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‘Abstract e

-
The theoretical bacquo\;hd of the invessigation is— +

Blumer’s »(19'62) symbolic, interactionist interpretations of
George, Herbert Mead’s beliefs about social -order.

Research on schooling (é.g., Jackson, 1968; Martin, 1976;

Woods, 1980; and Delamont, 1976) within the symbolic
intéracticnis\; theoretical orientation i-s used to identify
substax‘ﬂ:ive -issues” in classroom research 'l‘hyesa issue;
’_a»x:e addressed as part of ‘the hidden curricuium of- the
classroom. specifically “this the’sis investigates
mterrup\:ians in kindergarten ana grade three classrooms. °
It is deslgned 3 ‘uncover speclfic dlmensxons of the:
complexities of ‘an’ evolving social order | and the hidden
curriculum of the classroom.

The decision to select a non-part:u:ipant observation

approach was shaped by theoreticalA perspectives, data

reduiréments, adi nist\atxve accessibllity and
i [ .

€echnological- efﬁcien 3 F1e1dnotes of twenty three and
one half hours of classr om lnteractxon were recorded. By
simultaneous collection\ and analysis of . data -eight
categorles of 1nterruption were extracted: Y '

(1) bbtruéiveﬁﬁude , (2) observer Related, (3) Accepted/

= (4) U

(5) . qnnotice_d/lguox:ed,
g

(6) Environmental/Rou%jine; (7 Piint of Order/Direction,

N : i

Re These interruptions were -

(8) P: Questi

further. analyzed for sitnatipnal con\exts of seating, *
¢ N P .

types of periods apd_eacécrs.
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Through comparative analysis of the interpretations

‘by the actors of . these interruptions in' context

~ sinilarities and deferances between . the teachers’ and
students’ interpretation of intarruptlions were found.
- situatxo.nal contingencies: attendant upon. th;a
T s : 1ntex"pretatlon ot‘;r(temptions in kindergarten and gtada.
; Wihree cln;srmms were also r’e:vealed. For example, —-- \
" kincl‘ergarten stuqen\:s -wex:'e observed attempting to relate

; to the res in the clas: as they'iight relate to |

a teacher while in the grade three classroom deluxerate .

attempts on the part of the observer to disgulse teacher- 4

(' 1ike behaviour left. students- displayinq confusion .and

disonentattﬁn. : : $ i

. ' _s The importan’ of sltuational context to these

N interruptions point the way to further research .into

#, classroom situatians. "The overall gindings of the present
= Tesearcir gg that sansu.;zatxon to, the
1m:e *’Ltiva process ¢ould enhance teachinq/learmng. ) o 4
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| o CHAPTER I

A SOCIOmGICAL ORIENTATION TO INTERRK}PTIONS

By definition social interaction is the fabric of all
social 1life and exists in one form or another in all
socials settings. / The present study focuses on teacher-

‘student interaction. More,ep{lfiéally" attention is given

*. to ome ,featu‘ra of"lteacher-student . interaction, namely

interruptions. Before. putlining the research problems of

-

the present study/ of interruptions in teacher-student™

interaction, the first task in this chapter is to give an
overview o._f the'sociologiaél ‘orientatior} which provides
the Eramew;:rkf/éaf this study. &‘#en selected.studie‘s of
teachét—studer/xt' in’teraction- in the cl_assroom. an_d' “the
hjdden curriculum are discussed. Finally, special
at*‘;ention. is given to interruptions as an intggral pan:_ of
classroon ‘interaction in general and as part of the hidden

curriculum in particular. .

"An I ionist P ive

- .

A distiﬁccion of human beings is their capacity to
define each others’ acgtions not merely react to pach
others'_ actions. The’ response that .is made to these

actions is.based ort the meaning attached to such actions.

The process by which plans of ac(:ions, and detinitions o!

actions take place Has become kpcwn as "symlpouc




interaction". Among various other scholars such 28

Charles Cooley, William James' and John Dewey; George

" Herbert Mead put forth the 'symbolic interactionist view of

-‘sociaty, although that label as such awalted the wr1t1ngs .

of a student of Meadfs, Herbert Blumer .(1962).
-, According to- Blumer the key feature. of Mead’s
4

analysis is that the human being has a self. The self is

desck‘ibed as ‘having two parts,  the "I" part and the "me"

part. The "I" part je.the active ‘pax‘t,ﬂe'initiator @? -

action. The "me" part is the passive part.. The "me" is . -

-
_the values and norms which an individual has ‘learned from

others in Done’s life. This is an oversidplified
description, because the\ime" part, once norms.and values

become a learned part of self, . can al#é'act as initiator. N

The thrust of the concept

object of their own actiomrs They can ‘take the position
a& that

others see them, _tﬁus becoming sel‘f cbnscious and’

of others and see themselves'as objects in'thel

;:onscious of consciousn‘ess. The mdlvxdual‘s consclc"%
life then is a ccntinual flow of self indication, qxvlnq
meaning to situations an@ thereby disposing themsglves to* o
action, The "mg" ,becol‘nes, through tha‘ use ~‘cf shared
significant symbols, capable of taking the yiewpoints of"

others. These significant symbols: can bé fapguage,

ggsture's -or‘qnjects'.' Symbols have learned. meaning and, .

‘valuer»'fur an individual and’that individual ‘will respond

to the symbol in terms of ‘its meaning and value.




Scscigty, then, is-a human construction. The visible
act is but one nspeét of ‘a continuous process. Only to
the de«jree; that' individuals ean assume the attitudes of
other individuals i a social ‘group do tt;ey become members
of that group. Individuals progress from(viawing their

own behaviour in terms of signit‘icant others, for éxampls

_those in the primary socializa\:ion group, to viswinq their

own behavlour in tems of gene allzed others. The concept

of the generalized other is ghat which nakes Ythe' 1ink

. between the individual bahaviour and bfpﬁviour ‘as a social

.produpt_., It id the link which, as Raymond Murphy (1979.

139) lescribes, evokes "}he percept_ion of the cow ag*a -

sacred okject or as‘'a potential steak”.

" The interactionist point of view therefore involves

the concepts of the "I", the "me" and the significant and

‘generalized other, as individuals construct meanings in

. Lo
acting and reacting Fo one another. The interactional
process is continuous, for society also reacts upon the

individual but ‘in’thxs interaction process some

interactions become habituated; :_ha.t'is, they take fon,”
i /

common definitions’ through the pro-;éss‘of commoh:

-understandlngs.‘ It is thése generally held definitions of

a sﬁtuation whxch enable p@ple within a certain context’
.
to become a groqp rather than', a» collectivity of

:individuals’ The " commonly held. définitions are the

difference betweén the qroup which -ées the "sagred cow" v

and the group ‘which sees the "steak" Pl




o i g

)symbu}ik: interactionists are. concerned with the
p{r’oc;é,sss which . take place within spécific groups. The"
writers to whom this stpdy refers: have dealt with
interaction chieily within schools. Some of the
researchers describe specxf!’&\examples of interattion in

dethil, ochez; exanine the symbols themselves in classroom

: -h)ter‘acti‘un while still others examine the strai:egi.es by

which "aymbols become habituated. since these’ three

eleménts aré - present in the ihteractionist process
X : g .
described .in this study, the sulsequent reports are

pertinent.

. Teachers and students interact. in schools and

sspecially within ¢l "‘ v Thls i ion /is a -

direct concern. of research in. the process and content of

. education in the classrupm as-thxs interactylon focuses on

teachers and students as "creative, active beingé"
‘(Murphy, 1979: 141). ;A review of Britishy Amari-can and
Canadian research indicates a recent‘ growth of interesc in
clqssruom interaction and in a wide spectrum of hopes and

concerns_ with this interactior as such. - "John Eggleston

‘(in Delamont, 1976: 1),-edir_or of a series of volumeé

publisﬁed in- England, writes that the- past decade has
brouqht "understandings csb‘ the complexities of

soqiet.ies.._.in the 1ight of a range of newer
R ' ' o




interpretative approaches in which\the realities of human
interaction have been explored" In that qerlas Sara
Delamont (1976) devoted Q vulume to interaction in
classrooms . Additional books referred to as "readers"
have been added.to ‘the series beginning in’ 1984.  Then
Eggleston tepqrted that since the original volumes
research by sociologists, anthrdpologists and
ethnographers ~in classrooms has expax\ded rapidly - but so
has the relatlonships between chlldren and teachers and

children and children’ changed as new curricula, teaching

methods and different ethnic distr;bution have appeared in

classrooms. .Among ‘these more recently. reporting on a

variety of features of interaction in British classrooms

s Peter _wnodé (1980a; 1980b) who as well as o\chei-'

: » .
symbolic interactionists are in the words. of Geoff Whitty

(1977) in’ the "interpretative" rather than the "normative
tradition. Can‘adian ‘researchers including Wilfred Martin
(1976; 1985), Robert Stebbins (1971; 1975; 1977) and Mark
N;Jak (1975) have focused on particular problems in
teacher-student interaction in this country. - The American’

authors writing in the micro level domain of sociglogy of

education include Mehan (1979), Gumperez (1981)‘, Green and |

Wallat (1980). |

‘Taking a closer look at what qoeé on in classrooms.

involves disentangling a ! vastly‘ complicated web Jf :

interactions. Researchers have utilized different methods

and designated \gifferent areas of contentration. For




" .

example, Mehan (1979) chose non—partj(cipant observation to

gather-data. His study, carried out in a combined, first, *

second and third grade classroom recorded nine hours of

classfoom interaction on audio-video tape. These ~

observations and recotdings began the third’ day of school
in September and recorded theA first hour of inte;:action in
. the classroom appzcxlmatel'y every third week up to the
middle of April. . With the aid ~of the video-tape to
supplement the transcription for speaicers identities, non-
verbal behaviour :hd some talk, the audio portion of the
Tecording was transeribed. From this record Mehan (1979)
set out  to describe the orgam’.zat{wn' o; teacher-student

interaction in the nine lessons. Mehun's analysis. found

tt{ut a’ recurring in t’he intére ion, designated

'_by the researchers aé lessons. and oriented to by'the

participants as such, could be desc‘ribed. A small set of
recursive rules’governed the sett’lng up of these lessons.
The organization of the lessons,. according to Meharlﬂ\
reve‘aled two important aspects.: First, regarding theory
it "will be J:nstructive for understanding the negotiation

of meaning, the use of lanqx:\age and the construction of

"behaviour in a social context" (Mehan, 1979: §3). Ssecond,

since lessons are a basic _event “in schuni, it isa
systematic deicription of how "the process‘ of learning
unfolds nacu;-ally" (Mehan, * 1979: 33). By this Mehan
refers .sp_;cigically), to the ;nteractienal process whereby
the ,vpartic:\.pgntsv react to the ‘language, gestures and

\




objects of one another so that the sl’.ructur‘lnq of the
lesson - becomes an event in the construction of the
classroom culture.

The “construction of behaviour. for teachers and
students is also a major concern of the Martin studies.
Negotiation is one aspect which Martip extricates from
that interconnected web. -Analysis of" the means by whi.cr’:
teachers and pupils négotiate with each other over work,
be,haviou-rs and other aspects of classrdom interaction
takes form in his book The Negotiatsd-order of the School
(Martin, 1976). Martin found that there were differences
in the negz;tiabuity of * students. However, ﬁartin doe;
contend that one aspect which has: affect on the
disposition on the part of students ‘o negotiate, is th’e
teachers designation of ‘the student as more or less
negotiable. S °

Inv more recent writing Martin (1982; 1983; 1984;
1985) has turned Vto results oﬁ studies which havg
indic‘ated student's perceptions of their own concerng‘,
homework, rules and the attitudes of‘ teachers towards
stulents to nane a' few. In this area there has been a

dearth of reseaxch so that.the subjective interpretation

of classroom interaction has issued £rom the teacher side. N

An attempt to redress that_ imbalance has resu]‘ted in these

most recent reports. * .

While a good deal 'of Martin's work relies on studenu

percéptions, Ned Flanders (1970), using a diﬂexent




gheoretical orientation and d'i:ffe;ent methodological tools
from Mehan and ‘Maxtj.n, presents what Flanders terms a
progress report on interaction analysis. Flanders sefs
out Z’devise ‘a code whereby events in ‘the classx:oom can

be (ategorized and tabulated so that a researcher can

. detetmine, for example, how much teacher. talk is carried

on or how much pupil talk there is in classrooms. The
findings can then be correlated with results of learning
outcomes, specifically test results of _varieus kinds', with
a view to determining émong others, teacher eff_ectiv’eness.

One of the positive o\u\t\cames of .th'e Flanders ‘document
according to Edw.?rds .and F\.‘\rlong (1978: 2), as they try to
penetrate the "smqke screen" “of tecﬁnical writings and
a‘ttempt to deal with the "extreme difﬂc\;lty of seeing
what is familiar ;nd recurrent®, is tl'_xe con_fizmation that
there is a large amount ‘of ta]:k; They agree with‘ Fian‘ders
that teachers tell "pupils when to talk, what' to talk
about, ' when to.'stop talking and how well they talked"
(Edwards and Furlong, 1978: 4) only to the extent that it
describes. a coping scratéqy whidgh'  is  highly
institutionalized in the school.  Their research, in a

school which  utilized ‘the, resource-based céncept of
> : »

P
' _learning. ‘as opposed to the traditional "chalk-talk"
: : T

classrooms of.'E‘lgnders and ,wbich Edwards and Furlong refer
to as the "transmission Tmodel", led them to that

conclusion. They observed i:h:at teaching differed less

than surface analysis might suggest. Ho’wever. Edwards and




B R
Furlorg (1978: S5), in their words, "did not éeg_ outvto 3
prove essential shiiarity of old an§ new nth;)ds of
teaching". What they hoped to do  was explore "a
particular way of making sense of cl’nuroon interaction in
very diverse contexts". The conclusion is that attention
to language and meaning of actors is an avenue tw‘ard this
end. :

Two Canadian yriters who do place emphasis on school
'tybe_are, Novak (1975) and Stebbins (1974); Novak- in his
choice of a Free School in which to\ conduc‘t his research
and Stebbink, in his ‘gamparison of Newfoundland and.West
Indian schools. These i:\wo raseax‘cﬁers; pov%levar, relate
the interactions to the society outside the classto,m!\s.

One of the major reasons for examinlng_ﬂ\‘e British

lit in i ional as Hichat;l Stubbs
(1976) does, ‘is so that w.hat teachers learn from thé use
of that' perspective can again be applied t§ f_heir own
situation. Sara Delamont (1976) also considers teacher
education a major outcoma of present and further research
in 1nteragtien. stubbs focusos on 1angunqg and meaning,
especially as language relates to cultuﬂl(sccializntion,
and adyocates~” an interdisciplinary agpr/:ach employing

different. spac’iali‘st's sich as psyc_haloq'ist , linguists and

anthropologists. - Delamont (1976: 28) ig concerned with

ow they go uboui:

strategies of students and teachers and

the "generating of shared meanings".




Peter Woods (1983) uses the research studiés of
Delamont as well as those of H:argreaves (1‘972; 197’8) and
Hammersley (1980) as a background to his own repérting.'
Woods descrii:es in detail how contexts, perspectives,
cultures, strategies, negotiation and careers have been
considered yithin the school situation. Indeed Woods
i suqéégts that the realities ®behind ’what teachers and\
’ ) students are inferred to be dding, that is teaching and

learning, -.might be something quite different. For
example,” Woods (1980b) refers to Harqreaves‘.teachez—
~coping strai:egies‘in which Hargreaves a:éues that- these
strateqi‘es‘ hsv‘é sometimes quite unintended consequences
both for teacher control and for . student identity

formation. ' =T

As it relates to sex roles, identity formation is

also the subject of a £ilm The Pinks and the Blues (Nova,

1980) in which American researchers, among whom is Jeanne

Block of the University of Califo;:nia,w,discuss behavicural

differences between boys and girls. Teachers repri.mandi.ng‘

girls softly and boys loudly is an ekample referred to.as
einforcing the image z_:af boys as being more di‘s_x:upti.ve and
girls more sensitjve. As well, these researchers maintain
*Wiﬁeache_rs see differences’ for the future of boys and

girls therefore ip:efact dlffexently with -them,  These
teachers attribute academic ‘suncess of girls to their
'péing lucky or trying hard whereas these' samé teachers

encourage boys more. ¥ < bs
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This is not to imply that there is a concerted effort .

on-the part of teachers to produce a male dominated
society or in Wood's (1980) examples a "willful dece‘pt:ion“
on the part of teachers and students of what goés on in
classrpoms . These unintended messages are sald to he.p_ax;t
of the hidden curriculum as are other signs, ‘symbols and
strategies which can be interpreted by the indivi‘duals in
classrooms. Interruptions of various Ifinds are another
aspect of the classroom ifteraction.process and include
verbal, silent, teacher initiated and student initiated
interruptionsy - - ;rhese will be developed as pa:t‘ of tpe
hidden curriculum in the following section and more fully

later 'in this study. C & ' -

The Hidden Curriculum
,
@ 7

The hidden curriculum has been described as all those
aspects’ of schooling which are not included in ~the
offici‘al curriculum. As a topic the hidden curriculum hgs

‘ recently received some notoriety as weli- as a varlety of
interpretax;igns. The word "hidden" would suggest that it

would not be a description of that curriculum which is

laid down . by curriculum g'uldeli_neé or policies as '

official. However, there are those who suggest that even

that narrow definition of curriculum itself ylelds still a

hidden .curriculum (Apple,mse_l). _The term hidden,
'

“therefore, is problematic. . If it is hidden then does it
. N \ - ¥

LS




defy definition a‘r is it hidder‘n from some and not hidden
for others? Description indlcates that the hldderfﬂ;ss has
been revealed to the descripter. Descripters_, though, are
uplikely to be persons .who elther dispense curricula or
~=yreceive curricula. For some sense of from whom‘ the hidden
curriculum is hidden, by whom the, hidden curriculum is’
hidden, how the hidden curriculum ig° &idden and why it is
hxdden, Meiqh_an 4@51) has written an overview including
vafiqgs descriptions of the hidden' cgrzlcu}.gm.' By‘so
. &olng' Meighan’ contends that even amhiqucus ideas have
value in that they ;timulate further ideas and connections
N because eof their lack cf precision. .. Ambiguity also
surrounds ‘the word currlcul‘u‘m—. some‘ :'revelatXOn about ¢
cursiqulhm, hidden or othervise,, would be expected to
;rise from the shared 'pxoposals of\ the writers on the
subject. . ) . L
There are two path#\ taken by advocates of the hidden
curriculum. ‘These are :)t mut\:lally exc).usive‘ but have
sidetracks where ove;lapping and intermixing is both
.p;:ssnale and px’obable. o.ne- path relatds the hidden
“curriculum to - the macro ‘aspect of society. Propsnex}ts of
this view see education as a reflection, of society and its
econony . . haélc\pple, (1981),' using what he refers to .as
a neo-Marxist ‘ point of _ view, describes t(thden

curriculum as an hlstorieal artifact in the United States,

havinq been "the“ curriculum when the culture was coping--—.

w:l.th, {a'nd catering to, ' an emerging industrial society. ‘/

A\
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With the e;ne:gence of © a new psychologica&, sociological
orientation to individualism those factors about the i
curriculum ziesiqned to produce good workers, stratifiad
_Q class systems)\:inéri rep_ruducé "cultural capital" became
hidden. Factors -such. as the propagation of . school
Ynowledge as "3efinitive and the soclalizing agency of the
school as it shares the ‘mormative. t;xles of society in
distributing _thHis . predetemined»knovl;ledge are those |
elaborated by Apple. Bowles and Gentj:s (1976) develop
‘much the same kind of ccriésmndence theory of the hl}iden *
curriculul‘n, streséir}g . the hiddefi curriculum's ( role in - i
- . ’ engendeiix;g attitudes 'in social relations which are work : =
' place preparational in direction. Displacement of values,
- termed "alienatiog" by Holly i‘1973) ‘in Bri_ta-!.n, .Ls another
asgec; of the hidden curriculum. By this suggestion the
orqani‘zation, context, methoddlogy and values become the -- .
' means to the end. That end is the examination result. s %
The meaning becomes separated f’ram the activity whvich' has
an alienalé_ﬂ}g effect. :While the 'propohlcion of Apple,
Bowles and Gentis and Holly slhed' sore ligh% "Yhat" is
being hidden and from whom these . as‘pects ;re believed to
be hidden, namely the actors in .the situation’ sﬁch as .
teachers, students, administrators, and others, there f;l
- the suggestion that there is a purposeful” hiding of
#,af?écts of ;schgolinq, which would do we:n to ;be revealed.

. .+ Who is doing the hiding is not fully addréssed. ~
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*_.-. The other p‘ath along wﬁicp writers have’ proceeded
‘reveals that aspect of interactions by which self takes on
the attitude of others by determinat;on. In other words,
the actors themselves are direeting the hiding. It is the
outsider for 'thé ‘most part from whom the curriculum is
}:idden'. -This aspect denies a purﬁoseful hiding But thé
process of the interaction by having symbolic meaning to‘ a
. greater degree . for those Jwho are interacting excl\/xdas
those for whom the symbols are less meaningful. By /this
orientation the situation becomes paramount. The context
of the situation in education is the ‘schgol and “especially
the classroom, therefore these -writ_;rs are cq‘ncerned with

interactions within these co_ntexts.\t

‘Some wiiters refer‘directly to parts of this’

interaction as "hidden cutriculum (e.g., Meighan, 1981;
Stubbs, 1976) others do mnot (Martin, 1976; Mehan, 1978)
even though they are aédresaing paréiéulat feat: £ the
hidden qurflculmn. k Meighan (1981: 55) reports on the
Tippett and White study which he terms the' "classié study
illustran‘{ng the hidden curriculum”. - In that‘ study four
groups of ten year old boys were qbseived ~ at'. a craft
making tasks under three different regimes. Each behaved
differently under’ reé}."mes descrlfped . as demucra‘:ic,

authoritarian and laissez-faire . while the craft work

remained constant. ?leighan (1981: 55) says ""The official -

" ‘curriculum' consisted of the tasks of craft work. All




_the other learnings, are unintended, or , incidental or

otherwise 'hidden' in sqme sense or othef,"
The amount of learning which takes place beside, or

perhaps instéad of, the official curriculum in classroom

is<éhly beginning to be understood. From the point of

vieW 5f people such as Hoffman (1975), even the official
curriculum is not doivng the Jjob it is designed to do,
. & 1

especially -ds she comﬁ\ents on sex education giving

misdirected and outright erroneous information in some

cases. Relatedly, sex biases as well as - cultural biases
are other - messages that are cariied by. curr'icululi\
m;terials according to Lobban, (1975). ‘
Communication takes place not only ) through written
materials but by ohj;e}:ts, gestures al:xd language. Michael
Stubbs (1976) discusses 1énguage and meaning and t;he myths
that are prépag:ated due to cultural differences of actors
within schools _especially“between speakers of ‘different
language varieties such as dialects, .
! . Martidi (1976) and Woods (1978) discués"t'he qctiqns

which take place within the classroom and the perspectives

of the actors about these actions taking into account the

idea \;.hat all actors impact upon the situation in some
way. Martin (1976:) refers to the activities which take
pla’c:a between individuals in the classroom, over interests
of thpse 'Lndividuals, as negotiation. Neqoéiatien is not
part of the o_fficial curriculum- but' is entered into as

part of the social order of the classrb’om, hence a part of

/




the hidden - curriculum. ;loods (1978) also describes
r}egotia:‘}on_ as on'e_ of r.l;e strategies ‘use‘d by pupils and
teachers vin classroom interacrzion. Other asl-:ects of
classroom inéefactian ciesnribed by Woods are rules, v
contexts, careers, cultures and perspectives. ~~ All of
these are interwoven in the cons@eratson of teachers af}d -
stﬁde;'its as constructors of their own :ealities within the
classroom. ‘ &
. The fact that all of these andvmany more aspects; of
Glassroom interaction have been described attests to the
‘many facets of classroom intetaction. éecquse “some of :
. these are hidden from “those outside "r.he sphere of t’h‘e ¥ ;
. . classfomn but are not hidden from the actors, .because 'some
are hidden from both tesearche; )and actors and beocause
others are hidden from &ctors but known to researchers one il
quickly becomes aware of- both the diversity' and the A.
. i problems of identity of 'that which is termed hidden S
curriculum. - ’ :
The work of both Marfhin and Wood as well as others in ' <
. separating out 'same. of the mechanisms that are part and .
- « parcel of the classroom interaction has moved to dispel

G pome of the hiddenness of the ¢lassroom sit’uatinné_.
—

Theirs haye been an illumination of those things = that the

actors know, but disc;sslon and approbation of these can, "y

as' Meighan (1981) points out, both lead to the explicaélon \

of these already kiiown or point the way to.dthers. i




ee " In his ‘deséription of the unofficial three R's of
v L Rules' Routines and Regulations that’ fnust “be learnt by
pupxls in order to survive comfortahly‘m mbst classrooms,

Jackson (1971: 14) talks about pupus having to - learn to

cope with "delay, denial and i tions that . :

learning exgeriences in school". If as Jackson sugge§t§
pupils must 1Zatn these strategies, then investigation of * .
these phenomenon and how the leéfnmq prc;esé takes place
\ca’n onls‘(' add to the understanding of classroom 1nteraction‘

- . i 0

‘ in general. . L -

’ ~
Classrooms differ tremendously from one another. The
dlffezer;ces mamtam in all aspects as those studxes which ™
“have ‘sought to typify classrooms have Eound. For exanple,
in ‘Canada, Novak's ,(1975) '[Fge; School" differed in mahy !
4 ways from Stebbir;'s .(1972X elementar}‘( SChqcl. ) Some of the ‘
dif ferences were curriculum méter'ial and present&tlon’ of
material, physical attributgs of classrooms ‘and reactions
t6 these 'physlcal 'a'tt:lbutes. Martin. (197@  found
. ' dszerences 1n archxtecture (open and closed classroo,ns) P

and organization (tean shing and non-teanm ‘teachinq) in

' ©  the schools he infestigated.® Despite all of the_ae and
. many mord differénces there are commonalities. Some of . -

the m‘ost ‘c’bvious‘,_ones are physical: there are the actors- -

- ic or teach and s i spatial - -whether With
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walle or wilthout these actors occupy a space in proximity
-to one another; and tempdnal - there is a specific time
‘both daily and yearly whén these actors, com’e together.

However, blass‘rooms are‘very Jynamic places.' The
students .and -teachers 'come 'toqether for .va
teaching/learning event. -This event does not necessarily
pr_ecee'd smoothly. , Interruptions occur: som; interruptions -
are related to time; f£or example, most classrooms operate
on-a tii:}e schedulle. regulated by a bell ‘and that b‘ell often
in_terrupt':s events in the élassroom. wother interruptions ]

_dre relatedsto the actors; not .all of these individuals

. are engaged invéhe same act_ivi’ty at .the same time. Some /
of. the competing dctivities, interrupt others. an obvious
axampi‘e is ‘the interi‘uption of ‘one berson's talk by
'ahothsr'Sv speaking. - Interruptions are also related to
physical space; the entry and departure g,ln&wmuals as

they leave an activity in which they are part:lcipatlng_

]

r

o , Jjoin one which i,s already in progress are’ examples.

Thesa 1nterruptxons ,are part and’ parcel .of all
' classrooms. They‘ are a ccmmdnality but for specific

L E classrooms the numbers of interruptions, kinds of

interruptions., who 1nterrupts Hhom and why has bearxng on

-that Classroom as a social unxt. In other wpr@s, the

)
interruptd.ons cauld facilitate or . interfere—with the
teaching/lea—ming gevent., :

P since communication can take the form of qestures, R

-act'iuns or_ langyage, interrupt,tons, to have meaning for.-
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actors, will also take these forms. The extent to which

there is consensus on the part of the actors 4in a

_classroom about interruptions should therefore give

indication about the . learning of these symbols as they
carry out their day to day activities, -hence, the need to
study the many facets of interruptions. The present
research is desiqn;d to focus on parbjcular features‘cf
this process  in the teacher-student interaction in
Kindergarten and primary classtf:oms.

L}

- " The Research Problem

. . .
Where education is viewed as a procéés rather ‘thdn a

product there’ attains a necessity to shift dir'ectiorm"of

. research from studies of content and volume carried out

across regions and between sch;mlsvto Etudies rélating to'
the question of context within schoolé and classrooms.
The development of shared meanings within 'that context is
paramount to‘ communicative competence.’ )

Many factors predispose students, * ‘teachers»; and
ad.miniserator's to sharing meanings within the school or
claséropf/ Upon entering school "a- child makes a
transaction from his priinAry socialization unit - the
family, .to a typificatiop of "society at large. This step
in the expansion to the generalized oth’er" is an important -
area in the socialization process. Desj:vit:.e the "cultural

baggage"' of all the students, whether complementary of
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J

. e
not, a certain official .curriculum is expected to be

leqined. of among such diverse
fac‘tazs leads to the Meadian question of how is social
order possible in the midst of constant change? The’
suggestion of the present study is that an understanding
of the complex écclalb order, which has developed, is
develop_ing “and al;lays evolving in the class;oan,
necessitates a micro level analysis of the different
features in ‘teacher-student interaction.  One, of. these
féatuzes is the précess of interruptions. Thereby
separatiné out interruptions as an.asplécc common to ?11
classrooms, in‘_lesr.iqation of interruptions in® some
classrooms could ulqminate"sume. of the factors relating
to the ma‘lntenance of social _order by addressing
strategies, hidden  curriculum and  communicative
competence. The present research attempts tosget at the
process of interruptions 'ir'x kindergarten and ;;xi.mar:y
classrooms. ~ The first task of the research was‘t’o define
and develop categories of interruptions. ‘/si;u:e ;hese
tasks were addressed during the process of collecting and
analyzing the data, it is ap}'aropr'iaf.e to outline the
research ’,_zirjcese in mc.re detail before' Y.discusslng

interruptions as such. X

; ) 5
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. .
CHAPTER II
THE RESEARCH PROCESS . 3 -
d ’ -
’ As discussed in the preceding chapter with examples
of studies from various /researchers such as Mehan (1979), .
Martin (1976), and Edwards and Furlong (1978), when

research follows the comparat)ve and interpretative mode
there accrues an emphasis on gqualitative data. Ir.| the
present study that emphasis not only had bearing on the
. data itself but on the collection and analysis Of that
data. Related to thé:_: two processes and arising from . -
- processes are the social setting of the school, the
selec‘tion of classrodms, énd the research me;hod..
'\ "‘Descrzptxonfof" these aspects of the .research will be-
L 1nc1uded in the present chapter as well: as the ways in
which quantxtatxve énumeration in the collection of data
led, .L';y ;imultaneous analysis, to . addition .anq
’ . consideration’ of fl;rther detail in developing categories
! P !

of interruptions.

i .

. - ‘The Setting

Situated in a suburban yet somewhat rural setting .,
® close to a large city, the elementary school in which "'the
3 ! X :observati-sns and data collection tock place houses
approxmately five hundred apd forty predominately middle
wcrkxng clasgs pcpulation.‘ Classes from kindergarten
through grade six are taught in the two story building. )




s

- . ’
At thé kindergarten level there are four classes divided
between two teachers with each teacher teaching a class iq
the morning and another ‘Ln the afterno}n\. Each
- . kindergarten teacher alte/r:aAlv:es her morning’.and afternoon
cla‘sses weekly. That is, one class attends in ‘the morning
one week and in the ‘afts:rnoon the fo‘llowing week. All
other.grades in the school have three classes each. There
‘are threé Special Education classes as well as a ;rrainaple
Mentally Handicapped class. " Included in the staff of
. thirty-one are a principal' and viée-pr{ncipal, a music
v teacher, _librar'y resource teacher .and phys_i.c‘al education

* ;'teacher. ’
While the méin reasons ‘ﬁor _sel.ec;:ing the school
- include thg researchers fa}niliarity with it and 'its
accessibility to the researcher; the scl}aél is typical of
"many .primary/elementary schools :‘u} : Newfouﬂdlam.i and
Labrador, especially those serving medium sized towns in

the province. 2 W

" Selection and Description of Classrooms
~

. The grade two year 'is the 'mid-point of the primary
level. '}\’kindergarten class.and a grade three chss were
therefore selected as representative of the beginnj:ng of

the school cnree‘g nd the last year of the primary level.

" since the observer yias a grade two teacher, i;\’ﬁas decided
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assess the continuity of ]hen primary level by
chronological stages as well s to try to qein some
insight into the process of curriculum An\plemehtutlcn at

different grade levels. Selection of the kindergarten and

grade three classes for observation was also-made on the

basis of D ion and accessibility, after
permission for the observation was requested and obtainéd
from the superintendent Of.' the School District and the
GETRELPAL BE the-gohoels .

In the kindergarten class. selected there were

seventeen students, nine males and eight females. These

are heter 1y grouped and ra{do'm; selpcted
for the- four classes at registration. TRe kindergarten
classes are housed in a_‘selfrcontained, ground £lcor
seétion of the school with two classrooms, washroom:
facilities for males and females, a storeroom and a
preparation room for teachers as well as cloakroom stalls
€3¢ the students. The classrooms thémselves are separated

by a folding wall but both have, instead of doors, open

access to the other facilities. Exits are through doors
: )
at eac 'sl\:f the section to corridors of the main part
of the building. A representative diagram of the
f

kindergarten classroom is included in Appendix A (Figure
1).

In the observed kindergarten classroom there were

several tables of varying\sizes and shapes arranged in

informal paq_ta\rns. ‘ Some of these-.functioned to display

“~
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games and toys of differing interest and skill levels Lnd
some for curriculum oriented games and materials. There

were four tables spaced more or less at one side of the

room. . Students sat at these tables to work at individual
L3

seatwork or to work at group activities requiring writing,
gluing or coloring. P

The é;;de three classroom selected has seventeen
students, twelve boys and five girls. The classroom is
situat;d on the second floor of the school where it is one
of two grade three classrooms,- the thir; lzeing on the
first floor. The classrooms on the second level of the
school are individual rooms on- the peripk;eral walls ‘of the
school.but with folding walls between every two aclljcinin\q
rooms. The fuidinq wall in the case of the observed grade
three classroom adjoined another grade thgee classroom.
All the classra:am doors on this level open into an open
jrea library/resource center. .
- Student desks _in the grade three classroom were

single combination metal debks arranged in four rows-

eagh ‘row having arranged one behind the other (Appendix a,

Figure 2). ' Howeyer, in the intervening time between the

observer’s fi'rst and second visits this :seating
;arx;anqement had changed by centering two rows of four§ to
have one row of four pairs of studeénts. Parts of two
other rows wvere combined: in pairs to make a row of three
pairs. That left a single row of three desks at one side.

All students desks faced the chalkboard ‘and the teacher’s

N
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desk was at the centre front of the chalkboard facing the
students. Several other tables and desks were arranged
around the walls of the room and used to display games_ and
activities as well as reading materials, science and
social studies activities (Appendix A, Figure 3).

For classes in musfic and physical education as well
as library, students move to these 4spec1alist. teachers in
their particular classrooms. For example,- for music.
- classes there is an equipped music .classroum. _There is
also movement befzweep .:lassrooms where students go for

* remediation. 1In t‘:he,case of 1maagr_at10‘n of students from
'the Trainable ‘Mentally Handicapped (T.M.H.) clasé,\hthe
movement is from.that clasgroom to other classes in the

' schogl.

48 —

Data Collection

The" method qf ncn‘—participant observation H;s chosen
as the means of observation and data collection. Several
reaéons precipftated that choice. 'ﬂ‘le - observer’s
fm;ailiarity with the school and classroom situa;.ion was an
asset in that the routine was qsnatall/} not difficult to

(t'ollow and the interaction could ba/.r\ecordad efficiently
and withéut reference - to outside’ information such as
curx:,i;:ulum guides 'a.ndvsyllabus or by teaéher confirmation.
Timat;bling and class movements were alﬁ:o familiar so that

observation of tila interaction of the par\lzicipancs could

7

4
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be attended to without diversion. This was particularily
the case when students entered and left cléssrocgns at
midpoints in sessions. ~ The ob;erver, having knowledge of
the rautj._ne and in many cases familiarity with the
sbudent?, was not left pondering or questioning who these
students were or why they gere-moving between classrooms.
Full attention could therefore be given to the attendant
interactions rather than monitoring the'changing classroom
pcpulatl-ans, .

'T‘here‘.'is, . however, an awarenes:‘ of the potential
liabilities in”this type of familiarity especially thar.v to
.which Edwards (1978) refers in descxibinq that the feeling
of commonplace things, in ‘the classroom is particularly
obstinate and. there are dangers of’ omission as well as
commission in observa®ion and ‘data collection because of
this familiarity. Stubbs (1976), on the other hand, is an

of the cl observer- for reasons ;.hat this

,;bsezver embraces. These reasons were made apparent
during the trial observation period of this study. In the
daily routine of classroom interaction the preoccupation

w!.t;.h ghe immediate leaves little time for recording or
A 2

reflecéicn. ‘salient i on unléss by audio
<;;¢ audio-visual equipment could be irretrievably logt.
While problems of detachment are notgd the quality
and qum‘.tity of. data were seen to compensaté\ for_these.
The ability of the observer to record continuaiiy\'frun one -

o,bsetvatlon'point: meant that a holistic ‘view of the




interaction ,could be recorded without ngx'g; the
. observer's presence an ‘inordinate amount ‘uf vislbili:y.-.
In that respect the familiarity of the observer to '\:he
participants was also hcped’ to be an ;dvantage “in
lessening the disruptive influence of such an outsider on
the classroom interaction. ==

Continuous writing also brings a-problem of its_ own

since, actions are undoubtedly taking -place more f:equentlyg
thaln can pe recorded. Some interruptions could therefore

" have been missed. An attempt was made to record almost )
all verbal activity. R;evlew of these notations
immediately after each.session led, along w‘ith side notes,
to recall and description of the circwnstaf\ées' of t}’mt
actwty and the interruptions involved. 2 }
Twenty—thrée and® one half hours of classroom
interaction were recorded. Included in the record were
samples of sessions £‘ch each day of the week Monday
through Friday, s.ln‘ples of both afternoon sessions and
morning sessions from each of the c}asse-s and samples of
the interaction of both .the kindergarten and grade threev
groups as they " attended classes taught ° by specialist
teachers. Both classés were obs’ervevd A_éu}inq recess_break

when they Zex:-e inside because of weather conditions.

A journalistic style of writing was employe_d/w?\ereby

a running ry on the i ion was written.
Where an-overall*Pattern of activity was detégted this was

indicated by~a type of improvised short hand. For
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example, when students were working at their desks and the
teacher was supervising and monitoring that activity by
wallfing around, that activity was designated by the phrase
"T. circulates.” In that way, if an interruption occurred
that phrase signalled to the observer where all the actors
at the time and_ the events observed to be taking place.
Vefbal activity, where possible, was x‘ecorded verbatim
except in instances where t‘:here was an overload such as:
during f:eg time activity when as much a sampling as could »
be heard or ‘distinguished from actors closest to the
observer was recorde&.. Students were Ldentif.ied b‘y code
and fir‘st name = so that‘ﬁf' necessary gender. or other
personal data could be retrieved for ar;alysis. Appendix B
displays a-copy of field notes for one session where
_)coding, writing” style ~and post-observation addenda-are
* exemplified. o e
Since movement in the kindergarten classroom is often
fluid, tables were designated numbers by the observer.
Numbers 1, 2, 3 and 4 were given fo tables where studen(:s %
sat® to° work on individual o; group ‘activities and the
number 5 was given to anoth;r 'student-.helght table in the
centx_-e of | the room where students' worksheets were kept
and at which table the tear;r;et pe:iodiéally sat. = Corners
'af\tha classroo‘m were -designated by letters A, B, C, and
D. In both cases interaction between one‘ are‘a and another
. or one table and another could be ;fﬂclentiy recorded andl

was easily recalled by. reference to the diagramatic
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representation of the classrooms included in Appendix A |

(Figures 1, 2, 3). .

Observation points in each df the classrooms were

chosen so that the students and teachers could be -seen and

heard by the observer. At ;he same time the locality

needed to be convenient for notetaking yet out of the

direct line of vision of the students. A desk or table

. whi:(:h would‘, not be needed in the Vuﬁual classroom

) activities was selected. In the case of the kinde_rgarcen
\._classtoom the teacher's desk was chosen after consultaticp L
7with the *teacher revealed that it was rarely used except~ &

to store some mat':'erj.als and records.’ The. desk was

5 situated in the corner of the room designated D and’fr,am

P ’ -timat‘: point all\ activit{es in the rodh were visible and

audible. ATh'e exceptions were that the students' faces

" were not visible when the students sat on the floor in a

- semi-circle at a point in corner A and while they were

i s’eated before a portable easel (Appendix A, Figure 1).
~ As in the kindergarten' class, corners of the grade
v three classroom were designated A, B-, C, and D. Although
:L less fluid than the kindergarten class there was -

considerable individufl and group movement at times in the _

s grade three classroom.  Studénts wére seated at individual

4 desks fox\se,itwotk and their desKs were desig&\ated numbers
Il through 17 ir;clusi.ve. Other tables around the room were

N numbe:;ed 18 to 23 and table 18 in corner D was chosen as

v ez o
the ob.slervation point ‘for that classroom. This was a‘seat
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at a table used to display Math games. When the students
and teacher moved close to that point to sit in a semi-
circle on the floor the obsetvation point was moved to a
similar table, number 22 (Appendix A, Figure 2).
Originally the plan had been to follow a route of
purucibant'cbservation whereby the data would have been
collected by way of ahdlo;taped sessions“of the.observer's
grade two class because of -accessibility, familiarity and
admini.;r.fatlve co-operation. The taping ‘- method ’ was
abandoned for technical reasons after some trials. The
class selection was ‘then reconsidered and the non-
participant ‘method took the place of #he parti;ipant
method.  Also transcription of matérial from tape proved
to be very difficult so that ;:he analytical procedure of
the written data outlined in the £oLllmd.ng section
. ~

evolved.

Data Ana. S

There are three separate yet interrelated parts to
the analysis of interruptions inethe present stﬁdi. One.

part is the strategy, of simultaneously collecting and

anal}}zing data. A second pitt attampts(to isolate- the
lities, uni and situational features of
: i._nteréupﬂons; : Counting, categorizing and noting_

relationships, for example types of interruptions to the

gender of the initiators of the {ntezruption-s and role of
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interrupters, whether student or tedcher, are the methods
involved in the third part) ., The aim 'is to. become
sensitized to the processes . Whereby these interruptions

become accepted and indeed ekpected in the culture of the

classroom.' To elaborate on the data analysis & Ls‘

appropria:e at  this pnmt to look at \\the process of”

identifying themes in mterrupuons ang the frequency of
interruptions and to elaborate on the idea of simultaneous

collectliion and analysis.

B

Themes in Iqtefrugticns

That the off].c?

r‘)curricul\m’\ encompasses diverse
subject ‘matter in‘au grades, would lead to the s!;\ppc;sitlcn
that there are éifferem‘: interaétibna} segments wihhln
sessions il”l all classrooms. Although it was sometimes
dlf‘iicult especially in the klndergarten class to discern
when the . transition tcok place from one type of
interaction to another, thete appeared fo the observer a

sense of changé™ 1& the Lntexactmn. Each session was

analysed for changes in interaction situations. These

sometimes, especidlly in ‘the case of the grade three
class, followed subject area ch; S bht not always. For

example, a Math lesson .could have a .teacher instzuctlonal

segmem:: a discusslon\ and a

3 o
There were also periods of transition when students and

teachers were- changinq from - one activity or puhjecr. to

another. This' transition sometimes anq’lbed chanqinq
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' clasdrooms or.the partial change of classreom populations.

Changes 'occurred in the spatial arrangements as well.

sohetimes students moved freely about the classrooms at

other times were stationary either seated on the, floor or

on their chairs.

A list was also compiled of each session of the types
of segments, the dominant characteristics of these
segments and when there were discernable transition
seqments these weze also noted. Each 1listing thereforé

included, from the beginning to the end of the session,

the prugression from one segment to ‘the next, including

transition ssgmenté. Itevas indicated whether these were
discussion, student donminated, collective seatwork or
teacher instructed segments; and the numbers, types and

origins of interruptions durlng these 1nteract10n segments

were analysed. To illustrate, the segments in one of the

. observed sessiods ate recorded in Table 3 (Appendix C).

'

E of Interruptions

Following each session of data collection in the
classroom,” data were stwiled as soon as possihle and the
inst;a'ncss of v‘ih"cerrup’tions were highlighted from '\:he main
texc so - that these instances.were easlly recognizable.
The’ highlighting was done immediately after the collection
session so that the circumstances surrounding the
incidents were easily recalled by the observer. Any
mitigating circumstuncas wh).ch had been deemed worthy ‘of

. . . v .
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note by the observer and had not been recorded.in the
actual writing of the data were added. Aftvet
highlighting .the ',in‘t:erruptions they were further analysed
and each ' was assigned a number in progression beyinning
with the number one-for the first highlighted interruption
in the data for each session through to the last. Each of
the nine sessions was assigned a letter. The letters are
P through X inclusive.

1 Further study of the data led to the analysis of the
interruptions with a view té assigning these instances of

interruptions to categories. Accompanying each collectioh

_of data from a session was a category sheet (Appendix G,

table.l). The number‘assigned to each interruption. for
the session was' placed under a heading on'the category
sheet. .For exan;ple', the interruptién number 27 of gession .
U 'was an instance of a teach’er interrupting a student’s
action as the student was taking part in # game. The
teache’r named the student and redirected the student’s
action. when thxs occurred the student's action itself
was 1nterrupted as well as that of the other 'participants
w{m stopped (and wagched. ' Number 27 was -assigned to the
category under the heading point of order/direction. )
Number. 27 “interruption for that session had‘ several
aspe\d\:s»\and discussion wiil serve to point out why this
pgrticul;Y category has tl}e ‘twin agpgcts of point of order
and direction. Du’riqq th}e cau;se of the t’eachar's naming

that student two things were noticed in the Lnte'rruptio'n.
= , . !

. oo " ~
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All the students were familiar with the :;ame and little
explanation ‘of the rules of the game or the format were
given at the outset. Because the students began the"qame\
without questions or hesitation it was evident .that
further explanation was unnecessary. With tha‘t assumption
" it seemed reasonable that the student™~who was, named.knew
the format of . the game -and how to play. The misplay

therefore was either deliberate or accidental. By cdlling

the student by name and giving the student specifz’.;:-

Airections as to what to do th’é »interruption could be
classed as a direction. However, in that particular
‘situatioh it was obvious that the student knew what Fo do
and ha’d te;nporarily ceased“to do that. Z’f }:‘hé teach}:r ha:i
_ Ascertained that to be the case then the lnterrupt;{on
:f_’oulq&e : termed E\cint of oxder:“ even though it was given in
the ver‘bal terms of ‘a direction. ';he. other p_articipant.s
stopping their action did not appear to be an intended
consequence of the interruption. The other students céuld
have stopped to assess thei‘r own, actions in terms of the‘
designated student o;‘ they could have Heen iné’erested to’
see if 'ths student was going to be removed from the game
- or if the student‘was-goiné to be giAven.»some information
by waf of direction. which they did not already possess.
In 'cther words, the teacher's interruptive action directed.

at one had or the i ion of all

the students and a reaction emanating from that
|

‘interpretation. . :
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Even though that interruption was placed in the point

of order/direction category without the observer's being

absolutely clear about which of these designations \:hei'

interruptions could be classified uhder, that cateégory
appeared appropriate as the interpretation of either would
be left up to the student. N R,

. The interruption of the process _of the whole game
rather ‘t:'han that of just on;a student added another
dimension, to that interruption.. That dimension
encompasses intant of inte;:ruption. " If the taa;:h'er had

wished to stop the whofe game there were other mechanisms

.\available to her at the time. These were demonstrated in

o;.}‘xek insrances where signals were given and acoceded to by
students. BY not using these signals it am{eared to th.e
observer that the intérruption had that consequence quite
unintentionally. ‘ ; ¥ s -~
When all the interruptions had been ,walqhed”and
categorized in .this manner some aspects of cl;ssrodm
interruptions becan.\‘e immediately apparent. The overall
number of ,lnterrﬁptioi\s for each sess‘ion, which categories
contained m;)re or less interrpptions and  how many _
incidents of interruptions <could not !;e reasonably
included@ in, any of sthe categories were already available.

While numerically and: cumulatively these data were-

interesting and revealing they served to confirm some

- intuitive feelings such as the large numbers in the point

of order/éirection category and to debunk other observer

7

.
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held ideas that there would be ;)a large number of
~

ted/ inst of

terruptions. This
quantitative data also left questions begging. Questions
such as with whom do these interruptions.originate and in
w}_\at situations do these inferruptions occur c‘annot be

answered by the tabulation of the number of instances of

interruptions.” Mehan (1979: 14)’ e1aborlnt=d on just such

inadequacies of quantification schemes when .he reported
that "this approach * (quantitative) minimizes the
contribution of ’studgnts,meqlects the interrelatlonsl_nps
of ve;ba} to non-vgrbal behaviour, Gbscures the contingent
nature of lntéractipn and igndres the (often multiple)
fux;cginns of lanquaq;."- Wiéh a view to supplementing somé
of thelse inadequacies further analysis took the form of

determining who or what was doing the interzuptin\g.

"Each interruption which ‘originated personally was -

designated a male,} female or teacher mark on-a color coded
scheme..- This gave an overview of the numbers of each,
male, female .'ox teacher in each of the interruption
categories for eagh session. -In a broader sense,
théref’cra, th'h question who is doing the intermp'ting and
:I?n which - categories these 1ni:errupticns fall can be

ascertained (Appendix C, Table 1).' . 7

simultaneous Collection and Analysis i
As the ‘data collection ptoceéded a sensitization on

the part of the observer to the subtleties of the
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classroom interaction aided the _analysis in some

instances, #n others it necessitated adjustments and

rearr of pr and -«inclinations. When
act’ions were_ apparently -Ol’-l'ﬁ.he surface idehtical, such
nuances as mood or tone of the situation rendered the
meaninés different. Comparisons for consistencies and
inconsistencies becCame easier as the observation and
\analysis proceeded so that further anestl’gation where
indicated‘ took place leadlyg to ther adjustment for
deeper or "mcre dominant meaning; Immed;ate references
from memory of other similar instances of intetruptlons or
dissimilar interruptions with similar reactions enabled‘
the observer to make referential notes at the time of ,
collection. In this regard, the process Qheteby groundedv
theory referred to by Gldser and Straus (1967: 5), is
derived'/_j\rcm data and is then illustrated .by
chatacteristi\c\ examples of that data, is exemplified.

T ALl of these considerations came into Ylay as
categorizat’ian schemes for int‘errupticnsl we‘re developed.
Samples of specific incidents, the manner in which the

situation, the actors and the uni or lities

issuing from the analysis bore on' the assignment of the

categories will shortly be demonstrated.




Developing Categories of Interruptions =

Suspecting that interruptions occur in the course of
‘classroom inta;action, but not being able to make any kind
ét definitive statements about. interruptions posed
empirical problems at the outset of this research. Basic,
to the observations to be made was the problem of deciding
which aspects of the classroom situation are Interruptions
and which are not. To be observed and_recorded‘ as
interruptions, actions or behaviours will. therefore have
certain definable attributes. By way of describing the
decision making process v’lhereby interruptions are

categorized 1n the . it is- ry to

point to the assumptions held before doing any fie\l work
and then to describe ‘the actual field experiencessin this
-regard. ’
] - -
WO ssumptions
Leaning on Oxford (1952: 625) definition of "breaking
in upon (actipn, process, speech, person spe;akinq,
etc....) "or "pbreaking the continuity of", something
suggested that there were going to be identifiable
1nterruptions. There are observable instances of speech,
actions and continuing activities in the classrnom and B o
breaking into the continuity of ‘these speeches, actions,
and processes could be classified As‘ intertupti_ons, The ¥
idea, of classification implies that interruptions are of

different types. Further that one type of 1nterrlupt‘ions g
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which seemed universally socially familiar was instance of
a person breaking ‘in on the actlo“ns, process or speech of
another. The convention of asking to -be excused or
pardonec{ or the expression. of regref, after ' the
interruption occurs implies this is ;n identifiable type.

For r

s of clarity thi.s . type was " called
ace ted/excused interruption. Labelling; then, indicated
a point Of departure for classi.ficat;,m:x, the implication
taken that if the request for pardon or ‘to be excused on
behalf of the interrupter occurred, the interruption is
easil@ ldentifiab’le and can be " classified. But
consid'eration led to the opinion that eveh this type of
interruption has different aspects. The interruption
which - occurs when the inEerruptex does not ask to be
pardoned ‘for the im:'e_rrupt:ion nﬁpears more obtrusive than
the interruptions when the interrupter does ask or imply a

pardon. Indicated as a form. of classification, thereby

'mi_gh: be a scale or continuuh of -interruption types.

There was the reali‘zation that there is a probabiliity that
many factors will be brought to bear on the shades of *

obtrusiveness or i These, oould extend

beyond the ability of one individual to discern.  But by
reasoning that there will be some observable instances of
obtrusive interruptions, this classiﬂ;&tien was placed at

one ‘end of the continuum with the assumption that rudeness

‘would' be one “of the factors by which 'thése could be

identifiel.

<




It is immediately evident 'that there are

#nterrupticn; outside these two classificatriéms'-

cept e; s‘ and obtrusive/rude interruptions. Some 5
occur when an iexcuse' or pardon seems neither to be~
indicated or expected. Anyone familiar with cla‘ssroom'

interaction would realize that during the course ot\\a

lesson, for example, there will perhaps  be teéchap

initiated or student initiated questions or responsés.
-This classification labelled patterned/fixed was placed at
the ‘opposite end of the continuum with the ratiuqale that . -
if an’apology‘was*noc indicated it would appear to be the
least obtrusive of interruptions. In other words: it is
part of the routine .of classro;n iﬁterz’acticn. The
continuum en;erged as having a classification of
accepted/excused as the perhaps most identifiable
interrupticné in the middle and moving outward to ‘one end
a point where the obtrusive/rude placement appeared.
Toward the Jgposit‘a end the patterned/fixed designationO:
was placed« : '
Erom the Fieldwork ’ ’ . .
At the fi nb;érva.tion session additional i
clgssftidétions were imnediately evident. There was' on .
the .continuum no cl‘és‘sifieation forvsuch instances of
1m‘.errupt!:ox:1§ as bells rung as a signal of dismissal times_ . .. ___

or for changes of periods. Public address systems Wwere

also sometimes used ~for this purpose as well as to give"
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information or make requests. Hence, the classification
environmental/routine was added to identify these types
and placed on the continuum mid-way ! between the
accept/excused classification and the patéemed/fixed.
Another instance of interruptions was also obseérved
which had no‘ identification on the continuum. This was
classified as point of order/direction. The dimensions of
"'hffe types of interryptions identifiable in interactions
were that they occurred for the purpose of directing
attention toward, or ‘away from, soq\;ethinq, someone or some
activity. '
The redirection aspect of these intérruptions bo:;e on
the teacher-student situation and appeared to be part of
the pattern of the classroom therefore placed toward the
patterned/fixed end, although separate from the
patterned/fixed classification already distinqu‘d.
Wrestling with the i:ntultive placing of these two,
the patterns/fixed and point of order/directlon,
classification on one er‘nd of the _scale involved searching
for other identifiable charactpristics r.\f these. One
thing which emergéd was that in no way could either of
these be labeled fixed unless there was a specific
interruption which occurred precisely the same time and
was designed to interrupt the sa.me‘ activity each ;ma.
Therefore, the = word - wEixed" - was) dropped but
patterned/question-response was retained.
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Another analytical distinction which surfaced was the
difference between patterned in manner, as a question and
response sitﬁation, and patterned in time, as in the bell
ringing. The bell ringin; had already been classified as
environmental/routine in that it happened regularly within
the school environment -amtBeing used as a signal it might
be suppose& “that it would continually interrupt what is
going on in t\he classroom. However, that apparently
simple ac_:tior; had varying interruptive characteristics so
that it could overlap into varying classifications. The.
bell }inging could at a specific time of qday in one
class}room have different interruptive characteristics.

Forﬁe‘xample, it was observed that every day \.:he
school bell rang at 1:05 p.m. le§ the kindergarten class
whose session began with the bell ringing at 12:35 p.nm.
the 1:05 p.m. bell appeared not to have any particular
implication hﬂd was, sq far 'as could be determined, rarely
noticed and if noticed then ignored.. It® ther;’foée would
not be termed as interruptign. Another day at 1:05, while
the kin;’iergarten students were sitting in the same spot
around the teacher engageﬁi in the same type of activity,
the bell rang. ~ Several 'child_ren together shouted,
“recess!| recess!". The teacher explained that "x;o, that'’s
not re;ass that’s for the big .boys and girls to cm’ne’ in
from lunch". In fact, that class in the 'aftérnoon does
not have what could hg :m@ a regular recess. They eat

lunch at varying tinds over about a fifteen minute period
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fx:-qm about 1:55 to 2:10. A bell rings at 2:05 while some
might be eating, some playing, some working and in all
sessions observed this bell was either not noticed or was
ignored. Bell\ ringing illustrates the importance. of
situational meaning. It is only an interruption when seen
as such from the perspectivé of the actors..

The instances of giving explanation of the
description of an interruption as being not noticed added
another facet -‘to ' some interruptions. Ther\a were
observable samples when an action appeared to the observer
to be institutéd to interrupt an action or situation and
the interruption went wunnoticed during that process,
cedsed or recurred at another time. Examples were hand
raising by one student while the teacher was engaged in
individual instruction at the desk of &nothe;' student;
questions asked by students during a teacher explanation
peziod;'ox a student's physical or ,««ve;bal action toward
another student and that target student's activity
continued without the st'Qdem: overtly acknowledging the
verbal or physical action. It was always dlfﬂcut.,
scme_ti.mes even  impossible, ‘. to determine when the
interruption or attempted interruption was deliberately
ignored or missed the target. The feeling that these
Ainstances, even if they di':i * not gbecome full-tl@d/ 4
interryptions might be relevant because of their intent,
meant the addition i of a category for these. The

classification was labelled igno‘red(\mnotlcg tos o
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accommz;date both types with the idea that. the nore
1:p;ortant facet might be the intent of the interrupter.
One of the most difficult problems encountered in
developing categories of interruptions relates to the
question of kntent and whether the intent ;an be gleaned
from observation of the situation. It posed problems but
in fact eseemed to be less difficult to determine in the

situation than at first suspected although one has to

allow that some interruptions were inappropriately

labelled as such. Placing this 9articular classifiéation

_ on the |Continuum was much fore difficult to wrestle with.

iln}&ct of an interruption does not appear to be
dgcé‘rnable if ‘the Interruption does not h‘ave its intended
effect. To resolve this problem the classifisiation system
becla{n,e -cateqories and the placepent on' tl‘:e continuum
be-came irr‘elevant. That i.s not to conclude that a scale
of obtrusiveness cannot later be developed or that the
categories are mutually exclusive. In fact, as mentioned
above the overlapping meant assigning some interruptions
arhitra;%ly as they exhibited aspects of more than one
category. :

1;hs assignment to ca.};.egories also solved the problem
of assigriing observer intrusicfn to a cateéory as there

vere lnstan’ces where an interrli_ption occurred directly

related to the observer. ‘There l?eéama'apparent the need i

for a gategory for interruptions that »were' acknuv}:ledqed,

even thougﬁ they were not excused, but were interpreted as
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being not rude. " These were apart from the
pa;texnéd/questicn—response type but they could entail a
response. For example, during a time when the
kindergarten teacher was talking about the calendar she.
mentioned that in beginnir;g a new month she also needed to
.begin a new page in the gréen book (class register). A
child interrupted tht teacher's discourse with the
question "What's in the greén book?". The teacher gave an
explanation and returned to discussing the calendar. This
interruption was assig}xed thg accepted/unexcused-category
as the child neifher raised her hand nor asked to be
excused. It was judged not to be a patterned/quéstion-
response in that it was not anticipated. It occurred
during a-° teacher explanation rather than an. obviou}_
discussion period. The question was also off the topic as
the calendar was being explained rather than the green
book per se. ) Y]

After going through this drop and add routine eight
categories eventually emerged into which the observed

interruptions were placed. These were accepted/excused,

unnoticed/ignored, oint of order/direction,
1
environmental/routine, obtrusive/rude, accepted/unexcused,
/question- and observer related.

Now that the research setting has been descrlbefl and
the research methods have been outlined, a categarlzgtian

scheme for interruptions has been developed, and the fact
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’
of segments ®f periods identified, the time has come to

analyse the situational context of interruptions.
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CHAPTER III '
THE SITUATION:.L CONTEXT OF INTERRUPTIONS
By way of outlining the situational context of the

two classroom$ observe(}»l in the presgpt research and

pointing to the interrelationship between this and the

extent of interruptions in these teaching‘learning
*environments, the first task of' this chapter is to give an
overview of the social settings in these two classrooms.
This is followed by an outline of the seating arrangements
and a discission of the types of class periods associated
with teaching-learning at this level of schodling.
Finally, . particular aspects of the actors in these
settings are - addressed as they bear on interruptions
there. While separaceé into sections in this  chapter the
interrelatedness of sccial setting, actors and seating
arrangements in the process of classroom interactions

means .that overlap occurs in the discussion of these

aspects. However, as with the problem of separating the

salient features of interruptions in the categorization
process, the simultaneous collection .and analysis served
to point up to the observer the facets which could
arguably be placed under these headings. Of these gacets
more will be said when the interruptions themselves are
discussed. ) ~

e )



Classrooms are very dynamic places. The interaction
of eighteen or more individuals with a variety of
predispositions and meanings during the course of a
particular classroom session, from assembly bell to
dismissal bell, spread throughout the different;per_iods
and segments of periods can be phenomenal. A large amount
of the interaction is controlled, intentionally or
otherwise, by the types of class periods that obtain and
the proximity -af the actors. Groups of friends, for
example, particularly in the grade three classroom had
less opportunity to interact in periods qther than recess.
At qhat' grade level, especié\l,y at recess, they formed
into groups of three or four centered around an activity
or game, always by gender. These groups which formed at

recess tended to be made up of males from separate-seating

spaces. That is, seating appeared not to reflect
friendship groups. An exception to this group formation
was the presenting of a particularly desirable toy. In

that case most of the boys were interested in joining the
group with that oyne¥. They did not, however, obtrusively
interrupt the play in progress but rather stood on the
periphery until the natural course of events included them
or until diversion ‘gave them an opportunity of taking
part. X . '
Even in the less st‘ructured activitiés of a session,

such as learning centre activity, overt interaction
N




between male and female students appeared minimal. Femalé
students were so few comparatively, almost two and a half
to one, in the grade three classroom that one loosely knit
group formed of all females at recess, but females tended
to more individual activities such as reading or puzzles
where interaction was reduced. When females engaged in
these individual activities, xnt/etruptions did not occur.

Males and females were almost equally divided in the
kindergarten classroom. wWhile groups formed loosely
during the less structured periods these groups were very
£luid and tended to centre around the activity rather than
pre-formed groups of friends. Though not exclusively male
or‘femavle these groups tended to be predominately gne or
the other. Interruption‘s between males and females in
groups have been observed and °, female' initiuted:
interruptions directed toward males and male initiated
interruptions toward females are also present in the
kindergarten setting. -

Shis tescher In the poimecy classroos is usﬁ;y the
sole adult although there are occasions when other adults

are The i ion the and the

teacher is generally position related. In other words
there are few times within the’classroom when the teacher
has the opportunity to interact with individuals other
than students or students with other adults than the
teacher.  When Lnterrl.;pt;ians by other adults ocgurred

these interruptions not only Lntérrupted the teacher's

e




action and plans of action but very often the activities
of students as well.
g . [ g
\
Seating and Interruptions

)
Between the first and second observation sessions in

the grade three classroom, seating arrangement changed.
This change is noted in Figure 3 (Appendix A) Eefore the
change students sat sinqu in rows with axsles for walkmg
between the desks on each side. There were two rows with
four desks in each row and three rows with threg desks in
each. Appendix A includes also the illustration (Figx‘xre
2) of the grade three classfnom showing this seating
arrangement.- )

After change and during following bbservation_
sessions .the grade three class had two seats placed
adjacent to one another to make a set. This arrangement
hgd two sets of paired females, four sets of paired mdles,
one set of paired male and Eemgle and three individual
males. When seated in this \fgm/a} arrangement overt
interaction .\:ended to be mainly between ‘students and
teacher . either collectively or individually.
Interruptions -reflected this ‘trend. There «were few
interruptions cf the student-of-. student type.

Interrupti.ans initiated by the teacher dominated the

situations when the students in grade three were seated in

 the formal seating arrangement and these interruptions

were predominately directional in type. That is to say,
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there were more of these directed toward the class as a
group than directed toward individual students, The
teacher initiated interruptions directed toward individual
students during the formal lessons were two types under
the same cétego‘ry - direction or point of order. The: more
public interruptions, when the student was named, appeared
to the observer to be in the point of order fnclination.
The more private interruption, when the teacher
interrupted by -action such as presence ‘at the student's
seat overlookinf worker, inclined toward direction. There

. were some instan when it was difficul? \to access. An
example would be in session V ipte;rrupcien 38. The
following entry takes from the field }oces describing. that
incident follows: '

Time 1:10 p.m. - 35. T: Take your health books
. out please, page 71. Let's

L see who's good at putting
= away
36. and taking out. (flurry of
activity)
37.° (F) silently reads
with her -
38. feet on chair of (m).

Teacher _walks down and
whispers” to her (obviously
to put her feet under the
table as she does that)

In session X interruption 53 another chair related
incident occurred. The incident took place about 10:15
a.m. during a seatwork segment of a period which had just
begun. Reporting of the incident in field notes went this

way:




52. As teacher circulates, she says: "If
you're stuck OR one go to the next one
and try that. ’

53. Chair squeaks

54. T. 1Is that your chair, (m)?

(m): Vyes".

55. T. Keep it on the floor, please,

Thcuqh both these - incidents‘ occurred in the same
classroom with the same teacher the interruptions had very
different aspects.

During the segments of periods when the grade three
class was seated informally on the floor, interruptions
tended to be student initiated. Differences were observed
between types and numbers of student, initiated

interruptions in the § nts with this

):\125‘ of seating arrangement from when the students were. in
other classrooms using!' the same’ kind of seating
arrangeﬁen‘:. For example there were more ‘teacher
initiated 1ht:rrupticns where the student . was publicly
named: students initiated fewerv interruptions during this
kind -of ,seating ~in  homerocoms and there»were more
ingividual interruptions in specialist rooms whereas there
’wére more collective interruptions in homerooms. The
interruptions were ‘initiated by different‘itudents than
those initiating interruptions in the homerooms.
'I‘h.e teacher's desk in the grade three, classroom was
situated at the front of the classroom. The ceacl:\er
‘rax‘e]‘.y sat at the‘ desk. When _ individual correction,
.redirectio'n or reinstruction was given at the desk the

te‘at‘:her usually stood using the desk as a base where the
\ ¥ .
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students collected for this activity. The teacher also
stood at the 'desk for actiyities such as taking attendance
and for instruction related to-textbooks such as math or
reading. The chalkboard was used somecimes simultaneo;.lsly
with this type of instructior; but more/often alone at the
beginning of an instruction segment or originating from
some perceived difficulty .whic}; the teacher discovered
from circulating around the stu§ents' desks.

When the students sat on the floor the teacher sat on

a low chair in front of the students. Interruptions

' during this type of seating were largely student initiated

mostly involved more than one ystudent simultaneously.
These student initiated mtezrup.tions, both collective and
i‘ndividual, were spontaneous interruptions aiislnq f:o‘m
the activity in progress and were evenly divided between
male and female. )

When students assembled in kinde}:c‘;atten t‘:hey sat at
their tables. At no session during the observations did
the students remain at thei:r tables for more)than a couple
of minutes after the teacher arrived. Their first
activities, which have been named “opening exercis‘es“, )
took place in Corner A while they were seated on the
floor. The students were usually asked to go s.hete.frcm
their tables by the teacher when she arrlvec_l from the
cloakroom. On one occasion this routine was not followed

due to the non-arrival of one bus. The interaction was

‘recorded as follows:




1. 12:35 Bell rings

2. Hi, Mrs, (some students start.
Others join in. They are giving the
observer the teacher's name even
though they have been told observer's
name several times.) Discussion among
students about who is not here:

3. X (m): I'm not X (m) I'm ¥ (m)
Tshouting). X and Y have exchanged .
seats. —

4. T. turns off light as she enters - all /Jd
students are seated. 4

B (m). Only eleven people are

T. Ohl. the bus must be late. ALl
the -people from are not here.
6. Some students: The bus must be late..

The shouting indicated in interruption number 3 drew
attention to the fact that the two students.- had exchanged
seats., Also it indicated that a student or some students
had c’ounted the students .who were seated and had also
observed that students were missing. =~

Even the regular seating arrangements in. the
kindergarten class were somewhat ‘infomal in that while
students did 'have assigned seats at tables thef were free
to exchange seats around the tables. Three of the four
tables in the room had two males and two females each. A
fourth table had five students, ‘three females and two
mal;s with a specific arrangement at that -table to
accommodate a student who used a wheelchair.

“Iﬁteraction among individuals from different tables

cdntj.nually occurred as well as interaction within the

table groups and also s and .

Though the times sperit at tables were usually short there

;:ould be two or three seginents of periods spent at the
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tables each day. Also, during the time spent at the

tables students were not always engaged in the same types

of activity. When students finished the work they were

assigned they moved on~ to something else so that in any  ~

one table group although students began the same activity

at t_he same time they progressed to other activir_ies,_as

they finished the initial one. Interruptions between

students were very often related to the activity or

discrepancy between activities. Teacher initiated

int;err—uptj.cns during  seatwork activities were usuai].y of

! the point of order/direction type. Those bétween students
sometimes took that form as well.

During the more informal seating (inforrﬁal in this

case taken to mean non~assigned seats) segments when

% students sat on t}: floor in a group around the teacher

more of the 1nterrupticn‘s were student initiated and the
teacher interrupt'ions were many times point of arcier.
interruptions. These point of order interruptions were
used by the teacher to manage interruptive behaviour of
students. There were differences between student
o initiated intet;t\ptfcns in classrooms outside the homeroom
and those in'the homeroom during the s kind of seating
arrangement. That is, when - students were outside the -
homeroom but seated informally in other classrooms teacher
initi%ed interruptions outnumbered the student initiated

ones,
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Free play, seatwork and lunch al well as individual
instruction were usually carried out si.m‘ultaneously,
especially in the afternoon sessiohs. Free pla_y, when
students chose their own activities \and/ place of activity
within ‘the classroom, followed lunch which followed
completion Gf the particular seatwork. activity assigned
for , that segment. Correction and redirection or
reinstruction was carried out indiyidually by the teacher.
as each student finished. During this combination “E¥gment

of the session thefe were more interruptions than during
' o~

other ‘st s in the ! homeroom, even when the

time spent on these. segments were compﬁatively shorter
than otherss+ °

" Segments of seatwork alone at times other than the’
combination .segment also had a high incidence of~“
interruptions. As with thé combination SEQJ"en‘;s students
usually kept their seats constant. When they did change

within the table group the change too)ﬁ place at the

beginning of the session. » Sty £fri 1y

left their seats_to either go to the teacher or to other
tables while the seatwork activity was in progregs.
Interruptions generally were related to this movement.
The teacher initiated interraptions were of the point of.
order/direction type and . the . student initiated
interruptions were !of other students. These were

! ]
different types but predominately obtrusive. The numbers

)
had not a large di 1 3 and




xntermptlvons but with the teacher interruptions usually
slightly more: A

Though the teacher's desk was in the corner of the
kindergarten classfoan it \r\as used by the obs’erver as an
observation point because the uacﬁé reported it was
rarely used by her. The Eeacher sat at table five (Figure
1, Appendix A), a student-size table near the -centr_e' of
/the cl‘a;srccm when _ the seatwork or seatwork-lunch-free
play, segments wex.;e in progress. The teacher circulated
on_ occasion during these segments overlooking the mctivity :
ix.m progress. Teacher initiated interruptions generally
were verbal, emanating from table five, and were publicly

directed toward , that is were named out

loud. There were few initiated i tions of

the private type as wéll as few by action. For example,
the teacher rax;ely left table five to go to groups of
studem:s,'uho were interacting in different areas of the
classroom at that time.

when students sat on %he floor for th#\ formal
instruction segménts the teacher stood to 9"‘ side\ of the
ro‘c;m usually using chalkboard or some other visual
instructional medium. For the segments of 'story telling
and discussion the teacher sat on low chair in' front of
the students.

Therg were less student initiated .Lnterruptions when
the teacher yas standing to instruct than when she was
seated for discussion and less overall, seated or

S
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standing, than }dhen she ywas sitting at table five, the
table in the centre of the classroom. of those student
initiated interruptions there were more during the other
segments when the.students were informally seated. Both
stu&ent-to-student interruptions and .student~to-tea;:her
1nterrupr:ions during this period took mainly the fom, of

obtrusive.

N Types of Periods .

As indicated above, types of periods were related to
seating arrangements for the mast part especially in the
kindergarten class. However, given the importance of
types of periods in the process of interruptions in the
sch‘ool it 1is appropriate to address types of periods and
interruptions at this point.in the analysis. In much the
same way as eMehan (1979) arrived at .the designation
"lessons", periods ,éame tc.l be the designatign in’ the
present research. 7 Mehan, although constrained by
tecﬂnigal apparatus to the - type of teacher-led activity
recorded, named the activity "lesson" only after it was
referred to as such by the teacher and‘vin the latter part
of the‘ year by the-students. In t!'}e present research the
pre-lﬂeld'woxk plan was to récord interruptions in the
sessions observed. Sessions are so designated by the
Department of Education in the Schools Act (1970),

assembly and dismissal times arranged by the District
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\
School Boards. From the data there emerged a discernable

pattern of activities in each classroom that could be
detected for each session. The detection of these changes
came about from the analysis of the 'dat.a. Beginning
usually with a point of order/direct!:cn type of
interruption, but sometimes by signal and other times by
mo¥ément to a specified area of the school or classroom,
the PATEE/of Gessions Were discerndble. ‘The HRteErupLSHE
themselves became markers. Examples would be the
teacher's verbal direction to the students, take‘cur. a
particular text.book: from their desks or the direction to
line up at the door. These periods were not self
contained "lessons", as Mehan's appeared to be, although
they sometimes contained a segment with elements

resembling Mehan's lessons. Teacher-instructed segment

was uded as a designation of part of' a period as well as
discussion and seatwork. During the period a  theme or

sub;ecc usually followed through but not always and

-
sometimes especially in kindergarten a theme followed the

wh‘ole session even to specialist classrooms. The circus
theme illustrated by the movement. of the animals in gym
éurinq a segment is a case in point. B

Since overlapping continually occurred it was
difficult to ;pécify, by subject material, exactly when a
particular subject began and ended. Mention }:as a’lxeady
been made o’f the overlap during the seatwork-lunch-free

play in the kindergarten class. \often the ‘cnly indication
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of a change of §egment type was- the movement of the
students or the teacher from one area‘ to another. While
this movement indicated the change of an activity it did
not indicate a change of subject matter. For this reason
it would have had little meaning to designate periods by
subject as, ‘for example, Math period. The same routine
was followed for each‘ subject area of the curriculum.
This form Ecllow’ed the pattern of discussion first, then
instruction, then seatwork. At times the one series of
diséussion, instruction, séatwor)'c i.ntegrat_ed concepts from
different fields.. The underlying instructional base of
the curriculum revolved around themes and activities which
were designed to teach concepts through these themes.
Reference by bcth students, and teacher during sessions
indicated that the students were familiar with this
routine even though they moved thmugh the sessmns with
an ai{ of informality. Tzansition segments were therefore
short4 and consisted mostly of movement from one area of

the classroom to another with some distribution or

-collection of materials acne by designated students. Few

i‘ntqrruptions -occurred during ,transitién segments' and |
those were teacher initiated égain of the point-of-order/
direction type.

With the studencs in grade three there was ,a more

ai le subjects. This transfer for
the most part dld not involve movement unless it was to

other classrooms although it soetimes involved different
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seating arrange;nents and movement of part of the classroom |
population. As i‘n kindergarten, there was an overlap
between subjects as some students while beginn; g the same
type of activity at the same time did not always complete
it at the same speed or with consistent 'accuracy. In
these cases some catch-up work of one subject type might
be going on when another subject related actl\{ity had been

completed., Instruction was usually carried out

‘simultaneously with discuséion and diven to the group at

the beginning of a subject segment if the segment was not

a cortinuation of an activity started in some previous

- session.

Seatwork followed instruction usually and could be a
written, a reading, or a pr\u;ect type of segment. Therel
were differences in segments during the seatwork
activities. For example, spelling -seatwork was written
individually while a li‘st was called by the teacher to the .
group as a whole and students were evidently expected to

write their 1lists without conference with other students.

. For the project type seatwork, referred to as "Centres",

students were .relatively free to confer an®'move to other
parts of the classroom for materials. At these segments

one-third of the class. remained in their home ropms the

‘other two-thirds consisted of a third from each of the

other two grade three classes.

. Interruptions during trans,ition', periods were

" generally related to movement or change and were teacher
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initiated and of the pcint-of-order/direcéion type.
Interruptions during the different subjects followed a
pattern relative'to the cyp{segment of the sl}bject rather
than the subject itself.. For example, the seatwor);
segments of all areas of thewy curriculum had more
interruptive incidents than the instruction or discussion
segments. )

Teacher initiated interruptions predominated and
‘these were mainly of the point-of-order/direction type.
These were, however, not greatly outnumbered by the

student initiated type. The student initiated type was

ominately of the of the direction and
either unnoticed/ignored, obtrusive or ' unexcused in that
order. . .

The subjects which occasioned the studgnts moving to
other classrooms had relatively more incidents - of
interruption than other subjects both for kindergarten and
grade three. Teacher initiated interruptions dominated
with point—ofzorde:/direction type leadi:ng the types. The
student initiated interruptions -had more incidents of
gbtrusive interruptions and the teacher initiated'
interruptions had mofe incidents of éxcused i riptions
than during subject areas of the curriculum carried out in
home‘rooms\ :

/
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o ? Actors

The actors in primary =~ classrooms were falrly
consistent over sessions and indeed over time. In other
words, few children leave or are added to the class’ and
occasions of teacher change are infrequent. » Within the
classroom the‘ceacher, with the exception of bexng-jcined/
occasionally by another teacher or volunteer, is the only
adult. This situal;‘ion applies for homeroom or for special
classes outside /the homeroom. Students spend' an average
of oné half hour segment a day outside the homeroom and

_£OMNthis segment would have contact with the sp"écialist
teacher in that teacher's classroom. Students  in the ¢
prlesent study spent _two half-hour segments with the

. physical education teacher per week, two half-hour
segments with the music teacher and one half-hour segn;em‘:
with ‘the teacher-librarian. ‘

Changes in the student population are also minimal. !
The exception being that which occurs when a‘'student is
either transferred in or out because of family relocation.
Within the school students’ sometimes.leave homerooms for
remediation in subject dreas and return_ to the classroom
when that ~subject portion of the timetable is over.
Students ‘from other classrooms occasionally either join
the class or exchange gtudem:s.

One male 'stude:nt iff the grade three classroom was
transferred into the class between the first and second -

observation. Three male students left during the Language .
y :
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Arts ‘segment for remediation. The class was joiriee for
the segment in classrooms other than homeroom by one
Eem;.e from the T.M. H. class. During the Centres
segment, one-third of the students remaine'd in  the
~ classroom and two-thirds came from each of the other two
grade three classes. This ei:change was pre-arranged and
decided by group designation. These designations were

PR
» elther chosen or assigned earlier in the term and at ‘the

beginning of tht_a segment the group was named and

instructed by the teacher as to the classroom in which

3 4.
they would be working.

Males outnumbered females' in the grade - three class

' almost two and a half to one.. This proportion of the?

.population was not_r.eflected in tke numbers of student
initiated interruptions within differen; sessions. For
some sessions’ the numbers  of stude_nt‘ initiated
inéerrupﬂ.ons were equal for boys and girls and in other
se;slons either the boys or girls dominated interruptions.
However, over the total observed sessions there were l;\oxe
male initiated interrupt{ons than female initiated ones
but not in proportion to the population. ’

Some malés in grade three class initiated at least
one lnterruption‘over_a session, others six or seven. One
male student did .not initiate an interruption over the
entire observation session and one male student initiated,
one interruption only. Four male students dominated the

list of male initiated interruptions with the same number




gach over the observation period. Types of male inltiated‘
interruptions varied. over the observations with same
periods having mo’re. of one type, some more of another
type. L)
Two females dominated the 1list of intérruptions on
the female initiated interruptions. g‘.ach'oi the’females
initiated at least one interruption over the observation
sessions, however, one female initiated one interruption
only. The female initiated interruptions varied with
sessions. Sometimes there were more of one type,
sometimes more of another. ~ Overall ‘the most frequent
female initiated interruption was of+ the obtrusive type.

» During the homeroom segments of the session observed
one teacher w’as present for all of the sesg}ons. The
teacher was ~joined occasionally for short periods'by a
teacher from the adjoining room but with the excepiion of
the observer was the only\ ad.u'lt in the class_r;:om. The
teachér initiated interruptions, however, outnumbered the
total male and female initiated interruptidhs for the
sessions and for some sessions teacher initiatifl
interruptions were twice that total.

» The teacher initiated interruptions were
predominately in thrke categories; point-of-order/
direction, environmental routine and patterned/question
5esponse in that order, but the majority in the point-of-
. crder/dizéct':j.on category. For the segments qutside the

homeroom ’ﬁe' teacher initiated integyruptions were
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predominately in the point-af’-orderfdirgction category but
were propoptionately more for that segment than for the
homar:oam segments.

Observer related interruptions were few for each
sessioﬁ. The point of obsefvation was behind the students
and the presence of the observer was deemed to be ‘an
interruptive event when students overtly ‘showed
recognition of the presence of the observer. For the mos;
.part this tended to be in the form of a look or action
toward the observer which interrupted that student's

' action at tk;e time. Observer resppnse’ was to ignore the
action or respomrd only when necessary. others occurred
when students from other classrooms came to the room and
on one occasion during an argument t:he observer was
reférred to directly. Recording of that occasion was in
the follawing way-

. % I vonder if some would
like to by themselves

101. é_ome boys: ” No way! No way!

102. T: Excuse me! I didn't say .
. skout.
8 (All  continue wit}w the
* action which was in
progress.) -
o Female student gets ‘up from
chair. N
103. T: T realize we have a

visitor in ' class but that's
not the way '  we 'behave,
people ‘getting out' of the
chairs and dll. (delivered
.in astern voice)

That reference to the observer ocgurred  about ten
‘minutes after the beginning of the sggmen\:\which was begun
. v 1
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at ten forty five. The interruption 103 was the twenty-
ninth interruption for that seqmnt‘ (Cuteg‘ory. sl';ut-
Table 1, Appendix C). Eleven of these were student
initiated of the obtrusive type, eight by males and three
by females. Fifteen were teacher initiated, nine point-
of-order, four excused, one obtrusive and the one recorded
above, observer ielated. For frequencies ‘of interruptions
for all observed sessions see Table 2, Appendix C.

There were a total of seven observer related
interruptions for that particular session, none of which
were initiated by the students who were regular attendants
in the class but by various students who visited the d;u
far‘varicus segments. only one of these stud’ents was in
attendance during that particular segment described above
and one c‘:bnervet related interruption initiated by that
student had occurred previous to that incident.  That
interruption took .ti\e form of a glance backward at the
abs;;'ver described. The remaining observer related
interruptions for that session occurred in the homeroom
segments. .

1;\ the kindergarten class the observation point was

“in view of most students when they were seated at their

tablés but not when they werq seated on the Eloor/ in any
of the locations where that kind of seating generally took
place. The observer related lnterruptléns in kindergarten
ranged between one and four per session. These generglly—

were student initiated although there were 'same teacher

. i : :




initiated observer/related ones. The student initiated

interruptions usually took the form of including the

observer in action which was in.progress at the time. For

example, students came to the observer requesting help
with  lunch equipment and reédihg names on papers which
they were distrlbutln’g“. During one combination segm;.nt
the teacher came to\ the obsgrvation point to‘ make Some
remarks about "readers" being used in the-“class. While
teacher's interruption of the obs:arver's note taking was

1
in progress thﬁ_ teacher in turn iwas interrupted by a

‘student asking permission to use a particular item in the

classroom. -,

Apart from the observer, the kindergarten teacher was

»'joined by older students in the classracn\ over the

observation perlodl,‘ These students from a grade four
class, through e; pre—arranged schequle, chose s:o_ries
Approprinte to kindergarten and visited the kindergarten
r‘:‘luss to read éhem. Durinq. these segments the teacher sat
fn: table five and the older students were given control of
the class which. was seated on the 'floor in Corner A
(Figure 1, Appendix A). During recess in the morning

sessions and during - the arrival time$ of the sessions,

_kindergarten students were also supérvised by older

students of the) school. ° .
Occasionally the Kkindergarten teacher was joined

brlefly by another teacher but for homeroom- segments and

for segments other than those in the homeroom the teacher .

»
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was the only adult. Teacher initiated intég\ruptions in

only. one session very slightly outnumbered the total
student interruptions. For the other sessions observed
student initiated interruptioms outnumbered™ teacher
initiated ones. Thé teacher ‘initiated interruptions were
predominately in the point-of-order/direction .category
followed by envixonmenta‘l routine, patterned/question
response with a few in each of the other categories.

Male initiated interruptions. ‘in  kindergarten
outnumbered female initiated interruptions in all sessions
observed even t‘lvlo;.lgh the. number of females was one more
than the number of males. However, of these male
initiated interrubtlons in each session one male
consistently -initiated more ‘than twice the numl;er of
interruptions than any other mal’a' in the class. Three
other males followed with about bne-third as many total
interruptions each as the predominant male interrupter.
The remaiping three were also close to one another in
total number of initiated interruptions. The numbers of
individual initiated interruptions from the males in that
third group numbered about half of those initiated by the
males in the second group.

The types of interruptions initiated by males were

predominately obtrusive, followed by . unexcused and

ignored/not noticed in that order. There were mnle'

initiated ‘interruptions in the other categcrles' for the

- sessions observed but the fimbers were few.

\
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, Two females were at the top of the list for numbers
of female initiated im:er:up.tions.‘ These ) $wo initiated
more than twice the number of those in the second group of
which there were three females, and the remaining four
initiated individually about half the number of th‘ose in
the second group. . .

Obtrusive interruptions led the categories of female

initiated interruptions followed by unexcused and

ignored/not noticed. As with the males, there were female’

initiated interrupt‘ions in all categories but in some
caé’egozies femfale initiated interruptions were fe s

By way of éunynatizing ‘the findings conce::r:ing the
situational context of interrupt_ian‘é" reference is .made to
Appendix C and the qusntitatlve data which pm.nted the
direction Eor situational analysis. Segments of sessions
were a significant situational considera'ti_on because of
the relationship between éegment types, ’ seating
arrangements \and px)o{imity of actors. The recess segment
was particularly instructivg about friendship groups,
types of interest activities carried on by males and
females at that time and lack of discernable
interruptions. Differences in gender 'of students
initiating (interrlupcions during other segment types as
well as the activities pursued di;rinq these segments were
also noted. Gender considerations were brougﬂt out in the
deliberation .on private and public teacher initiated

interruptions as - well as consideration of overall numbers
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of interruptions in the two classes. It was found that
interruptions in the form of visits emana}:inq fr?m outside
the élassmoms interrupt not only teachers but student
activities ,as well. The ;ltuational content of
specialists rooms affects the numbers and kinds of both
student initiated and teacher initiated interruptions in
both the kindergarten and grade three classes; there being
more of both during these times. As well, different from
those doing so ih the homerocom initiated interruptions in
specialists’ rooms. Teacher initiated interruptions in
these specialists; rooms had more ‘of the * excuse&
interruptions. In particular the differences in the
nature qrf interruvptions in different situational contents
occasioned the detailed analysis and description’ which

follows in Chapter IV.




CHAPTER IV

‘THE NATURE OF INTERRUPTIONS
-~ «

one of the basic pre-field work assumptions in this
study was th:it _in:e:r’uptions form an important part of
teacher-student interaction in kindergarten and grade
three classrooms. Now that. the process whereby
interruptions havi' been categorized in éhis research is
outlined (Chapter II) and situational dimensions of
interruptions have been pinpointed (Chapter 1III), they
present task‘is to report examples of interruétions in

each of the categories outlined ea’rlier. e
Interruptions are/‘ a common occurrence with‘in

2.
classrooms. . S ir& the cla observed in the

present ‘study centinuall;(\acted with, and reacted&to,v the
situation, that is the' social, physical and temporal
features of these classrooms. Eight categories- of
interruptisns were arrived at as being representative of
the types of interruptions observed in kindergarten and
grade three 'classrooms. These dould well have been
" further subdivided for specificity, however, certain overt
akpeéts of these~interruptions dictated theér placement in
particular categories. ' E N h

~Ext:rapahn:ion c;f meaning from situational aspects and
reactions o? actors is easier in some cases tt’\a;l in

~others:. The meanings which cé‘achers and students have for
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certain observer defined "interruptions" could not be
ascertainedegby the observer. These cases point up the
complexities of  particular interactive events and the
desirability of real or vicarious experierce in the day-
to-day progression of classroom events. Although some
writers such as Stubbs (1976: 12) and Gumperz (1981)
describes some events (particularly language eve;nts) which
are Trecognizable as* classroom extracts. even by non-

participants. The writers maintain that just as the voice

of a newscaster will. identify that particular setting so

will questions and answer sequences id;ntifl‘ed with mo{t
classrooms identify that setting: because of almost
universal familiarity with classrooms.  To casegorize
interruptions jnitially it was seen by the ohservez: as an
asset to have some background information about classroom
life in' general. This information would ceqsti.tute what
Jackson (1971) refers to as. the "Rules,® Routines and
Regu'lations“ by which the school operates. Further
discussion on that point as well as of the actual methods
of observation of clas’sroom interaction will follow in
chapter V.  -Meanwhile, interruptions in each of the eight
categories including specific exunpies will be our:lin!d
her“e beginning with enviromental(mutin interruptions
and  continuing :hr?ughu M&yc_@.ﬂ,
accegéed(exc!se ’ accegted[unaxcus'u ’ atterned +
ggestlon[resgonne obtmsive[rud and unnotigedzs.gnured to
end - this' chapter with the observer related category.

TN
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Environmental/Routine Interruptions
- ®
In the env:l.roz_nnen(:al/1.'c'.\utine~ category of

interruptions, observer familiarity precluded having-to
become adjusted to the simple routine events such as;
times of " bell ringing for 3smlssal and assembly, of the
lmpcrt of public address systeg messages anq/the general
"school routine of moving students and- teachers.

Accivities relating to the students and their seating
arranqements have been noted speciﬁcally here along wn:h

to envir 1/routine mterruptlcns because

‘of the implications concerning aspects of. the hidden
cur;rlculmn mentioned by Meighan (1981: 65). Meighan -
disc\:sses épace _in educational ‘bl,'\ildings and the "silent
.language" of classroom arrangements, while Jackson (1971)
sees tm_xtines as exercises in ;;tudencs_‘ .learning to coﬁe
.withw "denials, delays and interrupt_iané". Since ithe
present category ‘under di‘scussion encompasses both
ehvironmental and routine interruptions, it is
appropriate, as examples are presented, to reflect on the
presentations of - these writers as- well as others as the
;_:rocess' of interpretation gf sich interruptions as
+assembly bells o_ccur’s .“and observations .of students'
jinteractlons with’ the = physical environmert “of the
claﬁuroom are recorded. ) % -

Awareness thr:\t “space ’éalkh" -(iﬁelghan, 1981; 65)
fcrms the basls of architeucural designs of bulldings and
the .I.hte:.lcr design and decoratlon of these buildlnqs and




living spaces. = Woods (1983: 21) discuses the visual
. impact of a room and maintains that visual impact can
reveal much about the teachers wishes concerning the
definition of the situatien. 1In the almost inextricable
o - ! way in which classroom interactions are ‘interwoven the
monitoring of interruptions revex‘sled the routines, ‘rituals
" and rules. students‘and teachers overt reactions to these
rules, routines and rituals led to questions of identity =,
. . and assimilation in the cla‘ssx:oom,.and school environment.
’ For the -assemblg j:iml.e in particular, students were
aware ‘that in the mDr’ning a bell was rung as a”signal to
assemble and five' minutes later to begin work. That
assembly hstmet fes interrupted *some processes as well
as being a signa} to begin other activities. In the
kindergarten classroom thg students were aware that there s i
¢ were two bells. By the tine the niné o’clock bell was
. runq the students were generally all seated at their own
tables, even though the students in all sessions observed
were immediately asked to go to gorner A (Appendix A,
Figure 1) and ‘sit on the floor. In the intervening five
minutes between the t‘wo bells, students were either
entering, and making tila‘ir way to their seats, or were
. moving from the activity in which .they had been engaged
in/sida the room to their seats. The questions ax:isinq at
this point related to the routine Aof sitting and tha

purpose of sitting 1n seats for such a shéx‘t time. ohe

might well ask was the routine’ establishad foi teacher




control or by students to define their ojg,_tetri@ry-
within the classroom? 7 -

In the aftferncon sessioff for gﬂe kindergarten class
one bell only was rung for assembly and that bell was at
‘twelve thirty-five. Studénts were usually all seated or
sat immediately when bell was rung.

A male student during observational sessions, even
when ali »the studen’ts were seated, immediately after the.
twelve thirty-five bell announced, "That's not ;he‘,byell to
sit down!" That student's underStanding of one of, the
assem‘gli; bells wa’s that it was used to signal seating
time. Since .all students seated themselves at that time
that interpretation of the bell seemed universal within
the classroom. Confusion experienced by the male student
about :lq‘(‘ere being more than one bell at twelve thirty-five
could have meant that he was confused about that session

being an afternoon one rather than a\morninq onre.

Although that interruption® itself was placed in the
obtrusive category the c‘nntent of the U.nterruption seemed
to 'e;cablish for the obs‘e:ver what hadf been assumed to be
the case, that the students had an w erscanding of the
actign expected to follow the ringing of ‘the assembly
bell. A routine was therefore- discernable and adherents i
to or deviants from that routine:could be noted.

¢ " i
An interruption, number ten of session X in the grade

threer_ehssroom, also exhibited aspec\:é of the routine of
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gtudent assembly. An excerpt from the field notes of that

session follows:

8:55 a.m. Bell rings.

1.

1L,

(F) "There's not much people here."

P "Now! I'd ou to take out ?our
creative w ing book. If you're finished;
” take oyt~your reader."

P.A. "Excuse me. Teachers, if anyone knows
anything about the black extension cord.
will you let me kncw, please."”

(M) comes in

T "Pa} in your creative writing."
Some students take creative writing books to 'T's

desk. (As each does 'T: says "Take out something

to read.")

9:00 a.m. Bell rings.
Some students writing, others reading.

T "0.K. bow your heads for prayers please,
children. All repeat prayer 'together.

P.A. (as prayer in progress) With reference to
the canteen order we have ..... and ....
Please omit .... ‘(Préyer continues while
announcement made)

T. "0.K., Anyone ,fike to ,order from the
canteen, ildren?"

- (F) goes to T.'s desk (teacher standing
Took at children workbooks)

(M) (enters cl ), "What's ryone
doing in- their seats (loudly)? Some children
reply "You're late", "Where did you me. £rom?"
etc, (same - s\:udent as 10) ‘Repeath, question
"What eryone doing in their seats?" .
T. m (naming male student who just asked ' -

the question as he came in) You just cama
in do you want ing.from the

Student does not' answer, goes to unt,
looks .around, ‘t?kes out reader and beqmu

‘e‘a ing silently.

Anothelr raises hand,
| »
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M), (M), (M), you
on't have to go to the other class today
because we're having an assembly."

M enters classroom, - o

(M)" (referring to student who just
entered) "You have .to finish up your
creative writing. 4

5 Again, as in the kindergartén example above, . even
though that particular number cen interrupgion was placed
in the obtru*e category the content of the interruption
itself sexved to pqint out that there was perhaps an
anticipation on tha: student's patt that students were not
expected to be in their seats. This:was inconsistent with
the ‘situation which was observed at all other sessions.

That is, either by the time the bell- rang or at the

. ringing of the bell all students in grade three were

seated. Confusion, misinterpretation, or reinterpretation
on the 'part of that male student served to point cut that
there ._wasv meaning in’ the bell ringing for grade three
students in that classroom and a routine had been’
established.

Other interruptions became associated with the

envi 1/rou;1ne Yy in similarﬂys. Because .
:he bell ringing criginates outside the sroom and is

purt of the whole school environment it is not ‘unique to

'any puticular classrcom. There were interruptions. of

that'’ type, however, which, ,were cntegorizéd as

environmental and used in ‘much the Same way as the bell

ringing hu‘ti were unigue. to the classrpt':m involved. This
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variety of interrupti.o‘ns was used aé signals or became
associated with directions. In fact these signals
ix\terrupted the activity presently taking piaca and
signalled either that the activity should cease or change
direction; examples of these signals'were whistle blowing
in gym, turning off* classroom lights and in music class'
suundi}ng a musical-note. ‘ i %

’ While these e;ammeg have the .signalling or
directional  aspect éhey differ from .the interruptions
placed in the point of order/dire.ctlon category 4in that
they have one dimension. ing a whistle, humming a
musical note or turning off a light signals only a
prearranged action change. These interruptions do not, of
themselves, indicate the reason for the interruption so
that prior knowledge about the event is neceéshy for
understanding and reaction in appropriate ways.
- Interruptions emanatlné from other 'sources both
outside and inside the classroom even though part of the
envirgnmental routine of the classroom and so éla{c‘ed in
that, category . were more specific.’ Announcements,

directions, and questions over the public address system

(P.A.) d several ies of interruptions but

again of the col ity amqng them, is  that.they
are part of the. classroom environment were placed in the

envi 1/routine Y-

o %
¢ samples of these interruptions were noted in the

. ) . [
¥llwing way. From.a kindergarten sesnio_n U:




1.

.
2.

4.

+ 5.

6.

7.

* 8.

9.

10.

11.

12.

12:35 Bell rings
Observer enters classroom. studengs are seated
at tables. B

"Hi, Mrs. 3.2 (Observer is called by the
Aregular classroom teacher's name by most of the
students. in upison, the calling having been _
started by couple and others join ' in.)
Observer sits at T's desk in corner D. Students
discuss among themselves who is here and who is

Then._1 _ (M) and _ 2 (M) exchange seats at
the s table. < . .
1)) (shouting) "I'mnot _1 _ (). I'm

2. (M). (No reply from anybody.) .

T. enters. Turns off lights as she comes in.

(M) calls out "Only eleven people are
herel" (as teacher walks toward corner A) T.
turns and courts. .
i 18 "Oh! the ®us must be late. All the peaplg

from (community) are.not here."

Some children call out "The bus must be latel"
T "Boys apd A6 girls you'll have to take home

your worms tcday (yesterday's seatwork). d
other children arrive in cloakroom.

T. "Oh, they're herg." (stops and looks as
she's passing out seatwork).

Te continues to distribute. Students looking
at -

;:heir own and eAch other's (T. turns on'lights)

T. (to students out in cloakroom) “Hun:y now
we have to go to gym and 1 o'clock.

T. walks towaxd entrance. - ; .

T, (to students around cormer changing '
footwear) "When you're ready come on. in."

T. turns off light (stands by.entrance)
T.  "Sit on the carpet! (all students move to

corner A.)
All sit in semi- circle. ¥ 1 (M) gets up to
move away. =3 "
T, "_1_ (M), sit downl .-

:'x‘ 12a. T. turns on light. "» -
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Three 3x{sbances marked by an asterisk i‘ndica’te'tha:
for that session-during a transition segment, which was
relati\;ely ionger .than most transition periods t_aklnq .
place at assembly time, e teacher used the turning off
‘ot lights as a signal. here is no indication in that
report why the teacher was using that’ signal but during
the progression of the sessions.it, had* hecome _evident to
the observer that‘ during étansitiun »periods when the
teacher ;ianted' the stude;-nts to move. to a quietéx activity
she very . often used the turn:tng ‘off of lights to signal
her w{sh. During a segment of the same’ gession when the

students were in the gym class a sample of whistle blowing

proceeded as follows:

T. "Can you be an elephant in ' the circus?"
(Indicates to students how to move around as an
§ elephant.)

" 45. sSome students "Ump, Ump, Ump."
46. T. F"How about lions?‘;- '_(Very loud growls.)
47/. T. blow; whj.st’le. s’tudants stop.
L "0.K., lions ggowl. You are screaming."
T. * "Can you be a monkey?"

_Ina mus’i.c sa;fgn\ent of session X the teacher stood 9):'
'the front of the class waitii;q for students to be seated.
Students chose seats then some ‘ch'a/ngéd their mlr{da ar:q
exchanged seats or chose .others. The teacher remained )
standing very s:raiéht_ and rigid withyher hands folded in

front 'of her. . While there was some’activity: -
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. 80, T. "oooo" (extended musical note)
& 1 _ (M) talks to

81. T. “"_1 (m" . \

. 82. _1 (F‘) looks at observer. '
83. _ “ (F) giggles ' i |

84, _3 (P falls off cha/ir (a11 students laugh.) 5
85. . "Excuse me please, raise your hands!" )

T. "We'll sign thi$ song in  our heads"
(names song and sing a few bars)
7. ¥ one ... two «.. ready"

dires watch.
(No sound fzom Students) =

Some students interruptions were placed in the

envir 1/routine y as well. In one classroom

students who had completed seatwor® lined up at the

;:eache:‘s desk for assessment of that work. The teacher

was usually ‘not anywhere clcseb to the desk but the

presence o; the student or students, at the deskrA

ihte:rupted her work with other student; or other activity

in which she/was engaged at ‘the time. 'She then moved ta.

the desk to correct the work of the students or sfudents Lot

assembled there. Since this routine was observéd all

sesslqns, the interéretaticn was taken that stl‘xden;s used

this procedure .to signal _to the teachevr that their work

Sids complete. . . ) 4
Inside’ soma.” classrooms there are tj.més whei\ ’

uctlvttie's"" aré nudli:le fram adjclning rooms. This w;s

pdrticululy hotiéeable to the observez 1n one classrocm. s

During ' one ssqment when‘ the nbsei‘ved qlass was beihg s i

administsred a spelling test, inst::uctlons _yere balgg %

\\?\



given in’ the spelling of the same words in the adjoining
room. The class in the adjoining room was repeating the
spelling of these same words. At other r:ime the‘ voice of
a teacher loudly ad.mor;lshlng stud/ents could be heard.
Incidents of this )d.r‘\d. as well as visits fm;ti ocher. staff -

members were also part of the school environment.

, - v
Point of Order/Direction Interruptions

The 1nterruptiops placed in the point of order/
direction_cateqcry differed, from the environmeéntal/routine
category in thag there was a situational immediacy about
the point of order or direction interruptions.
Comparison of the ln\:erruptions aneady noted above for
session U will serve to illustrate” vghy‘ interruptions in
that section of the field notes were so categorized. As
described  interruption 8 was designated as' an
envizonmental/routir:e 'interx:uption,' . while 1nterruptinn»12
was placed 'i.n the point of order/direction categdry. The
feacher, very sternly and pointedly, directed the

statement " *__m sit down!" toward that student as he

" left the semi-circle. The student returned to the semi-

circle. The teacher at the same time as she was directing

the student what to do was ordering him to do it. She had

already asked all the students to sit on the carpet and
they had all cobmplied, that studem: included, but he had

ceased to! qomply when -he: left ‘!:he circle area. 'l'he




’

student returned to the circle indicating that he accepted

that s‘tateme\'nt as a direction or an order and that his

action of walking away from the cirq}e was interrupted.
Interruption number 10 v\zas also placed in, the point

of order/direction category. The "tone of voice in the

statement of number 10 interruption as well as the
5 3

language of +the statement, were somewhat different from
that of number 12 interruption even though in number 10
the teacher was giving the students in the cloakroom a
direction. "When you're ready come on in" waé a direction
to the students about what action to take. The students
complied an]?( after completing the activity in which they
were engaged before the teacher's direction - that of
changing their footwear from outdoor to indoor. .
Examination _and comparison of both interruption
number 12 and interruption number 10 indicate how aspects
of both had a directional quality. There are differences

in the point of order dimensions of these interruptions.

Both interruptions got results. The tone of voice in,

which numpber 12 was del‘!.vere;l could have given the message
that- the order was to ~be complied with immediately.
\whereu, the  clause "When-you're ready" gi*}eg the’ request
a‘'negotiable quality.' There was a hint of point of ox_-der
i'n ‘that the students were on their way to.the cllassroom.
;l:ha {;s_cher could have wanted to lr‘emind’_ them that
activities . wérq‘ awaiting their “arrival or that she was

. z ‘.
.aware that they were getting ready and gfying ' them enough

PN 84
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time to do so. ;vhichevex the intended message, the
statement was categorized here as an ﬁmetrupt!.on because
from t‘ﬁe observer's viewpoint all the students in the °
cloakroom were not visib}e. The teacher had already made
a, general statement to the students to hurry.and the
reason for the need to hurry. Consideration led to the
observer's opinion that the teacher was nwa:‘e that there
was a need to make that further statement. That need was
precipitated hy:&th;r some action or inaction on the part
of the s\‘_tudents. thus giving somewhat a point of o?der

y quality to ’‘the interruption. Some interruptions in that
category were more easily defined than others and the lack
of overt action made others r{iificult, if not impossible
to categorize.

’ Somé” examples vof point of order/direction
interruptions hold reminders_ J proposals set out by
Martin (1976) about the disposition of actors in
classrooms to negotiate. Tonall ;al-itlea of the voices of
interrupters, when the comparisons of interruptions 10 and
12 for session U were being _asseased, we_re 7ar: of the
consideration in these processes. Likewise, those authors
who see the hidden curriculum as embedding the ideology of
the socj:ety, Apple (1981) being one™of those, come to mind
when_students for example are given orders or directions
without apparent recourse .and with lln‘:le or no

discernable motivation.
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Accepted/Excused Interruptions

Interruption eighty-five of the excerpt from session’

X above. is an example &f arbitrary placement because of

lack of diécernahlh . reaction. If the pre-fielé work

on that the ion of asking to be excused
will identify an 1nterru‘ption thq;n the statement"'l:‘.xcuse
me raise your hands, please" dictat:ed the x;lacmnem: of
that interruption in the accepted/excused category. Also,
in the light of that pre-field work assumption, in a kind
of converse sefse, it is significant that’the teaéher

viewed the statement as an interrﬁption. There was,

. however, no .discernable overt reaction on the part of the

« The s "had no discernable reference

point in ‘frevious interaction or ing in on

The students did not raise their hands so they either did
not .lntezpret the interruption as an order o;.directlun.
or, if so, th{Le‘i‘_‘ not to comply. If non cmipliénce
was the case the ‘teachez did m;t follow up with further
instruction on that point.

Raising the hand to ask a question or ma}te,,a

t was noted all the 'sessicps observed.
Indeed in the ahove_ me;n:ioned segment the tagdher made the
statement "Raise your hands ;f you kpow....". Since that
statement was a ,part of the teacher's instructional
ac'tivity and some’ :/xtud_em:s complied, waiting turns to give
answers, that statement was not noted as an interruption.

It did, however, appear 11? the interaction somewhat later

-
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than ,numher 85 noted above. Therefore tbat pan:lcul’ar
segment: of interaction.with a speclallst teachei— as well
as iH other s.egmel:kfs of, session U ‘wlth the regular- & [l/‘:

Aclas;:oo

.teacher, the expectation that students -would
raise théir hafids fo call attention to thelr wibhto
) Yy join. the in(;er‘action was noted. \ ' o = ) “
The statement "raise your hands if you knéw" gives,

direction, abcut what' to (do and the reason: or doing'it.

When:, hands were naised dun,ng the course of a spgmem:»'_ .

without that dizectlonﬂor a similaz dirégt'ion on the Earu.-
of che : teacher_these attempts.were noted as intet:\uf:t,tuns
and the raising of the hand taken to mean much the same as
the cgnventional expression‘s "Excuse Spe" a;xri l‘i’ardon me"‘.
The. gesture very 'ofteg interrupted some interaction iri -
progress at the time,, but because it v;a‘s pntlnuasl.ly
reiterated throughout all sessions, it " wi (:ken- - to 'be
expo‘ed even _if it occurred unpredi;:tghly. ‘(An example
of explicit direction in sample T, Appendix B is
interruption number 30.) The interruptlong of that type
were placed in the accepted/excused“ ca}:egory Fince the '/
teacher's reaction to the interruption was ‘taken as

acceptance ‘and the convention of hahd ra' ing was taken to
'

A 5
be in this case ~an expression of asking to be excused or -

begging pardon.
Somewhat more difficult to assess | wér.e‘ the
digﬁ-z‘encés between occasions when the terms. "excuse me"

or "pardon me" were '_usedL and the occasions’ a‘ppeannq
) et} v 5

.
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overtly similar in nature when these .terms were.not used.

When these terms were used interruptions were placed in’

the accepted/excused _category. An example would be the

* public ac system st noted as intexrupcton

number two of session X. "Excuse me, teachers if any one.
o

knows anything about the black ekt\é'nsion cord will you let
me know, please" was made by the 'same“school personnel as
number seven in the same e?«:erpt made a few minutes later.
In number seven interruption n;: Vapoloqy was made.

.\ ’ '

Accepted/Unexcused Interrugtiéns

As noted . in Chapter II, interruptions encountered in’

the first obsérvation session dictited the present use of

categories of int,ertuptians. ¥ Ei} quantifying data

compariscns between male and- female student interruptlons‘

could be presented in graph}c form (Appendix C, Table 1).

On another graph (Appendix «,.Table 2) the sessicns are
delineated by their ,assiqned’ letters on the hcrlchtal
axis while the categories aze listed on the vertical axis?
over\ll totals for each ' session and -each ‘category aré
presented. At each im:ersectmn the typb and number of
interruptions can be seen. Apart from total numbers of

hite’rruptlcns in each category the portion of that total

' initiated by male or fepiale s:}xdeflc or teacher was also

recorded. The.subtle, yet di le diffe: b

those " 1nteriuptiens placed in‘ the accepéed/excused
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cateqox;y and those piaced in- the. accepted/unexcused are
therefore exgpllfied in ;his section. During’“the field

observaticn interruption number six of session e (Appendix

B) was placéd in the accep&‘.ec\/unexcused category. The -

interruption by the children of "thé--teacher's statement
aboutthe upcoming party as they shouted "Christmas Party"
was overtly reacted t

7 the teacher. She commented: "No
- < it isn't ¥ stmas Party". Since she did not comment en

Mch ‘the children answered, that is, not .
/ rai.s!.ng the:Lr hands, and since she had gmt‘ elicir.ed’.a b

_;_eap_m_&,_thia mterrupucn was designated as being'

unexcused by the interrupters yet accepted by tixe teacher.

The nex: part of the teachers. reac}i‘an/was' ‘her questipn.-

"What kind of party is it?" .That question provided an

opportunity for an answer, and the answer given by some
children ("Circus Party") was not deemed an lnterr-upt!cn
for that reason.

. Patterned, \Testion-Res onse Interr:

In consideration of questians -such as that asked and

recorded in session T3

namely "What kind cf party is it?",

themes und t;onte:;t of intét’ruptions come to the” fore.. In

the pre £ield work assumptions ;he category inicia”lly was

-~ pgsternec‘l/rfixed. The label fixed was later disregarded.

Patterned was retained because.an analysis of classroom

sintetaction™ showed that = there werg  occasions \when:
I3

.

N




© . of classroom inte;act_ion', but,did interrupt an activity in

\or‘ogr’ess,.' These interruptions took the form of,que\s;wns,

that is in the phrasing of” the question itself, ér in

inflection of the words used. Sometimes these were '

teacher initiated such as the following:  while the
teacher Wwas calling names to check attendance and

recording the g;tenqa'rfée in the class register, instead of

calling ___1 (m)'s nane she said "__1 (M) did you

bring your note?" The male student replied "yes" and@®left .

‘ the circle in corner A to go to his Ec—:é‘khaq at his 'tgbl'é

S ; s N
to 'qet it. Other -\tim?s there were student initiated such

. \ * - - as’the example in session T, interruption 82 (Appendix B).

"Do we need our cans?" was a qx;estion asked by a male-

student. The teacher-did-not answer the question directly

nor was there any _ indication that the’ B ciuestion was

*directéd toward the teacher. - The teacher, immediately

commented orfG the tools the students would need to complete
the activity: being distributed. Some of these tools

including crayons were kept in individual cans on a shelf

in. the cléss_kacm. " These differed from the accepted/

unexcuéed questions in that at no session were
interruptions of this type prefaced by an aﬁolaq}[', ‘or was
_ it ev‘en_lndica};ed that an apology was expected. The

inter ons i " in the

2 4

g{ere‘sometimes z }/ercly, very similar to those whi&h were
A T : R

" °
-~ interruptions occurred which were related to the routine °




prefacéd by an apology or by some indication ..of an

apology. 3 - 8 o

« Obtrusive/Rude Interruptions

Prior to the present field wox;k. it was assumed that

classx;ocﬁn interruptions could be placed on a contihuum

~ 7
\i \algn; that continuum. Indeed, there were interruptions

th.cMre labelled by . some actors ‘as xude.. These were

placed 1n the obtrusive/rude category. Placement was

Ehereﬁm:e not' problematic. What™ was pmblematic was the
2 meaninq -of ‘rudeness for the person dolng the mtexrupting.
P " ’ With the whole categorization process, identification of
. . : themes among 1nter:ubtions pl_gyed an'-imgortan: part’. As
. ' Enentioned above, situational context- was also involved in
.. « - ; conslde'rati‘on) of these’ themes. Since consideration of
. . ®stmilar situations was an on-going process both -in the
- collection and analysis of data, similar actions such as

gestures, similar language such as words or use of words,

and similar ¢ € .such as ‘s of peri:ods, were
some of .the nctlons made both mentally by - the cbservar

% and by @ppendlng comments to the~ field notes, While even

definitive. expression o_f rudeness on the part: of che

aided ; ization ‘the for themes

left doubt on the part. of the observer about the

lntstrupters lnterpretation of that same Lnterruptiun as




Being rude. In.sessiun By inteuupt!.on 2 ,ﬁnpendix B) a
student . seated amonq others in the semi-circle on the
carpet‘ in corner A (Appendix A, Figure 1) ?Ea;_d‘ to the
~teacher, as she was moving towaxdf the chair where she sat
when a at that corner, "You with the pinx, sit there". The
student indlcated the teacher s chau by poincing her

finger as she spoke. The teacher replied . "That's ne: a

very nice thing to say to Mrs.: 3 (réf.errinq to

herself). I wouldn't say ;:o boys and girls “you with the— . .

blue or you with the redi". 'fhe teacher ,was wearing a

pink sweater at the time that 1ncident: “occurred. " The day

hefote part -of t'.he inscruction segmem: of “the session S

1ncluded instruction about coloru _An excerpt from the.

field notes_for that segment follows: =Y P T
T, "Now gray 1is -the color today,"
Teacher signs a little -song including v
. B words_"Who's wearing dray today?" WNo .
discernable reaction from ==

' L' 1. (M), You' 're in a gray sweater
- E tand up: we Thcse wear‘inq gray
. stand up. Boys 1 (M) -

3 M) stand up.
115 The ' three buys who are standing hop
around. &
T. We can't do this if you
don't take part.

_116. 2 _ (M) continues to hop. «

117. . T.  Sit down; please. sz
“All three sit.~”
., Teacher instructs about letter O.
v aE® Teacher- questions about the
letter O using chalkboard.
Students answer, -raising hands'
5 for' turns to reply.




(M) leavea semi-circle, goes’ to

* 118.
ol desk picks "~ gray crayon- from ‘can and ™
holds up. - ==
N T. (#) has a gray crayon. . A}

12% L. 2 - (M) Teacher you said you "couldn't
£ind the purple picture but its up there."
2 . (Points to wall).
s 2 I just found it today. .
®

. 120. 5. M) What's that there?
-

- o

122. 5 (M) ‘Ya -- what's that-there?” A

iz T. _ That's the purple picture.
T. _ This is the gray one. (Holds up card).
Just look the.sky is gray.

= . We'll have bad weather today.
v w T \ (Can't téll 4if that ig on the card of if
EIR e : : . she is referring to sky cucside)

,(" ’ " In comparing themes of interrup:ions -the Eact that
i a the qa_y ~before a segment had been’ concerned with color,

,-and in fact ha 1150 been co\‘cerhed with the wearing of a
. & D

particular color, left ,‘\:he observer “comparing ‘‘the

4 interruptions of these 'twt_:' segments. Questions arose

about the 1 ion by —th £ th =

in' €hapter I and, the—-"generuting of shared meaning" as
ne expressed by Delamont (1976: 28). Theseawill be addressed

s -~ in fchapter v. Such discussion will include the noted

teachers' raaction to male and female Lnte:rupuons and

the 1mp11cations these present for messages of attitude

passed on by a hiddeh curriculum. d -

. \
. Other interruptions. labelled as+ ncn: nice or as rude

by. that _same

During one

were: s& ng in corner_: A

i - ‘observation ﬁerlod 2

statement. These questions éoncerl} the elements described -

:Lnstanr:es when there were (discernable differences. in




. . (Appendix A, FLgure 1) while othe/r ;tudents were repeutinq
nurseﬁ rhymes in ur(isan afcer ‘the teacher, one male
“student interrupted o:?xer students near hlm by blowing on

‘ them. When the teacher noticed she said ™ (M)
-that's very rude. Go rto your chair’l‘" %,_ (M‘) went to-
his chair, sat and lowered his head on his hands folded on
lthe table.  After :Ehorc time wnen. the teacher was

Lexp_lalmng work she recalled hin\ to the semi- clrcle. .

In other classrocms of this ohservaticn se?slon

N . 4 d:LfEerenc teachers used the , terms obtrusive and rude as

W s ~we11. Sometimes reference was made by, teachers abnut‘the

%4 ! int ion and that

—F

indicated to the cbserver
that the Tteacher, considered the interruption obtrusive
even though- other terms were used or the same terms.were

'ﬁhx;.avsed differently. Interruption 33 and the comment 33a

. by the teacher of s}Ei&n T is a. case in -point (}\pbe di._x

B). At that time the teacher says "Mrs. _ (referring

to ‘herself) dcesn t like boys and girls shou:ing out her

B name, ol.K.T" This incident tpot Place with the same,class

as referred to above but with ciiffergnt teacher.
v . There 'were interruptian "‘initi‘.ated 'Eyﬂstudeﬁts
= Lnterruptinq each -’ other. on which the student being
Lnter:upted commented as well. For emea in one
session 4 (E‘) was playing 1with toys on the floor near
the bookcuse B (F) came a.long and ‘picked up one of the '

toys = (F) said "That's Eude withaut asking."




) U - There were Eew interruptions uuti.ated by teachers ‘\\
iwlaceci in the obtrusive/rude category, but had studénts
been consulted or in some cases given a chance to“c;vertly
xeag’t, there perhaps could' have been more interruptions. ’

s Examples of these instances could include the times when . &

certain

entered cla while lessons were in
progress without apology to.‘teachers or to students. More
often_than not they were observed apologizing to teachers »

yet: interrupting the listening of _speaking acts of

o Py 'l'hese i were placed in envircnmental/

~routine becaugeh, oE the observer definition of that -

. categézy “but’ had _these other aspects- of ini;e:ruptic;ﬁ'
telated td other categ’ories.

1w % Unmticed[igncred‘Intefrugtians .
0> "\ .
Among> the ,interaction observed m kindergarten and

grade' three classrooms there were some act).:ms, gestures,

. and spevech,, snd resnunses ‘to these actmns, géstures znd

- speech, or -~ lack . of observable responses, which _were
problematic. The—sense \:Jlat some of the elemem:s of that

\typé, of 1nberaction were meaningful for the actaxs ,led to

- the ass:l.gnment of ‘a e for. pl of

interruptions detexmined to be of that type. Perhaps,

more so than any otfier category objective placement in

_i:hat category was difficult. Being able to determine if i

the i:nte:ru_x:\:i.on ‘ or ‘dtuempted 1nterr\“|ptlcn was unnoticedl




could be fully substa}itiatéd only by the:actor doing the

qnoticing or ignoring. - If a.behavior or spgech became a,

full fledged interruption then it was categorized in some

‘other 'way. Making note of instances when behaviors were

exhibited which had potential for interruption, gave the °

opportunity of comparing situations amd contexts ‘of
overtly similar actions, ‘gestures and spéech, some Of
which interrupted a process while ~others did nok.

Suhjectively, ‘then, ‘observed inétances which 'had the

i . s s
potential for interruptions were recorded. These, which

‘appeared to the observer ‘to be !gnored becalfs’g they
‘registered nc; overt' reaction were somgtimés physical. ~an
gxample fx:;m the field potes for sessiun:n follows:

» 15 (F) walks across "z‘:lassrocm

floor wearing a sombrero taken from
dressup section.

98. _4_ (F) removes sombrero frcm ..
(F) s head.
‘15 (F) keeps walking. .

The action by -one student tha.f is, removing a play
thlng from another student, -was 1ahe_11.gd an
unnoticed/ignored , interruption not becaus; 4t had no
observable »ir;t::erruptive effect on the process of __ 15
(F) ‘s walking at the time, but since _15' (F) placed the
haé on her owrr head she didn’t appear to have ant‘ici’pated

i\:s removal. It therefore could have ‘interrupted ﬁer

’ plans tp keep-wearing it, If there was an interruption .of\

plans 15 ' (P)\qave no' indicatioh of that overtl)_( (or 1;

given was missed by the observer). . Comparison with other




8 . 1nstanc_es of students taking play things from othér

- . = students could take place, however; wich -the view to

: them. .
Y B . There wére Lnstances when Sbe intent of an action
appeared to the obaerver to be interruption but the \accion

. * \,went unnoticed. Occasions _b{hen students raised their
» . ‘hAnds, even though these students were behind the teacher

- and out of her field of vision,, were nct interruptions as

. such but thsy wgre noted so as tc facilitate ccmpuxisu{.

5 aﬁout students' attempts! to get the attention of the
teacher‘ anq for companscn of -students' own'behaviours:

for example, comparison of unsuccessiul attempts to get

' 's on -and nine if these attempts
. ¢ontinued. T B

Observer Related Interaction

L1 . . With  observer’ related interruptions the
S‘ 'inferpretation of the acéor, when the obs’er‘r was the
. target -of the interruption, is' one instance when

- 3 ’

‘ ° ' Anterpretation is not in guestion. The observer's fe:eling»
. . . at the olket of the observation was that the observer's
bresence should ’ be' as lnconspicuous as possible,
Obsexvn!:ion pol.ntl were chosen with that Ln mind. Also,

"ai with “and was /kept. at a minimum

during sessions. There were occasions’ when the observer
vas” ap : i

by and e and other

detémining if there were abxi_ezvahle_ differences between




occasions .when she was referred to by them. An example in
session S during 'a combinat'ion segment, when some students

wex:-e‘playing‘, others eating, some workiné at;:eir talfles

is noted. The’ teacher had been correcting students’ work -
as they preseé:ed it to her at Table 5 (Appendix:A, Figure

1. She left that e .and walked 'to the observation

_poipt. There she interrupted the observer's notetaking by

c‘o}henting on the "readers" used in ;.he other class. That

interruption E/ia was categorized as 'c?aserveg ‘related..
While Fhe teadher was talking to the mbéegyér interruption
number 90 occurred. b‘l‘he excerpt describing - that
1nterruption was recorded as iollows~ - '

" 89. T. comes r.q observation point begins a

discussion about "readers" used -in the - =
other class.

90. (M), Can we have the needles? -

T "I guess you . gcan have E
needles", Teacher leaves to

- go to’ entrance where light
switch is located.

91. (F) brings a can of fruit to e
'observer to open. Observer opens
fruit.
17 (F) goes to her seat. Begins
eating? Some¢ students have - built
interlocking blocks into ‘“the form of
guns and are pretendl.ng to be shooting
at each other.

92. Teacher turns off light,
wh).le interruption 89 was a teacher initiated
interruption of the observer, number 90 was a student

initiated interruption of the teacher .a§ her interruption

of ’the observer was proceeding. Number 90 was cateqori'zed B
. :




., as unexcused. Interruption 91 was categcrized as nbserver

‘relited -as well.

. If the observer

1

[} f

by her very presence or by some

unintentional action interrupted other actors, reliance on

overt clués aided the observer's eyaluat{on of the

incident as an interruption. :On one such occasia?}, as

session V began.students had, just seated themselves: —

1. observexﬂenters classroom

"What's “she doing here?

(i) -
Other i

students  turn and® look  toward
'observe . o
2. "Take out your Math books. .
“ . Page 143" ~ J
2. Students chat as they take out their-
Math books and open them. . -
3. T. "O.K. Let' s_look at it."

The -entrance ©f ‘the observer was 1nterpr§ted as an

interruption as

that entrance prompted the ma¥e student's

. inéuiry even thouqh.‘the inquiry itself alerted the other

3

étudents to (‘:he observer's, presence. 3 ®

. Content of interruptions identified routin'es.', rules

and regulations

Sometimes by  disorientation - or

misinterpretation of the situation by‘ the initiator of

- these interruptions.

pai‘t of _ the -

’ This led to greater facility on the (

observer to cdtegorize wInterruptions -

enviromnantal/x:outine im:erruptions as well as cther .

" types, 'l‘onal qualities of verbal interzuptions, alcng

with the content, aided the perception of-neqot}ability

\Vbécween actors.

of an- expression :of excuse Wagh yrecipﬁ,tar:ed' in the

»

The .identification of handraising in lieu




categorization of accepted/excused 1nterr\.\ptions. The’

subt}.e cuu regce 2 ¥ the patterned:~ %

quesnon xesponse and the accepted unexfused were examined

to explicate the. ,n\raﬁces to which the adtqrs have to. .

. become attuned to discern the :ules, rouéines, and

'
regulations. ay deliberation about these nuances and bhe

process of, hahita.t:ion regarding :Ln:err\xption; the cateqcry

. of unnot;ced/ignored becaite " part of the categoxization

process to try_to ascertain whethgr interruptive attempts

. were  repéated _unc&l ‘successful' and-. also .‘to rry .to

"uasc’e‘rtain if ignoring-is part of the s‘\:raceq"y of ;ctc:s in

classrooms. Incongruence of, meaning became associated
with the observer as non-participant. The identification

of. that concern brought about both the . categortcal

designation and the discussion of ological
of interpretation which follow.

| 'In’Chapter II there w‘#as discussion" of the .choice of
non‘parti:cipant obse).';lation as a methnd for the co;lectibﬂ
of data. = Because inEe:pretﬂtion of the actions, sf:eech
and gestures of others aze taken’ mtc accqunt when-the

Observer's self is ,anvcl\qed in “interruptions in the

3classroom situation, the processes by whigch these: same

inte:preta:mns are arrived , at w:.ll he. discussed in
Chapter v as part of the Lnterpretation and analysis of

interruptions in the im;eractions of all. the actors.‘
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CHAPTER V. #
INTERPRETATIONS OF INTERRUPTIONS "
. 3

One assumptlanam;!de ;t the beginning of this study is
that intermptlons fam a part of the qeneral"pmcess of
the culture xn which we live and are therefere a segment
‘of'what'Dell Hymes (1972) describes as a dictionary of
what everyone knows. *A  second assump‘tlon was that

study,inq Lnteuuptions in a particular interacnve content

could be inst:uctive about the social® order. in that

Accnte)’cc. Both of these assumptions are at t;.he core of the’

theoretical arienén;iqn of this research and"l:ot'fx lead to’

q' particular X 9 ion of one from the

_othér  is difficult, as with- most-points in this study

" because ‘these two are so interwoven. An attempt will be

made in this c’l’igpter to bring together these difficulties

with refarence o~ the interruptlnns observed in this
research (Chaptat V)., Specxﬂcally attention is given to o
the categorization process (Chapter II) and "~ to the
problems of meaning (Chaptex I) as actors go about their ]

1Iu. '

day to-day ‘activities in clas Y (
both caceqor}.zauan and meanj.ng relate to interpretation -
and analylis of interruptions, the discussion will take.
fcrm through . these channels lncluding focus on the actors

and the situational cbnt.ext. s . : o

. In~order te examine in detail ° the 1nterac\:ions among

Xndlv:lduals, a particular x:esqarch orientation was adopted




which in itself yielc_ied certain diqusitions ‘toward
further research. fndeed, as early research processes
were being explored’ and tentative definitions of
interruptions being made for the purpose of data
collection and organization ’l'.hreads of fnterp:etntion
schema were appearing. Observer held ideas about
interruptions were being debunked. For example, one such
idea was that a comparative'scale of interrupticns .could
be devised. The realization that an in\pnsitlcn of such a
scale or data would be reinterpreting interruptions which
had already been.interpreted by - the actors led to the
vevolution‘ of categories from the. data. The grounding of
- the :mter:ruptmns within the data itself evclved Prom ‘the
research method chosen, Since situational and contextual
considerations became preeminent. In that regard, then,
observing and x':ecc:ding of an Voptimu.m of classroom
interaction become desirable. Since Glaser - and Strauss
(1967) proposed that generating theory from data in social

research is an alternative method 'to thé quantitative

method of comparative analysis,. that method has been,

impleh\em?ed by a variety of researche:;. glase} and
Strauss  (1967: 17)| maintained that there was "no
fundamental clash between the purposes and capacities of
qualitative and quancitative méthods on Hata" but that one

method, could be used to "supplement" the other. This is

exactly what ned .in  the Without

reiterating the problems of categorization outlined in the

. . P

-

<



‘ chapter _detaj.linl% the research process, reference is made
here to the process whereby categoriés evolved from the
data and only' then could a quantification scheme.be
devised. However, once that sc?‘leme evolved the data could

be used in a quantification manner for complirative

' analysis regarding numbers of interruptions relating to

gender of actors, physical context of interruptions and
situational context of interruptions; thereby pointing to

paths-of furtlyer research. At the same time, with the

particular research method chosen 'the immediate‘-and'.

retrievable data needed to address the questiolis of the

how and why of .interrupticns were also availablé. In this .

rggéx;d the suggestion here is'that naturalistic studies do

more justice to the complexities of classrooms’ and schools

and’ that the 'naturalistic -srientation provides a'more

appropriate framework for 1lizing ¢l e

Self-and I‘nterg‘retatio‘n

By the interactional orientation to the process of
human }.nteréction the self processes are at the core of

the social construction of reality. In this study the

social reality involves a number of actors. “The students, .

the teachers and the observer are those here addressed.

-




Once the

§ o

Observer and Interpretation

research method had been determined the

observer became a part of the social setting under study.

Looking- to the actors ,dn the

cluusrocn;ls to defihe

interruptions meant that a number of processes were

sLmulta’neously underway.

For example, even - though the

observer believed that her experiences as a grade two

teacher dided in - the
suspension "of the action of t@.achir\q for the action of

observing. a major orienbacgun shift inv the observer's

interpretation of events, in the

definition of the situation occurred. Also, ‘with that

shift came a sens'itization to the "strangeness": (Qelamont,

1984: 255)

in a new

'h -setting.

. Throughout this report it has been stressed that both

observer detachment and~

desirable.

However, in

revealing -way that data

incongruity of meanings

meanings. That is o

therefore™ il

non-intrusive presencé were

the sometimes gonvoluted yet

yielded

insights ,it was the

which spoke for the shared

the overt reaction to the unusual

.
helped identify the usual. Two situational coenditions

events and

at the

the | uni

of 1 ional

same time were used as confirmations

that habituation occurs. From tne observer's 'petspéctfve,

the "culture shock" of tt;e‘unfamill.n situations in the.

kindergarten and grade

sensitivity to mennlngé of actors other than canche:i'-,

meanings.

three

classrooms ti\elghtenéd

In addlt}.cn', - the analysis for meanings
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asscciatég with the cbserver—rexé;ted interruptions gave
opport;mity for -compariscn where the observer was the
relatively constant p.nenomenon. Although there were few
(ﬁmtances ot tecorded observer related interruptions,
overalli the initial establishing of a category was brought
about by‘retl;ction of an. interruption related to a
student’s looking at the obferver when the teacher was
insisting that the student look it _her,‘ because’_ that
student was talking to the teacher at the time. There was
no direct Feference to the observer either by the teacher
oy the student b\;t the real\ization that the observer was
covertly a part of ‘the interact.wn just, by presence in the
" room 1led to questions about how much and what kind of
1nterrupqtons were thus aasociated. ‘These questions could
‘be addressed only by detailed examination of « ‘the
| interactibn. - -

The researcher’s” inability in the first hoticed
incident of observer - related in‘t‘erx‘hptions} to 'a'scertain
meaning iq' the stud;ntq look led (‘:o a number o£ questions.
Was it disconcerting to have a seéund ‘adult‘ in- the
classroom? _ Was the student; more interested  in the
obsérver “tflan‘the.teadhé’r? Was 'hhg student shy? Was the
student fearful? = Was the teacher-bahaving differgntly
with thut stu}iem: when the observer was present from other’
occasinns? Did somathing nbout the observer's lock, body

Vlungua\;e or positicm command attention from that- student?

One gonclusion reached abput: that interruption was. that




thére was a discrepancy between the action of the student

0
|
|

and the expressed desire of the teacher. “The f:en'cher was
interrupting ‘the student’s looking by -talking. - By
context, therefox,'e, the teacher’s desire reqa_rdinq the
student’s look was made known. f =

- Other observer-related instances of interruptions
were somewhat more revealing. For eXample reference was

~made in- Chaptar III to an interruption related to-the

3 observer which appeared to establish that the. observst was
indeed f“ xnterrupticn. During one séssion the taucher

referred to the” ebserver as a.,visiimr nnd drew attantion

- -to the ubserver while making 2 sta\:ament td‘ the eitect
that even though the observar was in the room the Hehnvtor
Y- being exhibited by the students was —not usual. wl:xethar a

"questiun of student— behavior resulting from observer

presence or teacher strategy for coping with the unusual;

behavior or a combination the' presence \v_als verl;_ally
;xpiicated theyefore any -wish for non-intrusiveness on the
part of the ob‘server was futile. |

. o Acknou,ledqanent by students of 'th' .oburvar’n

ptesence also g/ave opportunity for buth omparison ot

s students’ ‘1nif.1a1 and continued- rauccion o/ ‘the observer

in both the xindargarten and. grada three classrooms: In

. the kindergarten classrpom the initial obgderved reaction '

v i s
. was a stare which initiated observerreflgction about the
cateqorization of tha observer as an inteyruption. In the

first "observation session three other obnarver-rnlutcd
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‘interx‘uptions ocaurred. The teacher interrupted the

observer’s recording to outline seating arrangements for.
students», and while she was so doing that conversation was
interrupted by a male student asking girecti.ons about a
seatwork, project undarway at that time. Neither of these

interrugtions was excused. The i‘qnal observer-related
5 N 5

intertuption for the tirst.observation —session took place

_during the combination segment when ca, female student

apptoached tha observer at the observation point
requesting that some blocks, with which she was_ having

difficulty, be taken apart by thé observer.

In the grade three classroom the initn,al observer—‘
related 1ntarruptions were in the form of stares: directed

Atowatd cbserver s position. There were two predominate

kinds of interruption of the obsérvex;-related interruption
observed in .grade three classrooms. One by the teacher
réferred to above where the obserxer was named a visitor,

and another at the beginning of the second observation

session when a student loudly - asked "What’s she' doing

here?", which verbally direci:ly implicated the observer.
The second interruption was unacknowledged— by observer,

— -

teacher or other students. R -

o By highlighting these obsewer-&lated interruptmns

it is. hoped thnt some aspects will becoma apparent
espacially as they tel»at‘afo.the‘ concept of self and

i 5 ion. of i vl ions. Part of Mead’s theory

relates " -to tni:{ng the positién of others when’ viewing
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oneself and the 1nvolveme_n£ "of thaE process in oi\a;s"
disposition to act or react. How, then, ‘éidd:he actors -
view the observer? The message taken from the, verhal ol
% references to the observer was that in;;ed the prssence of
an observer in the clasiroom was unusual. For e?cnmpls,
one student’s question "What’s, she doing Pe_re?ll" and n:
teacher’s statement "I know we have a visItor but..." are
. cases in point. As for the occasions when students looked
in the observer’s direction, these studer;ts may have been
EE bored and the observer a welcome distraction from their 4

routine rather than an intarmption. Examination of these

interruptwns ‘revealed certain ‘tommonalities in them.

[ ] Nupe of the observer-related interrup;:ions were excused or—
- B
pardoned. All of those which involved looking in the
direction of the observer emanated from students in an.

instructiohal siguatior; while these si:udents were seaEed—rr:f;
either in homerooms or specialists’ rooms. - On the two ;
occasions when the observer was _agproached by -the-
kindergarten teacher there followed approaches by stu;ients ) P
either asking ;fz:r- help or seeking “advice. with the‘
‘exception of the initial question at the beginning of the
seco‘nd observational session verbal acknowledgements in
the grade three classroom were made by visiting students.

Delamo‘né (1976) sugqgats that there are two separate
- v itypes’ of teacher-pupil _encounters; the i;nit'i.al ‘-en;:ounter
i ’ and the routine encounte;. +, She./ also st_iqgest’s‘ what is

Sooe néeded is observatipn.af the first type. While the pupil-
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teacher relationship wase well along in the,‘t‘ei‘m some of

the differences between kindergarten and grade thrge © -

int:erruptinh:s related to the observer - encounters. were
‘noted in this research. i . ) v

. as the first obseryation session begin the
kindergfrten students were given the observers rname A
were simply told by the teacher that the observer would be
speﬁding scme'tfme in the classroom. There was no such
G 'X;Erodu;tion given to thg grade three stﬁdgnti. By prior
5 arrar}qement the obseqer walked into the classroom. At

“the door the observer’ was quietly greeted by the teacher

and asked to choose an observation point. = At two sessions

v > after the initial session the Mndergarten students °

~° Tgreeted the  observer by calling out "Hi, Mrs. ",

givirg the observer the kindergax":en teacher’s name.

_ These were.not consecutive sessions and the observer made
= no reply. Ab tv{o ot er sessions the. observer entered the
clas;roo‘m_aftex: the' students —had-moved—to corner A
(Appendix A, Figure,(l). No qréeting \vllas forthcoming in
e . these sessions. .In the other session whici’x was session T

(Appendix B) a  simple "Hi" greeted. the observer . on

entrance. rﬁy assigning the observer- the teacher’s name;
. were th se students concarnad with ‘'slotting the observer

into' the “teacher oriented expectatxon wHich "they might

- have held toward an adult in the classroom, or were they
e z

d

g trying tq be. friendly? Sub ent  events ,{_ the

former. Vm;ioua school” personnel. came into the classroom




over the ‘observation periods but remained only briefly.
No greeting was off_exed these persons. The student
pinitiated ipté})uptions of the absérver"s recording
activity were for requests of the type usual}y made of the
teacher. Examples of these ye—re "Can .you. open my can of
fruit?" and "What name is on that can?” (Cans used for

stm:ing students pencils, crayons, etc.). -
’ Behavlors exhibzted by the ohserver was puzposef 1ly
deslgnefi' to be 1nconsxstent with teacher hehavicrx not)
answering students““ ‘greetings, not, initluti.n{greetlng or
conversation with | either students or teachers, not
discussing s'tudent‘s“‘ with teachers, giving sirgle word or
very brief answers to dlrect ‘questionsg, and trying té
exhibit 1little or ' no overt reaction to bemviors which
would have been viewed as“disruptive or disorde}:.ly ?’ud Eh_e
observer been viewing these from the teacher standpoint.
In the last ’instance, though no interruptl\cns wére
'recok‘d dunng one of these tlmes, recess periods wheén
teachers left their classrooms were p&cularly strange
both for observer and students. This was more so for thg

grade three classroo) than for the’"ki.ndergarceh. Tha

. ‘puzzlemént turned to, Ln the case of scme of the males inp *

qrade three, escalation of breaches oﬁ/ ‘behavioral rules.

* This was suspected to be an attempt{{o determine the

$tatus of the observer. In that sense the indqn\sutency

of the _ observe}js previously i known behavior as t‘e’acher

would have been ihcorislstgrit with. that exhibited during
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“ interaction was a female-student's question to the “flelper,
. y -~

these recess times. No reference was made to inte’rrupuicn Y
and no discernable intgrrupt‘ions among the students '
occurred during this time. . However, " the sense that tyé
observer's presence was even more unusual at 'ré@ time
'than' during regular class time was interpreted as hdving .
an overa;u affect on their regular‘ ioutine. That no i
student’ ih\:‘exrup;ions f)were recorded was confima/t’ion of
_the ln;a.bil'ity of the observer t? interpret interruptions
‘as oriented to’ by - the- students ;.n their own cultural
context when the -teaclr}er is not u;ualiy present since
there was -no other s’egmént of‘cpmpazable time span in the

sessions when the intpraétlcf\ did not include reported

interrupé‘ians'. N . . :
During recess kindergarten st‘udem:s are supervised by
folder students {two in .each classroom) from grades five
and six. The interruptions recorded durinq that time
illustrate both the differénces in situational context and
g:‘he differences in students' orientation to actors inside

the claﬂss’ronm from those ' exhibited b; grade three
students. Immediately after the recess beil rang th;
' older students entered the kindergarten classxogm. They
~-were not acknowledged by the students as the students set
ébgut to " eat 1lunch. The teacher ma?;e the statement
"There's our ) helpers, mow". There v':a's' nc observed .
reaction on behalf of .the st’xdenta a_‘s the :t;ansition from

teacher to older - studeht; occurred. The first verbal

ta
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. "Can we play London Bridges?" Theé helper did not reply.
P i
But a few minutes later one gavé this direction: "Raise

LI up your hand if you want to play London Bridges?" The

alper then continued going around the tables helping and
*‘tsiki{xg to students. To one male student a helper said,
S (naming the student\who had overall more than double the

interrup’ti.ve events attributed to him than any other

“student Ain the c’lassxoom) "You going to play London

Bridges? You going to be a good boy?" To which the

- °  student replxed "yes" answered by the helper, "':qhat‘s

good“ 'x'har. studeh:, however, did not join t-he game but
log )oxned other boys playing with guns and robots. The play
. took the form of‘runni..nq, pushing the toys around and over

the heads of others and discussing Vthe capabilities of the
toys. Some boys did join the iondon Bridge game but two
who were scuffling when the game was’intexrupted by thel
helpers from the other' kindergarten <class requesting.

assistance from those in the observed classrccm were

ovexheard to say "I'm not playing that stupid old’ game."

one of these same boys initiated ;he one observer/related
interruption fér that segment by coming to the observation
point at the end of the recess segmerft ‘and saying "You're
still at your homework". That action was interpreted as

-

an interruption by the observer. There being no

indiw as apology attached to t:he event only the
situational context and‘the actor in that context could be

T L " used in the of inter lon Ofl the part of

N . - b ™
i 5 . = ' N




& theﬁinitiacor. That :he_ event occurred is justification
fn‘r the claim that’ the  observer as observer had some
impact on the situatiun.j The context of ché interruption
was used as a cvlu‘e ‘tc the ‘interpretar:ian of the observer's
presenge. The word "sc:.ll" for exa.rp\ple was taken to mean
that that student had noticed the temporal significance of
the recpzdinq'. Perhaps that _'was ‘-incohsistent with any
writing event "which he h;d phserv’ed previously, or maybe
it was more consi_s;.ent with a writing ‘event which he had
witnessed outside the claqsr‘adm, hence the reference to
“"homewark" . X ’

When the strangeness '.?,f the situation was .sucﬁ .that'
no intérpretation .of inte}juptibns could be arrived at,
for example that encountered by the observer during recess
in grade three, then a di‘sjolnc between the meaning of
student interruptions in tk.xat' ccnte‘xg\ could be assumed.
The recurdihq ‘of interruptions in the kind_ergarten class
at recess i:ime gave r;se to Aquestiox,\s regarding the otl:xer.
actors in claesr;om -sttuations as well as the context of

these situations. -

' t o

Teachers and Interpretation Y

While the,observer's presence in the i:lg.ssrcom has
. been referted to as a uniqug event and, the actors'

1nte:pretatlon of that event has been ekamined through the’

" dbserver related interr ons, the same pr« re has not
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been followed in the interpretation of other interruptive

events the

part of the interaction in classrooms. A ‘teacher was
present at all timesduring the observation sessions
except for r.he _recess segments. Reliance on cxués either
in.the content of ‘context of the interruptions to try to
ascertain if these were more teacher related Gr’ student,
related was  the _procedure  followed.. Most  of . the’
Lnte:rupcions by being part of an . overall Lnterac\:ive.

\

“situation, involw all the -actors so determination of

comparative relevance was a . mattqp Oof .\analy‘sis.' Further
discussion of 'that kind of analysis will’follow. For the
present the teacher as interrupter is.discussed.

Of the .total intdrruptions' recorded over the
observation’ séss,i;ms teachex initiated interruptions
accounted for slightly less than pélf (Table 2, Appendik
c). If teachers are xm:ezrup;_ing so many times
proportionately tp other .actors, that is, approxfmacely

twice as many interruptions while being approximately one,
twentieth of' ' the classroom . populagion®. it seems

* epprEpELate; € ask. What kinds' of interruptions are these

teachers initiating and why are teachers initiating so

‘many interruptions? .
s 5 Flanders '(1970) maintained that teache:s do about
»g:.qhty pgrcent of the talkinq in classrooms. .A great deal

Of the T i ion in the cl in

the present study was recording of verbal”interaction and "

ang studnts are continuallys
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t}_lese data Bear out the Flander's repcr;f Edwards -and
Fuyrlong  (1978) dlsagreed  with Fl;an&ers in  his
interpretation o’f teacher talk.' Their thesis is that even
in less -structured settings such as$ tésouree’ basel’
classrooms talking is a ,co_ping ‘strategy. A siqniflcapt
asi:ect .:;f the present . data is- the categories of
interruptions in which teachers' interruptions generally
were placéd. ~ o
.Quantitatively (Table ‘2, Appendix C) it can be

ascertained that the majority cf 1ntetrupt:.ons were 1n the .

‘point of order/dueccmn categury and cf these the

‘majorlcy were initiated by taachersA/ '1‘lhe problems of

iu\.ex on 'of interr igns again arise. The .element

- of J.ntezp:@tation in numbers relates only to the immediate

deshgnatlon into a categozy as r.he action occurs. In thé/

present study the difnculues c£ ascertaming whether the

Lnterxupticns»ware point of order m: dn:qctmn and the
jcint designaticn of these two )‘.nto one catégcry have
already been addressed in dﬁ'apéer IV. The question here

relates to thé teachers' definitions _of —classroom

si:hatic‘ﬁs.w el ”’//“ . )

.- Differ ers have a to identify

\r.ele,vancies in A teacher de"f_initions d af_ < c]‘.as‘sroum .
.sl\:uatians.‘ .~ some ‘of these have~ inclddsd teachers'

dennfuons of students (e gi, ' Martin, 1976; 1979; 1983;
Noods, 1975), others such as Apple 11983) have - iooked at,
.teuchers interpretation of knowledge while still bthers,A
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(Delamont, 1976; Woods, 1980; Meighan, 1981) have
incorporated teachers careers and teachers' expectations

relating to st\‘xdents. .

The teacher in the primary cl_assroom is usually the
sole - adult present at any one time. Teacher initiated
interruptions were therefore directed toward s:ud'en:s"

actions.  With the t ‘initiating i ions in

the point of ordgr/direccion category the implication can
be taken, if th_e interruption is indeed an interruption,
thgt students' actions are being o;.'dered or directed.
ExXamination of the interrupi:iun: in that category reve‘nls
examples of interruptions by ,teachers‘uslnq verbal means.
of Eom\unic'atinq the direction or' ord.e.r'a', as we}l as using
gesture actions and signals. Hwe‘ve:, t_-he confronality in
the differeng means of ihtexruptinq was the ‘ei;pectation
that students woul& accept the lnterrupr.l;:n as an order or
direction: In other words, the role of the teacher
" carries with it an expectation that the teacher can
inte}'rupt by way of ordering or directing the students.
Such is also the case for behavioral, organizational'or
inscructibnal pursuits of activities of students being

b interrupted by teachers.

" Incer_:uptions noted when the expectatis
teacher was not met in. this regard pojnted to the

strategies thk teachers 'used, to :_ensute that the

éxpegtaticns were met. One Such example is recorded in ~

'one- session* (sesﬁ‘ien T, Ainterruptions 66 chzn!th 68,

¢
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Appendix B). The FTeacher was directing students to put

\1 their homework books on a specific chair. Repetitior;

. stressed tl-‘xe specific chair as each time some children

= Teither ignored the direction completely or put their books

on another chair. After all the books had been placed the
teacher reiterated the fact that she had given the
direction four times, indicating the importance shé placed
in having students carry out specificﬁ‘ directions. This
. - interruption was in contrast taq thcée employed by others

three classroom repetition of directions were, as with
B ~———with the group f.ollnwlné directions and very often related
: ' to students talking. to each other when the teacher

‘expected the students to be*workin dividually. These

" and repeati‘ng‘ it

took the fotm of the ‘teacher, saying

a few minutes later. '
The importance to the teacher df. students following
directions was also demonstrated by the” use of directions
*=—given—im—the tone of an order., _Hention has already- been
made (Chapter IV) 'of _interruptions when teachers gave
" . specific’ diréctions such as "sit down". Thess; were

usual].'y prefaced'by the students name and int{errupted some

' consistent with a teaclier's plan. Quéstions w‘ere'also
often asked. by é teacher in a tone which ‘appeared to

. redirect attention from cne action to another. "
' - S

in the point of order direction categori. In the grade -

. ~
B that pertaining\ to the chair in kindergarten, associated

action . in_ which the ' student was involved and was not "
. ¥




The redirectional aspect of teachers' questions, or
statements often gave some ind_icatign of the’importance
attached to types of activity. For certain situations,
'teacher's were concetned with organization, expecting
students to  follow partigular” patterns or routines in
carrying out activities. Instances of teachsrs‘
interrupting student discourse by telling them to raise
tt;eir hands to speak, but then 'Xn the . same segment
allowing exceptions to ‘that requesg, were noted. Also ir‘\
similar type segments with the sahme stud.arft‘s, other
‘teachers did not attend to the handraising at alll
-Comparisons of these inséa’nces indicated-that they were
moze related” 2:9’ the perception. of -the content of the
interruptio‘n than to ;:he‘ routine as such. Teachers
interpretations of such communication® are ‘natu:a:liy in
line with their percepticns"of what was'qoing -on, or
‘should be ongoiﬁé at tr;e tirﬁe, and a;.lowed or Qi&llowad
the direction of that action to continue. Comparison of
two incidenﬂs will serve to Lllustrace the i‘nterpretation
madé by teache:s about'  the relevancé of students'
dls?:oursg' “to the instruction Séing presented by the
teacﬁer; . i 7 o s

. st

"1‘.: How many people know the - song

i the eacher and children. Then they
sin? together.

# LIRS

mmy' s ing Me to the Z2oo -
T oW’ The song is repeated by * R




. >
- 32. . )-. My arm is sore (students
had received shotg{from the nurse the
day before).
- T.: We're ngt taiftingr about arms
we're /- Ntalking about zoo
f — . animals. Stick to the point
(a poster of a sailfish
With- a pointed ‘mouth with
-the lettering STICK TO THE
" POINT) says stick to the -
. point. -
a % 33. .Some children: Stick to the poin-tl

A second incident:

Tz

26.

27.
few

.

. 8 T,

(F):

Alright everybody, look this
way, please. -If you haven't

got the date done -by now -

just look up here. Lay your
pencil down. 2
Students comply. . Looking in

teachers dlrecticn at chalk
board.

Going to tell al;out (name)

Islands There's a book:
(title) about , that written
.by (author).

(Tells about, folklore on the
_ island pirates tales, etc. ' -
leading up to discussion of .
words to use in creative *
writing)
students raise hands to ask
questions. .,
(F) My uncle was in a boat for a
days' before people found him.’

What word made you think of

that story?

‘stranded

(stranded was one of the words
suggestad on the word list)

Try to use tm.s word.

. . Annthet incident already recqunted :elating to the cnlor

“ _ " pink \(!nterzupcion 2, sessio/l/‘r, Appendl)c B) shows the




t.eachex‘; interpxetatlon of an im:izrup:ion as being "not
very ni;:e" A similar format to that which the child was
using had appeared in an instruction én color the’ previous
day.” Although no reference was made to the student's
recognizing the color pink, she was reprir;\anded for the
way she said it. By so doing did the téacher interrupt
one learning orientation and replace it with her own?
Delamont {1976: 43-44) suggests that teachers have
"privacy" and "autonomy" in c;las_srooms. Attempts to
lnt’erpret ‘_teachers' reactions to interruptions by othex.:
-teachers, environmental related in:errupticns and those
inter:upting obviously planned routine . 1ndicate that

teachers have restrictions meosed_. by others. One o'f the

obvious restrictions is the temporal framework .of the

cl in all ‘sessions to time
and things which "had to be: done" in the time stated.
Students were 1§1te::ﬁpted in the middle of assignments to

go to specialist classes or to be dismissed, despite the

stated importance especially in kindergarten of

"fanK‘ assigned work. ,
'.‘Nriv cy is also questionable, in‘ the classrooms

observed. . Teachers other than the' regular, cla;srdom
teachers visited . periodically. - - Sometimes these
interruptions were ‘excused, more often' not. . In one

classroom the teacher’ in - the adjoining classroom was

clearly 'a‘udible most., of‘ the session observed. When.the

observed teacher was qﬁestlcﬁed by the observer after the




session was over the teacher conceded that she had tried\
" to ccmpens’ate‘v Ecu:- that situation where she felt. it was.
important the students in her room not hear answers in t.he
same spelling lesson. A _faulty folding wall was cited as
" the problem and had been faulty for some time/.\‘ “The
; incident was apparently deemed imi:crc;m: enough that i&:\_\‘
‘was again- mentioned to the observer sevéral days later by
the teacher indicating that indeed the door had been fixed
g " . but she had beeh unawdre at the time that it had. )
' David Hamilton ' (1984) found that _in the nursery
schc;al “classroom he , investigated - the teacher easily
s adﬁusted her schedule after the \i;x:er.rupticn by a
car?ehter". The Same kind of a.djdstment was ' evidence, on

occasion, in .the kindergarten class-4n this study (e.g.,
. LEY -~

i the unexpected appearance of the étory readers) but the

same —adjustment was not_ .evidenced when the routine was

. interrupted in gr;de three (e.g., confusion about the time
of an exﬁected special assembly in the ' gymnasium). .

- A number of classrooms . at the same grade level alsor
> . . 1

‘A‘pp‘eargd: to" impose some curricular .and temporal.

reétrictions on teachers privacy and -autonomy. Exchange
S > : 3

of students for parts of lesson periods and coordinatign®

of . themes :eiated to special: projects being cases in

pclnt.. e ) ¢ T
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Students an te:

According to Hartin:s_(1981b; 1982) work on student’s
pe‘rception of teachérs, it cannot be assumed that teachers
because éhey are teachers ur;derstanh the point of view of
students. In connection with this research one-is led to
ask if it can be assumed that be’cause the predominant kind‘
of‘ interruption the obsex:ved t‘eacﬁegs initiated was point
of order/direct;un that the response of students was to be
ordered or, directed. Relatedly, were the strategies of

students so directed toward their own ideas of the

learning situation that the teacher'’s ord'é;ﬂ and

directions, rather than[‘initiation of the teacher’s own

plans, are responses to student strategies? ‘Martin (1976)

thaé ‘ion of pupils negotiability
affects negotiation and subsequ;t interaction in
clas;rooms. The predominant category of student initiatﬁd
interruptions observed in this research was of the
obtrusive/rude variety. The total number of interruptions
in that cat,egéry was a fewwless than those in 4 p&;int of
order/direction category and both were b); far the
categories containing the highest Eg‘mbers. CGmparison of
those initiating the two different types of interruptions,
though, reveals ' few student .initiation point of
crder/d}recti‘on and - few teacher i_nlt#atj[on' of

obtrusive/rude type. Some aspects of these excaptiaﬁs

‘reveal interesting dimensions. For example, on-_two

occagions only were point of order/direction interruptions

R




- initiated by grade three studénts. . Both these were
i initfated by a female. In the first situation as stud;ants
were looking iptn a box of paper for scraps to complete a
project the female student interrupted a male's shuffling
through the scraps in the bo'x saying, " (M) stop
making such a mess. Holy creation what a mess!"™ - At that
point they both walked away. from the box. the female
student with paper, the“ﬁale without. The second event
‘occun'—ed du’rinqv the same segment _referred to earlier

during session X when the ohse:ver/rglated.inéident naming

‘the. visitor At that time the students
s wgré asked .to 'cnzy uui’: a specific action. They 1§ugh;q
and giggled. The. teacher stood with her head bowed while
the studenis' laughing contix_med. Two female students
together said: "Sh, sh". ‘ihe remaining students became
quiet. ’ P )

‘" In the .kindergarten class the same number of female
Lnltia‘ted interruptions as male initiated in the point of
.order/direction category _were -recorded. One male was
involved .in all of i:hese interruptions. On certain
'occanion§ that student was interrupted by ho'th male and

d temale, while at other times he was the interzupte:.' on

one of these occaslcns he’ dizected the teacher's attention

to yarticul&r patts of pictures he was holding when she'

had uskgd h.{.m to read. .- On ano!:her occasion, after
noticing glue on sqmé work of other students at his tnhle,
he asked "Hey! who did‘that?" A female student replied "I

' i
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© did". sShe had walked around and dropped it, so far as

could be determined, pur] 11y on other ST work.
She then went to the counter, got paper towels and cleaned
it up. These samples of interruptions also exemplify t’he
kinds of statemerits made during other interruﬁmns.
similarities between = those vérbal  orders or
'direatipns i.x\itiate‘.d by teachers and those initiated- by
students were alsa‘ noticed. For e3.(a|np;.e, when - the female

student in the kindergarten \said, " sit down", she

used the same phrase a‘né a sim‘ila: tone of voice wfx!.ch_ had
been used on other occasions by the teacher. 'x‘hat,"alsa,
was “the case in qrade three mteraction- reported when the
5;male student used."sh, sh." Other grade :h:ee teachers
very often used "sh, sh" in directing their “students. The
teacher involved in that particular interaction had not
been noted as using that 'sound. The exceptions, then,
mwhen student*used point of order/direction interruptions
indlcated that they used similar strateqies to those of
their teachers. ' That Lnterruptians had the results of
g direc‘ting or chanqi’ng the action of * the interrupted could
be taken ' to mean that those békxg interrupted had
congruity of meaning. If students were able |to chanqe
each.other';behavior, why was that strategy nof used more
often? Was it because ‘they do not haj{g the 'gpportunity to
use it ors~do they neglect to avail themselves of
oppo:tunit&s opened to them?

‘
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The category which recorded the . most student

, initiated interruptions was .the obtrusive/rude category
» (Table 2, Appendix C). However, there were few teacher
initiated interruptions in this category. Those which

were noted were usually ini_tiated by teachers other than

the lzlassraom teacher, and Look the form of interrupting

interaction between the classroom - teacher and students.

- There were occasions when interruptions could have béen

interpreted as tﬁe rude/obtrusive variety by the '

*interrupted stu but s ' interprétation of these

interruptions as ‘rude ' or obtrusivez'could .not be

determined. When st‘udent‘s were moving from one classroom
to another they were designated by  group names. During
one such’ oc‘t‘:’%slen a student 'was asked "_____ are you an
_ (naming the group)? That particular group had been
askéd to 1line \:\p. The d femdle questioned by the teacher
had stood as well. This interruption was seen a.s; . a point
of order/direction “one. xS Judging from the facial
¥ expression this studeat may have been embarrassed.
Generally in that ciassrqom point of order/direction
interruption;s were dlrected. by the teacher toward students

as a group and those which were directed toward females of

the point of order type were ‘done - privat‘.ely. A'similar

description relating "to a chair incident hés been

y described in Chapter III. The quest;ton by.‘the teacher

L éou;.d_ havg been :L?terpteted as rude or obtrusive by the

ps  the mi stood the st
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reasbn for standing, for example, she may not have heard
the group designation in the direction to stand, or if the
teacher had not usually named females publicly when a
perceived breach of direction ostiizEed. ) c
Gender of students and the ways in which their
actions are interprelted has been dealt with by researchers
both in the United States (e.g. Block: 1980)' and Britain
Ye.g. Delamont: 1984). 'mese' researchers found that sex-
stereotyping is reinforced in schools. In the present
study a‘nalysis for differenqes between ﬁal_e initigted
interruptions and female initiated in:grruptions included
context and type as well as comparison of numbers. The
digferences found in interpretaticn° by teachers indicatéd

by the reaction in the grade three classroom were noted.

”‘rhe one female among a group of five students’ who each

initiateq, ten mterxuptions over the ’total observation was
that female who was publi.cly named. " Ten- interruptions
were twice as many as’most other students and more than
twice as many as some.

If female "sensitivity" was being reinforced 4in the
grade three clagsrp'om and a disjoint between teacher

perceived disruptive behaviors (interruptions' being an

indi_agglsn) of that student then the intqppretation of the

student's behavior could be a manifestation of that
perception. ’ In the kindergarten classroom when the
content of some of the interruptions of the male who

interfupted most were examined, sensitivity about .his own

r




work per‘fomance was exhibited, sensitivity to animals,
and overall 1;_ ‘sensitivity to teacher meaningF were
present. Oon the other ’pand, some females in the class
exhibiteg opposite behavior. on two occasions for
exampie, _females grabbed a male Etudent’s wheel;:hair and
removed him from the activity in progress without his

indication to do so. #

Inter ion of Interr ions: An Overview
: 14

Give‘n the nature of the present ,researck} orientation

and procedures of analysis, a brief discussion of the

‘ process of intexpret;tion',‘ as used in the presented
analysis is in order here. Congruent meanings for actions

were assumed after comparison of aspects Showed

similarities of action and reac¢tion. That analysis for

aspec{:s of actors,’ situations and cont‘exts was ongoing.

Because the process of the interruption‘s were of interest,

* rdther “than numbers occurring, very little statistical
analysis was done. It was' deemed relevant to compare

numbers of qender for the reasons prevxously stated. A

record was kept of the overall numb rs of . 1nterrupt19ns

and although there-

initiated by actors in the classroom

werers_lightly more hours spent in the kindergarten

classroom, the teacher initiated and student initiated ~

interruptions wexe considerably more .overall in

kindetgarten. Comparison, however, of the male and -.fe,malg
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. imnated interruptions within the kLndergarten classrcom

xeveaIed that, unlike theg ‘grade three classroom, one male
initiated almost, three times (72) the number of
interruptions as the male initiating the neft cfosest
number  (26)  and ] the female iniu.ar,{.ng he* most
mterruptions (33) initiated mofe than the secomd male.
The female with the second highest (25) numbers initiated
close to the number of the second highest male. -

Comparisons of" the aspects oE the interruptions
themselves such as com:em: ccm:ext and initiators were
used -in addressxlng .v questions- of gender ' relnted
mcerrup&:mns h cause the nu.mbers withouc that information
revealed little if any of -the -lntgrpretatian of-\fhe
ac#l's. THat there was such a wide dfscjrepancy between
stuz%ent numbers of. the cbtrusive/rﬁde type gives so;na
indication of the 'diversity ot’ interpretation of the
situation. = These students who, initiated the largest
number of i‘h‘:_erruptié\s, for whatever reason, took or were

given the oppor;unity of :\.ncerfuptlng three - times as much

“as any other student in that 'class. On the other hand,

there was one- student who ?Q\Inot ‘observed to 1nltiate or

at:empt to initiate an 1 ption in this class., 4

Segments df periods were related to physica‘l

proximity of agtors to each other so that fnteraction of *

! sm‘xdents with :each other and:with teaché:s/was observed in

a number of settings. students' pe;&ptians of these

séttiﬁgs were often revealed by Lhtetruptlcns. In
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_ redirected by each teacher - to ‘the original topic being
’ instructegdy . = S ¢ F L W 4

‘kinderqitten, for example, student initiated interruptions

duriag seatwork assignments' were generally related to the
work assignment. In interrupting each other these were
not excused dr explicitly identified. . But from the
c 5%
content of the‘~ situation is seen that students often as
not monitor each other's work. Examples from one session
inglude:
(at table 2)
<37, (M)ia (To (M . Let‘s
do the t:ansformers
(M): 4No, I got.to do,my work
5 _6_ (M) goes to table five, plcks up

a worksheet (tens) and brings it back
to the table.

38. (M)+ I'm on my .tens!

39. _ 10 (F): (from tablé 3) I'm on my
~ Eens, too. - T

The same kind  of concern was not observed where
students were seated axound the teacher for.discussion.

In these sxtuauons students often interrupted each other

or the er with W about the exposuion
of thé topic. Comments such as "I hate stories" or "Lets.

read the Bible" were those noted as interruptions at

inst. 3 Some in

having ‘their particula'r topié pi.c‘:ke‘d up by other stu"dencs
and the discussion can‘ied a Yittle way without being
interrupted by the teachar. cn one occasion the day -after
the Challenger disaster in the United States some sgudents

interrupted teachers . with comments. but the d;scu‘ssi_.cm. was,
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A male student's reaction to a writing activity was

to lie across his desk, shuffle his feet, talk with his

neighbor 4and look toward the observer. The teacher

visited that student's desK three times during the ‘segment
where they discusséd the writing.

By analyzing  interruptions in the classrodm

.strategies :;f the actors in classrooms unfolded. The

importange of interruptions in the ' development of the

social order became evident. -

Even though students' views of teachers and sghool

are to some extent shaped by their social; physical and

1' envi £ , ' the dnalysis . of’
in tions sug that s are active participants

in the process of learning to be stude}\ts and to carve out
their interact:’;on rules with each other. )

* Through observer related nkethudologgf:al concerns and'l
deliberations, situational concerns of students as well as
teachers about actors in classrooms unfolded. \Content
analysis of the 'obse;ver related interruptions as well as
obs‘erve: interﬂpgetation c)f,“ these Lr!cerruptiona revealed
éttém_pts to ca}:egorize .the obsérver as' a pa:.ti.cipant‘
within\the classroom. Similarities and differences noted
be:weenihk}ese attempts in the’ grade three class‘ where no
comunicaﬁ\fon about the observer was given initially and
similar attemp\;_s werd made to categorize the observer'a_u
participant in kindergarten. . Since the students and-

teachers had been together .in the observed classrooms for

v
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approximately half the sch}:ol year role related routines
and regulations wer‘e -discernable. These were noticed by
the ‘observer ‘* _in behavioural, organizational’ and
EY instructional pursuits and were identified by the
sequential flow of activities and the obviyous familiarity
of the actors with‘ them. These routines and regulations Sl

were noted by the content of interruptions .whexr deviance

. from these routines occurred. These - interruptions also

mudg up the majority of interruptions and were

specifiéally re}ated to categories of actors, that is

. S 7st;1dex;ts and teachers; the point -of crder/c‘li‘rection

category with teaéhers and ° the abtxu‘sivé/;ude category

vg_it":h students. The scudgnt,s' monitoring of their own work

habits an§ the communication of‘ -theiir ideas about the

con:;nt of instruction are some notable points exposed by

student interruptions. While enumeration identified the
prominent . interrupters closer analysis yields facets of ,

these interruptions which identify the interruptions as

accepted in  the routine of classroom interaction. These

& findings can 1lead - us toward ° an understanding of
’ .

interruptions. ¢
t : - -




CHAPTER VI Y e

. TOWARD AN UNDERSDANDING OF INTERRUPTIONS ° 4

By way of conclusign/, & -3 L‘s. appropriate to comment

upon _the theoretical orientation of this researdh,

specific methodological concerns, major £indings, and the B

practical i’mplii:acions of the study. The‘overall aim has

been to understand the Ipmcess of interruptions and to

sug;;t' cﬁe\ nglidéticns " on teachinq/learninq in

. ‘kin’dergartexy‘ and grade three cla‘ssraoms. Understanaing_ is
itself. a process so' that the aim of this commentary is w\l;
highlight Ehe multiple social realities in the clasarc;cms.

~ rather than offer prescriptive directions for the uccg}s !

in this setting.’

Theoretical Overview
. B

Observations were made at the outset of this rei earch

. concerning the social process of interaction and the idea ~-
% . s a -

of sqciai constr:\ction g'f reality. ‘Implicit in the
opening pa::aqraphs :of chapéer ané is-the idea ti‘nat for the
students and"‘ftﬂuche’rs in classrg_‘oms there is a reality
‘ that exis‘ts on two 1eve1.s. One level ‘Ls that of shared
realities and the other is where definitions, values and
\ . interpzetaticr.\ seem to bg ug‘igue to ’each individual. - The
conce;:n of this research has been o address both of Ehea‘e: .

W i ’ .
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levels but to focus speciﬂclug' on the sh_ared meanings

and their development. . To come to terms with this

development of shared meanings one _ within the

s -

classrooms was , singled out for study, namelyf
k i

' interruptions. Starting with. the assumption that there

‘are interruptions in the kindergarten and grade three

“ classrooms observed and )S_y sugdesting that they are seen

as such by the actors ip these classrooms, the present
research attempted ccscerﬁ%e of the strategies of
the a’ctors wha;ebi( their orientation to interruptions were
;rrived at.” The‘rebyrhg social "order of the classroom
came ;xndér scrutiny. Putting thaé the social .order dﬂder
xeviéw mgam:/ a close exnmlfxatl;:n' of individual actions and
reactions. In other words the individual a‘cts upon the
society and in turn is acted upon ‘by the soci'et'y. In the
orientation of Mead (1934) and Blumer (1962), the
development cf' self through ‘significant‘ others is at the
core of an understanding of interruptions. : .
Klnt;ergutyn classes are - usually Newfoundland

children's first "in school™ experiences. Perhap.s at that

early s'tage in their student careers the formation of role™

typifications might be tenuous and shared meanings within

the school context evasive. Consolidation.of these shared -

meanings might be’ .expected o oceur as’studen‘ts progress

through thHe' primary grades. stions by 1

such as Jackson (1968) that xsvcude,nts are subjected.:o

. delays, denidls and !.m:eriupt}ons as they }ear;z the rules,

4
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rputines and regulations of classroom life indicated that

a study of interrup'tions would be instructive in examining

s - whereby -ﬂ::a;: learning takes pla::s in

kindergarten and grade three classrooms.

Methodological Concerns ,/

The 1mpc‘sit'iqn of a researcher into the cl

: situation itself had implications in the ‘research process
since that imposition changes the situational context,and
could be viewed as an interruption: by other participants

in the . interaction. Taking thatQaventunlity into

consideration and using data i by ‘that i stion .-

was seen -to compensate for the liabilities a'ssocla‘ted with’

a "t!ééher\>eye" view of the i . ion. The rich of
data and its retrievability were other ° bonusea £rom the
non-; parucipant observatior method. .

"\Analysis of data posed problemsv since' the "qomcn-
sense" construct of the comparative interruptiveness of
events .could - not be imposed on data because of the

{nter ve dtant with interruptions.

The categorization scheme which arose from the dapa, while

similarities and Uniquenesses in” situational, contextual
.and temporal aspects of 1nterruptiens as well s in the
1anguage, gestures and body movements . involved in ‘these

interruptions. AE such, ‘the qqant:iﬂcatiqn itself as part

(35 . o ) ’ i

A

yielding, albeit arbitrarily discreet ‘categdries, ax’iy




4

of the ongoing analysis was useful in directing research '

s toward the aspects of gender of actors, role of actors and

\che situational dimensions of classrooms.

: N v Questians arose from the research proceés regarding
the confirmation by actors of their interpretation of
interruptions. These were precipitated by the situational
strangeness for .the adtors of some interaction events

. notably, recess segments of sessxcns. TWO' alternar_ives'
present themselves‘ as having value 1n redressing these

.concerns; post-obse:vas.iop interviews and technological

N recording of the interaction without an observer present.
Although there is an .éwa):enes; "that both these present

difficulties (McCall and simmons,- 1969), both could be

s N used as suppl T ' ds of r

Major Findings

The major £indings of this research can be elucidated

by addressing the idea of the hidden curriculum in the

school.A survey of % research on the hidden curriculum
reveglu two: path§ of re's’e;arch on the tépic. One focus has
' re'latt;d the hidden éurriculum to society as a v_a}ple, whilé
the other focus haa,:been on-the hidﬁen curriculum inside

classro&ms. ’frhe latter has been tixe most relevant focus -~

to this research. There v{ere, howe ", the i ional

. . .segment ixit_er’rdpt:iops’ which held thémes, of apple's (1981)

ions of -eachers' ons - of school knowlegge

N ' s T s

e




as . definitive. As’ negotiation hetv.jeen * students and

teachers occurred- over diréction ‘and (:‘::picé of discussion

there were occasions when students were dgied opportunity

of pursuing topics in which they held interest for those

which the Eeacher had planned.

Those concerned with 1 ion inside cl

""have tried to~ extricate some of the strategies of the

actors in classrooms as ‘thése sStrategies relate to

teaching and lgarnimj. These strategies are considered

pgrt of the hidden curriculum as they have mot been taken
into account by the “offici-al"b curriculum. In:erzupr..icma
in both kindergarten and grade three classrooms followed
s}milar patterns. There 'were very ‘few named as
interruptions by the actors and the few which ‘were so
named were named either b}‘( the public address systeﬁ\
pe}sonﬁel or teachers. The pre-field work assumption that

interrupters wouljd seek pardon or wish to be éxcused was

borne out in a few cases, but replaced by the

"handraising" requests ‘of ceachers. %nat  is, when.

students wished to overtly enter the inte:act&on they ’were

requested fo naise their hands. When none oi chess,
asking pardon or excuse, or handraising was acceded to the

interruptions were named rudg{obtrusi.ve. Students

initiated most of :he interruptions in this cai-.eqor:y.

When i terrupnons were initiated to glve directions or

order! these were plkced in the point of oxder/di{ection

category.” Teachers initiated most of :the Lnterrup_tionl in
p o i
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the point of order/direction category. These two
categories Is’tituted the majority of interruptioms in
both classroBms studied here. One category of
1ncérruptians was common, therefore, to teachers and
another to students. Those which adhere to " the &ommon
s « -~

place. interpretation outside classrooms are-not cm'monj
By counting the number of interruptions one sees

furthaxkevidance of the dynamism of interaction within
Al

classrooms . Quantitative analysis shths that *

' approximately one ‘interruption 'uccurred“ every minute of

the observed 5ess£ons. ) A large proportion of’ these ‘were
\var:k;alf thereby adding -evidence to Flander's (1970)
cuntefxtian that there is a large amount of talk in these
cllass.rnoms. Edwards and Furlong (1978) maintained that
rather than indiéating’ a "transmission model" of
education, as Pla;xdezs believed, the teacher” talk is a
coping strategy. ' Agréement with that theo.ry\ is afo
indicated in tt;e data from the kindergarten and grade
three classrooms observed. When the quantitm:_ive "who" is

investigated the teacher proportionally to edch individual

_st\udeht did the most Lntertl{pting. However, when the type -

)of interruption’common to teachers as a group and the type
? < - .

of int_a:ruptlén common to students as a _group -were

analyzed, the "coping" aspect is highlighted. Students

and used di s ies.

Within the ‘symbolic interaction perspective certiin

student strategies have been examine@ (Mu:tln, 1976; 1983;




Woods, 1980a: 1980b). Martin has highllqhted negotiation

as one of the strategies used between students and

teachers. Woods (1980a; 1980b) has looked at concerns and

ives of, s . and other than those
_ involved in negotiation as sucﬁ.

. Evidence of negotiation presented itself in ‘the
cl;ssrooms studies in the present research. In the ‘sense
Ehat‘ the interruptioné were ,5 process between actors,
then, ‘t.he .Lnterruptiens were part of . the overall
negotiation which took 'placé. . Indéed the interruptin‘n
itself was in many cases the opening Qf negotiation.

® ) While Jackson (1971) . saw s‘tudents "subjected" »c‘c

interruptions in the cl oms, in the study the

interrupters subjected each other to this, phenomenon.

- v Teachers as.well as students were subjected to delgys qnd
denials brought on by i‘ncerruption‘si There were also
diff ] were i by but
also by environmental and temporal considerations.
Students were interrupted by teac as’ these s
ar_tempte"d to comuniéa:e‘iheir pci:nts of view or pursue

N . their own plans of action. These differences accompanied

situational contexts such as segments of sessions. Some
‘e of  these’ segments péoceeded withc‘aut many overt
inkerruptions while others were gomple}:ely Lnterrupted.so
thatf these segments d;d not . .proceed as the teache; t‘nd

wibusly planned. Where routines were so interrupted the




procedure than did i:he grade three stuldents. In grade
‘three classroom observed there was a general
disorientation on the part of the teacher and students

when interruption in.routine occurred.

More interruptians. red in of periods in

classrooms  other than homeroom segments. Other
diffetancas\iare noted about these segments. -For example,
student initidted -interruptions were i)llitiated by
different students ;han' those in the regqular élas;rcom,
spé}:ialists teachers used‘difterent types of interruptive
techniques s\;ch as ”signals, and speciali‘st teachers
identified 1h/t:erruptions by ‘thg use of excuses c;r pardons.

Nuancesv such as tonal qualities "of verbal
interruptions demonstrated habituation within some
cumunicative situations, (e.g., teachér being stdrtled by
a pretend crying h_\cidem: of a student when f:he student
was ont of the teachers line of vision)'. An‘ot"her example

was a-student’s immediate return to thé semi-circle when

_the teacher’s stern voiceé ordered him to do so. Students _

sometimes used tonal qualities’ similar to those used by

teachers. . L2 )
-Oné of the more notable aspects of interruptions was

the individuals initiatic the \interruption& One nale

«stuﬁem: in the kindergarten class initiated 2 imes as
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ini?:iated \nterrupticns. Other students “initiated only a
few. One student initiated none.

Delamont (1‘976: 46) commented "we all cut off
‘promising questions and rush on with our definitions of
relevance." Evidence that such "cutting off" occurred in
the kindergarten and grade three classrooms was found by
comparative anaiysis of interrup‘tions. Perspectives of
actors were revealed in the content ar;d ‘types of
interruptions and disjoint -between the perceptions of
students and those of teachers sometimes appeared to

stifle communication.

cat. I} -

Given the extent and source of interruptions in
kindergartenland grade three classrooms some implications
for classroom interactions arise. For example, students’
want and -indeed take\ initiatives in their own learning
situatio‘ns, also the potential for interruption turning to
disruption exists. In addition the pptential also exists
for interruptions to be constructive events in . the
progression toward sharéd meanings. Metacommunicati\on,
that is, c"ommunicat‘ian about communication taken as part
of the,organizat;ional aspects of classrooms is one way to
facilitate. comnunication. Each classroom brings, both for
the. student and teacher, new situational dimensions and

contextual _characteristics which _are unique to that
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classroom. Teachers are aware of thé organizational
aspects  of the school. Taking into account student
awareness of the reasons for the existence of ’rules,
routines and xegul@tions . allows both ;cr revelation of(
apposition and also'diffuses potentially confrontational
situ.tions. . Student initiated intermpticns taken as
communication_ of . their culture and perspectives can be,
properly un'derstogd, accepted‘ as part of " the social order

of the classroom.

Further Research

The obvious complexity of class;Pom interaction
described l;y this research suggests a challenge on
thaorecical grounds. The Meadian question of how social
oxder is possible i.n the midst of change is par;:iculariy
relevant to class;mme of the multiplicity. of

in\:erruptions and assorted meam.ngs and inte:pretations to

this ) el im the cl The imposition of the
cbsex;ver into the stugler;t ‘culture at recess suggests that
. not enaugh is knn\;n ’aboqt student interncti‘on inside
school® when teachers are absent.
The assignment of kindexga:ten students{ to specifm
seating arrangements, their developing a,‘dareness of

§rocedurul rules 1like "sticking to -the: point"  in

discussion and their acceptance of "helpers" in the

absénc’e»- of teachers were . in  the pre’seqtj study "a




historical". An investigation of the initial encounters
“of k{nderqutep children and teachers in classrooms could
point up how these kinds of understandings have been
achieved. ¥ B

Interruptions as a window into classroom interaction
reveals the advantages of at;.e‘mpcinq to understand the

processes by which learning takes place - the advantages

of questioning who? why? and how?'rathér than how much?. .

“ Teacher orientation toward that approach in their own

teaching is implfcated in teacher education.

=4
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s APPENDIX B

) .
Fieldnotes Sample: s/ession T

. N of . {

12:35 Bell rings. : r

Observer enters classroom. - ) N
All students seated. Two helper students (from
5
Grades five and six) are circulating among the
' » - - =
. i tables.
"HL" . (Most of the ch‘il@{e’n call out to the
observer. ) ’

7 ~
v _~ Teacher“enters. T. turns off light. As teacher

* walks towards Corner A.

e ® 11 (f) walks up to her and gives her a small item.
T:. Thank you. * e
*11 (f): You can keep that for ever and ever.
T: O.K. boys and girls, go over to the Corner.
T: Thank you, boys (to helpe\}‘s). T. turns on
light. z /
Students all go to Corner A.
= . Teacher goes to Corner A; ’
ol Y 2. 10 (£f): You wit}‘x the. pink, sit there . (referring
4 t to the teacher, and pointi;Ag at the chair in »

Corner A).,-"

" ¥ 3. ’ T: That's{ not a very nicé thing to say to Mrs.

(r'eferr_ing to herself by name). I wouldn't say to

boys‘ and girls as You with the blue or You with .

the red. ° ) - ‘ .



T: Let's say our prayer.

(Repeat prayer together) .

T: Now, let's look at the weather.
T: 15 (f) What '}s the weather like?
14 (m): It's.windy.

: sSh--. 15 (f)'s turn. -
15 (£): Windy.
Most discuss weather with teacher.

T. points to calendar aﬁ wall near hero.\
T: Boys and girls now ‘look there's only two days
left till our party.

Most children: Christmas party!

T: No, Lr. isn't Christmas party. What kind of
party is it? ;

‘Somé children: Circus party. .

“T: Yes, that will be on Friday (points to the day
on the calendar).

T. then El:}ps up the calendar sheet fghthat month ~
for a second,

T: We're going to have to turn to a néw month on
th‘e calendar after Friday. ‘A new page in the
greén book, too, .. . )

__ (£) what's in the green book? &

T: Wh;are Mrs. (herself) write down if
you're here.

T.Acalls names and children answer as she records

attendance. $ . ~




10.

10a.

11.
12.
12a.
12b.
12¢c.

155

T: Who knows what we aré talking about in our
' Hickory Hollow book now?
Several children: Circus. F-
T: No, that's what we taiked' about before.
__ (m): Tpe zoo.
T: Yes, the zoo.
T: Now, we're going to read a book called Wild

Animal Blabies .

Telcher reads the‘book.
(T. intersperses her reading wi‘th‘ pointing to and
explaining pictures. T. continues to read.)

7 (m): I love their nose.

T: You love their nose, do you?

T. continues to read.

12 (m): That tail is l.onger than a rat's.

T2 makes no indication she heard and continues to
read. Reads wordl "bamboo" .

15 (f) - Bamboo! (sounding incredulous).

T: . Yes --- (teacher explains about bamboo growin"g
‘in the jungle and some animals cl:lmbinq them) .
_1'(m): Some eat bamboo shoots. ‘ .

Several children d1§cuss loudly among themselvVes.

.

o
-®T: sh - Some of you aren't listening.,

11 (f) raises hand.
14 (m) raises hand.

i - Yes, 11 (£)2

a

11 (£): I have a new sweater.
v ok ®




13.

14.

20.
21.

22.
23.

T Mmm.

T: Yes, 14 (m)?

14 ¢m): See that animal book right there. I got N
one like it. N : )

T: That's nice.
T. resumes reading.
10 (£): I might have to go to the dector about I _

can't see very well.

(Teacher makes no response.)

6 (m): Did you hear about the big space ship that

blew up yesterday?

i‘: Yes, I head about it.
4 (£): People were on it.
10 (f): A teacher was on it. . 4

312 (m): It blew up.

5 (£f): I saw on T.V. that somebody haci a bemb
with people in it and they couldn't get.out. They
all got blowed up. i .

13 (m): You know it was when I was home that day
before‘ I was ready fo;— school ....

7 (m): 14 (m) blowed in{; ear. 9 (m) told him
t‘o blow in my ear.

dfscussion about that

T: We had a little
yesterday - blowing in people's ears. ol
74m)’: 14 (m) said .... "

N
T: Uh! uh! -

)




By

24.
25.

26.

217.

27a.

28.

- . is57

Teac‘:he‘z continues to read in’'little loudér voice.
Discussion erupts by students (raiéing hands)
about ears and health. (Not healthy to blow in
ears),.etc.). )

17 (£): (not raising hand) I got a sore throat.
16 (£): (not raising hand) My dad was drinking
and had to go to jail.

14 (m): ;y dad had an ear infection and had to
get wires in his head. N

9 (m): We play Monopoly and if you go to a place
with a wheel you go to jail.

1:05 Bell rings.

» i .
Ts Now we're going to library (story not

completed) .

T 13 (m), do you have your library books? .
. o b

13 (m) nods.

.Janitor comes into classroom, takes student from

wheelchair and carries student out. All children
follow in . a 1line to the second floor
library/resou;:ce centre. Regular teacher leaves.
T: i (in library) Q.K.., girls, you can put tt‘xe
books back on the trolley and you can do that
after. (This directed to library prefects - Grade
6 - yi'no are helping to shelf books.

T: (to students just 'seating i‘n semi circlg on
£loor in a corner). Now, -boys and girls, we're

going to put the éards back in the books. =

ot




30a.

31.
32.

33.
33a.

37.

10 (£): I did. .

T: Excuse me, dear, you have to raise your hand
up. &

10 (f) raises her hand.

T. sorts and gives out cards.

1 (m) leaves semi circle to look for his book.

Children take cards from teacher as she passes

“them out. i

|
1 (m): (returns with no book).
I didn't got one.

1 (m) "coughs loudly and long.

T: Oh! My goodness. Who has that terrible
cough? > '

- < 2]
(No reply). .

T. continues td sort out cards.

. . Some children shout: . Mrs. 1 1

*

T: Mrs. _ (referring to herself) doesn't like
hoi{’s and girls to shout out her name, 0.K.?

10 (f) raisés hand again.

T: Yes. wha.t do you want?,

i_O (f): Do we get another book?

T: Yes, if we brouth one back ...

8 (£): Did you see about the rocket? .
T: ' Yes, I sure did. I'll §h6w you some pic;.ureuf
later. = ‘ . .

T (looking at 5 (£) who”is looking around at’

book shelves) Look at me.
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T. holds up A book and tells studénts &:out the
author. A loud knock on a door im the walkway.
No réaction. T. reads the book. .
At the end—af some pages there is a line to sing.
A Students join in after ﬂxst couple of pages:
38. Two students turn around to look at observer
(seated behind semi circle beside a bookcase) as

they -are singing.

) ¢ T: (as she finishfs story) Put up you hand if
you want to tell :S you think ... (naming a point
) ’ in the story). '
39. 14 (m’): .(not raising hand) Brings in ....
g 40. T: sht )
41. T: 13 (m), Can you see from where you're sitting?
13 (m) nods. . ) "
42. 12 (m): (without raiking hand) They - should let )
' him (referring to story point).
. ! T: Yes, 12 (m)? ...
A ’ 12 (m) repeats comment. Lo ¢ ’J ' ’
43. 5 (£): Can we sing that song again? (The teacher
begins and they all sing.) . : 5
B g 4. 7 (m) raises hand. . )
45. T: 7 (m) has his hand up. K What does 7 (m) want? &
® 45a.  several raise hands. .
. 46, 'T: Put you hands ‘down! If you like this book put . N )

your hand up and you can’mget it and I will put.a

card in ie. Fg ;




‘47. 7 (m): I hope I can get one about a duck.
T: I'm going to help you look today. (Teacher

holds up several books.)

48. 8 (f) stands.
T: Sit down, 8 (£). 8 (f) sits.
49. ’ T: 10 (£), not nowl ~
7 ® Teacher starts holding books up in front of her
one by one. )
50. Ts 0('!?.‘, let's stop singing now ,and listen to
’ Mrs. (herself).
51. T: What, 14 (m)? ‘{ou want that one? .(indicating
\ one book) .

T: 1 (m), you don't have your white card.
52. b T: gecpl; who have books go to the desk ‘and 1'11
© sign them out. (;reacher goes towards stacks.)
53.° Come on, 10 (f), I'm going to éive you some bool_cs
to look at. 'J.‘i]e rest of you line up at the‘d?sk

. % to stamp the cards.

T: Mrs. . ' (herself) got to stamp the blue-

card, don't we? .

54. T: sSh! These boys and girls are working in their
"tlassrooms. g » =
(Desl‘( is ciose to the classrooms ‘withvopen doors.)
Books are. sta:nped. in, turn by teacher. Each
stgdent gées back to the semicircle afte; ‘the book
is stamped. & 3 ) R

56, 14 (m) speaks (can't make out what is said). .
'




57.

»38 \

59.

60.
L6L.
62.

63.
64.
65.

65a._

65b.

g _ 26
T: 14 (m), 14 (m), you're not listenLng.(‘
T T: Move ‘over, __ (m), let 7 (m) over there {as T
(m) moves towards the semicircle) .
T: 10 (£)! 10 (f)! (Can't ascertain why).
8 (f) sits on teacher's chair at the semi-circle.
Students talk among themselves.
T: Sh! Sshl '
'13 (m) sits in wheelchair. 17 (f) takes off brake
and moves the chair around periphery of semi-
‘circle. 12 (m) gets up and runs and jumps.
15 (f): Ouch! Ouch!  (Another student.has hurt
her arm (can't ascertain who).
Teacher returns to. semi-circle from desk.
Now 12'(m) is sitting on teacher's chair. Gets up °
" as teacher approaches. -
Tz Loo}c, Mrs.' _____ has her hand up. What dges
that méan? Children take* turns.
7 (m): This book is all scrubbed up.
1 (m) goes round and round.  (Not noticéd')

T: 1 (m), I got one for you here. .
" 14 (m) hand'up (not noticed).
10~(f) hand up (not noticed). .
T: Did you bfing a book? (Can't tell to whom she
. - is speaking.* :No audible answer.) )
T: .0.K. Let's put our books under eu‘r. arm and
line up. - - .
-

*  This sessment made before T. spoke. :




162

Students line up and classroom teacher arrives.

They follow her in line to the regular classroom.

1:30 p.m.

66.

67.
68.

69.
70.

: e

a2.

73.

T: Put your library books in your book bag and
bring them back ‘next week. Put your‘ ‘homework
books on the yellow chair. 5 . .

Students are looking in the. book bags, putting in,
and taking out boo.ks.

T: On the yellow cimairl

(some students put hooks on the incorrect chair,

some not ‘yet putting them on'a chair at all.)

. T: On the yellow chair!

T:. On the yellow chair! Goodness! Mrs ____ has
only said it four. times!

T: I want ybu-to sit in front of Willie the Hor‘m.
(a dispiay on the ease®) | i
12 (m): Willie the Worm (ignored).

T Mrs. didn't say bring up your books.

(Some children carry books to corner.d

(T: Gixl_s, put i the dolls back. When.we work up,
here ‘we don't bring anything.

A boy from an elementary classroom enters. '"Can I
taa‘d y.e-u.a story?" *

T: Yes, my 1ové, i‘nde‘ed you can.

Teac{\sr turns on light.

Boy reads to children in semi-circle.
™




© 76,

77.

" T7a.

C v 78a,

.78,
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-

__ (-) repeats word "Cats?" - (Boy has told them
this is what the story is about.) %

14 (m) and 9 (m) -lock arms and rock (not noticed).
(T. is sitting at Table 5 correcting some
seatwork.) . .
1 (m) picks tape ’ off the rug, rolls it in a ball
and throws it over his shoulder. Checks in the
teacher's direction (apparently to see if teacher
is watching. She isn't.) ’
Z (m) whispers to g.im).
Boy finishes Story and gets up to go. Some
students get up to go towards entrahc’e as well.
Teacher stands up. . '

T..pulls 1 (m) to one side 11.;quthy). Can't hear
what i‘s said to him. )

1 (m) cries. L

(naming

T: Néw, what are ve going to say to
the boy who read)? V”'

Students: ‘Thank you!

Boy, ].\eaves. o N T . .
T. goes  to resume place in front of the easel.
Childyen follow and ;Lt.

T. reviews words oh Willie the Worm.

10 (£) jumps.
. T: - Will you sit dwn; please.! You're bothering

me and I'm sure some of the other children can't

“see. : v




80. 10 (F):, Do it over.
T. explains how to practice at home and how to do
the practice she‘et.
2:00p ,
T: Helper, come and give everyone a Sheet#
81. Children: 2 (£)!1 2 (f)!
2 (£) gets sheets and distributes them. T. looks
at sc‘me-'work at Table 5. )
Bzr. 2 (m): Do we need'our cans? (as he is lo’:king at
his sheet at his table.)
T: You need scissors and'glue and a pencil to
write your name on it: (From Table 5.)
Some children éo to the shelf for their cans.
83. T: (From Table 5) 12 (£); you're :supposed to be
giving out the sheets. o ; 7
B4. 10 (f): she's }oakir’\q over hérg. -
T Leave her alpne: I'm sute she's doing-.a good
" j.ob. YOu can do it your way when it's your turn. )
"T. continues looking at sheets at Table 5./—-
85.

164

T: 14 (m), do you know what this word says?

14 (m): Danger. '

T: No, .it doesn't say danger. It says draw.

T: 4 (£f) and 16 (f)! (Didn't notice what they

were doing.)
T. tells students how to practice.

T: Do you know what practice means?

12 (m) shouts.. / k . .




86.%

87.

91.

92.
93.
94,

T: ~ 12 (m), when yo;x're doing your work would you
please not shout. ‘(Children working at tables.) *
T: I'm going to put letters in the middle of your

table. When you go home  put them in your book

bag. e . ,
Teacher. puts down 1ettgrs “en each of the tables.
She reminds students lndividuli.lly to take them
home .

7 (m) looks at letter as he cuts. .

T: (Take's the paper he is cutting.) No! no!
Head and speech balloon first. .(vz (m) takes back
paper and cPheinues to work on it.)

T. moves to next table.

'f. to’ 10 . (f): Excuse me, excuse me. You're
supp’osed to cut odt the speech . balloon.and head
and glue it-on Eirst.

10 (f)

Continues to cut.

gives no  indication she "has heard.

T. circulates around tables.
2 (£) goes to look for scis_soxs on Table- 4.
205 - Bgll rings. '
T. Jjoins 2 (_E) at .counter.

Both look for

scissors. . & . -
T. cdrculates.
T: . (Stopping &t Tablé 1) 3 (m), do get the red

sclssc;rs «. They cut better than the green ones.




96.

.99,

99a.

99b.

166
- . 9 .

9 (m) sings clang, clang (the song from the
library).
T. stands watchi.:;q Takwle 1.
71 (m): Do that say Hickory Hollow? (to teacher).
T: Yes, glue blue on the set though.
3 (m) returns to table with green scissors.

what colour are these scissors? (No

T 3R
answer. )
T: 3 (m), what colour are these scissors? “No
answer. ) 2

that's green.

T:  You don't know?

Mrs. (herself) said get the red ones. (Red

_sciséors have fou} holes so that teacher can help
. -

. *
with cuttipg.)

PRC TR — (unab1¥ to understand his speech).
3 (m): Yes/, ! L

T. goes to counter and gets scissors. .
T. gives 3 (m). a p;ix of scissors wi‘th red handles
and helps him cut.

12 (ﬁ): Where's my sithers gone to? (to himself
loualy.) . '

4 (£): (Leans over to Table 2 and says to 7 (m)y
Look, you have to on the lines. .(No answer.) '

4 (£): (To 2 (£)) 'Is this yellow? ‘

1 (m): (‘Loudly) What? Is that yellow? ' (Walks

over and looks at the paper). Ya,“t}‘xa’t's yellow.




100.

101.

102.
103.

104,
105,
106.

107.

108.

167

T: (At Table 5) You're doing a really good job
over here, aren't you? °
4 (E): (From Table 1) I'm.doing a really good
job, too.
10 (£): Kiss Gregory! Kiss Gregory! (from Table
3; unab_le to hear rest of conversation.)
10 (£): (Shouting) I'm a girl.
T: 7 (m), you aren't listening. Don't cut them
all out. Glue them on as you cut them out so you
won't lose them. ' a
8 if): (Table 2) Attention. You're supposed to
glve attentioh to other people, teo. (To no one
in pa_rtlcular at ‘the ‘tab:ll..e.)
6 (m): Ati:ention ;ne&ns you 1love some one.
12 (m) shakes glue at 9 (mj.
9 (m) shakes his glue back. i
T. moves towards Table 3. (Glue shaking stops.)
T: When You're £inish your work you'll be able to
have some recess. ° .

Children: Yal Yal Ya! ~(From some other
~ tables.). -

T: If-your name is on it.

T. moves ‘towa':ds Table S.

¥
10 (£): Yaal Yaa ...! Yaa ...! (Loudly).

‘T, turns around to look.at 10- (f), ‘alarmed.

. . . s s
10 (f)‘ has just beex} pretending to have done

+ “something incorrectly.’ ) : ]

N




109.

110.

4

111.

112.
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12 (m) still standing, shaking glue. -

A2 (m)s (As teacher goes by, he's standing with
his hands on his hips) What do you think of mine?
T: That's good. ’
T. returns to 3 (m) to help again.

14 (m): I'm finished.

T: Finished? Put your name up there. Then clean
up your table and have your.lunch. -
7 (m): (With a worried look) Will mine be as -~

good as 6 (m)'s?

7 T: That's alright. Everybody's will be different

because they're doing it their own way.
T. turns off light, then on again. "

T: An awful lot of noise here today.

" 15 (§) takes ‘a curled carrot out of her lunch box.

She goes to Table 3 and Table 2 to show it.

9 (m) and 12 (m) finished.. They get out their

lunch. % » . » .

6 (m) takes out his lunch. 2
7 -

8 (f£): Can I go to the fountain? S

T: You've already been to the fountain. PLnLB)’{
your  work and you can have yRur lunch. (8 (£) L
shrugs.) . % .

1 (m): Hey! Look, I not ...... (Can't undez"atand

whgt he's said.) Apparently unnoticed by anyone. \

3 (m): (With head down looking' at paper) My .




! 114.

115.

116.

117.

. 118.

119.
120.
‘121,

©122.

5 (f): Look, mine trfowed up. (All at Tables 1
~and 2 1ook up. ) '
3 L'“) cleans up ta‘hlg and passes by 7 (m).

3 (m): Hey! 7 (m), me dimished (finished?).

7 (I;\] just looks, keeps cutting.

12 (m), 6 (m), 9 (m), and 14 (m) are playing
together near Corner A.

12 (m) covers his ears. (Trying to avoid noise or
coneze?) )

T: (To 2 (£)) Go to the bathroom and clean the

glue off.
T: Are you boys finished your recess? 12 (m),
you're no:.u ,S?ou haven't cleaned up. .

Children play- at various places in the&room. Some
boys play with transformers. ¥
T: (Takes toy from 12 (m)) You can't have that

t111 you're cleaned up.’

v12 (m) goes to table and cleans up.

10 (£): My nose keeps- smelling that. (Potato
chips in her hand.) = .
10 (f): (Goes to T.) Can I have a needle?

T: Tt's there in the tub.

10 (£): (shouts) I got a needlet .,
1L (f) and 4 (£) fun to see. "R

- P i %

10 (£): gBo and girls, come and get your needle.

(Means -came'geg-. a pretend injection.) .




123.

124.

125.

127.

128.

128a.

J 129.
130.°

131.

132.
0 133.

134.

14 (m): Heyl 12 (m) .... .
- i
i3

m) assembling Go Bots.)
17 (f) goes to teacher, asks if she can go to the
bathroom.

T. is sitting at Table 5 checking folders.
8 (£): (At Table 2) There's nd such thing as

. fifty hundred fi‘fty‘thousand. My sister is crazy.
She bothers me when I'm doing homewoz‘k.

8 (f) tries to grab a cup from 5 (f) who is trying
to drink from it.

5 (£) passes the cup to her when she's finished .

drinkin.g o %

N : .

l,(‘“)‘ She's going.to drink it all.

T: (From Table 5) Boys and “girls.

9 (m): Mrs. “’is talking.

Who has the needles? ) g
14 (m: I have. . \

T: If it's in your.pocket, 14 (m), you'd better

put it back as. youZaren't using it.

15 (f) shouts.

T: 15 (£), that's an outdoors véice;

15 (£): I never played with one, once.

children play in groupsr at different centres in
the xccm, movinq amonq them. %

13, (m) and 3 (m-? play in centre of room.

T. turns off light.. N =

T: Everyone, clean up. z .

#

i




135.

136.

© 139,

140.

s © e
s

171

/

T: (Notices 13 (m)'s table wet) Why didn't you
wash off your table when you were finished? i

Others continue t& play. >

T: Three geconds to get behind your chairs:n one -

v.s, tWo..., three. .

Children éo to ctgair\s. ) % ) 7

T I'm asking-’;}ou not to.bring Go-Bots to school,
tomorrow. ’

1 (m): ‘ I never bringed one .:..

T: I never said you did. I don't want -anybody to

. bring any. That make people too noisy.

_T. gives instructions about who is to clean up-

what.

.(Holds up car) Who owns this red’car?

.14 (m): 'Some one in the other olass. »

T: . I want everyone to listen. No more voices, 12
(m): I see a lunch box ok 8 (£)'s table.

Children pick up b’uok‘bags, etc.

T: Evergone pick up their scraps.

T. tells -about homéwork ‘to go home. She checks
tables. ) i ’

T, 1 (m), listen. . Someone qwns these scissors.
This Go-Bot and that pencll at 7 (m)'s table.

2 (m: I dan‘t‘ own that.

T: It doasn't matter. It's your table.so you

) have to. cleun it up.’ .

7 (m: oK.
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T: Now, tomorrow is oing to be a quiet day.
Anyone who has a ‘loud vo:l.ce‘ leave it at home
tomorrow.

142. T: 8 (f), clean up the things on your table,
T: Lec's‘ look for a quiet table now.

T. -calls tables by names of children at the

X 9
tables.
; . Tt ;g(m)fs_...., etc. . . . I
3:00 p.m. L.
All go to the cloakroom. ’
* - 7
&
v , N . '
o
v
s . e
~
s P r}“
" - y
| ~ 4
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. s : ¥ : a
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o,

of nterruptions In Session ¢
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>




some interruptions.
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% :
s
-
. N
Table 2
; q’ frequency of Interruptions ih Observed Sessions
Sessions - Totals
13 Q R s W T v v h W X
(N)
Accepted/
Excused 3 s "3 s 2 2 ‘ 2 u .
Unnoticed/
" 4 2 11 10 3 12 6 13 n
Poine of Order/ } ,
mue ion 2) | 16 4 32 48 69 kL) 25 7 152
Envicommentalt .
Routina 3 18 1 9 s 1 o3l 29 18 1
obtrustves .
Rude 51 23 S0 51 42 . 65 3 8 33 nr
Accepted/ J 5 «
Unexcused 3 10 10 17 23 22 } 5 4 95
Patterned/
Question Response - iy 4 12 22 12 7 11 8 15 "
Obaerver’
Related ‘ 4 “ i 1 2 3 3 e 0
Total 101 78 19 143, 1 82 161 1s7
7 g - " =3
Note: Totals not always oq’nlvllln: because of undetermined origin or category of




Table 3

Seaments 4nd Catedories of lnugluvtlau
n mac n 0

%]

pted/Unexcus
roint of orur/nmcuun
spo

gno
Accapted/bxcused =
llov—nulllmun- .7

h e
.1 . ot
] ~ .
Dasignation of Appro lxmum.\nﬁ
. segmant = l!nvlh o! lmnl o! ln:"rupuw
. {minutes) {n)
Teacher directed 10 [ Oxd4, Tel 4m2, 2% 10
lopening activities) =
‘Teacher instructed 15 ¥ Vo=l ,T=2, U]
(spelling 1ist) .
Individual twork: 10 Ow=l, Tel, Uu=S$
(spelling)
Teacher directed 23 O=1, Ta2, P/D=d, 1=K °
(evaluation) -
acher instructed 15 o=l Tyl U2 Ru2
(1istening, infornal .
ing) .
Teansicion ) Te3 -
Student dlrected 15 -
(recess) i s
Transition ] P/D =1
Teacher instructed 15 O=), U=l P/D=4, E=2
tapacialist) . ' 2
Teacher difécted 12 Om=4, Tel, PDR2 Bl Rm2 0=
(speciallst) P
Transttion I RO =1, Tl
10 O=1,282,7T=2 )
|llllm ltudy x .
Call-ct 24 Tw2 P/D=2 R=2, N=1
x N i - =
Key: Mmlvlllw
















	001_Cover
	002_Inside Cover
	003_Blank Page
	004_Blank Page
	005_Title Page
	006_Copyright Information
	007_Abstract
	008_Abstract iii
	009_Acknowledgements
	010_Table of Contents
	011_Table of Contents vi
	012_Table of Contents vii
	013_Chapter I - Page 1
	014_Page 2
	015_Page 3
	016_Page 4
	017_Page 5
	018_Page 6
	019_Page 7
	020_Page 8
	021_Page 9
	022_Page 10
	023_Page 11
	024_Page 12
	025_Page 13
	026_Page 14
	027_Page 15
	028_Page 16
	029_Page 17
	030_Page 18
	031_Page 19
	032_Page 20
	033_Chapter II - Page 21
	034_Page 22
	035_Page 23
	036_Page 24
	037_Page 25
	038_Page 26
	039_Page 27
	040_Page 28
	041_Page 29
	042_Page 30
	043_Page 31
	044_Page 32
	045_Page 33
	046_Page 34
	047_Page 35
	048_Page 36
	049_Page 37
	050_Page 38
	051_Page 39
	052_Page 40
	053_Page 41
	054_Page 42
	055_Page 43
	056_Page 44
	057_Page 45
	058_Page 46
	059_Chapter III - Page 47
	060_Page 48
	061_Page 49
	062_Page 50
	063_Page 51
	064_Page 52
	065_Page 53
	066_Page 54
	067_Page 55
	068_Page 56
	069_Page 57
	070_Page 58
	071_Page 59
	072_Page 60
	073_Page 61
	074_Page 62
	075_Page 63
	076_Page 64
	077_Page 65
	078_Page 66
	079_Page 67
	080_Page 68
	081_Page 69
	082_Page 70
	083_Page 71
	084_Chapter IV - Page 72
	085_Page 73
	086_Page 74
	087_Page 75
	088_Page 76
	089_Page 77
	090_Page 78
	091_Page 79
	092_Page 80
	093_Page 81
	094_Page 82
	095_Page 83
	096_Page 84
	097_Page 85
	098_Page 86
	099_Page 87
	100_Page 88
	101_Page 89
	102_Page 90
	103_Page 91
	104_Page 92
	105_Page 93
	106_Page 94
	107_Page 95
	108_Page 96
	109_Page 97
	110_Page 98
	111_Page 99
	112_Page 100
	113_Chapter V - Page 101
	114_Page 102
	115_Page 103
	116_Page 104
	117_Page 105
	118_Page 106
	119_Page 107
	120_Page 108
	121_Page 109
	122_Page 110
	123_Page 111
	124_Page 112
	125_Page 113
	126_Page 114
	127_Page 115
	128_Page 116
	129_Page 117
	130_Page 118
	131_Page 119
	132_Page 120
	133_Page 121
	134_Page 122
	135_Page 123
	136_Page 124
	137_Page 125
	138_Page 126
	139_Page 127
	140_Page 128
	141_Page 129
	142_Page 130
	143_Page 131
	144_Chapter VI - Page 132
	145_Page 133
	146_Page 134
	147_Page 135
	148_Page 136
	149_Page 137
	150_Page 138
	151_Page 139
	152_Page 140
	153_Page 141
	154_Page 142
	155_References
	156_Page 144
	157_Page 145
	158_Page 146
	159_Page 147
	160_Appendix A
	161_Page 149
	162_Page 150
	163_Page 151
	164_Appendix B
	165_Page 153
	166_Page 154
	167_Page 155
	168_Page 156
	169_Page 157
	170_Page 158
	171_Page 159
	172_Page 160
	173_Page 161
	174_Page 162
	175_Page 163
	176_Page 164
	177_Page 165
	178_Page 166
	179_Page 167
	180_Page 168
	181_Page 169
	182_Page 170
	183_Page 171
	184_Page 172
	185_Appendix C
	186_Page 174
	187_Page 175
	188_Page 176
	189_Blank Page
	190_Blank Page
	191_Inside Back Cover
	192_Back Cover

