On Some Significant Aspects of Growing LI Communicative
Competence
Analysis Based on Teacher-Pupil Interactions in Primary School with Respect to

the Age Factor

Helena Klikarová

Diploma Thesis
English - French, magisterial study
Supervisor: PhDr. Renáta Pípalová, CSc.

The Faculty of Education, Charles University in Prague
Department of English Language and Literature

2007

Čestné prohlášení
Prohlašuji, že téma diplomové práce jsem zpracovala samostatně, za použití uvedené
literatury a přispění vedoucí diplomové práce.
' s>

Acknowledgement
I would like to thank m y supervisor PhDr. Renáta Pípalová, CSc. for her

constant support during the preparation of the thesis.
Moreover, I would like to thank Mark and Helena Greathouse who made it
possible for me to do the research project in the USA.

Contents
Chapter 1 INTRODUCTION
1.1 Conversation
1.2 Purposes
1.3 Characteristics of the material
1.4 Description of the classes

1
2
3
4

Chapter 2 SECONDARY SOURCES
2.1 Geaney
2.1.1 Written and Spoken English
2.1.2 Specificity of classroom interaction
2.1.2.1 Instructional language
2.2 Tsui
2.3 Grice

6
6
7
7
8
11

Chapter 3 PROCEDURE
3.1 Overall description
3.2 The first phase - word analysis
3.2.1 Recounting
3.2.2 Example of analysis
3.3 The second phase - overall analysis
3.4 Hypotheses

13
15
16
18
20
21

Chapter 4 INTERPRETATION OF RESULTS
4.1 The first phase - word analysis
4.1.1 Comparison of adult-child samples within the same grade
4.1.1.1 The first grade
4.1.1.2 The third grade
4.1.1.3 The fifth grade
4.1.2 Comparison of samples across the grade boundary
4.1.2.1 Distribution of types and tokens
4.1.2.2 Distribution of lexical and nonlexical types
4.1.2.3 Distribution of particular lexical parts of speech
4.1.3 Tables
4.1.3.1 Table 1 - overall corpus
4.1.3.2 Table 2 - types and tokens, length of turns
4.1.3.3 Table 3 - lexical and nonlexical types
4.1.3.4 Table 4 - grade subcorpora - lexical parts of speech
4.2. The second phase - overall analysis
4.2.1 Cooperativeness
4.2.1.1 The first grade
4.2.1.2 The third grade
4.2.1.3 The fifth grade
4.2.2 Cohesion
4.2.3 Structure of the instructional language
4.2.4 Incorrect usage of English
4.2.4.1 Grammatical mistakes
4.2.4.2 Wrong usage of vocabulary, innovations

22
22
22
23
24
25
25
26
27
30
30
30
31
32
35
35
35
38
39
40
41
43
44
47

Chapter 5 TAPESCRIPTS
5.1 Samples for the first phase
5.1.1 The first grade
5.1.1.1 Sample 1
5.1.1.2 Sample 2
5.1.2 The third grade
5.1.2.1 Sample 1
5.1.2.2 Sample 2
5.1.3 The fifth grade
5.1.3.1 Sample 1
5.1.3.2 Sample 2
5.2 Transcriptions of the whole interactions
5.2.1 The first grade
5.2.1.1 Conversation 1
5.2.1.2 Conversation 2
5.2.2 The third grade
5.2.2.1 Conversation3
5.2.2.2 Conversation 4
5.2.3 The fifth grade
5.2.3.1 Conversations
5.2.3.2 Conversation 6

50
50
50
51
53
53
55
57
57
59
62
62
62
63
64
64
66
68
68
74

Chapter 6 CONCLUSION
6.1 Summary
6.2 Further research

82
86

References

87

Chapter 1
INTRODUCTION
1.1 Conversation
Face-to-face conversation

is one of the most

important

ways of

human

communication. It combines both verbal and non-verbal elements.
The basic principle of conversation is that a message is communicated between a
speaker and a hearer. The speaker produces the speech and the hearer tries to interpret it; in
other words the speaker encodes a message and the hearer decodes it.
It is not only the meaning of words that is decoded. Many other aspects help us in the
interpretation, e.g. intonation, speed of talking, volume, pitch, eye movements, facial
expression, gestures.
Again, we interpret not only the components of a language, but above all we try to
understand the way the language is used. We try to reveal the speaker's intention and interpret
the message according to this intention. The linguistic discipline which deals with the
intended speaker meaning is called pragmatics (Yule, 1985).
There is another discipline, closely interconnected with pragmatics, called discourse
analysis. Yule defines discourse analysis as a study which deals with "how we, languageusers, make sense of what we read in texts, understand what speakers mean despite what they
say, recognize connected as opposed to jumbled or incoherent discourse, and successfully
take part in that complex activity called conversation." (Yule, 1985:104)
When we interpret a message, we rely on the fact that it has a certain structure. We
suppose that there are certain links which connect particular components even across the
utterance boundary. This phenomenon is called cohesion and the links are called cohesive ties.
However, cohesion alone is not sufficient for interpreting a message. There are texts
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which have a clear structure, in spite of the fact that they are not intelligible. They lack
coherence. Yule (1985) says that coherence is not something which exists in the language, but
rather something which exists in us. We try to arrive at an interpretation which is in line with
our experience of the way the world is.

1.2 Purposes
The study focuses on the discourse analysis of primary school children interacting
with adults. The interactions were observed and recorded in the school environment (see 1.3);
that is to say, the participants involved in the research were pupils and their teachers. The
essential issue of observation was the growing LI communicative competence with respect to
the age factor.
The aim was to find out some significant differences in the speech of both children
and adults taken as individuals, as well as in their manner of mutual communication
depending on the age of the pupils. The values investigated were the wealth of wordstock,
social distance between the pupils and teachers, and chosen subcategories of the overall
conversational analysis, i.e. cooperativeness, cohesion, correctness of the employed language
and the formal structure of the interactions. The specificity of school communication was also
taken into consideration.
The study is not based on any previous research of this kind. All the hypotheses to be
proved true or false arise from the interactions themselves (see 3.4). The above mentioned
categories of analysis were expected to be possibly different in the particular age groups even
without previous detailed investigation. The choice was made judging from the brief and
general analysis of the recordings and their transcriptions at the beginning of the project.
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1.3 Characteristics of the material
The corpus consists of transcriptions of audio recordings which were made at Barnes
Elementary School in Beaverton, Oregon, USA. The recording took place during two weeks
in May 2006.
Originally, it was planned that there would be another source of recordings, i.e. the
British International School of Prague. The headmistress accepted my requirements for the
project, but finally was not very cooperative and did not support recording very much.
Consequently, no recording took place there, and all the material comes from the above
mentioned school in the USA. The two weeks were a short time to get enough material for
large-scale research. Therefore, the results are only preliminary and need to be verified if
more material is obtained.
Barnes Elementary is a middle-size school which is attended by many students from
low-income families. There is a large Hispanic minority, about one third of the pupils, and
also a considerable number of Asian pupils. Therefore all classes include several non-native
Americans whose English varies from a low proficiency level in new immigrants to almost
English-native-speakers' knowledge in long-residing children.
Fortunately, both the headmistress and the teachers were flexible and satisfied my
requirement to work only with English native speakers. All the recorded children were pupils
°f this school and all the adults were either teachers or members of Experience Corps.
Experience Corps, or also Foster grandparents, are retired people who help teachers in their
class. They do everything that is needed at a particular moment. They work with individuals
who are behind the rest of the class, they work with groups when the class is divided, for
example, into discussion groups, or they accompany children on field trips.
The recording was done in three classes: the first, the third and the fifth grade. That is
to say there were children of seven, nine and eleven years of age. Both one-to-one interactions
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and group discussions were recorded. Most of the recordings were made in the classroom, so
the topic of the conversation was more or less set. Nevertheless, the recorded activities were
very communicative, e.g. expressing one's opinion of a book or telling a story whose topic
had not been assigned before. Thus, the pupils could use much of their own intiative and
creativity.
The recording was not performed in secrecy. Although both the teachers and the
children's parents gave permission for me to do that, it was not technically possible to hide
the tape recorder somewhere and get an intelligible recording at the same time. However, the
"open" recording did cause some problems. Since I was a complete stranger to the children
and a foreigner at the same time, I was supposed to stay with the Experience Corps workers
and record the children they worked with. The tape recorder made some children nervous, and
they were either shy to speak or spoke so quietly that it was impossible to understand them
clearly. This happened especially in the first grade.
Moreover, the school classroom is a noisy place, so although 1 cooperated with an
English native speaker while transcribing the recordings, some passages of the conversations
were inaudible or unintelligible.
It should be noted that transcriptions of the audio recordings keep the American
spelling.
All the children's and teachers' names have been changed for privacy reasons.

1.4 Description of the classes
The atmosphere in the classroom of each grade was different.
The first graders seemed to be rather restless and were not able to concentrate on one
task for very long. The conversation with them was difficult, because they tried to
comprehend all that was happening in the classroom at a particular moment and did not pay
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full attention to what they were supposed to do. Moreover, once they started doing what they
were expected to do, they did not seem to cooperate with the adult very much. If they wanted
to say something, they said it, no matter if it pertained to the topic or not.
The main role of the adult in the first grade was to make the children do what was
expected. That is to say, they had to repeat the task or the question several times, the more
simply and slowly, the better. The distribution of the roles was unequal. The teacher's role, in
the process of teaching, was that of an instructor.
A different situation could be observed during a casual conversation during the break
(see Tapescripts, 5.2.1.2). Here the children were still very lively, but the role of the teacher
changed. She did not want them to do anything in particular, so she did not have to repeat the
same question or command all the time. She was more like a parent in that she talked freely
with the children and gave them advice.
As far as the third grade is concerned, the atmosphere was different. The children were
able to stay focused for a longer time. In conversation, however, the teacher's role was still
similar to the one in the first grade. Her main contribution was that she tried to push the
conversation forward, because the children waited for initiatives to speak.
The discussions in the fifth grade seemed to be advanced. As in the first grade, the
teacher asked questions, but she reduced the social distance by the way of her speech. She
was very open and supportive. She often used positive evaluative expressions, e.g. awesome,
nice job, interesting. She also used initiations such as What do you think... ?, Why do you
think... ? etc., which induced the pupils' thinking.
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Chapter 2
SECONDARY SOURCES
2.1 Geanev. P.: Discourse Analysis and Related Topics for Teachers of

English as a Second Language (1996)
2.1.1 Written and Spoken English
According to Geaney, written and spoken forms of communication differ significantly.
For each of them, there are several typical aspects.
Written English, or generally the written form of the language, lacks features such as
intonation and stress and non-verbal elements like gestures.
Unlike the writer, the speaker usually does not have time to think for very long about
what he/she is going to say and how to say it. Generally, the vocabulary is not as rich as in the
written form. Moreover, spoken language employs fewer complex sentences and embedded
structures. It is generally less planned and less organized than its written counterpart. The
written form, however, pays more attention to the selection of vocabulary, syntax and
punctuation.
Written English is supposed to be self-sufficient. In a conversation, if something is not
understood, it is relatively simple to ask the speaker to repeat what has been said, or to clarify
what is meant. With a written document, however, the writer may be far distant from the
reader. So, it may not be possible to get the extra information required.
Spoken English employs fewer content words in proportion to the total number of
words than Written English. However, it uses more grammatical or function words. Content
words are those that have lexical meaning, such as nouns, verbs and adjectives; whereas
grammatical words have only grammatical meaning. These would be determiners,
prepositions, pronouns, auxiliary verbs, and the like.
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2.1.2 Specificity of Classroom Interaction
Geaney argues that the language used in the classroom differs significantly from that
used in everyday conversation. He claims that the teacher employs at least two different
varieties of language. "One is the ordinary social language which the teacher uses in
managing the class, but a social language that is so directive in form, and so 'uni-centred',
that it bears little resemblance to the type of conversational language we have already looked
at. The second is the instructional language the teacher uses to convey information. A possible
third is the subject specific language of whatever is actually being taught." (Geaney, 1996:92)

2.1.2.1 Instructional language
As it will be shown later in the thesis, there is one conversation from Barnes School
employed in the analysis which deals with the discussion about a book the pupils have read
(see the transcription in 5.2.3.1).
Geaney describes the same activity from the teacher's position. After the students have
read the text, the teacher asks reference questions which may be of two types: closed and
open. The former are only comprehension questions, "the answers are either right or wrong,
and can, normally, be answered in just one word." The latter, however, "invite the student to
go beyond the factual information, ... for example questions beginning with 'Why' or 'What
do you think would happen . . . ? ' " (Geaney, p. 114)
Closed questions may be illustrated on Geaney's example ( p. 114):
Teacher. ... Aluminum, OK. Aluminum. Here we go ... What do we make from

aluminum?
Student-. Wiring.
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Teacher. Ah, wiring, yes. Electric wiring. These wires have inside ... copper.
Copper's very good, a very good conductor ... of electricity. ... Aluminum, what do
we make from aluminum?
Student: Utensils.
Teacher. Utensils. Good. Aluminum. Yes, like pots and pans that you use to cook is
also, many times are aluminum. Good. Also doors, windows, yes? ... OK ...
Doors, windows, utensils.

2.2 Tsui, Amy B.M.: English Conversation (1994)
The thesis employs some terms from Tsui's and Sinclair & Coulthard's conception of
discourse analysis. This conception was originally aimed to be used for classroom interaction.
Turn Tsui defines a turn as everything one speaker says before another speaker
begins to speak.
Act, move, exchange
These terms may be illustrated on the following Tsui's example (p.9):

Teacher: What does the next one mean? You don't often see that around here. Miri.
Pupil: Danger falling rocks.
Teacher: Danger, falling rocks.

This is a typical classroom exchange. According to Sinclair and Coulthard, it is made up of
three moves: an initiating move from the teacher, a responding move from the pupil, and a
follow-up move from the teacher. A move is the smallest free unit of discourse and is made up
of one or more than one act. The teacher's initiating move is made up of three acts: a
question, 'What does the next one mean?'; a statement, 'You don't often see that one around
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here'; and a nomination, 'Miri'. The responding and the follow-up moves, however, are each
made up of one act." (p.9)
Turn vs. move
The terms turn and move frequently overlap, but there are cases where one turn
includes more than one move.
Tsui's example (p. 10V.
Teacher: Can you tell me why do you eat all that food?
Pupil: To keep you strong.
Teacher: To keep you strong. Yes. To keep you strong.
Why do you want to be strong?
"There are three turns, but there is more than one exchange. When the teacher says 'Why do
you want to be strong?', he is clearly starting another exchange. In other words, within the
same turn made by one speaker, there can be two moves. ... The teacher's second turn
therefore consists of two moves: a follow-up move which provides feedback to the pupil's
answer, and an initiating move which solicits an answer from the pupil." (p. 10)

If a person asks something, there is a certain presupposition what the reaction should
be. If this presupposition is not fulfilled, it is termed to be challenged. There are
various pragmatic reasons for a person to use a challenging move (see below).

Responding move and challenging move
Tsui argues that not all moves following an initiating move are responding moves. An
initiation move can be followed by a move that is totally unrelated, as, for example, in the
case of an interruption. There can be many other reasons why a speaker employs a
challenging move. In example (1) below, (a) is the only neutral answer to A's question. Off
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the context, the question What's the time? presupposes information about the time coming in
the response.
(1) Tsui's example (p. 161V.
A: What's the time?
B: a) Eleven.
Other responses and challenging moves:
b) Time for coffee.
c) I haven't got a watch, sorry.
d) How should I know.
e) Ask Jack.
f) You know bloody well what time it is.
g) Why do you ask?
h) What did you say?
i) What do you mean?
(2) Tsui's example (p. 159):
Linus: Do you want to play with me, Violet?
Violet: You're younger than me.
Linus: She hasn't answered my question.
(3) Tsui's example (p. 166V
X: I'm writing this paper here ah and ah Hong Kong being the most densely populated
area on earth, is this still true?
H: Oh I don't know, there're a lot of dense people here, let me tell you ((laughs))
(4) TsuTs. example (p. 166)
G: Is he here in Hong Kong?
S: Oh I don't want to talk about who he is.
G: No, I wouldn't ask you but I just wodered if he worked here um.

"A challenging move can occur after an initiating move as in (1), or after a responding move.
The head act of a challenging move is realized by an initiating act. Therefore, strictly
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speaking, a challenging move is a kind of initiating move which challenges the
presuppositions of the preceding initiating move or responding move." (Tsui, p. 163)

2.3 H.P. Grice: The Cooperative Principle (1999)
In his article Logic and Conversation (The Discourse Reader, 1999:76-88, later
referred to as DR), H.P. Grice deals with the term of implicature, i.e. what is implied by what
we say.
Grice distinguishes conventional and nonconventional implicatures. The former are
closely related to the conventional meaning of the words; in other words we mean what we
say.

Grice focuses on the latter, namely on the subgroup of

so-called

conversational

implicatures. He assumes that people have the skill of intuitive understanding of the meaning
judging from the context. They are able to recognize the speaker's intention even though it is
not expressed by the words as such. Besides the context, they "rely on the conventional
meaning of the words used, together with the identity of any reference that may be involved;
on the background knowledge and the Cooperative Principle and its maxims." (see below)
(DR, 1999:83)
Conversational implicatures are essentially connected with certain general features of
discourse. Grice argues that our talk exchanges are, at least to some degree, cooperative
efforts. Each participant recognizes in them a common purpose. This purpose may be fixed
from the beginning (e.g. by an initial proposal of a question for discussion), or it may evolve
during the exchange; it may be fairly definite, or it may be indefinite and leave considerable
latitude to the participants (as in a casual conversation). But at each stage, some possible
conversational moves would be excluded as conversationally unsuitable. "We might then
formulate a rough general principle which participants will be expected, other things being
equal, to observe, namely: make your conversational contribution such as is required, at the
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stage at which it occurs, by the accepted purpose or direction of the talk exchange in which
you are engaged."

(DR,1999:78) The author calls this the Cooperative Principle.

Grice distinguishes four categories: Quantity, Quality, Relation and Manner. Under
each category fall certain maxims and sub-maxims.

•

QUANTITY:
Make your contribution as informative as is required (for the current purposes of the
exchange).
Do not make your contribution more informative than is required.

•

QUALITY:
Try to make your contribution one that is true:
Do not say what you believe to be false.
Do not say that for which you lack adequate evidence.

•

RELATION:
Be relevant.

•

MANNER:
Be perspicuous:
Avoid obscurity of expression.
Avoid ambiguity.
Be brief (avoid unnecessary prolixity).
Be orderly.

Grice relies on the fact that people behave in certain ways. Their course of action is led
by the habit which they acquired in childhood. This habit is generally conformable with the
above mentioned maxims.
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Chapter 3
PROCEDURE
3.1 Overall description
The very first step in preparing this thesis was to transcribe all the recordings from the
school. The transcriptions were discussed with a native speaker who helped to correct
potential misunderstandings and clarified the parts which I was not able to understand myself.
Nevertheless, there are numerous passages which were simply inaudible or unintelligible even
for the native speaker. For the sake of objectivity, such passages were disregarded for those
tasks where the concern was on the individual word stock; that is to say, they were not used
for the tasks where the analysis was aimed at the quantity of uttered words.
The transcriptions being done, the next step was to divide the conversations into
particular samples which were to be examined in detail.
It was necessary to choose a unit of analysis which would correlate accurately and
clearly with the data and would be replicable. For this purpose, Tsui's terminology was used,
namely turns (see 2.2).
The particular samples employed in the thesis consist of forty turns, out of which
twenty turns are uttered by a teacher and twenty turns are uttered by a pupil/pupils (see 5.1,
Tapescripts). There is one exception, however. Sample 1 from the first grade includes only
twenty turns in all, ten turns employed by each of the two participants, teacher and pupil (see
4.1.3.1, Table 1). The conversation is not fully intelligible and therefore only a part could be
used.
Due to the lack of continuous and intelligible recordings from the first grade, it was
finally possible to get two relevant samples from each of the three grades, both of children
and adults. The thesis employs in all six conversations, i.e. two from each grade. The above
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mentioned samples are drawn from these conversations. The first phase of the thesis (see
below) operates with the samples while the second phase investigates particular examples
from the whole conversations (see chapter 5, Tapescripts).
The forty-turn samples in children and adults do not always fully overlap. In other
words they do not contain the same part of a particular conversation. Those twenty turns for
each participant (or group of participants) were counted regardless of how many participants
there were in the conversation. The chief factor is the age group. Therefore, in group
discussions pupils complete their twenty turns earlier than the teacher. Some samples include
not only the teacher's and the pupils' participation, but also mine which was not subjected to
scrutiny in the first phase. My participation is taken into account only in the second phase
whenever it is relevant for the children's reactions.
The first phase of the thesis is a word analysis, investigating the wealth of individual
wordstock. It analyses the distribution of the language in a sample. It studies the number of
types and tokens (see below) and also the distribution of lexical parts of speech: nouns,
adjectives and lexical adverbs and verbs.
The second phase employs some of Tsui's terminology of conversational analysis. It
does not process the data statistically as in the first phase. It concentrates instead on particular
examples from the six conversations and tries to reveal tendencies in the child-adult
interaction depending on the age of the children.
The reason why the methodology of the thesis employs two types of data processing is
as follows: The conversations are not comparable in terms of quantity since they vary in
length. Moreover, there is lack of material from the first grade (see the reasons in 1.3).
Therefore, the conversations (or parts of the conversations) were divided into samples so that
there would be a unit of quantitative measurement. These samples are used in the first phase,
i.e. the word analysis. However, only two samples from each grade would not be sufficient for
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the analysis of the second-phase categories (see 3.3), since the overall analysis requires
examples from the whole conversations.

3.2 The first phase: Word analysis
The first information to learn was the number of words in each sample, because
although the samples have twenty turns per participant, they vary in length significantly. For
this purpose, a special computer programme was used. It made a list of all graphic words
included in the sample and arranged them in order of frequency. A contracted form counted as
a single graphic word. The programme mentioned not only the total number of all words, but
also the number of different words, that is, the number of word tokens and types.

The Random House College Dictionary (later referred to as RHCD) defines type
and token in the following way: Type is the form of a word, expression, symbol
etc., as opposed to a specific instance of its use. In the expression "Mary, Mary"
there is one type and two tokens. (RHCD, 1984:1422)
Token is a specific instance of the use of a word, expression, symbol etc. Cat and
cat are two tokens of the same type. (RHCD, 1984:1381)

The list of words was then further analysed. All lexical parts of speech, i.e. nouns,
adjectives and lexical adverbs and verbs, were chosen and counted apart in four groups.
In the case of verbs (see also 3.2.1), there is continuous transition between the verbs
with clear lexical meaning and those which lose their lexical importance, e.g. auxiliary verbs.
In this area of periphery, there is no clear boundary between the lexical and nonlexical verbs.
Being aware that the boundary may be placed differently, I divided the verbs as follows:
Auxiliary verbs were taken as nonlexical. Modal verbs were considered as enough lexically
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sensitive to be classified as lexical. However, there is one exception: The modal verb will was
not taken as sufficiently lexically important. It was classified as nonlexical, its meaning being
closer to auxiliary verbs than to modal ones.
As far as fillers are concerned, they were considered as nonlexical, although 1 am
aware of their variable lexical importance. For example, fillers such as actually or like tend to
be lexically emptier than a bunch of stuff. Still, they were not taken as sufficiently lexically
relevant to be classified as lexical types.
Frequently, the children started one utterance, then stopped and reformulated their
thought in a different way. However, all the expressions employed were taken as valid. If the
child used an incomplete word and it was possible to reconstruct its form, this word was
considered as a token of the complete type. Expressions such as uh, uh huh, huh uh, etc. were
considered as independent nonlexical types, since they were often used alone as a complete
turn. However, all the "expressions" whose main function was to fill pauses in speech, e.g. ah,
um, aa, were considered as one type.

3.2.1 Recounting
The obtained numbers needed recounting since the programme took plural forms of
nouns or contracted forms and different tenses of verbs as different types. In this case, if a
person used, for example, the verb to be in the forms is and are as well as in the contracted
forms '5 and 're and also in the past simple tense (was, were), the programme interpreted this
as six different types. This fact would skew the final results. Therefore the notion of lexeme
was established. Peprnik (2000:138-9) defines a lexeme as an "analogy to ... linguistic terms
- phoneme, morpheme. It may also be called a lexical unit. The term 'unit' implies that it may
be 'one word or an association of several words in a phrase'. But lexeme covers one more
important function besides being a denotation for a class of objects or properties to which the
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expression applies. It is also an abstract unit bringing 'under one way' all the different word
forms, i.e. the clusters of inflectional variants or versions (go, goes, going, went, gone; man,
men, boy, boys) and orographic variants (theatre, theater). In this sense, lexeme is a potential
unit".

In the thesis, thus, lexeme corresponds to type which features in the tables. The

category of token used in the tables gives the total number of all word tokens employed in a
particular part. For example, if a sample includes 15 noun types and two of these types are
repeated, the total number of noun tokens is 17.
As far as nouns are concerned, the same lexeme includes tokens of a noun both in
singular and plural. Personal names were also taken as one lexeme, even if they consisted of
more than one graphic word, e.g. Walt Disney or Snow White.
In the case of adjectives, the positive, the comparative and the superlative forms were
considered as one type.
Verbs were handled in a similar way. All tenses, the third-person-singular s and the
contracted forms (including negative forms) were taken as tokens of the same type. As far as
phrasal verbs are concerned, they represent independent lexemes, but the particles and the
prepositions are subtracted from the total number of types.
The numbers of nouns, adjectives, adverbs and verbs are expressed also in percentage.
They show the proportion of a particular part of speech in the context of the whole
performance (see 4.1.3.4, Table 4). Table 3 (see 4.1.3.3) shows the total number of lexical
parts of speech per sample, as opposed to nonlexical ones.
In addition, the length of particular turns was taken into consideration. However, the
basic unit here is a graphic word, not a lexeme as in the previous case. In this case, only the
length as such is important, not the content. There are three categories of evaluation: the
longest turn, the shortest turn and the average turn.
Both the children's and the adults' speech were analysed in this way.
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All the information obtained is summarized in the results (see 4.1) and in the tables
(see 4.1.3).

3.2.2 Example of analysis

(5th grade)

T: You might want to read this. The answer is at the end. Not right now,
though. That's... fascinating! I have no idea. Somebody had to do it.
M: Did they like open the guy when he was dead? 'Cause to see all the ...
body parts and then he drew and sketched 'em.

T - teacher

M - Mark (pupil)

Computer processing
Number of graphic words (contracted forms counted apart): 52
Number of different words : 45
THE : 4
TO : 3
AND : 2
HE : 2
'CAUSE : 1
•EM : 1
ALL : l
ANSWER : 1
AT : 1
BODY : 1
DEAD : 1
DID : 1
DO : 1
DREW : 1
END : 1
FASCINATING : 1
GUY : 1
HAD : 1
HAVE : 1
I :1
IDEA : 1
IS : 1
IT : 1

LIKE : 1
MIGHT : 1
NO : 1
NOT : 1
NOW : 1
OPEN : 1
PARTS : 1
READ : 1
RIGHT : 1
'S : 1
SEE : 1
SKETCHED : 1
SOMEBODY : 1
THAT : 1
THEN : 1
THEY : 1
THIS : 1
THOUGH : 1
WANT : 1
WAS : 1
WHEN : 1
YOU : 1
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Distribution of lexical parts of speech:
NOUNS - 6 types, 6 tokens
answer - 1
body - 1
end - 1
guy-1
idea - 1
parts - 1

ADJECTIVES
dead - 1
fascinating - 1

ADVERBS - 3 types, 3 tokens
now - 1
right-1
then - 1

VERBS - 11 types, 13 tokens
is ('s, was)-1+1+1 3
had to
have
do
drew
might
open
read
see
sketched
want

I lexical types = 22

S

.

0

t he

2 types, 2 tokens

* lexical tokens - 24

rules mentioned

Hypes) and the total number was recounted. That is to say ttot w. s ana w ^
form and a different tense) were taken as one type although
counted three different types. The modal verb had to was taken as an independent type.
total number of types is then 43.
4 5 - 2 = 43 Cs, was)
S types = 43

The

ïïiïïïSZ
total number of types is 43 aud the total number of lexical types is 22, tbere
are 21 nonlexical types.
4 3 - 2 2 = 21
S nonlexical types = 21
Tokens
,
.
c. ,
The number of graphic words corresponds to the total number of tokens.
S tokens = 52
Remark: This extract serves only as an illustration. The
(see 4.1.3, Tables and 5.1, Tapescripts) count the teachers and the pupils pertormanc
separately.
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3.3 The second phase: Overall analysis
In the first phase the data is processed statistically. Quantity is an important aspect.
The samples employed include the same number of turns (with one exception, see 3.1). All
the elements of the chosen categories are counted and the values obtained are summarized in
the tables. The numbers are exact and can be clearly interpreted within the boundaries of the
limited input material.
Unlike in the first phase, a statistical survey is not attempted in the second phase. Here
complete interactions, which vary in length, are treated with an attempt to portray
conspicuous differences in the discourse, depending on the age of the children. The second
phase comments on cooperativeness, cohesion and the structure of the instructional language
which the teachers use. It also focuses on the structure of exchanges, which may vary in
particular grades. The analysis is based on examples taken from the interactions. The
transcriptions of the complete interactions is presented in 5.2.
The purpose of the second phase is to point to some salient tendencies in the discourse.
It presents examples which have been found to be typical for the chosen grade and the subject
of observation. Naturally, many other categories may be investigated, but the aim of the
second phase was to focus on a few significant areas and elaborate on them more closely (see
also 1.2).
It should be noted that the observations illustrated should be seen as tentative and
preliminary. They should be verified together with authentic large-scale data. I am aware not
only of the individual differences in pupils and teachers, but also of possible influence of
particular topics employed in the interactions on the spoken performance.
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3.4 Hypotheses
Judging from the description of the classes mentioned in 1.4, the following hypotheses
were developed:
As far as cohesion is concerned, the first graders are expected to be less cohesive in
their performance than the older pupils. The same tendency is expected in the case ot
cooperativeness.
There seems to be a certain disproportion in the distribution of the teacher's and
pupils' talking time in the interaction. In the first and the third grade, the expectation is that
the teacher utters fewer words than the pupil within the same number of contributions to the
discussion. However, in the second conversation from the first grade (see 5.1.1.2), where no
reproduction of data is required (the conversation is friendly talk), the disproportion between
the teacher's talking time and the pupils' talking time is not expected to be so noticeable.
The speech of the fifth graders sounds more mature and fluent. Although they use
various fillers, they are usually able to express their thoughts clearly. Unlike the fifth graders,
the younger children often do not know how to express this or that particular thing, and it is
sometimes difficult to understand what they mean. Judging from this tendency, the
distribution of lexical parts of speech (see chapter 3, Procedure) is expected to be different in
particular grades. The proportion of lexical parts of speech to nonlexical ones is expected to
be higher as the children grow older. The same tendency is assumed in the case of the share of
types and tokens within a particular sample.
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Chapter 4
INTERPRETATION OF RESULTS
4.1 The first phase - word analysis
The word analysis was based on six samples, two representing each grade. Each
sample consisted of twenty turns uttered by a child (children) and of another twenty turns
uttered by an adult (a teacher). Only one sample from the first grade (Sample 1) included ten
turns per participant because the conversation was not fully intelligible and only a part could
be used (see 4.1.3.1 and chapter 5, Transcriptions).

4.1.1 Comparison of adult-child samples within the same grade
4.1.1.1 The first grade
First-grade conversations used in the samples differed from each other in the number
of participants. Sample 1 was a one-to-one interaction, one child and one adult. The boy was
asked to describe his dream and to show how he was going to draw it. He looked rather
restless and not very cooperative. The teacher's ultimate goal seemed to make the boy do
what was expected. According to the hypotheses (see 3.4), the distribution of the teacher's
talking time (later referred to as TTT) and the pupil's talking time (later referred to as PTT)
was expected to be unequal. The hypothesis was that the pupil would speak more than the
teacher. This expectation proved to be correct. The boy uttered in all 205 word tokens (i.e.
lexical and nonlexical) within 10 turns, whereas the teacher only 122 in the same number of
turns. Also the length of the particular turns differed significantly. The boy's longest turn
included 63 graphic words (later referred to as GW) with the average turn consisting of 20
GW. The teacher's longest turn, however, contained 24 GW and the average turn only 12
GW.
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Sample 2 from the first grade involved three participants, two children and one adult.
It was a conversation recorded in the classroom, but during a lunch break. Two girls were
talking to each other when their teacher came to the classroom and joined them. In this case,
the girls were not asked to do a certain task. Instead, they talked freely and asked the teacher
what they were interested in. The role of the teacher was also different from the previous
conversation. She was more like a parent than a teacher. She did not use much instructional
language, but rather answered the girls' questions and gave advice. Given the situation, the
hypothesis for this interaction was that the proportion of TTT and PTT would be more equal
than in Sample 1 and so would be the length of the particular turns. This expectation proved
to be true, although there is still some unequality. The total number of word tokens (both
lexical and nonlexical) that the pupils uttered within their 20 turns is 272, whereas in the
teacher's case it is 207. As far as the longest turn is concerned, there is a disproportion: 80
GW produced by the pupils and 34 GW by the teacher. However, the length of the average
turn corresponds to the hypothesis: 14 GW in the children and 10 GW in the adult. Compared
to the values in Sample 1 (20 and 12), there is an apparent difference (see 4.1.3.2).

4.1.1.2 The third grade
Both the third-grade conversations engaged two participants, one child and one adult.
The children usually talked about their field trip to Portland or the stories they had written and
handed in the day before. Some of them talked also about what they liked or disliked.
However, the goal of the interaction was not set beforehand. The conversation developed
freely. It combined both a free description of something as well as the teacher's elicititation of
some facts, e.g. names of the bridges in Portland, the story about the pioneers Petty grove and
Lovejoy etc.
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Judging from the hypotheses (see 1.3 and 3.4), the proportion of TTT and PTT was
again expected to be unequal. Moreover, the teacher's role seemed to be similar to that in the
first grade, Sample 1. Above all, she tried to push the conversation forward rather than to
speak with the children as partners. As far as the proportion of TTT and PTT is concerned, the
hypothesis proved to be true. Within their twenty turns, the pupils uttered in all 344 tokens in
Sample 1 and 385 in Sample 2, as opposed to the teacher's 151 tokens in the first sample and
200 tokens in the second one. The length of the longest and the average turns differed as well.
The longest turns in particular samples consisted of 65 GW and 95 GW in the pupils, whereas
in the teacher's case it was 32 and 24 GW respectively. The disproportion in the length of the
pupils' and the teacher's average turns was as significant as in the first grade. It was 17 and 19
GW produced by the pupils, as compared to 8 and 10 GW produced by the teacher.

4.1.1.3 The fifth grade
A great difference from the above mentioned grades is apparent when considering the
fifth grade. Both fifth-grade samples feature a group discussion of one adult and five children.
They discussed books that the pupils had read. Each of the pupils was supposed to choose a
biography of a famous personality, read it and then introduce it to their classmates.
In contrast with the lower grades, in the fifth grade the social distance between the
teacher and the pupils seemed to be much smaller. The interaction was a friendly discussion,
including opinions of both the pupils and the teacher. Since it was a group discussion and the
pupils reacted at one another's contributions as well as at the teacher's, it was expected that
particular turns would be shorter.
The word analysis proved that there was a balance between the teacher's and pupils'
overall contributions to the discussion. In both samples the teacher performed even slightly
more than the pupils. The ratio of the total number of tokens produced by the pupils and the
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teacher was 276 to 290 in Sample 1 and 237 to 255 in Sample 2. The number of GW in the
longest turn varied: in Sample 1, it was 66 GW produced by the pupils, as opposed to 35 GW
produced by the teacher, whereas in Sample 2, the values obtained were almost equal: 27 to
28 GW. However, the length of the average turn was again balanced in both samples. In
Sample 1, the pupils' average turn included 14 GW, as opposed to 15 GW in the teacher's
case. Sample 2 showed the ratio of 12 to 13 GW.

4.1.2 Comparison of samples across the grade boundary
4.1.2.1 Distribution of types and tokens
In 4.1.1, the concern was the total number of tokens uttered per sample, but the
proportion of tokens and types in particular samples has not been analysed yet. Judging from
the total number of both lexical and nonlexical tokens, the fifth graders spoke less than their
younger counterparts. Nevertheless, it would be misleading to ignore simultaneously the ratio
of types to tokens (see 4.1.3.2).
The hypothesis regarding this latter issue was that the share of types in the total
number of all tokens would be higher in the older children's speech. However, this hypothesis
did not prove to be true. All samples being taken into consideration,

the greatest

disproportion between the number of types and tokens proved in the third grade: In Sample 1,
it is 118 types to 344 token occurences, that is to say 1 type per 2.9 tokens (the number being
rounded to one decimal place). In Sample 2, it is 137 types to 385 tokens, i.e. 1 type per 2.8
tokens. As far as the first graders and the fifth graders are concerned, the ratio is higher in the
fifth grade in Sample 1: 126 types to 276 tokens (1 type per 2.2 tokens), as opposed to 79
types to 205 tokens (1 type per 2.6 tokens) in the first grade. On the other hand, in Sample 2,
the ratios of types to tokens in both the first grade and the fifth grade are more or less the
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same: 131 types to 272 tokens (1 type to 2.1 tokens) in the first grade and 116 types to 237
tokens (1 type to 2.0 tokens) in the fifth grade.
There are certain observations which might make it clear why the results of the third
grades were so "unsatisfying" in this matter. Especially in the third grade I noticed that the
pupils had difficulties in expressing themselves when they were asked about a specific bit of
information. For example, they had repeated one item several times before they managed to
employ it properly in the sentence. This tendency would increase the number of tokens, but
not the number of types.
In the first grade, however, the pupils were not asked to reproduce anything they had
learned earlier, so they did not get into such difficulties with explanations as did the third
graders.
As far as the fifth graders are concerned, they generally displayed more mature
linguistic skills than their two-year-younger counterparts, although they were asked to
reproduce something they had learned.
The choice and the difficulty of the topic employed were an important criterion
influencing the children's speech.

4.1.2.2 Distribution of lexical and nonlexical types
The distribution of lexical and nonlexical types (see 4.1.3.3) is in line with the
hypothesis that the ratio of lexical types (later referred to as LexTp) to nonlexical types (later
referred to as NlexTp) should rise as the children grow older. The analysis proved this is true,
at least if we compare the first grade to the third and the fifth.
In the first grade, Sample 1 (10 turns per participant), the ratio is 40 LexTp to 39
NlexTp. In Sample 2 (20 turns per participant), it is 65 LexTp to 66 NlexTp. We can see that
the distribution of LexTp and NlexTp is more or less equal.
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In the third grade, however, there is already an apparent disproportion. In Sample 1,
there is a preponderance of 74 LexTp over 44 NlexTp. In Sample 2 it is 77 LexTp over 60
NlexTp.
In comparing the third grade to the fifth, the disproportion did not grow noticeably. In
Sample 1, the pupils employed 75 LexTp and 51 NlexTp while in Sample 2, the ratio was 73
LexTp to 43 NlexTp.
As far as the teachers are concerned, there is not a significant difference between the
first and the third grade. In the fifth grade, however, the share of LexTp in the total number of
types is higher than the share of NlexTp. The reason may be that the teacher tries to approach
the speech of her pupils. It is even more probable in this case since, as it was mentioned
earlier, the social distance of the teacher and the fifth graders seems to be smaller than in the
other grades.

4.1.2.3 Distribution of particular lexical parts of speech
Lexical parts of speech, i.e. central nouns and adjectives and lexical adverbs and verbs,
were counted apart in four subgroups in each sample (see chapter 3, Procedure). Both types
and tokens were taken into consideration. The next aim was to determine the share of each of
these parts of speech in relation to the total number of types and tokens within a particular
sample. The values obtained were expressed in percentages (see 4.1.3.4).
The hypotheses for this matter were not very specific. It was expected that the
proportion of lexical parts of speech in relation to the total number of types and tokens would
be higher with older children. However, there was no specific expectation about the particular
categories of lexical parts of speech.
As far as children are
adverbs. The

concerned, there is no clear tendency in the use of adjectives and

numbers obtained vary both within the grade samples and across the grade
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boundary (see 4.1.3.4). There seems to be some progress in the use of verbs, but the tendency
is not very persuasive. In the first grade, the percentages of the employed verb types are
17.7% and 18.8% (Sample 1 and 2). In the third grade, the values are more or less
comparable: 17.8% and 16.6%. The fifth-grade values show a certain rise in the proportion of
verbs. The numbers are 20.6% and 19.0%. It should be noted that the numbers are rounded to
one decimal place. On the other hand, the percentages of employed verb tokens do not support
this tendency. The values obtained are very close to each other without any significant
difference in any of the grades (see 4.1.3.4).
There is, however, an apparent tendency for progress in the use of nouns, which is in
line with the above mentioned hypothesis. The share of noun types per sample, in relation to
the total number of types, is 19.0% and 19.8% in the first grade (Sample 1 and 2), 23.7% and
27.0% in the third grade and 27.0% and 30.2% in the fifth grade. If we look at the noun
tokens, the percentages are 8.3% and 17.3% in the first grade, 12.2% and 15.3% in the third
grade and 15.6% and 19.8% in the fifth grade. The reason why the noun-token percentage is
so high in Sample 2 of the first grade might be that there is a high ratio of types to tokens (see
4.1.2.1) and many of the nouns are repeated. For example, the noun way is repeated seven
times within one sample (see 5.1, Transcriptions). In Sample 1(10 turns per participant), there
are 15 noun types to 17 noun token occurences. The total number of types is 79 and the total
number of tokens is 205. In contrast, in Sample 2 (20 turns per participant), there are 26 noun
types whereas the number of noun tokens is considerably higher: 47. The total number of
types is 131, as opposed to 272 tokens.
Summarizing all the above mentioned data, we may claim that the children's
performance tends to be more nominal as the children grow older. The older pupils employed
noticeably more noun types in their speech than their younger counterparts.
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As far as teachers are concerned, there is no clear tendency of the distribution of
lexical parts of speech in response to a particular grade.
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4.1.3 TABLES
4.1.3.1 Table 1 Overall corpus
Number of
turns
Sample 2
Sample 1
pupil teacher pupil teacher
1st grade

10*

10*

20

20

3rd grade

20

20

20

20

5th grade

20

20

20

20

* small-typed numbers refer to the 20-turn sample; the results are comparable in terms of
percentages

4.1.3.2 Table 2 Types and tokens, length of turns
Samples 1 from all three grades
PUPIL
Tokens* Types* LT*

TEACHER

ST*

AT*

Tokens Types LT

ST

AT

1st grade 205

79

64

1

20

122

58

24

5

12

3rd grade 344

118

66

1

17

151

79

33

1

8

5th grade 276

126

68

1

14

290

134

35

5

15

ST

AT

TEACHER
Tokens Types LT

ST

AT

1

14

207

99

34

1

10

Samples 2 from all three grades
PIJPIL
Tokens Types
j i — LT
50
Istjjrade^ 272
131
3rd grade 385

137

101

1

19

200

94

24

1

10

5th grade 237

116

27

1

12

255

125

28

2

13

* Tokens - number of all word tokens (i.e. lexical and nonlexical) per sample
* Types - number of all word types (i.e. lexical and nonlexical) per sample
* LT - the longest turn (number of graphic words)
* ST - the shortest turn (number of graphic words)
* AT - the average turn (number of graphic words)
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4.1.3.3 Table 3
Lexical and nonlexical types

PUPILS
Sample 1
LexT*
1st grade 40
3rd grade 74
5th grade 75

Sample 2
NLexT* Total*
39

79

44
51

118
126

NLexT*
66
60
43

LexT*
65
77
73

Total*
131
137
116

TEACHERS
Sample 1
LexT NLexT Total
Istjjrade^

34

24

58

3rdj»rade_ 44
5th grade
79

35
55

79
134

Sample 2
NLexT Total
45
99
94
49
51
125

LexT
54
45
74

*LexT - number of lexical types per sample
*NLexT - number of nonlexical types per sample
T o t a l - total number of types per sample
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4.1.3.4 Table 4
Grade suhcorpora (samples^)
Lexical parts of speech in all word types/tokens (including nonlexical
ones)
The first grade
Sample 1

PUPIL

TEACHER

Types

Tokens

15

17

19.0

Mifctives 7

12

Adverbs

2

Verbs

14

Nouns_

Typ % Tok %

Typ % Tok %

Types

Tokens

8.3

10

15

17.2

12.3

8.9

5.6

6

7

10.3

5.7

6

2.5

3.0

5

9

8.6

7.4

38

17.7

13.7

13

21

22.4

17.2

79

205

58

122

100%*

Sample 2

PUPIL

TEACHER

Types

Tokens

Typ % Tok % Types

26

47

19.8

17.3

Adjectives 5

6

3.8

Adverbs^ 10

11

Verbs__

45

Nouns

100%*
a11 l e x

24

Tokens

Typ % Tok %

18

25

18.2

12.1

2.2

8

10

8.1

4.8

7.6

4.0

8

13

8.1

6.3

18.3

16.5

20

39

20.2

18.8

131

272

99

207

ical and nonlexical types/tokens
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The third grade

Sample 1

PUPIL

TEACHER

Types

Tokens

Typ % Tok %

Types

Tokens

Typ % Tok %

28

42

23.7

12.2

16

17

20.3

11.3

Adjectives 15

18

12.7

5.2

5

5

6.3

3.3

Adverbs

9

17

7.6

4.9

8

15

10.1

9.9

Verbs

21

57

17.8

16.6

15

32

19.0

21.2

118

344

79

151

Nouns

100%

Sample 2

PUPIL

TEACHER

Types

Tokens

Typ % Tok %

37

59

27.0

Adjectives 11

17

Adverbs

6

Verbs

23

Nouns

100%

Types

Tokens

Typ % Tok %

15.3

16

20

17.0

10.0

8.0

4.4

3

3

3.2

1.5

8

4.4

2.1

8

12

8.5

6.0

62

16.8

16.1

18

38

19.1

19.0

137

385

94

200
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The fifth grade

Sample 1

PUPIL

TEACHER

Types

Tokens

Typ % Tok %

Types

Tokens

Typ % Tok %

34

43

27.0

15.6

28

37

20.9

12.8

Adjectives 9

13

7.1

4.7

9

17

6.7

5.9

Adverbs_ 6

14

4.8

5.0

12

15

9.0

5.2

Verbs

43

20.6

15.6

30

58

22.4

20.0

126

276

134

290

Nouns

26

100%

Sample 2

PUPIL

TEACHER

Types

Tokens

Typ % Tok %

35

47

30.2

Adjectives 9

12

Adverbs

7

Verbs

22

Nouns

100%

Types

Tokens

Typ % Tok %

19.8

28

36

22.4

14.1

7.8

5.1

8

10

6.4

3.9

8

6.0

3.4

8

13

6.4

5.1

37

19.0

15.6

30

51

24.0

20.0

116

237

125

255
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4.2 The second phase - overall analysis
4.2.1 Cooperativeness
Some of the most significant differences between the particular age groups of pupils
may be detected in the area of cooperativeness. Even without paying close attention to any
particular examples of utterances, the following can be observed by only listening to the
recordings: how the social roles are distributed (see 1.3) and what the overall atmosphere of
the interactions is. Besides that, we can observe if there are interruptions in the talk, if the
pupils react to the teacher's initiations or instead talk about what they want, etc.
The findings imply that the younger children are less cooperative than their older
counterparts. This can be observed especially in the first grade, for example, when the pupils
frequently employ challenging moves (see the definition in 2.2).

4.2.1.1 The first grade (see 5.2. Transcriptions):
Examples
(1) Mike (pupil). T/vdia (teacher) Conversation 1

L: It was a funny dream? OK, so what kind of drawing are you going to give?
What are you going to draw to show?
Lydia's initiation has a particular goal, she wants Mike to tell her something about
the drawing before he starts to draw. He is supposed to draw the story of his
dream he has just told Lydia. The presupposition is, therefore, that Mike should
describe the procedure
M: Actually, that isn't what I really want to draw. Well, I really didn't want
to draw that one.
L: .... (inaudible) cotton candy, (refers to Mike's dream which was about a
cotton-candy monster, probably reminding him of the dream he is supposed to
draw)
M: I know it does, but I didn't want to really draw this one. There's this, well,
actually, there's this, really funny one, where my sister named Amanda, she
was going to wake me, she was going to wake me up, and I had ..um.. the ...
guy with the claws.
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Mike deviates from the original topic and starts to talk about another dream, but
not clearly.
L: Well, I need you to put it here on the top.
Lydia paraphrases her very first initiation. She does not react cooperatively to
Mike's preceding turn.
M: Um. Well, what I was doing when she., when she was about to wake me
up...urn...I was, like, I had actually a ...

Mike is probably trying to tell the story of his next dream, but is not able to
express it in a few words. Lydia seems to be a little bit impatient and comes fast
with her instructions.
L: Well, why ... show me how you're going to draw it, so it comes out on this
paper, right?
M: Well.
Judging from the recording, Mike was not given enough time to say anything here.
L: What's your idea about?
M: Only, that day or that morning I didn't feel so good.. I only ate bacon and
drank apple juice.
This turn is not only non-cooperative, but also non-cohesive with the previous
turns of both participants. The only cohesive item is the demonstrative 'that'
referring to a particular time specification. Otherwise, Mike deviates totally from
the topic of dreams.
L: OK, how are you going to try to draw your dream?
M: I'm going to draw a line...
This turn is in line with the presupposition that Lydia expected in the first turn of
this extract.

This extract includes six turns uttered by the teacher and the same number of turns
uttered by the pupil. The goal of the whole extract of the interaction is mentioned in the first
tUm

'

to h e

it is responded to as expected only in the last one. The pupil's reactions are supposed
res

Ponding moves, but they challenge the presupposition of the initiations. The teacher
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pushes the pupil "back on track" all the time. She does not provide any follow-ups to the
pupil's challenging moves. She always starts a new initiation, requiring the same action.
Although her second turn in this extract is inaudible, the content may be reconstructed judging
from the other turns. The pupil basically ignores the teacher's initiations. He deviates from the
topic and prefers to mention all possible associations that come into his mind. His reactions
are not relevant to the conversation, they do not push it forward. Therefore according to
Grice's Cooperative principle (see 2.3) mainly the maxim of Relation is flouted. Moreover,
his contributions are often not very perspicuous, he also flouts the maxim of Manner.
As far as Conversation 2 from the first grade is concerned, there is no such example of
challenging moves coming one after another. Instead, there are examples of interruptions. The
reason for interruptions, however,seems to be the same as in Conversation 1: The pupds have
the need to say whatever comes to their mind at a particular moment. Their speech may be
labelled as an example of high-involvement style, i.e. they speak fast and start speaking even
if the other speaker has not completed their turn yet.

(2) Sandy. Ms Wilson (teacher), Conversation 2
S: How do you get golden teeth?
W: (simultaneously with an unintelligible pupil's remark) Like the ones I have?
No, no, you get 'em because ...
S: (interrupts) You have to have teeth.
W: We have to have teeth first. But you get 'em when they crack, or if you
have cavities. And the thing that happens to women ...
S: (interrupts) I have cavities!

What is interesting about this particular conversation (see the whole tapescript in 5.2)
is that the pupils, especially one of them, take the initiative themselves, even in the interaction
^ t h two adults (I also participated in it but not all my speech is in the tapescript). In fact the
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teacher is very often the one who provides responding moves. That is in contrast with the
third grade (see below).

4.2.1.2 The third grade

The third-grade recordings (see 5.2.2.1 and 5.2.2.2) are longer than the ones from the
first grade, but they contain considerably fewer examples of challenging moves and
interruptions.

Examples
(1) challenging move
Jessica (pupill, Deborah (teacher). Helena
D: What was it you liked the most in Social Studies?
J: When we were learning about Portland.
H: OK. And what other things do you do in Social Studies? We don't have
such subjects in the Czech Republic.
wp w . n t on a IMH trin and we got to on to Portland and studied
thP, th. buildings
what neonle ... the buddings and that stuff. We
went on a tour ... in Portland.

.1, Tih

The pupil's answer obviously is not the answer to my question. It is rather a
continuous response to the teacher's initiation. However, this move may have two
explanations. She either ignored my initiation as is apparent from the extract, or she did not
understand me and did not want to ask me to repeat it. The fact that the children, especially
the younger ones, sometimes were confused by my accent, can be seen from the tapescripts
(see 5.2).
In contrast with the first graders, the way the third graders speak is a typical example
of the high-considerateness style, i.e. they speak rather slowly and wait after every turn for

L
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the next initiation from the teacher or me. When the adult speaks, they do not interrupt
him/her. Sometimes the opposite is true, especially in Conversation 4 where the pupil speaks
so slowly and thinks for so long that the teacher has to come up with another initiation to push
the conversation forward, even if the pupil has not finished the utterance yet.
(2) teacher's intervention (interruption)
Amanda (pupil). Deborah (teacher). Conversation 3
A: Uh, my name is Amanda, and um I'm eight years old and I'm in third
grade, and um um you ... a trip to Portland ... a trip ... and ... we ... first we
got on the bus .. we went to downtown Portland and we .. we saw the uh red
notice that we uh, the bus stops they, they ... looks more like a ... like a ..
almost like a like a top of a ...
Amanda speaks not only very slowly with frequent pauses, but she also expresses
herself unclearly. Deborah has to interrupt her in one of the pauses to help her
with the description.
D: Would there have been shelters that you went in at the bus stops?
A: No, they were ..., they were ... like, they were shaped like...
D: They were what?
A: Well, if you think of the top of an alien saucer, it's kinda like that and then
it has like a big thing on top ... (inaudible)

When this pupil was supposed to describe or explain something, she spoke so
unclearly that even the teacher sometimes did not understand her. Therefore she asked an
additional question to help the pupil and/or to make the conversation clear again.
While explaining something in a long passage, both pupils became less perspicuous in
their speech and so flouted the maxim of Manner.

4.2.1.3 The fifth grade
As far as cooperativeness in the fifth grade is concerned, we may claim that the
c

hildren were rather cooperative in the discourse. Since they worked in a group, they naturally
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reacted to one another's contributions and the teacher sometimes cautioned them.
Nevertheless, they did not seem to have problems to stay focused on the topic being
discussed.
However, there was one pupil (Kevin) who sometimes did the same thing as the first
graders, i.e. shouted his associations to what had just been said.
Examples:
(1) Kevin and Mark (pupilsl Mrs T -eech (teacher)
T: 'Cause nobody knew what the inside looked like.
M: So, yeah, like (unintelligible)
T: Like an autopsy, did you hear of that word? That they do sometimes when
somebody dies under mysterious circumstances and they do an autopsy.
M: They...
K: (interrupts) Doctor G! ... Like doctor G, everybody!

4.2.2 Cohesion
Generally speaking, the pupils are cohesive in their interactions. Although they may
sometimes deviate from the topic, they mostly stick to one cohesive chain (Halliday, Hasan,
1985) unless the teacher introduces a new one.
Sometimes, when the teacher wants the pupils to say something specific, she gives
hints at certain facts. These hints require shared knowledge of the subject matter. They are
cohesive cataphorically. Initially, the teacher elicits certain data. Her hints imply what she
wants to hear from the pupil. The goal is that the pupil will finally utter the required fact
himself/herself.
This kind of cohesion is found in the third and the fifth grade.
(1) 3rd grade - Jessica (oupill prfwrah (teacher).

C o n v e r s a t i o n !

D: Can you tell her a little bit about the, the ... the journey that they made to
get out into Portland?
J: What do you mean?
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D: Well, you remember the map they drew?
J: Yeah.

D: Was there something specific that you learned
IqtiH
v.ry little money? O ' ^
for
^

^ J * * * * * " *
°ney •

llttle m

J: Oh ... about urn Pettygrove and Lovejoy T h e y they were urn J u t they
were ... they were umm ... they found this little ...a ...a you know
Willamette River had a little clearing on it where the ...

The pronoun they that the teacher uses in her turns does not refer to anything that has
already been mentioned. She tries to remind the pupil of a particular story and the implication
is based on the shared knowledge of the story. The underlined sentence in the teacher's third
turn has the same goal. The items of reference, here the pioneers Pettygrove and Lovejoy, are
mentioned for the first time by the pupil at the end of the extract.

4.2.3 Structure of the instructional language
Considering Geaney's terminology (see 2.1.2.3), the example mentioned in 4.2.2
could be possibly classified as a category of questions in between Geaney's open and closed
questions. The answer requires particular information so the pupil is not asked to express
Ws/her personal opinion. Therefore, it is not an open question. However, such a question
cannot be answered in one word, which should be possible according to the definition of a
^ s e d question. The aim of this type of questions is, nevertheless, closer to the closed
question. It serves as a hint for the pupil to know what he/she is supposed to say, but he/she is
fre

e to formulate the answer.
It is interesting to investigate the structure of particular exchanges in each grade. The

&st important aspect is the type of an interaction. The structure is different when the teacher
elicits specific data from the pupils and the pupils answer, or when it is free talk.
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According to Tsui, the typical classroom exchange consists of three moves: initiation,
response andfollow-up (see 2.2).
The extract below is taken from the beginning of an interaction (see 5.2, Conversation
5). The pupils present the biography of the famous personality they have chosen. This
structure of an exchange is most frequent in the fifth grade.
Examples:
i n Fifth grade: teacher, Kevin. Mark
1. T : . . . So what's the main thing that you found out about Leonardo da Vinci?
2. K: He's an in... he's an inventor and he made close studies of Anatomy.
3. T: Aah, interesting. We're going to come back to that. / What's the important
thing you've found? (addressing at Mark)
4. M: I found out that... uh .. he ... had a lot of betrayers on him. A lot of people
betrayed him.
5. T: (unintelligible, probably develops Mark's response)
6. M: Yeah.
7. T: That's interesting. I can't wait to hear about that .../ Peter, what about
yours?
• ••

•••

The teacher elicits essential data before developing the discussion further. She
Provides an initiation which is in the form of a quest,on (turns 1, 3 and 7 - after the slash).
pupils then respond (turns 2,4). Sometimes, the teacher dwells on the response (probably
* * 5) and the pupils respond again (turn 6). As a reaction to the pupils' responses, the
teacher provides a follow-up (turns 3 and 7, before the slash). The slash separates two
different moves within one turn. It is also a boundary between two exchanges.
The fifth-grade interaction has the structure of a "real" discussion. The pup.ls are more
0r

^ss cooperative and cohesive in their performances. There is one boy who from time to

* * deviates from the topic and utters his own associations (see 4.2.1.3), but this can be seen
0I

% occasionally.
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There is an observation that is most noticeable if we compare the fifth grade to the
lower ones. Although the fifth-grade teacher does not provide a verbal follow-up after every
response and there are long passages with only the Initiation-Response structure, the followU

PS are employed frequently. They mostly provide positive evaluation of the pupils'

responses. Expressions such as fabulous, very cool, interesting, nice job, I can't wait to hear
about that etc. are used to praise the pupils and seem to have a motivational function. They
encourage the pupils to say more.
Such positive evaluative follow-ups, however, occur only rarely in the lower grades.
As

it was said earlier, an important aspect is the type of interaction. For example,

Conversation 2 from the first grade (see 5.2.1.2) is free talk. The structure is more or less
regularly the Initiation -Response one with hardly any follow-ups occurring. This is like a
na

tural, everyday conversation. No reproduction of data is required. The children ask and the

teacher fills the information gap. There is no need of follow-ups in this interaction.
As far as Conversation 1 from the first grade (see 5.2.1.1) is concerned, there is no
need of follow-ups either, because the pupil constantly employs challenging moves and the
teacher has to push him back to the task. If she provided follow-ups to his responses, she
Would then accept his direction of the conversation and probably would not reach the goal, i.e.
t0

° a u s e the boy to describe what he is going to draw.

4,2,4

^correct usage of English
According to theories of the first language acquisition (see for example Moskowitz,

978

part

or H.&C. Cairns, 1976) children entering primary school have already acquired a greater
of their linguistic competence. This fact proved to be generally true. Nevertheless, the

kildren made several mistakes in their performances. Although the occurrences of incorrect
a

ge of English do not show any specific differences depending on age, it may be interesting
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to comment on them. Most mistakes were found in the fifth-grade interactions, but these
interactions are much longer than those from the first and the third grade (see 5.2,
Transcriptions). Therefore, we cannot take the number of mistakes per grade as an important
informative value.
It should be noted that the mistakes have been identified by a native speaker from the
USA, living in Oregon, not far from Barnes Elementary School. Therefore, he should be
competent in deciding whether the performance complies with the standard American English
and/or the local dialect.
4.2.4.1 Grammatical mistakes
a) Incorrect verb form:
(U First grade (Conversation 2). Sally:

S: With the teacher. And Taylor gived me what...
The pupil ignores the fact that the verb 'to give' is irregular and employs the regular ed ending of the past simple tense.
(2)_Fifth grade (Conversation 51 Peter:
P: That Elvis would have wroten it himself.
The pupil is aware of the irregularity of the verb 'to write'. Nevertheless he does not
recall the correct participle form and uses the frequent irregular participle ending -en
with the past simple form.
(3) Third grade (Conversation 31 Jessica:
J: And like cabins for people to stay in, because so many people traveling on the
river...
The pupil intends to use the past progressive tense but omits the auxiliary verb.
(4) Third grade (Conversation 31 Jessica:
J: Um ... Miss Miles. Teh ... teh..teach us a little, 'bout, a little bit about
Portland.
The underlined verb form either lacks the ending of the^ present simple tense -es or it
by the past simple verb form 'taught'.

should be replaced
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b)Incorrect tense
(1) Third grade (Conversation 3), Jessica:
J: And like cabins for people to stay in, because so many people traveling on the
river and they just need somewhere to stop so they stopped there—
The pupil confuses the present and the past. The whole story is told in the past tense.

c) Confusion of the singular and plural in verb forms
(1) Third grade (Conversation 3), Jessica:
J: ... he won the toss and they named it Portland, because that was his ... it was
...there was two things it could have been,...
(2) Fifth grade (Conversation 5), Mark:
M: Yeah, I'm ... so what happened was that ... there was a lot of betrayers for
him and his business,...
(3) Fifth grade (Conversation 5), Kevin:
K: He ... was the first person to do that, just take the person and do like the stuff
where all the things is in the body and stuff.

d) Wrong preposition
(1) Third grade (Conversation 4), Amanda:
A: Well, like, people that like ... um, if there was one of ... um ... say there was
someone who accused someone for ... something ...
The pupil mistakes the preposition 'of for

for'.

( 2 ) Fifth grade (Conversation 5). Peter:
P:

And ... umm ...yeah ... She ... is ... doing this ... for ... or so that she can get
her ... degree or something for her college.
The pupil mistakes the preposition from 'for

for'.

( 3 ) -Fifth grade (Conversation 5\ Mark:
M: I found out that... uh ... he ... had a lot of betrayers on him. A lot of people
betrayed him.
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This is not only an example of wrong usage of a preposition. The word 'betrayers' is
employed incorrectly. The pupil probably realizes his mistake and corrects it in the
following sentence. Nevertheless, he makes a similar mistake a few minutes later.
M: Yeah, I'm ... so what happened was that ... there was a lot of betrayers for
him and his business,...
In this case, the word 'betrayers' is employed incorrectly again, with a different
preposition, however. The pupil does not correct himself.

e) Confusion of adjectives and adverbs
(1) Fifth grade (Conversation 5), Peter:
P: Then it got bigger and bigger because he played good and ...
The pupil uses an adjective instead of an adverb.
f) Incorrect comparison of adjectives
(1) Fifth grade (Conversation 5). Mark:
M: ... he sometimes got poor and he got more richer because uh he has spent like
a lot of money...
The pupil

incorrectly

combines

the comparative

jbrm of the adjective

'rich' and the

quantifier 'more \

g) Incorrect or missing conjunction
(!) Fifth grade (Conversation 5). Alley:
A: (talking about Adam and Eve) ... doing it 'cause they were allowed to have
children unless they were out of the garden.
'Unless' should be replaced by 'only if'. However, it is not clear if the pupil does not
know how to use the conjunction properly or if she thinks of a different interpretation
of the biblical story.

( 2 ) Fifth grade (Conversation 51 Peter:
P: How come he didn't come up with a machine or something (so) that you can
I've forever.
The pupil omitted the conjunction

'so'.

h) Incorrect usage of the possessive 's
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(1) First grade (Conversation IV Mike:
M: Well, I'm telling about the dream I had what... It was with mom's, me and
this cotton candy monster ...

i) Incorrect usage of an article
(1) Fifth grade (Conversation 5). Peter:
P: She is from Czech Republic which is in the Czechoslova ... Czechoslovakia.

i) Incorrect form of an indirect question
(1) Fifth grade (Conversation 5). Mark:
M: I always wondered why do you have to get all these bunch of shots ... for ... fi
you are moving to other countries.
The pupil combines an indirect question initiated by 7 always wondered' and a Whquestion employing the auxiliary verb 'do'. The auxiliary verb should be omitted.
Moreover, the expression 'bunch of is ungrammatical here, it should be omitted as
well
4.2.4.2 Wrong usage of vocabulary, innovations
a) Vague expression
(1) Third grade (Conversation 3). Jessica:
J: Um ... Miss Miles. Teh ... teh..teach us a little, 'bout, a little bit about
Portland. Um ... what she, what she did is ... a ... she did this little story about
this girl that moved to Portland ... uh ... and there is ... and she ... and she also
showed us a whole bunch of pictures that that girl had been to, which was in
Portland.
The native speaker suggested that there should be 'told' instead of 'did'. The pupil
used a wrong collocation.
(2) Fifth grade (Conversation 5), Kevin:
K: This is when he was trying to make like a ... thing, where people could go in
water and look at fish and stuff.
This example is taken from a discussion about Leonardo da Vinci's inventions. The
pupil uses a vague expression for the invention which should be probably a
submarine. Then he uses also a vague verb, 'go' instead of 'dive'.
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b) W r o n g word

(1) Third grade (Conversation 4s). Amanda:
A: And then, there is ... we went inside the Benson Hotel and we got to go in the
underneath caves. We went inside the Benson Hotel and we went underneath the
ah ... the tunnel, we went underneath the tunnel and then we came back up at, uh
... one of the ... things that comes up. It's like a underneath parking spot and
then there was a ... um...
The pupil confused the words 'underneath' and 'underground'.

c) Innovations
The innovative expressions which the pupils, and once also the teacher, employed in
their speech, were probably made up on the spot to express something in a special way
for which this expression was just the right one. None of them was later repeated.
First grade (Conversation 2), Sandy and TheresaT: I don't want to have the jelly, I don't.
S: I do.
T: Why?
S: 'Cause it's really jellyish.
The expression 'jellyish' emphasizes the essential quality of jelly. It is formed by
sufftxation.
(1) Third grade (Conversation 4). Amanda and Deborah (teacher):
A: Ah ... no, they they just said, um, in every, like ... like in every building that
wants to be remembered there has to be a piece of art work in it.
D: Uh huh.
A: To make it rememberable.
The expression 'rememberable' is derived from the above mentioned verb also by
suffixation. The pupil probably either did not know or did not recall the adjective
'memorable'.
(2) Fifth grade (Conversation 61 Mrs Leech (teacher)
T: ... Have you ever had on heavy wool... um ...pants or socks and they get wet
and they just take forever to dry? Just wet on you. You know when you get wet
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gloves and your fingers get all trembly ... sticky. Mine get shrivelev. Horrible!
The teacher forms a new adjective. According to CALD (see References) there exists
only the verb 'to shrivel' and the adjective 'shrivelled'.
The native speaker suggests that "the teacher seems to be trying to imitate youth
vocabulary. Adults would not use words like 'smelly, wiggly, creepy, stinky'. The 'y'
attached makes sort of identification with child talk. "
The mistakes were not repeated either by the same speaker or by a different one.
As far as grammatical mistakes are concerned, they occured only occasionaly and the
reason was probably that the children were so involved in their speech, sometimes even a bit
lost in what they were saying, that they did not pay so much attention to the form.
As far as the mistaken usage of vocabulary is concerned, it was probably caused by the
fact that the children could not recall the correct expression at a particular moment, but they
needed to express their thougths immediately.
Generally, we may claim there is no tendency to use certain mistaken grammatical or
lexical structures.

Remark: It should be noted that I am aware that the English Methodology distinguishes
between the terms mistake and error. The former stands for an accidental incorrect usage of a
word or certain grammatical pattern, whereas the latter implies lack of knowledge in a certain
area of the language. In the thesis, the term mistake is preferred, although one should note that
the material available is limited and we cannot safely say whether all the mistakes are only
accidental.
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Chapter 5
TAPESCRIPTS
5.1 SAMPLES FOR THE FIRST PHASE
5.1.1 The first grade
5.1.1.1 Sample 1
Mike - pupil - 10 turns
Well, I'm telling about the dream I had what... It was with mom's, me and this cotton candy
monster and it's about where my mom got eaten by it and ... well, I eat the whole co... cotton
candy monster up in ... when it was, and I ate it all up... she was all sticky but., you couldn't
see. It was sticky.
No. Because people were ... and their hands were sticky and stuff. They didn't see. It was
sticky.
Pleasant, 'cause it was funny.
Actually, that isn't what I really want to draw. Well, I really didn't want to do that one.
I know it does, but I didn't want to really draw this one. There's this, well, actually, there's
this, really funny one, where my sister named Amanda, she was going to wake me, she was
going to wake me up, and I had ..um.. the
guy with the claws.
Um. Well, what I was doing when she., when she was about to wake me up...um...I was,
like, I had actually a
Well.
Only, that day or that morning I didn't feel so good.. I only ate bacon and drank apple juice.
I'm going to draw a line
Eight.

Lydia - Experience Corps-10 turns
You couldn't see. It was sticky?
So was it a pleasant dream or an unpleasant dream?
It was a funny dream? Ok, so what kind of drawing are you going to give? What are you
going to draw to show?
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Well, I need to put it here on the top.
Well, why... show me how you're going to draw it, so it comes out on this paper, right?
What's your idea about?
Ok, how are you going to try to draw your dream?
All right. By the way, what's missing up here at the top?
Eight. Yours, too, at least. I can't believe it.
Well, start about one thing at a time. What's the first thing?

5.1.1.2 Sample 2
Sandy and Theresa - pupils - 20 turns
That's all of it.
Why don't we eat in the room ... all the kids ... if only the girls did. That would be so cool.
And we ... ah ... all the girls sat around this table.
Then w e ' d have to m o v e nil these tables, you know. Whut if ... if" w e luid all the yirls ... and

we had the ... up on top, and ... some o f . . . and the ... their tables were ... on top of them,
and the people that stayed in here, they could sit on top.
Put all these tables apart and you can kind of sit wherever you wanted to ... and it said
"Theresa" and "Sandy", and "Eunice" and all the girls. Welcome, Miss Wilson.
Oh, finally.
Are you gonna have some?
No, not you. Who ... ah ... Is she gonna have lunch?
What's my sister talking about? ... You're going to look like an alien.
Um, I don't know. Dear Lydia, you've been a good friend to me. Thank you for helping, my
friend.
Theresa.
With the teacher. And the lunch was very good. And Theresa gived me what...
Thank you for helping me. I wish I could send ... um ... a present for you but I have no...
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She's got gum drops in her shirt.
How do you get golden teeth?
You have to have teeth.
I have cavities!
No, seventeen.
How do you get braces?
Urn, I know, like this? Theresa, we'll not stick together. We'll step apart. So go way, way,
way, way, way, way ... way back there.
Nine ... Ninety-five steps away. One, two, three, four, five, six, seven, eight, nine, ten, eleven,
twelve, thirteen, fourteen, fifteen ...

Ms Wilson - teacher, 20 turns
Well, I had to be in line. Oh, Helena, wait.
Have some what?
What shall I tell Lydia, you guys?
Thank you, Sandy and
Theresa.
Did you want ot say Lydia "we miss you" or " thank you very much"?
Oh God.
You guys have space in there, 'cause you're going to get new teeth. You're just going to take
care of the next set you get, right?
Like the ones I have? No, no, you get 'em because...
We have to have teeth first. But you get 'em when they crack, or if you have cavities. And the
thing that happens to women...
You do?
Ok, but you still have your ... your baby teeth, right? You're going to get your adult teeth, I
think, when you're about twelve. Is when you get those next, those big molars.
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No, they come in at twelve. And, urn, you have to take care of them, 'cause they have to last a
long, long time.
Well, my teeth were all, they were, they were like ... errr ... squeezing together.
Like there's room between those teeth, right?
Ok, and then?
Right, and take any floss between them.
All right. Ok, that was my problem.
Uh huh.
Be careful when you go there.

5.1.2 The third grade
5.1.2.1 Sample 1
Amanda - pupil - 20 turns
Uh, my name is Amanda, and um I'm eight years old and I'm in third grade, and um um you
... a trip to Portland ... a trip ... and ... we ... first we got on the bus.. we went to downtown
Portland and we .. we saw the uh red notice that we uh, the bus stops they, they ... looks more
like a ... like a.. almost like a like a top of a ...
No, they were, they were like, they were shaped like...
Well, if you think of the top of an alien saucer, it's kinda like that and then it has like a big
thing on top
Aaaa we took, they pointed it out to us.
And then we got to drink out of the Benson bubblers.
Yes, they uh... they are like a water fountain except they're always on. And the... all you do
is you just walk up to it, you don't have to push anything and there's four of 'em in one thing.
Yes, it was very, very cold and it was really, really good.
Yes.
We went to Multnomah Hotel.
And, uh...
No, but we got to go inside.
53

They had like a big lobby with a statue, like a . . . ballerina.
Man statue, and inn ... and um...
Um, it had one. But... I kind of forgot, but it w a s made out of dee..yoh.
No.
It was ... um ... made out of...

Ah ... no, they they just said that um, in every, like ... like in every building that wants to be
remembered, there has to be a piece of art work in it.
To make it rememberable.

And then, there is... we went inside the Benson Hotel and we got to go in the underneath
caves. We went inside the Benson Hotel and we went underneath the ah ... the tunnel, we
went underneath the tunnel and then we came back up at, uh ... one of the ... things that
comes up. It's like a underneath parking spot and then there was a... um...

No, it was a, a, it was a underground cave.

Deborah - Experience Corps - 20 turns
Amanda, I'd like you to tell her your name, introduce yourself and tell her how old you are,

and then tell her the story that you' re going t o , , a . , talk about.

Would there have been shelters that you went in at the bus stops?

They were what?
Was this something that where you got off the bus and went into?
They have bubblers d o w n there? Right in town?

Oh, wow. How was the water? Was it cold?
Was it?
OK. S o what other things did you see in Portland?

Ooo,
Did you eat there?
What did they have there?

Did they call it anything special? The statue. Was it, did it have a name?
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Deeyoh... concrete?
No?
Did they tell you how it got there?
Uh huh.
Right.
Was it an elevator you came up on or an escalator?
Uhhuh.
And you were still walking through the cave?

5.1.2.2 Sample 2
Jessica - pupil - 20 turns
My name is Jessica and I am nine years old.
I wrote about ..uh .. my winter break. And, um during my winter break, I went to .. um .. went
to California for Christmas with my ...
It says ... and this says a lot of things about what I did.
I.. uh .. I did, I tried, I did lots of things. We ... tracked down Santa to see where he was. And
we went to San Francisco.
Ah, I liked the part when I got to see my cousins. I haven't seen them in a long time.
Um .. my., my oldest cousin, his name is Austin. And he's .. he's the same age as me, but his
little brother's name is Trevor, and he's only five.
Ah.. I liked when we studied about Social Studies.
Uha.
When we were learning about Portland.
Uh .. we went on a field trip and we got to go to Portland and studied about the, the buildings
and what people ... the buildings and that stuff. We went on a tour in Portland.
No.
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The what ... the what ... the most interesting bridges ... bridge ... that I learned about was
the one that uh had all the aa ... all the rail... the railroad bridge.
What do you mean?
Yeah.
Ok.
Urn... Miss Marshall. Teh ... teh... teach us a little, 'bout, a little bit about Portland. Urn ...
what she, what she did is ... a ... she did this little story about this girl that moved to Portland
... uh ... and there is ... and she ... and she also showed us a whole bunch of pictures that that
girl had been to, which was in Portland. That was really important, like the ... the smallest
part... I don't know what it was called. So that was a really small part ... and they taught us
about... the US Bank Tower ... and a whole bunch of different things.
Oh ... about um Pettygrove and Lovejoy. They they were um ... but they were ... they were
... um... they found this little ah ... ah ... you know that Willamette River had a little
clearing on it where the...
And then ... and there's a pion ... there's pioneers.
Um. That was named Pettygrove ... and what... no. Were they the pioneers?
Pettygrove and Lovejoy and, um ... they're in ... how ... and then ... when... and they cut
down trees to make buildings.

Deborah - Experience Corps - 20 turns
She has never met you before, so maybe you could start by telling her your name and how old
you are.
Tell us.
Uh huh. What did you do there?
What did you like the most?
Uh huh. Are they of the same age as you are?
So did you like California?
Do you have any favorite subjects that you like in school?
What was it you liked the most in Social Studies?
Tell her about all the bridges that you studied about, too. Remember, there were how many
bridges did they have there? Do you remember?
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Ooo, it's lots of 'em.
Hmm ... I'm trying to remember the name of that one, too. So many of them.
Can you tell her a little bit about the, the ... the journey that they made to get out into
Portland?
Well, do you remember the map that they drew?
Ok, that story.
Tell her about that.
Was there something specific that you learned about? Whether they sold land for very little
money? Or bought land for very little money?
Uh huh.
Uhhuh.
Do you remember the year that this happened in?
So we could have been called Boston.

5.1.3 The fifth grade
5.1.3.1 Sample 1
Pupils - 20 turns
...and uh... so we all had to choose a biography of a famous person not just for their, like a
basketball player to choose one that really changed the world and stuff... and people.
Like Elvis changed the world of rock.
Like discovering, Walt Disney ... uh like made the first ... uh... long...you know, long
cartoon movie Snow White.
He's an inventor and he made close studies of Anatomy.
I found out that... uh... he ... had a lot of betrayers on him. A lot of people betrayed him.
Yeah.
Wait, what are we gonna do right now?
Right, Ok.
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Oh, Elvis is famous for ...uh... rock and ...he ... What? ... Ok. Oh ... and he had a lot, he
had rough times in his music career, like when he started he was really big and then, as he
went on, he got.. not so famous, but then he came back
Queen Elinor, she was the first woman to have a divorce from her husband 'cause she didn't
like him and then she married Henry the ... something or other ... I don't know what number
he was ... or so, I don't know ...
The first?
No.
The second?
No.
Third?
No.
Fourth?
I don't know, idiot! ... Shut up! ... 'kay and and so she wanted all the power for herself so her
... she made her son turn against her father and then she was locked away ... and then when
... um ... Henry the something died ... um...then Queen ... King ... Richard ... was ...
Elinor's favorite son and so ... he took over and then released her. And she led all the wars
and stuff.
She goes to college.
I heard that she had no eyebrows.

Mrs Leech - teacher - 20 turns
Absolutely. So what's the main thing that you found about Leonardo da Vinci?
Aah, interesting. We're going to come back to that. What's the important thing you've found?
That's interesting. I can't wait to hear about that. Peter, what about yours?
Are you Ok on that?
I didn't hear, I'm sorry. Did you already explain... ? Oh, is Celia still talking?
I have a question for you: Why do you think Helena would probably know more about
Leonardo da Vinci, Elinor of Aquitaine, Queen Isabela... than we do?
It was over where she lives. Back then, way before we had America.
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Alright, the title of your book, put your finger on it. ... Thank you. Tell me, Peter, why are
these biographies?
So if it were an autobiography, what would be the difference?
That's correct. Anybody want to add anything? ... Could you tell Helena how you these, why
you picked these people? I'm going to start with Mark this time.
Ah, so what do you think is his biggest contribution?
How do you think it benefitted us?
Why is it important to Americans? Do people know Walt?
Ah, how about Snow White, though?
So what came from that? Why is that important by itself?

So after they made that other people could uh... figure out how to...
... duplicate it, keep trying and do better?
Very cool. Peter, we're going to bypass you 'cause you're interrupting again, but we will be
coming back to you. Alley, why do you think your Queen was important? Tell us some more.
'Kay. And Peter, do you want to tell me?
Why was his music important? What kind of stuff would you say? Sorry, I wasn't here.

5.1.3.2 Sample 2
Pupils - 20 turns
He ... met... Ray Charles ... and ... he ... he knew Johny Cash.
The most famous one, I have already mentioned, is Mona Lisa.
And ... he painted tons of different ones, like, different types of people. He, he was like the
best painter in the world.
Medieval?
He was an inventor.
He invented almost everything from the submarine to the airplane.
No.
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Because they didn't have the right... like ... technical materials. Like...
'Cause he wrote in his notebooks.
He was the most famous painter, inventor and he did ... close ... he did ... a lot of things
about man.
He ... was the first person to do that, just take the person and do like the stuff where all the
things is in the body and stuff.
Dead person.
I don't know. Probably.
This is when he was trying to make like a ... thing where people could go in water and look at
fish and stuff.
Oh, my question for Kevin is if Leonardo da Vinci, uh, named all the parts of the body?
Because there's like the collar bone, elbow.
Did they like open the guy when he was dead? 'Cause to see all the ... body parts and then he
drew and sketched them.
Doctor G! ... Like doctor G, everybody!
Christopher Columbus.
I know, because they had all those problems with eating, they would get gout, like usually
way back then ... in ... Jesus's time, uh, they ... died at thirty.

Mrs Leech - teacher - 20 turns

Where do you think he learned to paint like that?
Excuse me, but that's not the topic. I ask you a question: What era... was this happening?
What time in the world has a name?
Hmmm, another name for it...
Besides being a painter, he did other things, too...
An inventor.
Did they actually make them, did they use them?
How come?
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Can you give an example? ... So they didn't have like the right steel or like that.
So how do we know he made them?
Aaah. So he drew all the sketches. That's fascinating. Why are we also fascinated with him?
Everybody in the world knows about him.
He did. How did ... how did he do that?
A live person?
Good ... good thing, huh. So he studied all their bones and muscles. Do you think that helped
him to be an artist?
How come?
This looks like a spaceship.
What's that supposed to be?
Really? Wasn't that part of the book?
Okay. Nice job. Let's throw it out for questions.
Like actually gives them the name, like we're going to call this your collar bone. Wow, what
an interesting question!
You might want to read this. The answer is in the end. Not right now, though. That's
fascinating! I have no idea. Somebody had to do it.
'Cause nobody knew what the inside looked like.
Like an autopsy, did you hear of that word? That they do sometimes when somebody dies
under mysterious circumstances and they do an autopsy.
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5.2 TRANSCRIPTIONS OF THE WHOLE INTERACTIONS
5.2.1 The first grade
5.2.1.1 Conversation 1
Participants: Mike (pupil) and Lydia (Experience Corps)
M: Well, I'm telling about the dream I had what..It
candy monster and it's about where my mom got eaten
cotton candy monster up in .. when it was, and I ate
couldn't see. It was sticky.
L: You couldn't see. It was sticky?
M: No. Because people were ... and their hands were
was sticky.
L: So was it a pleasant dream or an unpleasant dream?
M: Pleasant, 'cause it was funny.

was with mom's, me and this cotton
by it and ... well, I eat the whole co...
it all up...she was all sticky but..you

sticky and stuff. They didn't see it. It

L: It was a funny dream? Ok, so what kind of drawing are you going to give? What are you
going to draw to show?
M: Actually, that isn't what I really want to draw. Well, I really didn't want to do that one.
L: ...(inaudible) cotton candy
M: I know it does, but I didn't want to really draw this one. There's this, well, actually,
there's this really, funny one, where my sister named Amanda, she was going to wake me, she
was going to wake me up, and I had ..urn., the ... guy with the claws
L: Well, I need you to put it here on the top.
M: Um. Well, what I was doing when she., when she was about to wake me up...urn... I
was, like, I had actually a...
L: Well, why... show me how you're going to draw it, so it comes out on this paper, right?
M: Well.
L: What's your idea about?
M: Only, that day or that morning I didn't feel so good..I only ate bacon and drank apple
juice.
L: Ok, how are you going to try to draw your dream?
M: I'm going to draw a line.
L: All right. By the way, what's missing up here at the top?
M: Eight
L: Eight. Yours, too, at least. I can't believe it.
L: Well, start about one thing at a time. What's the first thing?
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5.2.1.2 Conversation 2
Participants: Sandy and Theresa (pupils). Ms Wilson (teacher), Helena
S: 'Cause they're 'posed to peanuts inside them.
T: I don't want to have the jelly, I don't.
S: I do.
T: Why?
S: 'Cause it really "jellyish".
T: ....yogurt.
S: ...jam and jelly.
T: I thought it was called chocolate milk.
S: I'll be drinking it. If it was any good, I'll be drinking it or you will
T: Ok
S: Here it is. No... put them right there.
S: That's all of it.
T: Why don't we eat in the room ... all the kids ... if only the girls did. That would be so
cool. And we..a..all the girls sat around this table.
S: Then we'd have to move all these tables, you know. What if., if we had all the girls here
.. and we had the ....up on top, and ..some of.and the..their tables were ...on top of them,and
the people that stayed in here, they could sit on top.
T: Put all these tables apart and you can kind of sit wherever you wanted to..and it said
"Sandy" and only "Theresa", and Eunice and all the girls. Welcome, Miss Wilson.
S: Oh., finally.
W: Well, I had to be in line. Oh, Helena, wait..
S: Are you gonna have some?
W: Have some what?
S: No, not you. Who ... a... Is she gonna have lunch?
H: No... I'm not hungiy yet. I had a big breakfast.. so I will have lunch later.
S: What's my sister talking about? ... You're going to look like an alien.
W: What shall I tell Lane, you guys?
S: Um, I don't know. Dear Lane, You've been a good friend to me. Thank you for helping
my friend.
W: Thank you, Sandy and
T: Theresa
W: Theresa
S: With the teacher. And the lunch was very good. And Theresa gived me what...
W: Did you want to say to Lydia "we miss you" or "thank you very much"?
S: Thank you for helping me. I wish I could send ... um ... a present for you but I have no ...
W: Oh God,
S: And then I want...
T: She's got gum drops in her shirt.
W: You guys have space in there, 'cause you're going to get new teeth. You're just going to
take care of the next set you get, right?
S: How do you get golden teeth?
W: Like the ones I have? No, no, you get 'em because...
S: You have to have teeth.

,
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W: We have to have teeth first. But you get 'em when they crack, or if you have cavities,
and the thing that happens to women....
S: (interrupts) I have cavities!
W: You do?
S: ...(unintelligible) ...too.
W: Ok, but you still have your ...your baby teeth, right? You're going to get your adult
teeth, I think, when you're about twelve. Is when you get those next, those big molars.
S: No, seventeen.
W: No, they come in at twelve. And, um, you have to take care of them, 'cause they have to
last a long, long time.
S: How do you get braces?
W: Well, my teeth were all, they were, they were like... errrr... squeezing together.
S: Um, I know, like this? Taylor, we'll not stick together. We'll step apart. So you go way,
way, way, way, way,way... way back there.
W: Like there's room between those teeth, right?
S: Nine..Ninety-five steps away. One, two, three, four, five, six, seven, eight, nine, ten,
eleven, twelve, thirteen, fourteen, fifteen ...
W: Ok, and then?
S: And then,

5.2.2 The third grade
5.2.2.1 Conversations
Participants: Jessica (pupil), Deborah (Experience Corps). Helena
D: She has never met you before, so maybe you could start out by telling her your name and
how old you are.
J: My name is Jessica and I am nine years old.
H: Uh huh, Ok. And what kind of story did you write?
J: What?
H: What stoiy did you write about?
J: What do you mean?
H: You wrote these stories, right? What did you write about?
J: I wrote about.. uh .. my winter break. And, um, during my winter break I went to Cres..
um.. went to California for Christmas with my ...
D: Tell us.
J: It says..and this says a lot of things about what I did.
D: Uh huh. What did you do there?
J : I.. uh...I did, I tried, well, I did lots of things. We ... tracked down Santa to see where he
was. And we went to San Francisco.
D: What did you like the most?
J: ah....I liked the part when I got to see my cousins. I haven't seen them in a long time.
D: Uh huh. Are they of the same age as you are?
J: Um.. my my oldest cousin, his name is Austin. And he's..he's the same age as me, but his
little brother's name is Trevor, and he's only five.
D: So did you like California?
J: What?
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D: Did you like California?
J : Yeah.
D: Do you have any favorite subjects that you like in school?
J : Ah...I liked when we studied about socia ...socsh... Social Studies.

H: Social Studies?
J : uha.
D: What was it you liked the most in Social Studies?
J : When we were learning about Portland.
H: OK. And what other things do you do in Social Studies? We don't have such subjects in
the Czech Republic.
J : Uh..we went on a field trip and we got to go to Portland and studied about the, the
buildings and what people ...the buildings and that stuff. We went on a tour., in Portland.
H: Uh huh, Ok.
D: Tell her about all the bridges that you studied about, too. Remember, there were how
many bridges did they have here? Do you remember?
J: No.
D: Ooo.. it's lots of'em.
J : The what...the what., the most interesting bridges .. bridge., that I learned about was the
one that uh had all the... aa. .. all the rail.. the railroad bridge.
D: Hmm.. I'm trying to remember the name of that one, too. So many of them.
H: Yeah.
D: Can you tell her a little bit about the, the ..the journey that they made to get out into
Portland?
J : What do you mean?
D: Well, you remember the map that they drew?
J : Yeah.
D: OK. That story.
J : OK
D: Tell her about that.
J : Um..Miss Marshall. Teh ...teh. teach us a little, 'bout, a little bit about Portland.
Um...what she, what she did is ..a .. she did this little story about this girl that moved to
Portland .. uh .. and there is .. and she .. and she also showed us a whole bunch of pictures that
that girl had been to, which was in Portland. That was really important, like the.. the smallest
part...I don't know what it was called. So that was a really small part... and they tea..taught us
about... the US Bank Tower.. and a whole bunch of different things.
H: Uh huh.
D: Was there something specific that you learned about? Whether they sold land for very
little money? Or bought land for very little money?
J : Oh .. about um Pettygrove and Lovejoy. They they were urn.... but they were... they
were.umm...they found this little ... a.... a....you know that Willamette River had a little
clearing on it where the...
H: What did they have?
J : A clearing.
H: Yes.
J : And then..and there's a pion. .. there's pioneers.
H: Uhhuh..
J : Um. That was named Pet-tygrové... and what... no. Were they the pioneers?
D: Uhhuh.
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J: Pettygrove and Lovejoy and, um..the they're in..how., and then ..when..and they cut down
trees to make buildings
H: Uhhuh.
J: And like cabins for people to stay in, because so many people traveling on the river and
they just need somewhere to stop so they stopped there. A lot of people did, so they just cut
down trees and used the wood to make cabins and stuff, and then ... they... what happened is,
um .. one day .... They thought.. um ..that the place needed a name, so they .. so they flipped
a coin and .. and um he won the toss and they named it Portland, because that was his ... it
was., there was two things it could have been, it was a fifty-fifty chance that it could've been
Boston or it could be Portland, but it was Portland.
H: Uhhuh. And when was it?
J: What?
H: When was it? When did they name it? When?
D: Do you remember the year that this happened in?
J: Huhuh.
D: So we could have been called Boston.
J: Uhhuh.

5.2.2.2 Conversation 4
Participants: Amanda (pupil). Deborah (Experien™ Pnrps) and Helena.
D: Amanda, I'd like you to tell her your name, introduce yourself and tell her how old vou

are, and then tell her the story that you're going to ... a... talk about
A: Uh, my name is Amanda, and um.. I'm eight years old and I'm in third grade and um
um
took a
- y° u
t,0 P o r t l a n d •• a «p... and... we .. first we um... we got on the bus
.. we went to downtown Portland and we., we saw the uh.. red notice that we uh the bus
stops they, they ... looks more like a ..like a., almost like a ... like a top of a
D: Would there have been shelters that you went in at the bus stops?
A: No, they were..., they were... like, they were shaped like...
D: They were what?
A: Well, if you think of the top of an alien saucer, it's kinda like that and then it has like a big
b
thing on., top...
H: I can't imagine that.
D: Was this something that where you got off the bus and went into?
A: Aaaa,.. they pointed it out to us.
H: OK.
A: And then we got to drink out of the Benson bubblers.
D: They have bubblers down there? Right in town?
A: Yes, they uh... they are just like a water fountain except they're always on And the all
you do is you just walk up to it, you don't have to push anything and there's four of 'em in
one thing.
D: Oh, wow. How was the water? Was it cold?
A: Yes, it was very, very cold, and it was really, really good
D: Was it?
A: Yes.
D: OK. So what other things did you see in Portland?
A: We went to the Multnomah hotel.
D: Ooo.
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A: And, uh...
D: Did you eat there?
A: No, but we got to go inside.
D: What did they have there?
A: They had, like a big lobby with a statue, like a., ballerina.
H: Uh huh.
A: Man statue, and um... and um...
D: Did they call it anything special? The statue. Was it, did it have a name?
A: Um, it had one. But.. I kind of forgot, but it was made out of
dee..yoh.
D: Dee yoh.. concrete?
A: No.
D: No?
A: It was... um ... made out of.....
D: Did they tell you how it got there?
A: Ah,... no, they they just said that um, in every, like.. like in eveiy building that wants to
be remembered there has to be a piece of art work in it.
D: Uh huh
A: To make it rememberable.
D: Right.
A: And then, there is... we went inside the Benson Hotel, and we got to go in the underneath
caves, (interruption) We went inside the Benson Hotel and we went underneath ..the ah ... the
tunnel, we went underneath the tunnel and then we came back up at, uh.. one of the... things
that comes up.. It's like a underneath parking spot and then there was a.. um...
D: Was it an elevator you came up on or an escalator?
A: No, it was a, a, it was a underground cave.
D: Uhhuh
A: Sort of thing, that you came back up.
D: And you were still walking through the cave?
A: Yes, and then we were in the parking lot, and there was this fountain, and then we got
to..throw a penny in it and make a wish, and then we came back up, and then we went to the...
D: Were there some special gardens you went to?
A: No, we didn't go to any gardens. But... we went to the courthouse.
D: Oh. What happened there?
A: We had to climb lots and lots of stairs and we went to the very tippy top., and we looked
out all throughout Portland.
D: Oh, that must have been nice. You could see the whole city from up there.
A: Uhhuh.
D: Terrific.
A: And then we, um, we went back down and then we went inside the courtroom., and we..
D: Was the judge in the courtroom?
A: No, but we went in there and then the., um.. the guide told us about like what happens in
there.
D: What happens in the courtroom?
A: Well, like, people that like..um, if there was one of.. um .. say there was someone who
accused someone for., something... they would go in there and then the judges would., would
talk to them about that, like, if they think that they are guilty or not.
D: So they might have committed some kind of crime or something, ah... they were bad?
A: No, they just, like, if someone... like, if someone wasn't...um.. like if someone saw
somebody, like, either, like, steal something, but they actually didn't, and they're just trying
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to, like, uh make them, like, get into jail, then they would go to that courtroom and, um, like,
solve it to see if he's guilty or not.
D: Good, good.
A: And then, we also went to the US Bank Tower
H: Uh huh.
A: And (interrupted)
D: Get any money there?
A: No. But..(interrupted)
D: Did you go into Chinatown?
A: Um, no, but we just saw the Chinatown gate. We didn't., go in there. They said that that
was another, like, field trip.
D: Well, thank you very much. We appreciate that very much. Thank you for telling us all
about your trip.

5.2.3 The fifth grade
5.2.3.1 Conversation 5
Participants: Mark, Peter, Alley, Celia, Kevin (pupils), Mrs Leech (teacher), Helena

M: ...and uh... so we all had to choose a biography of a famous person not just for their, like
a basketball player to choose one that really changed the world and stuff.... and people.
Anduh... (interrupted)
T: ... Like Elvis changed the world of rock.
M: Like discovering, Walt Disney...uh... like made the first ...uh... long...you know, long
cartoon movie Snow White.
T: Absolutely. So what's the main thing that you found out about Leonardo da Vinci?
K: He's an in..he's an inventor and he made close studies of Anatomy.
T: Aah, interesting. We're going to come back to that. What's the important thing you've
found?
M: I found out that ..uh.. he... had a lot of betrayers on him. A lot of people betrayed him.
T: (unintelligible)
M: Yeah.
T: That's interesting. I can't wait to hear about that... Peter, what about yours?
P: Wait, what are we gonna do right now?
... (somebody is explaining what he is supposed to do)
P: Right, Ok.
T: Are you Ok on that?
P: Oh, Elvis is famous for ... uh... rock and ... he ... What?... Ok. Oh ... and he had a lot, he
had rough times in his music career, like when he started he was really big and then, as he
went on, he got.. not so famous, but then he came back (T leaves)
C: (inaudible, talking about Queen Isabela)
(T comes back)
T: I didn't hear, I'm sorry. Did you already explain..? Oh, is Celia still talking?
A: Queen Elinor, she was the first woman to have a divorce from her husband 'cause she
didn't like him and then she married Henry the ... something or other... I don't know
what number he was ... or so, I don't know...
P: The first?
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A: No.
P: The second?
A: No.
P: Third?
A: No.
P: Fourth?
A: I don't know, idiot! ... Shut up!... 'kay and and so she wanted all the power for herself so
her., she made her son turn against her father and then she was locked away... and then
when ...urn... Henry the something or other died (laughs) ... urn... then.. Queen.. King..
Richard,., was ..Elinor's favorite son and so ... he took over and then released her. And
she led all these wars.
H: Uh huh.
T: I have a question for you: Why do you think Helena would probably know more 'bout
Leonardo da Vinci, Elinor of Aquitaine, Queen Isabela... than we do?
K: She goes to college.
Pu : No.
H: Why?
C: 'Cause it was over by (unintelligible)
H: Uh huh.
T: It was over where she lives. Back then, way before we have America.
(Ss talking - unintelligible)
And she has probably seen the palaces, probably seen the paintings, drawings,... have you?
H: I haven't seen Mona Lisa, in ... in the original, because it's in Paris and I haven't been to
Paris. But... it's true that I have an...an easier access to all these ... paintings.
K: I heard that she had no eyebrows.
H: Excuse me?
K: I heard that she had no eyebrows.
H: Had no eyebrows? I don't know.
M: She has no eyebrows.
T: All right, the title of your book, put your finger on it. ... Thank you. Tell me, Peter, why
are these biographies?
P: Because ...um... because it's., based on his life .. and because ... no., uh.. but other
people wrote it but it's based on true stuff, like Elvis lived in Graceland and it shows pictures
of Graceland.
T: So if it were an autobiography, what would be the difference?
P: That Elvis would have wroten it himself.
T: That's correct. Anybody want to add anything? ... Could you tell Helena how you picked
these, why you picked these people? I'm going to start with Mark this time.
M: Uh... because he is uh... he's like one of the most famous people because Walt had a ..
long movies and cartoons. He had a famous life and he..uh .. He didn't die, he died, didn't die
on his own, uh... He was born in (unintelligible) Well, I didn't know that before but I picked
him because he made Mickey Mouse, a bunch of things that I like.
H: Uh huh.
P: (unintelligible) ... It shows a picture of Graceland.
H: OK. Mark, do you want to add anything?
M: Yeah, I'm..so what happened was that ... there was a lot of betrayers for him and his
business, he... he sometimes got poor and he got more richer because uh he has spent like a
lot of money back then, like forty dollars was a lot of money. And... so to earn a million
dollars is a lot of money so they had to pay like 1.5 million for Snow White and stuff.
T: Ah. So what do you think is his biggest contribution?
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M: I think the Snow White. That was his first, yeah.
T: How do you think it benefitted us?
M: What do you mean?
T: Why is it important to Americans? Do people know Walt?
M: Because the people with a lot of money are really famous and stuff
T: Ah, how about Snow White, though?
M: Oh, Snow White because there's an old fairy tale. And uh... it was like the first long
cartoon.
T: So what came from that? Why is that important by itself?
M: Because it's a ... uh ... on a ...how...very good reputation, because \x\\...(sigh)...\X had
... first like the best talking, the best color... and it got uh like everything uh it was the most
'spensive cartoon it was. (interrupted)
T: So after they made that other people could uh... figure out how to... (interrupted)
M: That's what...
T: ... duplicate it, keep trying and do better?
M: (simultaneously, repeats after T) Trying to ... do better, yeah.
T: Very cool. Peter, we're going to bypass you 'cause you're interrupting again, but we will
be coming back to you. Alley, why do you think your queen was important? Tell us some
more.
A: Because ummm ... um ... because she... like ...led wars and stuff. But she had lots of
sons and then they could go and get more empiries and so then she'd have more land that
would expand hers, so... yeah.
T: 'Kay. And Peter, do you want to tell me?
P: Um, the Walt Disney person that managed (unitelligible) I don't know if he was the creator
of Peter Pan, but in Peter Pan, color was first coming out, (unintelligible) the original one, so
it was like black and white at the beginning and then, when he went to Neverland, it's all
colored and stuff and then, when they came back to where Peter Pan was, where his kids
lived, it was all black and white again. So it went from black and white to color.
H: Uh huh, I didn't know that. Okay, ... and can you can you tell something about Elvis
Presley, his importance, his contribution to our world, that you haven't said?
P: Before he started playing rock'n'roll, it wasn't ...like... that big until Elvis started playing
and then, when he started playing he went on tours around the world... and ... he... made or he
has friends. And then everybody loved his music and he died of drugs.
H: Uh huh, okay, thank you.
T: Why was his music important? What kind of stuff would you say? Sorry, I wasn't here.
P: Um...his music was important because before he started playing, he wasn't ... or rock
wasn't really that big until he started playing.
T: Uh huh.
P: Then it got bigger and bigger because he played good and (unitelligible)
T: He was a fantastic musician. What did he play?
P: He played a ... guitar.
T: And....? Talk about his piano playing...
P: A little, kind of.
T: (unintelligible) Ed Sullivan?
P: He... met... Ray Charles... and ... he...heknewJohnyCash.
H: Uh huh, 'kay, thank you.
(to Kevin) And... can you tell us something more about Leonardo da Vinci? Can you name
some his famous paintings or like that?
K: The most famous one in the world, I have already mentioned, is Mona Lisa.
H: Uh huh.
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K: And... he painted tons of different ones, like, different types of people. He, he was like the
best painter in the world.
T: Where do you think he learned to paint like that?
K: Woo, he went to like a painter's school (unitelligible)
The Da Vinci Code (unitelligible)
T: Excuse me, that's not the topic. I ask you a question: What era... was this happening?
What time in the world has a name?
K: Medieval?
T: Hmmm, another name for it....
Besides being a painter, he did other things, too ... (interrupted)
K: He was an inventor.
T: An inventor.
K: He invented almost everything from the submarine to the airplane.
T : D i d they actually make them, did they use them?

K: No.
T: How come?
K: Because they didn't have the right ...like... technical materials. Like...
T: Can you give an example? So they didn't have like the right steel or
K: Yeah.
T: ... like that.
K: Uh huh.
T: So how do we know he made them?
K: 'Cause he wrote in his notebooks.
T: Aaah. So he drew all the sketches. That's fascinating. Why are we also fascinated with
him? Everybody in the world knows about him.
K: He was the most famous painter, inventor and he did., close... he did... a lot of things
about man.
T: He did. How did... how did he do that?
K: He... was the first person to do that, just take the person and do like the stuff where all the
things is in the body and stuff.
T: A live person?
K: Dead person.
T: Good... good thing, huh. So he studied all their bones and muscles. Do you think that
helped him to be an artist?
K: I don't know. Probably.
T: How come?
K: I don't know. Because (unnitelligible) inside of the body and stuff.
T: So that you know how to bend, how your arms work, this is (unintelligible)
K: This is when he was trying to make like a ... thing, where people could go in water and
look at fish and stuff.
T: Like a (unintelligible)
K: Like (unintelligible) that comes up there and has air. There is and air supply.
T: This looks like a spaceship.
K: Yeah.
T: What's that supposed to be?
K: I don't know (unintelligible)
T: Really? Wasn't that part of the book?
Okay. Nice job. Let's throw it out for questions.
P: Oh, my question for Kevin is if Leonardo da Vinci, uh, named all the parts of the body?
K: Uh
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P: Because there's like the collar bone, elbow.
T: Like actually gives them the name, like we're going to call this your collar bone. Wow
what an interesting question!
K: I don't know.
T: You might want to read this. The answer is in the end. Not right now, though. That's
fascinating! I have no idea. Somebody had to do it.
M: Did they like open the guy when he was dead? 'Cause to see all the... body parts and then
he drew and sketched 'em.
T: 'Cause nobody knew what the inside looked like.
M: So, yeah, like (unintelligible)
T: Like an autopsy, did you hear of that word? That they do sometimes when somebody dies
under mysterious circumstances and they do an autopsy.
M: They...
K: Doctor G! ... Like doctor G, everybody!
T: Uh huh. 't was probably somebody who didn't have a family or wasn't likely to have a big
burial with their family.
Does anybody else have a question for Kevin?
Okay, Celia? How about you?
C: (inaudible)
T: Isn't there somebody famous that we've read about, ... that is associated with her
somehow?
C: (inaudible)
T: Hmmm... That's a little later. How about during exploring times?
C: (inaudible)
T: Interesting! Peter, who ... who was I thinking of?
P: Christopher Columbus.
T: 'kay. Is that the same Queen Isabela ... who gave Christopher Columbus some money? 't
wasn't in there, huh?... 'kay, what is your favourite part about her? ... Are you still working
on it?
C: (inaudible)
T: Do you have questions for Alley? ... This... this queen lived a very long time. That's very
old for that time.
A: I know, because they had all those problems with eating, they would get gout, like usually
way back then ..in... Jesus's time, uh, they., died at thirty.
M: 'Cause life got shorter and so...
T: So every generation maybe lives a little bit longer. Yeah.
P: What a generation is?
T: Generation's like ... (interrupted)
K: Thirty years.
T: ... your parents are one generation, you're., in the next generation, your kids will be the
next generation.
P: What is the generation?
T: Just means the ... time that they are born and uh are living in for a certain age group I
guess that would be a., explanation. Anybody else explain that better?... Helena has questions
for you. Stay focused.
P: ... you don't know... where Helena is from?
K: Uh?
P: Do you know where she's from?
H: Yeah, that's a good question. Tell him ..everything you remember about me.
P: She is from Czech Republic which is in the Czechoslova... Czechoslovakia.
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K: Which is in?
H: It used to be the part of Czechoslovakia.
P: It's in...
A: It's Europe.
P: Europe.
K: Europe?
H: Uh huh.
P: And... uh... irnimrn... she used to go to the old school that was like hundred,.. four hundred
years old, okay.
H: I am still going there.
M: Oh.
H: It's my.. It's my college. It's actually., more, seven hundred years old.
M: Oh my Gosh!
H: Yeah, it's about three hundred, oh, four hundred years older than America
I mean the
United States.
P: And...umm.. yeah... She., is ..doing this., for., or so that she can get her... degree or
something for her college.
H: Uh huh.
M: Is that Master's?
P: So that she can become a teacher.
H: The Master's degree... Yes?
K: Uhm.. Your school is only about two hundred years older than... Leonardo da Vinci. Two
hundred and forty something.
H: What?
K: Your school is like two hundred years older than Leonardo da Vinci.
H: Oh., yup.
••• •••
T: Anything else you want to talk about?
P: Why do people have to die?
T: Hmm, there is a good question. I don't know, make room for new people.
M: Pray about that.
A: Hey, you know? Um, my church says that if Adam and Eve didn't eat the apple and left
the garden of Eden, that we wouldn't be here.
T: Interesting.
A+K: Yeah.
K: And we would be naked! Yeee!
A: No, we wouldn't even be born. ... Doing it'cause they were allowed to have children

unless they were out of the garden.
T: There you go. Good news for you to eat apples.
(Ss laughing)
So why don't we talk about that at school? Do you, guys, know why we can't, we don't
talk about it?
K: (unitelligible) some religions.
T: Yeah, there is a separation of church and state... in public schools.
M: Why do they keep saying it's an apple when it's forbidden fruit?
T: Did you hear what we've just said? Why do we not talk about that at school?
M: Oh,... sorry.
T: Not that it's forbidden, you can talk about all you want, yourselves and at recess, in a
church, but in a school, we can't have this kind of discussions.
P: Unless it's like in a church... like..school.
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T: Right, exactly. If you go to a church school, you can, you can talk about all you want. But
in a public school, there is a separation of church and state.
A: Uh huh, yeah, because there is nobody at the school that goes to my church.
P: And there is no... well, yeah, I guess.
A: Oh, except for my sister.
T: That's a choice. That's the thing in America, you have a choice. You can worship, go to
any church, have any religion,., but you keep it separate from your public schools for
everyone, no matter what. Religion or anything.
A: (unitelligible)
T: There you go, you DID! It wouldn't have come up if you hadn't asked that question.
P: What question?
T: Why do people die?
M: Why did you ask it?
T: (laughing)
(Ss talking, inaudible)
T: Where would we put everybody?
P: How come he didn't come up with a machine or something that you can live forever.
A: Yeah, if he was so smart, why wouldn't he do that?
H: Would you like to live forever, Peter?
P: Maybe, yes.
H: Maybe?
T: I can take wrinkles, but I wouldn't wanna like .. be all., crippled over.
(Ss acting out, T laughing)

5.2.3.2 Conversation 6
Participants: Mark, Peter, Alley, Celia, Simon (pupils), Mrs Leech (teacher) and Helena
T: How do you know that's George Washington?
P: Because it's a story of Washington soldier, hero, that's it.
T: So, what did you read?
P: The title.
T: Thank you very much. What do you know about George Washington?
M: Aaa...that he's a soldier, because he's on a horse and...aa...he wears like this...well ,
he's wearing a soldier's suit ...(unintelligible)
P: Well, but how do we know that's George Washington?
M+P (unintelligible)
T: Oh, see I didn't even see that thing. I'm glad you pointed that out.
S: Who knows? Maybe this guy might even be George Washington.
T: So how do I know what timeframe this is? Give me some clues from just this cover about
what you're (unintelligible).
S: 1776.
T: And how do you know it would be 1776?
S: Because that's when the Rushia... Revolutionary War was.
T: Type of clothing. Type of clothing. What about on the desk? Any clues for the
timeframe?
S: The quill.
T: The quill pen..
P: The drawers are on the outside.
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T: The ink.
Ss: (unintelligible)
T: Ok, it does, doesn't it? I hadn't even noticed that. Interesting. Now what do you know
about the men in the background? About... ah .... Their wealth or not?
S: 'cause of the color of their clothing.
M: And did they have, like, a lot of buttons that means they were, like, rich?
S: 'cause buttons at that time cost a lot.
T: And what, Alley?
A: The wig.
T: Powdered wigs. Nice job.
P: George Washington, he had false teeth. They were made of hippopotamus.
S: Hippo ribs.
T: (unintelligible) All right, I'm going to ask you to find the glossary and the index. ...
Hold on... Excuse me, gentlemen. I'm going to ask you to be quiet. Celia has a question and
I'm trying to hear it.
C : (unintelligible)
T: Oooo....Celia, sing it louder. That was a great job. It's like the ridges on a dollar bill.
Oh, doesn't it? Interesting.
M: What does?
S: The picture of him on the horse.
T: Allrighty. Where's the glossary and the index?
S+P: Right in the back.
S: It's in the last page.
T: I'm going to ask you in three seconds to tell me one word on here that you didn't know.
Figure out what it means
Let's start with Mark.
M: Mount Vernon.
T: Mount Vernon. What was Mount Vernon?
M: George Washington's mansion.
T: Plantation. Place he lived. ... That was great. Simon?
S: Immune. Because it says, it says ...
T: Oh, "immune".
S: Yeah, (reading) Protected from something harmful such as a disease. People who have
had smallpox or chicken pox are immune to future epidemics.
P: Where does it say that?
S: In...
P: Oh, epidemics.
S: Yeah.
T: ... So if you have the stomach flu in class, once you get it, you probably won't get it
again.
M: I never get the chicken pox 'cause I got my shots.
T: There you go. There you go. Peter?
P: Prussians - (reading) the name Americans, the name Americans gave to German
shoulders hired... to German soldiers hired by England to fight in the Revolutionary War.
T: How did they get the Germans to fight?
P: I don't know.
T+P: They hired them.
T: What's another name (unintelligible)... ?
P: Mercenaries.
T: Mercenaries.
P: But that's getting paid to fight against their own country.
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S: No, it's getting paid to fight against a different country.
T: Getting paid to fight against a country that isn't your own.
M: Well, fight for a different country.
T: ...for different... Right. Thank you. Exactly right. Alley?
A: Um..
T: Pardon me?
Ss... (unintelligible)
T: Absolutely. Yes, plantation, large farm.
P: Are these words that we....
T: These are all words that you'll find in the book.
P: But the words we are saying, are they words that we don't know.
T: Right. Peter, we're going to get ready to use the book, and I'm going to point out a few
things before we start. So, you could turn to page thirteen.
A: Hey, somebody wrote in my book.
T: Look at that picture there and read the caption.
P: I've never seen ... (unintelligible)
T: Read it out loud, Simon.
S: The little picture?
T: And what do you call that?
S: It's a diagram or something. Oh, yeah, caption. Ah., (reading) smallpox was a highly
contagious, easy-to-catch disease, similar to chicken pox, only much worse. The symptoms
were like flu, but with itchy blisters that often left deep scars. Until recently there was no
treatment for smallpox, which killed 40% of the people who caught it and left others blind or
hurt in other ways.
T: So that's what you're looking at: smallpox blisters. And many of these men you're
reading about in this time and women and children, this is what they caught. It was very,
very contagious. Do you have a vaccine somewhere on your arm or leg, that has a little white
scar?
S: aaaa...
T: Mine's right here on my arm. My son's is right here on his leg. And yours is...? It's
probably right here, 'cause now you get vaccinated, so you can't get this.
P: Let's see, I think it's ...aaa... somewhere on my arm... .My sister got chicken pox, maybe
for a week.
T: Nope, she didn't. She got chicken pox. Smallpox is much worse than chickenpox.
So she can't get this. But you can in some countries. So if you travel to some places, you
have to make sure you've been re-vaccinated.
P: On the news there was this person last year that came over from China, and they had to
(unintelligible)
T: Uhhaaa.
S: I wonder if you can still get leprosy ...that disease.
T: That's a good question. Why don't you look it up on the internet, 'cause I think you can.
I think there's a vaccine, but we don't see it very often.
M: Do you, like, take it every year or something, so you don't get it?
T: The smallpox vaccine?
M: Yeah.
T: I think you get it when you're little, like a baby, but then if you're going to another
country where they have it, they can give you, like, a booster shot. Every ten years...
M: I always wondered why do you have to get all these bunch of shots...for... if you're
moving to other countries.
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T: So you won't get that. Good question. And now that you have internet, you can find all
the answers to these. So awesome! So let's look at page 19. Mark, can you
the caption
and read it.
M: Ok... (reading) George and Martha's plantation produced a variety of crops including
tobacco, potatoes, wheat, rye and barley. He also bred dogs, cattle and some of the finest
horses...The plantation was almost a village itself with a leading house, dairy, wash house,
smoke house, blacksmiths, cobblers, brick makers and other craftsmen.
T: Can you put your finger on George Washington? Fabulous, fabulous. So what was
Mount Vernon, Peter?
P: It was ...a...George Washington's..like, like the plantation community, where they grew
different crops.
T: What colony is that in?
S: Virginia.
T: Yes, Virginia. Flip the page. Just a minute. Close the book. Mark, tell me one thing
about the Boston Tea Party.
M: Ok, the Boston Tea Party ... ah... was where the Tea Act was going on.
T : Oooo. 'kay. Tea Act. Yup.
M: Ah...People weren't ...really wanted to drink tea, but it cost too much, so they were
getting mad and they disguised themselves as Indians, and they got on the ship and
... ah... opened up the crates full of tea and dumped it into the harbor.
T: And Peter, why would they even do ... think to do that?
P: Because of the tea tax.
T: Why did they not.... Why?
P: Because the Briti .. the British, they put taxes on everything, so that they could get more
money, and they didn't like that idea, and so they tried to stop it, and so they went to the
British tea boats or whatever, and then they dumped it.
T: And Alley, can you think of a group of women, that did something?
A: (unintelligible) they made their... they made tea, cloth and stuff so they wouldn't have to
buy stuff from the British.
T: Awesome.
A: They went on a boycott.
T: That was just my next question. Good job. Is there anything I didn't say? Do you
remember?
Ps (unintelligible)
T: And why did they pick that? Do we even know if that's really true?
S: Probably because... probably because that was the tribe that lived at that area.
A: Yeah.
T: But not everybody did that...
M: If they were their slaves and stuff, so they dressed up as the slaves that they were.
S: It even shows it in the book.
A: I don't think that they were their slaves, 'cause otherwise they wouldn't dress up as them,
'cause who would want their slaves running around, like... (unintelligible)
T: You just want to understand that they didn't want to be recognized so they're disguising
themselves. So that said, Peter, read the caption, please.
P: (reading) Some Americans got tired of paying taxes to England without having a voice in
how the money would be spent. They protested against tax... taxation without representation.
By refusing to buy English goods like tea during the Boston Tea Party, fifty angry Americans
disguised as Mohawk Indians and dumped 340 chests of English tea in the sea.
A: How do you know it was 340 chests?
T: They're counting. Taxation without representation. Really important. Can you explain it?
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A: Ummm... no.
M: I do. I think it's like tax that, like, this: You can't have tax without, like... people saying
that they were doing any agreeing...
T: Agreeing... there you go. They didn't have a say in it. Thank you, Simon.
S: I also think that, like fair taxes, like they're paying their taxes for a good cause. Like, they
don't want to pay for Britain. They want to pay it for a good cause.
T: Oh... good thinking.
S: That's why we have taxes for different things. Cause we pay taxes for, like, our houses
and schools, yeah, to help other people.
T: Great ideas. When your parents vote to pay a tax, what are they paying their tax
for... where's their property tax going on their house?
P: To...ours goes to...our (untelligible)
T: Well, it goes to the fire department, police, the people who clean the street...
M: And when you buy stuff, like, when you buy these drinks sometimes, like, there's tax
like five cents tax.
T: On the bottle?
S: Yeah.
T: And do you know that even though that goes in almost eveiy United States' state now, the
bottle bill started here in Oregon.
S: Yeah.
T: First place.
M: Did you know ...a... Washington has every tax on everything?
S: Yeah, it has a ....(unintelligible)... but it's only a five cents tax.
T: No, they have a 8% sales tax on anything you buy. So any clothes you buy, any shoes.
M: Yeah, like, sometimes we go to McDonalds and, like, shows up how much money you
have to pay, and then there's this tax. But there's nothing, like, you don't have to pay the tax.
Like the tax is...
T: That's because we don't have that sales tax, and there are only two or three states. I don't
know how many. We'd have to look that up.
M: Washington.
T: There are very few that don't have a tax. All the other ones have a tax. We're just in the
minority. I think it's only Oregon and Illinois that don't have a sales tax, but I can be wrong
there. But all the other states...
M: Does, doesn't Illinois have the place like .... the shape of it that...
T: That's right, that was the same size.
H: Same size, not the shape. But it was Indiana actually.
M: I thought it was Illinois.
T: That's right. Illinois is by, where Chicago is, and my son just touched down. That's why I
was looking at the clock.... Right in Chicago. All righty. Let's flip the page again. Page 23.
Minuteman. Celia, tell us something about Minuteman, before you read it.
C: (unintelligible)
T: Ready in a minute. Mark, tell us something else. Who are they?
M: They are ... a... Minutemen that work for the war and stuff. And they get, when someone
calls, they, like, ah, they do the drum...everyone goes out, 'cause they're dressed ...and a
musket just for hunting.
T: There you go. There you go. Simon?
S: And I think they were part of the Continental Army.
T: Continental Army. Great job. Alley's going to read. Thank you.
A: (reading) Minuteman. The American colonial pioneers were called Minutemen. Soldiers
waited in a fort for orders to fight. Minutemen came from the countryside in a minute.
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George sadly observed that they also disappeared in a minute, when it was time to drill.
Minutemen were more independent than professional soldiers, but they had great fighting
spirit.
T: So there's your key. Professional soldiers who had few, some... Minutemen were your
farmers and your shopkeepers, and the people in their homes. The ones that had the great
fighting spirit. They would just come out.
M: And the one thing...I remember a minuteman that was...a guy said: "Don't fire 'till the
whites of their eyes". 'Cause they had those muskets and (interruption)
T: Great job. Great job. Here's a part that we haven't covered, so let's look on page 22.
(reading) On July 3,1775 George took command. George who?
S: Washington.
M: Washington.
T: Thank you. (reading) He was very disappointed. The men of the Continental Army were
not professional soldiers. They were farmers, backwoodsmen, clerks, dockworkers, cobblers,
and fishermen. What's a cobbler?
S: It's someone who makes the shoes.
P: (simultaneously) Shoemaker.
T: Thank you. (reading) They were not used to marching or following orders. They did not
have enough uniforms, guns, bullets and food. In the fall of 1775 smallpox swept through the
Continental Army. Thousands of men got sick. George was immune to smallpox because he
had had the disease when he was nineteen. Instead of going home to visit Martha that winter,
George stayed to encourage his ailing army. This is one of your words "immune".
S: What is "ailing"?
T: It's sick. You're ailing if you're sick. You stay home... .(unintelligible)
M: So you mean it's like when (unintelligible)
T: That's it. So if you live through one of these diseases you get vaccinated for, you won't
get it again.
P: But if you get vaccinated, can you still get it., can you still get it?
T: That also protects you.
A: How come you can't get vaccinated for throwing up?
T: "Cause that's a virus. And that you can get over and over and over and over again. But
the thing about smallpox was that you could go blind, you could go deaf, you could have a lot
of other things that would happen after you were ill with it. And so, they figured it's better to
immunat... immu-nize everyone, so that you just don't get it at all. That's the key there. All
righty. Good questions. Ahh, 34. Celia, can you read the heading for us? Tell us what the
title is?
C: (inaudible)
T: Yup. Beloved leader. Who was the beloved leader? Who do you think it was? Any
guesses?
M: Yeah. Beloved Martha, or something?
T: Aaa, Martha.
M: Or ... a ...daughters of royalty?
T: Ohhh...interesting. I don't know.
M: Or, I don't know... George Washington.
T: T h a t ' s a thought. Could be, could be. Read it about 60 seconds. Glance through it. See if
you can find the answer.
(unintelligible)
T: Absolutely. George. George refused to give up his fight for America. Help is on the
way. So George is the beloved leader. Second paragraph. Page 34. (reading) Meanwhile
George and his men made their weary way to a nearby place called Valley Forge. Many
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soldiers didn't have shoes. They wrapped their frozen feet in rags. And ice cut through the
rags, and the men left a bloody trail in the snow. This was winter at Valley Forge. Very
famous. Many of the men died - froze to death.
S: Some of them escaped ...
A: I read a... book...It's called (unintelligible) and it's about a girl who...the soldiers came
through the town to see her when it was (inaudible)
T: There you go! Because what's going to happen? They have one outfit to wear; it's
freezing, 't's snowing, 't's raining. There's no dryers, so when you get wet, you get wet.
They're in little makeshift tents. Not like nice Coleman tents that pop up. Probably just a
blanket over a tree or something. So they can't ever get dry. They're walking through snow.
Leather shoes are rotten. Have you ever had on heavy wool...um .. pants or socks and they
get wet and they just take forever to dry? Just wet on you. You know when you get wet
gloves and your fingers get all trembly... sticky. Mine get "shriveley". Horrible!
(interruption)
Ooops.
Sorry about that... I lost my train of thought. Sooo... Twenty-five hundred Americans died
during this winter. They didn't have blankets. They didn't have shelter. Flip the page to 36.
There they are, lookin' pretty darn good in this picture. But I don't think they look that good.
It was pretty awful. But George Washington, he would never leave his troops. He probably
had a nice place. He probably had extra socks, 'cause he was the general. But he stayed out
with his troops - or that's how the story goes - and he inspired them. You want to fight with
someone who's with you, don't you? You want to take care of things. Go to page 38.
There's his teeth, Peter.
P: Wow! They're all messed up... the bottom.
T: There they are...
P: The top went out and where the...
T: Well, you'll find out why you never see a picture of him with his mouth open. And... the
second paragraph. Mark, give me the second paragraph on page 38. Ok?
M: (reading) The most famous and beloved hero in the new nation just wanted to go home.
The grey-haired, fifty-one year old had lost most of his teeth due to the battle and the diet.
Writing by candlelight had strained his eyes, but George was happy to be back at Mount
Vernon.
T: Simon, can you read about tooth trouble?
S: (reading) Tooth trouble. When he was older, George always looked serious. Portrait
painters wanted the president to smile. He had a lot on his mind. George also had a lot in his
mouth. His hippo ivory and wooden dentures were the best dentists could make back then.
But they were very uncomfortable.
T: You know, it's too bad on the top... unintelligible,)... look at those springs. And look at
that little wire. Peter, you just got braces on. Have you had any wire poking in?
P: Yeah.
T: You know how much that hurts. Think about if you got your cheek caught.
(unintelligible)
T: ...bad. At least you have little wax things. Probably then they didn't have a lot of
...(unintelligible) in the wax. ...they did. And this is a full mouth. If you don't have your
teeth, you'd have to put that in, and then try to talk. ..
M: My grampa has big teeth... (unintelligible)
T: And no Polygrip ..(unintelligible discussion)...! wonder what he ate.. He probably ate,
like,
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A: Probably not that bread...
T: Well, I don't know, but I would be interested to see what he ate. I bet he had to do a lot of
soup and soft stuff. Gee, look at the bottom of those. Those are nasty lookin'.
Aha! Anybody have an idea how you might have lost all of your teeth?
M: Smallpox.
S: I know, I know, I know, I know, I know...He might have lost his teeth by biting, like...
P: Scurvy.
S: Like, probably from fighting, like, ... he got knocked out, and then, like, hit his tooth on
something, but ...(unintelligible)
T: But, he lost most of his teeth due to the bad army diet. What happens if you don't brush
your teeth?
M: Then they ... plaque.
T: They all get plaque on it,...
M: And sometimes like, like...
T: Might get cavities.
M: Like, like,... .and stuff like that.
T: What happened when you put your tooth in the science fair in the Coke?
M: Oh, that would, it'll disintegrate.
A: Yeah, because .. urn., my brother's fourth grade teacher, she had ...
S: (interrupts) I was going to do that for my lesson...
T: Yes, you were, and you saw it, didn't you? We did that, we did that.
P: Not in our class.
T: In the other class? ....Ok, so if you'd, and if you don't have ..ah.. .Novocain, are you
going to go to the dentist, or be real excited that they have, like, drills...?
What are you gonna do? Oh, I've got a toothache . We'll have to take it out. Ok, let me just
sit in the chair with no Novocain..
M: Or let me just get the blacksmith. Let me just get the blacksmith, and gets his pliers.
T: Yeah. ...you do that ....(unintelligible) they're not going back, are they?
S: My uncle Dietrich, he had really bad toothache and then he pulled his teeth out.
T: Wow, let me tell you, he's younger than I am... And, I've broken teeth... just eating, like,
on a nut or something. Something that has a filling already in it, so if you had, didn't have
any dental care, I'm sure, that you'd have lots of heavy nut things that you chewed on. They
could have just cracked... .(unintelligible)
M: Well do you know what? .. Well, my grandma, she, ah, you know how sometimes you
lose your teeth and you can put them back in. Well, she had one right here, and she could
take it out and put it back in. And my aunt broke her tooth right here.
T: It happens, it happens. These people age quicker than we do.
(unintelligible)
T: And you're probably right. Fall off your horse a couple times.
P: My .. my dad, he was, like, ten years, or like, nine years old when he was in the majors,
and he was a catcher, and he flips the mask off all the time, and once he, he flipped it off
when the ball was coming from second base. It hit the top of the glove .. of the catcher's
glove.. then it hit him right here and it cracked ... (unintelligible)
T: Youch. All righty. So with that said, gentlemen and ladies, this book. Take it back to
your desk. Read on your own today if you have any free time. And we'll finish it later on.
Nice questions. We want to get back to our desks, so that Helena can .. uh ... show us some
pictures and talk to us and answer some questions, and I want to hear what Alley says ....
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Chapter 6
CONCLUSION
6.1 Summary
The main purpose of the thesis was to investigate the role of the age factor in discourse
and to observe some significant aspects of the growing LI communicative competence in
children. The analysis was based on a corpus consisting of audio recordings of adult-child
interactions in the primary school environment. The interactions involved pupils of different
ages and their teachers. The children formed three age groups according to their grade. They
were pupils of the first, third and fifth grade; that is to say they were mostly seven, nine and
eleven years old.
The recording took place in Barnes Elementary School in Beaverton, Oregon, USA,
during two weeks in May, 2006. Although the school staff was very helpful and open to the
project, there were factors that made it rather complicated (see also 1.3). Firstly, the time
period of two weeks was a short time to obtain enough material for a large-scale research
project. Moreover, the school schedule included many activities such as field trips or theatre
performances, which even further reduced the time aimed for recording. Secondly, the school
was a noisy place, which caused certain passages of the recordings to be unintelligible.
Thirdly, young children from the first grade were sometimes shy and reluctant to talk, so their
speech was inaudible and thus could not be used for the analysis. Therefore, the material
available is limited and the results are only preliminary and need to be verified if more
material is obtained.
The thesis was not based on any previous research of this kind. Therefore, all
hypotheses were developed from the interactions. The basic hypothesis was that younger
children, in our case the first graders, would be less cooperative in the discourse. Since they
were restless and not able to concentrate for very long, they were also more likely to deviate
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from the discussed topic than their older counterparts. The third graders were able to
concentrate for a longer time, but they were still relatively dependent on the initiations from
the teacher. When they tried to explain something, their speech was sometimes hard to
understand, because they had troubles in expressing themselves. The fifth-graders' speech,
however, seemed to be more mature and compact.
The social distance between the teachers and the pupils seemed to be smaller as the
pupils grew older. This is connected with the social roles of the teachers. In the lower grades,
the teacher, in the process of teaching, was an instructor whose main role was to encourage
the pupils to do what was expected or to urge them to speak. In the fifth grade, however, the
teacher's role was rather that of a friend and/or that of a moderator. The teachers in Sample 1
from the first grade and Samples 1 and 2 from the third (see 5.1, Tapescripts) provided rather
short and clear initiations which sometimes needed to be repeated. The teachers' turns, as
compared to the pupils', seemed to be shorter. In contrast, in the fifth grade, the teacher
seemed to be talking more. She elaborated on the pupils' responses and gave her own
comments.
Sample 2 from the first grade, however, was an extract from friendly talk during a
lunch break. The teacher did not instruct the children to do anything. She talked to them
freely, answered all their questions and gave them advice. In this discussion, the distribution
of the teacher's talking time and the pupils' talking time seemed to be more or less balanced.
The overall corpus employed in the thesis consisted of a total of six interactions, two
from each grade, which varied in length and in the number of participants. The material was
processed in two phases. The first was a word analysis which was based on six samples taken
from the above mentioned conversations (see 3.1, Procedure). The samples were formed
because there was need for a quantitatively measurable unit. The word

analysis investigated

the number of all word types and tokens (i.e. lexical and nonlexical) uttered per sample as
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well as their mutual proportion and the length of the longest, shortest and average turns within
a particular sample. Moreover, it examined the distribution of lexical and nonlexical types and
the share of particular lexical parts of speech, i.e. nouns, adjectives and lexical adverbs and
verbs. The pupils' and the teachers' production was examined separately.
Since the fifth-graders' speech seemed to be more mature and fluent, with noticeably
fewer pauses and incomplete structures, it was expected that the proportion of types and
tokens as well as the share of particular lexical parts of speech would be higher in the fifth
grade. The number of lexical types in relation to nonlexical ones was also expected to be
rising with age.
The word analysis suggested certain tendencies which were more or less in line with
the hypotheses. The children's speech proved to be more nominal as they grew older. There
was also noticeable progress in the distribution of lexical and nonlexical types within a
sample. The share of lexical types was the lowest in the first grade and the highest in the fifth
grade, which also confirmed the expectation (see 4.1).
The word analysis also proved the hypothesis of the proportion of the pupils'
production to the teachers'. In Sample 1 from the first grade and Samples 1 and 2 from the
third grade, the teachers uttered noticeably fewer words than the pupils. In Sample 2 from the
first grade, i.e. the free talk, the disproportion was much smaller. In both samples from the
fifth grade, the teacher performed even slightly more than the pupils, but the disproportion
was minimal, i.e. insignificant.
For the purpose of the second phase, the overall analysis, the methodology had to be
changed. The second phase of the research was not statistical as was the first one. It worked
with the whole interactions and focused on specific areas: cooperativeness, cohesion, structure
of the instructional language and incorrect usage of English (see also 1.2 and 3.3). The second
phase provided examples referring to particular areas of observation and attempted to show
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certain tendencies which may be relevant for the particular age groups. It was not sufficient to
work only with the samples. Instead it was necessary to search for particular examples within
the entire body of interactions. Since they varied in length, the overall analysis could not be
processed in numbers as was the case with the first phase. Nevertheless, certain tendencies
were found. They are as follows:
The seven-year-old children were found to be less cooperative, frequently providing
challenging moves and interrupting the teacher's speech. The third graders were much more
cooperative, but spoke very slowly and got into trouble when they were supposed to describe
or explain something. They employed incomplete structures and sometimes thought for so
long that the teacher had to come up with another initiation to help them. The fifth graders
were more or less fully cooperative, although they sometimes tended to tell stories which
were irrelevant to the topic.
As far as cohesion is concerned, the limited material did not show any noticeable
differences. Although the first graders were not very cooperative, they usually stuck to one
cohesive chain (Halliday, Hasan, 1985). The older pupils were also cohesive in their speech.
The structure of the instructional language is closely interconnected with the above
mentioned social roles. In the first grade (Conversation 1), the pupil recorded is not
cooperative, continually challenges the presupposition and the teacher needs to push him
"back on track" all the time. She always introduces a new initiation after the pupil's
challenging responses. In Conversation 2, i.e. the friendly talk, the structure is also mostly the
Initiation-Response one. There is no need for follow-ups either. In the third and the fifth
grades, follow-ups are sometimes used. However, it is interesting that in the fifth grade the
follow-ups are used mainly as positive evaluations of the pupils' responses. They have a
motivating function (see 4.2 and 5.2).

As far as the incorrect usage of the English language is concerned, most of the
mistakes were grammatical, including wrong verb forms, wrong tenses, confusion of the
singular and plural etc. (see 4.2.4). As for vocabulary, the most interesting examples were
probably innovations that the pupils, as well as one teacher, employed in their speech to
express something for which they were not able to find an adequate existing equivalent.
At least in the material analysed, the mistakes were not repeated, so we cannot claim
that there was lack of knowledge in either grammar or vocabulaiy. Rather, it seems that the
pupils were so involved in the content of their speech that they did not pay so much attention
to the form.

6.2 Further research
The weakest point of the thesis was the limited material which did not allow for
generalisation of the results. Assuming that there were a chance to gain more comparable
recordings from each age group and possibly enlarge the range of age groups with even
younger and older children, the conclusions might become more relevant and generally valid.
The specificity of school communication may be investigated in greater detail.
Provided that more pupils and teachers were involved, we might also be able to take into
consideration the individual differences between them.
This thesis may serve as a starting point for such further research.
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