yes, | think this is a turtle.

_Anita: It is a turtle, .

Examiner: Where do they live?

Anita: In the country. R " , '
Examiner: Could it be that they live on water or land or both water and

land? |

Arallfa:» Water. And frogs go in water.

Examiner: Both of those can go in_the water and they can go up én the
) ‘.grass, too. So over here we need an animal who can go on both water and‘
grass? Let's see if we can find one.
Anita: That's fish, this is. .

‘Exanﬂmr: That's an alligator | think. There’'s an eel and there’s another

{
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fish. Which one of t.hose wounld_finis'h_the bicfure best, do you think? ‘
Anita: This one.
Examiner: The whale?.
'Anita: nods yes..

|n' generai it appeared tt)at Anita was being asked to perform tasks
beyond her level of deQélopmeﬁt. She seemed to fack the prerequisite
'”vocabulary, concepts, and problem solving strategies.
During the second adm;nisvation of the test Aﬁi;;'s improvement
" could b‘eﬁé;(‘plained by her having leggned that “if yc;u're asked again, choose
a different one”. Whether the impfoved coaching score stems from
conceptual develoﬁment or good luck -~ or more likely a combination of the
two -- i; unclear, Thle following illustrates Anita"s continuing diffiéulty with
the process. despite her selection of the correct answer, |
Examiner: What are those?
Anita: Birds
Examiner: | want to téll you something about them. Those birds eat other
birds, other animals. That one eats birds, this one eats mice and rabbits.
So they are mean birds. T
Anltl:‘Yup ’ ‘ ' ‘ S
Exlmlnir: So over here you are going to -n‘eedﬂ
"Anita: Mest '
. Exsminer: It's mean. Do you know the word mean? Mean is hurts things.
You know that word?
Anita: Yes

Examiner: A bad bird.
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Anita: Bad bird. ‘- L

Elxamlner:\ Right‘.“ OX. You need to find another bird that's a bad bird.
Which biro would that be? | |
Anita: This one

Exasminer: That one, Yothhirﬁ\k the eagle is going to be a bao bird?

Ahltl: Yes.

iInformation From Observation

Anita was ’the third child in a f"amily of B children, Her oldest sister
was 16 and Anita was quite proud that the sister had a job as a hairdreseer‘
and "even’ had a boy friend. o ; |

The older sister, Lillian, was the source" 0} most of the information
about Anita‘s oe'ckground. The father and‘nr'nother, who were unemployed -
during the period of this study, arranged that Lillian would repreeent the
family V\;hen it ‘was Amta s mother’s turn to help in the klndergarten Lillian

was & welcome addmon to the classroom not only because she was a

charmmg young woman who helped proficiently but also because when she

-was present Anita seemed dellghted Anita appeared very proud that her '

snster was there, and the sister seemed to recnprocate with equal warmthn
and caring.
The 'family had a French surname and it was surmised that ‘one of

the Ianguages of the home might be French. Although Anita reported that

they spoke only one Ianguage at home the sister Qonfzrmed that the family

spoke both French and Engllsh tt seemed likely that _Anita had not
C|838|fl8d the words she knew as two d:fferent lenguages since in response

to a questlon askmg her to hst foods she used. 3 Ffench term for potato in
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conjunction with Engljsh food names.

Generally the examiner and teacher had a dlfference‘ of opinion_

regarding Anita's language ability and the prognosls for her success in

| school. This dlfference could be explamed by the fact that ‘the exammer
had greater one to or:_re test evidence . but limited in-school evidence.
Conversely the teacher had no test data but exteﬁnsive“in-school ‘avidence.
" ?-urthermore it seemed,likely. that the te‘acher and exarniner gave different
weighting to the evidence they shared‘.v 'lhe exarr\iner l‘elt that Anita had
central diftlcUlty identifying salient lnformation and ‘recognizing the nature
of required performance. The ‘te‘acher,‘ in contrast, saw Anita as a child
whose difficulties stemmed from her limited experience with: rnaterials' |
play. or verbal actlvmes such as storytelling. Consequently the teacher

g placed emphasns on the mprovements evudent m Anita’s performance as
she gained experience with such activities. ‘

One of the most important contributors to the 'examiner's judgrnent
was Anita’s mablllty to re-tell the chlldren s story. It seemed that
'mexpenence m story-tellmg might yleld a paucity of detail and |lmlt6dv
evidence of story grammar. In addmon to these weaknesses however
. Anita did not provude information relevant to the storylme of the book. At

" times she related detalls about specific - plctures but this was typlcally
namlng of plcture ltems. Famuhar relationships stuch as a slster, mother and 7‘
friend were conlused or, om‘itt'ed. | .’ 4 ' »‘ |

During ‘the viaeotapes a'prev‘a‘lent charecterlstic was Anita's lack ofb |
talkung From the outset the teacher observed that "other ghan the fact she

‘had a, doll and was playing with it, he (the cameramanl mnght have mlssed. _

..-v-ﬂ .

A
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her” meaning that Anita’ had -to 'be doing something ‘that attracted visual
attentidn to be noticed. dne question of continuoue interest wes whether
or not Anite‘spoke to people when playing. Bom the exatni’ner and teacher
were unsure whether she did not‘ talk while olayiné or whether ‘her
occeeiona! comments were not apparent on video-tape. BE !

One sign of Anita’s imrnaturity Qas.her use of me in -the subject ',
slot ’e a. "Me dld tt‘ and her prevalent pattern of |so|eted or parallel play '
She tended to select a doll and play in the back corner of the playhouse
often seemmg to play in parallel wlth another gir|. They seemed to be
happy with thls refatnonshup not appearmg to ?eel usolated but plylng in
tandem She spent most of the free play time dressmg a do|l end brushing
| its hair. The teacher characterlzed her as probably 't00 docne too quiet”.

* By .the~ second month Anita was joining in some‘ group play,’
especially around the play car. She would sit with the g’roupf not
contributing . but seemmg to en;oy the plot unfoldlng around her This
joining in, the teacher explamed occurred because “that was a safe spot”.

‘The teacher captured her perceptlon of Anita in the followmg

| don’t- think she s had a lot of attentlon at home. l think she s

got a mce loving famuly but | don't thmk as far as the skllls alot
' of kids come to school wuth that she s got them yet But I think.

-she’ll plck them up. | don t think ‘she’ knows,her numbers or’

alphabet or anythlng like ﬁ'm ‘

' Desplte Amta s tndependent play\sbe/seemed generally friendly to
the other chlldren She would smlle when they approached ‘or talked to :

A' her. At .tlmes nt Was posslble that the presance of the camera may have'

¢
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added to her disinclination to speak As the‘teacher explained, 0 thin'k‘ it's
| her nature to be quiet and shy; 1ust 'do the things but not say much K
By the end’ of October there was more evndence of Anita's ablllty to

. speak quietly to people near her The teacher noted "she does lt so quletly
f unless you re nght near her you re not aware that she’s talking to those -
" kids." Anita was characterlzed as bemg a follower much lnke Cleo and "
Chuick. |
By the first' week in l\lovember the teacher was oleased with Anita’s
progress "Isn't it somethmg how ‘Anita has Just gotten mto things Iately?'
‘ About that time Anita was. ch”osen by Rory one day because he wanted to
'sit b:" her during group tlme He was determmed ‘unwilling to move, andh'
was allowed to stay as. long as he: remamed qulet - whlch he dnd Also in
November dunng a cuttlng ahd pasting classnflcatlon task Amta ‘gave
-lnstructlons to° Damon. When asked to repeat her lnstructlons for the
researcher she was qulte willing to do so. She was correctly |dent|fy|ng
“his error .and g|ving htm partlally accurate information. She was ‘correct in
' groupmg objects by whether they were in the hardware store or pet store ‘
.l_but she thought the - ob;ects had to go in specuflc spaces under those ‘
-correct categorles Flapld development for Amta flt wuth the . teacher s
expectatlon for someone lackmg a breadth of expenences at home ,‘

14 DAMON C A. 6 years 2 months

 Figure xvn
§cgrgs Damon .

. Raw Score' . Age Equiv.
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' Grammatic Understanding

“TOLD -

" Oral Vocabulary

Boehm Test of Basic Concepts
Form A Oct.
Form B Nov.

Lingquest
&

. ‘Mean Length Utterance

" Total Words

Total Different Words

Type/Token Ratio. - -

Hiskey Nebraska with Coaching

Octobar.‘

" Standardized Admin.

_ With Coaching

Piffersnce
November

Standardized Adrﬁin.

‘ _N\I'vi'thv'Coachirig

Difference -~
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\

1 below 4y 4mo.
12 4y 6mo.
Porooﬁtll.
15 5
19 10
524 .
131
64 ‘
_ s
.48
Raw Score . Age Equiv.
1 below 3y Omo.
7 4yr 8mo.
6 - 1y 6mo+
8 By Omo.
13 10y émo.
5 5y 6mo.
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Qbaervatlon From Coaching

During the furst coachlng Damon seemed unaware of the' purpose of

‘the‘ activity He knew he wasto select a response card-, but he seemed to .

do so -at random as lf the coachlng conversatlon were noise _unrelated to

the demands He, made errors in the flrst three items whtch were used by

. the exammer ‘to traln the task; and did not appear . to ‘ |dentlfy the

.

explanattons as havmg salient . mformatnon Damon also found it difficult to

stay wuth the task and wished to dlscontmue the act:vnty at several points.
Speclflcally Damon identified that he needed to choose the plcture v

of the tent and completed the cloze sentence to say "They are both |

houses”. More frequently Damon had dnffnculty |dent,fymg the commonality O

/Yi‘%acrosa the stnmulus |tems

~ Damon: Nope.‘ This one. . | ‘)

N

3 Examlner' No They re both what?

Examlner What are these both? They re both

Damon Bananas. Two Bananas

Examlner. Is this a banana?

Examlnef Yes, What's thls?
Damon. Apple
Examlner' And those. are both what? Are those both cars?

b a2

Dlmon Nope

Dlmon"lhatsappleandbanana IR

Exlmlner And they're both fruit.
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Damon:Yes. . . B )
Examiner: So over here what do you  need? - You need another

v

'Daann: carrot - o Lo |
Examiner: Hos'fv\ab'out another fruit? Are these fruit?

Damon: No, yes.. . o I ‘ .‘3

LS

lEmamlner' Then it waquld be a whole picture of fruit? Let's see if you can -
N ' i \ ’f '

flnd another frunt
-Damon Thls one.:

Examlner The carrot 'S another frunt?

Because Damon, could sometlmes complete a cloze statement g
. essentially aCCurately
Exemlner' What are those?

Damon: Chalr - seatlng snttmg .

but select‘the wrong response pictUre, it can pé wondered whether his

correct verbal responses were a matter of chance ‘rather .than

»

understandmg S S

Generally it seemed that the coachlng process had llttle effect on

Damons responses ‘ He seemed to, select— response items wuthOut

o reference to the information bemg provuded for hlmt Thls persssted dunng

g therecond session of coachlng - elther he had the response correct at the ¥
outset or regardless of coachmg he dld nct respond l:orrectly The“
questlon regardlng the role of chance ln hls responses remams“

' unanswered.
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[ Information From gservatnon

v !

‘ \ Damon was jomtiy enrolled in klndergarten and grade one, whuch
‘was the study school s typlcal arrangement for chlldren repeatmg
kmdergarten Thus Damon attended lundergarten in the mornmg whnle
grade one focused on the more academlc program and attended grade one .' :

in the afternoon when there was less ernphasns on readmg and wntmg
The previous year Damon s performance in knndergarten was

: typlfled by the teacher as belng very. hyperactlve Both Damon s mother
‘and teacher vnewed hlm as- Iess able to focus on a task and more likely to ‘

- move rapldly and randomly through the classroom than the other chnldren .
Damon’s level of act:vnty had made him recogmzed by other teachers and :
school staff' as well. Thls charactenstlc remamed to some degree by the

’ end of iast year he was settled down quite a bit, when he came, back this
. ’ fall he was stlrred up again, but'lt s easier to settle him"”.

Standardlzed mdnv:dual testnng had been attempted the prevuous year
but Damon did not attend to the task sufflcaently to obtaln a valid score.
~W|th hla |mproved ablllty to mnal for testlng was antucupated

" and specml educatlon placement seemed posslble
“ & Damon was frtendly and hked to clown for adults and for the
. '
. j";', ;“aggresswe ner hostlle in hls mteracgons wuth chlldren or adults HlS rather )
o random lnvolvement in play actlvmes was charactenzed by the teacher as 'lt
" "Iooks like. he s at |oose ends and "He s shownng off He is that kmd
| He s settled down a lot maybe he s just always ltke that -

camer Although he frequently requlred redlrectmg he was ne;ther o -
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From the outset Damon would recognize ‘when he was being filmed

and dance and clown for the camera. As the teachér summarized "He's not

~ too bad now .but when he spots the camera he puts on a littte show", " It
was thought that Damon'o'ften_used clowning at the family’s restaurant.
At times LDatnon would. enter " into a segment of play such as

pretending to drive a car with Rory, Another tim‘e he entered lnto the block .
s
play by pretendlng to be a dog Typlcally Damon role played more

’,frequently than he partncupated in physucal manlpulatlon of ltems such as ] )
blocks. -The teacher commented "l would-say that Damon is playmg much
better thls year than a year ago at thus tlme and"‘l» would say that he's :

accepted a hundred times better thls year than last year, whlch would S

g ,“o,;,?t

hopefully happen ”He has. always been out of thmgs because he couldn t

‘be bothered wcth them, Whereas now he ] rlght in there.”
‘
At tlmes Darnon ‘was compared to Bryan slnce both nominated

. themselves ‘for attention although thelr styles of attehtlon-gettlng and the
underlylng reesons were quute dlfferent Nonetheless it was agreed that'

‘ ‘there was '‘NO danger of mlssmg elther of their presences in vaewmg the

* . tape. |

When pre-academlc actlvmes were vcewed Damon had definite

f‘dlfflculty followmg the lnstructnons Part of thls dlfflculty was attrlbuted to r
' dlstractablllty At one remarkable tlme Anlta carefully mstructed hlrn on‘ )

how to proceed The teacher reported that he still wrltes hla narne
' [

o backwards most of the tlme and although he can recogmze some numbers._ '

l

'hehasnmleamedcolornames S BRI o
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Although the  teacher reported seetng definite |mprovement in

|

Damon s abmty to Interact with other chlldren ahd attend to directions, she ‘ .

‘did not see \the hoped—for improvement in general performance Thus,
hyperactivity \and distractability may not be the:on!y causes for Damon"s
fimited success sn kmdergarten ,Sance this teacher was typlcany careful not
to pre‘ ;udge ildren s abilities, m October she responded It's hard to say”
wnether Derno would requlre spec:al‘educatlon placement, However, in -
November the ollowmg summarized: her tentatlve‘posntion |

Reaenrcher Dld you fmd it dlsappointmg? Did you think . that once he

(Damon) sat he d be successful?

. Co
P— .
, Lo ‘ '

‘.T'eeoher' Yes 1 thought he'd be better than he is, but he s going to be a

| : .
Specml Ed. kid, , v o=

15 JEANINE C.A, 4years 10 months o

! »
.

Figure XVIl

Scores: Jeanine - - L e

Raw Score . ' Age.Equiv.
Vocabmarr IR S blow 4y 4mo.
Grammatic Understandlng S - o " . 4y Oma.

1 Percentlle

,FormAOct Lo 2 B B
FormBNov o o BERS - 5
Llngquest . ‘ ' 1 |

L
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,iMean" Lengt’r;punerance - L 4,;35“ | . oL -
' Total Words N | 366 o
Total Different Words : 156 .
a Typev/.Token Ratio | 42 o TR
. Raw Soore 3 Age EquN',
. Hlskey’Nebraeka»with 'Coachlng ‘ o | ‘ .
‘ gctober | - R
Standardized Admin » : . , 3 ‘q. below 3y Omo, )
With Coaching | n o 7y Omo.
'
Difference ' . 8 ‘ )4y omoy» |
l‘ Nos)ember‘ . ‘ -
lStandardized Admin, L 4 » . : 3y Orno.
" With eoach'i‘ng " ) ’ . | o moe '.7.y‘ Omo. ‘S ;
| :blftelrence ' " . o 7 o By
‘ Observat|ons From Coacu o » o
| | During jhe flrst coachmg session Jeamne contmually demonstrated
that she did not under)etand the response task -~ for example she wanted o
to steék all the response cards onto the stlmulus cards Often her correct‘ .
responses could have been attnbuted to enther eventual understandmg or SR
chance,. - _ L o L SRR
Examiner: Now tell-me what we have here.

Jeanine: A bikei | need a bike

e

o

A . . . B .
oo .

\ k

!
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Exsminer; A bike and a scooter. What do you do on both of these?

Jeanine: | don't know,
Examiner: What can you do with a bike? Do you eat it?
Jo-‘nlno:, No.

Examiner: Do you sleep in it? Do you ride on it? ) }
. : ‘
Jesnine: Ride it, S )

Examiner; Ok, So these are both things that you ride on.

Jnnlno:'Yeah‘.

.
»*

' Fxaminer: So what will we need to put here? To finish it. Another thing

a

that you what? : v TN

Jeanine: Bicycle.

¢

Examiner: Another thing that you can ride ‘on, right?

Jeanine: Yes . | . .
| o g

Examiner: Ok, See if you can find. something that fits, something to ride ‘

on. 5

Jeanine: | think the 'wagoﬁ goes here.

‘At other times Jeanine seemed totally confused: ’

!

Examiner: We have a pig. we need somsthlng else.

LES

Jun& 1 need a pig when | go on the farfn 59
3 ,"ja

Examiner: You need another kmd of farm animal. Let's see if we can find
- another faa;m animal. Here's a tiger, here's a lion, here’s a sheep and here's
e ] ‘ R - . X

. abesr. Cal’i you find another farm animal. It's the bear is it?

“Jnnlnr The bear goes in jail. . s

Examljur We need a farm animal. Is the bear a farm animal?
e

9"
Jesnine: Can we turn them over?.

-
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Examiner; Do you think the bear's the farm animal, do yOul?

-~

Jeanine; No, yes, No way, he’s in jalil,

Examiner: Where’s a farm animal then, we need # farm animal for our
- picture, "
]
‘ )
Jeanine: | kno\w how to put them back, Go right here,

I

' Examiner; Are you sure you got that one all right?
Jeanine: Now | need a pig.
Examlner We don’t have any pigs.

it appeared that during the first coaching Jeanine had very little
concept of the task and seemed, when she had an observable plan, to ‘
select response cards to match cards in the stimulus set or according to
whatéver characteristic she consideréd salient.’ The Iéﬁer was typified by
the amphibian pr'ob'lem. She seemed to interpret the smte}nent “they live on
grass” to mean "they eat gr‘as;:'yggd thus“searched for things that might eat
grass, seleétihg the snake. ' e

In the second coaching session Jeanine tbok less Iong to select a
response Howaever, desptte her correct résponse to a questnon about the
relevant category, she had difficuity applying the concspt to the chouces
Examlnor' What are they both Jeanine? You have an apple and_ a pear.
Jeanine: Ban? | | |
Examiner: And a banana. They are both what?
Jeanine: Those are the apple. |
Examiner: What are they both?l Are they both toys?
Jeanine: No. -

Examiner: Are they both fruit?
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Jeanine: Yes,

Examiner: So over here you need another fruit. Another fruit. Can you
find another fruit here? Any of those fruit?

Juhlno: We need a milk.

‘Examiner: Is milk a fruit?

Jeanine: Yeah.
Examiner: But you need a fruit.
Jeanine: Don't need a fruit, you neéd milk.
Many of the self-corrections on.the second admiﬁistration of these
tasks might be attributed to Jeanine having learned "to keep selecting a

different response until the examiner changes items”,

" Information From Observation -t

'Jeaniné was the youngest child in this kindergarfen and presented

with typucal signs of immaturity such as small stature, difficulty mastenng

routines, crymg easily when frustrated, sohcmng ‘adult anemlon and .

)

difficulty joinmg in peer play. The predommant question with Jeamne was

whether normal maturation would allow her to bensfnt from the school
1 [

" program or whether she would ultimately need a special program From

. the outsat Jaamne s reputation as being immature and prone to crying

preceded her from the natghborhood playschool and the teacher mentioned

to the mother that sometimes such chlldren are recommended for a second

_kindergarten experie_nca before proceeding to grade one. From the

| ‘beginning of the study theAm.bthar and teacher had a shared anticipation that

. Jeanine might repeat kindergarten the following year.*



Examiner: Do your glasse\s help you see?

Jeanine: You do? Where are they_? '

126

R
\

One rémwkable characteristic about Jeanine was her recurrent wish
to “chat” w'lth\\adults. At times this bid for conversation seemed to be:

attention-seekin\g and at times it might have been an attempt to divert the

\ .
activity from something she was finding difficult. More often, however, it

seemed that she Just liked interacting verbally with adults. When she was

allowed to control\both the topic and diréction, conversation with Jeanine
could be both enjos\yble and amusing. The following tangential conversation

occurred during the éirst coaching-of the Picture Association sub-test..
Jeanine: Do you' got glasses? )
éxam‘ln&: No \ A
Jeanine: | do : \\

.

Jeanine: Yeah. ' y

\ n

\
Examiner: Good: \

Jeanine: And | eat lots of teg“ and I'll have no more - if | eat all of my food
-- I'm going to go up to he ven someday: Are‘yoou. going to come to

heaven with us? ' .C_*i .

Examiner: | think so.

Jeanine: You are? God's going to take us. Guess why. Causé he loves
i . . . e .

you.

Examiner: | see.

Examiner: Mmm humm, -

)

-
]



127

" Exemlner: At my house.
Jeanine: At your house? Who tooks ‘after them?
'The first use of videotaping in the classroom provided'eeidence of
. Jeenine’s general irnrnatur'ity and fearfulness. She said she was afraid of
- the cameraman beceuse he had a beard.and ‘t‘hus‘\she would not enter into
the ptay area where the camera was directed The teacher 'felt Jeenine'
might memtaln this response, but Jeanine did play by the end of the persod
Her comments before enter-mg the play area may have demonstrated
. logical reesonlng on Jeanine's part. She stood next to the researcher outf‘
of the camera range askmg questions like "You can't force me, can you?”
and asking whether once the’ 'oarneramm. finished. 51you | can play
afterwards?” After she learned that she would miss all of play time by
continumg to snt out, she walked once in front of the camera as if to test it
and then entered mto the pley area.
Jeanme soon joined.the .play eround the car with Rory as the drwer |
-Wlth Rory tekung charge of the play theme, Jeanine remained in the
passenger seat, not m\ovmg when other children asked to sit there. As the
" teecher descnbed “} thmk she s just enjoying the sﬂuetlon and she s not -

'glvmg Up her seat either. She doesn't mind being the pessenger”. At one

: tlme the teacher entered into the sntuatlon long enough to help Rory and

Jeenlne develop a brlef storyline ' for their ptay. Jeanine adopted the
storyline, using it but not adding to it'or extehding eeyond‘nt.

| On the second ftlmung day Jeanine stayed out of the play at. the |
outset once egam This time . _her attention-gettmg behavuor ‘was more

evndent. When both the researcher and teacher told Jeanine that they were -

-
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too busy watching the children playmg to talk to her right then, she trled to

cling to the adults moved wherever they moved and at one polnt collapsed

to lying in front of them so they would have to walk over her, This was
executed without talkmg crylng etc. Havmg been ignored by the adults ‘
she soon abandoned these gestures and entered the play area.

Jeamne dlsplayed a reasonably early awareness of some school

. routines, kThe flrst day the teacher aide did not appear for example, she - v

asked where the teacher aide was, and "who's going to fix the snack?"'
As the research- period progressed Jeanme became more

associated with Rory |n the teacher s mind because each. requlred a

disproportionate - amount of teacher assustance’ to complete an activity.

Thus, it became habitual for these two children to be, separated in smalil’

.group work ' so the teacher would not have both of them to assist

. simultaneously e.o. “The ’only thing we do is try not to put Jeanine and

Rory in the same group because they often need help.” L

Jeamnes play consusted of standlng around on the frmge of -

‘ actnvutles watchlng others Except for a few occurrences Ilke the one
mentnoned wnth Rory she appeared to wander somewhat almlessly but be

' aware of the actlvnty of the other chlldren The follownng conversations

regardlng Halloween play lllustrate these perceptlons
Researcher: Jeamne was in the playhouse alone and ! went over -and saldﬁ' .

| | "Someone $ knocking at your door saymg trick or treat" Jeanlne sald
N don't have‘. anythlng for you, SO they walked mand;were'helpung

‘ themselves

’ .

Teacher: It mlght have been, too, we know Jeanme She doesnt know



129,

whether she has or' she hasn't anyway ‘ They aren 't mean to her, but

_they know that there s lots of times she can "t - doesn\t know thnngs

. Researcher: Yes I think they're 1ust sustainmg thelr play by domg it on thelr ‘

own because'she s not gomg to take the part

At another tlme the followmg remarks were made:

'.Reeeercher Does Jeanme ever solve things herself? Does she always
coma to you? | _

Teacher: Yes usuelly Like she won 't fight about lt She doesn't oive up‘
tho\:gh - She s not gwmg up the wheel but she doesn't usually go -
after it. She hollers |

By Novembe!.g Jeanme was beglnnlng to play actlvely with some klnd .

: of focus although she remamed alone in this play She also seemed to try |

to repeat prevuously shared play eplsodes like rndmg in the car. Slm|larly as

. the filming moyed to pre-academic skllls, Jeanme ‘continued to require

one-to-one essistance ".'and vseerhed to :parallel hor’y in rna_ny espects of -

'accomplrshment Sorne routines rernained unclear to‘ her'. For e)tample

when asked to pass out sclssors to chnldren at her. table, she qunckly got

‘ vone scissor for herself and-sat down | '

At ’the conclesaon of the study penod Jeamne was thought to havev‘

:.' "made deflmte progress smce pley school especlally m almost elimlnatmg

' 'crylng when she dldn t went to do somethlng The followmg summarlze the

X : general apprmsel of Jeamne at the. end of the study ' '

Reeeeroher. Whet about Jeamne she sat there watchlng

o Telcher l tt'unk that she 8 sort of doesn t ehttrely know what s gomg on

‘-’»_Reneroher What do you thlnk about her (Jeanme) do you thlnk the second '

\
y . : .



year will do it, of do you think it's more than that?

Teacher: | féel it's probably mbfé than that. we’ll see.

Figure XVIll

" Scores: Rory

16. RORY: C:A. 5 years 6 months .
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Obseryatio'ns From Coaching |

The remarkable dlscrepancy between many of BOry s scores durmg
the flrst admlmstratlon and the Iower scores durmg second admunlstratlon is
a puzzle Pure chance seems likely as Rory s classroom abulmes dnd not
make a sumular change In fact, the flrst testmg showed abrlmes far beyond
* those expected from Rory AIt:hough chance remalns the most probable‘
! factor such an explanatuon may be overty slmphstlc |
, ‘ During the flrst coachmg Rory was dnsmterested in the actlvnty and
- the exammer attempted to mamtam h|s attentlon The transcrnpt is
: charactenzed by contlnuous prompts from the examnner and a few
one-word sentences from Rory . .. o “ |
e Exemlner. Ok what are these? What do you use them for? You use them R

""both to what? You use both to make what? To make dnnner wrth them?

K}

‘No Do you wrrte wrth the‘m? No You can t wnte wrth a vnolm. Do you'

'use them to make mustc? You do use them to meke music. So over here o

o -_"we will neect somethmg else that also what? These two make musnc and_ o

EONS ‘fthus one wnll have to: what?

"‘,'Rorv Muslc ""f"',' :



Exemlner It wnl have to make music, won't it? So they’l all make music.
| The tOp? You thlnk the top will make musuc?

" The second coaohmg consnsted of the same type of error The task
,seemed beyond Rory s functnomng abnhty and was sumpty too, dnfflcult for
hum At tlmes he recelved crednt for-a. correct |tem but followed at Wlth a
comment that suggested that the correct response had been more chance
“than understandmg. \ | |
Examiner: Now,,what do we have heré? What are they domg? What are
tttesemingsdojng?. . T
Rory Flylng | | | !
Examilner: They re flyung Rnght 'So you need something else here ‘that’s
flying, don’t you. : Let's\see if we can find sdmething else. Can you find
something else that's flying in there? |
Rory That s flylng
Exemlner The knte s flylng Ok Good for you.

Rory And car. flymg

o lnformatnon From Observat|on ‘.‘

o Rory was ‘the youngest of three cht!dren -He had been dnagnosed at
- ‘the Glenrose Rehabllutatnon Hospltal as bemg mentally retarded and was
recommended for a specral program for retarded chlldren The enrollment
o in. that program was full however and he was reglstered in h|a
nerghborhood school wnth the teacher s full agreement lnmally the
E "‘dlsoussnons regardlng Rory focused on two pomts Flrst the teacher found

" it: Iudncrous that a physlclan would say that Rory wouldn t beneftt from

' Jundergarten Second both the researcher and teacher were surprls d at



o cooperatlve play and sustamed a story l:ne

hus verbal ‘skills, to get what he wants often isn't he

how’ well Rory played W|th other children and how often he entered into
; . fg» :
: % | |
At the outset Rory nomlnated hnmself as drlver of the play car and :

he sustamed this role happuly" When the: teacher sat behlnd them and satd_

,’May I come on thls ride?" Rory turned and said "Get out‘ so- she Ieft He

contmued ln this role “telling specnfuc chlldren whether they could ride or- K

‘He tumed the wheel saylng lm movmg and reached over to fasten E

Jeanine’s seat belt and 'men fastened his own. He ‘tried unsuccessf,ully to -

. get children to change seats which ‘the't'each'er explained as "He's lacking

-

Gnvlng Rory the specual help he needed was a prevalent concern of ‘

t

the -teacher She consldered movung hnm to aftemoon klndergarten in
e

: whlch there were fewer chlldren with problems She also tried to keep 1

,Rory ancl Jenmfer in separate acttvmes as they both requlred specml help,

Although not assumlng that Rory would progress normally, the teacher

; ‘. ’belleved flrmly that he should be |n the kmdergarten,

"Through what you ve seen wouldn t you say Rory is Iearnlng a Iot?

.

"lmmature behawor and everythmg but he s certamly not gomg to ',

‘learn srttlngathome - Lo e SR

A parallel concern was showmg Rory s mother how well he was_

‘.;.flttnng mto klndergarten The teacher felt that hls mother was ;ustlflablyf"
: '.concerned |f she had been told by her doctor that Rory wouldn t benefnt"' L -
‘ 1;from kmdergarten The teacher was eager for the mother to take her turn .
helplng m the classroom so she could see how happlly Rory was takmg part: |

';j'm most actnvmes B TR
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‘ln‘ IOctobér the teacher remarked "l‘.m-'reelly pleased wlth Rory”. He
continued to play cooperatlvely and productwely on one occaslon
pretending to read.a newspaper On another occaslon whlle playmg with
Adam he pretended to knck ] block tower bemg bullt by another chlld but
‘was clearly pretendlng and purposely avondlng contact wnth the blocks His
play abnlity contmued to surprlse the' teacher as descrlbed ln this exchange
Reeearcher What s your experlence ~with Iow achtevmg knds llke Rory? Do-
| they usually play llke that? |

\

‘ ,Teacher | have never seen them’ play as well as he does 'You know, he
. o . . ) 1 0 ot
‘ qulte amazes me. ' ‘

When playlng robber roles wnth other boys he selected the words
| ’dlamonds and partner from theur conversatlons to use as he played ‘

‘ There were some actlvmes at which Rory seemed to balk wuth what

‘the teacher referred to as streak of stubbornness He dld not want to .
use the tape recorder wnth the exammer and he also avolded takmg hls‘ ‘

: shoes off in the classroom ' . - ‘} i ,' ‘, ’ .

| One of Rory s strengths was often desenbed as his’ havmg a klnd

; lovmg nature The teacher summanzed "Rory lS a sweet natured chlld

"‘He's just the most lowng llttle boy He wouldn t be ina flght very often | |

S don t thlnk | hope he doesn t learn it from some of them Thls frnendly. ‘

] ~nature seemed to be understood by the chlldren as they responded to hns o

‘mmatlon of play or gestures of frlendshlp At times he would support' . .

' some of the shy chlldren as ln the tlme he brought Ralph to the researcherv '

‘hat Ralph felt he needed Perhaps because Rory was o

-

Rory s help was

.l'..

“ on the playground had bumped Ralph lt was clear that R
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' \

among the larger |n his class and known as bemg a klnd person some
chuldren would stOp shootmg other children when Rory said "No”,

A secondary concern. regardmg Rory s progress was the possnbmty

N

‘of his belng Ied to, mlsbehave at .the . urglng of other chnldren Belng

‘ ‘fnendly, he was . eas:ly recruited for almost any actnvuty

Other chuldren became more sophnsttcated in thelr play: wnth Rory

Lance for example, would casually stop Rory from: takmg blocks from his
building pro;ect The teacher explamed "l thmk Lance knows how to handle

‘ Rory. | thmk Lance recogmzes Rory as ‘not qunte wuth |t n some ways. Like >

.

he 'S never glven in to him, he doesn t hit hlm, but he mfakes him stop

Conversely the feacher became concerned when she heard some, chnldren

\

|m|tat|ng Rory s way of talkung because she hoped to curtall lntentnonal

teaslng ‘ /"“\ . '."' “ Lt " ‘

As the study period progressed more pre—academtc actlvmes were
lntroduced and it ‘was apparent that Rory had ‘considerable dlffnculty with
| these He needed one-to-one assnstance and sometnmes lacked both the

[y

fme motor control and understandlng to complete actlvmes with any degree

‘ofu .mdependence. He did, however occasnonally answer drscusston ',

1o ' o %

o questlona correctly : TR R ;

These dlffncultles dld not reduce the teacher s commltment to

Co

‘ Rory s presence in the program ln November she mentroned agaln 'You

‘?:.'know, when 1 thmk of somebody saymg that Flory shouldn t be -'in

kmdergarten! He s gettlng somethmg |sn t he?" aF know that he s got :

o problems. bqt he |s Iearnlng and should be gnven hls opportumty

[

’
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Summary of Evndence from Chlldren B

The precedmg sectlon detailed ‘the- evndence from this study at |ts.

' first level of mtegratlon -~ as lt co occurred in mdnvodual children Thls

.sectlon wull lntegrate the mformatlon at a second level summarlzlng

[t

evndence across chlldren Thls Summary and the’ summary of ev»dence.

from the context, Wthh comprlses Chapter Fl\le wull prowde the

: foundatlon for the conclusnons of: thls research These two" summarles wlll '

be followed by a thlrd level ofqntegratlon the synthesvs of summaries into
concluding’ statements.

* Summary of Quantitative Evidence K
For. each chiid the'qu'antitative evidence was' reported in tabular

form The l‘wdual mformatlon was then complled into group graphs as_‘

v shown in Tables 1 through 4 All of these- tables are orgamzed W|th the )

‘."xteacher aSSIgned language ank of each Chlld ‘on -the horlzontal fxls -

W
[

' progressmg from the hlghest rankmg on the Ief't to the lowest on the rlght

j The respectlve test scores are arranged on the vertlcal axis wuth the hlghest

~

scores at the top and the Iowest at the bottom Thus if there were a

; complete correspondence between the maasure and teacher judgment the

entrles would form a dlagonal “T runnlng from the upper left corner to the
lower rlght corner.
Tables 1 through 4 lndlcated that although there ls some

correspondence between the standardlzed measures and teacher ranklng c

the quantltatlve measures do not dlrectly correspond and. thus . do not

account for‘ the. teacher s. judgment The closest of the measures

Ay

",however is: the Boehm Test of BGSIC Concepts The close relatlonshlp

B ot .
A it
LA
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between conceptua‘l‘ development and communicatll/e competence bec‘ante
evident frequently throughout this study and is discussed in greater detail in .
Chapter.Six.. , ' ,
Observational and Ethnographlc Data

In the textual materlal sumrnarlzmg each chlld s performance several
specific standards of competence were stated on the basis of the .
ethnographic and observational inf‘ormatlon. These are stated as- specific
criteria to acourately convey.-t'he.high degres of cognitive, 'social and
linouistic complexityl that each represents. In these statements each
oritetionvhas been stated in the positive, i.e. evidence  for competence.
This also implies a‘continuum, a range that encompasses many leve‘ls’ from’
incompetent to extremely competent. | )
‘Criteria of Communicative &:omgetenc

. The precedlng sectlon summarlzed ,the quantitative evidence
obtained across chlldren This section will’ summanze evidence contnbuted
by the ethnographlo and .observational aspects of this study. ‘Ac-ross
chlldren‘ the following criteria‘qwere clted as evidence of comn'lenicative
eornpetence. A b ‘ ‘ R
R To be coneidei'ed‘ oomrnunicati\)ely comoetent children will -

Play cooperatlvely wnth other chllclren to 'some - purpose.
‘ moorporatmg materlals and sustalning a theme for a suutable period;

Understand the ideas of others well enough to follow the actlon or

collaborate in the play development e e
Alternate between leader and follower rores as the actlvuty dictates.

‘(ln many cases. non-lnvolVement was seen as the lowest Ievel the role of- '

.A

o e
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'following was viewed as the.second Jvel of competence dnrectmg was

‘ the thll'd level and collaboratlng was the hcghest of these levels.);

~ Abstract and apply crmcal information when’ relevant mformetnon is
!

B

sepplled. (This characteristic was best typified dunng the yisual analogies

coaching involving  the Picture Association sub-test of the Hiskey

Nebreske.); ‘

ldentify and express critical 'components of own knowledge when

~asked a questlon i.e. central rather than penpheral lnformatlon

Express own ideas, ~vrequests, information in a way that can be -
understood by others | |
| Employ oral Iangeage to nnmate or malntaln soclal mteractnon»

Protect activity from unwanted interference; n

Resolve disputes through negotiation; »

Adapt speech style to demands of situation -~ e.g. the role being
played ér the age of the listener; o o

DlsEuay and comprehend mtent ln the commumcatlve context

Respond to tHe constralnts of the sttuatlon (Restnct story re-telllng.
to the content of the book ) |

‘\.

Accurately synthesrze and re-tell most of the mam |deas of a story

1

mcludmg lmplled meamnger

Understand durectlons wnth a minimum degree of clanftcatlon and .

apply these dnrectlons when the identical o{fvery smular activ:ty recurs
\

Apply Iearnmg from qther contexts (home daycare, playschool) in

the kundergarten context - remember nursery rhymes use sclssors.

. .
ar . e N
‘ ' . . .
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‘ Lear'n skills and inforrha’tionlafter having adequate opportunities }to
do sof | o -
Learn classroom routmes after adequate cntroductlon Remember o
" when they apply and be able to implement minor modlftcatlons in these
routlnes |

Obtaln assastance approprnately and purposefully

‘A review of the prewous list shows that many of the |tems are
‘.slmnlar a groupmg of |tems however, would obscure a crltlcal factor all’
crltena listed above occur in socnal lnteractlon they are complex dlsplays
of commumca't:vev competence in a social - actnvuty context ' The

ubiquitousness of social conte roughout this’ research evndence wull

become mcreasnngly apparent in the followmg chapter and will provtde the
foundatlon for the concludmg statements

| Summary of Chapter Four 4 ‘
Thls chapter began wuth both quantxtatwe and qualltatnve mformatlon
about each ‘child, whlch provnded the furs‘} level of mtegratnon of evudence
‘ from three conceptual perspectlves Thls evndence was then summarlzed |

‘asg it occurred across the class of chlldren The resultant compnlatlon of

unformatlon across chlldren made three critlcal facts ev:dent Ftrst tests of L

morphology, syntax and vocabulary did not account for the teacher s» |

- perceptnons of commumcatlva competence Second the test of concept

the standardlzed measurement‘ ‘

procedures in accountmg for the teacher s judgments Thnrd the mdlces . 7

. of ccmnumcatlve competence reported in the taxtual summanes of each |

e chlld were all complex mtegratuons of Ianguage soclal and conceptual
8 - . _- . , . - '!" '\
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" abilities situated' in social interactions. These conclusions, augmented by '
information from the context as detailed in the folloWing chapter, form the -

basis of the concluding statements, specified in Chapter Six..



CHAPTER FIVE Evldence from Context

. - _ Introduction

-

Durmg the flrst week of this study a turmng pomt occurred whtch ,

lnfluenced all subsequent evndence and analysns This critical change

'detalled in Chapter Three |nvolved foregroundlng the teacher s perspectwe \

to form a lense . for vrewmg other mformatnon More speclflcally, the

reaearcher recogmzed that the teacher s cnterla for commumcatlve

competence related dlrectly to the kmdergarten context and its complex

social, |enguage and conceptual actuvmes As a dlrect result the entnre

.kmder@rten rhmeu and the ]udgment of! the teﬁcher assumed greater

ilmportance to ‘this study Thls chapter detalls information regardlng the'.i

contnbutnons of the teacher and .the context to the . judgment of '

‘communlcatwe competence in children.

Smce the selectlon of school as the site and a teacher as Judge

., 'introduced a speciflc perspectlve to thls research the followmg

A

mformatlon descnbes the personal -and contextual charactenstucs whlch' '

. mfluenced the appralsal of chlldren s, commumcatwe competence The

teacher-researcher dlscussnons of vndeo-tapes are, the pnmary source of.

1

L the mformatnon summanzed here, .these were augmented wrth mterpretnve N L
;=‘|nformation and e)gplanations of |mp||ed understandmgs The mformatlon |s;' o

orgamzed mto these inter-related topncs school as the perspectnve of-zk

f 5

' ’?. judgment performance as evudence of competence, context an mfluence‘

j“on judgment,tand mformatnon from mference. Ce

,1
Sy b, s
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School as the Perspectlve of Judgment
.!

The 1udgment of communlcatlve competence implies a companson .

A :
to a set of criteria; these crlterna_‘provlde evndence of the implied goal.

Al . 0 . o

‘When a study of communicative competence .takes place in a kindergarten. '

the' perspective 'is understood to be the. goals of th'e school.

KX A

valuatlgg of Progres
Teachers make judgments about chuldren contlnuously They do thls
‘to control the “gates” 10 facllltate each chllds learnlng Most of this

evaluatlon ls informal and cumulatlve As thls teacher explalned "I thmk lt s

, 1ust a day after day kind of thlng Where llttle things are happemng and

: emphasnzed learmng centers and play, lt was possuble to. adapt levels ofil

they alt come together Sort of a plcture because you re seelng it happen a

|Ot " ‘ ‘ |

v

It was apparent but not surprising that the teacher had more

lnformataon on chlldren about whom she had concerns lt was' as if more.

\ .
mformatlon 'would | help solve the. puzzle For children progressmg normally‘

_ the addltnonal |nformat|on was not as crltlcal and tl"\us not sought as

. energetlcally However mformatlon helpful to understandmg all chlldrenv

'was welcomed and apphed o R ;. e

The ;udgment ef a Chlld s achlevements was seen as a responslbmty' e -

of the teacher but low Ievels of achlevement by some chlldren were '

sometlmes obscured from other 'chuldren Smce the kmdergarten program :

dlfflculty to Ievels of development As the teacher explelned ”One of the
mce thlngs about kmdergarten IS__VDU clon t have to really establlah who lt"::‘

smarter than anybody else because lots of the thmgs deyelop so that

I3
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| nobody but myself knows whether they know somethlng or they don t. o
know it. Sometlmea lt shows up but very llttle You can set thmgs up so '
the chlld who is not achlevmg much can be 1ust as Successful as the bright
kid.” | |

' Evaluation for this teacher was a dynamnc lnteractlve process based
ona. range of factors Formallzlng this for report cards etc lntroduced an'
artificial stabllity to - statements about a rap:dly developmg Chl|d She
l explalned "That's why fhate reportnng on klds at thls age. YOu can check
-and say he doesn t know thls and doesn t know that, and two days down
the road he shows you up and he does know it. You know they Iearn so

/.
. quickly and we can't db testlng alI at the very last rmnute

Flelatlve Standards The g_g_ e for udgment

When ]udgments about chlldren s commumcatlve competence are
made the goals of the context and the Judge s expenence wuth chlldren,
both lnfluence the judgment In ‘the teacher-researcher exchanges the
bases for comparisons were lmplled but ldentlfnable in many of the.

conversatlons |n descnblng abllmes of a chlld two ' prevalent

teacher-developed standards recurred Flrst "He/ she should know that by* L

now whlch corhpared a Chlld to the prototype of the category |nto which.

the adult had classnfled thls Chlld At tlmes the sub-category to Wthh

he/she was belng compared was apparent e g "Even though the chlld had - |

o never used smssors at home, we have used them for three months here BN

R

so he/she should know how to cut by: now' . The prevalent standard for “

judglng behavlor referred to thls partncular class of chlldren e.g "All the' L

other chlldren know how to turn over thenr nametags, so he/ she should, L
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knowthatbyno\:v"‘ S ‘ ; .

The other standard held more by the teacher but understood by‘

the researcher was "That s what I'd expect of hlm/her This seemed
quite estabhshed by the fourth week of the study, the end ‘of the second-
month of the school year Each Chlld had in some way been categorlzed so

that some prednctlons could be made At times the adults expressed

’ surprnse when occurrences fell outside these predlctlons as when Rory -

‘N
'

sustamed a story lme in cooperatlve play The ablllty to predict was
constramed however ‘ Because the classification of chlldren remamed

]

partlally developed performance on some actlvmes could not be predlcted .
The teacher had apparently deveIOped certaln expectatlons for. actlvmes E
.. and mteractlons whlch occurred dally e. g playmg wlth other chlldren‘
,puttlng on one’s own shoes etc For other actlvmes however she dld

| not have the necessary- mformatnon to class:fy the chlld‘s behavior -and

' predlct related performancp o DR o v

The Kmderg en Program as the Context of Judgmen , ’_ w0
)., The lmpllcatlons from ‘the kmdergarten program to the )udgment of
comr‘nunlcatlve competence were two fold Flrst the goals of the‘ |

J

Cx i 'kmgﬁ\rgarten both academlc and soclal provnded a perspectlve agalnstf

) Whlch to gauge a chlld s performance Second the chnldren s perfbrmance S

: wuthln the context provnded mformatlon about thelr ablllty to adapt to the

'»/»
¢

demands and constramts of school ST ‘3 .

Judgments about chlldren are formulated by teachers for some;‘f" .

a

r purpose - to open gates" to facllltate the ch;ldren s learmng The gatee 3

T ' 'whlch thls teacher selected and the access of chnldren to these gates ‘

N A ‘ . v . L -
L . ] B . , . Lo .

» L ’ v
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. corresponded to the gosls of the kindergarten program in addltlon the
attnbution of success or: fallure to a parttcular Chlld depended upon
'whether the child beneflted from the learhlng conteand whether he/ she
beneflted from speclflc modlflcatlons to facllltate that learnmg Schools

lnvolve group learmng the chlld who is able to learn from group mstructuon. o

v

. will be seen as more potentlally competent as a'student, The chud requurlng- l
‘ lndwudual help wall be vtewed as more limited because the school has llmlted " '

. opportunltles for mdlvndual mstructlon

t

Goals as Perspectlve The learmng goals of dlfferent klndergarten/

programs vary in their degree of pre-academlc emphasts Thns .teacher

’

beheved in both an academlc and socual or[ﬁt]ation‘ " beheve in.a balance

There should be some academtcs going on, but' the ‘main thlng is socnal'

| Stmllarly‘ she reported with dlsgust that a. member of this staff sand to me
s

no child should ever repeat kmdergarten . you don t learn anything‘

‘ there These goals provuded a perspect:ve fo. her comments on chlldren ,

".as well as a perspectlve on the children’s ‘lavels of\qachlevement in relatlon‘

(

to these goals. o

Class Placement Sometnmes the teacher changed a child's. class -

) placement’ to better serve the chllds needs A change usually meant ‘
. movung between mormng and aftemoon klnderoanen sesslons lt rmght also e
. have meant modlfylng schedules wnth elther the day care housed m the
'school or the grade one class A crmcal factor m these dBClS|Ons was?" a
. o teecher load smce & chald could recelve more mdlv;dual teacher attentlon_.l "
when @ teacher ande was avallabla and when thel’e were fe.wer chlldren'-‘}

requlrlng mdlvndual attentlon Th|s> daclslon to change class placement

'l,
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‘lllustrated the dynamlc contlnuous nature of the ]udgment process

a because a judgment of the child's performance led to tt}e«change. but also

¢
the chnld’s lmprovement after this change was a focus for subsequent

A

appralsal. IV * ¥

Repeatmg Klndergarten For some chlldren a second klrfdergarten

experience had been recommehded In some of these cases the chlld

'

appeared to be @ marginal learner and the teacher was aware that a speclal ‘
educatlon referral mlght occur during the second kmdergarten year, For
: others however the teacher con;ectured that the Chlld mlght be able to
‘ progress normally If allowed to rnature another year before faclng the,
demands of grade one Each of these decnsnons rested on the appralsal of.
the child classnflcatlon on the basns of the appransal and predlctlon on the N
‘bBSlS of the classnflcatlon AN ' . ,a-..;\

0 . .
. Performance as Evndence of Competence T :

L

j To be ;udged competent the child must provnde evldence of ability.

, The context and ;udge pfO\(ldBd the perspectlve but the chnld must furnlsh
i the actual evtdence upon whlch competence is judged Furthermore all ;

"ewdence the Chlld provndes ts : considered, but - some aspects rof

'performanc‘e are glven greater welghtmg m the 1udgment process o

lndlcators of g

\ / Asgoss classroom contexts some spec:flc charactenstics were
\\

\ \

wforegrounded m \the teacher s attentlon and contrlbuted to /a general‘

l«perceptlon of each chlld‘s level of deVelopment -One set of factors

- v :
dlrectly parallellng Vygotsky s princ:ples was the ohlldren s ablllty to

' \thelr own behawor 0.9 t’l}elr development of volitiohal attentnon an' '
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cooperative play The second was the inference of maturity from specific
salient ebllities e.g. cutting with scissors These abilities influenced teacher
judgment more strongly than the specific performance suggested; they

appeared to be symbolic of levels of development,

Volitional Attention The abil!ty to pay attention was an important

characteristic of maturtty attendll' : }-ﬁa'stbry' and following directions

were evidence of - pre-academnc development As the teacher ex\p.lamed
They are sitting at the ;able and you are giving tf'uen'l\glrectlons.
wher,e. they have to Iistee and you can see who can follow’yOur
directions and who doesn’t ha\:e a clue what they are Su;;posed‘
to be dbing- becaese they weren’t listening to you in the; first

place.

Mastery of Routines, Anothe® indicator was the ability to learr{

routines. The first month of the year emphasized school routines -- whére

-

'to hang coats, how to line up for recess, how to select a center, etc.. A
child's ability to learn and consistently‘ follow these routines. provided

ef\vid_ence of the child's developmeﬁtal level. The child who not only

‘obsei*ved the reutines‘ immediately but also executed them with sase

displayed an even higher level of devetopment

)

v " Cooperative Play. Matunty was especlally evident durmg play The

more advanced chlldren were able to sustain play longer and develop more

¢

complex themes ln’the teacher s words "They've got the social skills to

work together. These social skulls were\bragmatnc because “1'think they

are still at ‘the 'me’ Stage, you know, do your thmg, and the

., cooperativeness only comes through because of necessity. 'You know, you
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can't all build your own thing sometimes.” In the social interaction of play,
( - :

mature children were also able to deal with their own anger &nd the

interference of others through verbal persuasion or by play acting

aggression: "Those more mature kids are able to handle that, and not haul

- off endh\i\ him (Rory).” Similarly, they also adapted to the lesser abilities of

apeer.-”

”

“.-) "l . F
Use of Scissors. One characteristtc that served as a useful

A

indicatOJ‘ of maturity was the abmty to use sctssors The teacher explained,
s funny. Cutting should have nothing to do with how you think, but yet it

"does. when you see the kiddy can’t cut nine out of ten the child is, also

weak in all the other skills.” This was the most obvious of several

observations in which the impact of'the child's performance exceeded the

importance of the skill to kindergarten success. As the teacher indicated,

the skill itself was moderately important, but the skill as a symbol of

probable $uccess or difficulty was very powsrful. :

LY

Children's Behavior

Just’ as children learned the routines of kih_dergarten, they also
learned the behavnoral constramts At first the teacher s role was to teach

these novices the parameters of acceptable behavuor in kindergarten. The

‘ teacher s second responsnblluty was to respond to children’ s intentionsl

violation of these 'rules. This behavuor management was interactive; the

teacher's role was to help children achieve thelr purposes wnthln the

necessary constramts &f the classroom. For example, during the final

week of this study the children were becoming mcreasmgly exclted about

Christmas and the teacher was required to enforce regulations more

“.g' ’ \;
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sctively. As she explained, the childrer_\ are getting higher and higher and
YOU are havirwg to Iower the boom every once in a wﬁile‘ and say ’'look,
you're not going to do that™” Corisequently, although cﬁildren’s abilities to
operate within these constraints were appraised, the teacher’s judgment
wasitemp,ered by the inferred reason for misbehavior and the child's -
pattern of improvement. For exampl’e, Bryan, who was viewed as among
the more compstent children, demonstrated facility with language and the
understanding of concepts; he did not operate within the constraints of the
claasror)m. This contrast showed that social competence, was 'separable |
from communicative and cognitive 'cémpetence. .The frustrations of
re-directing Bryan’s behavior had not obscured the teacher’s recognition of
. his communicative strengths.

Thls separability. of behavior and commumcatlon corresponded to .
the teacher s pervasive convtctnon that chlldren s behavuor is purposeful and.
. reasonabla lf the aduit comprehends the Chlld s ratlonala She explained
that chaldren s responses .counter to adult wnshes may. net be actual
misbehavior but rather the child expressing "I don't feel like it today”. This
also applied to cﬁildrsn dembnstrating cdnsistent baha;(ior broblems. She
explainad, "You know so often you wonder why ‘these kids act like they do.
When you start haarlng what's happened to thern in the past then you start
to say, ‘Waell, it makes sense' " -

, The teacher viewad behavior as changeab|e but suggested that a
child's poers could -be lass -flexzble. Consequently, it was important to |
modify - children’s responses before they gained, a class-wnde or

school-wide reputation for "mishehaving. Chuldren wnh such establlshed

14
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]

reputations had fewer opportﬁnities to improve because other children
_blamed them for even accidental lapses and excluded them from group
activities. To minimize peer involvement during episodes of misbehavior
this teacher quietly r‘emovved the offender from the group so the others
coujd preceed. ‘She “would‘then speak to the specﬁ: child quietly and
firmly, which she d'eecribed: "lt‘e the best way ... Especially if yOuh‘re cross
.. keep it quiet but sharp. As quiet as you can.”

Q_I‘_\_I_IQIB_II_(_ | . « . . | ' .

The amount of verhalizatien varied acress children Ca)nd ‘ecrpss
activities. Nonetheless, most children co’t:ld be categorized qu}te soon as
"qbiet" or "talkative”. This degree of taikativeness seemed secondary in
judging children’s cqrnpetence, however, because spesch was seen as
functional but not alway;s essential, i.6. success could be attained in/ve‘rt‘:al |

s
or non-verbal ways. . 77

—
-

y <

Quiet Children. One recurrent challenge for the teecher Las giving
reasonable attentlon to the quiet chnldren provndmg opportumtles for them
to talk and mteract in ways consistent with thelr baslcally "quiet nature" .
Parallel to this was recogmzmg that many chlldren preferred their minor and. ‘
somewhat peripheral roles in activities and that movmg these chlldren mto ‘
more active roles would have been mappropnate

Similarly, it was noted that the quiet chlldren ‘were the most difficult
to evaluate. This was partly because they did- not provude information on
what they were domg or\thmkmg to serve as evidence for evaluation. in
addmon these chnldren did not call attentlon to themselves forcing the |

adults to make a concerted effort to observe them at all.. The teacher

Id
[N

.
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explained, ﬁhis is what | think foo'l‘s you in kinderga’rten.‘ It's that the quiet
"~ ones you tend to think of as sort of weak or slow.. And sometimes they
are not at all. He well may come up a lot higher than | expect vbecause lts
difficult to te‘ll when he doesn‘t"talk_." Similarly it was difficult to gauge the
comprehension of .a' quiet child because ”you don't really know, if they are
not talkmg other than you know if they can do nice handwork ... good
motor control
lnterestingly, the rating of quiet .children" on‘ communicative
competence suggested a consistent regressnon toward the mean, ie they r
were percelved as more ‘average than test scores suggested. Dirk, who
Iwas exceptionally high-scoring on all _standardtzed‘rneasures, was perceived
as 'slightly Iess exceptional by‘ the teacher, who had not seen the test
| sc?res Anita, however who was percelved as deftmtely limited by the
researcher, was seen as somewhat less limited by the teacher The two
other quiet children, Cleo and Ralph, were ranked as near-average which
corresponded to the test scores. Thns suggests thet the child's talk
provndes mformatxon for classification on either end of the ablhty range.
but the absence of talk confurms |mpress|ons of average performance
Accuracy as Evndence of gr_r_\
in forming judgments jbout children's competence accuracy was

' fcontrasted in two ways: 1) accuracy of form as compared to accuracy of -

-

content and 2) aocuracy of process in contrast to accuracy of response

Content or Form. Studnes show that parents of pre-school children

| ettend more to the accuracy of the chnldren s statements than to the

‘ Imgunstlc forms - used (Bloom & Lahey, 1978) “This was evudent in the‘

1 !
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reaction of the adults to- kmdergarten chlldren as well Although the adults

noted markedly immature grammatlc patterns as "Me go their greater

attention was focused on the accuracy of the content Conversely Wherr .

' the forms were more accurate than the content, little attentlon wds paid to
the Ianguage ‘forms. .This was most apparent in the ca'se‘ of Anita's st‘cry".

' 're-tellling for which the Iinguistic a‘naly"sis yieided scores c'omparable to her
peers, .but the ekarniner‘s perception was'that she was "wafﬂing" and did .‘

not understand the nature of the activity. _. b

| "Good" or "Real" Errors. A similar contrast was evident in the aduit’s

| discrimination between 'fgood” and "real” errcrs. _In tasks wtth ‘a‘ “right”
answer - the nature of the children's incorrect res‘pons‘es impressed the

adults. Consnstently some 'errors were “real” errors -~ the Chlld dld not

' know the answer. Others were good errors because it was. evndent that
. the child had followed a tenable lme of Iog:c or had dernonstrated a"'
personal. agenda wnth pnonty A good example was Adam s mslstence on B
not salecting the correct card dunng one ltem of thd Plcture Assof/ atlon
sutftest Although the stlmulus pucture showed two predatory bxrda and

. the axammer offered suggast:qns and prompts Adam consustently se|ected_

the chlcken explalnmg " don't like mean blrds ‘ Everm_:ally the examiner

- asked "If you dud hke mean bards whnch would you choosa?" He promptly‘ .

\

| pomted to the eagle repeatmg "But I don't hke mean blrds Clear|y Adam ‘
' f was ablé to follow the Ioglc of the exercnse but had an_ovar-rldmg persoml
: praference Thls is an example of a good" error whlch did not contribute

E ‘negatively to the adutts’ evaluatlon of a chlld s performance A real" error e

'nn contrast was Jeamne s msvstenca that mnlk fst wuth the group of frunt In
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the dialogue re!ated to that response she did not indicate a mastery of the

mformetion or the process. e . .

Content or intent. A sumllar contrast mvolvedvthe mtent of the child
m comparteon to the words chosen the tempermg of the message by its
apparent meaning. For example 'some of the chlldren s responses seemead
cruel by adult standards but nelther the speaker nor reclplent mterpreted

them as unkmd.. One,example was a ch‘lld s reference to Cleo, "’'m not her

friend, but | play with her". The teacher explained that this statement

probably reflected the first child's concept*that a friend is "someone who

‘0

_ lives near you

Language or Soc:al Speech Another" interesting contrast 'was |

demonstrated by several chudren wnth poor language skills but good" soctal
speech when interactlng wnth adults ‘In this mstahce good" socnal speech
’.elncits a posltlve response from the adult ‘and both the chuld and the adult
' ’enjov the mteractnon Both Jeanme and Rory low achnevers on Ianguage

‘tests dlsplayed good" socml speech They'both greeted the adults

' warmly nan'ated an event from thb home or playground and used speech =

. a8 a positive form of soclal mteractuon Jeamne was especnally adept at -

/

pursumg gentlel toplcs her narratlve' "Are you gomg to heaven wuth us
) ‘c:ted m‘ Chapter Four was 2 good lllustratlon Thls socnal speech dld not -

f appt however to mfluence the adult's judgment of commumcatnve
V dev?r pment Success in thns type, of |nteract|on was attnbuted to
. 'f"ri.endlln‘essfhut not to communicative competence_. ‘ |

O~

Y

-
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Context: An Influence on Ju‘dgment
- ' When this, )udgment was mads about children's commumcatnve

competence the judgment was naturallstlc it emerged from the children s

A

performance m thelr real world Thls does not negate the effect of the

context on judgment however Just as some speclflc behawors of

chlldren are vnewed as more lmportant than others some specific actlvmes 5

in the classroom were more lmportant than others In this klndergarten thls

contrast was lllustrated by the- lmportance of. play

Three Categories of Coogeratlon

~The ability to coope’rate in group actiyities was central to success in

kindergarten because large and small"group activities accounted for most

.. .of the in-class time Although the ‘children who could cooperat'e‘ in these

groups, were percelved as more. mature lack of cooperation - was

‘ re@gognlzed as havmg two forms uncooperatlve and non-mvolved Belng
‘ uncooperatlve ‘was vuewed as an mdlcatlctt)of emotlonal rmmaturity the B
consnstently uncooperatnve chnld was consudered nonetheless copnltlvely
| and commumcatlvely competent Cognltlve and Ianguage lnmltatlons were.

, more evndent in mstances of non-mvolvement The- non-mvolved chlldren

-

also had dlfflculty Iearnmg the routines, partlclpatmg |n the Iessons, movlng

’ to small group actlvmes uslng the materlals to achleve ends, understandlng
' the actuvuty s purpose _etc.. Thus, for these chnldren their general
| |mmatunty was evrdenced not’ speclflcally by lack of cooperatlon but’ by

. lack of mvolvement in the cooperatlve venture.

C 1‘5'8‘

[
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" W Thls teacher valued the development value of play
. ', A lot of people thlnk play tlme |lk8 thls is.a waste of tlme but it

: really isn‘t There s'a’lot of learmng can go on. There are a L
“ lot of thmgs you can capitallze on Just gettlng along wnth each

other Learnmg to glve and take a llttle

‘ Thls statement succlnctly captures the krndergarten s implied goals the goal

- of the school is learning: play is é‘means of Iearnmg

. The value of play was also suggested wrth the premnse that chlldren

played to some purpose lt was assumed that most ‘children had an lntent in

| their. movement and mteractlon lf adultskasked questlons casually such as
’What are you bulldmg?” or ’What are you pretendlng to be?” chlldren.
: ‘responded qulte candrdly provndlng lnformatlon the adult mlght have’ been‘

‘ unable to lnfer solely from watchmg Slmnlarly, arguments among chlldren',

. were consndered to be due to conflnctmg purposes Chlldren who wanted

. ‘somethlng from another chrld usually wanted the |tem for a reason nqt just -

| 'because the other child had somathmg they dld not Thls emphasls that play T

PY

was not randorn behavnor elevated play as berng a meamngful performance

o upon whlch to base 1udgments about the chlldren

In addrtron chlldren leamed a great deal from other chuldren This o

' ?‘was especnally true of those able to play cooperatlvely When one Chlld

o 'was decudadly lower funct:onmg than the others but able to partncrpate .

| "'cooperatlvely. thrs was consrdered very advantageous to both chnldren but

| -f,"\espec:ally to. the development of the weaker chrld The abrlrty of the morer
S .mature Chlld to adapt to the weaker chnld and tha abrllty of the weaker“.‘ o
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‘ Chlld to beneflt from thls mteractlon, were both seen as poslt'ive evldenoe ‘
- regardlng the chlldren s development. : | |
Leaders and Followers -

Some chlldren were notable in that besldes cooperatlve play they
| dlsplayed elements of leadershlp However thls leadershlp ability dld not
.seem to vary, dlrectly with llngulstlc_proflclency For example Rory who
l.scored lowest on language tests. was almost always mvolved ln playlng .
wuth other childrén. These children responded to hls apparent mtent and " K
seemed to "flll m" mcomplete mformatlon in hls suggestlons Rory seemed ‘
| mc;re mterested in belng a part|c1pant than in controllmg the actlon and

" pleased wuth any |mplementat|on of the |deas he partlally lnltlated Thls Chlld

‘dlsplayed some very lnterestlng theme-related lmprovnsatlons Wthh‘

surprlsed (and pleased) both adults in domg so0 his actlons prov:ded,, ‘

‘ |eadershlp for others playlng wuth hlm Rory s lower cognltlve Lnd language
abllltles were clearly augmented by some strong play-unmatmg Ltrategiea to

L .‘whlch the other chlldren responded posntlvely

Another chlld demonstrated good play skllls without demonstratlng .: N

‘ ‘:comparable verbal skllls Ralph seemed to be ”the thlrd one m" and ;

o apparently was allowed to partlclpate because he llstened to the others

L l‘,dlalogue and followed group rules He was never seen to lntroduce - "

:ehanges or. take sndes |n debates over: development His particlpatlon was. |
o :'however socual and consustent | , o | L |
Despute these exceptuons, tl1e two glrls who demonstrated the moat |
. leadershlp were also those wuth conslderable' speech/language profnciency

-Notable for both of these was the "body language accompanylng forceful
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statementa For example they were qulte proflclent in preventmg others
. from dlsruptlng thelr pro;ects by telltng them to "Get Out" or "Stop wrth..
theijr eyes blazlng and elther thelr hands on thelr hips or. one arm 2

"outstretched pelm Outward showlng body stance that supported thelr ‘

‘speech Thls abmty to solve dlfflcultles verbally was evndent in the more

; mature chlldren However ln the lnstances cited prevtously |n whlch there

was disparlty between emotlonal and language development the ability to '

prevent dlsrupt’ on seemed to be attrlbutw more dlrectly to emotnonal

, maturrty than language maturlty

Adult Constraints on Play SO A

‘ One factor that lmpacted upon the chlldren s development of play.

'themes was adult ‘constraint. Four such constraints were specifically -

“mentloned restrnctlon of movement between play areas, tlme schedules

program too early Of these the use of time had speclflc |mpl|cat|ons for

' judgment of competence as the program had a schedule that reflected the |
: , time an average chlld mught need to complete a play actuvuty Thus those

o f‘who could not sustaln play very long were at "loose ends before the time

B time to fully develop thelr ldeas Due tp the teacher s awareness of the

i

;conatralnts of a svtuatton a Chlld s performance was judged relatnve to

s these constramts Furthermore, llmltatuons attnbutable to the settlng mlght o

. f,}‘not lnfluence the teacher 'S, judgment of the Ch!ld

‘- . limrtatlons on chlldren s talkmg and removmg play from the. Chl|d s school |

R

‘ ,was over and those able to develop more mtrlcate themes: dnd not have‘



information From lnferen'ce -

i

Dlrect appraisal of performance in context prowdes evidence . for

teacher Judgment so do Iess e)tplncn factors Ars the result of Iesrning

o beliefs, and expenence the teacher |nterprets ancnllary mformatlon and .

"infers addmonal mforrnanon regardmg a Chlld s Ievel of competence
o B . L N ’

Parents L : I

Knowing a child’'s ‘parentsl helpe'd this teacher ‘estimate how much

) 'support the child recetved vxguth Iearnmg and how extenslve the chtld s

pre-school experiences had been ‘ One explanatlon captured 'the .

N

B Importance of pre°school experiences:

1t really shows up those who ve been to playschool Those
who've. had moms at home working wnth them and those who l‘
‘sort of ' existed wuthout anybody trymg to glve them some
(‘formal sort of trammg And you get them once in a while --
where they come and 'you swear they ve never‘ ‘been teught
- anything. - L |
Durmg the dxscuss«ons of these kmdergarten chlldren their parents‘

'seemed to fall mto three relatwely dlstmct categorles One group of,

‘baslcally carmg parents were expenencmg the same dlffnculty wnth thelr “

- *_chuld as was the school and seemed unable to contrlbute to the solutlon :

1 These parents may or. may not have expressed thelr degree of frustratlon
' ‘Another group of parents also canng parents had hves- compllcated by*, -
T economxc or famuly demands so that they were unable to contnbute durectly‘ .

. to thelr chuld's expenences wnth any frequency or conslstency

. '
(R
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“The 'third‘ group was acti\rely involved in_assisting ‘the‘ir child's

progreas and had done so prlor to the child's entry in kmdergarten Among

thls grom were parents wnlllng to be lnvolved in organlzmg and malntalmng‘ ‘ '
the parents group for the kmdergarten Children from Such families were ‘
‘Iikely to have had some expenence ‘Wlth bqoks penclls crayons and‘

sc:ssors These parents cooperatlon in most school—related activntles was ,

+
'

antncapated o e “,‘

These categones were not |d|osyncratlc classnflcatlons by the.

teacher as they . were often used in communlcatton wnth the researcher and -

¢

other teachers ‘as typlfled |n the. phrase 'They are, the kmd of parents who

". This mformatlon was used to mfer a Chlld s prevtous experlences

and the support the child might recelve for school learmng Desplte these .
functlonal differences the teacher vnewed alt the parents as caring-for theur
} children they just had dlfferent degrefs of commttment ability, avanlabmty o
'andschool orientation \ L e e
‘_d___FloIeinChlidL nmg o ) ‘, c _' |
, The dynatnlc assessment of competence whlch was dlscussed o
| " previously was especnally evndent when the adult made judgments about the-‘ -

/ '
‘Chlld s competence on the basis of the adults 0wn performance

‘Returnlng to the premise that learning rs the purpose of the school then the |

role of the teacher is' to cause learnmg ln that process the aduit Vanes the;

demands. Pfowdes mformatnon and controls the sltuatlon to facllitate_ o

c ._'learnlng As the dlrect result of hns/ her own effort the adult ;udges the

o | performance of the chnld Succmctly, the adult answers the quest:on "What

j - S '»did ] have to contnbute for the chlld to be successful?"’ The corollary of
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of progress, focusmg on: salnent features rednrecting and substantial ‘

_ interactive conte)kt was also a contributor to the judgment about ‘chtldren.

164.

cours /,lstbat does that tell me about the chlld?”

-

' By its very purpose adult assustance varled across children For

some chlldren the teacher served as'a subtle facmtator of play elther by

.

supplymg approprlate materlals or helpmg them explore ldeas Some
chlldren seemed to play more mdependently if the adult asked questlona“
from tlme to time to hetp them explore darectlons ln whlch thelr play mlght
develop Thls mformatlon which adults sensed from thelr own effort in an

Adhlt Effort One characterlstlc of Wthh adults were especlally

aware was effort specnfucally the amount pf adult effort necessary for’ the

| Chlld to succeed in-a glven actwnty The fOrm of the adult mvolvement

F—
‘
¢

&

vaned but mlght Well be reported as' i really had to work at getting Rory to

I

The degree of adult effort was a: characterlstlc lndependent of the ,

adult s purpose a p%oeptlo of exertlon across lnteractlve functions

Adult Functlons There were specnflc funf'tlons also Identlftable

durmg the. adult-chlld mteractlons These were encapsulated most

completely |n the Hlskey-Nebraska tutormg actuvuty, ‘but had ndentlflable :

parallels throughout all adult—chlld mteractlons The functtons ldentlfled
! D |
were the need for reassurance or attentnon mamtaming the Ch||d s dlrectlon

lnterventlon j;, o o T

A ' ' '\‘ i)

One adult role mvolved the mdnvuduahzatlon of reasaurance or o
. }/ S

attentlon Sometlmes a chlld fearful of change sollcﬂed teacher ‘

Al

reassurance Others seught teacher attentxon to acknowledge thelr success RENRE

' or share thelr expenences Seekmg reassurance Or attentno‘h from an adult

. A o
: s | oy . . . S . . ‘.
S ' Vo . ) ! ) ‘
L ; \ o . . P W . R
. Lo o » : . RN
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» .’ ) .

was considered a normal! unremarkable behavior unless the degree of fear
-4 ‘ I ’ .

or . attention-getting demonstrated by each child exceeded the adult's

’ [ ! i

to dif'f.ereqt'tlmes a3 solir.jiting greater adult attention or réassurance. ’

.

;\seco;zd adult role was mamtau)lng progress Chlldren worked
with varying degrees of |ndependence and those degrees of independehce

varied across dctivities, Often the adult would become 'mv.olved in the

i : ®

cnlld‘e ,work primarily to keep the child focused on the current task. This

-~

was the least intrusive level of adult involvement in a child's activitles.

Focusmg on sallent features was a third adult functnon At certain

v 1

stages in a variety of tasks rch\dren seemed to pause, Iook around "and

convey that they were trying to determlne how to proceed. Some children

[N

T

to do next Adults vuewed tms as a typlcal mtervention which was part of‘

normal Ieemmg A chlld who neVer required such assistance was Ickely to

be vegy capable and ready for more challengmg activities. A chnld who was

s generally |mmature learner typlcally requlred greater assistance’ than

L -~ i

routlne focusmg £

Aot
: ‘e

Of the. adult functions descrubed here, effort was especnally'

udentnfuable durmq re-dnrection the fourth adult functnon Chlldren seemed

0\' -

to dueplay a cnaracterustic malogous to the concept of force in physlcs

One child pursulng an’ actwlty casuall’y strayed outmde the accepted

' gubjective norm for this behavior. Ralph and Jeanine were identified at

s

lneters of behavuor and responded promptly to a routme remlnder .

Others seemed to. enter an area wnh great force and momentum perhaps '

» \

mtendinq to herrn other people and destroy thenr play These requlred a ‘

e w2 Y - . _
e . IR
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great deal of teacher aenergy in either verbal persuasion or bodily constraint

before they were re-directed. Thus the child's ‘behavior, and also the force

[l

and perceived intent of the hehavior, elicited adult re-direction of varying
.~ effort. The -adult's classification of tho child on the bafis of previous
contacts -influenced the level of force with which the adult entored the*
.ihteraction. Escalation of adult‘ energy occurred if lower. levels of

- intervention were unsuccessful.

i
N

Some children were not succesdsful with routine adult assistance and
requ:red substantnal intervention. As the adults became more fammar with

specific chlldren,_ they provided substantlal assistance immediataly, .

, L
predicting that minimal assistance would not be $pfficient for child sucg:ass.

A decision of this t\}pe led to Rory and Jeanine being placed in sepdrate
‘ . , . - ) ) -
gr'oups to allow adequate teacher attention to each. The nature of

: assnstance typncally mvolved the adult walkmg the child through each step
of the process providing varylng degress of direct.. asststance accordmg to

. 'bthe child’ s ablhty 10 problem-solve independently. ~ This paraﬂels Wood's,

?

o 'Bruner s and Ross (1976) scaffolding. as discussed elsewhere A very

R

) -

significant occurrence in each mstance of’ substantlal intarvontlon however
was that the ‘child always performed the final stap toward complotnon
' _ Summary of Cﬂapter Five . . |

Judgufg the performance of ~a chnld is a complex process The o

.

| ‘contnbutmg factors themselves hra\ complex and the interaction md

A" -

relative we:ghtmg across factors vary The evadence from context in thus
- study suggests thgt th'b followmg consndoratnons wers among thoso'»gﬂ.'

judgment of the chnldrens comnumcatwe .

o el v
R R )

- -
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competence
First, the purposes of school provnded a perspectlve for judgment
Since the school's' goal was learning and the teacher’s charge was to
facilitate learning, ‘judgment of children was in relation to their competence
to learn. Within this perspective children were judged according 'to
. spe‘ciftcvreference gro(ups, e.g. age peers, children with similar experience,
and the demands of the kindergarten program. o -
Although the éoals of school influenced the perspective, the
children themselves provided the evidence for. judgment. Their generel
maturity, as evidenced by su,ch factors‘as aftention, cooperative play, and
behavior was one important factor. A‘nother was their use of oral
Ianguage their talk - its/ functuonal effectweness and accurate content.
The goals of . school and the performance of the chlldren
contrlbuted to the judgment of competence but thas appransal was
——-'cons|etently ‘témpered by other consideratlc's One of these was the
kmdergarten miheu, the framework and stage for performance
Classroom-based abllltlee such ‘as cooperation play and |eadersh|p werev» ‘
consldered in determlmng a child ] 'ablhtles Other lmportant mformation
-was nnferred The teacher S. understandlng of the chnld s home and
expernentiel 'beckground suggested developmental mformatnon about the

chlld Slmnlarly, the chlld's performance on some cttv\mes had specﬁnfnc,

Mplicattons for hts/her achlevement on other tasks

Just as judgments were tempered they were also tenuous, because

change in yomg'_.duldren could be very rapnd Funhermore, competence
could be demonstrated in dnfferent ways by different types of children,

L

o ‘ ‘ m s .
e : .
. -y
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e.g. qunet as compared to assertive chnlaren and it wa*not always posslble ‘
to predict how a child would pefform ‘ln one situation on the basis of other
performances. .-

 This chapter has-. prowded far- rangmg information about the
'kmdergarten classroom the context from which the ]udgments of

communicative competen’ce Qmérged. and about the beliefs of teacher,

who served as judge. From this information it can be qbnc ed that the,

,ap.praisal of commuhicative competence resuits from a complex, dynamic

o

judgment process which- includes the perspective of the evaluator, the

I

goals of the context, and the performance of the child being judged.

)"



CHAPTER SIIXH: Conclualone
Introc.iuction S o
Humans cope with. their comple;t environment by organizinQ
phenomena into categones Thls ab’llty emerges in the mfant and develops '
with mcreaslng complexlty through adulthood. The process of
classlflcatlon also ' extends to other people adults assign people to
categorles employmg the processes of attnbutlon and categorlzatlon A
specific form of classlfymg people the ;udgment of communlcatlve |
competence in kmdergarten chlldren has been the focus of this study.
\ In school the competence attrlbuted to a child influences the
opportunmes provnded to facilitate learnmg Some children are allowed to
play alone in a secluded; spot, some are referred for psychological
assessment because of teacher-orlglnatnng hypotheses o_L\retardatlon or
.,. glftedneaa These judgments are not caprlclously assnghed to chlldren .
. however, but result frorn the chlld s perforrnance in relatlon to the
classroom context‘ The cbmpetent facllltatlve teacher bases declsnons

1

. about children on frequent consldered observatlon of these chtldren The |
quesﬂ\l‘l what serves ..as evndence for the teachers makmg these '
" ludgments?" returns the/toplc once ageln to the questlon of thls study
: What constntutes co / |cat|ve competencz, in klndergarten chlldren? _
%:—”f/ The quest for the answer has mvolved three dlffer’ent -
‘, methodologncal onentatlons _The first, was the development of 2 pnon T
\ statements regardmg the demonstratlon ‘of: commumcatlve competence in |
' klndergarten context These statements resulted from professlonal‘

Ilterature 'and personal experlence, and accordmg to Bloom s (1978) ?




L pnnclples that form the basls for study, can now b% repeated Thle chapter | i
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description‘ were considered to constitute an etlc first step The

' conceptual bases from thls etlc stage have: been 1) the socnogenesls of

Ianguage and thought as represented by adult-child’ tutormg 2) the

standardlzed measurement of Ianguage and 3) ‘the judgment of the teacher

. regarding the chlld s comrnumcatlve competence o . h N s w
The second methodologlcal orlentatlon the emlc approach resulted Q |

‘dlrectly from the flrst as me promuslng sou‘r‘ze‘s .o\f mformatlor: were

explqred amid one class of sixteen kindergarten chtldren and |n‘ cooperatnon -

, with their’ teacher 'The- third, which wull be presented in this chapter

¢
Lo h

results loglcally from the prevuous two approaches K S R
This chapter will constltute an etic. statement of new understandlngs

Y

vMore speclflcally the questnon began in the personal experlence of thh

~ researcher; then the possuble sources' of answersl were ldentlfled in -

| relevant’ literature An appllcatlon of these d|rectlons resulted ina research

f methodology that had three conceptual focuses. Upon dellneatlon of the:
research plan the resultant procedyres were |mplemented in the i
cooperatmg kindergarten As expected the processes sntuated un that
classroom changed the understandmgs One. of the conceptual approachea

. -‘jwas foregrounded' one Ied to modlflcatlons m the orlgmal deacnptqrs. and

‘ '“ third was shown to have 1ndlrect rather than dlrect relevance. .

As 3 °consequence the etnc process, ’dehneatlon of specnf:c
| Lw:ll serve o renfy statements begun m Cl?pter Two lt wnll eleo augment '
- "th’ese wuth new und’erstandmgs from the research process, and erg.mz. X
:these so that subsequent research ahd apphcation of thls information can
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'be lnstltuted The potentlal of these statements ie the toptcs for further

' reaearch and the lmpllcatlons for appllcatlon in schools wnll be dlscussed in;
} Chapte_r‘s‘even. . ‘ ‘ “ N y o | v
a “"' | Statement of Concluslon‘ S .
lt is the purpose of this chapter to retum to the onglnal questtdn
"What constttutes commumcatlve competence m kmdergarten?” and
‘present answers in the form of statements whtch reflect the perspecttve
of the research deslgn and evidence 'from this. study The conclusuons

mcorporate quantltatlve changes to orgmal percepts such as the

modlflcatlons of tl’ functlons of scaffoldlng to form a rnatrux The.
concluslons also inglude qualltatlve changes For exemple the process of -

teacher judgment became a "lense through whnch to vnew the resu.ts of‘

. ,standardized language measures SRS

1

A ‘ ‘ C o
lnterpretatlon of the |nformatton can be assnsted by recogmzmg that

[

,the statements tend to form clusters around central toplcs Some of the Vo

e,\

statements ralate to the‘speclfnc goals purposes, and context of school

Sbme address the charactenstncs of language performance contributed by

W

the chlldren the informatlon upon which gudgments of competence are - -

L

durectly based The thlrd cluster can be seen as the judgment process the

human charactenstics of Orgamznng phenomena lnto cétegorles and the role

of these procasses m the judgrnent of competence. Concnsely stated

these clusters of topics md the speclflc statements wuthnn each cluster are

the folloWing

IT PROVIDES AND THE GOALS IT lMPLlES




T2
. Statementl ‘

. The goal of the school is. to facnlltate learning:; competence is .
judged in relatlon to this goal.
§_ta_t_§_m "

Learmng is the culmmatlon of three stages observed in children: -

development actuv:ty and learnlng

) §ta_tmp_t"l )

The ]udgment of commumcative competence rests on a collection
‘_of factors Al of these factors have their orlgln in acttvnty/ soclal
interaction and the negotlatlon of shared meamng | , .
- COMPETENCE IS lNFERRED FROM PERFORMANCE: R
'.§ta;emegtw e - N " |
. Among the’ factors contnbutmg to the. ;udgment of commumcatlve
: compet nce ,are those descrlbed by Wood Bruner and Ross as rolee of
k ffoldmg and Wertsch as stages of mdependent problem-solvmg |
‘ementV.t SR ‘5 B R .:\~

‘,.?A . : .‘. . ‘ : . ‘
o

. ‘(

s competence relate to levels of soctal and cogmtlve complexlty "Cogmtwe‘ = -

Cl %'jcompetence is more closely assoclated wnth commumcatwe competence R

, Other x factors contrlbutlng 1udgment th commumcative:", B
e SR

than |s soclal competence Lo e St T

SN ,.-f'Statement v




\

" Competence Judgments develdp accordlng to principles cof

attrabutlon and categonzatton as mtegrated by Feldman.

Mn_eé Vi

- Judgments of competence mvolve the companson of a chﬂd s
performence to a sub]ectnve norm related to the demands. of the task

Mﬂ\_ﬂx

'. Components contnbute to Judgment of competence 'in varymg '

- weys e. g some derive thelr power from thelr symbohc value. -

IO

Iysl bf ta;ements
COMPETENCE I§ JUDGED RELATN'E 7O THE CONTEXT THE INFORMATION

' IT PROVIDES AND THE GOALS m IMPLES.

Competence ns determlned in. relatnon to the context in wh:ch the
1udgment occurs The impact of the context m tl;l_ns evudence was two-fold
First,,lt constrained the evrdence evallagle to the teacher In. most’ cases the o

teacher dld not have or want mformatnon regardmg slblmg relatlonshnps

sleepmg pattems, or economlc costs of the chvldren Second |t |mpued’ . o

goals, the perspectnve from whuch to gauge competence __ , o

Competence is not judged as an academnc exerclse by teachers, lt is -

conjectured for some purpose The teecher, as gatekeepebneeds ',toa 2

judge the Chlld s ebnllty to benefit from specnflc experlences, ne 6 d for .
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S express the Iearmng in |dent|f|ab|e form and partlcnpate in. self dlrected
i ‘|earn|ng | IR o SR " ST o
DISCUSSIon of Statement | . - L N ‘ .

o

The goal of the school is to facllltate Iearmng competence ls
§ udged in relatlon to. thls goal ‘

One general characterlstlc noted for each chlldv typucall(y descrlbed
as Ieammg |s understood as the general goal of the school “In-this
partlcular klndergarten all actlwties were dlrected toward some - form of

) ‘learning Although: the type of Iearnlng and the critlcal aspects of |e{rn|ng -

‘ vaned across actlvmes all ‘were dlrected toward thls goal .Even act,lvntles
L ‘ | ‘
v planned "just’for fun were mcluded to make school attr‘actlve to students ,

SO they would partucnpate enthusuastncally, i.e. Iearn to Ilke school o

Dlscusslon of Statement 1]

Learnlng ls the t:ulmmatlon of three stages obser‘ved m chlldren

‘,development acttvrty and learnlng : e

RN R |

ln vnewmg th;s perspectlve of the school sequentlally the flrst stage 0%

.,). .

blologlcal

{

o ,‘ refers to the chlld s level of development the specu%;:?"
- ‘enylronmental expe/rlentlal strengths dnd_weaknesses_ each brlngs to the
g . ‘j:school context ln thns study Rory had hmltatlons whlch constralﬁed his ‘

i

L level of achuevement in the klndergarten envuronmoqt Adam on the other e

o "vvkhand had prevl’ously acqunred strengths whxch allowed hnm to demonstrate T
hlgher levels of performahce ST R

Ny



“ - L . TS
addressed here, aCtivity has been th‘e'mostcritical of the‘three stages;

becauae it has served as the ground upon which judgments of both learnlng
‘ end development were based Thus the teacher’ s percaptnon of a child’ s“ '
B activity prowded the dnrect evndence upon whlch to form Judgments of
commdﬁcat;ve competence Specnf:cally acttvnty provuded the evndence

for lnference

The thlrd stage sequentlally and the result of the’ prevaous two, is

learnlng “in some ways the diVISIOl"l of develdpment from Iearnlng is :

/

B artaﬂcnal because concepts learned become an aspect ot,the chnld s level

of development i.e. learnmg advances development Leammg in the school .
context however also lmplles that the teacher or school had an actnve role' K
m lts acqulsm?n Olson (1 982) explalns that “the effects of schoolmg are -

¢

‘summarlzed in. terms of what the chlldren have Iearned from those thnngsy
' taught What ls learned ls a 1omt functlon of what the chlld already -
. knows and what the teacher is trylng to teach hlm or her (p 75)‘ Thus

- learnlng is the product of schodlmg the goal of the mstltutlon the charge o

‘ e of the teacher Thns, the culmmatlng stage ls the purpose of the school’ ‘

E exlstence and the completnon of the statement competence to - Iearn

.:.acqulsmon of vnoWIedge from the status quo, also reflects a posltlon R

The d'V'S'O" Of Hleﬂmlng fl‘om development - orv“the‘ dwuslon of
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‘ ':‘sc’hvoo' eflects the |mportance of these changes This qualitative e
", B ; reo‘atlon was noted in the/descrlptlon Bt the chuldren s performance’ l ‘
J\ Chapter Four The teacher and reseeroher agreed that. the performances' | K ‘
~ of the averagé chnldren dlffered qualltatlvely from the- performances of the

markedly advanced children and from those of the less able chlldren In

v

other words Iearnlng produces contrasts that can be 1udged as bemgv

% "d qualltatlvely dnfferent from less advanced levels of mental funeu@ng.

S E
-

DlSCUSSIOI’l of Statement lll R
The Judgment of commumcatwe competence reéts on ‘a collection “\»

of factors wh|ch have thelr orlgln Ain actwnty/socnal lnteractlon and’ the_<

negotlatlon of shared meanmg -

Soclal mteractlon Wthh mcludes the mteractlon between two

»

people and also the mteractlon between one person and the Symbols'

objects lnstltutlons and ntuals of the socnety lis . the source of evudence

WhICh leads to ;udgment of competence The lmportance of both social N “‘

\. a

o mteractlon ‘and negotlatlon ‘of shared meanmg to the judgment of '_ . 3‘

communlcatlve competence. ”_as best lllustrated by the teacher cpnsustently Y

'&

3 soclal mteractlon arad negotnatlon of shared meanlng,‘ and these.ﬂ-j o

complementary char ' tenstlcs were ev:dent at all'developmental levela.t As;



notmg that ’the fundamental presupposmon of speaklng is that it is

addressed to some other who can come td«@ understandlng of what is

.

ssid" (p (L o o IR R
Vanous types of. shared meamng were encapsulated in the SpelelC J
acttvrties of this study. The tutorlng component requured the chnld 0, -
E understand and apply the gundance besng provuded by the- adult i.e ‘.the child
had to- understand the adult s meanlng In contrast tite. vocabulary test -
s ‘requlred that the " chnld explam defmmons SO that the adult could
; comprehend ‘the chlld s ‘meanin The third | actlwty tnvolvung shared,

\

:. fme\ng was addmonally constramed by the text matenal In this s:tuatnon

" ‘l "the shared meanmg orlgmated wnth the story but was also shared with ‘he

. exemmer lt was in essence a sharlng between the author and the adult and

TR A . g [
S A T
_chtld S ‘ ‘ s S
.

[PV L S,

COMPETENCE 1S INFERRED FROM PERFORMANCE . o

The judgment of commumcatlve competence ls not addltlve tt does [

s

‘not reflect tetars on a check llst or as Slegel (1975) stated "The child's

parents, peers, and teachers do not react to hls speech in terms of some" f

: ‘, g ‘rumerical undex (p 124) Th‘%xact factors whlch determme the teacher s '

;udgment remam unspeclfned but sorne charactenstncs are ev:dent F|rst R

g ’f"_:seme of the factors descrlbed as the conceptual bases detauled in Chapter ';_‘ "

. W:ﬂ,}'Two account for the judgment of competsnce others do not

‘?"-‘Furthermore.t some characterlstxcs have greater nmportance |n determmung' '. .

‘, v
B




g ‘Vl/hen thls dellneatlon of adult roles was applled to the evndence of thls

judgment of competence rests on the lnferences that result

. Dlscusslon of Statement v S R . o
i ‘ ¥ i D
N

Among the factors contnbutlng to the Judgment of communlcatlve

colnpetence are those. described by Wood Bruner and Ross as. roles of a0
e

scaffoldlng and by Wertsch as stages of mdependent problem-solvmg

N

"y
,

v ln Wood’s Bruner s and Ross dellneatlon of the roles of the adult oy

rvln scaffoldmg the six . processes whlch the adult contrlbutes were

summarized as recrultment reductlon of . degrees of freedom dlrectlon ~$ :

malntenance emphasns an, rel évant features Supportlng', and modellng .
Coe ) '

[

" study it showed the need for modlflcation “of the six roles In the process

- of compamng these scaffoldmg functlons to the transcrlpts of the tutormg

| rf.‘j,accurate approach to solvmg the problem .but needmg some help in

sessuons several fdhctlons often co-occurred For example dlrectlon

‘ malntenance and reductlon of degrees of freedom were often employed

L SR ‘r‘

- sumultaneously lt appeared that the exammer vnewed the Chlld as havm

o

-“jorganlzmg all; the vanables bemg presented Due to the frequency of thls

‘1\« B ]

; o-occurrence lt was concluded that the Wood et al. llstmg mcluded both

"purposes and strategles Ih the example provuded the exammer s purpoee ‘_‘7

was to mamtam the chlld s dlrectlon of problem solvlng, the\_stretegy to N

At o e 7

achleve thls was reducmg the degrees of freedom lt |s llkely that ‘the F'j‘.

daffer hnces in categonzatnon’
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A solution was to modify the list of functions by separating those
judged to be purposes from those thought to be strategies and placing

these on two axes of a matrix. In addition, the category "check

‘ N 4 \
comprehension" was added to the strategy axis of the matrix because some

of the examiner's comments.were directed toward detarmining the child's .

pe'rcepﬂons and intent, One additional reorganization from the work of
( ' . .
Wood et al, was the sub-grouping of three examiner strategies under the

’

.supér-ordinate heading "structuring”.to convey the similarity between these

three Shub-strategies. The resultant matrix and examples from the tutoring

tfanscripts appear in Figure XIX, | N )

.

Figure XIX

Adult Scaffolding Matrix

Purposes:
A ' 8B C
Recruit & Maintain Redirect
Initiagte Direction

Strategieé

1. Focus Attention
2. Check Comprehension
3. Evaluate Feedback

4. Structuring:
a. Reduce Freedom ‘ '
b. Provide Info. .-
c. Mark Critical ~ .
‘ Features

-
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™
3‘4

e

The ‘following adult statements, excerpts from’ .the mtpring
transcripts, | llustrate the most commonly used categories. Each rs
' precedad by the code i‘o‘r the appropriate matrix cell, |
L,fB 1; Now we go to the next page
C2: You waﬁt aﬁsafe bird?
"B3; You're dein‘g good thinking,
C4a: You just choose one card like th/i‘s.

B4a: Let’'s see what you can find to go there,

B4b: This bird eats baby birds,
8403 They live on both, | ~ )
Cac; But we want another m:aan bird. -

Analysis of the t\noring interaction has suggeeted an additional
.characteristic, effort, influences the aduit’s ‘perceptions. ' More specifically,
perceptions relate not only ‘to‘ the purposes and strategies of the adu!t‘e
contributions but also to the amount of adult effort necessary to ach‘ieve
the desired resﬁonse from the child,. In the transcripts this could be °
identified by repetitions and rephrasing: in the tape recordings vocali
in‘flec}ion aﬁd: emphaeis were. also evident, Within this matrix the degree of
effort r.ould be captured using a three level scale with 1) conveying that ﬁe '
tutor’'s comments were, laes important and possibly iangential, 2) being
“typical | effort., and 3) describing deliberate effort agair'ust the child's
apparent resiistahce to change.

This ‘pertinen; information, the degree of adult- effort, also
reiterates the interactive nature of adult judgmeni. The salience of adult

effort illustrates that the adult’s response stems not only from the chiid's

\



=

f

|

performance but also from what Qc%cur‘s in the tutoring process: a sense of

' i) | 4 . .
one’'s own effort in -achieving the child's understanding arises from the

j 181

? .
dynamics of the interaction, / o

‘Thié revised matrix with the addition of a coding system to express

-

the degree of' adult effort, was capable of acr;ountfng for all nds&

statements from the tutoringyaspect of this study, It is important to nots -

N

that this accounted, for only the adulit stat’ements;' this, limitation ‘will be "

i

discussed later, in this section, |

In  Wertsch’'s discussion of the stages in development of

independent problem-solving the'a focus was on the chi'ld's apparent ability

. !
to benefit from conceptual assfstanc‘e’., These contributions of the child to

N\ "

‘the shared understanding wej’re described by Wertsch as developing
through fOur‘ stages: 1) the child is unable to'interpret and apply the adult's .

~ statements, 2) the child respo ds to specific adult information but doés not

cq}nprehend implications for the entire task, 3) the child follows

non-explicit directions or hints and assumes some self ragulation and 4) the

‘
-

adult does not provide any stfategic assistance. ., ‘ e
These stages stem directly from Vygotsky's {1934/ 1962) principle

that learning progresses from shared activity to int‘ernalized' cantrol. Thus

Wertsch's four stages express the degree to which the child is dependent

upon the adult’'s assistance. Fér the most part each test item for each child

~ could be classified at:cording to Wertsch’'s ‘stagés. The exception was a

a

group of items on which the child’s responses were amﬁiguous. When an-

ambiguous response occurs, a judge typically infers that the child is actually

responding in the same way he/she has performed previously. This

~
2

! [#N
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tendancy is - enc%uraged lf tha scale requires the judge to discriminata
betwecn the child's habltual level of perfor}Lance and other leveis of
dosfolopment; Thus, it is recommended. that specific application of

Wertsch's stagss in classifying perforn:\anco also include a category titled
. i r N ]

Ambiguous to reouce the halo effect in intérpre'ting non-classifiable

occurrences, ' ‘

The tutorial sessions Sri this study were consistent with Wertsch's -

* N i . ) " N . .
. evidence, but these catefories also excluded important information. QOne
importgnt characteristic excluded from ~Wertsch’s stages was the
classification of an error resulting from adequate reasonmg but erroneous

4 Q —-
fa’}ts -as different from an error resultmg from ertors in the

problem-solving process. A good example of this was '&ntm_bute\d in the -
October administration of thg Pi%tur.e Association sub-test \of the

Hiskey-Nebraska Test of Learning Aptitude. One child selected the picture.

of an eel to be 'tpe‘lthird amphibian. When asked about her selection she

’
!

axplaioed that she had seen Flipper, the dolphin on T.V., walk on his tail as

" he talked.' Thus he would also be’ able to yvalk on land, and since. this eel

had the same shape as the dolphin,‘ the eel could also ‘vyvalk on land. The '

child had the correct process but the wrong facts. ‘ |

.Since avidance from this study showed that both of the adults

‘credited. some responses as predomlnantly correct if the problem-solvmg

process was correct but the answer wrong, Wertsch's categories would

be more accurate if the classifications accounted for error of process as
different from error 'of fact. More specifically, the stages suggested by

Wertsch ‘appearud valid -according to the one task used in -his underlying

' .
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research, but the tutoring tasks of this study mvolved coqnmve dernands of

increasing dtfflculty Not" surprlsmgly a more sensmve scale appears
. \\

needed to accurately descnbe each child’s devgree of‘mdependent:e in
relation to each different cognitive demand. * Succinctl;'*tne interaction
between task demands and independent probtem-sofvmg needs better
description than Wertsch’s stages provide. 1 . ' L '\‘

ln general the Wood et al, and Wertsch descnptors were adequate
to |dent|fy important aspecte ‘of each child's Rerformance dur‘ng the
tutor:ng sessions Other nmportant mformatnon was idéntified durmrg theee
saessions which fell outside the focus of these descrlotors. Of the two
the Wood model ‘as revised was more adequate because it had more
descrlptors dlfferentlated betyveen purpose and strategy and had mqre
sensmwty to mdlvndual variations, Nonetheless it only captured the
statements of the adult, These sm}{ements were viewed predominently as

.'responses to the child, and -allowed inferences regarding:' the &hiid's

performance. PR s

Duri\wg the tutoring process the children provided other' information

.. of significance to the examiner such as statements of rationale, tangential

comments regarding personal experlence and questlons for clanfncation or
mformatnon These also were not captured wnthm the Wertsch stagee} or

reflected in most of the Wood et al. functtons ‘These other factors not

——

| categonzed by Wood et al. and Wertsch. also contrlbuted to judgments of '

eow

‘communicative cornpetence, Thus, the overall limitation of both sets of
descriptors~ was their focus on.the child as the responder to aduit

- statements and their lack of descriptors for the child,as the initiator of .

) . *

Y

L

\
e
\

-«
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. . ('él ‘ -
toplcs the approxlmetor of accuracy and the investigator of all things.
. ¢

Di ggsslo of S em@_ ¥
| R 'Other factors contributing ‘to judgment of communicative
'competlence relate to'levels of soc\fal and cogniﬁve complexity Cognitive
:ompetence is more closely assoclated wkth communscatlve competence
than is soclal competence | ' |
. in this statement the terms "social", /"cogmtive and complexﬁy
requlre descrlptlon Both social and cognmye are general terms referrlng
.to theftoplqs of study v:uthm social and cognitive psychqlpgy respectlvely
Although these are not mutually excluswe toplc areas, socual"l generally
refers to the mdwtdual s interaction. with other tndtvnduals and the soclally‘
derived Culture In ‘contrast "Cognitive’ refers more dlrectly to the world of
ideas and thought the understandmg and mental reasomng mvolved in
Iearnlng and problem solvmg "Complexut@ wh:ch can oébscnbe both sscnal '

—

and cognltlve development has both quantltatlve and qualltatlve |mpl|cat:o5us
. Thns term refers to both thd\scope of a child’'s understandmg the quantnty\l
of mastery, and also to the integration of these understendlngs in-a
funetional ‘h‘t‘le_rar.chy.’ in the visual awlogiesteek, for e)tample, the children
neaded to krio‘w what each picture represenited in the real world but also
how these were orgamzed under a specifnc class of items e.g. cow and
horse could both be farm ammals

The V&flatl s of the chlldren [ performance across levels of social
v,and commve complexrty were easnly |dentif|ed by the teacher and exammer‘, ‘
‘ Jand remerked upon as important mformation Some chlldren were able’ to“ .
complete tasks of greater cogmtivb dnfflculty in formal testmg md ;

« \

‘.\_,_,.': L ' / :,; o : ' C .



; classroom activitleer'ﬁtan .were others. Slmllarly the more competent

\

chlldren were able to understand mstructions and learn new materlal desplte
mstructlon in large groups The less' competent» requlred individualized
mstructlon and continuous support from an adult to be successful.

An mt‘erestmgl »aspect of this study was the relatlonshlp of

| communicative Competence to social and cognitive development. At times

" the relatlonshlp between commumcatlve and COgnltlve development was so

close that the dwnsnon between them was not ldentlflable Only when a

dnscrepancy between communicanon and cognmon was conjectured dld the

" two become discussed separately. ‘Thns occurred in relation to the qulet

¢ children such as Dirk, Ralph and Anita when the‘teacher inferred that they"

 understood much‘more than they actually talked about, ;out she was unsure

just how much each actually knew. . :

In. - contrast, ‘so‘cial development seemed  separable from

‘communicative competence. The two were parallel for 'some of “the

capable children e.g. ‘Amelia and Adam were Social leaders and verbal

) responders and also for some of the less capable e.g. Damon and Ahita

" were ineffectual socially and verbally However contrasts were evndent ‘

within both the more capable and less capable groups, For example Rory ‘

was an amlable Chlld who played cooperatlvely at a‘level that seemed to

exceed hls level of commumcatlve development Bryan, converaely

‘

dlsplayed markedly |mrnature soclal behav:ors but communlcated theae very .

accurately Thus, ;udgments of communlcatnve competence related to

Ievels of cqmpetenca in cogmt:ve and soc|al areas but were more closely X

l

assocnated and at tnmas fused wuth ;udgments of cognueve competence

s

» \ I
. . . . . - '
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Discussion of Statement VI P , _ o
. ‘ - . .‘ . O

Al ‘ll‘

o Measures of semantlcs syntax morphology and phonology do not R

account dlreétly for ,udgments of- competence but appear to contribute

Indirectly. \ ' ; ‘ o Tom
g Thls entlre pro;ect began lnltlally because the resear(:her was

. )

concerned about\ the dlscrepancy Qetween standardized measures of

Ianguage and the subjectlve judgments of the professnonals interactmg with -

some chlldren ThlS‘ dlscrepancy became ewdent here measures of

. semantics, syntax, morphology and phonology dld not- dlrectly account for

i

judgments of competence
L As shown in the tables .in Chapter Four none of the hngulstlc

components tested related' dlrectly to the teacher s assessment of a child’s .‘:

.“‘

commumcattve competence. The closest correspondence was between_ the ,

‘'scores. on the Boehm Test of Basic Concepts and teacher ranking. This is

i

- logical since the linguistic area of semantics is ‘inherently related to

-3

conceptual development 'because of the ¢ central role of word meaning in
the development of cogmtlon Farthermore ju\dgments regarding levels of
. conceptual development often paralleled ;udgments of communlcatlve
“‘competence - c _ [ Y

| The use of a standardlzed language analysls protocol the ngquest
‘:';"micro-cornputer program provuded mformatxon Wthh was’ related to the

1udgment of competency but- did not demonstrate a dlrect relatlonshlp
‘Thls can be accounted for. by Cole and Gﬂffm s (1983) explanatlon that
| the@ is a dlfference between basnc skllls and baslc actlvmes Although /@

: A
: basnc comrnumcatwe actlvmes typlcally mcorporate basuc speech Skl"s they
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.
use these skll/s\n varymg combmatlons 'for a’ range of purposes and
. augment them with supra-segmental kinesic, and contextual lnformatlon
Thus the relatlonshlp‘between sklll and actlvlty is posutlvebut variable.

The tests used in this study .included components of svemantlcs,
.syntax end‘ morphology; n'e“ther ‘phonology nor pragmetlcs ‘'were essessed |
The fact that the one Chl|d wnth delayed phonologlcal development was not.
 rated dlfferently for communlcatlve competence than her twin with normal

.
artlculatlon suggests that delayed phonologlcal development did not
contrlbute to . lowered 1udgment‘ of : communlcatlve competence
‘ Conversely a halo effect from one twm s abnllty to the other-could also be
‘con;ectured |
X It would be premature to dlsre\gard Imgunstlcally based assessment
'procedures on the basis of this study, because the emphasns -on ‘
taf\dardlzed instruments precluded the use of §ome evaluatlon/technlques' |
'For example, the newer - area of language study pragmatlcs was not
' addressed dlrectlfy m testing due to the standardlzed focus of the testmg :
segment Many of the lnter~act|ve componeﬁ?eferred to by Wood et al.
vand Wertsch as. well as spBlelC behaviors to b dlscussed as symbols later '
A '|n thls chapter have a close loglcal relauonshlp to open—ended observatlons,
‘of pragmatlc language use as descrlbed in Pruttlng and Klrchner s l1983l
| protocol : Apphcatlon of such analysls ‘to thls evndence would be a :

‘ s
- promising . focus for future study : R

THE PROCESS OF lNTER-PERSONAL JUDGMENT comnswes T0 THE .
{‘-RESULTANT APPRAISAL OF COMPETENCE Sl h

' , l
. <y . . .
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The lnteractlon between the chlld and adult mcludes a wnde range of
crltlcal moments -and behavuors whlch serve as symbols to the aduit. These' v

are descrlbed accordmgly by Mehan (1983) cmng Rosch ot al nea7e, p.

-’

430) ’The lnteractlonal perspectlve malntalns that perceptual structure‘

exlsts nelther in the head of the™ p: percelver nor in the ob;ect of perceptlon

AN

lnstead basz" object groupmgs result from an’ mteractlon between the ‘

‘ 'potentlal structure prowded by the world and“the partncular emphasls and

state of kn0wledge of the people who do the categorlzmg’" p. 315) In

thlsrmstance sPecmc actlvmes and behavnors had sallence for the adult'

fOrmlng judgments regardmg the commumcatlve competence of a Chlld

/ , : o
R Dlscussmn of Statement VIl c R

Competence Judgmente develop‘ according to principles of .

attribution and categonzatlon as mtegrated by Feldman

Feldman (1981), applying the prmclples of Rosch to attnbutlon'v
'theory explalned that when - © )tlcal behavnors become categorlzed '

addltlonal charactenstncs are also attrlbuted to the chlld as the dlrect result'

—

“of the category placement ln such cases judges may be unable to recall .

‘ whether certam behavrors actually occurred In this study the adults could

.' have lnferred tl;lat Rory would have dlfflculty tying shoelaces’ and that Adam
would enjoy\ Ilbrary books but be uncertaln whether they had actually seen )
‘such an occurrenoe or whether they had predlcted it on the basls of thelr S
“understandlng, le categorlzatlon, of the Chlld Co " : P
, Although |t was theoretlcajly possuble to mfer rather complex |
o behavior patterns f,or mdlvuduals as the result of attnbutlon decusnons. in

‘some notable sumatlons thls dld not occur The teacher did not thmk sheg ‘

S

_./ : &t
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could predict what some ' children would do in certain contexts " This

that‘it could /:redlct a range of mutually excluslve outcomes An alternate

R ST

explanation ‘was that the teacher dld not wnsh to pre- ;udge fallure and thus '

: wushed to |gnore the’ final level of achuevement the cateﬁry amplled

ln one case shnftmg across categorles occurred | when Lancev

] '

.

‘had antucupa/ted This rpc]asstfncatnon was athe result of _the ' process

;

descrubed/by‘ Feldman (1981) as shifting from automatic tq controlled

‘ L U
categorization. | .

lnformatnon reaches some hypothetlcal threshold of dlscrepancy '

© .

e That is, when' the observed behavtor of the Indlv;dual in questuon

- departs’ suffnc:ently from that,expected on the basis of an initial . -

categorization, a problem-solving recategorization process must

- be ‘b_ro_ught into play. (p. *132)}“ |

N

Lance’s early Success with routines and cooperative play suggested that he -

189

' suggests that the chold s category did not allow predicnon in that sphere or

"demonstrated more dif ficulty wuth pre—academnc actlvmes than tt/te teacher ‘

mlght be among the hlghly achtevmg 'His average performance as’

’ —res

. jreclassnfned,w“ thm the average group of achuevers

The teacher and examuner came to slaghtly dnfferent judgments‘

s\

regardmg two chnldren Amta and Drrk Thns probably resulted from each n
adult havmg somewhat dlfferent |nﬁormat|on e.g. the exammer had

standardnzed test deta the teacher dsd not However differencee in the

)

S
IR o
o

‘ pre-academlc actlvmes were mtrodueed exceeded the teacher sv"threshold '

‘of dlscrepancy his performance was .reconsxdered, and; he was .
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4
seqt;enoe of obtaining information and di‘fferent symbolic weighting of the
eame mformatnon were also likely to have contrlbuted to the variance

(Mehan 1983).

Characterlstlcs of classnflcatlon ‘were present among the chlldren asw

1

ewdenced by their adaptat:ons in Ianguage and demands from child to child. '

"During play chl'ﬂ!ren proceeded without the mvolvement of Jeanine and

N -
. 9 ’

‘ Rory, appeartng to assume that these cﬂldren 5 non-mvolvement was due
N

lto mabmty rather than unw:llmgness and thus |t was acceptable to proceed '
~as if they were mvolved ‘This may hage,been a form of sc;affolding of play

\ by peers ln that the senior partner provsded more structure to allow the

4

junlor parther to partncnpate even to the extent\of playtng both roles whule S

the less advanced chuld observed

'y

Dlscussvon gj Statement ﬂl_l :

Judgments of competence involve the. companson of a chlld s
'performence to a subjectlve norm related to the demands of he task.

‘The 1udgments of .the examiner and teacher suggested -two group
reference pomts and one individual reference point. “The performance of a

. child could be compared to. age peers to a sub-group e.g. chlldren ‘with

comparable experience or to the expectatlons for that specnflc child.

. Furthermore, the eelectlon of a comparable sub-group 'also attnbuted'

' causatlon to the performmce Thus not only was Amta comp;red to other‘ S

v 'chlldren wnthout extenswe expener\ce but also the lack of extensnve

-
A

. “'expeﬂence yas seen as the reason for lumltat:ons m hwfommce

tn addmon the nature of the taek mfluenced the Judgment cred:ted‘ :

‘to the chnld All actwltnes in the kmdergarten were. to some degree C

. “‘-‘
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‘ planned Among these some were opportunmes for chlldren to explore

R materlals and mteractlons with a mlmmum Jof }aeher dlrectlon Thus

'chlldren were allowed rto develop play themes, olock structures and
- lmaglnatlve sequences w1th the teacher functlonlng in a support role, In

contrast some actlvmes involved teacher- dlrected lnstructlon m actnvatles
' e
the children would be 'unable to complete lndependently In ‘tha first

mstance competence would be )udged accordmg to whether the child could |
pursue actlvmes wuth peers with' mmlmal< teacher mvolvement ln ‘the
'second mstance competence would be judged by whether the chlld c0uld

attend to the teacher s mstructnons and follow dire, tlons accurately

The nature of the task and the lnfer d norrns for comparable<
chlldren on ‘this task provided thé baSls of comparison for ;udgments

Greenfteld (1983) rafers to this balance as constramed by cognltlve .

development on: the side of the organlsm and by task structure on the side

o

of the. envnronment" (p 120) Thus, ]Odgment’of competence rests on,the-

success of the person in relatron to a task of speclfuc dlfflculty K

' #nscussnon of Statement X . h L ' ’ .
. —— . , 24 . w oo
e O of

Components contrlbute to judgment of competence m varylng o

: ways 8. g some derlve thelr power from thelr symbcﬂlc value

i’

Addmve process&s do not account for judgments of"competence

l'wuthout lnformatlon regardlng relatlve welghtlng for tﬁ’e varlous actlvutles ‘

: chnldren perform lt remalns unknown whether answerlng a questlon )
; ¥ correctly is. equal to demonstratmg leadershlp m terms of the lmpact each L

‘ . makes toward a ;udgment of competence lt is clear however., that

RS

dlfferent components coanMe Q- ;hdgment of competence m varymg }

[
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ways. Some derive theur impact from the event Itself others are powerful

due to their symbolic value
The actlvlty of a child providss both explicit and Implicit Informatlon

Furthermore, the implicit information includes several Ievels of lnference..
v Ay

A good example from this study was Lance's familiarlty;

rhymes.v At an explicit level i®* was clear that Lance could rgpéat some
‘nursery rhymes. At one level of inference, this showed that \anc was
capable of leafnlng 'n?rsefy rhyrbs, At another level of inference,
however, it also suggested that Lance _had. parénts who t*a;;ght Him the
traditional rituals and routines.of childhoc;d. Thus Lance’s ability to repeat a

4

nursery rhyme slgnified his par‘ent's deliberate fostering of his experiences,

A second exampie was- ‘the‘ teacher’s explanation that m; ability to
‘'use scissors oftenﬁcated a child who would be successful in the
kmdergarten program This was not basad upon the tmportance of cutting

to kmdergarten, but rather on profncnent cutting serving as a symbol of .

~ pre-school experience paired with - sufficiently developed fine motor
. 4

coordimt‘!on:
A third ;xampla was . the researcher s interest in Dlrk"s

meta- Ianguage when descrlbing macaroni and noodles as members of the
same group, Thls appeared to bg ‘'significant in terms of Dirk’s réadiness
" for the content of school. As 'dlson‘ (1982) summarizes, "what schoblihg
.' ﬁrcvndes is not just an mcreased experience with language’ although that is
’part of. it but raﬁ‘mr al r.natrlanguage for referring to language. It is the
'cognitwo uses of this meta-language which is distinctive to schoohng (p

Tnus Dirk's statement They afe two parts of the same group”

.
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symbolized his use of meta-language, a charqcteristic of schodﬂﬁé.

" Given the symbolic value of child activities, and the inferences adults
draw from these activities, the judgment which the adult reacheshabout
each 'child‘s communicative ,competence rests on’ Bom the explicit and
Implicit information arﬁsihg in the interaction, Both the child's behavior and
the adult’s resultant inferpretation are complex. Mehan (1983) explained
this complexity: \ ' . :

Iﬁstead of attending to behavior in isolation, teachers are

attending to action in cohtext, which inclddes the student, the'

task, the lesson, and the situation in which the actions transpire,

,
L3

That is to say, the teacher is not interpreting or perceiving
discrete or finite pieces of information. (p. 313)
Conclusions

Communicative compsetence cannot be viewed slmplist.ically. -It is
the result of complex cognitive and social processes and the product of
interactional dynamics.

The ch'ild is the center of the process ~- the child emérs the school
as a communicator, displays symbols 9f communicative abi‘ity, and acquires
more symbols of ability to display. The t;acher, charged with the
responsibility of opening "gates” for each child to ,.facilitate learning,
‘observes the berforméce of the child and we;ghs the symbols that at:e
displayed. Fr\'om these the )eachar infers éllevel of communicativg

competence and opens leérning "gates” that correspond to the competence

that has been perceived.
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Communicative competence is not the additive product‘ of linguistic
components but the social product of listener judgment based on
conte;duaI demands Iand norrru!'tlvei expectations, It is the product of the
‘dynémlc selection frpm among a potentially infinite number of possi_ble
language cdmbinations. Tﬁus speech/language skills provide the critical’
repertoire, but competence depends upon‘ selecting and combining these
components in dynamic processes tﬁat yield listener Impressions of
competence.

On tﬁe ‘basis~ 6f thgse findings, this pap‘er proposes the following

definition of communicative cérﬁpetence:
COMMUNICATIVE COMPETENCE 1S THE ABILITY OF A PERSON TO
NEGOTIATE SHARED MEANING AT AN APPROPRIATE LEVEL OF COGNI‘IIVE
AND“ .'SOCIAL' COMPLEXITY.  FURTHERMORE, THE JUDGMENT OF
COMPETENCE IS A SOCIAL JUDGMENT WHICH FOLLOWS THE PRINCIPLES
OF CLASSIFICATION AND- ATTRIBUTION AND RESTS \JPON PERCEPTIONS
OF COMMUNICATIVE CONTEX:T AND  SUBJECTIVE NORMATIVE
EXPECTATIONS: '

in many ways the topic has now completed a full circle. It began in
Chapter Two with the prmclples of Ianguage as the product of social
interaction. Children acqunre thought and Ianguage in the social am\
children acqunre language in tha socual mnlleu ) '

‘ At issue in this research was "What constiﬁne$ communicative f
competence?” The ultimate answer is that competence is a soc"ﬁh’ﬂ’g{e:\t
. which occurs as part of the acquisition interactIon. ‘The adult ;abseryes the

child's proficiehcy and. senses the adult's own responses. Thus, children
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also dem&nstrate thei“r competencs in language in the so'cial milieu, Both
acquisition of langua;ge and judgment of communiqative competence are
sociogenetic, Social Inferaction is the alpha and omega of communicative
competc;nc?. ‘ . : -

This definition augments Ithe contributions from Hymes cited equier
by increasing tr)e' emphasis on the role 6f" the ]udge',‘ The explanatior'\
. offered here rests not only' on what the child dispia*s a8s communicative
competence but also on the subjective norms and contextusl interpretations
cqntributed to the judgmsnt proéess by the aduit.. S |

il Significance of Conc’lusions.
The cor:clusions repo,rted in this chapter represent an advancement
Co
in the understanding of the question of this study: "What constitutes
communicative competence in kindergarten children?” These advances
apply bo-th to the theoretical bositions' from which each of the three -
"~ approaches arose and to the integration choss these approaches.
In many ways the results of this research contribute to Weimann's
~(1980) position that a dual cognitive/bsehavioral approach should be tgken in
stu&ying communicative competence, “one that takes account of
‘developmental processes as%recursors to behavioral choices upon vx;hich
attributions of cognitive competencg are made” (p. 18@). it also' fulfills
Prutting's (1982) prediction that | |
at some point it will be necessary to compare clinical profiles
(performance on .tests, clinician constructed tasks, and

evaluation of IanQuage samples) with societal profiles -

(judgements of appropfiateness of language use). t'is Iike'ly'that
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the clinical ‘profile will “yield Qiffere‘nt information than the
societal profile. tp. 129) - .
in integrating the sociogensetic theory of language develdpment,

standardized measures of language, tutoring dyads and -the joining of

! '

attribution theory - with theories of categiorizatnon '‘a trans-molec lar
) understanding has been‘ attanned This understanding foregrounds e
activity of the child as the site of both language acquisition and the
demo_nstration of competenge. N |
Clearly the result of. foregrounding activity is the de-emphasis of
individual development, adult directives, epecific contexts and demands of
materials, Thusi the theoretical pers@ectives which emphasize each of these
also become background information, adding understanding to a culminatings
focus, activ'ity. The implications which result from these conclusions are

v

‘detailed in the following chapter.

-In the final analysis these conclusions are significant because they

contribute to a better understanding of the "real world" of children IearninQ.
Summary of Chapter Six .- |

This chapter “has k presented nine statements which serve -as
conclueions from this study. The statements “clustered under three
“headings: 1) competence is judged relative to the context the mformetlon lt
- ’prowdes and the goals it ]mphes 2) competence is inferred from
performance and 3) the process of interpersonal Judgment contributes. to '
the resuitant appra:sal of competence. These clusters of statements were

developed into a culminatihg deflmtuon Commumcatuve competence is the

]

ability ~of a person to negottate shared meémng at an approprlete level of -

1
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coghitive and sogjal complexity, Furthermore, the judgment of

]

is a social judgment which follows the princ@es of classifica
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‘competence

r

tion and-




CHAPTER SEVEN: Implloatlons‘ r
‘\ o ‘ lntroductlon ‘

This study began with  tha questlon "What  constitutes

'communlcatlve con‘\petence in kmdergarten?"' it concluded w:th the ‘

. P

following defimtlon:' ‘
- . i . . ‘ A‘\ . o .
-+ Cominunicative competence is the ability of a person to
i 4 : o . ro
negotite shared meaning at an appropriate level of cognitive and
social complexlty S Furthermore the judgment of competence is
a soc:al judgment, which follows the prmclples of classnflcatlon
and attnbutlon ahd rests upon perceptlons of communicative

context and internalized norma.tlve expectations.

s
L}

greater sophistication; ansWers to questions spawned in the "real world" .

have application to that wOrld This chapter descrlbes the appllcatlons of
\
these conclusnons and the new questlons which they producs.
.Thls chapter extends th‘e information and conclusions of the

prewoue chapters, explorlng the |mpl|catlons of thls mformatlon First a

. fundamental maxlrn arlslng from. thls evndence lS stated then reorganizatlon

of thought and the skeleton of ‘a new model are’ descnbed These are

-

followed by conelderations of commonaluty and transferablhty . This
dlseertatlon concludes as lt began with consnderatxons of measurement

‘ ,interventlon and consultatlon wnth teachers

13

* Answel% to one set ,of_ complex questions lead to questions of

ot
t

.5
H
I
i




‘The Fundamental Nlaxim i L . l

-

One conclusion, which supercedes all others, has im'éor.tant

_ wnplucatnons for subsequent research. Stated as a simole credo, lt |s

»

A

Foreground Socnal lnteractlon The perspective afforde& by moving to a
mid-polnt in the analysis hierarchy - above the molecular emphasls and

below the global focus 5.facnlitates e‘cologlcmly valid ]nt'erpr‘etation of
et N ‘

‘ i_ri‘formati'onl Ali criteria of competence arose from social interaction; most
. ' . \ \ .

evidence cited by the 'teacher involved complex social and cognitive.

. activities. Consequently, ‘a pr'ime implication from this-vstudy is. that‘

‘subsequent research and application focus on soclal interaction. All other

|mpllcations are subsldlary 10 this,
A

Reorganization of Thought
The premise that mought becomes qualitetively different” through

reorganization is central to ‘the wrmngs of ‘Vygotsky, Wertsch, Bruner, and :

Cazden. The adult-child tutorlng aspect reported here broached this topic

. but had llmutations to its success More’ importantly, bowever thls study

suggested a methodology suitable for further mvestigatlon

As a result of usung the Picture Asso r;atlon sub-test of' the

.Hiskey-Nebraska the adult-child tutonng tasks mcreased in difficulty The‘? :

llmitatlons promlses more eluc:datlng results . ,\‘ St

test was admlmstered at both the begmnmg and end of the study, eeLtime ‘ -

standardlzed procedures were used flrst testlng wuth coaching, second.

'i Howaever, the results were constramed in two ways- 1) by the test’ s

artificial ceilmg during coachmg and 2) by the repetltion of the tests wuthln

Soa short time as opposed to admimstenng alternate forms.. Correcting these o

e T
T

[
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“Since a Challenge in st'udying language develooment is en‘caosulatin'g :

the reorgamzation of thought the . picture analogles tasks wuth coaching ) ‘,
‘ promlse to ‘allow such study Because the, materlals mcreased in cognltwe ,
dlffnchlty across ltems some children demonstrated varlatnon,s across’ the
cogmt\ve‘ demends of the tasks .Unfortunately, the more verbally caoable'
4 chlldren did not 8éncounter |tems whuch were sufflctently challengmg to .
‘ lis;ay this _varlatlon.. Nonetheless this set of items’ which became"'
}:eque'ntiall‘y ‘more:,difficult provided rlcher evndehce—;hian the single,‘activity"‘ .
fot:us‘reported‘ in related literature. o - | |
- ‘The other major-weakness of ‘the picture analogies materials was
that there was only one form. The use of the same materlals in two
) dlfferent testmg perlods wtth only elght weeks, between aclmmlstratlons
was lnadequate for capturing change over tlme. An equivalent but different -
form would hat/e pro’\'/ivded mo:re valid evidence.
| ‘The. conciusion, - therefore,” is that picture analogy, materials of
incre'aSing’ dlfflcult\'; show . promuse to‘r research regardin% the
reorganizatlon of thought as the result of tutorlng To be. effectlve
‘however the materlals must mclude additional ltems of greater dlfflculty |
“.and severel equ:valent but dlfferent forms of the actnvmes must be

a

. . . : ) ' . o N ,_ .
aveilable._ PN g , L . Yo
L ) ) Cos : P -

4

ldentnfymg Relatlonshlps Between Competencnes ‘

The use ot the term competencnes to descrlbe complex clusters of

'developmenul abtlltles serves to def,;ne and contrast these clusters but

" fails to. capture their mtrlcacles Among the untncacles are the mdlstmct *

‘ 'bounderies, the overlep among competencues that challenge speclfncatnon
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\

The focus. of this research was communicative competence However the

‘relatlonshup of this to other clusters of abmtles i.e. other competencles

and to speclfnc abllltles, i.e, skllls,. needs ’more defumtive specnfncatlon,'

These relationships can be considered to be horizontal relat'ionships - such

as connections ‘to,. social - and conceptual‘ competencies, and ve?tical

relatlonshlps such as the assocaatlon to noun-verb agreernent |rregu|ar
plurals and other |anguage skllls,

Horizontal Relationsh!p_

2 ' In thns research commumcatwe and cognitive competence merged '

recurrently " Although the "two were dlscussed contrastlvely ln,

understandmg the qunet chlldren they were mseparable in the adults’ views

of other chlldren This fusnon was consnstent with the umftcatlon of

thought and language in child development but the separablllty of this union

I3

: requlres additional exploratnon

Samllarly the relatlonshlp batween communlcatwe and socval
competence requlres study Forfmost chlldren socual and communncatlve
; abilities were parallel- competence in one 'paralleled competence in the

: oth‘er ln some chlldren especlally Rory and Bryan this was not ewdent

' Dlscnmlnatmg between soclal and coghnitive functlons of Ianguage may be .

umportant ln an applned sense as more" emphasls is placed on pragmatlc

language sknlls Ianguage in the soc:al context leen the contrasts in thls

study, it may be essentlal to’ determlne the dnfference between heurlstlc _
‘language functnon- language to learn and other lnterpersonal language ‘

'functlons Accordlng to the soclal context each may wnpact dtfferently on '

,-‘perceptlons of commumcatlve competence B ‘, SRR >
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,VerttcalRelatlonshlg ‘ ‘ ‘ | ‘ S SR
The Relatlonshlp Between Skull and Performance Another
lnterestlng questlon is the relatnonshlp between specmc llngulstnc usage and
‘general commumcatlve competence. The evudence in thus kmdergarten.
,showed a posmve but indirect relatlonshlp leen the - prevalence of
klll-releted testing isr school however lt remams lmportant to understand
- in what Vway language skllls correspond to cornmunlcatlve competence in
'the kmdergarten Two elternatlve actlohs could also be consldered Rl
lmprove the tests and 2) measure amld socnal mteractlon First, the lack Qf
correspondence between test scores and teacher ]udgment may be partnally ,

accounted for by ‘the psychometnc ‘weaknesses of the language tests.

Second, new assessment procedures situated in soqlal interaction ¢9}"d be
deyelbped;‘_this possibility will be discussed later in this chapter. . - ‘.‘-
Assumlng “that language - skills are lndeed dlfferent fr'om"

. communicetlve comp‘ete‘n‘ce,i one issue “wh‘ich is crmcal to better‘
unde'rstending is the chlld's application of pre\}ious learning’ in‘appropriate'

new contexts More specnflcally 'What are the causes for the dlscrepancy‘ o

'

between a Chlld S language mastery per se and his/ her utlllzatnon of these x

~lenguage sknlls wuthm speclflc contextual demands? How does a _chlld L

ldenttfy appropnate contexts ln whlch to employ prewously leamed
| 'language abllmes The |ssues here depend on understandlng both human,

( leermng, and the components of language ‘
. ’ ’ !
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The Skeleton of A Model ‘
("

One of the promnslng statements -among the conclus\ons of thns
dlssertatlon was the delmeatnon of three - components tn the school 8

- perceptlon of a Chlld development actnvuty "and learmng Predommant

v

within this, model was activnty whnch was foregrounded as the source of-all

-

evrdence regardmg both development and learnlng This ls a promtslng
‘context lt provndes / the contextual ’Iense much as the teacher s
percepnons did in the analysns of evndence in this research

’ Furthermore, thlS model allows attentlon to the critlcal process of

inference., Social _mteractuon aIIowe the teacher. to infer levels of

[

o

development and processes 'of learning for each child. These‘two‘

-

development and learmng are considered mter-related however smce the

. role of the school ls to facllltate Iearnmg the two are conceptually

separate. Use of this three component model with actwnty foregrounded is

: promlsmg for the mterpretatlon of m-school evndence

The lssue of Commonallty and Transferabmty

i

‘ Cross-context Constan y

The teacher in this research was chosen because she mlght "know" S

what constltuted commumcatlve competence m kmdergarten she had the
> ‘theoretlcal background and expenence in. the speclflc context whlch

promlsed well developed SUb]BCthQ norms 'Lhe evudence from thls study

-

conflrmed this expectatlon " SCT o - B S :‘.'—4-

One teacher however well chosen. cmnot be wewed as fll

teachers The commonallty of the fmdlngs of thls study across teachers

!

. . ' [
N Co L R . T [ \

"model for descrubmg subsequent evtdence anslng from the clessroom .

2
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across schools and across kmdergarten classes is the next loglcal extenston
of thls research. Broadenlng the populatlon Studled would undoubtedly lead

to some revaslon of ,the concl;{scons reported here Once revised to

Iy ]

' account for most kmdergartens a study of these prmcnples of

commumcatlve competence across age groups and non-school contexts

“

could occur. Conversely, an analysls of spet:uflc components Wlthln

t
-

, teacher responses mlght prove valuable

At each lavel of generahzatlon addmonal relevant laterature would be

. )

requlred but the etic to ‘emic to etic: sequence could be repllcated For

example all mformatton about the language of the school would be relevant .

in a repllcatlon across grade levels mformatlon about communlcatlon ln

' other contexts would be relevant as repllcatnon moves beyond the school

/

Charactenstlcs of Sy_mbol

lntra-personal Stabullty One concern regarding constancy ‘across

' contexts is the stability of commumcatlve symbols mterpersonally and

. U

lntra-personally There is no doubt that symbols are tempered wnth other -
factora—of—mdgment g, a Chlld who knows nursery rhymes does not |
automatlcally have good parents However symbols appear to have some .

stablhty |n thelr appllcatnon across chlldren Knowmg nursery rhymes ,was_
N

‘; not symbolnc only in relatlon to Lance scnssor use did not' apply only to the

twins These symbols were used both to categorlze an lndlvndual and allow ‘
comparlsons across mdwlduals ‘l'hus they had an mtra—teacher stabnllty
. lnterpersonal Snmllarity These symbols also had an mterpersonal

use end impl‘ ed understandmg acjoss adults When the teacher in thlst

'

study used the phrase "They are the kmd of parents who e she L
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;{demonstrated the expectatnon that her symbol was shared by the other ‘

adult. Given the cultural basns of many schoo!s the shared nature of some ,'

symbols across teachers remains extremely hkely’ Thns merlts further

‘study._ R Ce ,‘(,tlf
\ S ' ‘

Equlvalencies Furthermore symbohc equivaler\ctes merlt greater

understandmg Tymg shoelaces may be generally equtvalent to cuttmg wlth“ _

sclssors Beung able to recnte one’s full name, address and. phone number

m»ght be generally equnvalent to knowmg nursery rhymes The judgment of

competence rests not only -on spec:ﬁc performences and patterns of

performanoe but also on extensive variation across and wtthln these

~

patterns Resnstmg the analysis of competence mto components focus for

' study must be the synthesas of an mfumte varvety of compone&t\s occur,rmg v

[

\

. in shlftmg combinatuons
’ ' o ) v : " v -
‘Self-access. Another question is "How important isfit that teachers

be able to ‘access their own' Symbol Systems?" When soc:el change »
requlres attltude change can’ thts be achaeved by teachers changmg thenr

!

categorles to whlch the symbols nelate? Thls wm be discussed further in

" -

AR

the followmg sectlon
| | lmphéatlons for Judgment
‘ " - ln this" study the. sub]ectlve ;udgment of the teacher was valued and .
used as a perspectlve in’ interpretatton There was no evndence to suggest

that thts teacher was unnque in her judgments or that her perceptnen

systematncany dnstorted the ewdence, i is concelyable however that !
some teacher s’ subjectlve norms may be mappropnate ln such |nstances,
how can sub;ectlve norms be a’ltered? |

. R T )
et S e . .
o )

4 . - . B . . A
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The theoret:cal perspectives of this research suggest that a change

Mf} subjectlve norm mnght result from. changes in the attributes inferred from

?é'l:tﬂc prototypes A hypothetical .example might be the attributes

<

inferred toward a day care child”, The type of family accessing day care
and the quaslity of day care ayatlable have changed markedly in the last ten
Years; teachers who ‘SHcéa_ éttrdbuted low levels of development to "day care
chlldren” mey now p’é'r'ééiv‘e“ thern as having valuable school-relevant
T tralmng The prototyp‘e 'day care child” remains, but the inference on the

basis of changed Informatlon is dlfferent

L3

. Another change in sublectlve norms mnght result from a shlft in the

relative welghts assngned to, factors which contribute to forming
' N o ‘

judgments A’ child presents the teacher with extensive evidence about
his/her achievement, Some of this evidence.- ‘is imbued with greater
sigmflcence by the teacher some is not. A’ chuld ‘who functnons well m all

things exCeRt name copying for example might be seen as potennally

P

Iear‘aithg‘ disabled if the teacher attaches great nmportance ﬂgnostlc

‘ power to name copying. Howaver, if convinced that diffic ith -name

-

copylng is complotely normat until after age seven, the- teacher s relatlve

weighting of that factor would be reduced and. the resultant appralsal might

shift to “normel". . 5 .

These are interestmg theoretical questlons but they also- have
; practical nmplncattons. For example it mnght be possible to facilitate the
developrnent of . ecologncally valid norms in a new teacher, helpL teacher

moving to a hew communlty adapt hls/her exlstlng norms, or assure that a

r

‘o ~ teacher w:th unterfenng prexudnces is capable of valid assessment of

[ 3
U o
-
y o

e
. T
P A NN

/
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children, The importance of these ‘possibilitles rests chbn these
assumptions: 1) the‘classifica‘tion of other people is a natural response by
peoplé organizing thé phenomena of their lived reality - it is Inevitapl_q, 2)
valid subjective norms increase the teacher;s ‘ability as "gatekaéper" in
facilitating a child's lear;\ing ~ it Is functional, and 3) teacher judgfnent
provides the critical link in interpreting child performance in context - It— ts
important,
Implications for Measurementr and Intervention

. -
Standardized Measurement

The question of this study, "What cénstitutes cdmmunicative
competaence Tn kindergarten children?” emecgeé from 'the researcher's
perception of a discrepancy between language test scores of kindergarten
children and their “real world" functioning. Consequently, the conclusions
of. this study have im‘plications' for the context fromy Which the question
emerged. Either language tests do not assess what the teécher observes
or they do not test what the teacher considers important. Nevertheless
there is an unspecified overlép/t;etween test scores and teacher judgment.
Additional research will be required, to better understand the contrast:
between the two assessment perspectives. '_

‘r

A logical recommendation from this research is that measurement
L

be situated in contextually relevantl activity. ‘Her‘ein is a major dilemma. To
~date most procedures accepfable on the basis of reliability and external .
Av'alidity remain reductionistic and fail to. include the rich .inter;reti\ie
information from the interaction. This is one of 'the major frustrations of

research at the activity level -- and one of-the greatest cmllangoé.

A
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A recent article by well-respected researchers is a prime iliustration

of the neéd for measurement which considers interaction (Cole & Dale,
1986). The intent of the study was to compare the efficacy of two:

’

intervention approache;: 1) direct langdage intewention..uging alicited
imitation, and 2) interactive language facilitation, whicﬁ lncor‘porates"
"repeate& expolsme to the specific forms to be learned in a context Qhere
the child can associate the utterance with the event or stimuli in the
environment”™ P, 207). The polst-test rr)elasures‘ were: 1) syntactic
(computation of mean Jength utterance ang use ‘qf Lee’s '(1974)
'«davelopme.ntal sentence scoring),‘ and 2) pragmatic (cooveréationél acts and
topic continuation). All of "these are well documented post-treatment
_——evaluation techniques; - however, no.ne captured the social interaction
context a&dressed in this ,dissertation. Comparing difept and interactive
intervention  without measuring interactive'. outcomes hobbieas tﬁe
gonclusions of Cole’s and Dale’s study. |
The Measurement Dilemma
+ This study by Cole and Dale typifies an important dilemma.
Institutions whic;h require evidence of accountapility mandate standardized
measurement. Standardized measurement of communicative competence
as defined hefg does ﬁot .exis't. ‘Thié frustration also has spéci?ic
imp]it_:ations for remediation . since on.el important consideration from the

evidence reported here is situating intervention amid interaction. However,

changes_in" remediation processes require justification acceptable to the
\. . : .
professional community, and conclusions of this type require an acceptable

instrumeént to measure differences in perfdrmance.
! -

\
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Although measurement in lahguage has typically been quantitafive,

qudlitative measures would be acceptable once their reliability and validity

had been established. Qualitative measures allow richer less reductionistic

In‘terpr‘etation and provide a more promising "solution to\ this challenge, A
meaSurement §trategy which captures .the nuance; of language during sociaf
interaction but also meets scholarly demands for reliability and validity will
be the c.ritical requisite for, subsequent research‘. Such an instrument,

,

which currently evades specification, requires development.

o

]'_Le Question of the Adult as Synthesizer

A major difficulty in the application of standardized procedures was

the reductionism they forced; much of the evidence available to the °

examiner was not admitted for consideration. The discrepancy between -

what the examiner_'knew" from the child's performance and the segment of
_ "knowing” the test sampl‘ed' has been described before. However,
weaknesses are easier to identify than solutions, |

One promising type of analysis - was illustrated by the descriptors of
adult roles adapted from Wood, Bruner and Ross (1976). ‘At issue,
however, is whether the analysis of.the adult's résponses to th\e child
causes a distortion or an integration of the evidence. ‘That is, does rolying.
on the adult's perception preclude accuracy or does it prbvide a rich,

cb‘ntextuall'y ~valid description. '.I’he‘ agreement this fesearcher has

experiénced with oﬁ'ier professionals in viewing a child suggests that a_

more integrated description of chitdren's‘resbonseé to controlled activities

can be developed, and that such a technique can be both valid and reliable.

~

b
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+

éituating;measixrement in interaction ;hould glll’ovi?é tﬁe oppormﬁity
to reflect fhe dyn&ﬁic negotiation of shared .me‘anin'g‘. n\shduld provide the
opportuﬁlty to understand and obijectify this inter-action, espéciéII.y as
ex‘efnplified ih‘ the tllnoring procegS between a c;hild and an' adult, This
perspective should also allow the ré}:ognition of the impﬂo&anée of context,
it§ implfcat}on of boals and its provision ‘of evidence for judgment. .
Remadiation with Ecological ﬁllgj_lg |
One | of the underlyif;g aésumptlons of Ianguagé r"eme‘d‘iation “in
schools’ i‘s that an improvement tn ianguage ability ‘willl increase t‘ﬁe
probability of success in academic areai.;. Thjs does 6ccur, but it i.;; not
certain. This lack of a direct predictable -relationship between l‘an}guag>e .
imbrovemem and academic ‘achi‘ejvemem is logically linked to tt)a comrast‘ in
thisv Stuqy between. language ’sl.cill and communicativé pomp;tence. It is
necessary to incr,ease\our uhderstanding of thfs critical relationship so that
remediation Will'fnaximize the ghild's effe;ﬁvéheSs in tﬁa schoo{ context. |
Gtiliution in context invélves more than the theoretical links
betvyeen skill and Aperforma‘nce, it also depends on fhe child's_operational
ability, to saleét frém an existing repert’oiré of skiITs and hpply flwese skills in
‘a novel 'co'ntext. Furthermore, abilities need to be cc‘Sr‘r_!binedv in unidﬁé
dyhbarﬁicl:‘pattems. Thus, as well as understanding the ’rel‘ati‘onsh‘i;‘: between
skl and*vpérféfmancq, we also need to know-if\ what ;\)va'y'(a'kchild selects a
.sipecific‘. sk‘ill for apbli_ckaiipri.fl‘ The process of , selecting from one's .
“ commuhicative rép_ertoite "is an equally challenging t6p'ic; for furiﬁer ’

\ .consideration.

s
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o Assu'ming.,,that skills are Iearned in the context of actiuity, the failure
of a skill to appear in another context may be the result of limited lear'ntng
or of a limited'ability to apply what is learned. We nedd to understand
more fully the cross-context application o,f. learning.

Implice‘tions for Consulting: The Teacher’s Perspective ’
Activity as Indicetor I ' ;o
The first day in tne classroom' this researcher learned a‘crit‘l
lesson; the teacher 'useo actiuity as a direct ‘indicator of Iertouege
competence. ‘More 'exactly, the teacher did not listen to spontaneous
f'speech for noun-verb agreem_ent,. Iength‘of, utterenCe or irregular plura_ls;
" the teacher .Iistlened to oral Janguage as an indicator of curr'entde‘veloprnent.
and  situatignal learning. She foregrounded activity;lspecific skills were
ancillary. | | | |
The consultant discussing a child with 8 teacher may misinterpret
information if‘ the‘orirnac:y of the interactive\oer‘speotiveIi's rninimized. A
teecner who says “the other ‘cnildren don’t understand‘him' is saying‘
preclsely that "The consultant may analyze the statement to n;een the chnld
~has- hm;ted vocabulary unmtelhglble artlculatlon Makmg this mterpretatlon '
may sngmﬂcantly alter the meanmg of the statement .The d:rect relatlonshipl
of language skills .to Ianguage performance is poorly understood the sum
of language skllls as we typucany descrlbe them does not equal languege u

competence The: teacher meant speclflcally what was said; reducing the L

-

descnptnon to its lmgulstlc components Ioses the contextual slgmflcance of _

the dlfficulty
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lnfml, from Symbols -
| o ~ Due to'..the‘contextual‘ sionificmce the teacher's. statement "the |
other chlldren ‘don’t understand hlm could not’ be accurately reduced to a
statement of language skllls This does not mean that all the teecher‘s
statements should be mterpreted llterelly Many teacher statements need to
be understood for their implied meanlng, -
Not only dld the teacher foreground actnvuty but she placed greater’
) welghtlng on some occurrences than on others Some aspects of
| chnldren s performances e.g. use of scissors and knowung nursery rhymes,
had lmportance beyond the actual value of the behavior.. These
. occdrrences allowed mference of additional information, they were
symbols of developmentel status and indicators of maturlty |
Often mferred meanlngs could be understoogd easlly by assuming the '

' preface"'l-‘le’s the kind'of. child who . " This prompts the listener to.infer
an entira pattern of behavior from some prototyplcal charactenstlcs
Consequently consultants talknng to teachers may be well advnsed to
- consider whether descrlptlve statements are actually prototyplcal
‘k statements whlch require broader mterpretatlon -
The |rnpl|catlon from this study in understandmgk teachers
perspectwes ns to avold reductnonisrn Complex actlvmes should be

: consldered es complex actlvmes wsth all the varlatlons and |nteract|ons such ;

conslderat:on entells Some serve as mducators of even broader patterns

'of behawor As long as the reletuonshnp between specnfnc Sklll analyses and

the complexmes of socual mterectnon remain unknown the Ievel of .

'

descrlptuon should be at the level of lnterpretatlon actwnty
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Summary of Chapter Seven

‘ ] When knowledge |s ganned regarding Jcomplex q_uestlons two types ‘
of imphcations occur applicatlon and research In this study the question
arose from the real world” and the application of results correspondmgly
occurs in the “real world" Whlch spawned the question Similariy theﬂ
conclusnons from this research ‘address. questions from complex issues

r

- More questions, now somewhat more sophistncated, remain.

i
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