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TABLE 4.1  PROPORTION OF INITIAL STRUCTURING MOVES MADE
BY CHILD (C) AND MOTHER (M) RESPECTIVELY

MARK PHILIP WILLIAM MICHAEL SINMON RICHARD ALISON TRACEY HELEN MARGARET JOANNE BARBARA

c M c ¥ c M c ¥ c M c M c M c M c M c M c I c ¥

Substantive L2,& | 53,6 | 41,4 | 51,71 20.8 64.2|27.9]55.9( 37.1] 48.6 | 34.4 | 62.5| 65.0| 30.0|27.1|66.7| 45.0 | 43.3| 50.C | 46.4 1 31.9 | 55.11 bbb | 27,5
Trocelural - 2,5 - 6.9 1.5 4,5] 1.5 14.7] 2.9] 11.4 - 3,1 - 5.0 - 6.2| 5.C| 6.7 - 3.6 - 13.0] 12.5| 5.6
42,8 | s7.2 | 41,4 | 58.6 | 31.3| 68.7 ] 29.4 | 70.6 | 40.0| 60.0| 34.4 | 65.6| 65.0| 35.0] 27.1 | 72.9 ] 50.0| 50.0 | 50.0 [ 5C.C| 31.9 | 68,1 | S6.9| L3.1

TABLE 4.2  PROPORTION OF INITIAL QUZSTIONS ASKED BY
CHILD (C) AND MOTHER (M) RESPECTIVELY
MARK PHILIP WILLIAM MICHAEL SIMON RICEARD A1 ISON TRACEY HELEN MARGARET JOANNE BARBAPA

¢ M c M c ¥ c M c M c ¥ c M c M c M c ¥ c b c ¥

Mezory - | 62.3 - |s0.0) s,1|32.,7]| 1.2|45.6|22.8]37.5]|23.3]|46.7| 4.2|686.0]11.9(23.8] 1.4]55.3 - | 57.2 - | b6, 2.5 | LC.3
Orine 2.2 2%.0 - fu47.2) 4,1]55.1] 3.7|42.0] 4.2|25.0) 3.3[26.7| 2.1]21.3| 4.8 54.7 - | 33.7 - | 32.1] 1.7 | 4.3 5.1 LkoLb
Jcarrehension - L4 - - - - - - - - - - - - - - - 1.4 - 1.8 - 0.9 - -
Trocedural - 2.2 | 1.4 - - - 2.51 2.5 2.1| b.2 - - - - 4,8 - 2.7 2.7 - 8.9 - 0.9 - 2.5
hetorical - - - - - 2.0 - 2.5 - 2.1 - - - - - - - 1.4 - - - 0.9 - -
rffective - - - 1.4 - 2.0 - - - 2.1 - - - (I - - - 1.4 - - - 4,3 - -
Fraluation - - - - - - - - - - - - - - - - - - - - - 0.9 - -
2,2 97,8 1.4{ 92,6 8.2 91.8] 7.4]92.629,1]70.9]26.673.4] 6.3]93.7|21.5|78.5| 4.1]95.9 - [100.0| 1.7[98.3] 7.6 c2.b




PROPORTION OF INITIAL STRUCTURING MOVES MADE BY
PARTICIPANTS IN DYADIC/TRIADIC HOME SITUATIONS,

TABLE 4,3
MEDIAN (Range in Brackets) %
CHILD/NOTHER CHILD/FATHER CHILD/PARENTS CHILD/OTHER ADULT CHILD/CTHER CEILD
o M Dyad c F Dyad c ¥ F Triad c OA Dyad c oc Dyad
Substantive 39 53 94 41 52 93 32 33 21 93 35 | 48 88 4y 48 93
(27-65) | (30-67)| (82-97) ] (19-55) [ (39-57)} (74-98){ (19=72) | ( 9-44)| (10-31)|(66-97)} (21-53) | (31-68) | (68-92)} (29-68) | (11-65) | (58-100)
Frocedural . 6 7 * 7 7 . 5 4 7 . 12 13 * . 8
( 3-18) [ ( 3-18) ( 0-23)|( 2-26) (2-18) | 1=-15) | ( 4=34) ( 3-19) (| ( 3-32) (2~ 42)
Total - Initial b 59 4 59 33 43 25 37 63 48 52
Structuring (27-65 | (35-73) (21-55) | (45-79) (19-72) | ( 9-48) | (14-35) (24-53) | (47-76) (31-85) | (15-69)
Move made by less than half the participants: results not shown on this table.

*
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TABLE 4.4

PROPORTION OF INITIAL QUESTIONS ASKED BY PARTICIPANTS

IN DYADIC/TRIADIC HOME SITUATIONS.

MEDIAN (Range in brackets) %

CHILD/NOTEER CHILD/FATHER CHILD/PARENTS CHILD/OTHER ADULT CHILD/CTHER CHILD
c M Dyad c F Dyad c M F Triad c CA Dyad c oc Dyad
Memory 2 L7 53 6 51 50 2 25 23 53 . 61 61 17 41 60
( 0-23) | (24-66) |(36-70) | ( 0-30)|(22-81) |(37-81)]( 0-10)|(16-40)| (12-34)} (48-69) (41-69) [ (46-69)) ( 2-48)|( 3-63)|(39-67)
Cpine 3 38 ko 1 33 34 0 19 19 3 . | 35 35 11 12 29
) ( 0- 5)[(21-55) [(23-60) |( 0= 7)|(15-53) [(15-54){( 0- &) |(12-29){( 7-22)|(21-50) (15-43) [(16-43)] ( 0-29} | ( 3-23)|(1h-45)
Comprehensi bl » 0 - 2 2 . » * 0 * - 2 » e 0
omprehension ( 0= 1) Co- 7| 0= ( 0- 9) ( 0-15) (0= b&)
roce . 2 3 . 1 1 3 1 1 4 . 1 2 3 3 8
Frocedural (0-9)|C0-9) ( 0- 8)|( 0=10)|( 0= 7)|( 0=10)|( O= 4)|( 1-19) ( 0= &)|C 0=11)) 0-11)|( 0-21)|( 2-22)
n i 1 » * 0 e * 0 * » X} 0 LR » 0 » - 0
Rhetorical ( 0= 3) ( 0- 2) ( 0- 5) ( 0- 3) ( 0-10)
AFCants - 0‘5 0'5 - n 2 2 - * - O LR * 0 * »- O
Affective ( 0=76) |( 0-"6) ( 0- 9) [ 0- 9) ( 0- 4) ( 0- 6) ( 0-14)
pat 7 .. - 0 L] *e *% * * o L] * O * & * %
fvaluation ( 0- 1) ( 0= 1) ( 0= 3)
parvas) P + - LR LR LR . 0 - LR O * % . LR - %
Ixhortatory ( 0= 2) * * ( 0= 1)
Total 7 93 Vi 93 8 50 42 2 98 34 66
( 0-29) (71-100)] ( 0-39)|(61-100) ( 2-22)|(36-77)|(21-56) ( 0-22)[(78-100) ( 5-9L)| ( 6-95)

* Move used by less than half the participants: results not shown on this table.

** Move not used by any participants.
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TABIE 4,5

PROPORTION OF RESPCNSE MCVES MADE BY FARTICIFANTS
IN DYADIC/TRIADIC HCME SITUATIONS

MEDIAN (Range in brackets) %

CHILD/MOTHER CHILD/FATHER CHILD/PARENTS CHILD/OTHER ADULT CHILD/OTHEIR CHILD
c M Dyad c F Dyad c M F Triad c OA Dyad c cC yad
\rew - 7 1 8 9 1 1 8 10 1 11
A Ore Id 11 7 5 7
rswer re idea ( 3-170)1C 0= 3){( b-13)|( 5-22) * ( 6-22)|( 5=22){( C=- 3)|{ 0- 2)|( 5-22)| ( 5-19}|( C= 3)|( 6-19){( 2-17)[( 1-15) |( =s-20)
short 15 1 17 17 2 20 1 1 1 13 19 1 20 8 6 1@
( 8-19)|( 0-13)|( 9=22)|( 9-30){( 0- 7) (11=31)]( 5=23)|( €= 5){( 0= 2)]( 9-25)| (13-32) [( 0~ 2)|(15-3L)|( 1-22) | ( 1-12) {( 5-25;
= 3 1 4 L 0 A 1 R . 1 4 . 5 2 1 3
Extended 142 o)1 0- 53¢ 1- 2| 1-10)]( 0= 2)|( 1-10)|( 0= B) (1- 8 1- 8) N [ [ N [ )
. N 0 0.k .e 0.5 . .e . 0 N .e 0 . . 0.5
Lengthy (o- »|C ol n (o’ (0=0.4) (c- ¢ o
Answer- - 2 . 2 2 N 2 1 . 1 1 R 2 d 1 z
Initiation 7 1988 | (g 4y (1= 53{C 0= & (o-8fco-20] ° ( o= 23|C 0- &) (1= 6] 0= 3| 0- 2| o= %)
4 . L 4 2 0 3 5 3 2 1 3
hort . . .
snor ( 1-6) (1= 8))( 2- 6) (2-6)[C 1= W[C0o-1 (1= 5[ 1=11) ( 2-11) ] 0- ) [( 0- 5} [C 0= &)
1 - 1 1 N 1 0 . . o] 0.4 e 1 1 . 1
Extended | ( o 2) (0= 2)|( 0- 1) (0- 3)|( 0- 2) (0-2)|Cc-w (0- 43|( 0= 2) (o= b
A e 0 - L 0 - LR L] o - L O - LR
Lengthy (0-1) C e (0-1) (o= 1
5 - 5 7 12 5 6 11 6 6 4 15 4 7 L 8 10 19
Reaction Cre Tdea | ¢ 2252) |( 4-10) [ 8-21) | 22 &) [( 4=13) | 9-18) |( 2=11){( 3-10) [¢ 0= 9| 7=28)|( 1= &) [( 2=11) [(11-103 f( 3-15) |( 7-17) |(r2232)
Short 8 13 [ 22 6 12 18 7 12 8 25 5 9 1k 14 18 32
- ( 5-12) {( 8-21)[(13-3C) |( 4-11)1( 1=17) [( 9-26){( 3-12) |( 1-19) [( 3=12) | ( 9-43)]( 2-11) [( 5=17) |( 8-28) |( 7-19)|( 4-25)|(15-4b}
1 1 2 1 1 2 1 1 1 2 .5 0.5 1 1 2 . 2
Extended | (0. 2){( 0- 1){( 1= 5| 0- 2)[¢ 0= B[ 0= &){( 0- 2)|( = 2){¢ 0= 22| 0= 51| e=2) ¢ 02 M {¢ c- 2| o= | o= 3¢ o2 5
. “e o . . o .e .e .a .o .e .e .o
Lengthy (0~ 1) (0-1)
Yes/No 29 2 31 2k 1 26 22 1 1 24 29 1 30 8 3 16
: (11-38) | ( 1= 5){(13-39) | (12-38) | ( 0- 5) |(14-329)|( 5-29)|( C- 3)|( 0= 5){( 6-36)|(15-36) [( G- 4)[(16-38)|( 3-12)|( 3-15)|(10-2C)
~otal 75 25 73 27 61 24 18 81 19 L8 52
U (51-83) | (17-49) (62-94) | ( 6-38) (42-83) | ( 4-35){(7 -23) (65-21) | ( 9-35) (22-72) | (23-50)

* VMove used by less than half the participants - results not shown on this table.

** Move not used by any participants.




TABLE 4.6  PROPORTION OF ACCEPTANCE-EVALUATION MOVES MADE BY
PARTICIPANTS IN DYADIC/TRIADIC HOME SITUATIONS,

MEDIAN (Range in brackets) %

CHILD/MOTHER CHILD/FATHER CHILD/PARENTS CHILD/OTHER ADULT CHILD/OTHER CHILD
c M Dyad c F Dyad [ ¥ F Triad c 0A Dyad c (o]0} Dyad
Simple Accept 26 50 77 28 kg 77 2k 25 20 80 19 55 76 41 43 83
(12-48) | (32-75) | (67-92) [ (15-49) {(39-71) | (56-95) | (11-49) | (14-60) | ( 6-Lk) | (66-89)|( 8-41)|(38-65)|(58-92)|(12-66)}(27-72} |(7C-0k)
Accept Repeat 2 9 11 2 12 12 2 6 b 12 . 13 14 4 4 8
‘ ( 0= 5)|( 4-20)|( 5-20)|( 0= 5)|( 2-28)| (5-28)|( 0= 6){( 1=19)|( 1=14)|( 5-26) ( 4-3231( 4=-32)1( 0=-10)|( 0= 8)|( 0-15)
A ot Ta * * 0 - * 0 ') * - 0 . 1 1 *a 'R
ccept Pararhrase ( 0= 1) * ( 0= 2) ( 0- 1) ( 0- &)} 0-8)
raise . 3 4 . 1 1 e 2 . 3 o 5 5 , 2 2
(0-8)|(o0-9) ( 0-16)|( 0-16) ( 0~ 4) (o-7) ( 0-13)|( 0-13) (0= B)i( 0= b)
ors % % - - 0 % - x * L XY -w * *x *x
nversive ( 0- 1) *
AverSi‘,e .e » o 8 - % LR - * 0 - " - . LR
with Reasons (0-1) ( 0-1)
Correction 2 2 4 1 1 2 1 1 1 4 0.5 1 2 3 . N
: (0= )| (0= 7)[CC=9C0=-M)IC0=8)[C1-9)]C 0-5)( 0~ 5)|C0-3)[( 0=10)|( 0= 5){( 0=3) *|( 0= 5){( 0-16) ( 0-16)
Correction . . 1 . . 0 . . . 1 . . 0 N .
with Reasons (o-14) (0-1) (0-3 (o-10) (0-4)
~otal 32 68 30 70 29 3k 30 20 80 52 48
T (19-53) | (47-81) (16-49) | (51-84) (15-51) [ (22-66) | (12-49) ( 8-42)(58-92) (21-70) | (30-79)

* Move used by less than half the participants: results not shown on this table.

** Move not used by any participants.

aLe -




TABLE 4,7

IN DYADIC/TRIADIC HOME SITTJATIONS.

MEDIAN (Range in brackets) %

PROPCRTION OF PROBING MOVES MADE BY PARTICIPANTS

CHILD/MOTEER CHILD/FATHER CHILD/PARENTS CHILD/OTHER ADULT CHILD/CTHER CHILD
Y M Dyad c F Dyad c N F Triad c 0A Dyad c oc Dyad
3 3 4 A 3 6 .. 10 10 . . 0
Frompt . e e - . ( 0-10)
( 0-23) [( 0-23) ( 0-22) |( 0-22) ( 0-11)|( 0-15) ( 0-22){( 0-22) )
‘s . b 73 81 6 70 80 11 35 33 82 8 75 85 33 50 91
crarification ( 0-43)|(48-90) | (70-100)|( 0-22) | (62-80) |(68-100)|( 0-24) |(13-62) | (15-53) | (72-100] ( 0-15) | (61-95) |(70-100) | (0-1C0) | (0-~100) (70-10C)
1 7 9 7 7 6 . 4 4 ) 7 10
Critice A nes . » * * - N
ical Awareness ( 0-28) |( 0-28) ( 0-23)|( 0-24) ( 0-24) ( 0-19)|( 0-19) ( ©-20)|( ©-20)
O * * 0 - LR
Refocus e b * * ( 0= 7) h * “ ( 0-11)
- Ei 21 7 93 13 35 48 8 92 28 62
foral ( C-64)|(36-100) ( 0-22)|(78-100) ( 0-35){(18-73) | (18-69) ( 0-19) [ (81-1C0) (0-100) | (0=100) |

*

LR

Move used by less then half the participants: results not shown in this table.

Move not used by any participants.



TABLE 4,8

PROFORTION OF SUSTAINING MOVES MADE BY FARTICIPANTS
IN DYADIC/TRIADIC HOME SITUATIONS.

MEDIAN (Range in brackets) %

CHILD/MOTHER CHILD/FATHER CEILD/PARENTS CHILD/OTHER ADULT CHILD/OTKER CHILD
c M Dyad c by Dyad Cc M F Triad o OA Dyad c oc Dyad
et 16 20 33 17 22 9 12 16 8 38 1 14 29 20 25 sc
Substentive ( 5-20){ ( 5-48)| (10-58) | wl62) | 0o39)| ( 2270y ¢ 8=30)[¢ 0332 {( 5-18) | (2B-57)| ( 2-57|( 2-27)|( 52703 G-53) | 2249) [(43-77)
r . 1 2 5 . 2 2 . 2 1 4 . 3 3 3 3 7
Frocecural ¢ 0= 6)[( =11 ] ( 0=14) ( 0-23)|( 0-23) ( c-14)|( 0-12)|( c-k0) ( 0-19)|( 0-19)|( c=2b)|( c=18) |( 0-20)
omment . 4 4 . 4 4 . 2 1 3 . Vi Vi R 1 . 3 .
v (2- 9| 2-9 (0= 7|C2-7) (0-6)[C0-2)Cc-6) ( 0-14)[( c-16) (0- 93 0o-9
ol . \ 3 - 0'5 1 1 1 3 » * * 2 . * * O‘S 3 1 4
Frocedural Question Co o= ] o= 3¢ 0- 0| 02 &) ( 0= 8) ( 0- Wl o0-5)[C 0-5)[( c-10)
Arioo Awacts 3 39 Lk 2 37 39 1 22 12 Lo 0.5 36 38 , 8 " /418L.
Cpine fuestion ( 0=11){(16-69)| (22-70) [( 0~ 4) [ (14=81) | (14=83)| ( C- 5)[( 3-41)|( 2-35) [(12-56)| ( C- 7)|(15-59) [(22-59) | { C-28) |( 4-25) |{10-5E)
. . s . 8 8 . Vi Vi . 5 1 6 v 13 13 . 2 3
Rhetorical Question Co=-1) | ¢ 1=17) ( 1=13)|( 1-13) ( c<1M) ] ( 0= 9)|(¢ 1-16) ( 2-30)|( 2-30) (0-9)|CC-9)
Exhortatory Question - - ( 09 1) LR - ( O? 7) * % - - % - ¥ % *
Staterent Using e . 0 s N 0 s ‘e . 0 ,e « 0 .e ‘s
Tesrcendent Ideas (0-1 ( 0-2) (o0-1) (o-1)
Question Using e e .e . 0 . . ' . - . .
Jesvondent Ideas ( 0-2)
2
‘nswer Cwn Question * 2 2 * * 2 * * * 2 * f f * ( 0- 8)|( C? 9)
(0-5)|(0-5) ( 0- 8) ( c-5) (o-7)|C0-7) 9
Total 20 80 18 82 23 €1 33 12 88 48 52
o (11-36) | (64-89) ( 5-45) | (55-95) (11-33) [(34-69) | ( 8-50) ( 3-69)|(31-97) (24-86) [ (14-76)

-

Move used by less than half the participants: results not shown in this table,

Move not used by any participants.



TABLE 4.9

NUMBER OF MOVES PER MINUTE AND

PER EPISODE IN HOME SITUATIONS.

MEDIAN (Range in brackets) %

MOTHER~-CHILD

FATHER-CHILD

PARENTS~-CHILD

OTHER ADULT-

CHILD-CHILD

CHILD
Moves 20,0 20.6 23.9 20.8 14.1
per
Minute (151 =27.4) (4.4 - 26,3) (10.9 - 29.2) (15.6 - 28.7) (11.3 - 15.9)
Moves 6.1 6.2 6.1 5.5 5.2
rer
Episode ( 4.9~ 8.5) ( 5.0~ 8.6) ( 5.1- 8.2) ( 4,2~ 6.4) ( kb~ 6.6)
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TABLE 5.1 PRCPORTION OF INITIAL STRUCTURING MOVES MADE BY PARTICIPANTS
IN DYADIC/TRIADIC/TETRADIC SCHOOL SITUATIONS.

MEDIAN (Range in brackets) %

SUBJECT/TEACHER SUBJECTS/OTHER CHILD/TEACHER1 SUBJECTS/OTHER CHILD2
S T Dyad S ocC T Tetrad S oc Triad
11 76 85 13 14 4o 80 23 21 71
Substantive
( 0-38) | (45-52) | (77-92) | ( 4-28) | ( 8-24) | (19-53) | (70-95)| (12-40) { ( 7-33) | (56-79)
15 15 17 24 11 9 30
Procedural ** * *
( 8-23) | ( 8-23) ( 5-27) | (14-30) | ( 2-20) | ( 4-18) | (21-4k)
11 89 13 14 50 36 33
Total
( 0-38) | (62-100) ( 9-35) | ( 9-24) | (33-68) (21-54) | (11-42)
1. This grcuping comprised teacher, 2 subjects, and 1 other child.
2. This grouping comprised the same groups of children for the Teacher-Children

Situation.
Move used by less than half the participants: results not shown on this table.

*x Move not used by any participants,

..ng-




TABLE 5.2

IN DYADIC/TRIADIC/TETRADIC SCHOOL SITUATIONS

MEDIAN (Range in brackets) %

PROPORTION OF INITIAL QUESTIONS ASKED BY PARTICIPANTS

SUBJECT/TEACHER SUBJECTS/OTHER CHILD/TEACHER1 SUBJECTS/OTHER CHILD2
S T Dyad S ocC T Tetrad S ocC Triad
52 52 L7 48 13 15 L
Memory .. (41-76) | (41-76) * . (38-58) | (38-59) | ( 0-38) | (11-21) | (17-63)
. . 15 15 - 14 1k . . 0
Comprehension * ( 2226) | ( 2%26) ' ( 9-24) | ( 9-24) (0-2)
0i . 25 25 . . 20 22 7 7 26
plne (12-39) | (13-40) (16-28) | (19-28) | ( c-24) | ( 6-33) | ( 7-50)
» 3 3 7 7 11 5 25
Frocedural ' (0-8) | (o0-8) ' " ( b=14) | ( 4=15) | ( 0-21) | ( 0-21) | (13-50)
he t 3 LR o - * 0 LA * %
Rhetorical . ( 0= 3) . * ( o= 3)
Application b . ( O? 7 *. . » . .
Synthesis bl . Y . .- 'S - -
o (c-3)
3 * - 0 0 * %
Evaluation ( 0- 2) .. * . ( 0- 3)

. 2 2 3 . . 1
Affective " ( 0-10) | ( c=10) " * (1=-5] 1= 6 ( 0-17)
Exhortatory b .- e e . ( 09 2) . e
Total 0 100 1 0 96 31 34

° ( 0= 1) | (99-100) ( 0- &)} ( 0~ 8)|(89-100) ( 7-69) | (19-50)
1. This grouping comprised teacher, 2 subjects, and 1 other child.
2. This grouping comprised tre same groups of children for the Teacher-Children

situation.

Move used by less than half the participants; results not shown on this table.
Move not used by any participants.




TABLE 5.3  PROPORTION OF RESPONSE NOVES MADE BY PARTICIPANTS
IN DYADIC/TRIADIC/TZTRADIC SCHCOL SITUATIONS
MEDIAN (Range in brackets) %
SUBJECT/TEACHTR SUBJECTS/OTHER CHILD/TEACEER SUBJECTS/OTHIR CHILD®
S T Dyad s oc T Tetrad s oc Triad
- 15 . 15 2 3 . 7 2 2 6
Answer One Idea ( 72220) (7220) | ¢ 1o w1l ®) (7=16) | (0= 4) | ( 1= 3)| ( 3- ©9)
33 . 33 5 . 16 1 6
Short (232393 i | (28 | (% B (- [ C12 ) [ (= w ] (3= 9)
8 . 8 2 1 - 5 . . 0
Extended ( 4-18) ( 4-18) | ( 0- 3) | ( 0= 3) (2-7) (e-1)
1 e 1 N (] .e 0 . .e
Lengthy ( 0- 3) ( 0- 3) (0-1) ( 0-2)
Answer= 2 .o 2 2 .e 6 0 C.B 1
Initiation O"¢ Tde2 | (o o (-5 |c1=-m]|C1-3 (5-8 |C0-2) o] (o= .
3 . 3 3 2 .. 8 0 0 1
Short (1= 9 (12| c2ls) | 1= (5-12) [(o- 1| (o] 0= N
N
1 .o 1 1 0 . 2 . .o 0
Extended 1 ( 0. 1) (o-1)]C0-2)|(0-2 (0-3 (-1 '
. .e 0 . . .e o .e .e
Lengthy (0- 1) ( 0- 1)
ion 1 1 2 3 4 3 3 14 10 12 29
Feection One Idea (o0-8)|(o-5) | (o= [(2-6)] C1-5) | (o= | (10-17) | ( 7=16) [ ( 6-14) | (25-37)
short 2 L ? S L L 18 14 12 L1
’ (0-6)| (1= 1= 1-6) ] (b=-5)[(0-8)][(15-21) | (11-20) | (10-17) | (34-5%)
2 . . [¢} 1 1 . 2 2 1 4
Exterded (o-2)]Co0-2)]¢o-1 (1= 8) | 1-3)] (0.3-4) | ( 3-9)
. . . 0.1 .e 0.3 . .e [
Lengthy (0-0.5) ( 0-"1) (0-0.4)
Yes/No 29 N 30 6 10 0.1 21 3 2 8
(22-38) (22-39) | ( 3-10) | ( 7=11) | ( 0= 1) | (17-28) | ( 0- 6) | (0.4-9) [ ( 2-18)
Total 9l 6 29 34 8 35 31
(91-99) | ( 1- Q) (23-39) | (27-35) | ( 1-16) | (21-b40) | (27-45)
1. This grouping comprised teacher, 2 subjects, and 1 other child.

2. This grouping comprised the same groups of children for the Teacher-Children

situation.

* Move used by less than half the particirants: results not shown on this table.
** Jove not used by any participants.



TABLE 5.4  PROPORTION OF ACCEPTANCE-EVALUATION MOVES MADE BY PARTICIPANTS
IN DYADIC/TRIADIC/TETRADIC SCHOOL SITUATIONS

MEDIAN (Range in brackets) %

SUBJECT/TEACHER SUBJECTS/OTHER CHILD/TEACHER SUBJECTS/OTHER CHILD®
S T Dyad S ocC T Tetrad S oc Triad
Simple 10 75 81 10 11 43 79 29 23 82
Accept ( 0-17) | (60-79) | ( 0-90) | ( 5-21) | ( 7-19) | (27-62) | (71-82) | (17-L46) | (12-30) | (77-87)
Accept . 6 7 2 3 4 12 3 b 5
Repeat (0-15) | ( 0-15) | ( 0-5) | ( 0= &) | ( 2=13) | ( 3-22) | ( 0= 6) | ( 1= 5) | ( 2-14)
Accert . 1 1 . . . 1 . "
Paraphrase (0- 4] (o0-4) (0-1
i LRl - - * % * L O
Aversive .. * (o-1
Aversive with . . e e . 0 . .
Reasons (0-1)

. . . 0 1 1 . 3 3 3 8
Correction (0-3)](C0-31|(o0-2) (1-6))C1=-35|C2-7) | ( 5-13)
Correction . . 0 . 0.5 - 2 1 « 2

with Reasons ( 0= 3) ( 0~ 1) (0-3)](0-2) (0-5)
: 'y 11 11 * - % 5 5 » * % 0
Praise ( 3-22) | ( 3-22) ( 1-12) | ( 1-12) (o-1
Total 10 90 15 16 53 35 30
ovs ( 6-26) | ( 7-22) | (32=77) (21-52) | (16-36)

( 0-17) {(83-100)

1. This grouping comprised teacher, 2 subjects, and 1 other child.
2, This grouping comprised the same groups of children for the Teacher-Children

situation.

Move used by less than half the participants: results not shown on this table.
Move not used by any participants.

_*782-



TABLE 5.5 PROPORTION OF PROBING MOVES MADE BY PARTICIPANTS
IN DYADIC/TRIADIC/TETRADIC SCHOOL SITUATIONS
MEDIAN (Range in brackets) %
SUBJECT/TEACHER SUBJECTS/OTHER CHILD/TEACHER SUBJECTS/OTHER CHILD®
S T Dyad S (o]} T Tetrad S cC Triad
- 13 13 L b e .
Prompt o leelen (el T * ( 0-10) | ( 0-10)
c o 62 62 L6 L8 22 Ly 89
1 f *
erification T wsa2) | s-z2y [T (37-71) | (39-71) | ( 0-55) | (18-57) |(75-100)
Critical s 23 23 . . 30 31 . e 0
Awareness ( 9-37) | ( 9-37) (14-33) | (14-33) ( 0-25)
Refocus *x * ( O(-) 5) * % - * ( 09 3) o x . &
Probe 3 * * 5 6 x % * %k
Redirect (o-72) Co-7)
edi 3 1 10 11 - .
Redirect " Coay | ¢ 7-20) | ( 8-31) )
Total 0 100 0 2 95 29 bl
“o% ( 0- 2) [(98-100) ( 0- 3) | ( 0-14) {(86-100) (14-63) | (18-57)

1. This grouping comprised teacher. 2 subjects, and 1 other child.
2. This grouping comprised the same groups of children for the Teacher-Childrern

situation.

3. This move appropriate only in situations involving more than two persons.
* Move used by less than half the participants: results nct shown on this table.
** Move not used by any participants.

-gb)E..



TABLE 5.6

PROPORTION OF SUSTAINING MOVES MADE BY PARTICIPANTS

IN DYADIC/TRIADIC/TETRADIC SCHOOL SITUATIONS

MEDIAN (Range in brackets) %

2
SUBJECT/TEACHER SUBJECTS/OTHLR CHILD/TEACHER1 SUBSECTS/OTHER CHILD
s T Dyad s oc T Tetrad ] oc Triad
Substanti b 14 17 5 6 10 26 17 12 48
usstancive ( 0-12) | ( 4-25) | ( 7-36) | ( 0=10) [ ( 0-11) | ( 2-18) | (14-34) | ( 7-28) | ( 7-25) | (25-58)
©™ - » 0 - " 3 4 11 7 29
Procedural ( 0-14) (0-5)] C0-9))Cu-20)]|C2-14) ] (23-37)
LR 17 17 - LA 12 13 . L] 1
Conment ( 7-37) | ( 7-37) ( 7-20) | ( 7-20) (e-3
3 - » 0 - - 2 5 2 1 8
Procedural Question ( c- 6) (0-6)|(Co0=-7))Co0=-8)Y|[(o0-3)](0-14)
i vesti . ko o 0.5 41 I 2 L 11
Opine Question (31-74) | (31-74) * ( 0-5) | (34-46) | (36-L6) | € 0-12) | ( O- 6) | ( 0-17)
. ; R 11 11 . . 8 8 . . 1

Rhetorical Question . ( 0-23) | ( 0-23) * ( 2-14) { ( 2-14) ( 0- 8)
Uxhortatory Question e . e b . . '
Statement Using . . 0 e o 2 2 . ..

Respondent Ideas ( 0- 6) (1-5|C1-5)
Question Using e . 0 . s . 0 - s

Respondent Ideas (0-2) (0-2)

N ; .- 3 3 LR - 1 1 1 2 5
Answer Cwn Question ( 0-16) | ( 0216) (0-6)|(0-6)]C0-5)]C0-3)]|(o0-86)
Total 9 91 7 6 82 35 28
: ( 1-12) | (88-99) ( 0-10) | ( 0-14) | (67-88) (20-56) | (14-43)

1. This grouping comprised teacher, 2 subjects, and 1 other child.
2, This grouping ccmprised the same groups of children for the Teacher-Children

-
LA

situation.

Move used by less than half the participants: results not shown on this table.
Move not used by any participants.

-982.—



TABLE 5.7 NUMBER OF MOVES PER MINUTE AND
PER EPISODE IN SCHOOL SITUATIONS

{EDIAN (Range in brackets) %

TEACHER-CHILD TEACHER-CHILDREN CEILDREN
Moves 14.8 19.0 19.6
per
Minute (11.9 = 22.4) (17.6 - 28,0) (16.0 - 22.3)
Moves 4,8 7.8 5.6
per
Episcde ( 3.9- 7.0) ( 6.5- 9.3) ( 4.8~ 6.8)

-éga_
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2. Fkvaluation, exhortatory, arnnlysis, and svnthesin quentions are not
included in this figure since they were asked in very few situations,

3, ihetoricsal queationc neccuated for leen than 2Y% of n)l initinl ques-
tiona anked in any situalion and alno are not included in this figure.
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FIG.

6.5 PROPORTION OF DIFFERENT KINDS OF RESPONSE

MOVES FOR EACF TYPE OF SITUATION
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1., Dotted line in trizdic and tetradic situations represents division

between other participants or childrer, as the case may be.
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FIG. 6.6 PROPCRTION OF DIFFEREZNT NUMBER OF IDEAS IN
RESPONSE MOVES FOR IZACH TYFEL OF SITUATION
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llotes

1. Dotted line in triadic and tetradic situations represents
division between other particirants or children, as the
case: may be.,

2, Althouzh lengthy answers (12+ ideas) occurred in all
situstions, they accounted for less thar 1% of all
resronses in each situnation,
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¥IG. 6,7 PRCPORTION OF DIFFEREXNT XKINDS OF ACCEPTANCE-
EVATUATION MOVES FOR EACH TYPE GF SITUATIOWN
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Notes

1, Dotted line in triadic ond tetradic situations rcpresents division
between other perticipants or children, ac the case may be.

2. Although other accertance-evaluation moves occurred, they account-
ed, in most cuses, for less than 1% of all acceptance-evaluation

moves in any onc situation.

Correction and correcction with reasons moves have heen ‘combined in
this figure. Therc were no rraise with resnons moves.

\N
.
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1

FIG. 6,8 TROPORTION OF DIFFERENT KINDS OF PROBING
MOVES FCOR EACH TYPE OF SITUATION
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Te Dotted line in triadic and tetradic situations represents division
between other participants or children,as the case may be.

2. Probe refocus was not used in all situations, and where it did occur
accounted for less than 2% of all probes.

3. Redirect and probe redirect approvrriate only in triadic and
tetradic situations., Redirect accounted for 13% of all probes in
feacher-Children situation.
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FIG. 6,9 TFROYCRUTCN OF DINFERENT Kinhs CF SUSTATNIRG

HOVES FOR EACH TYI® CF STTUATICN
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TABIE 6.1 COMPARISON OF FRCPORTION COF MOVES
WITHIN EACH MAJOR VERBAI CATEGCRY:
MCTHER/CHILD.

(WILCOXCN SIGNED-RANK TEST, N = 12)

& a

o=} =

s | E
MAJOR VERBAL CATEGCRY = ) T P
Initial Structuring 59 44 6.5 .05
Initial Questioning 93 7 o .01
Responding 25 75 o] .01
Acceptance-Svaluation €8 22 2 .01
Probing 91 9 1 .01
Sustaining g0 20 0 .01

TABLE 6.2 CCMPARISON OF PROPORTION OF MOVES
WITHIN EACH MAJOR VERBAL CATEGCRY:
TEACHER/CHILD.

(WILCOXCN SIGNED-RANK TEST, N = 12)

o~

jaal

I [=)

3} =

< H

%] [
MAJCR VERBAL CATEGORY [ [$) T p
Initial Structuring 89 11 0 .01
Initial Questioning 100 (o] 0 .01
Responding 6 9k c .01
Acceptance-tvaluation 90 1C 0 .01
Proting 1C0 o ¢ .01
Sustaining g1 9 0 .C1




TABLE 6.3 CCMPARISCN OF PROPORTICKN OF MCVES

WITHIN EACH MAJOR VERBAL CATEGORY:

MOTHER-CHILD AND TEACHER-CHILD
SITUATIONS.

(WILCOXON SIGNED-RANK TEST, N = 12)

CHILD
L
! [
o =
A eala
R | =0
MAJOR VERBAL CATEGORY o €5 e T P
=0 B O
Initial Structuring L4 11 3 .01
Initial Questioning 7 0 0 .01
Responding 75 94 0 .01
Acceptance-Evaluation 32 10 0 .01
Probing 9 0 0] .01
Sustaining 20 g 0 .01
ADULT
)
! ~
ot 3
ENa el
=4 oA
MAJOR VERBAL CATEGORY = O B O T P
Initial Structuring 59 89 3 .01
Initial Questioning 93 100 0 .01
Responding 25 6 0 .01
Acceptance-Evaluation 68 90 0 .01
Probing 91 100 0 .01
Sustaining &0 91 0 .01




TABLE 6.4 COMPARISCN OF PROFCRTION
WITHIN EACH MAJCR VERBAL CATEGCRY
FOR FIRST THREE MINUTES OF INTER~

ACTIOK: NOTHER/CHILD.

OF MOVES

(WILCOXON SIGRED-RANK TEST, N = 12)

~

8] 2]

= |

g =
MAJOR VERBAL CATEGORY = S T P
Initial Structuring 57 43 17 NS
Initial Questioning o7 [¢] .01
Responding 21 79 0 .01
Acceptance-Evaluation 68 22 ] .01
Probing 100 (o) 0 .01
Susteining 8k 16 o] .C1

TABLE 6.5 COMPARISCN CF PROPORTION OF MOVES
WITHIN EACE MAJOR VERBAL CATEGORY
FOR FIRST THREE MINUTES

ACTION: TEACHER/CHILD.

OF INTER-

(WILCOXON SIGNED-RANK TEST, N = 12)

o

m

I A

) &

< H

& 3
MAJOR VERBAL CATEGORY T P
Initial Structuring 93 ? 0 .01
Initial Questioning 100 o] o] .01
Responding 6 94 0 .01
Acceptance-Evaluation Q0 10 0 .C1
Probing 100 0 0 .01
Sustaining 100 (¢} 0 .01




TABLE 6.6 COMPARISCN OF PROPORTICHN OF MOVES
WITHIN EACH MAJOR VERBAL CATEGORY
FOR FIRST THREE MINUTES OF INTER-
ACTION: MOTHER~CHILD AND TEACHER~-
CHILD SITUATIONS.

(WILCOXON SIGNED-RANK TEST, N = 12)

CHILD
'

' o]

o £

B A =

e (SR

2 o= | &5 7
MAJOR VERBAL CATEGORY g8 S P
Initial Structuring L3 7 0 .01
Initial Questioning 3 0 0 .01
Responding 79 94 0 .01
Acceptance-Evaluation 32 10 ¢} .01
Probing 0 0 0 .01
Sustaining 16 0 8 .05
ADULT

] o'a

[ort £

S=) oA

e oA

SR |EE | o
MAJOR VERBAL CATEGORY e B P
Initial Structuring 57 93 (¢ .01
Initial Questioning 97 100 0 .01
Responding 21 6 0 .01
Acceptance-Evaluation 68 90 0 .01
Probing 100 100 0 .01
Sustaining 84 100 8 .05




TABLE 6.7
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COMPARISCN OF PROPCRTION OF MCVES
WITHIN ZACH MAJCR VERBAL CATEGCRY
FOR OTHER THAN FIRST THREE MINUTES
OF INTERACTICN: MOTHER/CHILD.
(WILCOXCN SIGNED-RANK TEST, N = 12)

~

] a

i A

& =

) = .
MAJOR VERBAL CATEGORY = © P
Initial Structuring 53 47 12.5 NS
Initial Questioring 93 7 1 .01
Responding 30 70 o] .01
Acceptance-Evaluation 74 26 L,5 .01
Probing 91 9 0 .01
Sustaining 76 24 0 .01
TABLE 6.8 CCMPARISCN OF PROTORTION OF MOVES

WITHIN EACH MAJOR VERBAL CATEGCRY
FOR OTHER THAN FIRST THREE MINUTES

OF INTERACTICN: TEACHER/CHILD.

(WILCOXON SIGNED-RANK TEST, N = 12)

24

=

o] =)

o =

< -

& S T
MAJOR VERBAL CATEGORY p
Initial Structuring &9 11 0 .01
Initial Questioning 100 0] 0] .01
Responding 7 93 0 .01
Acceptance-Evaluation 89 11 o] .01
Probing 100 (] .0 .01
Sustaining 92 8 0 .01
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TABLE 6,9 COMPARISON CF PROPORTION OF MOVES
WITHIN EACH MAJCR VERBAL CATEGORY
FOR OTHER THAN FIRST THEREE MINUTES
CF INTERACTION: MOTHER-CHILD AND
. TEACHER-CHILD SITUATIONS.
(WILCOXON SIGNED-RANK TEST, N = 12)

) CHILD
] 2
o =)
= oA
w3 O A
B < H
O =
MAJOR VERBAL CATEGCRY =0 B O T P
Initial Structuring L7 11 3 .01
Initial Questioning 7 0 0 01
Responding 70 93 0 .01
Acceptance-Evaluation 26 11 0 .01
Probing 9 0 0 .01
Sustaining 24 8 1 .01
ADULT
!
! ot
o £
Sl A
S O 3
g BE
MAJOR VERBAL CATEGORY o= |Hx T P
Initial Structuring 53 89 3 .01
Initial Questioning 93 100 0 .01
Responding 30 7 0] .01
Acceptance-Evaluation 74 89 0 .01
Probing 91 100 0 «01
Sustaining 76 92 1 .01




TABLE 6,10
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COMPARISON OF PROFORTION OF MOVES
WITHIN EACH MAJOR VZRBAL CATEGORY
FOR FIRST THIREE MINUTES WITH REST
OF INTERACTICON: CHILD IN MOTHER=-

CHILD SITUATION.

(WILCOXON SIGNED-RANK TEST, N = 12)

&

%) I

o 0

— =]
MAJOR VERBAL CATEGCRY = ~ T P
Initial Structuring L3 L7 25 NS
Initial Questioning 3 7 L,5 .05
Responding 79 70 0 .01
Acceptance-Evaluation 32 26 14,5 NS
Probing 0 9 10.5 NS
Sustaining 16 24 10 NS

TABLE 6.11 CCMPARISCN OF PROPORTION OF MOVES

WITHIN EACH MAJOR VERBAL CATZGORY
FOR FIRST THREE MINUTES WITH REST
OF INTERACTION: MCTHER IN MOTHER-
CHILD SITUATION.

(WILCOXON SIGNED-RANK TEST, N = 12)

(5

0 £

& 2
MAJOR VERBAL CATEGCRY = o T p
Initial Structuring 57 53 25 NS
Initial Questioning o7 a3 L,s5 .05
Respondirg 21 30 l¢] .01
Acceptance-Svaluation 68" 74 14,5 1S
Frobing 1C0 21 1.5 It
Sustaining 8h 76 10 NS




TABLE 6.12
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COMPARISON OF PROPORTION OF MOVES
WITEIN EACH MAJCR VERBAL CATEGCRY
FOR FIRST THREE MINUTES WITH REST
OF INTERACTICK: CHILD IN TEACHER-
CHILD SITUATICN.

(WILCOXON SIGNED-RANK TEST, N = 12)

£

7] Ex

N
MAJOR VERBAL CATEGORY Fe [ T P
Initial Structuring 7 11 1 .05
Initial Questioning 0 0 *
Responding L 93 15 NS
Acceptance-Evaluation 10 11 25.5 NS
Probing o] 0 *
Sustaining 0 8 12 NS

*

only one child asked any initial questions.

TABLE 6.13 CCMPARISON OF PROPCRTION OF MOVES

WITHIN EACH MAJCR VERBAL CATEGORY
FOR FIRST THREZ MINUTES WITH REST
OF INTERACTION: TEACHER IN TEACHER-
CHILD SITUATION.

(WILCOXON SIGNED-RANK TEST, N = 12)

No probing questions were asked by children and

£

0 B4

I3 0
MAJOR VERBAL CATEGORY I ] T P
Initial Structuring 93 89 1 .05
Initial Questioning 100 100 .
Responding 6 ? 15 NS
Acceptance-Evaluation 90 89 25.5 NS
Probing 100 100 *
Sustaining 100 a2 12 1S

-

No probings questions were asked by children and
only one child ssked any initial questions.




TABLE 6.14 COMPARISON OF OVERALL PROPORTION OF CHILD'S
VERBAL MOVES IN EACH MAJOR VERBAL CATEGORY:
MOTHER-CHILD, PARENTS~CHILD, AND TEACHER-
CHILDREN SITUATIONS.

(FRIEDMAN TWO-WAY ANALYSIS OF VARIANCE, N=11)

1 1=

' 0 [

x B SR

S Z A Sl

3 SR SRE

[ & << H 2
MAJOR VERBAL CATEGORY £S5 | &8 | 88 Xr p
Initial Structuring 7 7 L Lok NS
Initial Questioning 1 2 1 7.821 .02
Responding 68 65 78 7.95 .02
Acceptance-Evaluation 16 15 13 1.27 NS
Probing 1 2 0 8.911 .02
Sustaining 7 8 2 7.771 +05

- L0% -



TABLE 6.15 COMPARISON OF OVERALL PROPORTION OF CHILD'S
VERBAL MOVES IN EACH MAJOR VERBAL CATEGORY
FOR FIRST THREE MINUTES OF INTERACTION:
MOTHER-CHILD, PARENTS-CHILD, AND TEACHER=
CHILDREN SITUATIONS.
(FRIEDMAN TWO-WAY ANALYSIS OF VARIANCE, N=11)

1 | =
J %) =
o e B
B A ) S
3 M3 O A
& /o < H 2
o= < R '
MAJOR VERBAL CATEGORY £E6 | a0 | woO Xr| 1 o
i’%
Initial Structuring 7 6 b %405 NS '
Initial Questioning 1 2 0 3,05 NS
Responding 66 72 75 6.05 .05
Acceptance-Evaluation 17 11 15 0.6 NS
Probing 0 1 0 9.6 .02
Sustaining 5 7 3 2.36 NS




TABLE 6,16 COMPARISON OF OVERALL PROPORTION OF CHILD'S
VERBAL MOVES IN EACH MAJOR VERBAL CATEGORY
FOR OTHER THAN FIRST THREE MINUTES OF INTER-
ACTION: MOTHER-CHILD, PARENTS-CHILD, AND
TEACHER-CHILDREN SITUATIONS.
(FRIEDMAN T%O-WAY ANALYSIS OF VARIANCE, N= 11)

] | =
! (%) o A
x & =
S Z A ol
m 3 SRS oA
SE | EE |EE | o2
MAJOR VERBAL CATEGORY |20 | &S | &0 Xr| »p
Initial Structuring 8 8 L 2.23 NS
Initial Questioning 1 2 0 4,95 .05
Responding 65 62 77 9.14 .02
Acceptance-Evaluation 15 18 13 0.73 NS
Probing 1 2 0 6.05 .05
Sustaining 8 7 3 9.451 .01

- 60¢ -




TABLE 6,17
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COMPARISOK OF PROPORTION GF MOVES
WITHIN EACH MAJOR VEKBAL CATEGORY
FOR FIRST THREE MINUTES WITil REST
OF INTERACTION: CHILD IN FPARENTS-
CHILD SITUATION.

(WILCOXON SIGNED-RANK TEST, N = 11)

B
0 &
e 2
= =
MAJOR VERBAL CATEGORY P m T
Tnitial Structuring 33 38 23,5
Initial Questioning 5 8 24,5
Responding 69 57 6 .02
Acceptance-Evaluation 26 29 25
Probing Vi 14 19.5
Sustaining 18 23 21.5
TABLE 6.18 COMPARISON OF PROPORTION OF MOVES
WITHIN EACH MAJCR VERBAL CATEGORY
FOR FIRST THREE MINUTES WITH REST
OF INTERACTION: CHILD IN TEACHEER-
CHILDREN SITUATION,
(WILCOXON SIGNED-RANK TEST, N = 12)
E<4
%) [
o 2
MAJOR VERBAL CATRGCRY [ o T P
Initial Structuring 13 14 16.5 NS
Initial Questioning 0 0 6.5 1
Responding 32 27 22.5 N
Lcceptance~Evaluation 17 14 30 I
Probing 0 0 .0 .01
Sustairing 9 3 25 b
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TABLE 6,19 COMPARISON OF PROFORTICN CF MOVES
WITHIN EACH MAJOR VERBAIL CATEGORY:
FATHER/CHILD.

(WILCOXON SIGNED-RANK TEST, N = 11)

o

5] a

52 A

5] (=)
MAJOR VERBAL CATEGORY [ 5 T p
Initial Structuring 59 L 7.5 .05
Initial Questioning 93 7 0 .01
Responding 27 73 o] .01
Acceptance-Evaluation 70 30 0 «01
Probing 93 7 0 .01
Sustaining 82 18 o] .01

TABLE 6.20 COMPARISON OF PROPORTION OF MOVES
WITHIN EACH MAJOR VERBAL CATEGORY:
OTHER ADULT/CHILD.
(WILCOXON SIGNED-RANK TEST, N = 12)

g e a

1 3 [

SRS =)

& A i
MAJOR VERBAL CATEGORY O < o T P
Initial Structuring 63 37 4,s .01
Initial Questioning 98 2 ¢] .01
Responding 19 81 0 .01
Acceptance-Cvaluation ec 20 0 .01
Trobing Q2 8 0 .01
Sustaining 28 12 2 .01
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TABLE 6.21 COMPARISON OF OVERALL PROPCRTION OF CHILD'S
VERBAL MOVES AND ADULT'S VERBAL MOVES IN EACH
MAJOR VERBAL CATEGORY: FATHER-CHILD, OTHER

ADULT~CHILD, AND TEACHER-CHILD SITUATIONS.
(FRIEDMAN TWO-WAY ANALYSIS OF VARIANCE, N=11)

. CHILD

' &

[ ' 5]

Sl = A A

2= 3 4 O A

B 2o <t 2
MAJOR VERBAL CATEGCRY =8 28 | 85 Ar P
Initial Structuring L1 37 11 16.5 | .001
Initial Questioning 7 2 0 77 .05
Responding 73 81 ok 16.9 | .001
Acceptance-Evaluation 30 20 10 11.6 .01
Probing 7 8 0 12,2 | .01
Sustaining 18 12 9 13.7 .01

ADULT

' 24

~ 1 =

= A H A =)

S| = A O A 2

- B4 B H <

MAJOR VERBAL CATEGORY =85 28 S Xr p
Initial Structuring 59 63 89 16.5 001
Initial Questioning 93 98 100 77 .05
Responding 27 19 6 16.9 | .001
Acceptance-Evaluation 70 80 90 1.6 .01
Probing 93 92 100 12.2 .01
Sustaining 82 88 91 13.7 .01
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TABLE 6.22 COMPARISON OF PROPORTION OF MOVES
WITHIN EACH MAJOR VERBAL CATEGORY
FOR FIRST THREE MINUTES OF INTER-

ACTION: FATHER/CHILD.
(NILCOXON SIGKED-RANK TEST, N = 11)

&
& 3
5| E
MAJOR VERBAL CATEGCRY ] [$] T P
Initial Structuring sh L6 17 NS
Initial Questioning 96 4 0 .01
Responding 19 81 o] .01
Acceptance-Bvaluation 73 27 0 .01
Probing 95 5 0 .01
Sustaining 86 14 o] .01
TABLE 6.23 COMPARISON OF FROPORTION OF MOVES
WITHIN EACHE MAJCR VERBAL CATEGORY
FOR FIRST THREE MINUTES OF INTER-
ACTION: OTHER ADULT/CHILD,
(WILCOXON SIGNED-RANK TEST, N = 12)
o e a
2 1 -
b =
MAJOR VERBAL CATEGORY | &2 5 T p
Initial Structuring 63 37 2 .01
Initial Questioning 100 0] 0 .01
Responding 16 84 0 .01
Acceptance-Evaluation 78 22 0 .01
Probing 100 o] [0] .01
Suzstaining 80 10 1 .01
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TABLE 6.24 COMPARISON OF OVERALL PRCPORTION OF CHILD'S
VERBAL MOVES AND ADULT'S VERBAL MOVES IN EACH
MAJOR VERBAL CATEGORY FOR FIRST THREE MINUTES
OF INTERACTION: FATHER-CHILD, OTHER ADULT-
CHILD, AND TEACHER-CHILD SITUATIONS.
(FRIEDMAN TWO-WAY ANALYSIS OF VARIANCE, N=11)

) CHILD
1

1 o1

~ J =

|3 EHAQ oA

jonigrtn| — O

SH | BE | 5H z
MAJOR VERBAL CATEGORY =5 | 28 | 88 Xr P
Initial Structuring 38 37 7 16.5 .001
Initial Questioning L 0 0 71 .05
Responding 81 84 9L 16.7 | .001
Acceptance-Evaluation 27 22 10 7e1 .05
Probing 5 0 0 3.3 NS
Sustaining 14 10 0 7.7 .05

ADULT
1

1 o1

[a4] ! €3]

=R A H A el an]

fonitu] = A O

| 2 | 35 | B8 z

MAJOR VERBAL CATEGORY o | @5 | 8BS Xr p
Initial Structuring 54 61 93 16.5 .001
Initial Questioning 94 100 100 77 .05
Responding 19 16 6 16.7 . 001
Acceptance-Evaluation 73 78 20 71 .05
Probing 95 100 100 3.3 NS
Sustaining 86 90 100 7.7 .02




TABLE 6.25 CCMPARISON OF PROTORTICON CF MOVES
WITHIN EACH MAJCR VERBAL CATEGORY
FOR CTHER THAN FIRST THREL MINUTES,
OF INTZRACTION: FATHER/CHILD,
(WILCOXON SIGNED-RANK TEST, N = 11)

o

£ a

a A

S | E
MAJOR VERBAL CATEGCRY E [3) T P
Initial Structuring 59 L1 9 NS
Initial Questioning 94 6 o] .01
Responding 29 71 (¢} .01
Acceptance-Evaluation 66 34 3,5 .01
Probing 88 12 0 .01
Sustaining 76 24 0 .01

TABLE 6,26 COMPARISON OF PROPORTION OF MOVES
WITHIN EACH MAJCR VERBAL CATEGORY
FOR CTHER THAN FIRST THREE MINUTES
OF INTERACTICH: OTHER ADULT/CHILD.
(WILCOXCN SIGNED-RANK TEST, N = 12)

e [a)

S} A

=) =

= A o]
MAJOR VERBAL CATEGORY O« © T P
Initial Structuring 62 28 11.5 NS
Initial Questioning 100 0 o] .01
Responding 20 80 0 .01
Acceptance~Evaluation 75 25 0 .01
Probing as 5 ] .01
Sustaining 8s 15 3 .01
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TABLE 6.27 CCMPARISON OF OVERALL PROPORTION OF CHILD'S
VERBAL MCVES AND ADULT'S VERBAL MOVES IN EACH
MAJOR VERBAL CATEGORY FOR OTHER THAN FIRST
THREE MINUTES OF INTERACTION: FATHER-CHILD,
OTHER ADULT-CHILD, AND TEACHER-CHILD SITUATIONS.
(FRIEDMAN TWO-WAY ANALYSIS OF VARIANCE, N = 11)

- CHILD
1

0 o

o ' &)

(S e A m A

S A 3 oA

SE BE (8 | o2
MAJOR VERBAL CATEGORY RO |=o B O & P
Initial Structuring b1 38 11 8.0 .02
Initial Questioning 6 0 0 6.0 .05
Responding 71 80 93% 16.5 .001
Acceptance-Evaluation 3L 25 11 14,7 .001
Probing 12 5 0 9.0 .02
Sustaining 24 15 8 7.8 .02

ADULT
]

i o

o7 ' (%)

S & A A

ooyl — (SR

o5 [BE |5 | o
MAJOR VERBAL CATEGORY = O <O MO Xr )
Initial Structuring 59 62 &9 8.0 .02
Initial Questioning 94 100 100 6.0 .05
Responding 29 20 7 16.5 .001
Acceptance-Evaluation 66 75 89 14,7 | .001
Probing 88 95 100 2.0 .02
Sustaining 76 85 02 7.8 .02




TABLE 6.28
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CCHMPARISON OF PROPORTICN OF MOVES
WITHIN EACE MAJOR VERBAL CATEGORY
FOR FIRST THREE MINUTES WITH REST
OF INTERACTION: CHILD IN FATHER-
CHILD SITUATION.

(WILCOXON SIGHED-RANK TEST, N = 11)

£

0 I

o 2
MAJOR VERBAL CATEGORY F ~ T p
Initial Structuring L6 41 26.5 NS
Initial Questioning 4 6 10.5 NS
Responding 81 71 6 .02
Acceptance-Evaluation 27 34 9 .C5
Probing 5 12 ? NS
Sustaining 14 24 29 NS

TABLE 6,29 COMPARISOMN CF PROPORTICMN OF MOVES

WITHIN EACE MAJOR VERBAL CATEGCRY
FOR FIRST THRLEE MINUTES WITH REST
OF INTERACTICN: FATHER IN FATHER-
CHILD SITUATION,

(WILCOXON SIGNED-RANK TEST, N = 11)

&

7] &

I 0

= £
MAJOR VERBAL CATEGORY [} o T P
Initial Structuring 54 59 26.5 NS
Initial Questioning g6 al 10.5 NS
Responding 19 29 6 .C2
Acceptance-tvaluation 73. 66 9 .05
Probing 95 88 Vi NS
Sustaining 26 76 20 ns




TABLE 6,30

COMPARISCH OF PROPORTION OF MOVES
WITHIN EACH MAJOR VERBAL CATEGCRY
FOR FIRST THREE MINUTES WITH REST
OF INTERACTICN: CHILD IN OTHER
ADULT-CHILD SITUATICN,

(WILCOXON SIGNED-RANK TEST, N = 12)

£

7] B

o 2
MAJOR VERBAL CATEGCRY P ~ T be]
Initial Structuring 37 38 14.5 NS
Initial Questioning 0 0 *
Responding ah 80 8 .05
Acceptance~Zvaluation 22 25 37.5 NS
Probing 0 5 14 NS
Sustaining 10 15 14 NS

* Because of the number of instances where there
was no difference between the scores, there were
insufficient pairs to use the Test which requires
a minimum of six.

TABLE 6.31 CCMPARISON OF PROPORTION OF MOVES
WITHIN EACH MAJOR VERBAL CATZGORY
FOR FIRST THREE MINUTES WITH REST
OF INTERACTION: ADULT IN OTHER
ADULT-CHILD SITUATION,
(WILCOXON SIGNED-RANK TEST, N = 12)
E
(%] [
& i3
MAJOR VERBAL CATEGORY E o T p
Initial Structuring 63 62 14,5 NS
Initial Questioning 100 1C0 «
Responding 16 20 8 .05
Accertance-Evaluation 78 75 27.5 NS
Probing 100 9% 14 N3
Sustaining aC &c 14 NS

* PBecause of the number of instances where there
was no difference between the scores, there were
insufficient pairs Lo use the Test wiich requires
a minimum of six.



Hamilton Tecchers College, identified individually. I would be grateful if you could forward the

Private Bog, 8lip below by return mail in the atamped, addressed envelope provided.
HAMILTON,

3 Scpteaber 1978

Dear

Mr @I2T0TTY letter has introduced a resccrch project that I an
propesing at &NTITTITITITNR School.  This is really o development froo
apother piece of rcsearch I conducted at two other local schools in 1972,
At that tine I ves looking at children's langusge beheviour ehile they
engoged in o series of tunks with their mothers and cyszlf. This tize I
want to look at children's lenguage bedeviour in the hode crd at sci:ool.

Let ric explain briefly what this vould involve. Over a six reck
period, beginning mid-October, I want to gather langusge sanples froiz a
group of TA~-83 year old children interacting with their parcnts,
teachers, other elults (ec.g. neighbour, relative), ard other clildren in
& nunber of different sitvations, If you are willing to perticipate this
would =can the following for yous

1) To record o nuaber of interactions (each of 5~7 ainutes'duration)
over the six veck period ~ one weck recording, one week rest

2) To arrange 4 interactiona betreen your child and another acdult
(fricnd, neighbour, relative) again of 5§17 minutes' Jduration,

3) To crrerge 4 interactions betweern your child and another child.

In all this neens cpproxirately 1 interaction of 5-7 ainutes' duration
on each duy of the three recording voecks. During the whole six weck
period teachcrs at the achool will elso be doing recordings of children,
mainly at norscl classroom activitivs. In totsl (i.e. both home and
achool) this would scan ar involveuent of about one bour per wcek over the
vhole period.

A3 you can ioagine, reseurch projucts of this type rely very hcavily
on the goodwill and co-operation of the parents irvolved, und I aircerely
hope thzt you will be uble to participate in a project thet I lelicve
vill provide new insights into children's verbal belheviour. If ve got
core than the rejuirced nusber of people willing to participete then some
randon sclection of subjects will have to be donc. Tiris selection
proccdure has nothing to do with sone people beirg core suitable then
othera. It is a procedure very ruch akin to drawving nuabers for lottery
vinncrs and is sinply a rescarch technique for getting the rcyuired
nuzber of subjects from & larger group.

Finally, mey I assure you thet all infonaation given is treated
confidentially and in eny waterial puvlished no child or fanily io

Yours sinceroly,

(N.N. Honlon)
Scenior Lecturer in Education.

1.

RESEARCH STUDY OF CHILDREN'S VERBAL BENAVIOUR

PLEASE CROSS OUT TEE INAFPROPRIATE RESIONSE.
Ye would be willing to asnsist you in your project.

Ye aro sorry but we are uncble to help you with your project.

Signed

SINIEVd OL ¥VINO¥ID

V XIANEd4dvV
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CHILPREN'S VERDAL
BEH'VICAR

Parent's Instruction
and Record Cooklet

Lanqurge
Resezrch
Project:

Wi, Henlon
1575

—

-1 -

& ooy |

This Research Project ia a development of an earlier study that
investigated children's verbal behaviour in a number of structured
aituations. This time we are looking at children's language
performance in the natural surroundings of the home and classroom,
where the child interacts with familiar people. The more we can
find out about the language children use the more likely we are to
come to a fuller understanding of the dynnmiéa of language

behaviour,

IThio bonllot containg the following material:

1) "Beforo recoxding™ end “Aftes sevvidinsg’ chvcke
2) Operating the Recerder

3) Recording times and topics for discussion

%) Intevaction Summary Sheet

5) Interaction Sessions

6) Mother-child Session Records

7) Father-child Session Records

8) Cther Adult-child Session ﬁecorda

9) Parents-child Session Records

10) Child-child Session Records
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l PEFLHE ATCOM 16 l DO OR CHECK THE FOLLOWING:

1 Check that the recorder is ready for recording
(see pagos 3-5),

2 Enter tape counter setting on appropriate record
sheet,

3

Inmediately before starting to record enter starting
time on the record sheet,

| 'FroR zf.:a‘nu

DO OR CHECK THE FOLLOWING:

1  Enter finishing time and counter setting on sppropriate
record shecet,

2 Complete all other details and comments on the
record sheet.

3 Complete interaction summary sheet (page 7).

4

If necessary plug recorder to recharge unit (page 5).

[OPERATING _THE RECORDER |

PB VOL.
REC__ Record button == ] Playbach_volume contro! knod

emmere———
P e | REC /BATT
REW_Rewind button — gm1e™m 77 T Record, battery indicator

FF/CUE! ‘\

Fast forward/cue but button —r - e S - Operstng lever

" —Built-in electret condenser
m™e lOO‘nOn.Q

Eject button

~—— Nonitor jack

il

Battery case —R—ii . oo -l

:0C 6V
Extemal _power input pck

i
Leg -

Reset button
)
i

e

The recorder will come with a cassette loaded ready to record.

1 Plug in microphone

as shown.

2 while depresaing the Record button (1) slide
the operating lever (2) to FWD position.
RECOKDING NOY BEGINS.

To stop recording, return the operating lever (2) to STOF.



1 Depress and lock the REW (ltewind)
button.
2 To stop, push this button again

to release it.

CAUTION  Tne Kewind button will stay down even when the tape
is rewound. ALWAYS KELEASE THE «EWIND BUTTON.

[ 10 pLavseck |

1 REYIND to required place on tape (use TAVE CCUMTHI)

2 Slide the operating lever to
FWD position.

3 Adjust the sound volume by
turning the PB VOL (playback volume) control knob.
SEE MASTEN DIAGRAM.

4 To stop tape, return the operating lever to STOP. SR

| TO TURM CASSETTE OR INSERT NEW CASSETTE |

1 Depress the EJECT button do

open the cassette compartment lid.

2 load a cassette with desired side up

for recording and exposed tape-path

ficing you.
3 Close the lid.

4 Set the tape counter to 000 by pushing the resek tuttom,

[ FrsT FoR¥ARD |

1 To advance the tape rapidly, set the
recorder in the STOP mode, then

keep depressing the FF/CUE (fast
forward/cue) button until desired

place is reached.

[70 RECHMRGE_BATTERIES |

1 When setting the

Good battery condition Replace the batteries
operating lever

to the FWD position the REC/BATT (record/battery)
indicator shovs the condition of the batteries.

2 Connect the recorder to an AC outlet with the
pover adaptor. Fower source automatically
switches from the internal batteries to the

house current.

\N
n



| RTCLADIES TI-E5 *%5 TE 1SS FCs DISSUSSIG! |

Recording sessions of 5-7 minutes in longth are designed to allow
parents to capture on tape the spontaneous interactions that often
occur before the children leave for achool, after school, when Dad
comes homs, before bedtime, and so on.

The topics of these Iinteractiens are those that occur when parents
and children have experiences they wish to share with each other
(e.g. happenings at school, what was seen on the way to or from
school) or discussions about activities or events that involve
cecbers of the family (e.g. talking about a friend's birthday,
plarning a trip, hobbies, sporting interests).

1 Although the recording sessions are only 5- 7 minutes
in length do not stop as soon as the time is up as this
is likely to creste an artifioial situation. However,
if the discussion is still going after 10 minutes
STOP THE RECORDER but FINISH your talk.

2 Try to vary the type of interaction (mother-child,
father-child, child-child, etc.) and spread them
over the whole recording period. The interaction
suazary gheet [page 7) will show the pattern of
completed sessionse.

3 Try to do CONE interaction per day (this leaves a
'spare' day in the three week period). It may
sccetimes be appropriate to do a SECOND énteraction
or a day (e.g. visit of a relative, a special topic
to discuss). Unless there are yery exoceptional
circumstances do not reocord more than two interactions

on any one day.

[ INTERACTICH SERARY SHEET |

SESSION NUMBER
1 2 3 4

Mother-Child

Father-Child

Other Adult-Child

' .
Parents-Child I
Child~-Child

. - -4

!NOTE l 1 Complete after recording has finished,

2 Place DATE in appropriate box to show interaction
has been completed.

[ 1omerecTion sessiers | 5

The following pages are to be used to record details and comments

about each session you have.

Most of the sub-headings are self explanatory.

1 Under ]SCENE Ipleaae give a brief deacription of the setting
and how the discussion came to start (e.g. In the kitcken.
Mary came home from school and started to talk about day's
happenings).

2 Under [EEEEEEE;] give any information that you think may be
useful to add to an understandins of the situation (e.g.
your son or daughter may be making something and talkizg to
you about it. A description of what they are doirg would
add meaning to the audio tape. '



-8
FOTHER-CHILD SESSICH 1 |

[

Date: tarting Time Finishing Time
Tape Counter Setting: Start Finish
Scere:
Cozments:
' . oy R
t0THER-CHILD SESSIGE 2
Date:

tartine Time Finishing Time

Tape Counter Setting: Start

Finish
Scene:

Cormzents:

%.3. Sufficiert sheets for each session of all the different
types of interaction in the home setting were included
in tris booklet.

- ﬁ&f{ -



CHILGREH'S  VERB“L
EEh vluu

Teacher's Instruction
and Record Eooklet

Language
Research
Project:

.4, Hanlon
1575

[TROBUCT IR
e ﬁ.i ';'
This Rescerch Froject in a development of an carlier atudy that
icvestigctod children's verbal behaviour in o nunber of structured
gituctions. This time, we are looking at children's lccguage
performcnce in the natural surroundings of the home end clasaroon
wiere the child intoractas with faniliar people. The aore we can
fic® out about the larguage childrer use the core likely we are to

coce to a fuller underatanding of the dyncnics of langucge bebaviour.

Tais booklet containo the following neterials

1) “YBefore lecording” and "Aftor Rocording" chooke
2) Recording tines and topics for discussion

3) Interacticn Suszary Sheet cnd Notes

4) Interaction Sessions

5) Teacher—Child Scanion fecords

8) Teacker—Children Scasion Records

7) Children Sesaion Pecords.
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L

OEFCAE  RECORDIZS |

DO OR CHECF TUE FOLLOYING:

1) Chock that the recorder is recdy for recording .
2) Enter tode counter sotting or appropriate record sheot.

3) Innedictely before starting to rocord enter startinc time onm

record shect.

| AFTER  RECGRDINS |

DO 0.t CHECX TIE FOLLOVING:

1) Enter finishirg tice and counter setting on appropriate

record sheoct.

2) Coupleto cll otuer detcils and corments on the record
shcot.
3) Complete intercetion ounniary sheet (page 4).

4) If neccosary plug recorder to recharge unit . -

[ fcummlis TLES AD TOPICS FGR CISCUSSION |

" Recordirg sescions of 5-7 minutes in length are decigned to allow
teacherz to ccpture on tepe the intercctions they have with children as
par. of the deily 1life of the classroon.

Tle topics of theso irteractiors should relate to the types of
disceasions teaciero have with childrer adout the work tuey are doing
(ceg. ¢ tescher conference in an incependert reading programze,
digcuscion of written vork {Se ctild has been doirg, discussion about
a story ¢ group have read) or the saering with the teacher of exporicnces

the chilé hes nacd.

Noise level in the classroon is a fector the teacher will have to
consider, particularly when coapleting the group intercction rejuireacnts
of the projecte .

1) lthough the recording scsrions are only 5-7 winutes in length
do not stop ao soon as iie time is up as this is likely to
crcato an artificiecl gituation. ilowever, if the discussion is
still going after 10 minutes STOP THE RECORDER but FINISE your
telk.

2) Try to spread the intcractions over tic recording period of

: gix weeks., fov you do thio will dcpend of course ugor the
nutber of subjects that ere in your class. The interecction
suxdery sheet (pege 4) will siou tic pettern of completed
sezsions.

3) Try to do only OFE irtcreciion der child on any one day.
Lowever, it uicy comctines be eppropricte to do a SECOMD
irteraction on ¢ day if wome s,ccicl occasion ariscs. Unless
iharo are very oxceptional circuzstences do not record more
than two intercctions per child on cny one dey.

- S)Ezgz -



REFELZNCE SEEET
Yeelt 1 Jeelr 2 Week 3 weck 4 eek S “eek 6
*(5)4 *(e
may B @ (B @ an (9 (e
(10

# These are linked cctivities to follow cach other in the scze

recording session.

CROSS OFF AT TACY IS COMPLZTED FOR ALL CIILDREN.

INDIVITUAL (1

1. Irdividual Reeding Conferonce (1/1)
2. Dincunasion rupil's ¥ritten Work (1/2)
3. Tcachcr's choice (1/3)

4. Tecchicr'a cheice (1/4)

YUPIL GICUP ACTIVITIES (P)

5. Zoo Grue (k/1)

8. Liillior iloratern (PB/2)

7. Pothing ic Fo:iethirny to Do (¥/3)
8. "ihct's it like going eeee™ (¥/4)

TACTEA-SUSIL GLCU¥ ACTIVITIES (TP)

9. Diccusaion Zoo Guue (TE/1)

10. Discisaion ilillion Honnters and
"Nothing 1o Soietuing to Do" (TR/2)

11. Toccher's choice (TP/3)
12. Tecchor's choice (TB/4)

[ lmRecTICE  SU

T
i

RY

SHEET |

Reed NCTES oo following page before fillirg in dotails on

tables belowe

TEACEER - CILD SE3SION  NUMBER
1 2 3 4
]
]
|
TEACIER - CILDREN SESSION  MRIBER
1 2 3 4
Creup 1
Group 2
Group 3
Group 4
CHILDREN SESSION  NUBER
1 2 3 4
Croup 1
Group 2
Group 3
Group 4

- l2¢ -



NOTES FCT. SULZARY GHEE?J

1)
2)

3)

4)

5

Coaplete efter recording has finished.

?lace DATE in eppropriate box to show interaction has been
coapleted,

ey
A A

C1ILD., Dowu the left-lhand side enter the panes of
cll tie children in your rooa wito are subjccts in the study.

Group the cubjects in the study froo your
accordiny to SEX. Ir sone cases you vwill rejuire
ciditiorc! caildren. For exanple, there ney be 7 subjects ir
the ctudy fren your rooa - 5 boys and 2 girls. ¥ vould neced
tvo boyvs' greuce (onc additionel boy) end onc mirls! sroup (one
edditicrzl girl). Tac ncies of additional childrern will be
suprlicd by the experimenter frea bio rescarchk list.

roon in 7T

)

Enter the nazes of the children in each group ir the space on
tie left-hard oside of the tcble.

CIILPREN. The groupa for this port of the etudy will be the
seie cs those in the previous section. Pre-cnter the ranes
on tihic takble.

| ISTERACTIGY  SESSIONS |

The followinz peges are to be used to reccord detaile and cormenta
abou? cacli scesion you have.

#oct of the gub-heudingn src self-cxpleratory.

1)

2)

Under | SCUIE | please give ¢ brief deacription of the sotting
end hos the discussion czic to eturt (e.g. group discuscion
of the atory in reucding book, or diccussion of story John
hes been writing for the class newspafer).

Under give any inforzation that you think oy ke
useful to add to an understanding of the situation. This

2ay be relevent vhere a grect Jeal of non-verbal comsunication
way cleo be going on.

TEACHER-CHILD _ SESSION  3: H'E j

Datet Starting Tinces Finishing Tines
Tepe Countor Setting - Starts Finishs

Scenes

Commentss

- E;zzg: -

[ TEACHERCHILD SES3IGH  4: i'.E |

Dates Startirg Tine: Finishing Tizes
Tapo Counter Settinz - Starts Finishs

Scenes

Commentss

N.B. Sufficient sheets for each session of all the different

types of interaction in the school setting were irncluded
in this booklet,
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APPENDIX C

RECORDING EQUIPMENT AND SERVICING PROCEDURES

Te Recording encuivnment for lome use

These were Sony TCL45 Recorders. Parents were also supplied
with Sony (BF23) recharging battery packs and Sony ECM16 electret
condenser microphones., These microphones were sensitive, and
most parents were able to leave the recorder on the table in the
room where they were talking with the child and move about if
they felt like it, The recorders were very compact, and they
were used in cars, during walks, outside in the garden, and so

Oon.

2. Servicing Recording Equipment

When the investigator collected the recorders from the home
each week for redistribution, an unused cassette was inserted in
the recorder for the next parent. This ensured that material
was not erased by accident, and also enabled a start to be made
on the preparation of transcripts while data collection was still
in progress. All cassettes were BASF C90's which gave 2 x 45
minutes recording time. This allowed an adequate margin to guard
against a tape running out in the middle of an interaction. 1In
all, 45 cassettes were used, and in the 297 interactions only one

session was interrupted by a tape running out,

3 School recording

Teachers'! cassettes were replaced at the end of each fort-
night, but at the end of each week they were turned over to the
reverse side. Teachers used National RQL413S Recorders and

operated them of Mains Supply.
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APPENDIX D

SPECIFIED TASKS CHEILDREN-COKLY SESSIONS
IN SCHOOL SETTING

The four specified tasks were all done in a swall room
located between two classrooms. The room was used for small
group activities and was completely shut off from the two
adjoining classrooms and could only be entered from the main
corridor. There were several low tables in the room,and at
one end a free-standing display unit had been moved to create
a partially-screened area for the investigator to sit behind

out of view of the children.

For each task the children were brought into the room by
the investigator and the instructions, as set out below, were
given., The investigator switched on the recorder and retired
to the screened area and took no further part in the inter-
actions, but kept a check on the time, and made brief notes
that would help in the transcribing of the recorded inter-

actions.

Task 1: 'The Zoo Game'

On a low table a model zoo was set up. The model measured
60cm x 58cm, and, to add interest,various features (hills, pond,
stream) were contoured on the model. Zoo animals came from a
commercially produced kitset (Airfix Playsets: Zoo Cat. No.
1686), as did the people (Airfix HO-0O Scale: People). The
diagram below shows the layout of the 'zoo'. A number of
features were deliberately included (or left out). For example,
some fences were missing and it would be possible for the
alligators to roam at large. In other instances animals were
put together in the same enclosure where this would not be

likely to cccur under normal conditions.,
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SEALS
PENGUINS

C;}MEL

GIRAEEE
OSTRICKH

GORILLAS

WALl
MAIN RoAD

Y=o gripaes — 7/ PaTHs
# Fences, trees, buildings, and people are not shown.

The children were provided with the model of a person
attached to a long thin wire and they used this to take their

fwalk' around the zoo.

They were given the following instructions:

"You are roinpg to visit the zoo,and I want you to
talk about the things you see and what you want to

do, in the way you would if you went on a real trip.
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(Name a child) will take the person and lead the

waye. You will start here at the entrance gate."

Task 2: 'Million Monsters!

When the children came into the room they found the pieces

of the set, a type of 'identi-kit' (Million Monsters, produced

by the Chad Valley Co. Ltd, Birmingham, England), spread on a low
table. A range of hair styles, eyes, faces, mouths, bodies, arms
and legs could be combined in different ways, in a supplied frame,

to construct monsters.

Children were given the following instructions:

"Have a look at the pieces spread on the table, and
as you take turns to make a 'monster' talk about

what you are doing. (Name a child) you can start."

Task 3: Nothing is Something to Do.

Children were shown a sound-filmstrip Nothing is Something to

Do from the series Who Am I? This is a set of five sound filmstrips
concerned with the special world of the child and helping the young
child understand himself. The Unit is produced by Inside Out
Productions for Scholastic Magazines, New York. The sequences
showed different children engaged in a series of aimless activities
apparently 'doing nothing' (sitting on fences, throwing stones in

ponds, etc.) and talking about what they were doing.
Before showing the sound filmstrip, the following comment was
made:

"I am going to show you a filmstrip about children.
I want you to watch what is happening and what the
children say, and afterwards I would like you to
talk about it."

After showing the filmstrip, a brief instruction was given.

"#ould you like tc start (a child was named).

Task 4: 'Thines I like to do!

A large colourful picture (45cm x 60cm) was shown to the group.



- 233 -

The picture depicted people engaged in s whole range of leisure
and sporting interests (swimming, camping, driving cars, sun-
bathing). Across the top of the picture, drawn especially for

this task, was the caption:
“"What's it like going to ...."

A series of cards (10cm x 8cm) had various endings to the caption
printed on them ('to the beach', 'for Sunday drives', 'swimming',
etc.)

The following instruction was given:

"We all like to do things in our spare time and this
picture shows some activities people enjoy. I want
you to talk about things you like doing. The cards
might help you start."
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APPENDIX E

RECCRD SHEET AND TRANSCRIBED INTERACTION

RECORD SHEET

Subject nﬂébrbe Code DescriptionOOl’oéz'
.
Session Description hZﬂ4QZL&J-Cla;1LJ pr Date g04057§-
Session Time JMarnimg® Tape No. 2 Setting Start[gbL
Afternoon Finishjyg
Sxening”

Comments L‘\%’f/ 5){ ()@a,%/ WM Moéwj
Tlottied 4o Morit M,WF- m m{k

war’f_fvw Lxcwaméu««ﬁ [

SAMPLE OF TRANSCRIBED INTERACTION

ovl-062

T. What did you do then? - - =

M. Um I waited until I finished saying
everything I wanted to about the pony

and then I went on about the dog.
T. Good boy. No& why did you do that? - - -

M. Because if I put it in the middle

now it wouldn't have made sense, = - =-

T. Mmm, - - -It might have made sense

but it would have um - - -
M. Muddled it up a wee bit.

T, That's right. Now - - - you always
have problems with your spelling,

don't you?

M. Yes.
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APPENDIX F

MODIVFTIED SQUATES

A Reciprocal Interaction Analysis System

Noel N. Hanlon,

Robert W. Katterns.

University of Waikato,

. 1975
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SECTION 1: INTRCDUCTION

The Modified SQUAIES Reciprocal Interaction Analysis Coding
System (hereafter described as Modified SQUAIES) was derived from
the SQUAIES Interaction Analysis Coding System (Katterns, 1974)
to analyze verbal behaviour in a range of interaction situations,
both within and outside the classroom. The parent SQUAIES system
was developed primarily to analyze the teacher and pupil verbal
behaviours that occur during small group discussion sessions.

For the more general application of SQUAIES, however, it was felt
that a reciprocal coding system might better cope with the greater
informality of many interaction situations outside the classroom.
Thus, in Modified SQUAIES all verbal moves in the system may be
made by any participant in the interaction. This reciprocity has
made it necessary to introduce additional speaker identification
categories. A number of minor changes have also been made to
specific categories; some of which are a direct consequence of the
coding system becoming reciprocal. The changes that have been
made in no way affect the theoretical basis on which the parent

and Modified systems rest.

Field trials of Modified SQUAIES have shown it to be a useful
instrument in analyzing both the types of interaction that occur
between adults and children in informal situations and the verbal
behaviour in more formally constructed small group classroom

encounters.

Both the SQUAIES system and Modified SQUAIES are seen as
complementing each other. Therefore, the Coding Manual for
Modified SQUAIES summarizes the extended discussion of the theoret-
ical rationale for the system presented in the Coding Manual of
the parent system, 1In some areas, discussion of coding categories
is not carried out with the same degree of detail as is found in
the Manual for the SQUAIES system., However, definition of
categories, coding rules, and examples contained in this Manual
for Modified SQUAIES are presented in sufficient detail for the

document to be used as a primary research resource.
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SECTION 2: BACKGROUND TO THE SQUAIES AND 1
MODIFIED SQUAIES ANALYSIS SYSTEMS °

The analysis systems are an extension and modification of a
theoretical model and analysis system developed by Bellack
(Bellack et al. 1966). Adopting Wittgenstein's view of language,
Bellack sees classroom discourse as a kind of "language game' in
which participants make various verbal moves. These moves are
classified in terms which indicate how discussion participants
relate to each other by making statements which set the context
for discussion, by asking questions, by attempting to provide
answers, and by commenting on previous statements. Such moves
are regarded as having an educational function, and are thus

termed pedagogical moves. These moves are classified as follows:

1. Structuring
2. Soliciting
3. Responding

L, Reacting

accepting
- rejecting
- modifying

- expanding.

Structuring moves. Structuring moves serve the pedagogical

function of setting the context for subsequent behaviour, by
launching or halting-excluding interaction between pupils and the
teacher, and by indicating the nature of the interaction.

Soliciting moves. Moves in this category directly elicit

verbal, physical, or mental response, Thus, all questions are

solicitations, as are commands, imperatives, and requests.

Responding moves. These moves fulfil the expectation of

solicitations. That is, they bear a reciprocal relationship to
soliciting moves and occur only in relation to them. Thus,
answers by pupils and the teacher to puril questions, or answers

by pupils to teacher questions, are responding moves.

1. A detailed statement of the theoretical basis of the SQUAILS
and Modified SQRUAILS system is contained in Arpvendix A of
SQUAIES Interaction Analysis Coding System (Katterns, 1974).
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Reacting moves. These moves are occasioned by a structur-

ing, soliciting, responding, or another reacting move, but are
not directly elicited by them., Pedagogically, these moves serve
to modify (by clarifying, synthesising, or expanding), and/or to
rate (positively or .negatively) what has been said previously.
Reacting moves differ from resronding moves in that, while a
responding move is always directly elicited by a solicitation,

preceding moves serve only as the occasion for reaction.

A pedagogical move, whether it is made by a teacher or a

pupil, serves two highly inter-related functions:

i) an inter-personal control function,

ii) a content or meaning function.

It will be seen that the control function refers to the moves
of structuring, soliciting, responding, and reacting. However,
in exercising such control, a verbal move also communicates mean-
ing. For example, a teacher question (solicitation) functions to
elicit pupil responses, but the meaning in the question, related
to certain content or subject matter, will also tend to determine
the content or meaning in any response eliciteds This dual func-
tion of control and meaning is not universal among verbal moves,
for some vertal behaviours appear to have only a single function:
lecturing, for instance, appears to have only a content or meaning
function, and the giving of directions ("Put your hands down.'")
appears to have only a control function, in the sense that there

is not reference to subject matter.

A closer analysis of the content or meaning function of
pedagogical moves reveals that their meaning may be of three

different kinds:

i) Substantive-logical. A pedagogical move may involve

certain kinds of cognitive thinking process related
to some subject matter, topic, or situation. For
example, a teacher question may aim at, and actually
elicit, pupil responses which involve one of the
following processes: remembering, understanding,

interpreting, analysing, synthesising, or evaluating.

ii) Substantive-affective. A pedagogical move may involve
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certain kinds of affective thinking processes related
to some subject matter, topic, or situation. For
example, a teacher question may aim at, and actually
elicit, pupil responses which involve expression of

feelings or opinions ranging from snap reaction to

deeper valuing.

iii) Instructional-logical. A pedagogical move may involve

thinking related to some procedural, managerial, or
organisational matter, or thinking that evaluates in
a positive or negative way the ideas expressed by

others.

As an extension and modification of Bellack's structuring,
soliciting, resronding, and reacting model of classroom discourse,
the SQUAILES Interaction Analysis Coding System gives much emphasis
to the control function of pedagogical moves made by the teacher.
In addition, the analysis systems incorporate coding categories
for each of the three kinds of meaning described above, as these
are embodied and communicated in specific kinds of moves.

However, the control furction in Modified SQUAIES may be assigned
to any participant - adult or child - in the verbal communication
situation., A brief discussion of the extension and modifications

to SQUAIES is presented in Section 3.

SECTION 3: THE MODIFIED SQUAIES RECIPROCAL
INTERACTION ANALYSIS CCDING SYSTEM

The Coding System

Bellack's interest in the pedagogical move, as a basic unit
of analysis in classroom discourse, is with reference to the
teaching cycle. The SQUAIES Analysis System was specially design-
ed to classify and code not only teaching cycles but the patterns

for teaching cycles within each discussion episode, with partic-

ular reference to the functional significance of teacher questions

and reacting moves at different points in an episode.

Modified SQUAIES extends the analysis of situations beyond
the immediate environment of the classroom. The reciprocal

nature of the system makes no pre-judgement as to who occupies
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the pivotal point in an interaction situvation.

Indeed,

the

Modified coding system is totally dpen’in that all the moves in

the system can be made by any speaker on the basis of the nature

of his participation, and not on the basis of some ascribed

social status.

However,

the communication moves in Modified

SQUAIES (as shown in Fig., 1) remain basically the same as the

pedagogical moves of the SQUAIES Interaction System.

Fig. 1: Communication Moves in the Modified SQUAIES
Reciprocal Interaction Analysis Coding System
EPISODE
MOVES

S QU AT E S
structuring question answer, moves moves which
moves moves initiation, which sustain ideas
that that and evaluate introduced by
initiate initiate reaction resyronses initial
an an moves positively structuring
episode episode or and question

negatively moves

and subsequent
responses to
these

Within each of the major communication move categories are

extended categories for the classification of a range of specific

moves.

and the meaning function of each move,

Categories

These coding categories refer to both the control function

The Modified SQUAIES uses two major types of category:

speaker-identification categories and verbal behaviour categories.

Because the system is reciprocal, it is necessary to identify the

speaker before each performance move, and a range of categories

have been devised for this purpose.

Status within an episode of

interaction is determined, not by any status ascribed by a
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societal position (teacher, pupil, mother, father, and the like)
but, on the basis of the verbal moves ore makes. The verbal
behaviour moves are essentially the same as those used in the

original SQUAILES system.,

Units @f Analysis

The Modified SQUATES uses two basic units of analysis: the
episode and the move. Interaction sessions with dyads or small
groups are audio-taped and transcribed. The transcription is
subdivided first into episodes, and these are then analysed to

determine:

i) who made certain verbal moves

ii) the nature of these moves (control and meaning function).

Episodes and Themes

Typically, a discussion during an interaction situation can

be divided structurally into a number of episodes. An episode

consists of all the communication moves which relate to one theme

in a discussion. The theme represents the substantive focus of

the episode, and during an interaction a number of different
themes may arise, some of which may be repeated at different
points in the interaction. The coding system does not contain
categories to identify themes, and any analysis of thematic
patterns in an interaction would be additional to the procedures

outlined in this-manual.

An episode often begins with the initiator combining a
structuring or information-giving move with an initial question
move; or with the initiator using an initial question move only.
The substantive meaning of an episode may be primarily cognitive
or primarily affective in nature. That is, the initial question
for an episode may concentrate on substantive-logical meaning (it
asks for thinking about a theme which involves such processes as
remembering, evaluating), or the initial question for an episode
may concentrate orn substantive-affective meaning (it calls for an

expression of feelings or opinions.
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The Verbal Move

The verbal move is the smaller of the two basic units of
analysis. It is defined as a verbal statement with a single

identifiable communication function (control and meaning functionl

A verbal move is independent in the sense that it represents
a change in control and/or meaning function. While it is often
the case that this change in function occurs because a new speak-
er makes a new move, it may also happen that the same speaker uses
several moves, each of which serves a different function. For
example, a parent may orient his son or daughter towards respond-
ing to a question by providing some background information to it;
the function of this information being to add meaning to the
forthcoming question and to focus attention on it. The question
is then asked and its function is to elicit responses. 1In this
example, control and meaning functions can be recognised in each
of the two moves by the same speaker; the move functions being

different in each case.

On occasions, contiguous repetitions of moves may occur.
For example, an adult or a child may repeat a question in the
same, or nearly the same, form and thus with the same control and
meaning function. Strictly speaking, the repetition is not a new
move, However, the Modified SQUAIES Aralysis System is designed
to identify repetitive moves by speakers and includes a special

coding category for this purpose.

In Fig. 2 a summary is provided of all speaker identificaticn
and behaviour category moves that are used to analyse transcripts
of interaction situations with Modified SQUAIES. This summary is
organised in keeping with the model provided in Fig. 1, and is a
transcript coder's quick reference guide. It lists the major

and extended category moves.,

In Section 4 of the Manual more detailed discussion of each
type of communication move may be found, together with fuller

cperational definitions and coding rules.
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SECTION 4: DEFINITICNS AND CODING RULES FOR SPECIFIC
VERBAL MOVES IN THE MODIFIED SQUAIES
RECIPROCAL INTERACTION ANALYSIS CODING
SYSTEM

Speaker Identification Categories

The first letter of the analysis code identifies the speaker.
Where there is more than one adult, teacher, boy, or girl parti-
cipating in the situation the initial letter is subscripted with
a numeral (e.g. First boy B1; second boy B2; third boy BB, and so

on). The following initial letters are used to identify speakers:

Father (F)
Mother (M)
Teacher (1)
Other Adult (A)
Boy (B)
Girl (G)

Summary of moves in each episode that the Analysis System codes

Moves that Initiate episodes

1. The Initial Structuring Move

117 The substantive structuring move

1.2 The procedural structuring move

2. The Initial Question Move

2.1 The substantive-logical question
2.1.17 The memory-recall question
2.1,2 The comprehension question
2.1.3 The application question
2.1.4 The analysis question
2.1.5 The synthesis question
2.1.6 The evaluation question

The opining question

The substantive-affective question

(NG I A R \C R \V R N T S I A A
L]
O o~y O o~ oW

The rhetorical question

The procedural question

L]

The exhortatory question

The abortive question

The repeated-rephrased question

The tagged question

-
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Response lMoves during episodes

3

b,
Se
6.

Answer Moves

3.1 The yes/ho answer

Answer Initiation Moves

Reaction Moves

The Chorus Resvonse Move

Evaluation Moves

7e

10.

The Acceptance-Acknowledgement Move

7.1 The simple acceptance-acknowledgement move
7.2 The repeat response move
7.3 The paraphrase response move

7.4 The accept feelings move.

The Positive Reinforcement (Praise) Move

8.1 The positive reinforcement move without criteria

8.2 The positive reinforcement move with criteria

The Aversive Reinforcement (Punishment) Move

9.1 The aversive reinforcement move without criteria

9.2 The aversive reinforcement move with criteria

The Correction Move

10.1 The correction move without criteria

10.2 The correction move with criteria

Moves that Sustain responses

1.

12.

13,
1,

The Redirect Move

The Probe Move

12,1 The probe-prompt move

12.2 The probe-clarification move

12.3 The probe-critical awareness move
12.4 The probe-refocus move

12.5 The probe-redirect move

The Comment Move

The Use Resvondent Ideas Move

14,1 The use respondent ideas question move

14,2 The use respondent ideas statement move
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15. The Sustaining Structurins Move

15.1 The sustaining structuring substantive move

15.2 The sustaining structuring procedural move

16. The Answer Cwn Question Move

Moves that Initiate episodes

Te The Initial Structuring Move

The initial structuring move sets the context for subsequent
verbal behaviour in an episode. Often it does this by linking
substantive or procedural information to an initial question.

A structuring move may occur prior to, or following, an initial
question, and on occasions the initial structuring move may stand
on its own. Sometimes the move is sandwiched between repetitions
of an initial question or between several different kinds of
initial question. There are occasions when two or more persons
attempt to initiate an episode. The coding rules take account of

this contingency.

1¢1 The substantive structuring move. Ssub This kind of

move provides information of the following kinds that may or may
not be accompanied by an initial question: stating a proposition,
quoting or reciting, retelling an event, descridbing a situation,

giving an opinion, posing a problem, or motivating a responsc.

Examples

(a) Mother: Mrs Jones rang today to say that the
Annual Genergl Meeting was on tomorrow
night. (S %hy did you say you
couldn't go? (Inltlal Question)

(b) Chilad: What did you think about school when

you were a boy? (Initial Question)
We have 10%5 of good things at school
now. (S

~ DProc
o

1.2 The procedural structuring move. This kind of

move provides procedural or managerial information of the follow-
ing kinds: giving directions, indicafing organisational points,
setting limits for the interaction, indicating initiator expec-
tancies of the respondents, or as a means of gaining attention.
Again, the move may or may not be accompanied by an initial

question,
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Example

Mother: Tracey will you %eave that now and
come here. (SP ) Wrat time do you
have to go to music? (Initial Question)

Coding rules for the Initial Structuring move

i) Initial structuring moves do not normally abort. The only
instance where this happens is when two or more persons
compete to initiate an episode, and where no responses at

all occur between the competing initiations.

Examples
(a) Mother: I went ggbtown today and did some shopp=-
ing. (S ) b
Father: I saw Bill after lunch. (55%°)
Mother: What was he doing? (Probe Clarification)

Mother's initial structuring move aborts because
Father's competing move received a response.

(b) Mother: I went to town today and did some shopp-
ing. (S )
Father: Mmm., Acknowledgement)

Father: I saw Bill after lunch. (559%P)
Mother: What was he doing? (Probe Clarification)

These are not competing initial moves as they are
separated by a simple acknowledgement move in this
case,

Where a time pause appears between two or more initial

structuring moves they should be treated as separate

episodes, one or more of which may not develop.

ii) When an initial structuring move is repeated or re-stated,
the repetition should be coded as a repeated structuring

move.

iii) When an initial question separates initial structuring moves,

separate coding should occur for these structuring moves.

iv) When an initial structuring move takes the form of a
rhetorical question (for which no response is expected or
received), the coding should be for the rhetorical guestion

and not a structuring move.,

v) Sometimes iritial structuring includes the provision of

hints, clues, or prompts. #hen this occurs,; the probe-prcmpt
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category should be used for coding purposes (Pprom). It is
sometimes the case that structuring, prompting, and an

initial question initiate an episode.

vi) When a procedural structuring move of the attention-seeking
type (e.g. Hey! Mummy! Took!) is followed by an acknowl-
edgement (AC) from another person before the initiator
continues, the attention-seeking acknowledgement sequence
is circled to indicate the special nature of this type of

procedural-response sequence .

Example

Boy: Hey, Mummy! sProe

Mother: Yes., A

Boy: What time are we going to ‘M
town to-morrow? Q

vii) If a simple acknowledgement move breaks up an initial
strﬁcturing move but does not appear to affect the substant-
ive content then linking lines should be used to indicate

this is an interrupted response.

Example
. sub

Father: When I was in town to-day- F. S
Mother: Mmm, M. AC
Father: - I saw Rob and he said he b

would come out on Sunday - F sSY
Mother: Mmm. M Agub
Father: - and fix up the roof, F S

2e The Initial Question move

The initial question move is defined as one which introduces
a new episode by calling for responses related to a new or differ-
ent theme., By definition, it follows that preceding responses
would be inapproprriate to this new question. In beginning an
episode the initial question may or may not be acccmpanied by one

or more structuring moves, rhetorical questions, or prompts.

2.1 The Substantive-logical Question. The substantive~

logical question calls for thinking and responding related to
certain subject matter at one of six levels of the thinking
process: memory-recall, comprehension, application, analysis,
synthesis, and evaluaticn. The coding symbols and exomples for

each of these thinkinm levels are presented belcow.
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A
2.17.1 The Memory-Recall Question., This question Qh

calls uporn individuals to remember, recall, define,
recognise, identify, state facts, describe, report,
re-tell, or name. To answer this type of question
the respondent merely provides previously acquired

information in substantively the same form.

Examgles

What is a typewriter?

When was the Treaty of Waitangi signed?
Where is Aucklana?

What did the car look like?

What did John say when he went home?

Who was that girl I saw you with yesterday?

2.1.2 The Comprehension Question. This question Q

calls upon individuals to demonstrate their under-
standing of ideas by translating them into their
own words or into a different form, by explaining
and relating them, by interpreting them, by compar-
ing them,and by making inferences from them,
Answers to these questions have to be worked out

or inferred by relating ideas in any information
that is provided or, when the information provided

is data poor, by relating remembered ideas.

Examples
What do you think John meant yesterday?

Why should we need to have a capital city?
How do you know that an earthquake occurred?
What type of behaviour would you say Tom's was?

If I took that support away what might hapren?

. A
2.1.3 The Application Question. This type of Q P

question calls upon individuals to use remembered
and understood ideas in order to recognise and
solve new protlems, Thinking required here is at
a higher level of understanding than is called for

by comprehension questions.
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Examples

If plants need air as you've agreed, how
then do some plants grow well inside a
plastic bag?

How can we use these planks to get us over
the stream?

What other games could we make up using
this ball?

2.1.4 The Analysis Question. This type of

question calls upon individuals to perceive the
parts and the interrelationships among parts in
a whole idea, statement, point of view, piece of
behaviour, presentation, or composition. Think-
ing here is at a higher level than that called
for by comprehension or application guestions.
This is because an understanding is required of
both the content and the structural form of the

information or material,

Examples
Where do you think Tom went wrong?

Can you pick out several irrelevant parts
in Mr Smith's argument?

Which of these ideas do you think are
true, and which seem to be more a matter
of imagination?

Where has the girl in the story got her
ideas confused?

Can you make up another title for the
story which tells us what it is really
about?

2.17.5 The Synthesis Question. This type of

question calls upon individuals to solve a
problem by putting ideas together in a new way.
Hypothesising would be included in this category.
Synthesis questions usually elicit divergent
responses. Thus they are classified as open

questions.

An

QY
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Examgles

How could the Hamilton City Council solve

its parking problems?

How many different ways could we use these

bricks?

What could happen if the car wouldn't stop?

What do you think would improve safe driving?

2.1.6 The Evaluation Question., This type of | Q

question calls upon individuals to judge the

Ev

worth, rightness, or appropriateness of ideas,

statements, a point of view, a piece of behav-

iour, a presentation or a composition.

Judgments should be based on definite criteria

which may be determined by the individual, or

he may be given them,

Examgles

What makes this picture better than that

one?

What do you think about letting children
develor their own set of school rules?

In your opinion who should be allowed to

have the picture?

Coding rules for the Substantive-logical Question

i) Questions are not coded in isolation but
of responses elicited by them and by any
moves. In the second example below, the

was developed through the use of a probe

within the context
related probing
initial question

and the reason given

was sufficient to meet the criteria of an evaluative question.

This development does not occur in the first example and the

question is coded as an opine (QOP).

Example

(a) Father: Was the film good? (QOP)
Boy: Yes.

(b) Father: Was the film good? (QEV)
Boy: Yese
Father: Why? (Probe-Critical Awareness)
Boy: Because it showed how we

can do things to make the

world a btetter place
live in.

to
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ii) In some circumstances an initial question is reacted to and
not answered. The episode is considered to be still active
because the focus is being sustained. The substantive
content of both the initial question and the following move
should be looked at to ensure that this is not an example

of competing initial moves.

Examples
(a) Father: Have you got the bird ready
to take up? gQgps
Girl: We'd better get talking to it

so it brightens up.
(Reaction and not answer so question
aborts)

(b) Father: Have you got the bird ready

to take up? (9%)

Girl: Bot is taking his Cockatoo, b
(Competing move) (s5"°)
Father: Mmm.
(Simple acknowledgement makes previous
move active and opining question aborts)

iii) In some instances different initial questions are asked and
are answered, Where this happens, all such gquestions that
are answered are left active and the first response to each

is coded as an answer,

Examgle

Teacher: From how many different countries
did the people come? Where did
the family come from?

Boy: Scotland.
Teacher: Mmm.
Boy: Three,

Some question types can be used to either initiate episodes
or to sustain them once they have started. Modified SQUAIES has
five questions that can perform this dual function: affective,
opining, rhetorical, procedural, and exhortatory questions.
Definition of these questions, examples, and coding rules are

detailed in this section of the manual,

QCF

2.2 The Opining Question. This category includes all

questions that seek an opinion, not necessarily based on any
criteria, and often being more affective than substantive-logical

in nature. Response to an opining question is usually of the
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"Yes", "No", "Mmm'" variety, expressing agreement or disagreement

with some proposition, behaviour, point of view, or situation.

Opining responses may come from individuals or involve a chorus

response from two or more individuals.

Examples
(a) Mother:  ¥hat did you think of the picture?
Girll: Great.
(v) Boy1: Is Sesame Street better than the
> Electric Company?
Boy : No.
(¢) Father: Was Mary a good girl today?
Mother: Yes.
(a) Boy1: It was good fun when we had the
film, eh?
(Equivalent to 'Wasn't it?, Don't
5 you think?', and so on)
Boy : Yeah,

Coding rules for the Opining Question

i) When first response moves are not followed up by sustaining

moves to elicit reasons or criteria behind expressed opinion,

then the initial question should always be coded as an opin-

ing question.

ii) When there is follow-up to the first expression of opinion by

the use of such sustaining moves as the Probe-Critical Aware-

ness, Probe~Prompt, and the Probe-Redirect, and provided that

the responses elicited
then the question that
be coded substantively

cases it will be found

Evaluation (QEV).

Examgle
Father:

Boy:
Father:
Boy:

The man tried to break into the

reveal reasons for holding the opinion,
might have been coded as an opine will
at an appropriate level. In most

that this appropriate level is

building to save the animals. F. S;:b
Was he sensible to try this? F. Q
No.

%hy not?

(Probe-Critical Awareness)

Because the .... (response gives
reasons).

Sufficient follow-up has occurred to this
point to qualify the initial question at
the substantive evaluation level and not
as an opine.
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iii) Some initial questions which have the potential to be an

opining question, have a strong affective flavour about
then,

Examples

(a) Well, you've seen the movie. Did you enjoy
it?

(b) What part of this poem did you like or find

most interesting?
If questions like these are not followed up by use of
sustaining moves to elicit reasons behind first responses,
then these questions should be coded as opines., However, if
questions like these are followed up by use of sustaining
moves to elicit reasons behind first responses, then the

initial question should be coded in accord with its essential

nature.,
Example
Teacher: What was interesting about the Affec
story? Q )
Boy: Oh, the adventure stuff,

Teacher: Why did you find that part
interesting? (Probe Critical Awareness)
Boy: Oh, 'cause .... (Gives reasons)

The initial question here qualifies as an affective question

and not as an opine,

o ATT
2.3 The Affective Question. The affective ques- Qe

tion calls for an expression of feelings, likes, dis-
likes, enjoyments, how one would feel in certain

situations, or interests.

Examgles

(a) Can you describe your feelings straight after
you'd read this poem?

(b) Tell me about the most horrifying experience
you've ever had.

(¢) What kinds of television programme give you
most pleasure?

(d) How would you feel if you were a zoo animal
locked up day after day in a pen?
(e) What part of this story did you like (best)?
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Codirng rule for the Affective Question

Questions that call for recall, interpretation, or analysis
of the feelings of some other person or being, are not
coded as affective questions. The affective‘question refers

only to the emotional experience of the person to whom the

the guestion is addressed.

2.4 The Rhetorical Question. The rhetorical QRhet

question is one for which no response is intended and

for whichnone is actually elicited.

Examples
(a) That's right, isn't it?
(b) You do, don't you?
(e) Cats, aren't they?
(d) They do, don't they?

Coding rule for the Rhetorical Question

If used at the end of an introduction to an episode and
actually eliciting a response, the rhetorical question cannot
be coded as such but as either an opining question or sub-
stantive question, depending upon the nature of the response
to it.

2.5 The Procedural Question. Included in this gfroc

category are any questions which call for responses
indicating that any procedural matters are understood
or ready to be acted upon., These questions tend to occur
more often once an episode is in progress, but they may

also occur at the start of an episode.

Examples
(a) Can we have some?
(b) Who are they all for?
(c) Could you teach me how?
(d) Who will start off?
(e) Any questions?
(f) Vhere is it?
(g) Is it in there?

(h) Eh? Or what? (Equivalent to 'What did you say?')
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Coding rules for the Procedural Question

i) Sometimes a procedural question is asked to get a repeat
of a response given or question asked. The proceduvral
question and answer or repeated response are encircled to
show they interpose in the substantive flow of the inter-
action, which may or may not continue following the

clarification,

Examgles

(a) Girl: What is an extension? G, ol
Mother: What is an extension? M. Qiroc
Girl: Yes. G. Y/N
fother: Well it is eeee. (Gives answer) M. Answer

(b) Boy: No. Ronald got it. Be AS
Father: Who? Fo Q
Boy: Ronald. !

(¢) Father: What was he doing? F. ’Mroc
Mother: Pardon?
Father: What was he doing? Fo &
Mother: Making a boat. Me AI

ii) Procedural questions may also be used as attention-seeking
strategies to get episodes started. Where this happens the
procedural question and the acknowledgement are circled to

show the special nature of the moves,

Lxamples
(a) Boy: What do you think we have
been doing? Be Qproc
Father: What? F, AC =
Boy: Ve went to see cece Be. S”
The boy's second move in effect becomes
the start of the episode.
(b) Boy: Mum? B, QPT°°
Mother: Yes. M, A
Boy: Who went to town with you M
today? B. Q

iii) Sometimes when a person is making a statement he temporarily
forgets a word, poses 2 guestion to find the word, then
answers the question himself. This is treated as a special
type of aside and both the question and the answer are
encircled. £ the statement continues, the two parts are

linked to show the continuation of the move.
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Example
Father: We went down to - -
Where as it now? Oh,
Ohinemutu to see Ired
and Mary.
2,6 Tre Exhortatory Question. Included in QEXhOrt

this category are urgings, questions, commands, demands,
and admonitions to try harder, respond better, or respond
more frequently. Although more common once interaction
has moved beyond the first response, the exhortatory
question (or statement) may be used in combination with
one or more substantive questions at the beginning of an
episode, This is more likely to occur when response in
one or more previous episodes has not been especially

forthcoming.

Examgles

(a) Now, let's see if we can think a little
harder about this question!

(b) Come on, now, get your thinking caps on}

Coding rule for the Exhortatory Question,

This move bears relationship to some kinds of Procedural
Structuring move. The difference is that the exhortatory question

or statement is expressed more strongly. ¥“hen in doubt about

which of these two moves to code, the rule is to code as a

Procedural Structuring move.

2.7 The Abortive Question., This category e
applies to all questions which clearly call for a

response (that is, they are not rhetorical questions)

but which fail to elicit any substantive response.

Example
Father: How could he make the car go
without petrol?
Boy: (Silence) (Abort)

Father: Yell can you think of what
might work?
Boy: (Silence) (Abort)

Codirng rules for the Abortive Tuestion

i) Code questions that abort by drawing a slash diagonally
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from bottom left to top right through the coding symbol.
An example from a transcript might te:

Ssub

e

AB

ii) If an initial question eventually gets a response by means
of prompting or redirecting, then that question is not

coded as abortive., The eventual response need not be correct,

Example

Motler: Where is the workbox, Kim?

Gir1l: (Silence) (Abort)

Mother: Do you know, Tracey?

Girl®: In the bottom cupboard, (Incorrect
Response)

Mother: No. I looked there, (Correct)

iii) When more than one question is used in an effort to irnitiate
an episode, each of which calls for a different kind of substan-
tive response, it ie possible that all of the questions may abort.
In these circumstances, no first response is present to guide
coding of the substantive level of the abortive questions. Cne
must rely, therefore, upon estimation of the initiator's intent
for each question by using the form, content, and context of the
question. Of course, in the circumstances described above, each
question is coded as abortive. An example from a transcript
might be:

Ssub

e
ol

iv) An initial question and its repetition may both abort. An

example from a transcript might be:

&

AB

2.8 The Repeated or Rephrased Question. (:)

Included in this category are substantive questions

which are rereated with the same, or nearly the same,
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and content.

The repeated or rephrased guestion qualifies as such

the following criteria are met:

It occurs prior to the first substantive response

in the episode.

It is an independent question qualifying as an
initial question in its own right, but calling
for the same kind of response as the initial

question introducing the erpisode.

Example

Teacher: How many people came to your
party?
How many came to the party?

Coding rules for the Repeated or Rephrased Question

i)

ii)

iii)

iv)

A repeated initial gquestion may follow immediately after

the question it repeats, or it may be separated from it by
one or more structuring moves, questions asking for a differ-
ent kind of substantive response, address moves, or rheto~

rical questions.

Once response to any initial question has begun in an
episode, any repetition of that initial question is the
signal for the episode to begin anew. The initial question
in this new episode is coded substantively and encircled to
indicate that it is a repeated question. The marking off of
such a new episode will have been completed on a transcript

prior to coding beginning.

In a repeated question series, the first instance of the
question is coded substantively and each repetition of it is
coded substantively but encircled. Some examples from

transcripts might be:
M Ev An Affec

Q I o Q b
Qh va gSUu <§§f§§§>

A repeated initial question may abort - it may not elicit

any response, When this occurs, each question in the
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repeating series is coded as abortive. An example from a

transcript might by:

éé%z)

AB

2.9 The Tagged Question. Some questions are presented

in statement form with a tag at the end.

Examgle

He walked down the road, didn't he?

Coding rules for Tagged Questions

i) If there is sufficient substantive content in the statement
preceding the tag to allow it to stand on its own, then the
statement should be appropriately coded as separate from

the tagged question.

ii) The tagged question should be coded depending on the response
(or lack of response) it elicits and whereabouts it occurs in

the episode,

Response Moves

Response moves during an interaction may occur following
initial or sustaining moves, and after evaluative remarks,

comments, or other response moves.,

All responses are classified as belonging to one of the

following major categories:

S Answer moves

L, Answer Initiative moves
5. Reaction Moves

6. Chorus Response moves.

In addition, a special coding category exists for situations
where a question meets with no resronse,or with some verbal
indication of not knowing, or of not being able to respond. This
special category is the 'abort'. To give some information on

complexity, 2ll response noves are classified and coded according

4+ v . . .
to the number of ideas expressed in the response. In the



following complex sentence four ideas are represented:

"The rock that rolled down the mountain crushed the
tiny hut at the edge of the woods."

Idea 1: The rock rolled down the mountain.
Idea 2: The réck crushed the hut.

Idea 3%: The hut was tiny.

Idea 4: The hut was at the edge of the woods.

This type of classification is intended only to be an indicator
of semantic complexity, however, and on the basis of the number

of ideas a response1 is coded as one of the following:

i) The one idea response (1)
ii) Short responses, 2 - 4 ideas (s)
iii) Extended responses, 5- 11 ideas (E)

iv) Lengthy responses, 12+ ideas (L)

The boundaries of these 'idea' groups were established from an
analysis of tapes from the field studies. The grouping of ideas
has the added advantage of reducing the margin of error in calcul-
ating the number of ideas. Responses could, therefore, be

identified in the following way:

Short answer (AS)
Extended reaction (RE)

Lengthy answer-initiation (NL)

and so one.

Examples
(a) Mother: When did they get the strap? (Question)
Girl: In the afternoon. Just before
we went home, In front of the
class, (Short Answer)
(b) Mother: Where did you go? (Question)
Boy: To the creek. (One Idea Answer)
Girl: Down by the old hut. (Short Answer-
Initiation)
(¢) Teacher: Tell me about it. (Procedural)
Girl: Ve went to the creek down by
the old hut. I saw the pool
where we caught those frogs
last year for that pond study.
Ve got told off for being late
home., (¥xtended Answer)
1. The 'ves/no' and 'chorus' responses are exceptions to this

type of categorising.
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direct response and the first response to a question

The Answer Move

A move is classified as an answer when it is a

or a probing sustaining move.

Examples
(a) Father: What was the picture about? (Question)
Girl: Well there was this man and .... (Answer)
(b) Teacher: What did Henry do that evening? (Question)
Boy: He slipped into the flat and
took the jewel, Boy, that was
dumb ! (Answer)
Teacher: Why do you say that? (Probing Move)
Boy: Because he Knew ee.e (Answer)
3.1 The Yes/No Answer. This move occurs in Y/N
response to some initial questions, sustaining ques-
tions, and probes. It may or may not be followed by
more substantive responses.
Examples
(2) Mother: Did you like the picture? (Question)
Girl: Yes. (Yes/No Answer)
(b) Father: Will you go now? (Question)
Boy: Yes. (Yes/No Answer)
Father: Why? (Probe)
Boy: Because I can pick up Bill
as soon as he finishesd
practice. (Answer)
(¢) Teacher: 1Is that really the better one? (Question)
Boy1: Yes. (Yes/No Answer)
Boy?2: It has more lights in it than

L,

the other one and you can see
what you are doing.

The Answer Initiation Move

N

A move is classified as an answer-initiation when it

provides additional information relevant to the theme of

(Answer)

the episode, but is not directly solicited by initial questions

or probing moves.,

move immediately after an answer he has given.

Sometimes a person makes an answer-initiation

1

This letter code is used to avoid confusion with the one

idea answer which would be shown as AI.
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Examples

(a) TFatter: What else did you little tackers
’ do today? (Question)
Girl : Well, we done some dusting in
5 the morning. (Answer)
Girl: And I did the dishes without
Mum telling me to. (Answer-Initiation)
(b) Mother: What room are you in? (Question)
Girl: Eight. (Answer)
We are near Mr Jones'
room, (Answer-Initiation)
Se The Reaction Move R

A move is classified as a reaction when a person

reacts verbally to the substance of any previous move,

and when it meets the following criteria:

i) It is a voluntary contribution to a discussion.

That isya reaction to one or more previous

statements by otlkers.

ii) It occurs without any direct solicitation

or request from other persons.,

Reactions involve a person in responding to initial structuring

or sustaining structuring moves, challenging or debating the

content of earlier comments, evaluating previous comments in a

positive or negative way, or verbally reacting to someone else's

non-verbal behaviour.

(a)

(v)

(c)

Examples

Girl: What one's do you like?

Boy: I think the big calculators
would be the best,

Father: Ve've got a big one at work

and it broke. And it wasn't

a very gocd thing to have so0 ...
Boy: Ckay then, not typewriters,

They aren't electronics.

Father: ¥hat went smack?

Girl?: A book.

Father: Oh!

Girl?: Not a book,

Girll: It was so a book.

Teacher: The town was so old that some

of the walls had crumbled

away.
Boy: They couldn't be that old.

(Question)

(Answer)

. (Reaction)

(Reaction)

(Question)
(Answer)
(Reaction)
(Correction)
(Reaction)

S5tructuring)

(Reaction)
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(d) Boy: Well he .... (Gives & detailed explanation)
Teacher: That's a terrific answer, (Praise)
Girl: He just read that ir a book. (Reaction)

(e) DlMother: Which one would you use? (Question)
Girl: I'1l use this one, (Answer)
Mother: No, that's a big fat one. (Correction)
Girl: This isn't a fat one, (Reaction)

(f) Teacher: What was it? (Question)
Boy1: A vig, fat slug. (Answer)
Boy2: Yuck! (Reaction)

6, The Chorus Response love CHOR

Included in this category are verbal responses
uttered simultaneously, or nearly simultaneously, by two
or more persons and consisting of the same, or almost the
same, substantive content, The chorus response may be of
the simple "Yes'", '"No" type, or it may consist of one word
or a short phrase. A transcript will indicate where chorus

responses occur by the term CHORUS,

Coding rules for Response Moves

i) Only the first response to an initial question or a probing
move can be coded as an answer., (See Coding Rule 3 Initial
Substantive-logical Questions for special exception to this
rule). Even where the same person subsequently adds to his
original answer, if other moves have occurred between the
answer and the additional information the second response is

coded as an answer-initiation,

Examgle

Teacher: What happened that day? , (Question)
Boy: He went down to the river to

see if Thomas had come back. (Answer)
Teacher: Mmm. (simple Acceptance)
Boy: Oh, he found a strange

looking object too. (Answer-Initiation)

ii) When a yes/no answer is followed by another person's response
which directly answers the question prosed then this becomes

the first substantive response and is ccded as an answer

move.

iii) Where a "yes" or '"no'" responze is followed by supporting

comment from the same person then the "yes'" or 'no" should
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be coded as part of the response move.

Example
Mother: 'Did Tom go toco? (Question)
Boy: Yes, he came after the game had

finished. (Answer)

If a person completes another person's move then the comple-

tion is coded as a reaction.

When a person verbally indicates that he can't answer a
gquestion directed at him, the response is coded as a reaction
and the question aborts unless it is subsequently answered by

someone else.

Example
Teacher: When did Captain Cook discover )
New Zealand? (Question)
Boy: I can't rememter, (Reaction - Question
Aborts)

Interrupted responses. A transcript will show when a response

has been interrupted by a hyphen after the last word spoken
before the interruption. If an interrupted response continues
after the interruption the 'pick up' is shown by another
hyphen at the beginning of the continuing statement. As well,
loop lines down the transcript link the speaker's continuing
response, Where the substance of the response suggests that
the interruption has not influenced the substantive content,
the response shoculd be coded to show the sequence but the
ideas aggregated to indicate that this was in effect a

complete response.

Example

Girl: I were at kindy =~ G. AS
Boy: Mmm. B. Ac
Girl: - and I done um a funny girl = G. AS
Boy: Yeah, B. Ac
Girl: - with a head and two eyes, G. AS

If a person's response move is interrupted before there is
sufficient substantive content to code then the speaker
identification category only is used to indicate this type of

incomplete response.
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viii) Quoting from a text or reciting. Part or all of a response

may consist of quoting from a text or reciting. When this

occurs the move should be given one idea credit regardless

of the length of the quotation or recitation.

ix) Distinguishing Yes/INo answers and evaluation moves. Some-

times 'Yes' and'No' are used to evaluate responses given and

these should be coded appropriately and distinguished from
yes/no ansvers which occur only in response to questioning

or probing moves,

x) Distinguishing answer-initiation and reaction moves. When

difficulty arises ir classifying a response as an initiation
or a reaction, examine first the relationship between the
response a2nd the previous response, or the relationship
between the response and the previous question (initial
question or sustaining question). If the response bears a
closer relationship to the question than to the previous

response then code the move as an answer-initistion. If the

relationship is closer to the previous response than to the
previous question then code the move as a reaction. When
there is still doubt, the response should be coded as a

reaction.

xi) Distinguishing reaction and evaluative moves. Where the

substantive content of a response which occurs in 'reaction’
to a previous response move is clearly evaluative in nature,
it should be coded as the appropriate evaluative move and

not as a reaction.

xii) Distinguishing reaction and correction moves. Reaction and

correction moves should not be confused., The correction

move must contain the element of negation, indicating that
the previous respcnse or statement is incorrect. This may

be done by giving only the correct resronse without an
accompanying negation statement. ‘Yhere this happens, the

move should be examined closely in the context to see whether
the comment is an opinion rather than a correction. If the
former, the move should be coded as a reaction. When in

doubt code the move as a reaction,
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Evaluation Moves

Verbal behaviour which indicates evaluation of another move

as being acceptable, unacceptable, appropriate, inappropriate,

correct, or incorrect, is coded in this category.

7e The Acceptance-Acknowledgement Move
7«1 The Simple Acceptance-Acknowledgement AC
Move., These indicate acceptance or acknowledgement of another

person's move, or a supportive attitude when another person has

difficulty in responding,

Examples

Mmm., Okay.
Goocdness me., Gosh.
Really., Gracious me,
Could be, Alright.
Thank you. Yhee!
Perhaps. You don't say.,.
Maybe. Rig~h-h-t,
You could be right. Uh~huh.
Yeah. Yes okay.
For goodness sake. Oh I see.
Might too. Might be.
Ohh! That's nice,

7.2 The Repeat Response Move.

which repeat the immediately preceding move verbatim

or in nearly the same words.

7.3 The Paraphrase Response lMove,

All moves Acrep

All moves ACpara

which are a simple paraphrase of the immediately

preceding move,

7.4 The Accept Feelings Move,

this category are statements which clearly indicate

Included in acfeel

acceptance of another person's feelings, whether these

feelings are of a positive or negative kind.

Examples

(a) I understand how you feel,

(b) All right, Mary, I can see you're really
excited about this.

8. The Positive Reinforcement (or Praise) Move.

Included in this cotegory are any praise statements which
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indicate explicitly to a person that his response or statement

is correct, very appropriate, or very acceptable.

841 The Positive Eeinforcement Move without +

criteria. This category includes explicit praise for
acceptable or correct responses or statements but provides
no reasons why the praise is given other than, perhaps,

some personal criteria.

Examples
Right! Yes!
Correct! Fine,
That's good, Good.
Excellent. Yes, sir!
I think that's a That's right,
good idea, You're on the right
Terrific! track.
Well done, Great!
Grand. Sure,
That's an interesting
point,
8.2 The Positive Reinforcement Move with s0ee

criteria, This category includes explicit praise for
acceptable or correct responses or statements, supported
by a publicly verifiable reason for the praise. Examples
of publicly verifiable criteria would be reference to:
data in an article, book, encyclopaedia, dictionary, or
atlas; a universal law; a principle; a well-known factj

a reputable authority figure; some empirical validation, etc.

Examples

(a) That's right because as the television series
on Man and Nature showed, the platypus is a
marsupial.

(b) Yes, there's scientific proof that this idea
of yours is correct, John.

(¢c) Sure, the information was in the paper the
other night,

9. The Aversive Reinforcement (or Punishrient) Move

Verbal moves in this category inform a person that his
response statement or behaviour is being punished, strongly
criticised, rejected, or ridiculed because of its incorrectness
or inappropriateness, Facetious or sarcastic remarks would be

included in the aversive reinforcement category. In addition,



- 369 -

the category includes behaviour management, e.g. calling out a

person's name in strong tones to prevent his 'inappropriate’

behaviour.

9.1 The Aversive Reinforcement Move without -

criteria. This category includes remarks which indicate

explicitly to a person that his response statement or behaviour

is being strongly criticised or rejected because of its incorrect-
ness or inappropriateness. The statement provides no reason why
the criticism or rejection is being given, except perhaps the

individual personal opinion.

Examples
No! No, that's not right at all.
No, nol What kind of an answer is
Goodness me! that.
Don't do that! Leave it alone!
That's a poor answer! I disagree!
Not at all! Aren't you a smart alec!
Nonsense!
. . , . bec
9.2 The Aversive Reinforcement Move with -

criteria. This category includes comments which indicate

explicitly to a person, with reasons, that his response statement

or behaviour is being strongly criticised or rejected because of

its incorrectness or inappropriateness. The reasons given are
publicly verifiable ones, that is, they make reference to: data
in an article, book, encyclopaedia, dictionary, or atlasj a
universal law; a principley a well-known fact; a reputable

authority figure; some empirical validation, etc.

Examgles

(a) Nonsense! If you had read the material on
rage 7 you wouldn't have said that,

(b) Rubbish! You can see on the map here that
the river runs to the east of the town and
not the west.

10 The Correction Move

Included in this category are comments that indicate to a
person that his response or statement is incorrect or inappropriate,
but the communication is not punitive in nature. Thus, the
correction move does not have the negatively critical tone of an

aversive reinforcement move,
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10,1 The Correction Move without criteria. CCR

Included in this category are mild, simple negation
statements (which may or may not be accompanied by provision

of the correct answer) indicating to a person the incorrectness
of his response or statement. Sometimes the incorrectness of
the response is indicated by another person giving the correct

response without an accompanying negation statement.

Examples

No,

I'm afraid not.

No, it's really the larva,

Uh-huh. (denial)

You're off the track a bit there.

Sorry, it's a chemical process, not electrical.

Boy: I runned down the road,
Mother: Ran!

10.2 The Correction Move with criteria, CORbec

Moves in this category are mild negation statements

indicating not only the incorrectness of a response but

also providing one or more reasons why the response is incorrect.
The reasons may make reference to some publicly verifiable inform-
ation such as: data in an article, story, encyclopaedia, dictionary
or atlas; a universal law; a principle; a well-known fact; a
reputable authority figure; some empirical validation, etc; or give

an elaboration to show why the previous response is incorrect,

Examples

(a) No, because scientists haven't yet discovered
how to do that,

(b) No, you have to go into that one.

(¢) I think you may be confusing the first and
the second points the article discusses.,

(d) No they didn't. They had three on each hand.

(e) Kot really, because not all plant reproduction
needs both a male and a female plant,

(b) DNo, that's a big, fat one,

Coding rules for “valuation moves

i) Refer to Codirs Rules xi and xii Response Moves (p.366) to

distinguish between reaction, evaluative, and correction
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moves,

When combinations of different kinds of evaluation moves are
used by a person, the general rule to follow is to code
these as a single evaluation move. Common examples and

their correct coding are as follows:

Acceptance and Positive Reinforcement (no criteria)
coded as + only, not coded as AC and + :

Okay, you're right,
Yes, good.

Right, that's good.
Mm, good.

Good, mmm,

Good, right,

Mm, that's right,.

Acceptance and Correction (no criteria) coded as-
COR, NOT coded as AC AND COR :

Yes, but the paper says that it's eeee
Okay, yet the answer really is seee

iii) Some moves which appear to be corrections are really probes

iv)

v)

seeking critical awareness, e.g.

But what about ...?
Yes, but you haven't thought about ....

Sometimes the same words that communicate an acceptance of
a response are used to preface a question or comment.
When this occurs, these words are not coded as acceptance

moves, €.g

o, e

Alright, what eee?

The correction move and the move whereby a person answers
his own question (AOQ) should not be confused. When preced-
ing attempts to obtain a response to a question have all
failed or aborted and the person answers his own question,
the coding symbol AOQ is used for this answer., If responses
have occurred which are partially correct or incorrect and
the person who asked the question provides the answer, then

the move is a correction move (COR).



EXAMPLES
(a) Teacher: What is the capital city of
New Zealand? (Question)
Girl: (Silence) (Aborts)
Teacher: Tom? (Redirect)
Boy: It's = = - - (Aborts)
Teacher: Oh dear! 1It's Wellington. (A0Q)
(b) Teacher: What is the capital city of
New Zealand? (Question)
Girl: Auckland. (Answer)
Teacher: No, it's Wellington. (COR)

Moves that Sustain responseé

Following the first response to an initial question or
structuring move, some person may sustain the idea contained in
the opening move of the episode, by following through on responses
to it with further questioning and/or information-giving moves.

A sustaining move is any communication move used which helps to

maintain the theme of an episode.

11. The Redirection Move R

This move occurs only in situations involving more than two
people and addresses the same initial question in an episode to
one or more other persons. In large groups a series of redirec-
tion moves may follow the first response to an initial question.
The initial question itself does not have to be repeated, and the
move often consists of merely calling another person by name, In
general, the objective of the redirection is to gain additional

ideas.

Coding rules for the Redirection Move

i) Although non-verbal signals may act to direct, the analysis
system codes verbal moves only. Moves coded as answer-
initiations (N) may, in fact, have been non-verbally re-
directed and thus should really be answers, However, the
analysis system cannot discern such non-verbal redirection,
and responses to such behaviour must, therefore, be coded as

answer-initiations.

ii) A redirect move may occur not only in the series of moves
immediately following an initial question, but also after

further sustaining moves and responses. In such cases, clear
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reference is usually made back to the initial question.

12 The Probing Move

Included in this category are questions which seek to go
beyond a first response - to expand it, improve its quality,
justify it, or broaden it, by relating it to other ideas. A
probing move may be addressed to the same person who has just
responded or, following a response, the probing move may be

addressed to other persons.

In addition to the function of going beyond first responses,
the probing move serves to sustain the idea or ideas presented in

an initial question which begins an episode.

The probing question is likely to be used when a response is
superficial, vague, poorly organised, or incomplete. It may also
be used when it is felt that a correct or appropriate response
needs to be explored further. A probe may be used to encourage

someone who is having difficulty expressing ideas.

12,1 The Probe-Prompt Move. Included in this | PP¥O"

category are moves which provide clues, hints, or

prompts to help someone make a response if he cannot answer, or
if he has trouble expressing what he wants to say. The category
does not include moves which exhort persons to respond, or which
admonish them for not responding well enough. However, the

category does include nurturant or encouraging remarks.

Examples
(a) Does anyone know?
(b) Can anybody tell me?
(¢) It begins with A

(d) Let me try and help., It's a kind of dog
I'm thinking of.

L]

12.2 The Probe-Clarification Move., Probes PClar

which ask for elaboration, amplification, or classif-

ication of a response are included in this category. These probes
may be addressed to the same person who has just responded, to
other persons following someone else's response, or in such a

way that either the person who has just responded or anyone else
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may answer.
Examples

(a) What else?

(b) Anything else?

(¢) Any other ideas?

(d) What do you mean?

(e) What did she do?

(f) Can you explain further what you mean?
(g) What went ‘'smack'?

(h) What's meant here?

2.3 The Probe-Critical Awareress Move, pcav

Probes in this category seek to make persons more
critically aware of responses already given. They are questions

which ask for three main kinds of response:

i) justification for an answer
ii) the evaluation of an answer
iii) a critical examination of the appropriateness
of an answer.
The probe-critical awareness may be addressed as an open question
to the same person who has just given a response, or to other
persons who are called upon to look critically at a response just

given by another person.

Examgles
(a) Why?

(b) Why do you say that?
(c) How do the worms help?

(d) And where do you think the bank gets its
money from?

(e) What have you left out?
(f) Do you agree with Bill's idea?
(g) What's been left out?

12.4 The Probe-Refocus Move. This type of pref

probe calls for an idea in a response to be taken
and:
i) related to other ideas or events

ii) applied in a different situation.
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As with the probe-clarification and probe-critical awareness

moves, the probe-refocus question may be directed at any person

or persons in the interaction situation.

Examples
(a) How does this idea of yours relate to ...?
(b) If this is true, what will happen if ...?
(¢) Now apply this idea to a bike. Will it work?
(d) How does this idea fit into the view that .ee?
12,5 The Probe-Redirect Move. As its name PR

suggests,

this move is defined as a redirection which

occurs after a preceding probing move and the response or non-

response to it. Like the Redirection move, the probe-redirect

only applies in situations involving more than two persons.

Examples
Father: And what did you do at school

1 today? (Initial Question)
Girl : We went down to see the birds

at Gary Miller's place.

Father: Uh-huh. Kerry? (Redirect)
Girl®: Mrs Quinton took us too.
Father: What kind of birds did you

5 see? (Probe-Clarification)
Girl : Finches, canaries.
Father: Mmm. Tracey? (Probe-Redirect)

Coding rules for Probing Moves

i) When a probing question is framed in such a way that it

results in a "Yes'", "No", "Mmm" type response it is coded as

an opining question (QO

P). However, if subsequent probing

obtains elaboration of the response then the original ques-

tion is coded as a probe.

(a)

Examples
Mother: What harpened to Terry
today? (Initial Question)
Girll: He got into trouble with
Mr Johnson.
Mother: Wwas it his fault again? (Probe~Critical
Awareness)
Gir11: Yeah,
Mother: Why? (Probe-Critical
Awareness)
Gir11: Because he had been told not

to go over to the storeroom.
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iii)

iv)
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(b) Mother: What happened to Terry

1 today? (Initial Question)
Girl : He got into trouble with
Mr Johnson.
Mother: Was it his fault again? (Opine)
Girle: Yeah,
Mother: Why ? (Abortive-Probe-

1 (Critical Awareness)
Girl : I don't know,.

When a probing move directed at a person receives no answer
the probe is coded as abortive by drawing a diagonal slash
through the coding symbol CPI ). To show that the person

did not respond only the speaker identification symbol is

used.
Example
(Lead up interaction to probe) '
Teacher: Why didn't he go? T.’Pgaw’
Boy: - - - - B

If through subsequent probes a response to the original
probe eventuates then the original probe is not coded as

abortive,

When a probing move directed at a person receives a response
that indicates the answer is not known (e.g.. I don't know,
Search me) the response is coded as a reaction and, unless
subsequent probes elicit a response, then the probe is coded

as abortive,

A probing move may be repeated with the same, or nearly the
same, form and content. The repeated probing move qualifies

as such when the following criteria are met:

i) It occurs prior to the first response
ii) It is a separate question but calls for the same

kind of response as the probe preceding it.

The repeated probe may follow immediately after the probe it
repeats or be separated from it by a comment or a structur-
ing move. The repeated probe is coded by an encircling line.

An example from a transcript might be:



v)

13.

B. AS
F. Pclar
B. AI

A probe and its repetition may both abort and should be

coded accordingly. A sample from a transcript might be:

Bs AS

r, Pt

B.

Two or more different probes may follow a response. To
identify the active probe the first response should be
examined. The other probe(s) should then be coded abortive.
Repetition of probes may also be involved. Some examples

from transcripts might be:

(a) G. AI (b) B. AS
M Pclar F Pcaw
M, 27 F. ‘ii”
G. AS (relates to F. ,Pglaf/
P ) B. AS érelates to
aw
P
The Comment Move C

Included in this category are any statements which add new

information to that already offered by one or more preceding

responses. Statements giving the speaker's own opinions are

classified as comments.

Coding rules for the Comment Move

i)

ii)

When a comment is immediately repeated or restated, both

the comment and its repetition are coded as a single move.

Distinguishing the Comment and Answer-Initiation Moves.

Both moves add new information. The answer-initiation adds
new information to an initial question or probing move which
has already been answered, whereas the comment refers to the

information in preceding response moves.
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iii) The comment move can follow an evaluation made by the

speaker,
Example
Father: Who were the Vikings? (Initial Question)
Boy: I think they lived in the
North., (Answer)
Father: That's right. (Praise)
They lived in what we call
Norway today. (Comment)

14, The Use Respondent Ideas Move.

Included in this category is any sustaining question or
statement which clearly draws upon the ideas presented by other
persons for its content. Because the move is based on preceding

response moves within an episode, it is coded as sustaining that

episode.

14,1 The Use Respondent Ideas Question Move. u?

To qualify as a v move, the sustaining question must

clearly lead out of a preceding move or moves. The

question may ask for any of the following:

A summary of preceding ideas.,

An analysis of preceding ideas.

A synthesis of preceding ideas.

An interpretation of preceding ideas.,
A comparison of preceding ideas.

An inference from preceding ideas.

14,2 The Use Respondent Ideas Statement Move. USt

This move meets the same criteria as the Uq move

except it is made in statement form.

Coding rules for the Use Respondent Ideas Move
t

i) Distinguishing the U°" and Comment Moves. The USt move

clearly makes reference to the ideas of response moves made
by other persons. The Comment move involves the presentation

of new information which is added by the speaker. When in
t or C, the rule

doubt as to whether a move should be coded Us

is code it as C.

ii) When a statement and question form of the Use Respondent
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Ideas Move are combined, the rule is to code the question

form onlx.

iii) Sometimes the U% and USt move may refer to ideas across
several preceding episodes. When this occurs the rule is

to code the move within the present episode.

iv) The U move may be repeated and any repetitions are

encircled.

v) The U? move may abort, as also may its repetition.

15, The Sustaining Structuring Move

The Sustaining Structuring move may accompany other sustain-
ing moves such as the redirect, probing question, probe-redirect,

and use respondent ideas, or be used on its own.

sub

15.1 Sustaining Structuring Substantive Move. SS

This move performs the same functions as the Substantive
Initial Structural Move (Ssub) except that it occurs within

an episode,

15.2 Sustaining Structuring Procedural Move, ssPree

This move performs the same functions as the Procedural

proc

Initial Structuring Move (S ) except that it occurs within

an episode.,

Coding rules for the Sustaining Structuring Move

i) A sustaining structuring substantive move can be made by

any person and is seen as a deliberate attempt to maintain

the thematic focus of the episode.

ii) A sustaining structuring procedural move can be made by any

participant in the interaction situation. In the reciprocal

system the managerial function can be exercised by any

participating member in the interaction,

iii) Distinguishins the Comment and Sustaining Substantive Moves.

The comment move adds new information to preceding resvonse
moves, whereas the sustaining substantive move 'is a develop-

ment of the content of the initial substantive structuring
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move or preceding sustaining substantive moves.

iv) Distinguishing the Sustaining Substantive and Answer-

Initiation Moves. The sustaining substantive move relates

to a previous substantive structuring move (initial or
sustaining), whereas the answer-initiation move relates to an

initial question or probing move.

16, The Answer Own Question Move AOQ

When a question (initial or sustaining) is
answered by the person who asked it,either immediately following
the question or because no response is forthcoming, the answer
move is coded as an AOQ. Where a person provides an answer to his

own question because someone else has given an incorrect or

inappropriate response, the answer is a correction move (COR or
COR®®°) not an A0Q.

Examples

(a) Mother: Where did we go the Christmas
before last? (Question)
Girl: Um - - - - (No Answer)
Mother: Wellington, you silly goose. (Answer Own
Question)

(b) Mother: Where did we go the Christmas
before last? (Question)
Girl: Um - - - - Wanganui, (Wrong Answer)

Mother: No, it was Wellington you
silly goose. (Correction)
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APPENDIX G - SAMPLE CODED INTERACTION

N.B. New episode indicated by horizontal line

drawn across sheet.

oo ~06Z2-
7 Q¥
T. What did you do then? - - -
M. | Un I waited until I finished saying B RAe
everything I wanted to about the pony
and then I went on about the dog.
T +
T, Good boy. Now why did you do that? - - - T Pca“,
M. Because if I put it in the middle now B Aas
it wouldn't have made sense, - - -
T M It might h 4 T Ac
. fmm, - - = mi ave made sense
m & T Ust
but it would have um - - =
. . B RS
M. Muddled it up a wee bit. T+
T, That's right., | Now - - - you always have T Ssvb
problems with your spelling don't you? T QOP
M. Yes, B Yﬁv
T, What did you do today about your spelling T Qﬁd
- = - of words that you didn't know? - - =
M. Well I I looked them up if I wasn't too
sure of it I I looked it up in the dic B As
up in the dictionary -
T. I"Imm. T ﬂc
M. -ary if I if to be too sure of it, B AS




APPERDIX H

PROCEDURE FOR TRANSFERRIKG DATA FRCHM CODED
TRANSCRIPTS TO RECORD SHEELTS FOR PUNCHING.

IS 1 I T |t |25 (23 33 [37 |4 45 |49 |53 |57 |6 [es |69 |73 [7

Each column on the specially prepared sheet shown above
represented four columns on the computer punch card. The rows
represent the major categories in Modified SQUAIES (structuring,
questioning, responding, acceptance-evaluation, sustaining). This
was done to provide an easily followed visual record of the

sequence of an interaction.

*0
0
0

Each punch card was given a numeric identi-

l3j
fication and this was a four digit number /

appearing in the first column on each card. The

numbering sequence carried right through all

punch cards and did not recommence at the

beginning of each different interaction.

0, losl” |°
»,
01] DD

The different interactions were identi-

fied in two ways. First by a series indic~-

ator which appeared in the second column set

(i.e. cclumns five to eight on the punch

card) and showed how many punch cards there

were in that particular interaction., Thus,

in the example given there were five cards

in the series and the 'DD' was the special

S w—
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symbol to show a new interaction was commencing. This symbol was

also useful for checking errors in the seguencing of cards,

Second, by a numeric code of four numerals

that identified the subject, the type of b"o 50*5' %2. *
interaction, and the session in that inter- 1/ DD |43
action. This numeric code appeared in the

third column set (i.e. columns nine - 12) on \

the first card of each new series. Thus,
the code 0243 would be interpreted as
follows: 02 identified the subject (in
this case the second boy in the sample), 4

was the number code for the other adult-

—

child sitvation, and the 3 indicated this

was the third of the four sessions in that situation.

1
Qb‘

3
05
DD

9
02
43

]

17

70
QM

02
AS

The remaining column sets on each card

were used to record the moves in sequence.

The pattern was always the same., The first
two columns of the set used the numeric code
toQidentify the speaker and the second two
columns a letter code to identify the type
of"verbal move. In the example given a
memory question (QM) was asked by the adult
(70) and received a short answer (AS) by the

subject (C2), As indicated above, structur-

ing moves were placed in the first row, initial questions in the

second row, then responses, acceptance-evaluation moves, and

sustaining moves. Th

ere was no significance in this order for

punching the computer cards, but the sequence in this manner was

used for determining the pattern of each episode.

i 5 9 13 17 21 25 29 33 37 4t 45 49 53
) 00
%; ét
70 70
QM GIC
02 (o2 |70
As | XX | Rs | XX AS |RS |V >

Ol |70
HH |TP

[

\

70 0Z |70 |02 /
1

/
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The example above indicates most of the key symbols used.
This was the second card (0002) of all the cards used in the
study. Because this is not the start of an interaction, neither
the series indicator nor the subject and interaction indicators
are used. An adult (70) asks a memory question (QM), and this is
answered by the subject (02) giving a short answer(AS), which is
interrupted (02XX) by the adult(70) who starts to react (RS).
The adult's reaction is also interrupted (70XX) by the subject
finishing his answer (02AS) and the adult completes his reaction
(70RS). While this exchange was going on a minute of interaction
had elapsed (OOGG) and this was indicated at the appropriate
place. After the adult had completed his reaction the subject
started to speak again but was interrupted before there was
sufficient substantive content to code the move (02VV). The
interruption was caused by an aside (HH) of one move (01) by the
adult (70) making a procedural comment (IP) to someone not involv-
ed in the interaction. The episode finished at this point (Z)

and a new episode commenced (703C).



- 285 -
APPERDIX I

EPISODE INTERACTICN PATTERNS

The analysis of interaction patterns was intended, at this
stage, only to identify the general parameters of recurring
sequences of verbal moves. The opportunity to do this arose from
the nature of the procedures adoprted to transfer the raw data
onto computer punch cards. Advantage was taken of the special
episode marker set {(Z) to use an additional letter-numeric code
to label episode sequences. Because of the principles adopted in
writing the programme for analyzing the data, four columns on a
punch card were allocated to each verbal move. Appendix H explains
the reasons for doing this and the manner in which this was done.
Therefore, it was more convenient to use four columns for the end
of episode marker (2), and instead of using Z in each of four
columns it was decided to use the other three columns to describe

the interaction pattern of that episode,

A combination of letters and numbers was used to give a great-
er range of possible combinations, and the remaining three columns
of the set were used in the following way. The first column was

used to describe the manner in which the episode opened (the orpening

sequence)s The second column identified the pattern of moves (if
any) following the opening (the bodz). The third column identified

the last move in the episode (the closing move), Thus, each

episode was described by the opening sequence of moves, the 'body'

of the episode, and the closing move.

Opening sequences. For the purpose of this very general level

of analysis an opening sequence was defined as a simple series of
complementary verbal moves. These complementary moves related to
the five major categories of mecve used in the coding system:
initial structuring (IS), initial questioning (IQ), responding (R),
acceptance-evaluation (AE), and sustaining (S)s The notion of =a
complex series of moves arises in discussion of the body of an
episode. Sixteen possible orenins sequences were identified.

These are listed below, and the simplified code used for the

second rhase of analysis is shown in brackets.
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( 1) 1Initial question, response (QA)
( 2) 1Initial question, response, acceptance-evaluation (QAE)

( 3) Initial question, response, acceptance-evaluation,
sustaining (QAES)

( 4) 1Initial question, response, sustaining (QAS)
( 5) 1Initial structuring, initial question, response (SQA)

( 6) 1Initial structuring, initial question, response,

[

acceptance-evaluation (SQAE)

( 7) 1Initial structuring, initial question, response,
acceptance-evaluation, sustaining (SQAES)

( 8) 1Initial structuring, initial question, response,
sustaining (SQAS

( 9) Initial structuring, initial question, sustaining (SQS)
(10) 1Initial structuring, response (SA)

(11) 1Initial structuring, response, acceptance-evaluation (SAE)
(12) 1Initial structuring, evaluvation (SE)

(13) 1Initial structuring, response, acceptance-evaluation,
sustaining (SAES)

(14) 1Initial structuring, response, sustaining (SAS)
(15) 1Initial structuring, acceptance-evaluation, sustaining (SES)

(16) 1Initial structuring, sustaining (SS)

Examples:

(sQA)
Teacher: Now today I want to consider the
effects of banning private cars
from the city centre. {S)
What do you think might happen
if this were done? (Q)
Pupil: Nobody would come to town to
shop. (A)
(SAE) ‘
Teacher: The Mayor said he would decide how
the matter shculd be resolved. (S)
Pupil: But he's only one person on the
Council., (A)
Teacher: Right! (E)
(QAES) o
Teacher: “here did the Vikings come from? (Q)
Pupil: They sailed down the coast from
Norway I think. (&)
Teacher: That's rirsht, (%)

They spread all over Western
Furope and even sailed through
the Mediterranean Sea. (S)
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In many instances the opening sequence is synonymous with the
episode. That is, there are no other moves in the episode. Where
this happened the episode was described as being a simple sequence.

The examples given above could all stand as episodes.

The opening sequences described above were all allocated a
single letter or number for the first phase of analysis, and this
was placed in the first column of the set at the end of the
episode. The letter-numeric code simplified the processing of
information through the initial phase of analysis which was
directed at cumulative frequencies of moves that opened episodes,

were in the 'body' of episodes, and concluded episodes.,

The 'body'. Some episodes continued beyond a series of open-
ing moves, and where this happened the subsequent moves were
matched against a series of stylised episode profiles. These
profiles had been developed from a preliminary analysis of more
then 1,000 episodes which indicated three basic characteristics
of moves in longer sequences. The profiles were drawn in relation

to the forms used to record information from the transcrigpts.

i) Zig-zags. A repetition of moves from different 'levels'
e.g. 'response-sustainer-response~sustainer....’'
or 'response-evaluation-response-evaluationes..'
Combinations of those examples could be described

as 'hi' or 'lo' zig-zags.

ii) Table-tops. These were a series of two or more moves of the
same major category, usually responses, preceded
and/or followed by moves from a 'lower' level
e.g. 'sustainer-response-response-response-

response~evaluation',

iii) Trenches. These were a series of two or more moves of the
same major category, usually sustainers or

evaluation, preceded and/or followed by moves

{

from a hifher level, e.,g. 'resrornse~susts iner-

sustainer-evaluation'.,
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A large number of these stylised profiles were developed
from the analysis of the prilot episodes. Following the first
phase computer analysis, these profiles were collapsed according
to the essential 'shape' of the episode, which meant, in effect,
disregarding the incidence of 'table-topping' and 'trenching'.

The freguency of many of these profiles was so small that
collapsing patterns within the basic 'zig-zag' form was adopted.
In the original analysis 34 'body' profiles were developed, and
after the first results these were collapsed to one of four types.

These involved a repetition of moves of different types.

1) A series of resporse and sustaining moves (AS).1
Examvle
(The opening sequence precedes this)
Boy?% He went to town. (A)
Teacher: Why? (S)
Boy: To get & present for his fathrer. (A)
Teacher: Why? (S)
Boy: Because it was his birthday. (4)
Teacher: was it really? (S)
Boy: No. (A)

2) A series of acceptance-evaluation and sustaining moves (ms).

These occurred very infrequently and tended to be 3 series
of short sustaining statements encouraged by acceptance moves.

1e it this level of analvsis probins moves were collapsed into
the catecory of sustaining moves,
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3) A series of response and acceptance-evaluation moves (AE).

Example

(The opening sequence precedes this)

Boy 1: He went over the hill first. (A)

Teacher: Mmm., (E)

Boy 2: But that was only after John called
to him. (A)

Teacher: Right., (T)

Boy 2: Ané then he climbed the hill to see
if the hut was still there. (A)

Teacher: Mmm. (E)

Boy 1: It was tut the windows were all

broken. (&) ....

L) A series of resronse, sustaining, and evaluation moves (ASE).

Lxample

(The opering seguence precedes this)

Teacher: Why did Encyclopaedia Brown think
John had dore it? (8)

Boy 1: Because the footprint was in the
sand. (A)

Teacher: Yes. (E)

Girl 1: And it was heavier on one side and
he knew he limped. (A)

Teacher: That's right. (E)
Was there anything else? (S)

Girl 2: Ch yes. Encyclopaedia Brown found
a ring in the bush. (4)

Teacher: Good girle (E) eeee

In the first phase analysis single letters or numerals were
used to identify the 34 types of 'body', and this identification
was placed in the second column of the set., Where the episode was
of the 'simple' type, a zero was placed in the second column to

indicate that there was no 'body' in this seqguence,

Episode Tnding. The third phase of the interaction sequence

related to the tyre of move with which an episode finished. The
end of an episode was really established by the beginning of the
followine episode. That is, when a change in focus occurred then
a2 new episode had started. There were only three types of move
with which an episode could finishi

1) A response,

2) an acceptance-evaluation move,

3) a sustaining move.
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The third column of the set was used to indicate the type of

move the episode ended with., Where the episode was a simple one,
the erd move was considered to be the final move in the opening

sequence.,

Checking the rrofiles., Although the analysis was only

conducted to give general indications of recurring patterns, a
sample of 30C of the original 1,000 plus episodes was re=-
classified by the investigator. An agreement formula was used
to test the reliatility of these judgements., This was the same
type of formula a5 described.in the Method Chapter (p.72). For
both opening sequences and erisode endings, 100% agreement was
obtained, and for 'body' profiles 86% agreement. On the re-
classification the judgement was made using the 'collapsed'
series of profiles. These were subsequently checked againsf the

profile category on the original 34 profiles.
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