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INTRODUCTION

This field menusl is intended to guide investigators in the col-
lection of comparable cross-linguistic and cross-cultural data on the
acquisition of communicative competence. It thus represents a joint
endeavor in developmental psycho- and sociolinguistics, for we are
concerned both with children's acquisition of linguistic codes and the
social rules for the use of such codes.

* There have recently been numerous studies employing modern lin-
guistic concepts in the study of early language development in chil-
dren (reviewed in Ervin-Tripp, 1966). Some longitudinal studies heve
explored the sound system (e.g. Burling, 1959; Gvozdev, 1948); others
have examined syntactic development (e.g. Braine, 1963a; Brown &
Fraser, 1963; Gvozdev, 1949; Miller & Ervin, 196’1). In Same cases
cross-sectional methods have been employed (e.g. Berko, 1958; Templin,
1957), establishing norms for age changes in & particular language
commnity. These studies have raised many questions about how children
learn the complex linguistic system of any language rapidly, Juring the
same years, and yet reveal relatively small variation in rates of ac-
quisition though there are large variations in practice and exposure to
speech. We believe that there are three major gaps in our research on

lenguage development.

We need information about the learning of languages which are
structurally different from English. There have been proposals (e.g.
Chomsky, 1965, 1966, 1967; McNeill, 1966a,b) that certain grammatical
structures are universal, and that certain universal cognitive abili-
ties are likely to be involved in language learning. We may also find
certain universals in terms of stages of development in children
(Jekobson, 1941). All of the recent American studies of syntax have
found that at a very early stage children have "pivot" grammers
(Braine, 1963a) consisting of classes of a few words which occupy com-
plemrutary positions. For example, in a glven child's grammar, where
or there moy always come first in sentences, and up and off may always
come last. English has rether variable absolute position of words--
certainly off and up do not always occupy sentence final position. An
even more interesting example is the learning of Russian. The scanty
evidence available suggests that Russian children also have pivot
grammars at first, even though Russian word order is extremely varisble,
since it is a language which, like Latin, employs inflectional affixes
rather than order for many basic grammatical relations (Slobin, 1966a,
in press). Therefore the pivot gramuars cannot arise from imitation.

The variety of systems in natural languages is so great that the
study of langusge acquisition in verying languages can be regarded as
a natural experiment which it would be extremely difficult to simulate
artificially. For example, American Indian langueges have faxr more
complex verb inflections and verb morphophonemics than Erglish but we
do not know about child language development in any American Indian

The Introduction was written by Sﬁsan M. Ervin-Trippv.
' ix
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language. The attempt to gimulate primary language learning with an
artificial language is manifestly extremely difficult, and so far ex-
periments of this sort have been very 1imitd in scope, have studied
older children,and have essentially been second language studies.
There is reason to believe that Tirst and second language learning mey
be quite different, and thet one cannot generalize from one to the
other.

The second desideratum is that language acquisition studies be
broadened to include not only the traditional formal core of language,
but competence in the use of language. Not only do children leexrn the
phonology, Zraumar and vocabulary which permit us to jdentify a lan-
guage, but they 1earn when to speak, when to be qulet, when to use
ritual language, when to use beby telk, when to use polite forms, and
when to shift language in a maltilingual coomunity. We know nothing
ebout the relation between these aspec%s of learning and. the learning
of the basic code, bubt it is clear that instruction about when to vo-
calize and when to be gilent can vegin even pefore langusge begins.
Differentiated style according to the age of addressee can be Secen in
children under three, as shown in baby talk addressed only to infants,
polite requests only to older children or adults, and systematic dif-
ferentiation of multilingual usage.

The uses of language may vary considerably in different cultures.
Theoretical discussion of one aspect of Punctional variation has be~-
come well lmowvm through the writing of Bagil Bernstein (196la.b, 1962,
1964). In brief, he argues £hat members of closed social networks use
mestricted codes" which are highly redundant. In contrast, members
of open networks and their children can switch to an "elaborated code”
which is less redundant, uses more complex and varied forms or Sub-
ordination, and relies on vocebulary and syntax more than on voice
quality and paralinguistic signals for difPerentiating meaning. Undex -

these formal contrasts there appear to be differences in the
usual functions of langusge. The acquisition of full competence in
writing requires the acquisition of an elaborated code, S50 analysis of
these code differences mey be Very important in studying literacy.

There has been increasing attention recently by anthropologlsts
to the formal description of rules of speech in teras of social vari-
ables such as rank, age, and sex of addressee, and occasion, which
condition alternation in speech (for references, see GuMpErz, 196583
Hymes, 1964). There hes 2lso0 been o characterizetion of certain
struchural reletions or sequences in speech events such as greetings,
thanks, conversation, introduction, and noxration. To qualify as &
native speaker in a speech community opne must learn these rules as well
as the rules of grammar. This %8s to say, of course, that one must
learn to behave as though one knew the rules. Assessment of the ac-
quisition of this competence shoulid be as pundemental to the study of
language development as the gtudy of the formal graxmatical code.

ERIC




The study of sociolinguistic rules is in its infancy, so we are
thrown back on ethnographic notes and queries rather than on precise
hypotheses and methods as devices for directing field workers. One of
ovr goals in this research is to obtain sufficient ethnographic data
to provide a basis for comperative discussion among the field workers.
This portion of the Field Manual must constitute early steps towards
a sociolinguistic theory.

There has been considerable controversy over the role of the so-
cial milieu in language deveiopment (Ienneberg, 1967). The controversy
turns on the degree to which a strong maturational component in language
development may make linguistic competence relatively impervious to ac-
celeration through chenges in milieu. The linguistic repertoire of the
community clearly must influence the content of the c¢hild's learning,
but it is not clear whether the order of acquisition of grammatical or
sociolinguistic rules might be altered elther by their place in the
adult system or by specific values and practices of the child's care-
takers. These practices include prohibiting or encoursging the child's
presence when various speech events occur, and stimlating or respond-
ing to his spzech.

In advence, it is not clear how one wouid devise universal measures
of rate of development, in order to test hypotheses about the relation
of milieu and language development. However, il we are able to £ind
situations in which natural veriations exist within communities, as in
the United States, one can provide a rough assessment of such effects.
We regard exverimental manipulation (Cazden, 1965) as desirable when
some of the possible features of infilvence bhave been identified. But
some kinds of menipulation are ethically impossible, though they are
found often in nature., For example, varistions in family structure can
easily be studied, including precence and absence of father or mother,
presence of extended family acting as socializers, peer groups who are
kin or primerily non-kin. ILabov's work (1965) suggests that after five
the peer group may be the primary source of language socializatlion.

An example of social effects on language development con he found
in the studies of sex differences in the rate of language development.
Puerto Rican langusge development in general is faster than in matched
English-speaking groups in New York, and no sex differences appecared
(Anagtasi & de Jesds, 1953) though girls were superior in the white
sample, and boys in a Negro semple (Anastasi & D'Angelo, 1952) in New
York; in Detroit (Thomes, 1962) slso in & Negro lower-class sample,
boys were extremely hendicappeé. It seems quite evident that the
causes for these differential developmental rates are social, but we
have too little information about relevent features of the social en-
viromment to draw any conclugions.

The first phase of this research is inevitably deseriptive. There
has never been a systematic study of language socialization, including
the milieu and sociolinguistic competence, Ethnographies usually lack
much information about family interaction, especially in urban sebtings,
because it occurs relatively privately. As we indicated carlicr, some
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studies comparing language development rates in different groups in the i
United States cannot be interpreted because we lack information about
their language socialization practices. : -

The material on languege development in the narrow sense, which
will include considersble text collection from a small group of children, -
will permit cross-linguistic comparisons of the development of strue- y
tured systems. In these cases, differences may derive from differences e
in linguistic structure. ~

The outcome of the initial fieldwork laid forth in this manual will i
allow for: (1) generalization about development of given linguistic
features in given languages, on the basis of a very small set of tests -
and a sufficient sample to support preliminary 'generalization; (2) ais-
confirmation of assumptions about universals in development or milieu,
and suggestions of new hypotheses about possible universals, either ea
descriptive or structural, hitherto unnoticed; (3) data for building }
a sociolinguistic theory; and (4) further work in the same and carefully ol
selected comparable field sites. Such further work will be devoted to
the collection of larger samples for descriptive purposes, and will ex- L
plore antecedent-consequent relations in cultures where internal vari- QL
ations in antecedent (milieu) variables are found. For example, if we ,
are to study the learning of sociolinguistic rules in any detail, we
need more work in each culture on characterizing the relevent rules.
In the first phase of the work, outlined here, we place & different
fieldworker at each site. In later stages, detailed cross-cultural
testing of particular hypotheses might require collaboration between a
traveling specialist and teams of local fieldworkers at established
and well-studied sites.

T3
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This field menual is the joint product of the authors, and is in- o
tended to provide a guide for them as they do their first fieldwork on
these problems;* It is also intended as a guide for others who may
wish to contribute to our small store of knowedge on these problems.
In picking new field sites for the use of this manual, an important
consideration is the availebility of an adequate linguistic descrip-
tion of the local language. In terms of training end site selection .
it would be difficult to improve on the advice offered by Margaret .
Mead over 35 years to those who would study "the primitive child":

The student should have training in both anthropology
and psychology, with en emphasis in psychology upon
social, child, and sbnormal psychology. Experience -
in psychiatric case work, especially among children, I
or in teaching, will prove more valuable then a =
knowledge of laboratory methods and equipment which .
it is almost impossible to use in the field. Tae £
anthropological training should emphasize particularly b
work in social organization--analyses of kinship

. {
* ;
Major writers of sections of the Manual are indicated on the first - ]
page of each section. The entire Manual wes extensively edited by

Dan I. Slobin. - j
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systems, & sufficient lmowledge of primitive religion to
familiarize the student with the alien concepts which he
will encounter, and a good training in linguistics. (The
ability to learn language quickly and a high memory span
for nonsense material are perhaps the two most necessary
native abilities for this type of work.) A detailed
knowledge of the ethnography of the area chosen is also
necessary. A student whose training is primarily in
psychology [or, we might add, in linguistics] would be
wise to choose an area which has been well described
ethnologically . . . The choice of an area which has al-
ready been described has also the advantage that the con-
ditions will be known, the problem can be 1 rased in ad-
vance in terms of the culture.

For those, however, with & broader ethnological train-
ing and interest, other cautions hold. . . . the final choice
of a working location must be mede from nearby, and be based
upon exact information concerning the size of the commmunity
and the residential arrangements. For example, a detalled
study of children could not be made in Dobu, where each
village comprises only ten or fifteen people, and the members
of each village are hostile to the members of other villages.
Cultural attitudes towards children should be ascertained, if
possible. For most purposes, it is better to work in a reglon
where children are regarded as the most netural interest for
adults than in a place where a man of rank is never supposed
to speak to a child. A mole investigator should try to find a
region where the fathers play an important domestic rule. A
women investigator should sttempt to discover the native atti-
tudes toward barrenness and marital status in relation to their
power of bringing good or bad luck to children, and then dis-
close herself as single, widowed, divorced, the mother of twins
left with their grandmother, or whatever fable is most likely
to give the natives confidence in her (1931, pp. 685-6).

We urge anybody planning to take the Field Menual to a field site
to choose & location where there axre current research field stations.
The number of such field stations is jncreasing, and information about
. them can be obtained from the Whitings at Harvard or from other anthro-
pologists doing comparative work. The advantages of working at an estab-~
1ished site are that initial work on censuses and basic ethnography will
be available, and local well-trained collaborators will be at hand. Work
along the lines of this menusl could also be done fruitfully within the
highly veried speech canmunities in western cultures, for example, com-
munities of immigrents, the deaf, American Indians, and so on.

Before going to actual field sites, it is a good idea for all who
jntend to use this manual to try out a1l of the methods they plan to
use with appropriate families nearby, preferably sufficiently distinct
in culture snd language as to provide a fair anticipation of later

xiii
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field problems. Any comparative work must require some procedural
standardization, and it is highly necessary o0 have prior communication
sbout difficulties before fieldwork begins. Conditions in the field
interfere with standardization in several weys. In terms of physical
and social setting, the investigator is increasingly removed from the
freme of reference in which he first discussed these problems; there-
fore investigators become more unlike each other in the field setting.
Communication with others whose data must be the basis for comparative
reports is much more difficult for a variety of reasons. The severe
demends of settling into a new community and establishing rapport make
it very likely that investigators will surrender all efforts at a com-
mon set of aims and procedures unless very explicit prior commitments
are made. These are likely to be especially severe problems for
anthropologists whose relativistic ideology may meke it seem a positive
good to depart from the common frame of reference established prior to
departure for the field. The Field Manuel is meant to be & shared com-
mitment restraining these forces.® Pilot studies within the home
country can permit the investigators to cope with some of these stralns
while still in the work group. For this reason we recommend thet any
jnvestigators not in our initial group write to us about any ambigui-
ties they find doing pilot work from the Manual, in order to make our
studies as comparable as possible. Comments about the Manual, re-
quests for copies and for tapes to be used in the rhonological imitation
procedures, and information gbout related studies should be addressed to
Dr. Den I. Slobin, Department of Psychology, University of California,
Berkeley 94720.

Throughout our work on the Manual, in 1966 end 1967, we have been
given a home in the Tnstitute of Human Learning of the University of
California at Berkeley, to which we express our gratitude. Since the
first dreft of the Manual was prepared, funds from Contract 4-7-008757 -
2015 with the U.S. Office of Education have enabled us to try out
procedures locally. Through Project Literacy, the Office of Education
also indirectly financed a series of consultative meetings about the
problems raised by the draft manual. Many gemerous colleagues have
given freely of their time and counsel, either through visits or letters
--or both. These include Harriet Amster, Ursula Bellugi, Noam Chomsky,
Aaron Cicourel, A. Richard Diebold, Jr., Joe Dillard, Charles A.
Ferguson, Robert Hess, Dell Hymes, Vera John, Edward S. Klima, Eric H.
Lenneberg, William Labov, David McNeill, Wick Miller, Michael Moerman,
Harry Osser, Harvey Sacks, Emmanuel Shegeloff, Elizabeth F. Shipley,
Tetians Slame-Cazacu, Carlota S. Smith, William Soskin, William Stewart,

* 211 fieldworkers are urged to supplement this manual with the
Field guidge for a study of socialization (Whiting et al., 1966), used
by tne Harvard study of child rearing in six cultures. That manual
contsins many valuable suggestions on the study of socialization and
fieldwork in general, and is referred to at various places in our
menual. Another useful aid is W. J. Semarin's Field linguistics
(1967), to which we also refer the reader for additional advice.
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and Beatrice Whiting. As a result of their advice we made changes in
the Manual, end learned from them much more which may influence the
work of those present at our meetings. We wish we conld specify more
precisely each of the great variety of valusble contributions we have
received. (Responsibility for the final contents of the Manual, of
course, lies with us.) .

The Social Science Research Council, through the Commitiee on
Sociolinguistics, has helped finance the fieldwork in this study with
funds from the National Science Foundation. Recipients of such aid
have been Jan Brukman, in a Koya-speaking villege in India, and
Claudie Mitchell, in a working-class Negro section of Oakland, Cali-
fornia. In 1967-68 Carolyn Werdrip will study middle-class white
families in Berkeley, and David Argoff will compere Finnish and
Russian-speeking families in Finlend and the Soviet Union. In addi-
tion, Brian Stross in Chiapas, Mexico, and Keith Kernan in Samoa will
carry out field manual studies under separate sponsorship. Clerical
assistance is being provided by Rachel Holmen, The group will re-
assemble in the summer of 1968, with others whe have done similar re-
search, to prepare a third revision of the manual for publication, and
to work on problems of data analysls. We are grateful for the extensive
support which has been available in these initial phases of our compara-
tive research. We view this project, though it began in Berkeley, as an
effort at national and international collaboration, and welcome others
who wish to join in the various phases of our work.
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PART ONE .
MAJOR TOPICS OF INVESTIGATION

1.0 RESEARCH SCHEDULE

There are fourteen mejor areas of investigation which constitute
the core of this field manual. All researchers are expected to collect
comparable date on these central topics, following the schedule of
activities presented below as closely as possible. In addition to the
major topics, the researcher is encouraged to refer frequently to the
"notes and queries” section presented at the end of Part One (1.7), and
to be constantly alert to the theoretical considerations and possible
subsidiary studies presented in Part Three. A number of important
methodological factors are spelled out in Part Two, and the Appendices
contain examples of specific tests and procedures. The investigator
should read through the manual at least once a month during his stey in
the field.

A core sample of 24 children, between the ages of six months and
13 years, will serve as subjects and informents for the central investi-
gation, along with a number of adults in the community, including the
mothers of some of the children. Each of the major topics is taken up
in detail, following an initial outline of the schedule of research
activities to be undertaken in the field. Tnis schedule presupposes a
twelve-month field visit, leaving the first month free for orientation,
and the last month to make up for inevitable slippages in the schedule,
transcription of materials gathered at the end of the stay, etc.

At the time of beginning formal research (the second month in our
schedule) the investigator should have some knowledge of the language,
should have selected a native assistant (see Section 2.3), and should
have designed the research materials for topies IV, VII, VIII, and IX.
The schedule is arranged so that the first contacts with child subjects
are with older children (3;4 - 7 years), in order to facilitate entry
into the world of child speech. Table 1 presents the list of reseerch
tasks; Table 2 the distribution of children across topics; and Table 3
the 12-month time schedule.

Section 1.0 was written by Dan I. Slobin.
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Table 1. MaJjor Research Tasks

II.
III.

VII.

VIII.
IX.

XI.
XII.
XIII.

Determine level of motor development [1.1].
Record babbling [1.2.3].

Tlicit and record imitation of prosodic aspects of speech
according to standardized tests [1.2.2].

Flicit and record imitation of phonological aspects of speech
according to standardized tests [1.2.2, 1.3.1].

Elicit and list initial vocabulary [1.2.k4, 1.3.1]).

Record free interaction between child and mother (or mother-
surrogate) for intensive grammatical analysis [1.4.1].

Flicit and record imitation of systematically constructed
model sentences [1.4.2].

Administer standsrd speech comprehension tests [1.4.3].

Elicit and record production of grammatical speech according
to standardized tests [1.hk.k].

Describe child's interaction networks and standard deily
activities, over the course of a year, on the basis of
observation and interview of child and parents [1.5.1).
Record and observe dialogs between children [1.5.2].
Record speech of mother to child [1.5.3].

oObserve communicative routines [1.5.u4].

ok

-4

L=

€T

XIV. Interview adults concerning beliefs about language acquisition
and use [1.6].

* Figures in square brackets refer to descriptions of data-gathering
techniques to be fcund in Part One of the Field Manual.

Tn Table 2 each child receives a letter designation, which serves to
identify him in the subsequent text. Tn noting ages, & semicolon separates
years fram months; a comma should be used to separate months from days:
e.g. a child of age 2;10,15 is two years, ten months, and thirteen days
old. The investigator should attempt to find children as close to the
ages given as possible; the tolerance range should be abcut one month
(in those societies where exact ages of children are known). Column XIV

Full Tt Provided by ERIC.
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refers to the child's mother. Reseerch months are counted from arrival
in the field. (If the field stay is longer then 12 months, the re-
searcher may wish to begin the formal schedule “ater than the second
month; however, at least ome free month should be left at the end for
unforeseen circumstances.)

Teble 2. Distribution of Children by Age, Sex, and Task

-

First

VITIVITIXIX|XTIXII|XIIT|XIV Research
Month

3

Child|Age|Sex

H
d
=
|

II|III

A 036
B |06
c
D

+{+]|+] +

Tl 2l +] +] F] +|+ [+ 1+ ]+ +]F]H] +

*

+l+|+]+]+1 +
+l+l+]|+1+] +

250
230
238

2l + F] +] ]+ ]+ ]l ei+]+] +
AN S R S EIE AR E R R,
+l+l+] +] +] +]F]+] L
+l+l+]+]+) +l+ ]+l +]+

1+l +] +] ] ] F]+1 1+

ba
.

M + +
F + + I
M + + 6
F + + 6
* + + 3
* + + l
M + + 3
F + + 3
M + + 3
F + + 3
M + + 2
F + + 2
h;2| M + + | 2
F + + 2
M + + 2
F + + 2
M + + P
F + + 2
M + + 3
F + + 3
M + + 3
F 4 + 3
M + + 3
F + + 3

B
F
G
H
I
J
K
L
M
N
0
p
Q
R
S
T
U
\
W
X

55’35\0\044\::\::
|+ +] +] +

* Note: The age of children C and D is indeterminate; they should be
early in the one-word stage, and have s 1imited vocabulaxy. Children E
and F are not plcked on the basis of age, but mean-utterance length, as
described in 1.l4.1; their sex is not important, but they should both be
of the same sex.
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For each child studied, the investigator should prepare & dossier !
containing such information as the following: -

name *

birthdate (or closest approximation)

sex

handedness

general physical description (accompanied by photographs )
general mood description

any relevant pathology or abnormality

level of motor development (see Table 4)

articulateness and quality of speech and voice

family situation
parents living? ' i
parents' ages
number, ages, and sexes of siblings
people living in household and their relation to child
relevant kin living elsewhere
status and occupation of family and its members
description, photographs, and map of dwelling

* In some field situations the investigator may not be able to as-
certein the exact date of birth of a child, or even its general age.
In such cases, try to determine the time of the child's birth in re-
gard to a season, a festival, a special event, an historical occasion,
or the like. It may also be helpful to ascertain the child's age
relative to other children for whom more precise informetion is avall-
able. Some guldes to estimation of children's ages can be found in
Bayler and Bayley (1959), Krogman (1941, 1958), and Watson and Lowrey
(1951, esp. pp. 44-76). Bayler and Bayley present height and weight
curves and graphic growth records for boys and girls (charts availsble
from Medical Dept., Ross Lebcratories, Columbus 16, Ohio). However,
it should be borne in mind thet such statistics very with race and
environment. Krogmen (1958, pp. 52-67) lists many references on environ-
mental, racial, and dietetic influences upon physical growth; and
Krogman (1941) gives many tebles on season, diet, health (pp. TO4-801),
and socioeconomic stetus and rural-urbsn contrast (pp. 802-857) in
relation to growth measures. Behavioral indices of age are probably
more useful cross~culturally than are morphological indices.

*%
A more deteilled outline of this part of the dossier 1s given in
1.5.1.




Table 3. 12-Month Time Schedule

| Child
5 wontali B¢ D EF G H I J KLMHNOPGQRGS TUVWX
1
2 kL 50 P QR
3 |a¥ B G HIUJ S P UVWX
* *
4 B F XK L M N
*
5
l 5 (A" ¢ HIJ
¥*
6 8 c*p*E KL MYN
%
7 ¥ PG HIUJ
B .
*
8 B KL MN
*
9 cpE GHTIZJ
»*
10 P o P Q R
_*
1
11 G H I J S T UV WX
12

* wotes: Asterisk after child's initial in a given month means that mother
is also to be studied in that month-~either to record her speech to the child
2}{113 or to interview her concerning beliefs about language acquisition and use

XIV), as shown in Table 2. Horizontel lines indicate months; because E is to
be visited every 6 weeks, he frequently falls on the line between months.
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1.1, MOTOR DEVELOFMENT ﬁ

* There is good reason to believe that, in normal children, speech
and motor development follow temporally related msburational sequences.
This thesis is most clearly developed by Eric Ienneberg, in his recent
book, Biological foundations of language (1967):

The onset of speech consists of a gradual unfolding of
capacities; it is a series of generally well-circumscribed
events which take place between the second and third year of
1ife. Certain important speech milestones are reached in a
fixed sequence and at a relatively constant chronological age.
Just as impressive as the age constanpcy is the remexkasble
synchronization of speech milestones with motor -developmental
milestones . . . (p. 127).

In Teble 4, below, we reproduce Ienneberg's Table 4.1 (vp. 128-130),
in which this "temporal interlocking of speech milestones and motor mile-
stones" is revealed. It is evident that cross-cultural research is needed
to validate Ienneberg's assertion that this developmental sequence 1is
universal.

The categories presented under "Vocalization end Language" in the
table are clear. The investigator should be certain that his sample
includes children demonstreting the forms of vocal and verbal behavior
summarized there. With the exception of the very youngest infants,
children A-N should satisfy the requirements of these ceategories, and
they are marked appropriately under column I in Teble 2. Neonates
should be found for the 12-, 16-, and 20-week-old entries in Lenneberg's
table. The descriptions of steges of motor development in that table
are likewise quite clear, and the investigator shorld have little diffi-
culty designing simple tests to determine the motoxr milestones described
by Lenneberg. (Watson and Iowrey [1951, pp. 87-99] also present norms of i
behavioral development, including motor, adaptive, language, and personal- !
social milestones.)

Teble 4. Developmental Milestones in Motor and (){
Longuage Development (from Lenneberg, 1967)

At the com- 5
pletion of: Motor Development Vocalization and Lenguage

12 weeks Supports head when in prone Markedly less crying than at 8
position; weight is on el- weeks; when talked tc and nodded
bows ; hands mostly open; no at, smiles, followed by squealing-
gresp reflex. gurgling sounds vsually called

cooing, which is vowel-like in
character and pitch-modulated;
susteins cooing for 15-20 seconds.

Section 1.1 was written by Dan I. Slobin.

ERIC
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Table 4. (cont.)

At the com-
pletion of:

Motor Development

Vocelization and Languege

16 weeks

20 weeks

6 nonths

8 months

10 months

Plays with a rattle placed

in his hands (by shaking
it and staring at it),
Lead self-supported; tordc
neck reflex subsidinsg.

Sits with props.

Sitting: bends forward
and uses hands for sup-

.port; can bear weight

when put into standing
position, but cannot

yet stand with hoiding
onj reaching: unilateral;
grasp: no thumb apposi-
tion yet; releases cube
vwhen given snother.

Stands holding on; grasps
with thumb apposition;
picks up pellet with thumb
and finger tips.

Creeps efficiently; takes
side-steps, holding on;
pulls to standing posi-
tion.

Responds to human sounds
more definitely; turns head;
eyes seem to search for
speaker; occasionally some
chuckling sounds.

The vowel-like cooing sounds
begin to be interspersed
with more consonantal sounds;
labial fricatives, spirents
and nasals are common;
acoustically. all vocaliza-
tions are very different
from the sounds of the
mature language of the en-
viroment.

Cooing changing into
babbling resembling one-
syllable utterances;

neither vowels nor conso-
pents have very f£ixed recur-
rences; most common utter-
ances sound somewhat like ma,
mu, da, or di.

Reduplication (or more con~
tinuous repetitions) becomes
frequent; intonation pabt-
terns become distinct; ut-
terances can signal emphasis
and emotions.

Vocalizetions are mixed with
sound-play such as gurgling
or bubble~blowing; appeaxrs

to wish to imitate sounds,
but the imitations are never
quite successful; beginning
to differentiate between
words heard by making differ-
ential adjustment.




Table 4.

(cont.)

At the com-
pletion of:

Motor Development

Vocalization and Language

12 months

18 months

2l months

Walks when held by one
hand; walks on feet and
hands--knees in air;
mouthing of obJjects al-
most stopped; seats self
on floor.

Grasp, prehension and re-
lease fully developed; gait
stiff, propulsive and pre-
cipitated; sits on child's
chair with only fair aim;
creeps downstairs backward;
has difficulty building
tower of three cubes.

Runs, but falls in sudden
turns; can quickly alter-
nate between sitting and
stance; walks stairs up
or down, one foot forward

only.

Identical sound sequences are
replicated with higher rela-
tive frequency of occurrence
and words (memme or dedda) are
emerging; definite signs of
understanding some words and
simple conrmands (show me your

eyes).

Has e definite repertoire of
words--more than three, but
less than fifty; still much
babbling but now of several
syllables with iutricate into-
nation pattern; no attempt at
communicating informetion and
no frustration for not being
understecod; words may include
jtems such as thank you or
come here, but there is little
ability to join any of the
lexical items into spontaneous
two-item phrases; understend-

ing is progressing repidly.

Vocabulary of more than 50
items (some children seem to
be able to name everything in
enviromment); begins sponta-
neously to joln vocabulary
items into two-word phrases;
all phrases appear to be own
creations; definite increase
in communicative behevior and
interest in languoge.
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Table 4. (cont.)

At the com-~

pletion of': Motor Development

Vocalization and Languege

Jumps into air with both
feet; stands on one foot
for about two scconds;.
tekes few steps on tip-
toe; jumps from chair;
good hand and finger co-
ordination; can move
digits independently;
menipulation of objects
much improved; builds
tower of six cubes.

30 mbnths

Tiptoes three yards; runs
smoothly with accelera-
tion and deceleration;
negotiates sharp and fast
curves without difficulty;
walks stairs by alternat-
ing feet; jumps 12 inches;
can operate tricycle.

3 years

Jumps over rope; hops on
right foot; catches ball
in arms; walks line.

It years

Fastest increase in vocabulaxry
vith many new additions every
day; no babbling at all; utter-
ances have communicative in-
tent; frustrated if not under-
stood by adults; utterances
consist of at least two words,
meny have three or even five
words; sentences and phrases
have chpracteristic child
grammar, that is, they are
rarely verbatim repetitions of
an adult utterance; intelli-
gibility is not very good yet,
though there is great varia-
tion among children; seems to
understand everything that is
said to him.

Vocabulary of some 1000 words;
about 80% of utterances are
intelligible even to strangers;
grammatical complexity of ut-
terances is roughly that of
colloquial adult language, al-
though mistakes still occur.

Language is well-esteblished;

devistions from the adult norm
tend to be more in style than

in grammsr.

Note that chronological age is really not crucial to the compearisons i
required by Teble 4. What is important is to determine whether motor and
speech milestones interlock in the manner presented above. A chart should
be prepared for each child, indicating his age as closely as possible,
evidence of his level of motor development, and a brief description of the
mein features of his vocal and verbal behavior.

Lenneberg has done preliminary cross~-cultural study of the questions
raised here, and the fieldworker will be aided by his observations:
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How universal in human society is the onset of speech?
Do cultural attitudes toward child-rearing influence the
emergence of speech, or are there languages that are either v
so complicated that no one can master oral communication until
puberty, or so primitive that the entire systém is learned by
every child before he begins to toddle? . . . Strengely enough,
the onset of speech has rarely been a subject of e detailed
study in the anthropological literature . . . Apparently no -3
fieldworker has even been struck by any discrepancies between |
the vocalizations or communicative behavior among the children ‘
of "primitive" and "eestern” men. I have investigated this ..
problem further with the cooperation of several students in an- i
thropology (Samuel Putnam, Mary Ann Whelan, and Eleanor Crocker) -
who made direct field observations awong the Dani of Dutch New .
Guinea, the Zuni of the American Southwest, &nd the Bororo of -
Central Brazil. :

o

[

In these investigations, children were given tests of
 sensory-motor development such as coordination for reaching, |
nature of the grasp, and the ability to walk, stand on one leg, :
or throw a ball. Tape recordings were made of the vocalizations
of the babies before they appeared to possess the common lan-
guage, as well as of their utterances throughout their physical
development to age three. In addition, informetion was obtained
from native informants about the linguistic competence of the ;
various children studied, their fluency, types of mistakes in !
srticulation, syntax, end choice of words, and information was :
gathered on the parents' attitude toward their children's speech .
development. In some instances, the chronological age of the !
child studied was not known, and therefore neither the motor nor '
the language achievements could be compared directly with the
age of emergence in American children. But the chronological
age was not as important as the question of whether develop-
mental progress, gauged upon the emergence of definite motor
skills, marked also the beginning and major milestones of the
child's speech development, and whether the concordance be-
tween speech and motor development observed in western childrexr
were also found in children of these cultures. As far as we
can judge from the analysis of the material, the answer is
clearly yes. The first words appear at sbout the time that
walking is accomplished, and by the time a child is able to
jump down from & chair (or its equivelent), tiptoe, or walk .
backward three yards, he is reported by the informants to be L
communicating fluently, even though certain iraccuracies and |
childlike usages seem always to persist for a longer period. "3
Anthropologists have pointed out that the 1label "primitive |
language" is misleading when applied to any natural livipg e
langusge. The developmental studies here support the view that ‘
no natural language is inherently more complicated or simpler
~ to learn by a growing child than any other lapguage. There e
seems to be no relation between progress in language acquisi- 1
tign ﬁnd culturally determined aspects of languege (1967, pp. )
136-9). .

It is our hope that users of this Field Manuel will gather fur- i
ther evidence in regard to the provocative thesis developed by _j
Lenneberg. ”
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1.2. LINGUISTIC DEVELOFMENT: PHONOLOGY

1.2.1. Definitions

It is "conmon usage in modern Americen research to refer to three
stages of development of jnfant sounds. Cooing refers to a particular
type of sound which is frequent in the ¢ irst half year. It is distin-

guished from crying, from fussing, and from organic sounds like belch-
ing. For definitions of the other categories, see Lenneberg, Rebelsky,

and Nichols (1965). Cooing sounds are primarily vocalic. If consonan-
tal sounds are heard at this stage, they most often are back consonants
or continuants, such as nssals. Cooing has & slow onset and therefore
gives the impression of leisurely, pleasurable sound. Experimental
evidence suggests that by three months of age cooing can be increased
in frequency by social reinforcement. At any event it steadily in-
creases, while crying decreases, in observational studies.

Babbling tends to repla.cé cooing, sometimes as early as three
months, but more usually efter six months. Babbling refers to vocal-
izing which gives the impression of syllabic repetition. There are

repetitions of brief sounds, rather than long gradually changing vowels,

and there is closure of the vocal apparatus, with much more precise use
of the articulators, such as tongue and 1lips. While the babbling may
somd to a casual listener a lot like adult syllables, €.g. { dadadal

or [bababal, an observer may be surprised to see different articulation
from adults, e.g. a tongue protruding between the lips.

Speech begins when there is a consistent meaning for the child's
utterances other than a broad affective category, though the phonetic
variation for a morpheme may be wide at first. The report of the
child's caretakers is probably the best clue that the child has
speech, There is sometimes a relatively silent period between
babbling and the onset of speech, and the child with speech may have
simpler and less frequent utterances than he did when babbling.

Once speech appears, there are sequences which cennot be glossed,
which one can call gibberish or nonsense. It is not lknown whether
nonsense employs & wider repertoire of sounds than meaningful speech,

and therefore is more like babbling in form.

1.2.2. TImitation

Tmitation data permit the writing of precise input-output rules
and therefore may allow rapid collection of much more complete infor-
metion on & child's system than would be obtained from spontaneous
speech alone. The rule structure mey be slightly different than the

system for perception or production alone, of course.

. Children too young to instruct to imitate frequently do so spon-
taneously, or can be trained to do so. Training consists of rewarding

Section 1.2 was written by Susan M. Ervin-Tripp.




any spontaneous instances which seem close to imitation, and gradually §
"shaping" better imitation until the child responds imitatively with 3
fair frequency. As in other procedures, one may note certein times of
day or special circumstances when the child seems more ready to imi- |
;‘ tate. Wait until the child is freely imitating live voices before i
| setting up equipment for imitation of recorded stimuli. One must thus -
be prepared to bring in the imitation procedure, or to end it, accord-

ing to the child's oscillating whims. ' Q

. For children C-N, the tape recorder itself will be a distraction
and will orient the child away from the voice and toward the machinery. -
Give the child experience in listening to e preparation tape first. f
This includes music, odd sounds, and voices speaking nonsense. When ‘
the noveltywears off, the child may be ready to attend to tapes de-~ .
signed to test his imitations. !

As a practical matter, we have prepared a set of stimulus tapes.
The use of the sams tapes in all field sites will allow comparisons
of results. We can include a wider range of material than would be “
possible if we were confined to oral stimuli provided by the field-
workers and their assistants. The stimulus tapes can be purchased
from the authors. These tapes consist of a set of three-inch reels
with contents as follows:

Tape contents Child informants

‘ A-B C-D-E F-J K-N
Preparation X b4 X
Vowels and prosody X X
Single consonants X x x
Disyllabic patterns x x
Clusters x % x
Trisyllebic patterns X x

The preparation tape is used to accustom the child to listening
to the recorder rather than handling it. The prosody section con-
tains intonation patterns and other suprasegmental veriations. The
vowel section contrasts high and low, front and back, rounded and un-
rounded vowels. The consonant and cluster tapes provide examples of "
highly frequent initial consonants or clusters, and the multisyllabic |
patterns employ simple components but combined in complex ways to T
test assimilation. _

Procedure

Continue training end preparation until the child seems ready to "
respond. The stimulus tapes are run on a second tape recorder, if
necessary on a small cartridge mechine. The ususl machine is employed
for recording the child's responses. In criey To conserve response
tape, start and stop the xrcsponse machine only when the child is
producing by the criterion for his age, as indicated below.

* Available from Dr. Dan I. Slobin, Department of Psychology,
University of California, Rerkeley 94720.
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What is a response? TFor children A and B, any vocalization 1is a

response.
result of orientation to the stimulus.

and objects away in any testing session.

For C-N, there must be evidence that the vocalization 18 a

First, keep distracting people
Use the preparation tape t1ll

he is bored with the mechine as an object to jnvestigate visually and

talk about.

The child's caretaker can tell you if the child is talking
about something else, and not paying attention to the sounds.

sponses are present bearing & rough similarity o the input to con-
vince you the child is listening, then the responses are acceptable.

Sampling

There are several instances of each pattern on the tape. Keep &

checklist at hand, and get at least one
stimlus pattern.
o much the better.

the stability of his substitution patterns.

acceptable response to each

If the child responds geveral times to a pattern,
These repetitions will sllow some assessment of

on the chart, the chil-

dren are given between two and four input tapes in all, so some chil-

dren mist be tested more than others.
necessary, the field time consists only

gince no transcription is

of the recording. During the

recording, keep some written notes to help distinguish peirs that

sound alike on tape like p=-K.

1.2.3. Bebbli
According to several theories, babbling should gradually become

differentiated in different linguistic milieux.

This prediction has

never been tested, though some current work in spectrographic anslysis
of babbling tapes from different milieux is being carried out. In
order to test this hypothesis, one needs samples of speech addressed
to the infants, as well as samples of their babbling. The speech
They hear establishes a baseline for judging the differences in input

to the children.
talk (1.5.3).

be taken to avoid echoes and background noise.

gince it will be used for acoustic analysis,

Such data will be collected in the studies of baby

care must
A lavalier micrcphone

on the neck of the caretaker, on the excuse it is used for listening

to the child, might give best results.

Babbling samples should be collected in standard situations:

half just after feeding, and half while

handling objects. To nmxi-

mize the veriety of sounds collected, try to accumulate a total of

ebout thirty minutes of babbling in three minute sampies.

Probably

less than hslf will actually contein vocalizing and be free of vocal

gtimulation by others.

Avoid background noises where possible, even

by bringing the infant into a different setting, unless vocalizing

seems to be reduced then.
A and B at bi-monthly intervals.
occurs in the midst of other teping, &
a "time in action" attachment, to keep
babbling minutes have been collected.

There will be three such tapt:: of children
Tf the recording of the babbling

stopwatch might be used, with
s running record of how many
Note that these tapes require

no processing in the field, since they will be used for laboratory

analysis at home.
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1.2.4. Speech Samples

The speech samples collected for the study of vocabulary in chil-
dren C and D (1.3.1) and syntax in E and F (1.%.1) should be of such
quality as to allow later phonological analysis. For this to be the
case, twc criteria are necessary, good quality acoustically and suf-
ficient range of sampling.

It is of particular importance for these tapes to be of good
acoustic quality since it will be more jmportant to hear phonological
details than in the tapes of the oldest children. For purposes of
the phonologicael analysis, the returalness of the recording situation
is less important for a young child than the leck of noise in the
background, and the lack of metallic or other polished surfaces nearby
for the reflection of the high pitched volce of the child. IT pos-
sible, keep the microphone near the child but out of his hands.

Speak softly yourself so that the recording level can be kept high.

Ideally, in a phonological study one would keep an ongoing
analysis to make sure the data are sufficient at a particular point
in development. This is not possible in this study, so that instead
one should aim for maximum variety in the tape. Try to tape in situa-
tions where the child is most fluent, and when he talks gbout enough
different things to get a varied phonological sample. Ideally one
would also get some repetitions, separated enough so that some of the
range of free veriation for particular morphemes could be sampled.

Trenscribing is facilitated in several ways. Try to keep &
record, if you can, of the child's speech at the early stages in
writing. Some consonant souwnds are hard to discriminate from tapes,
and such & written notation could aid. Also, it will help you notice
when the child spoke inaudibly so that if the item is important you
can elicit it again. It would help greatly if ihe child's caretaker
mede a running translation of the child's utterances immediately after
they occur. This is not too difficult at the early steges. You can
hear later on the tape which are expansions and which accurate
repetitions. Also the coretaker's version will reveal the overt norm
for the phonemes, as the child is given them as a model. Notes on
the ongoing activity are necessaxy, since one alweys underestimates
the dependence on situational environment of young childrent's speech.
If the child's caretaker is not available to help transcribe the
tapes, at least the comments on the tape will be a partial substitute.

We have found several mechanical aids to transcription that you
may use once back from the field, for ambiguous passages. One is
slowing down the tape to half speed. Another is creating a tepe
loop for ambiguous pessages. Systematic testing of alternative inter-
pretations is always necessery, since there is a strong tendency to
assimilate what is heard to the norms of the hearer.

(Additional advice on transcription is given in Appendix 2.)

ERIC
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1.5, LINGUISTIC DEVELOPMENT: VOCABULARY

A large-scale study of vocebulary development is beyond the scope
of the field project envisioned here. Limited stuvdy of vocabulary,
however, can contribute to several questions of psycholinguistic
theory. In the phonology section, above, reference has been made to
vocabulaxry study in the process of revealing a child's phonemic
system and his substitution rules. .

1.,3.1. Initial Vocabulary

A cross-cultural comperison of the initial vocabularies of chil-
dren may be revealing in regerd to questIons of language functions
and contexts of langusge acquisition. Accordingly, we have designated
. children C and D as subjects for the study of initial vocabulary.
These should be children early in the one-word stage, having a small
vocabulary (4-4O words, as estimated by mother) at the beginning of
the study. C is a boy and D a girl, and each should be visited at
least twice, as indicated in Table 3. The researcher's task will be
to attempt to elicit as much of the child's vocabulary es possible,
(See suggestions in Section 1.2.l4, above,) Initially, some time will
have to be spent with the child and 1lts mother--listening carefully,
asking the mother what the child is saying and what words it kaows,
and so on. This task is scheduled for the sixth research mounth, as
it will pose the researcher with especially difficult problems of
speech perception and elicitation.

We can only provide general research advice in regard to elicit~-
ing initial vocabularies. The task would be greatly facilitated if
the researcher could find e child able to respond to requests for
names (e.g. & child who will name an object pointed to by an adult,
respond to & question such as "What's this? ", and so on). It may be
easy to train some.children to perform in such fashion. The child
should then explore his familiar world with the researcher, with en-
couragement to name objects. The aim of this exploration will be to
reveal (1) the extent and range of vocabulary, (2) the semantic do-
mains named by the child, (3) the "innominate" zones, (4) the nature
of generalizations of meaning, and (5) the extent of homonymity.

At the seme time, the researcher should be alert to the means in
which adults name objects for children (cf. Brown, 1958; and 3.4.3.3).
If the mother is cooperative, it would be informative to present her
with objects end ask her +o name them for the child. Note if this is
something which is habituslly done, the sort of neme offered by the
mother (e.g. diminutive, class name, proper nawe, etc.), the mother's
concern for securing the attention of the child and ensuring the re-
tention of the word, and so on. Note also if requests for names are
made by the child, and, if so, how they are responded to by adults.

Section 1.3 was written by Dan I. Siobin and Susan M. Ervin-Tripp.
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The following methodological suggestions pertain to the study of
Pirst words both from the point of view of semantics and phonclogy:

1) Try to get to kuow the child so he is not silently inspecting
you. Bracelets, keys, clock are good things to jnterest a child. On
the other hand, toys which involve 2 lot of walking around or make too
much noise themselves may interfere with the recording.

2) Identify which words you hear repeatedly used. An older sib-
ling or ‘the mother might translate the word for you in some CasesS, but
you may be able to identify some vocabulary they have not noticed,
just by noting regnlarities of occurrence. Whenever you heaxr & repetl-
tion of sound correlated with circumstance, meke a phonetic transcrip-
tion of what you hear. Also note exactly what the child was looking
at, pointing to, or handling. You mey be able to get the word also by
repeating it and getting an imitetion, but make a seperate notation
when you have done this.

3) Test the semantic range of the child's neming. What else
will elicit the same word? Some children will react to questions,
such as "What's this?" if done in the right way. Try having an older
sibling or the mother do this, or see if they have advice about how to
get the child to respond. How you test for semantic range will depend
on your own ingenuity. Pictures, "play-doh" and other objects all may
work.

k) Set up a range of pictures a.nd./or objects and see what the
child will ccmprehend when you Say, "hepe's the X?" or, "Bring me the
x." Ask the mother what the child js likely to respond to when ad-
dressed in this way. Comprehension may be ahead of naming. Note that
you can test yow nunches about the phonemic system now by varying the
word and seeing if it is still understood.

5) In analyzing the phonemic system, note the canonical. form of
words. What are the free veriants in each position? Do certain
vowels occur with certain consonants only? What features are constant?

6) To determine substitution rules, get the child to imitate you
and see if you are able to predict his substitutions systematically,
including the canonical form for words. For exemple, are polysyllebic
words always imitated as CVCV; monosyllabic as CVC? If you repeat the
imitation, does the child alter the word he says? If 80, how? This
gives a clue as to the unstable features of his system.

1.3.2. Vocebulary Related to Grametical Categories

When working with older children (E-N), the researcher should
attend to the acquisition of those lexlcal categories which have
ticel significance in the languege. Tt has been found, for
example, thet lexical jtems referring ‘to certain gsemantic categories
appear in child speech at the seame time as those categories become
moxrphologically merked, A good example of this phenomenon is the
finding of Gvozdev (1949) that, in & Russian-speeking child, the
firgt use of the word mnogo [much, mony) appeared at the seme time
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F as the singulavr-plural distinction in noun markings, and that the
words seychas [right away) and skoro [soon] entered at the same
‘time as the future tense. The researcher would do well, therefore,
to watch for the appearesnce of words referring to such categories as
time, number, conditionality, causality, and the like, if the lan-
guage also marks such cctegories by grammetical means.

©
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1.4. LINGUISTIC DEVELOPMENT: GRAMMAR

|

1.hk.1. Collection of Basic Corpora

The most extensive recorded speech corpora to be collected in

the study are those produced by children E and F. Great care should .
be exercised in selecting these children, as they will provide the ]
basic data for as full a description of grammatical development in .
the given language as possible, The research aim is to make these

data roughly comparseble to those gathered by Roger Brown, Ursula i
Bellugi, end Colin Fraser in the United States (Bellugi, 1964, 1965, B
1967; Brown & Bellugi, 196L4; Klima & Bellugi, 1966), and by David

P - — - mna A I - Co 0N ) ”n o~ - o )
McNell in Japan (McNeill, 1966a; McNeill & McNeill, 1966). The rich

gramatical analyses resulting from those studies are based on record- i
ing of spontaneous speech, in hame settings, chiefly between mother ’
and child. As far as possible, we wish to replicate that situation N
in our field studies. ‘

Children E and F are to be picked to correcpond to the first and
fourth stages in the study of Brown et al. Brown's longitudinal study
covered several years in the life of each child; since our fieldworkers
will probably be in the field for only one year, the best we can do is
to select children at different steges of development, and hope to put
together some sort of continuous picture--however hazardous-~by Jjuxta-
posing the records of several children. Because of the very large
amount of time required to transcribe spontaneous speech data, we
recommend that the sample be limited to two children. Brown's defini-
tion of stages is based on mean utterance length and upper bound |
(longest utterance)--in morphemes. His sample includes three chil-
dren, for wham the first and fourth stages-~the stages we wish to
pick for children E and F, respectively--are defined as follows:

Number of Morphemes

Mean Utterance Upper Bound
Length
First Stage 1.75 5.0
Fourth Stage 3.50 1l.0 |

Brown's sample at each stage consists of about 700 utter-
ances, on the basis of which he is able to write systematic and
thorough grammars for each of three children at five s 8 of de-
velopment. According to Ursula Bellugl (pers. comm., 1966):

The grammars include informetion on the appearance of
grammatical markers and constructions like the following:
lexical items, count nouns, mass nouns, proper nouns,

Section l.h4 was written by Dan I. Slobin.
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personal pronouns, impersonsl pronouns, articles, adjectives,
quantifiers, process and status verbs, separable verbs, loca-
tive and limiting adverbs, prepositions, negative words, in-
terrogative words, imperative words, rejoinders, interjections,
nounphrases, noun markers, plural and possessive, case marking
in pronouns, number agreement, transitivity, prepositional
phrases, verb modifications, progressive, past, indicative,
complements, interrogative constructions, auxiliary elements,
phase structure rules and transformations, etc.

It is our aim to collect samples of at least 700 utterances from
children E and F, following the schedule presented in Table 3. (These
data will be intensively analyzed wpon return from the field, but
should be transcribed in the field.) To be maximally comparable to
Brown's children, these children should (1) have a high rate of
speech, (2) be largely intelligible, and (3) heve a high rate of verbal
interchange with mother or mother substitute. Brown and his co-
workers found it necessary to visit a large number of homes in order
to select three children fitting these criteria. Although we cannot,
with a samle of two, either control for or study sex differences, it
is at least advisable that children E and F be of the same sex, a3 we
wish to treat their records as at least vaguely continuous. (It is
. therefore desirable, of course, that they and their home settings be
similar in other respects as well).

Tn addition to seeking children who meet Browm's three main cri-
teria, the investigator must also £ind children roughly corresponding
to Brawn's stages of lingulstic development. Mean utterance length
and vpper bourd (in morphemes) showld be determined for eligible
children on ‘the basis of a semple of 100 utterances (either noted by
hand or tape-recorded, as circumsiances allow). The following are
Brown's rules (pers. comm,) for calculating mean utterance length.
They will, of course, have to be modified on the basis of the lan-
guage under investigation.

1. Omit unclear and partial utterances.

2. Include all exsct utterance repetitions. Stuttering is
mexked as repeated efforts at a single word; count the
word once in the most complete form produced. In the
Pew cases where a word is produced for emphasis or the
1ike (e.g., no, no, no) count each occurrence.

Do not count such fillers as mm or oh, but do count no,
yeah, and hi. '

All compound words (two or more free morphemes ), proper
nemes, and ritualized reduplications count as single words .
Examplés: telephone, Rackety-boom, choo-choo, quack-gquack,
niggt-nig_lz’c; pocketbook, see~-saw. Justification ic that no
evidence that the constituent morphemes function as such for
these children.
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5. Count as one morpheme all jrregular pasts of the verb.
Examples: got, did, went, sew, etc. Justification is
that no evidence that the child relates these to present
forms.

6. Count as one morpheme all diminutives (doggie, mounie ,etc. )
because these children at least do not seem to use the
suffix productively. Diminutives are the standard forms
used by the child.

7. Count as separate morphemes all auwxiliaries. For example:
is, have, will, can, must, would. Also all catenatives:
gonna, hafta, wanna. These 1atter counted as single mor-
phemes rather than as going to or want to because evidence
is that they funrtion so for the children. Count as sep-
arate morphemes all inflections. For example: possessive
{s), plural {s}, 3rd person singular (s}, reguwlar past (D],
progressive {in}.

The investigator camnot, of course, hit the definitions of Stage 1
and Stege U4t exactly on the mark. Brown himself has the following
spread in his data, where the Pigures are based on about 700 utterances

per child.
Stage Child Mean Utterance Upper Bound
Length
1 Adam 2,06 4.0
1 Eve 1.68 4.25
1 Sarsh 1.73 4,0
4 Adanm 3.55 12.0
b Eve 3.70 12,0
4 Sarsh 3.62 10.0

Note that no mention has been made here of chronological age.
The goeld of the investigator should be to find articulate and coopera-
tive children at these stages of develepment, regardless of age.
(child E, of course, will be younger then F.) E should be found by
the third month in the field; F by the fourth., E, the younger, should
be visited more frequently than F, as the rate of development will
probably be more rapid at earlier stages. As shovn in Table 3, E 18
Yo be visited six times, at intervals of about a month-~-and-a- 3
while F is to be visited three times, ab intexrvals of three months
each. For each visit, recordings should be made on two consecutive
days. Recordings should be made at the same time of day, for each
child, throughout the series. The aim should be to collect at least
700 utterances at each two-day vigit, We recommend two consecutive
gessions of 1.5 hours for each visit to E, and two consecutive ses-
sions of 2 hours for each vislit %o F.

These visits should consist of free interaction between the child
and mother (or mother-substitute ), with minimal intervention by the

|
o !
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investigator and his assistant. The assistant should make on-the-spot
notes about ulterances which may be difficult to transcribe later,
while the investigator should make sufficient notation of actions and
situations to make it possible to retrieve the settings and mea.n.ings
of utterances when making the transcription. The tapes should be
transcribed as soon as possible, with the ald of the native assistant,
- and, if necessary, of the mother. (Appendix 2 contains advice on

| transcription problems and formet.) It would be wise for the investi-
- gator and his assistant to get to kmow the child first, and perhaps

} to ask the mother to interpret the child's speech before each taping

@ session begins., Time of day and activities should be selected with

) ease of recording in mind--e.g., circumscribed movement, alertness

of child and mother, possibility of normel interaction, etc.

The investigator should also administer to children E and F, at
each visit, the standard imitation, comprehension, and eliciting pro-
_ cedures described in Sections 1l.k.2, 1.4.3, and 1.4.4 below. Work
with children E and F should also be approached in the light of
- theoretical and practical issues raised in 3.2 and in Appendix 1.
Frequent reference should be made to Table 2, in order to ensure that
all necessary data are gathered on these two central children (motor
) development, interaction networks, parental speech and attitudes, etec.).
It may also be useful to occasionally give the mother definite tasks
to cormunicate to the child in order to elicit speech from her (e.g.
teach words, give orders, teach a game, play a game, read a story, etc.).
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1.h.2. Elicited Sentence Imitation

The standardized procedures described in this section, and the
next two sections (1.4.3 and 1l.4.4), will be administered to children
G-N at two-month intervals, as shown in Teble 3, and also to children
E and F. At the beginning of testing, children G-N, as showm in
Table 2, range in age from 230 to 432, with one boy and one girl
picked at age intervals of eight months. That is, testing will begin
with two children each of ages 230, 238, 334, and 4;2. The children
should be articulate and cooperative. The imitation, comprehension,
and eliciting procedures can probably all be administered in a single
session. The major task in regard to imitation will be to construct
snd administer a standard set of about 50 sentences which the children
will be asked to imitate at each session, as described below.

Construction of Model Sentences

The model sentences should be carefully designed to reflect the
range of sentence types typical to child speech. They should vary in
regard to graxmatical form, intonation and stress patterns, and length
(ranging from two to about eight morphemes ). The major sentence types
and syntactic processes of the languege should be included: affirma-

tive, negative, imperative, yes/no question, "wh" questions, negative

questions, sentence conjunctions, embeddings, etc. The sentences should

also sample major grammatical categories, such as tense, mood, aspect,
etc.

Some sentences should successively increase in length, in order
to determine the nature of omissions in imitation (e.g. He sees the
ball; He can see the ball; He sees the red ball; He can see the
red ball; He can see the big red ball . . .). It is especially valu-
able to ask the child to imitate senteuces which seem to exceed his
productive capecity,allowing for revealing alterations imposed on the
model sentence by the child's own system of grammatical rules. For
example, Bellugi found tne following informative imitation in a child
whose speech was in a stage of multigle negation (pers. comm. )

Adult: "Adam, say what I say: 'The boy can't have any supper
and the girl can't either.'" '

Adam: "The boy can't have no supper and the girl can't have
none neither."

The model sentences should also allow the child to impose normal-

izations in his repetitions. For example, Slobin and Welsh (1967)
found that a two-year-old girl tended to ignore repeated words in
model sentences, as in:

Adult: "Mark fell fell off the horse.”

Child: '"Mark fell off a horse.”
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Adult: "I can can can eat."

child: "I can eat."

Similarly, contrected forms, at a given stage, may be repesated as un-
contracted (e.g. he'll as he will), or uncontracted as contracted
(e.g. will not as won't). Such findings should be tested cross-

linguistically.

_ Another phenomenon worthy of cross-linguistic validation is the
i - finding of Slobin and Welsh that conjoined sentences are frequently
J jnverted in immediate imitation. For example:

| Bwanwasssiinisr 3

) Adult: "Mommy ate the candy and Mommy ate the ice cream.”
) | Child: "Mommy eat the ice cream and Mommy eat a candy.”

Tn constructing the model sentences, thr researcher should be

- careful to avoid phonological ambiguity (e.g. given a model. sentence,
"That truck is big," it would be difficult to tell if the child imi-

tated the first word as that or the).

In designing model sentences, and evaluating the results of the
jmitation tests, the findings of previous investigators should be
borne in mind. Attempts should be made to produce data relevant to
the findings and speculations of American psycholinguists, as exem-
plified in the passages quoted below:

With increasing age, children produce more imitetions
that are morphemicelly identical with the original. With
increasing age, the imitative utterances produced include
larger number of morphemes--approaching the numbers in the
model sentences. The morphemes produced are inveriably in
their original order. Omissions do not appear to be random
or idiosyncratic. On the contrary, it looks as if, across
children and across sentences, there is a consistent ten-
dency to retain one kind of morpheme and drop another kind.
The two sorts of morphemes contrast on several correlated
dimensions. The morphemes most likely to be retained are:
morphemes that occur in final position in the sentence;
morphemes that are reference-making forms; morphemes ‘that
belong mainly to the large and expandable noun, verb, and
adjective parts-of-speech; morphemes that are relatively
unpredictable from the context; and morphemes that receive
the heavier stresses in ordinary English pronunciation.

The morphemes least likely to be retalned are: moxrphenes
that occur in intermediate positions in the sentence;
morphemes that are not reference-meking forms; morphemes
that belong to such small-sized grammatical categories as
the articles, modal auxiliaries, and inflections; morphemes
that are relatively predictable from context and so carry
little information; and morphemes that receive the weaker
stresses in ordinary English pronunciation (Brown & Fraser,

196k, pp. 75-6).
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This very preliminary ansalysis [of 1000 elicited imitations
from one child] has convinced us that sentence recognition

; and imitation are filtered through the individual's productive
‘ linguistic system. More specifically, we believe that we can
? tentatively offer the following generalizations:

Echo [the child's pseudonym] can spontaneously utter
sentences which she cannot imitate. On the other hand, she
can give recoded imitations of model sentences which exceed
her productive capacities.

Emrhasis can lead her to repeat words she would normally
omit fram imitation, but she generally ignores repeated words
in imitating model sentences. |

If she comprehends a sentence, she need not repeat it in
the order given. Reordering can also take place as a result
of imposing sVO [subject-verb-object] conmstructions upon model
sentences.

The process of sentence recognition includes retrieval
of both form and content. Syntactic structures take up
space in memory, and frequently content will be sacrificed
to the retention of form in immediate, rote imitation. On
the other hand, if content has been retrieved and stored, it
may be encoded in the child’s own syntax in repetition.

A fine-grained analysis of repeated imitetions of system-
atically veried model sentences can reveal aspects of the
child's theory of syntax, including transformational rules and
the syntactic and sementic markers borne by lexlcal items
(Slobin & Welsh, 1967, p. 17).

* K ¥

Tt is clear that A and B structures were different for our
subjects: the A structures were relatively easy for them to
repeat, the B structures were quite difficult. . . . We dif-
ferentiate between A and B surface structures in terms of a
property I will call compression. Compression refers to the |
wey semantic information occurs in a sentence. When sentences .
have low compression, semantic informetion is distributed i
fairly evenly throughout the sentence; when sentences have
high compression, semantic informetion is bunched together,
or compressed, at the nounphrase or verbphrase level. In
terms of tree structure, highly compressed sentences have
NP or VP nodes dominating several information-carrying
elements. In sentences with low compression, NP or VP nodes l
dominate relatively few infcrmetion-carrying elements. }

The A structures, which the children found easy to re-
peat, have relatively low compression; B structures, which
were more difficult, have relatively high compression {(Smith,

©
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1966, pp. 11, 13-14). [Smith's model sentences can be found
in Appendix 1.1.5.]

* % %

One may state that within the bounds of a two- to nine-
word sentence, the length of the sentence is not critical in
determining the success of repetition even for children as
young as 3 years. The differences in the ability of children
to repeat the various sentences seems to be dependent on the
particular rules used to generate these sentences rather than
sentence length. . . . The most frequent types of deviation
from complete repetition found were modification of trans-
formations and correction of restricted forms [i.e. forms
restricted to child grammar]. The modifications always took
the form of using a set of rules which come earlier in the
graxmar than those used in the sentence. . . . When given the
memory 2id of immediate recall of . . . sentences, a significant
number of the children reproduced transformations wkich they do
not use in their own sentences (Menyuk, 1963b, pp. 436-T).

[ Menyuk's model sentences can be found in Appendices 1.1.2 end

1.1.4,]

* ¥ *

Before attempting to design model sentences in the field lan-
guage, the investigater should carefully examine Appendix 1.1, which
contains lists of model sentences fram & number of American studies
of elicited sentence imitation.

Administration and Transcription of Imitation Test

The sentences should be presented by a native speaker, in normal
speaking intonation, and both the model sentence and the child's imi-
tation should be recorded. It should be fairly simple to train chil-
dren to imitate. For American children, the instruction, "Say what I
say," is generally sufficient, although brief preliminary training is
necessary. Menyuk used the following instructions:

The E [Experimenter]} said, "I'm going to say same
sentences for you. I want you to say just what I say. If
I say 'The sun is shining' I want you to say oM
If the correct response was obtained the E proceeded. If
not, the E stated, "No, you say just what I say. If I say
'The sun is shining' you say ." No more
than these two examples of what was required was needed by

any of the s [children aged 2310 - 6;1] (1963b, p. 431).

If a child fails to repeat a sentence, he should be given a sec-
oad chance, with a second presentation of the model sentence. If he
seems to fail to respond because of distraction, the examiner should
return to the sentence later in the series. Special note should be
made of sentences a child is reluctant to imitate, or refuses to
imitate,
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Before beginning each recorded session, the investigator should
verbally note on the tape thz name of the child, the date, the time of
day, and the experimental setting (Location, other people present,
etc.). This information should also appear on the transcribed data
sheets. The tapes should be transcribed soon after the session, with
the help of the native examiner. The transcriptions need contain only
the children's utterances, as the model sentences will be standardized.
The model sentences should be numbered, and the transcriptions should
indicate the number of the model sentence corresponding to the child's
utterance.

Tn analyzing the data of the imitation test one should note:
(1) omissions and changes introduced by children of different ages,
(2) number of children of a given age imitating a given sentence
correctly, (3) changes with age in a given child's imitation of the
same sentence, (l4) degree of preservation of pitch, stress, and order
of elements.

The data should be examined before the next session with a given
child, to allow the experimenter to follow up any suggestive leads
with the administration of additional model sentences for repetition
between standard sessions.
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1.4.3. Speech Comprehension

When working with children E-N, the investigator will want to dis-
cover the range of linguistic structures which they can comprehend, as
well as imitate or produce. Ideally, all three aspects of linguistic
performance--imitation, production, and comprehension--should be ex-
amined for each linguistic structure studied. Developmental psycho-
linguistics, however, has had little success in devising adequate
measures of the comprehension of linguistic structures, except for
those grammatical distinctions most readily picturable (singular~
plural, subject-object of action, etc.).

An important, unsystematic cue to a child's linguistic compre-
nension comes from an examination of his answers to questions. This
means of discovering comprehension will be most valueble for children
E and F, for wvhom the investigator will have meny hours of recorded
mother-child dislog. Comprehension can also be tested in experimental
children G-N through carefully constructed questions, especially if
applied to stories which have just been told, to pictures, or to other
recent or ongoing eveniw.

More systematic techniques can be developed with the use of
standardized pictures. One technique, developed by Fraser, Bellugi,
and Brown (1963), involves pairs of pictures illustrating a minimal
grammeticel contrast, such as singular-plural, and the instruction
to point to the picture corresponding to a given utterance (e.g.
fhe kitten plays" vs. "The kittens play," presented in conjunction

" with appropriate pictures). The pictures used by Fraser et al. are

described in Appendix l.2.1.

Our pilot studies have raised certain problems, however, in re-
gard to the use of pairs of pictures. It is often difficult to get
children to point clearly to one of the pictures, and, even 1if the
child does point, it is difficult to determine if he is guessing.
Osser (pers.coum.) has developed a modification of this format, using
three pictures: '"To test for comprehension of a specific structure
the child is presented with & set of three pictures; two of them cor-
responding to the pair of test sentences, the third picture being &
Tneutral' picture with the same visual elements as the other two
pictures, but with a different arrangement." For example, to test
for comprehension of subject-object relations in the passive, Osser
uses the following pictures:

a girl pulling a boy in e wagon
a boy pulling a girl in a wagon
a boy and a girl pulling an empty wagon

The child is then presented with either the sentence, "The boy is
pulled by the girl," or, "The girl is pulled by the boy," and must
indicate the appropriate one of the three pictures.
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This technique, as the picture-peir techniqu2, requires that all
of the pictures in a given presentation contain the same elaments
(e.g. boy, girl, wagon). The experimenter should first offer the
¢hild both sentences, and then ask for the picture corresponding to one
of them. For example, "Here are some pictures. One of them is called,
'"The boy is pulled by the girl'; the other [or another] one is called,
'The girl is pulled by the boy.' Now show me: 'The girl is pulled by
the boy.'" .

TIn order tc avold the ambigulty of an uncertain pointing response
in a young child, it might be best to mownt each picture separately,
and ask the child to hand the correct picture to the experimenter.
(The pictures, of course, should be sturdily mounted and covered with
cellophane or the like to protect them from sticky fingers and other
hazards.) Freser et al. offer the following useful methodological ad-
vice for research of this kind:

The pictures belonging to a cortrasting palr were mounted
side by side in such a way that there was no consistent
relationship on any problem between the order in which a
verbal contrast was given and the positions (left or right)
of the pictures.

We wanted to be certoin that consistently correct re-
sponses should be possible only for Ss [subjects] having
control of the grammatical contrasts presented. A S ought
not to be able to infer correct responses from the positions
of the pictures, the order of the problems, the order in
which he was asked to respond to the parts of the contrast,
or from any interrelationship among these variables. . . .
To make sure of these things we used counterbalanced and
randomized orders. « .« «

Before performing any of the three tasks, the S was
shown a colored picture-book and encouraged to talk about
the plctures. This helped the child to overcome any re-
luctance to talk end provided a smell sample of the child's
spontaneous speech.

. . . After performing both halves of an item, S, whether
or not he hed anawered correctly, was encouraged by E

[ experimenter] with some such remark as "That's the way."
Nonverbel rewards were not used (1963, pp. 128-9).

The pilctures, of course, will have to be designed to illustrate
relevant grammetical devices of the language in question. In Russian,
for example, a Single pair or triad of pictures depicting subject-
verb-object relations would not be sufficlent; rather, a nuber of
such picture sets would have to be drawn in order to present animate
and inanimete objects in the masculine gender, and also objects in
the feminine and neuter genders, because the object in Russien
gsentences receives a variety of inflectional markers as & function
of animation and gender.

ERIC *‘»
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The experiment of Fraser et al. demonstrates that, in spite of the
problems involved with the technique of pointing to one of a pair of
3 pictures, such & comprehension test can yield unexpectedly rich data.
For example, they found that American three-year-olds treated passive
. sentences on the basis of standard English word order, treating the
first noun as subject and the last as object, thus revealing an im-
portant acpect of the English-speaking child's processing of sentences.
3 They conclude:

i In active-voice sentences, subject and object appear in

that order, whereas in passive-voice sentences the order is

N otject and subject. Suppose the 3~year-old processes each

passive-voice sentence as though 1t were in the active voice.

"The girl is pushed by the boy" is not computed as: Object--

- , Vexrb in the passive--Subject, but rather as: Subject--Verb in

the active with odd appurtenances--Object. The odd appurtenances

} are is, -ed, and by which S may take to be signs of some uncommon

' tense . like "will have pushed." Processing the sentence in this
way would enable § to maintain the generality of the usual rule

~ of English word order in which the subject precedes the object.

- With the Subject/Object contrast in the passive voice we
turned up a revealing pattern of evidence by accident. If an
investigator wanted to use the . . . procedures to test hypotheses
d about particular aspects of grammatical operation, he could
easily design probleme that would be revealing by intention

1 (1963, p. 133).
]

A variety of instructions to manipulate objects can also be re-
vealing of a child's capacities to comprehend speech. In construct-
ing such situations, however, the investigator must be careful to
ensure that the only cue to correct performance is linguistic.
Parental reports of children's comprehension are almost invariably
based on understaniing of entire utterances in situations with a good
deal of non-linguistic support. For example, if a child performs
correctly when told to "put the glass on the table" and "put the milk
in the glass," there is no evidence of his comprehension of the dif-
ference between the prepositions on and in. He may have responded in
like fashion to the two sentences with the prepositions switched,or
omitted. A controlled situation such as the following, however, can
serve to test comprehension of the two prepositions alone: Present
the child with two cups, cne inverted and one open, and instruct him
to put an object "in" or “on" the cup. Or present the same instruc- |
tions with only one cup present, inverted or right-side-up. The im-
portant control in situations such as these 1s that there is no cue
to the child other than the preposition. (Additional examples of
object-manipulation techniques for testing comprehension can be found
in Appendix 1.2.2.)

The problem facing all such techniques, however, is that only a
limited number of grammatical distinctions can be reelized ivn the form

ER&C
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of pictures or object manipulations. Comprehension of subtle matters
such &8s combinations of tense, mood, and aspect, or embedding, and so
forth, will have tc be examined by the construction of ingenious story
comprehension and question-and-answer techniques which probably go
beyond the scope of the present project.

Appendix 1.2 should be carefully studied to provide ideas for
the construction of feasible comprehension tests in the fleld.

ERIC
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1.k, Ellcitation of Speech

In addition to recording spontaneous speech, the investigator
will want to attempt to elicit particular types of constructions.
.Appendix 1.3 contains meny examples of elicliting procedures which have
been used with English-speaking children; additional advice on elicita-
tion can be found in Section 3.4.3.5. Eliciting procedures can help to
increase the richness of data ylelded by recorded sessions with chil-
dren E-N. The American literature contains a number of useful sug-
gestions for eliciting specific grammatical constructions from little
children. The following quotations from research studies should be of
value to the investigator:

. « o attempts to elicit negatives were made by putting
clothes on the wrong doll or puzzle pieces in the wrong
place. Doll clothing was used for eliciting possessives.
To elicit an interrogative sentence, two dolls were ":L’ed.f
and the child was told to "esk Joe what he wants to eat.”
Plurals were produced for nonsense objects made of play-doh
[or woodl. If one of the dolls was left behind, "because

he is sick," the child waes asked to talk on the toy telephone
to find out how "Joe" was, another device for ellciting
questions. Telephone conversations with the child tested his
reliance on verbel rather than gestural cues. . . .

On the pronoun test, the child was questioned about
pictures, the questions being designed to ellcit sentences
containing possessives and nominetive pronouns varying in
number and gender. In the test of dlscourse agreement,
questions tested the cless of responses, verb restrictions,
comprehension of subject-object distinctions ("Who is he
feeding?" vs. "Who is feeding him?") and "why'" questions.
There were two matched forms alternated each month, using the
same pictures (Miller & Ervin, 1964, pp. 12-13).

% k¥

To test for yes-no inversion, the child would be instructed
to "ask tre doll if he wants some food'; or for the morpho-
phonemic patterns of irregular verbs we would say "Ask the
doll what he saw yesterday" and the child's response would
be either "vhat did you saw yesterday?" or "What did you see
yesterday?". Having the child imitate sentences or phrases
provides another check, since it has been found that children
seldom imitate grammatical patterns that are not a part of
their own language system. Still another technique is to
present the child with a choice such as: "Xs it a new red
uress, or a red new dress?" The child almost always picks
the last of two alternatives if he lacks the appropriate
gramatical rules (Miller, 1964, p. 7).

* % *

©

ERIC

Aruitoxt provided by Eic:




32

We hoped to get as much speech as possible in as little
time as possible and to have examples of the full variety of
sentence types the child could produce. There were those who
warned that the child would be shy and speechless in our
presence; this was not the case. Mothers told their children
that visitors were coming and, in general, we were eagerly
welcomed, shown & parade of toys and games, and talked to
rather steadily. It became clear that the child expected a
guest to put in some time as a playmate, and ro the recording .
was 8 two-man job with one of us taking data and the other
prepered to play cowboy, horsie, blocks, coloring, trains, and
the mule in “Kick the mumle.” [If this is a cross-cultural
phenor]nenon, the investigator will have more than his hands
fUJ-li - [ ] *

Much of the time the child was occupied with his normal
routine of play, talking with his mother, washing, and eatlng.
So long as these activities involved & reasonable amount of
speech, we took no active part beyond delivering signals of
attention and approval. When the operant level was very low,
we sometimes tried to raise it. In the first days we did the
sort of verbal prompting that is anyone's first notion of a
technique for eliciting speech from children. You ask what
something is called and this brings out vocabulary items~--which
are not useful for e study of grammar. Or you ask a "yes-no"
question such as: "Is that your horsie?" to which the answer
is either "yes" or "mo." We eventually learned thet it is
easier to "inspire" speech by doing something interesting then
to elicit it with questions. If the adult "playmate" starts
a game that is simple, repetitious, and destructive, the child
will usuelly join him and start talking. A universal favorite
is to build (painstakingly) an unsteady tower of blocks and
register chagrin when the child sends it crashing dowm. A
simple game involving implicit rules--such as the green blocks
belong to me and the red ones to you-~creates & situation in
which negative sentences can be elicited. If the adult play-
mate breaks the established rule and moves one of the child's
blocks, he is usually told that he is not to do that (Brown &
Fl‘aser, l%h’, p’p. 51"2)0

In addition to these general suggestions, Appendix 1.3 con-
tains explicit tests, designed by Ursula Bellugl, for the elicitation
of negation (App. 1.3.1), interrogation (App. 1.3.2), reflexivization
(App. 1.3.3), tag questions (App. 1.3.lt), and transformations (App.
1i3.5). Many of these techniques have clear cross-linguistic applica-
bllity.

Another valusble eliciting technique is to introduce new
words and see how they are dealt with by the child. The introduction
of artificiel words into & child's vocabulary, of course, is but a
special case of what happens every day. When new words are used in a
form other than that in which they were introduced, the child's lin-
guistic competence is often clearly revealed. For example, when a
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child sponteneously says "two mouses" or "I breaked the glass" it is
clear thaet his speech is based on an underlying system of rules, that

‘he has unconsciously made inductive generalizations which go beyond

the spcciiic utterances he has heaxd. Overregularizations and analogic
forms have long been aoted in child speech. When carefully studied
they can reveal much of the child's developing grasp of the morpho-~
logical devices of his langusge.

Tt is difficult, however, for the investigator to sit back and
wait for the child to meke such errors in speaking. Jean Berko (1958)
has made it possible to gather such data quickly and easily in in-
genious test in which little children are presented with nonsense
words and asked to supply plural forms, change verb tense, and so on.
A similar technique has been developed in the USSR by Bogoyavlenskiy
(1957). Kernan and Blount have adapted this technique for use with
Spanish-speaking children in Mexico (1966), and Ervin-Tripp and Miller
heve elaborated the technique for use with very young children (Miller
& Ervin, 1964). All of the materials of these investigators are pre-
sented in Appendix 1.3.6, and the gemeral technique could easily be
adapted to special problems of interest in a given field language.
Berko describes her technique as follows: '

In order to test for the child's use of morphological
rules of different types and under varying phonological con-
ditions, a number of nonsense words were made up, following
the rules for possible sound combinations in English. Pictures
to represent the nonsense words were then drawn on cards.
There were 27 picture cards, and the pictures, which were
highly colored, depicted objects, cartoon-like animals, and
men performing vaxious actions. « . . several actual words
were also included. A text, omitting the desired form, was
typed on each card. An example of the card test for the
reguier plural allomorph in /-z/ can be seen [below].

. . . each child was . » . told that now he was going to
look at some pictures. The experimenter would point to the
picture and read the text. The child would supply the missing
word, and the item he employed was noted phonemically.

ey €

THIS IS A WUG.
~C i’
NOW THERE IS ANOTHER ONE.

THERE ARE TWO OF TFEM.

X
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As a warm-up, the experimenter should begin by presenting familiar
objects and using real words. This will acqueint the child with the

procedure, and will also provide necessary data on the child's use of

the morphological features in question when speaking normelly. The
experience of Kernan and Blount in administering a Spenish form of the
Berko test in Mexico is informative:

In contrast to Berko, we experienced considerable dif-
ficulty in eliciting answers from subjects. For this reason,
it was decided to precede each series of questions which
tested for a particular grammatical category with an example
guestion which used a real noun or verb. For example, before
he was tested on the formation of plurals, each child was
shovn a picture of first one cat, and then two, and was told,
"Este es un gnto. Ahora hay otro. Hay dos de ellos.
dos .

“T{rhis 1s & cat. Now there is another one, There
are two of them. There are two .) This is a departure
from Berko's procedure which was necessitated by the children's
difficulty in understanding the task at hand. This may in paxrt
be explained by a difference in familiarity to testing situations
of this kind. American middle-class children have probably been
exposed to formel testing situetions fer more frequently than
have Mexicen children of the lower socio-economic class. We
feel, however, that the use of examples did not affect the re-~
liability of the test (1966, p. 3).

Adults should also be tested, in order to determine tie end state
towards which the children are progressing. If possivie, 2 wider range
of children should also be tested--perhaps all of the children in the
sample (A-X). Kernan and Blount tested children between the ages of
five and twelve, and found continuing morphological development beyond
the age range of four to seven tegted by Berko in the United States.

"Nonsense cbjects’ can be used as well as pictures in such testing.
Miller and Ervin-Tripp constructed a collection of pairs of novel
wooden objects in longitudinal testing of extension of English plural
morphemes. An important aspect of their testing was the repeated ad-
ministration of the same items, & feature also included in our general
research design.

The texts were at first collected weekly . . . because
of rapid change. [Collection begen at about age two.] As
. the rate of change decreased and the fluency of the children
jncreased, the frequency of text collection was gradually
reduced, until texts were collected at two-month intervals,
in two cr three sets of closely spaced interviews totalling
four or five hours. . .

The plural test consisted of 17 items. In each case a
toy object or picture was shown, its name elicited, and then
two were shown. "Here are two what?" Thus the test did not
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} give the children the option of using a syntactical plural
signal rather than a morphological one. The items included
certain pairs in which nonsense items (wooden constructions)
were glven names which had the same final consonent as 2
familiar word (boy-kigh, block-bik, bed-pud, horse-tass, orange-
p%e). Irregulars were foot, man, and house. The singular
of the regular and nonsense words was offered by the investi-
gator if it was not offered by the child. In the case of foot
and men, however, the singular was not offered by the investi-

~ gator. This procedure was followed in order to determine which
form, e.g., foot or feet, was used by the child as the singular.
Testing was stopped on items after they had been contrasted for

- several months (Miller & Ervin, 1964, p. 12).

C Cn—
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'. Longitudinal testing of this sort in the field, using real words
' and analogous nonsense words, would provide a cross-linguistic check
on Miller and Ervin-Tripp's finding that

nearly always the contrast with familiar forms preceded the
contrast with nonsense forms. . . . The average gap for boy vs.
kigh was 2.4t months; for ball vs. kigh was the same; for block
vs. bik the gap was 1.1 months; for cup vs. bik 1.5 months . . . .
Thus the child who calls cne cup by a different term than two

cups might do the same with the nonsense toy bik in a month and

a half (Miller & Ervin, 1964, p. 33).

Procedures of this sort can easily be adapted for use in the field.
The selection of grammatical features to test will depend on the lan-
guage, as will the construction of the nonsense words. If a pative in-
formant is available prior to departing for the fielid, some parts of the
test can be designed in advance. However, note that a test such as that
used by Berko (given in full in Appendix 1.3.5) cammot be translated
wholesale into the field language. The distinctions chosen must be based
on the particular language. For example, Berko tested for singular and
plural. If the field language, hovever, also has a dual, the two wugs
picture would not be sufficient: an additional, multi-wug picture would
W be needed. Or if the language has genders which determine the form of
noun plurals, special nonsense pictures and words will be required, and
the introductory sentences will have to indicate the gender of the ob-
ject. (E.g., "Das ist ein Wug. Jetzt gibt es noch ein Wug. Es geben
zwei von ihnen. Es geben zwei M) :

ey
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Another set of eliciting procedures requires the child to repeet
fairly lengthy material offered by the experimenter. The length of
the material mokes the task exceed immediate imitation span, thus re-
vealing the child's productive system through the recoding which
) takes place. One such procedure is to tell the child a short story,
ft perhaps accompenied by pictures, followed by the child's retelling of
g the story. A similar technique is to devise a simple game, unfamiliax
. to the child, and explain the game to him. He is then asked to explain
L} the game to someone else. It would be of interest to very the age of

e
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the target person, comparing explanations offered by the subject to a
younger child, a friend of the same age, and an older child. (When
the mother is present, a useful varient of this technique is to ex-
plain the game to the mother and have her convey it to the child.

This may be an important tool for the elicitation of mothers® speech.)

Another useful eliciting technique is to ask & child to tell you
a story. (Note if special naxrative style is used--intonation, lexi-
con, formilae, etc.)
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1.5. COMMUNICATIVE DEVELOPMENT

1.5.1. The Child's Lifespace

A number of sociolinguistic studies point to the decisive influence

cultural factors exert on language development. Verbal ability as
measured in a number of ways has been found to correlate with socio-
economic status and ethnic background (e.g. Bernstein, 196la,b, 1962,
1964; Anastasi & de Jesis, 1953). It is generally assumed that these
observed differences result from differences in the life experiences

of children from different gociocultural backgrounds. Little, however,
has been done to relate these findings to the actual cultural practices
which may engender these differences.

Any account of the child's acquisition of communicative competence
would be incomplete without some general investigation of the child's.
lifespace. Such an account should include a des cription of the child's
physical envircnment and of the individuals who make up his network of
interaction. For each of the 2l children we would like to have a de-
scription of: the child's range of movement; the amount and type of
linguistic input he is exposed to; where and with whom he spends his
time; and the range of human artifacts, fauna, and flora with which he

comes in contact. The goal, then, is to establish typical daily routines
for ch_ild.ren A-X. .

This information should be gleaned both from observetion and from
interview of the children and their perents. The investigator should
begin as soon as possible to keep & daily diary of all of the settings
in which he observes the children. The nature of the activity and the
age, sex, and status of the individuals participating should be specl-~
fied. Interviews of the parents or caretekers of the children will
provide information sbout the children's cycles of activities when not
under direct observation. We hope in this way to be able to establish
a yearly cycle of activity for children of various ages and to deter-
mine the culturally defined categories of age-grading. For example,
are weeks differentiated in such a way that a child characteristically
engages in different activities on some days as opposed to others?
What role, if any, do seasonel chenges rlay in circumscribing the
activities of children? Into what time vnits is the annual cycle diw
vided, and what speclal events punctuate the cycle?

At some point during the field stay the investigator should de~-
vote some major part of a day (5-6 hours) to following each of the
children and describing in detail the activities of the child for that

Section 1.5.1 was written by Claudie Mitchell and Dan XI. Slobin.
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day. These data, along with the evidence gathered from interviews of
both the child and his parents, should give some idea of what a com-
posite day in the 1life of a child of a given age and culture is like.

If the society has formal education, part of the detailed observa-
tion should include classroom behavior of the school-age children under
study. In so doing, the investigator ghould bear in mind the points |
raiged in Section 3.4.l} (Formel Education), especially questions bearing *f
on the role of speech, reading, and writing in school.

The following is a check-1list of information which should be
gathered in regard to the lifespace of each of the children.

T. Charecteristics of Child's Houschold

A. Physical Setting (provide map and pictures).
1. Is it made up of one building or several? (How many? )
5. Are there room divisions? (How many?)
3. What are the mein functional areas of the dwelling x
space? ;
4. Proximal relations of community !
a. Is the household a nuclear or extended family
dwelling? m
b. Is it isolated or part of a compact village? o
c. Is the communi.ty rural or part of an urben center?
d. Are the nembers of the community interacting
individuals?
e. What is the Fize of the commnity? (Obtain
census data if available.)

B. Human Component
1. Who are the individuals who make up the household?
(Specify age, sex, relationship, status, occupation. )
5. What is the child's relationship to each member of
the household?
3. Do all members of the household have equal access to
the entire dwelling area?
4. Are any members of the household, either by design or
choice, generally or always confined to particular areas?
5. Ave there ever individuals present in the household who
do not live there? If so:
a. Who are they?
b. How often do they visit?
¢, How much time do they spend there?
d. What are their activities when they are present?
6. How much time dues the child spend in the household?
7. Who else is present when the child is 1n the household?
8. How much time do other members of the household spend there?

©
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I1I. Caretaking

A. Which members of the household have something to do with the
child? What? (Be specific,)

B. Who are the child's main caretakers? (Do older children be-
come parent substitutes for subsequent children?)

C. What is the child's range of movement? (Is locomotion re-
striction attempted? Specify.)

III. Linguistic Input

A. Who talks to whom?

B. What topics are talked about?

C. Are children ever instructed to be silent? On the basis of
topic? People present? Ete.

D. What settings are children freely admitted to?

E. Are children excluded from some settings?

F. Is languege mastery ever a basis for the child's inclusion
or exclusion from setting or conversation?

G. Are any topics avoided in the presence of children?

H. What are the settings in which the child is a passive on-
looker? An active participant?

I. Who are the individuals with whom the child characteristically
interacts? (Be specific.)

1. What toplcs are discussed?

2. What is the duration of the interaction?

3. Is the child the main focus of attention?

J. Are metalinguistic comments ever directed to the childr
By whom?
* * *

Besides focusing on individuel children, questions such as those
posed above can be turied around and applied to groups of children and
settings in which they are found. The investigator should consider the
following questions and suggestions in attempting to describe inter-
action networks of children of different ages:

1) Where do you find children of each age? In vwhat settings are
pre-school children found? No children? Etc.

2) How large are the groupings in each setting?

3) Do children spend their time in age-homogeneous groups?
(Does this depend on the age of the child?)

4) Who interacts with the children, and what are they doing
while children are present? What is the language input
to children in these settings?

5) Study a specific setting for several days at the same time
of day. Describe interactions in detail: who initiated
interaction and how? Who received the interaction? What
were the consequences? Notice if the same patterns are
repeated but do not appear elsewhere.
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6) Ask informants to tell you who young children talk to, aund
check this information against direct observation.

7) Once you have determined the nature of a given interaction N
network, try to get someone to violate the network--both as
a test of your analysis, and in order to discover how viola=-
tions are responded to.

!
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1.5.2. Dialog between Children

In this section and the next (Parental Baby Talk), we wish to ob-
tain recorded samples of the speech styles used in addressing children
of different ages. Here we are concerned with situations in which the
interlocuter is an older child, whereas in the case of baby talk it is
the child's mother. In this section we are also concerned with ob-
taining recorded samples of natural dialog between children of verilous

ages.

~ The most convenlent time for the collection of these data 1s dur-
ing the all-day behavioral sample of each child described in the pre-
ceding section. On the day that a given child is followed about by
the investigator, opportunities for the recording of natural conver-
sation between children should be exploited. No doubt, many additional
opportunities will arise in the course of the field stay.

51 addition to the recorded samples, which will be necessary for
an adequate analysis of speech style directed to children of various
ages, written notes on the form and content of interchild dialog will
be of value. What do children of different ages discuss, argue about,
play at? In taking these notes, the investigator should bear in mind
the many theoretical issues and research suggestions reised in Section
3.4,1, The Relation of Linguistic to Social Categories, and in Sec-
tion 3.5, Usage and Styles.

Section 1.5.2 was written by Dan I. Slobin.




1.5.3. Parental Baby Talk

Baby talk seems to be a feature of most, if not all, natural lan-
guages. Here the term refers to that special form of language that is
used primerily for talking to young children and is not the normal
adult usage of the language. Baby talk is a conventionalized aspect
of langusge which is learned and culturally transmitted as is the rest
of language. If baby talk is found in a child's own speech, it hes
generally been acquired from an older member of the speech community,
and is seldom invented by the child himself.

As indicated in column XII of Table 2, we wish to collect recorded
samples of mother's speech to children A-F, Q, R, W, and . The older
children are inciuded as a control for the identification of special
features of maternal speech directed to very young children. (Although
only mothers are mentioned here, the heading of parental baby talk in-
dicates that it would be of wvalue to record the speech of fathers to
children as well.) It would be best to have a standard setting, such as
asking the mother to give certein instructions to the child, describe an
event to him, tell him a story, and so on. If possible, some sections
of the tape should contain stretches of the mother's speech alone, allow-
ing for later "blind" analysis of the tape, with no cve from the child's
voice as to the age of the child being addressed.

There are three broad areas to be investigated and described con-
cerning the use of baby talk by any linguistic group: the linguistic
features of beby talk; the sccial context in which baby telk occurs;
and the belief system of the group concerning baby telk and its use.

Linguistic Festures

Before any analysis can be done of the linguistic forms, the
forms themselves must of course be elicited. Informents, when asked
for terms that differ from the usual adult terms and that are used
 primarily with children, may deny thet any such baby terms exist. It
may therefore be necessary to seek the use of baby talk in ongoing lin-
guistic interaction. Furthermore, it will be necessary to be thoroughly
conversant with the normal adult language so that baby words may he
recognized as such. Once & few baby words have een discovered 1t
should be possible to elicit others in anu interview with an adult by
presenting him with the terms you have recorded and contrasting them
with normel edult usage. This should provide a clear example to the
informant of the kind of date you are attempting to obtain. Another
wey to elicit baby terms is to ask the adult informant how children
say certain words that are in the lexical domains in which other lan-
guage: often have baby terms. This may elicit some baby words from

Section 1.5.3 was written by Keith Kernan.
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those adults who assume that the baby words in their language are
actually the way all babies say things.

monolg%. Baby words should be transcribed phonetically. A gloss
of the term should be given and the normal adult form should also be re-
corded phonetically. The adult forms and baby-word forms should then be
contrasted to determine what type of differences exist between them.
The' following phonologicsl festures are common to baby talk as con-
trested to normal adult usage in a number of languages: simplifica-
tion of consonsnt clusters; replacement of velars (e.g. "g") vy

apicals (e.g. "d"); replacement of an "' by another consonant; some
kind of interchange among affricates, velars, and stops; distant nasal
a~gimilation; loss of unstressed syllables; small selection of vowels;
a morpheme canonical form of CVC or CVC(C)V.

Grammer. The grammer of baby talk may differ from that of adult
language in both form and function. On the one hand, baby talk may make
use of the same grammatical categories and convey the same type of in-
formetion that the adult language does, but in & different manner; plural-
ity for example, may be expressed by means of reduplication whereas it is
expressed in the adult language by means of affixation. Baby talk, on
the other hand, may convey information absent in the adult language and
make use of grammatical categories that the adult language does not em-
ploy; for example, a dimiputive form that is totally lacking in normel
usage may be present in the beby talk. More coomonly, beby talk ignores
gramatical distinctions made in the adult lenguage and fails to convey
grexmeticel information (such as tense) that is conveyed by adult lan-

guage .

Gremmatical features common to baby telk in a aumber of languages
include: a diminutive form, reduplication, absence of inflectional
affixes, the presence of a speclal baby talk affix.

Iexicon. The words of baby talk seem to be concentrated more in
gsome domains then in others. This is in part the result of the small
child's lack of contact with parts of his cultural enviromment and in
part the result of the emphasis given by edults to the particular do-
meins of the culture they deem important and therefore present to the
infent early in his life. Care shouwld be taken to determine whether the
baby words have the same range of reference as the adult words they
resemble.,

Among ‘the most common topics for which lexical items occur in the
baby talk of a number of languages axe: kin names, nicknames, body
parts, body functions, basic qualities (e.g. good, bad, little), names
of enimals, nursery gemes, toys, imperatives for common actions.




Intonaticnal and Paralinguistic Features. YF.ralinguistic and in-
tonational features mey mark baby talk as such. Because these features
might not be presented by an adult informent in an interview situation,
they should be recorded from ongoing linguistic behavior in which baby
telk 1s being used. Some ccumon intonational features that accompany
the use of baby talk in & number of langusges are: higher over-all
pitch, preferenc for certain contour patterns, and more oOr less volume.

gtic features might include facial expressions, physical
closeness to the baby, and the like.

Social Context

Sociel context includes both the participants and the settling or
situation end each should be descrited fully for every particular speech
event involving baby talk.

The participants in the speech event include the sender, the re-
ceiver, and the audience. It is not enough gimply to identify by name
the individusls who are f£illing each of these positions. Each particli-
pant in a speech situation has & particular role to play vig-d-vis the
other participants, and an attempt should be mede to determine what
this role is for each speech gituation in which baby talk is used.

For this, i% will be necessary to have & good deal of background in-
formation, which may be gathered either vefore or after the speech
event itself is recorded. Such informetion should include as meny as
possible of the positions in society, or soclally defined statuses
that the participant occuples. For example, it is not enough to say
that Mr. Smith, a forty-two-year-old man gpoke baby talk to his son.
Mr. Smith's relevant statuses as defined by society must be noted. He
may be classified, for example, &8 an elder who is an important person
in his commuity and is expected to act with dizoity at all ‘times. It
is important to record, therefore, not only the participants' roles
vis-a-vis each other, but also the stotuses each holds in the wider
cultural context.

The setting not only involves such information as time and place
but should also include the native definition of the situation. That
is to say, is it merely an informel speech event, or is it something
that is defined as a particular Xind of social situation by the native
speskers themselves? Wwhat kinds of meaningful gituations exist in any
ulture mnst be empirdcally discovered for each society. Native terms
for situations and native interpretations of situations in response to
questions by the investigator may serve as guldes.

Baby telk has been defined above rather narrowly, and in sny cul-
ture terms that are primarily used for apeaking to young children may
also be used in other situations, guch as with animels, supernatural
beings, between lovers, and the iike. It may be, also, thet only a
small apd specific part of baby talk 18 extended into other areas. All
such extended uses should be thoroughly investigated.




Children mey imitate the adult use of bhaby talk when speaking to
other smell children. 7This imitative behavior will often provide im-
portant clues to the child's jmpressions of and competence with adult
apeech. (See Section 1.5.2, above.) |

Belief System

It is important to investigate not only what pecple do with baby
talk but also what they think about it and what they think they are
doing with it. It is important to ask what the purpose ol baby talk
is considered to be: Is it to facilitate teaching the child to speak?
Is it easier for the child to hear? Is it an imitation of child
speech? 1Is it an expression of affection? Does baby talk inhibit

"the child's acquisition of normal speech? At what age should children

stop using baby talk? What kinds of sanctions should be applied to
force the child to stop using baby talk? Are adults embarrassed about
using baby talk? and so on.

Some of these questions may be asked directly of adult infor-
maxts (see Section 1.6, below), but others, such as whether adults are
embarraesed about using baby telk, mey have to be discovered by ob-
servation of situations in which baby talk is being used. Data ob-
tained from observing the use of baby talk may then be contrasted
with what adults have said about its use.

In addition, recordings of adults using baby talk mey be played
back to them and information gathered on their reections; for example,
surprise, embarrassment, and so om. Hypothetical situations may be
given or tape recordings of baby talk played back to informants, who
may then be questioned about the situation, the participants, and the
setting and asked to give their interpretations and their attitudes
concerning it. The reaction of informants to accounts of baby-telk
practices in other cultures mey be obtained to discover their atti-

tudes concerning 1ts use.,

gAdditional informetion on baby talk can be found in Casagrande
[1948] and Ferguson [1956, 19641.)




1.5.4. Communicative Routines

Because of their brevity and surface predictability, sowe kinds
of communicative routines are easy to identify. Routines mean utter-
ances which are predictable or contain predictable segments. They in-
volve very smell classes of alternatives. They are predictable from
the social situation, and include two main types, prescribed fewtures
known to participants, and normal features of which participants are -
not usually awere. Since the former are easier to identify, we will
treat them here, and reserve the latter for Section 3.5.3, The Analy-
sis of Netural Conversation.

1) Situation boundary markers. Within the daily cycle, there .
are routines marking changes of locale, activity, or participants.
They are similar to rites of passage in the life cycle, making clear
to everyone that & new phase has comuenced. Exsmples are greetings,
farewells, hosts' welcomes, pre- and post-prandial comments like |
"pon appétit" or grace, remarks proper te entering or leaving parti-
cular locales.

2) Accident markers. Unpredicteble evenus like sneezes,
belching, tripping, or dropping something mey be followed by routines.
The actor or some particular other may be expected to perform the
routine. '

3) Apologies are comments pertaining to violations of social
rules. They may occur prior to violation, in the form of asking
permission, or afterwards. In the latter case they might overlap
Wwith accident markers. One can conceive that both might occur for the
same event--e.g. an apology by & sueezer, end "salud" by his companion.

4) Thanks refers to verbal compensation when goods or services
are offered or received from another.

5) Requests refers to complex functionel category, all those
utterances which have the effect of eliciting goods and services from
others. In English, not all requests contain routines like "please, "
"would you mind . . ." "could you . . ." Requests may be more dif-
ferentiated according to the social category of the addressee than
other forms, so they provide a nice indicator of social learning.

6) Gesture-word games. While purely verbal games are discussed
in Section 3.5.2, we may include in routines those classes of utter-
ances which occur only in the situation of a stereotyped gesture or
performance. For instance, in Buropean cultures, babies receive such
gesture-word games from adults. Some, like "cou-cou" or "peek-a-boo,”

Section 1.5.kt was written by Susan M. Ervin-Tripp.
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start as pessive audience games for the child s but leter children will
act and speak, or act on commend of the word. "Bye-bye" and waving,
"pat-a-cake" and clapping have the same relation. While the words may
for the child function as names of the activity, there is a difference
from other activity names in that one rarely occurs without the other,
at least in the adult performance.

Many of these categories can require the inclusion of address
terms. Thus in French ope does not use greetings or farewells with-
out some address term. For this reason, routines may provide a con-

text in which appropriate terms of address are acquired and can be
studied.

Some Problems to Stug{

Since the categories sbove have different properties, we would
not expect them to be mastered at the same age. Sowz considerations
to take into account in doing a study of these forms are these:

1) Forms requirirg merely that the child respond 'co a routine
initiated by someone else can begin as early as any comprehension of
language. So waving in response to "bye-bye" could be found quite
early.

2) Reciprocal routines » where two parties say the same thing,
should appear early since they can be cued by mimicry. For this
reason situation boundary markers might appear earlier than apologies
or thanks, provided they are reciprocal. So when an adult says
"hello" the child can too.

3) One might expect some forms of error to be common., For ex-
ample, non-reciprocal "thank you" might be interpreted by the child
as merely s label for exchanging things. If this is the case, we might
find him using it when he gives objects, not just when he receives
them. Also, the form might decline in frequency when the frequency of
labeling declines, in the third yeai.

4) If selection of the routine is based on complex social stimuli,
the routine should be learned late. Thus, we might expect apologies to
appear later than greetings.

5) If the categories of events requiring the routine are complex,
we might expect selective usage. For example, in Japanese apologies
are differentiated in a complex fashion. Some classes of infraction
may not elicit apologies from children at first, and there may be over-
generalization of the routines. There are interesting sementic problems
in studying these overgeneralizstions.

6) Short isolated phrases like "please" should be easier to learn
a8 routines than syntactically bound ubtterance segments like "can I . . "




and "may I . . o" It would be valuable to locate instances where
there ere functionslly equivalent alternatives with different lin-
guistic properties, to see which is learned eerlier, and which is
used more often in explicit instruction.

7) Where there is evidence of social differentistion in fre-
quency of roubines with different addressees, it would be useful to
check instructional practices to see if they support the difference.
For instance, if a child says "nlease" less often to his age-mates
than seniors, ia this because he is more often reprimended for omis-
sion when addressing seniors?

8) A variety of instructional methods are 1likely to be ob-
gservable. Routines being fixed, like lexical wnits, they can be
taught either by mimicry ("say ‘please'"), correction of deviant or
omitted routines, or simply by letting the child mimic whatever
occurs naturally, without any special tuition.

Methods

We suggest four routes to obtaining data on routines, including
all the children in the sample.

1) Notice instructional behavior during other observational
sessions. Even with babies in the babbling stage, there may be in-
struction in simple gesture games, waving, and 8o on.

2) Include questions about speech etiquette in interviews.

Note the appearance of repeated forms at fixed points in so-
cial situstions. The analyst's problems in jdentifying such forms in
adult usage, or in the usage of the older children, may suggest some
hypotheses to test in the children's acquisition.

4) Identify situational slots, apd look for regularities in
verbal or gestural behevior in these attuations. It might ve desirable
to find adults ¢r older children as points to begin such a study. How=
ever, just as in the case of vocebulary or grammetico-semantic cate~
gories like negation the match of semantic category and verbal repre-
sentation mey not be the same as for edults at first, one should look
for any regularities of behavior in these situations, whether or not
they match the adult routine. For instance, whereas adults in a Lamily
mey say "goodnight" before retiring, children may kiss or wave. This
difference may or may not be a xesult of deliberate instruction of chil-
dren. Waving might arise from generalization from farewells. On the
other hand, caretakers may invent boundary mexrkers to help control chil-
dren's activities,

Sampling

Once an analysis is made of the routines employed in the adult cul-
ture, one should try to collect evidence from each of the children A-X




k9

; for the appropriate situation. Some, 1ike eccidental eévents, may not be
poseible to cbserve easlly in the children explicitly selected for the

, semple. However, if one 1is alert to the categories, in the course of
the year some other children in the same age bracket may substitute,
Where the situation elicits the action, as in thanks end the situation

| boundaxry maxkers, one cen simply semple those situations on purpose.

ERIC
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1.6. LINGUISTIC BELIEF SYSTEMS

Anthropologists have traditionally mede a distinction between
what people do, what they say they do, and what they think they should
do. Most of this manual is de sted to discovering what people do when
learning their language as children and what they do ag adults in the
presence of children learning langusges. In this gsection we address
ourselves to the task of discovering what edults report that they and
their children do in the language-learning situation, and what they
say they should do to assure rapid and complete language leaxraing on
the part of their children.

This irfcrmation is best obtained, of course, in an interview
sitmation. Before beginning to conduct interviews, the investigator
should carefully read the sections on the use of interpreters and
interviewing of informants in the Fileld ﬁide for & study of social-
ization (Whiting et al., 1966, pp. 156-104)--8 volume which each in -
vestigator should have with him in the field.

For comparative purposes, we suggest & specific 1ist of interview
questions below. This should be considered a minimal list, and all
regearchers should ask &t least these guestions. It is by no means a
complete 1lisht, however, and additional questions will undcubtedly oe-
cur to the investigator while in the field. Neither is it necessary
for the questions to be put to the informants in the exact form pre-
asented here. This list is designed to serve more a3 & check list for
the investigator than as an interview schedule to be strictly followed.
(See Section 2.3 for additional cautlons on the use of native infor-
ments, assistants, and inteicreters.)

We suggest that this section of the study be carried out at the
beginning of the stay for a mumber of reasons: It is one of the
easier projecis to do., It will allow the researcher to become ac-
quainted with a number of informents end give him some idea about
which individuals might be most useful and helpful in later more de-
tailed work. It will point out arees of interest unique to the parti- “
cular culture which the investigator will wish to explore later. It i
will provide an opportunity to learn the terminology connected with |
language and speech. And,perhaps more jmportant, it will introduce
the investigator to the community and give its members some idea of what
he is doing there.

A beginning step in the investigation of a pecple's belief system *#
concerning language, perhaps, should be a Parndliarization on the part 4
of the investigator with the metalanguage used in the culture for dis-
cussing speech bebsvior. Concepts equivalent to such English words )
as "word," "crying," “cooing," "babbling," etc. should be learned and o

Section 1.6 was written by Keith Kernan.
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cleaxrly understood. This might be best done with the help of a bi-
lingual assistant who is cl2arly aware of the investigator's aims and
interests. -7

Beliefs regarding language learning should not be collected from
a single segment of the population, such as parents of young children;
rather, some sort of selection procedure should be used which will
agsure representation in the sample of all culturally relevant groups.
Answers should be collected, for exemple, from men as well as women,
from adults ag well as children, from parents as well as couplies with-
out children, from parents with older children as well as parents with
younger children, etc. (As a minimel sample, the mothers of children
A-F, M, N, Q, Ry W, and X should be interviewed, as indicated in
Table 2.) In addition to such obvious and eesily identifiable cate-
gories of individuals as those Jjust mentioned, there may be additional
groups which are more difficult to identify and which are formed by
criteria which may be unique to the particular culture being investi-
gated. Social class, however defined in the minds of the people of
the cuiture, might be an important determiner of attitudes concerning
beliefs about language acquisition, for example.

Since group membership mey be an important factor in beliefs con-
cerning languege acquisition, it will be necessary to record informe-
tion concerning each informant questioned. Some of this information
will undoubtedly be determined by the types of relevant groups which
exist in the culture. Whether an individual 1s a member of an or-
ganized religion, for examwple, may be important in some cultures and
not in others. For this reason, it would seem wise to record as much
bilographical data as possidle for each informant at the beginning of
the project at least. Checking answers to questions against biograph-
ical data while in the field mey lead to the ulscovery of interesting
covariations which will erable the formation of preliminery hypothe-
ses and point ¢o the uselessness of some blographical data which had
been collected in the past and the necessity for obtaining other more
relevant facts.

In addition to culturally specific facts such as caste membership
which might be suspected by the investigator to have possible relevance
in determining beliefs about language acquigition, a minimal amount
of biographical information would include the following:

l. Age
2. Sex
3. Occupation
k. Socioeconomic status as defined by the criteris of the
culture itself
5. Monolingual or multilingual
(non-native languages spoken)
6. Number of children
7. Sex of children
8. Ages of children
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| 9. Amount and type of education
? 10. Place of residence
§ 11. Number of people in household
| 12. Relationship of other individuals in household
t to the informant
' 13. Number of siblings
1. Age of siblings
15. Sex of siblings
16. Age of parents
17. Education of pareuats
18. Occupation or parents
19. Soclioeconomic status of parents
20. Place of residence of parents
21. Languages spoken by parents

Suggested Minimal Interview Concerning Beliefs about Languege Acquisi-
tion and Use: ’

A. Pre-Verbal Vocal Behavior

1. At what age does an infant begin to meke sounds?

2, (Can you describe these sounds? -

. Does he make these sounds at any particular time of day?

. Doeg he make these sounds in any particular situations?

Does he make different sounds in different situations?

Why does he make these sounds?

Does the child meen anything by these sounds?

Is he trying to speak when he makes these sounds ?

Do you understand what he means or wants when he makes

these sounds?

10. Do all babies make the seme sounds before they are able
to speak?

11. Can anyone at all understend what the baby wants or
means when he makes these sounds?

12. Do bebies understand adult speech before they Jearn to
talk?

13. Can babies think before they learn to speak?

14. Do babies imitate adult sounds?

15. At what age does this imitatlon begin?

16. What is the easiest sound for a hsby to imitate?

17. Is this sound learned first?

18. What is the most difficult sound for a beby to imltate?

19. Is this sound learned last?

20. Would & baby learn how to speak if no one ever talked
‘to him?

21. Do you speak in a special way with babies (e.g., louder,
softer, faster, ets.)?

P2, Does anyone spesk in a speclal wey with babies?

23, Who doesn't speak in a special way with babies?

oli., Do you use special words with babies?

25, What are these speclal words?

O O~ ?\\n FWw
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* 26. Are these words easier for the baby to understand?

‘ 27. Does the use of these worde make it easier for the

- baby to learn to speak?

3 28. Does the use of these words retard the baby's learn-
’ ing adult speech?

29. At what age is the child when you stop talking to him
a like this?

B. The Acquisition of Speech

* ’1 ‘ 1. How does a child learn to speak? Must he be taught?
2. Do children learn to speak by hearing others and
o : imitating them?
)< 3., What is the first word a child ususlly lesrns to speak?
- 4. At about what age does he learn this word?
5. Does he use it correctly?
“ 6. Does it mean the same thing to him as it does to adults?
8 7. If not, what did it mean to him and how did he use it
incorrectly?
- 8. At what age do children begin to put words together?
| | - . Do they put them together correctly?
" 10. What kinds of mistakes do children meke in the sounds
. of words? .
5 11. What kinds of mistakes do children make in putting
words together to form sentences?
12. Do all children make mistakes in sounds and putting
i" words together?
@ 13. Do all children make the same mistakes in sounds and
putting words together?
1 14. Do boys or girls make more mistakes when learning to
speak?
i 15. Do boys or girls learn to speak earlier?
. 16. Do any children learn to speak earlier than others?
N 17. Why do some children learn to speak earlier than others?
: 18. Is 1% beneficial to the child to learn to speak early?
19. Is there anything that can be done to make a child learn
f}: to spesk earlier than usual?
| 20. From whom does the child learn most of his language?
- 21. Is it better that the child learn his langusge from
: some people than from others?
| “ . 22. Do children learn meny words from other children? |
= 23. What kinds of words do children learn from other |
| children?
| 2k. Do children ever invent new words?
% 25, Are the words that children invent ever used by other
people?
- 26. Do children ever ask other people the names of things?
| 27, At what age do children begin to ask the names of
- things?
.4) 28. Whom do children usually ask the nemes of things?
1 29. What kinds of things do children usually ask vo be named?
- 30, Do children ever ask the meaning of words?
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Whom do childrer usually ask the meaning of words?

How do you think a child should be answered when he asks
the meaning of a word? Can you give me an exoaple?

Vhat kinds of mistekes do children make in speaking?
Exowples?

Should & child be corrected when he mispronounces a word,
mekes a mistake ir. mutting words together, or calls some-
thing by the wromny, neme?

How should he be corrected?

Should anyone who hears & child make a mistake correct
the child?

From whom do children lesrn 'not nice" werds?

What should be done when & child uses a "not nice" word?
Do children learn to speak better or more correctly by
going to school?

Do you think there are many times when caildren should
not talk?

Why do you think it is wrong for children to speak at
these times?

How should children be taught not to tall: et these times?
should children speak diffevently to adults ‘than to
other children? If so, in what way and how is the child
taught this?

How do you feel when your child makes a mistake in his
speech in the presence of adults? Are you embarressed?
Do you think it is important for a child to learn to
speak well?

Tf so, why is it importent for a child to learn to speak
well?

Ts it more important for some children to be akle to
speak well than for others?

Ts it more important for boys or for girls to be able

to speak well?

Do children have any word games oOr special lunguages?
Con you describe them?

At what age do children begin to speak like adults and
not make mistekes?

Do a1l children learn to speak like adulte at about the
same time?

C. Speech Behavior and Ability

1.
2e
3e
L.
De
6.
Te
8.
9.
10.

Are some people better speakexrs than obhers?

Tn what way are they better speakers?

How did they becoune bettexr speakers?

Are there any adventages to being & good speaker?
Who do you know that's a gond speaker?

Are some people poorer speakers then most people?
In what way are they poorexr speakers?

Are there any disadvantages to being a poor spesker?
Who do you know that's a poor speaker?

Do you know anyone who mekes mistakes in his speech or
sounds strange when he speeks (i.e., pathologies )?
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11. What causes this pathology?

12. Do you heve a term for this strange kind of speech or
for people who speak like this?

13. Do you now of any other kinds of mistekes in speech or
‘strange sounding speech (i.e., other speech pathologies)?
What do you call them?

14. What causes these speech pathologies?

15. Can enything be done to correct these speech pathologies?

'16. Are some people more likely to have any of these speech
pathologies than other people?

17. Do you know enyone who speaks more than one lenguage?

18. What are the languages they speak?

19 Is it advantageous or disadvantageous to be able to
speak more tnan one language? In what way? '

20. Do you think it's a good idea for children to learn to
speak more than one language? Why?

2)l. What additional langueges do you think children should
learn to speak? Why?

22. At what age should children learn to speak another
language?

23, Does learnirng a second lsnguage hinder or improve

- ebility with the first language?

24k, Is it easier for some people to learn to spee.k another
language than it is for other people? Why?

25, Are some languages easier for people, who already spesak
your language, to learn? Why?

D. Language in General

1. How do you think your language began?

2. Why are languages different? |

3. Are some languages easier to speesk than others? Why?

b, Are some languages better sounding than others?

5. Cen one say things in cne language that couldn't be

said in snother langunge?

6. What do you think people would be like if there were

no languages?

7. Do you think it would be a good idea if everyone spoke

the same language? Why?

8. What language should that be?

9. Do animals have any kind of & language? Which animals?
10. Can animals understend human language? |
11. Can humens understand animal languages?

12. Is your language changing?

13. In what way is your language changing?

1k. Do you think it is good or bad that your language is
changing?

15. Where do new words come from?
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l.7. NOTES AND QUERIES FOR OBSERVATION

What follows is a scattered selection of issues s questions, and
reminders which the investigator should try to keep at the top of his
mind. This section should be scanned every few days, and the entire
Manual should be scanned every few weeks. The investigator should
faithfully keep a daily Journal, in which he includes not only prob-
lems raised in the Manual, but comments about his own mood, the
weather, the sociel climate, and so on--such variables may have an im-
portant effect upon the scientific observations. (See discussion of
daily log in the Whiting et al. Field guide [1966, p. 166].)

Recording

Do not be seduced by the ease of tape recording vast amounts of
data. Remember: it will take at least as long to listen to a tape as
it did to record it, and much longer to analyze or transcribe it'

Clean and lubricate the tape heads about once a week, and de-
magnetize the tape heads (if required by the type of machine) about
once & month.

Observe Children

What devices do children have for initiating information ex-

changes--e.g. tugging, turning face, using openers like "do you know
what?" Whom does the child address?

Do children know proverbs, riddles, poems, chants s Songs, prayers,
etc.? How is musical development related to language development? Do
children play musical instruments? How well can children of different
ages sing back a melody or beat back a rhythm? Do the children dance?
Is there musical training? Are people expected to be creative musi-

cally? To appreciate music? Are there formsl musical performances?
Do children go tc them?

Weatch children play. What do they argue about? Who wins and
why? Do they argue about the rules of the game? Is winning ever re-
lated to verbal skills? Try to observe children playing at adult roles
a8 a means of determining their notions of adult speech styles and role
behaviors.

Whatt chores ere done by children of various ages and sexes? What
are children expected to be able to do? To understand?

Watch for cases of children using baby talk.

Section 1.7 was written by Dan I. Slobin.




o7

Pay special attention to late-neccurring errors, as these reveal
points of’special’difficulty in language acquisition. '

How do children categorize other people in terms of variables such
as age, status, sex, relationship, etc.?

~ Observe Adults Relating to Children

Where are little children carried? If on someone's back, does the
child face forward, and can vocal interaction occur?

What is the physical distance between speakers end listeners? Is
this adjusted to the age and height of the listener? Wherea do adults

_stand in addressing children of different ages? Do they attempt to

establish eye contact?

What devices do adults use for getting a child's attention? How
is a child cailed when he is out of sight? When ne is within sight but
out of reach? When he is within reach?

How is a child sent to get something?

How does an adult stop a child from doing something? How is a
child treajsed if he interrupts a conversation between adults? How 1is
e child scolded? Threatened? (Whet is the lexicon for verbal punish-
ment?) Is praise or blame verbally administered by adults to children?

What language modeling behavior is structured specifically for
children? (E.g. fairy tales containing stylistic emphasis and repetl-
tion, rhymes, chants, instructional materials, etc.). Do adults read
to children? ¥sll them stories?

How is reading taught, and who teaches it? What are the atti-
tudes of children and parents towards learning to read and towards
reading?

Pay special attention to adults' responses to children's speech.
At what age does speech become an okbject of explicit correction? Up
until what age do adults correct a child's speech? What aspects of
speech are corrected at various ages? How do children respond to
speech corrections?

What ere children of different ages expected to be able to give
verbal accounts of? (E.g "What did you do in school today?" "What
did you see at the circus?") Do children take part in dinner-table
cohversation? Is there any special time or place for dialog between
adults and children?

How are children with deviant language or language deficlency
treated? How are the deaf treated? How are the blind treated?
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Language
What is the native terminology for language, speech, speech acts,
ete.? Is there a term for stuttering? (Does stuttering occur?) Are
other speech disturbances labeled?
Be alert to the use of special styles of speaking at all times.

If there are children's books, what is the style and content of
such books?

Pay special attention to address forms and third person reference
(pronouns, names, kin terms, etc.).

Are there word gemes, puwns, riddles, limericks, etc.?

Social Structure

Observe sex-linked interaction in the community in order to de-
termine the role played by your own sex in interacting with various
categories of people.

What role does birth order play in the society? Are special
privileges and/or burdens dependent upon birth arder?

What settings are children admitted to or excluded from on the
basis of language mastery?

What ritual and religious events occur in the coomunity? Who
participates? What is done? How are children initiated into religlous
rites?

Linguistic Exercises

Do a close phonetic transcription of a text, pushing your phonetic
skills to the limit to force attention to details. (This should be
done about four months after arrival in the field.)

Ask natives to teach you proper speech etiquette for interacting
with various kinds of people.

Try to get children to teach you the language, and to help you
understand the speech of other children.

Present native informents with sentences uttered by children and
ask them to say each sentence so it sounds right (or some such in-
struction). This should give you some information about the systematic
regularities in the child's langusge which are deviant from the adult
language, and some general notions of areas of difficulty in the lan-
guage acquisition process.

Go through a published grammer of the language with & native in-
formant and have him comment on it in the light of actual usage.

e




; Iearn songs, poems, chants, etc.

3 Alert natives to the varisbles you are interest in, and see what
sorts of data they bring you-

- Dell Hymes' Questions

S (The following questions were posed by Dell Hymes in his paper

. "Linguistic aspects of studying personality cross-culturally” ﬁ%of s

| and were among the original stimuli for the construction of this field

i manual, )

. Societies may differ not only in the age at which children

| typically acquire speech, but also in the context of its acquisl-
tion. For any society, one would went answers to such questions

- as: When is the child considered capable of understanding speech?

~ (Among the Tlingit, "when the infant is but a few months old the

mother talks to him, tells him moral tales, 'trains him'"). Is
acquisition of speech accompanied by pressure, or itreated as

something that comes in due course? Are there special word

A games or speech patterns for teaching children? If there is

pressure, at what stage of psychosexual development is the
pressure applied? When are other socialization pressures applied,
before or after the acquisition of speech? Various writings make
clear that pressure, deprivation, and overprotection may variously
induce speech defects or the preservation of infantile speech
habits. « « &

i L ’ ! B F»

Other questions: to what extent is a child rewsrded by
verbal praise, in contrast to material rewards such as candy,
or physical affection? To what extent is the child punished
by verbal reprimand, as opposed to deprivation, or physical
pein? What is the conception of proper speech behavior on the
part of the child, relastive to particular persons and behavior
settings? Are a child's questions about words and meanings wel-
come d or rebuffed? Overall, is a child allowed much or little
oral gratification through speech? Is a child encoursged, dis -
couraged, or ignored in efforts to find satisfaction in speech
play? What is the proportion of speech activity to communica-
" tion by other meens, such as gestures, on the part of the child?

; S | SN—— 4
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- Are there special settirgs for verbal instruction of chil-
- dren? If there are, how frequent and with what personnel, and
about what topies? Is the instruction conventionalized in con-

- tent as are proverbs and myths, or only in theme? Is the tone

of instruction categorical (as among many American Indian groups)
or not (as in West Africa)? Is sex involved? . . .

| SOSEA
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PART TWO

METHODOLOGICAL FACTORS

2.1. CONTRASTIVE ANALYSIS

On arriving at a field site, there are a few heuristic devices in-
| vestigators can use to help them jdentify the most importent speech
;' verieties, and on the basis of these varieties, the aspects of the so-
: cial structure which they must describe.

; Members of different speech groups or individuals in different

speech situations may change their speech in a variety of ways: (1)
topics or functions of interaction are likely to be changed; (2) lin-
guistic codes for representing the same functions may be changed; (3)

. linguistic features orgenized as e code may differ; and (4) vocal

5 signals may be altered. Sources for further detailed reading are glven
below in this section. Dell Hymes' Language in culture and society

r‘ (196k) contains pertinent material in Parts V and VII, and Shuy’s Social

| dislects and language learning (196l) includes relevant articles by
Bailey, Labov, and Stewart.

{ Contrastive enalysis is important for this project because it is
necessary to identify linguistic contrasts in order to know whether
and when children begin to produce stylistic shifts. They may of
‘ course use style shifting which is not similar to adult shiftings in
such & case an apalysis of child tapes similar to the analysis of the
adult tapes described below will be necessary. In addition to a con~
t trastive analysis of the speech varieties mastered by children at
various ages, it is important to understend which varieties are intel-
ligible to them, and how the speech varieties known to them are evelu-
ated. Both comprehension and evalugtive norms must develop with age,
and possibly there are some sharp changes with formal treining. These
points are discussed later in this section.

2.1.1. Methods

After a few months in the field, the investigator will ke able to
& observe on his own whether there are gross differences in speech be-
tween certain speakers, addressees, situations. To begin systematic
contrastive studies, there might be two starting points. One might be

Section 2.1 wes written by Susen M. Ervin-Tripp.
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to start with some general informent work. ILater informant interviews '
of course would be necessary to refine this information. The purpose ‘
of the earlier work is the identification of some gross contrasts which
cen help inform observations. For example, ask: "Can you tell ii your !
wife is talking to the baby or to your older son, even if you can't see C
them?" "Can you tell if she is talking to a man or to a woman?" These

questions are based on the agsumption that age and sex of addressee are ;
1ikely to be factors influencing speech in most societies. (See the N
sample guestionnaire in Section 1.6 for further instances.) ‘

The data obtained from questionnaires of this sort have value (1)
to help identify some soclal comparisons one must be sure to include
in observations; and (2) to give indications of the stereotypes about .
gsocial veriatiors in speech. |

We nmow that such reports by informants give information about
only a small fraction of actual verietion in speech. However, they
will suggest some starting points for observation. Formal odvservations y
should include following the same speaker through a variety of situa- ’
tions in which there are different topics, different settings, and dif-
ferent addressees, as suggested in Section 1.5.l. (me should be sure to I
include the comparisons suggested by the interview comments as so marked ‘v

that even native speakers notice them.

Thue informent work and observation are both places to begin rtudy-
ing speech variation. In the next phase of the study, informents can
act as listeners. Two tape recorders are 1inked by a patch cord to
allow recording on a new tape of selections from the field recording.
Then the natural recordings are edited to remove toplcal clues, proper
names, and references which can reveal the speech situation. The in-
forment should listen to the tape in order to try to identify the get-
ting and addressee. He may also be able to speclfy when he could make
the identification and may even notice what the marker was.

Tapes successfully recognized by adults can be played to children
of appropriate characteristics. In this way one can £ind when children
learn to recognize differences in speech in aifferent gettings or to |
different wddressees, even if they do not themselves switch styles. -
(See Section 3.5.1, The Acquisition of Usage Patterns.) '

The pext task is to identify the linguistic differences between i{
these tapes. In part this may be done efter the study is completed, o)
with the aid of a lingulst. However, there are some adventages to
working in the field on the task of ldentifying distinctive linguistic .
merkers., For example, removing from a tape all but a single linguistic |
difference can be used as a test fow which merkers are most important. T

2,1l.2. Style vs. Speaker ﬂ t{

Contrastive analysis is possible Por the gpeach of two different
speakers or for the speech of the same gpeaker in two different situa- i
tions. There are some situations which allow for style switching (or .
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for languege switching) and therefore these situations ere not appropri-
' ate for definitional purposes. If one knows the culture well enough,
one may be able to predict the clrcumstances under which even .this
switching will occur.

Both types of contrast will prove relevant in this study. For

t example, we want to know whether men and women have different speech,
since if they do w= will want to be able to f£ind out how children's
speech relates to the two norms and how the differentiation is rein-
forced. But we also want to know if men speak differently when ad-
dressing men and when addressing women, and whether these differences
show up in children's speech. The first is a ~ .trast between speakers,
the second between styles.

While the same types of contrasts can exist in both of these cases,
' there is a difference between them. The different styles co-eiist in a
single speaker, and there are therefore some pressures towards merger
of systems. For example, at the phonetic, functional, and semantic
level, it is difficult for a single speaker to maintain two sets of
categories that are nearly identicel but not quite. The two tend to
merge. In the extreme case, as Gumperz (1967) has found, the differ-
ences may be extremely minor, for bilinguals who have spoken with other
pilinguals over the centuries.

Thus contrasts may be relatively few for styis differences. The
' two systems tend to have a common core, with merely a few variables
which mark style switching. The coatrast between different speakers
will tend to be reduced in a similar way, if the speakers must inker-
act with each other often. For instance, men's and women's speech must
{ be simils in meny ways since each must understand the other. They
must hai  a common core grammer since the rules for production and com-
prehension exist in the same persons and there are no "monolingusls."
Tn such cases there may mereiy be different phonetic reelization rules
or other low-level differences.

Where some groups occuyy desirable statuses and there is emulation,
) style shifts mey be related to speeker differences. Thus Labov (2.966)
has suggested three levels of relationship depending on consclous aware-
ness of group differences and whether style chifts are apparent. In-
dicators are contrasted features which are unconsclous, and define group
membership but are not used in etyle shifting. Markers do influence
style shifting so that in the more conscious and careful style the
normetive version is used. Stereobypes are conscilous and subject to
overt comment and stigma.

We shall confine our discussion to the last three types of contrast,
which we must assume can be revealed with topic and function held con-
stant,

A EC
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2.1.3. Functionsal Realization

" In Awerican society, there is '‘a. difference in the way requests are
formulated depending on the relation of speaker and sddressee and whether
the request is considered part of the normal relation of the two, or
extra. Direct imperatives tend to be directed downward in rank, for ex-
ample. ‘A simple wey to obtain such data in another society is to make
some simple categorvies like "pringing objects," "supplylng simple in-
formetion.” One begins to see fairly quickly whether there is a aif-
ference in the formula used, according tec the speaker or according to
the setting or addressee. Requeets axe the eaglest function to identify,
since they are defined as any speech resulting in action on behalf of
the speaker by the other party. Greetings and other routines would also
ve easy to study. (See Section 1.5.4, Communicative Routines.)

2.1.4. ILinguistic Contrasts

The purpose of a linguistic contrastive enalysis is to define as
variebles those things which are not alike and %o characterize all else
as alike. It is obviously impossible to do & complete linguistic an-
alysis, but any category described for onc system should be described
for the other. It is important to try to locate the contrastes that are
sufficiently frequent in texts to permit their practical use as cri-
terie for identifying shifting in childaren. Each instance should be
analyzed for its systematic implications, not given merely as an isolated
example, and in each case the equivalent rule in the other system should
be analyzed. Enough phonetic detail should be given to define phoneti.c
realizetion rules, where there are likely to be many style variaebles.

2.1.4.1. Phonological Contrasts

The easiest clue to a difference in the phonological systems 18
comparison of realization rules for the same morphemes. Clever intro=-
duction of topics while eliciting comparison tapes can help in locating
the same morphemes in contrasted texts. Otherwise, one may have to make
judgments that the morphemes are sufficiently similar in phonemic struc-
ture to pexrmit one to reach conelusions without having the identicrl
forms.

1) fTwo systems may differ in the phonetic features they use. One
system may have a set of pelatalized consonants but the other not, so
that in the simpler system the other's "pelatelized forms" are homonymous
with the non-palatelized. In "piglossia" (1959), Ferguson describes
cagses in high and low styles which aiffer in that the low system is sim-
pler, and includes & subset of the phonemes in the high system.

2) One system may have a special set of allophonic chenges which
the other does not have. These may introduce sounds or features not
present in the other.
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3) A particular item may be present phonemically in one system
and not in the other, &s in the contrast between English éialects with

and without post-voealic /r/.

. ) A part of the system may coalesce in one system but not in the
other. For example in New York City ILabov (1666) noted that the vowel
systems employed different contrasted categories which in a different
. style were coalesced. In a similar way, the distinction between alveolar
stops and fricatives tended to diseppear in spontaneous speech. In
these cases the variebles must be measured since there is not likely to
be sharp shifting but increases end decreases in the likelihood of meking
+he distinctions that exist in only one of the systems. Casugl speech,
jn which the fewest distinctions were mede, was more systematic and con-
sistent than styles approaching "stendard English.”

E e e

Y, e

5) Phonetic realizetion of shared phonemes 1s usually different
in different styles. In baby talk in English there is palatelization
) of many consonants, in comperison to the normal style. (These may be
fegbures added to specific items describable segmentally or mey be
” long components added to a whole sequence, but tape analysis is neces-
sary to find out which is the case.)

6) Distribution according to syllable location may be different;
e.g. Labov describes an English dialect in which /s/ + stop is not per-
mitted in syllable final position. Also, though /9/ and /f/ and their
voiced counterparts are distinctive in other positions, thiey are both
realized as lebiodentals in final position.

7) Morphrme formation canons mey differ so that when morphemes
are adapted to the other sysbem their structvre must be changed. For
example, English words integrated into Japanese bilinguals® speech may
Lave added vowels to form CV syllables.

8) Fhonemic realization of the same morpheme may be different,
e.g. English "ing" may be realized veriously as /in/, [in/, and [iyn/
in different styles, the second two belng formal.

2.1.4.2. lexical and Morphological Contrasts

Morphological contrasts are obvious if high-frequency inflectional
morphemes are different in the two systems. Stewart (in Shuy, 1964)
describes such contrasts between two systems of English inflection,

For example, "I see it (today)" vs. "I see it (yesterdey)." This
system may differ either at the morphological or at the semantic level
from standerd English which contrasts present end preterite, However,
the presence in the same system of "I don't see it (today)" and "I ain't
see it (yesterday)" indicates that there is an underlying contrast in
categories which simply is neutralized in the affirmative.

When there are lexical differences it is necessary to be assured
thet the base meaning for the two foxrms is similur. Exorples in English
are "dyad" and "couple," "policeman" and "fuzz," "children" and "kids."

R b _ 3 ‘—— e k] Y E A . - 4 F .
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Note that there mey be some connotative differences due to the partici-
pation of these forms in systems which differ in connotations, e.g. in
sttitudes toward police. Whenever in enother culture you find alterna-
tive words with "the same meanings" look for stylistic or speaker differ-
ences restricting selection.

2.1.4.3. Syntactic Contrasts

One strategy in identifying syntactic contrasts is to get an infor-
ment to transiate from one system into the other, and then see if this
translation can be reduced to a word-for-word translation which a third
informent will accept (Gumperz, 1967). If there is difficulty in trans-
iation from one system tc the other, which mey be the case with style
shifting, then you might be able to rewrite the text making morrhologi-
cal substitutions sad, using an informant, see if it is possible to make
an acceptable text from this word-for-word translation you have made.
The measure of syntactic difference between two systems is the number
of order changes and cther syntactic rules you need to produce an ac-
ceptable translation from the word-for-word text.,

An example of a syntactic difference of sufficiently high fre-
quency to be useful is the contrast between English dialects requiring
subject-verb agreement in number and not having this agreement, An-
other difference, though less cbservable because rarer, is between
systems which have a past and future perfect and those which realize
this semantic difference by the use of adverbials and clauses.

Tvo styles or two dlalects of languages may differ in semantic
categories, in semological features cross~cutting categories, and so
on., It is important to distinguish between three easlly confused forms
of contrast. If we compar: speech to adults end to children we might
find that there were different topics selected from the range avellable
to the speaker. If a given toplc is selected which is not usual for
the speech of an adult to a child, the adult mey have to make semantic
distinctions which are not availeble in the aystem of speech to children.
Fither he trvies to teach the distinction or must avoid this fegture of
the topic. Iinally, there mey be a distinction present which is
characterized by different lexical selections. He might use the term
"acquisition" to an adult in making the seme semantic distinction he
mekes in talking about "getting" or "buying' to a child.

There may be differences in the semantic systems which underlie
grammaticel or morphological rules in two systems. For instance, in
Stewart's snalysis of "basilect" (in Shuy, 196l4) there is a contrast
between a simple perfect and & completive perfect, as reelized in "I
seen it" and "I been seen it."

2.,1.5. Vocal Signals

Vocal signals may be noted for two reasons. One is that they may
constitute "channel cues" that there is a shift of atyle taking place
(Labov, 1966). If there is a sudden increase in speed, fluency, 2
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change in pitch, there may be an indication that a shift has occurred.
Usually some topical and linguistic veriables will also change about
the same time.

Another reason for noting vocal signals is that they mey them-
selves constitute systems which changewhen style shifts. For example,
syllable dynanics and voice quality mey change in two dialects. Pause
merkers differ--e.g. unh in English, este in Mexican Spanish, palatal-
jzed nasal in Russian. Falsetto is used for particular purposes in some
types of Negro speech. Special cambinations of progsodic rules may heve
particular sementic significance in one system and not in the other--~
e.g. a sudden downvard shift in pitch at a stressed adjective in a sen-

tence in standard English implies irony.

The most exhaustive 1ist of vocal signals is given in Pittenger,
Hockett, and Danehy (1960). We include these simply as remiiders of
items to listen for.

Quality changes which mey differ from the norm in being above orx
below it, utilizing a wider or naxrower range of variation than is
usual, include loudness, pitch, and rate, including drawling and clip-
ping. For example, speech to babies may have a wider rarge of pitch
variation than to older children,as well as generally higher pitch.

Voice qualities which have been noted include rasp or metallic
quality, glissando or slurring of pitch changes, brecking of gl*tal
tone, as in incipient crying, breathiness, nasality, reSonance, .-
treme vocal openness, slurring. Mosentary effects which could be used
for stylistic purposes are inhalation or exhaletion, hissing, clicking,

sighs, silence, yawning, crying, laughing, whispering, and so on.

One of the great difficulties in previous use of these vocal sig-
nale in research is that since many of them do not have the discrete
signaling function of the ordinsxry speech chaunel, there hag teen no
clear guide to when a "complete" analysis has occurred. The emphasis
on contrast puts some inherent limits on what it is practical $o in-
clude in the present study. We suggest that investigators who note
some overell differences between two styles in any of these features
try to locate the description in one of the published lists. A tape
is available for the Pittenger, Hockett, and Danchy text permitting
calibration against their categories.

2.1.6, _Tnbelligibility

In a community where children are exposed to a varied set of lin-
gulstic norms, it is importent to find how early children cen under-
stand varieties they hear. For example, children on the Navaho reserve-
tion go to the curing sings from infancy on; by school age they have
control over a surprising repertoire of chants. On the other hand, if
asked to interpret the text of a chant, they might fall, because of its
gpecial lexicon. :
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2.1.6.1. Glossing a Text

- A treditional method for assessing intelligibility is to ask an
informant to provide a translation or explanation of a semple of the
speech variety. One could probably make gross differentiations, but
it might be difficult to evaluate the adequacy of two accounts of this
kind.

2.1.6.2. Repetition

Repeating or imitating a tape is a useful test if there are codes
with syntactical differences and the speakers in each group do not use
each other's speech forms. For example, Labov has asked Harlem adoles=
cents to repeat "He asked if I could go to the game today," and con-
sistently received as an accurate imitation "He asked could I go to
the geme today."” In this case the informant translated from one dia-
lect to the other, keeping the meaning. Note that asking informents in
this case to provide a gloss would seem strange.

2.1.6.3. "Cloze"

On a tape, one can excise every nth item, and ask informants to
guess what was said. (This is called the "Cloze" technique. Refer-
ences to its use can be found in Ervin-Tripp & Slobin, 1966, pp. Wil-5.)
This seems to an informant like trying to listen through noise. If the
original ard reconstructed texts are compared, the similarities can be
counted objectively. For example, Peisach (1965) used the method for
first and fifth grade children varying in race and socioeconomic status.
For the firs% graders she amitted the last word in each sentence. She
found that by the fifth grade the social classes differed only when IQ
was not contrelled, when their guessing of the teacher's speech was
tested.

There are several precautions in the use of Cloze. Elaborated
speech may be very hard to reconstruct, even for someone close %o the
speaker. Since different values of n or a different location of
omission can have a pronounced effect, it is better to compare infor-
mants listening to the same tape than to compare tapes or styles. For
instance, once a tape is prepared, one could campare children of dif-
ferent ages. Or one could compare children of different age or other
status.

All of these methods could also be used across languages in multi-
lingual communities. For studies of multilingual variety, as well as
dialectal variety, one should remember that the prestige of the spoken
variety may markedly influence the intelligibility to the listener and
their willingness to repeat it.

2.1.7. Evaluation

Both Lombert and Labov have used subjective evaluation tests to
determine unconscious attitudes towards speech varieties. In a series
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of studies of a variety of bilingual communities, Lambert and his col-
leagues (Anisfeld & Lembert, 196k4; Lambert, 1967; Lambert et al., 1966)
have found that the same voice was evaluated differently depending on
the phonological system it used. Thus Cansdian judges rated a man with
an English Canadian speech guise as more intelligent and competent than
the seme man in a French Canadian guise.

Iabov (1966) has used a similer method in studying the evaluation
of speech variables within a monolingual community. He constructed
passages containing the forms that had the phonological indicators in
which he was interested. Then he took carefully selected sentences
from a test rroup which repeated these passages. He selected the sen-
tences to provide examples of given values of each speech variable.
Then listeners were asked to listen to each sentence and rate the
speaker. The ratings were rather more practical than the traits judged
by Lembert's informents. For instance the rater was asked to be an
employer and judge the highest job the speaker could hold. He found
that in New York City the use of a dental fricative in thing raised a
speaker's judged ;job suitability but lowered his toughness or masculin-

ity. .

When are these values acquired? ILambert found that they showed
up by 12 in the inter-language situation. Iabov, dealing with the com-
plexity of urban diaslects, found changes 'still taking place up until
20. Presumebly formal training institutions could have & marked im-
mediate effect on attitudes towards speech varieties. Both Labov and
Tambert have found that values about speech variation can be shared
even between speekers who themselves speak quite differently.

Tf there is any form of speech stratification in the community
studied, it would be of value to prepare & gtimulus tape for evaluation
studies with children. If possible, talented speakers who can "shift"
are the best for making such recordings. In a literate coomunity, avoid
the use of reading for getting comparable iexts. If necessary, get
repetitions of oral material for control over comtent; reading intro-
duceg a whole new get of artificialities into speech.
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5.0. RECORDING APPARATUS AND TECHNIQUES

2.2.1. Apparatus

Tape recorders come in different sizes, price ranges, goalities,
and types. If the field situation is in a city it is then possible
and even advantageous to use & heavier machine operating on house cur-
rent in order to record stereophonically, particularly if more than
one person is being recorded at & time. On the other hand, outside
of a city it will be necessary to use a battery-operated tape recorder
that is as small and light as possible without sacrificing recording
fidelity unduly. This will rule out stero for a couple of years at
least. A number of good machines are currently on the market, such
as those put out by Uher, Tandberg, Nagra, Sony, and Ampex. iIn order
to simplify matters the Uher 4000 Report L and the Uher 4000 Report S
are here recamended for field situations in which house current is
not aveilable during recording. Notwithstending the fact that some
cleim it to be less rugged than might be desireble, the Uher 4000 com-
bines such featurzs as four speeds, battery or wall operation, good
fidelity, quality workmanship, and reasonesble cost so as8 to leave it
with no real competitor. Although the Negra surpasses it in fidelity,
the Negre has culy one speed and a very high price. The battery-
operated Sony lacks the fidelity and the versatility of four speeds
as well as reliasbility of i%s electronic components, although when
price is considered, the fidélity is very high indeed, and suitable for

many purposes.

- It is advantagecus, almost imperative, to bring two tape recorders
into the field, preferably of the same make and model. In the first
place if one breaks down the other can be used, and if both break down,
a judicious combination of parts from each may yield one serviceable
machine. 'In the second place, patching (recording froam one mechine to
another ) necessitates two tape recorders. Patching is used for editing
tapes, re-recording at a different speed, or re-recording on a tape of
e different thickness. In addition two recorders can be used for pro-
ducing a stimulus on one recorder and recording both the stimulus and
the listener's response on the other.

Transport

The means by which the tape is transported across the heads from
one reel to another is important for fidelity of reproduction. The
transport mechanism consistz of one or more electric motors and a band
or rubber idler and capstan sssembly to transfer the rotation from the

Section 2.2 was written by Brian Stross. (Additional advice on tape
recording cen be found in Semerin, 1967, Pp. 88-102.)
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motor to the tape reels. It is important that the transport pulls ithe
tape across the heads evenly and smcothly at an invarisble speed. Var-
jations in speed that produce umvanted qistortions are called wow (slow
veriations) and flutter (fast variations). Any machine to be used for
field work should have & specified accuracy of speed of some number
smeller than 0.2%. The Uher 4000 L is rated at 0.15% which is even
better. .

It is possible to purchase accessories for the testing of speed
accuracy, but these are usually not feasible for the field. One solu-
tion is to blow a L4o-A pitchpipe before and after every recording. In
playing back the. recording, the pitch on the tape should metch the
pitch of any 4lO-A pitchpipe. This procedure should also allow one to
tell when the batteries are beginning to run down. The pitch of & re-
cording made when the batteries were known to be in good condition
should at any time match the pitchpipe. A lower pitch means that the
transport is going slower and the batteries mey not be up to charge.

A higher pitch means that the tape speed is faster than normal in
which case it is likely that some tape has wound itself around the
capstan (probably because the plestic tips that hold the tape reels in
place were not given the half turn necessary to hold the tape in posi-
tion while the recorder is moved ebout). When his happens, the tape
wound around the capstan should be cut out or pulled off the capstan.

Heads

The heads are among the most eritical features on a tape recoxder.
They are tiny electromagnets that put material on the tape, pick up
recorded meterial to play it back, ‘and erase tape. Most recorders un-
der consideration for fieldwork will heve either quarter track or half-
track heads. The quarter-track machines double the playing and record-
ing time that would be glven by a helf track machine for the same
length of tape. On the oiher hand some fidelity is sacrificed by add-
ing tracks in that the signal to noise ratio is smaller on the quarter
track mechines. The Uher is a half track.

Generally the quality of a recorder with three heads, one each o
for recording, playing, and erasing, is better than one with only two ‘\;
in which recording and playing are both done with a single head. The ’
compensation of the two-head machine is that it is easier to align the |
head. .

Volume Level Indicator

Input must be adjusted to the right level with the recording voluze 5
knob in order to record the most efficiently. If the level is too low, |
the signal will be weak and tape hiss plus other noise will drown out
some of the signel. If the level is too high then the signal will be
distorted, a problem which is just as serious. There is one point at
which the signal to noise ratio is optimel. This point is indicated on
the VU meter, a volume level ipdicator, and is as close as possible to
the red zone (the red zone being that area on the meter in which the




numbers have plus rather than minus values) without being in it. The
meter needle, which is moving with the input signal, must be kept as
close as possible to this optinaum point at all times. However the
needle ‘should never enter the red zone. Sometimes, when there are wide
veriations in the volume of the input, and when it is possible to some-
what predict these fluctuations, it is a good idea to adjust the volume
level by hand during recording to compensate for the varistion while
meintaining a strong enough signal.

Digital Counter

This is a device very similar to the odometer on a car. It con-
sists of three rows of numbers that count the amount of tape that, has
gone by the heads. In order to rapidly locate any given point on the
tape, the counter must have been set to 000 at the beginning of the.
tape, and the number of the desired location jotted down, perhaps with
a description of what is to be found at this point. Then the beginning
of the tape should again correspond to a setting of 000 and the tape
rapidly wound until the right number shows on the face of the counter.
Another way of finding a certain spot quickly iis to place a tiny strip
of paper between the layers of tape at this spot as the tape is being
rewound.

Tape Speeds

One tape recorder will offer a variety of speeds. The speeds are
in inches per second. The higher the speed the better the fidelity,
but also the more tape is needed to record for the same length of time.
Varying situations and varying needs call for different speeds. Whenr
working in the researcher's native language where the interest is only
in content, 15/16 has the tremendous advantage that the tape will run
eight times as long as it would at the high fidelity speed of 7-1/2. On
the other hand the fidelity at this speed is wholly inadequate for
phonological work which in most cases would require 7-1/2 or faster.
Editing is another consideration. It is easier to edit a tape recoxded
at T-1/2 than one recorded at slower speeds. It is far better to sacri-
fice the tape in field recording under almost every conceivable condi~
tion except that of tape shortage. It will be difficult enough to tran-
scribe the tape anyway, and every bit of fidelity will help make the
job easier. In the interest of economy the Uher machine at 3-3/4 ips.
can still be expected to yield reasonable good quality for voice and
will probebly be the speed most frequently used.

Recorder Inputs

The tape recorder will have et least two inputs; one for high level
sources and the other for microphones (low level sources). When patche
ing, use the high level input as described in the manual that comes with
the recorder. The microphone input can be high impedance (5,000 - 50,000
ohms ) or low impedance (50 - 250 olms). The microphone impedance should
match the impedance of the input. A low impedance microphone and input
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will sllow a longer microphone cable to be used, but due to the lower
voltage output requires a transformer to step it up. The recorder may
have a built-in transformer, or & socket for plugging in an accessory
one. The high jmpedance microphone and input socket obviates the need
for & transformer, but necessitates a shorter lead cable. Above all,
when buying a microphone, meke sure that the impedance matches or is
mede to match that of the recorder input, in terms of high or Jow.

Recorder Outputs

There showld be a separate output Jjack on the tape recorder built
for high impedance or for low impedance headphones. This cen be used
for monitoring during recording as well as for playback if the recorder
has been wired accordingly, as has the Uher. The Uher output Jack is
low impedance.

Tape

Tape consists of & thin iron oxide coating on a plastic base.
Acetate tape has only economy to recommend it. Mylar is more expensive,
but is superior in almost every way including durebility and humidity
resistance. The five-inch reel will accommodate up to 1800 feet of
the thinnest mylar (.5 mil) which works well with the Uher. Some ma-
chines are less delicate with the tape thap is the Uher, and for these
1 or 1.5 mil tape is recommended. The more feet to the reel, the
longer the recording time without switching reels, but also the more
delicaete the tape end the more likely is the problem of print through
during storege (print-through belng a pre-echo of louder passages that
can be heerd during softer passages during playback).

Tape also comes as either regular or as high output. This refers
to the signal output potentiallty without distortion during playback.
High output tape can play louder without distortion. This advantage
should be weighed against a higher cost, in deciding which teo use.
There are several good brands of tape and a higher price usually cor-
responds to better and more consistent quality brands. Don't buy
acetate, and don't buy tape that is cheap or on sale. This writer
recommends Scotch 290 or BASF 1800' either of which should cost about
$l.25 per 5-inch reel when gotten at a discount.

Tt would be a good idea to bring several extra empty take-up reels
into the field. They provide a good way of siphoning off recordings for
filing, for meking available special sections of tape, and meke it pos-
sible to always go into a recording session with a completely empty
tape. Twenty or so of these reels would not be too many.

Microphones

The components of & tape recorder can be thought of as a chain.
The finished product is only as good as 1ts weakest link. The weakest
1ink of most tape recorders is the microphone that comes with it. Even
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the Uher recorder comes equipped with an inadequately performing mike.
Microphone prices range from about $10 for & cheap crystal mike to about
$200 for a professional quality capaclitor mike. The best bet fcr field
recording is a dynamic microphone costing from $50 to $100 (e.g. an RCA
BK12-A or an Electro-Voice 654A) of a lavalier type able to be hung
around the neck. The ribbon microphone is a very responsive mik: to
all of the hearable frequencies, but is not quite as durable as the
stondard dynemic type. (The usuel crystal mike is notoriously sen-
sitive to heat and humidity changes. Silica gel packing for the crystal
may help in this regard. The problem can be better avoided by using &
dynamic mike.)

Dynamic microphones come with verying degrees of directlionality.
An omnidirectional mike is one that picks up sounds equally from any
direction. A directional microphone usually called cardioid bacause
of its heart-shaped pickup pattern, will not pick up sounds from the
rear, and is relatively insensitive on the sides. Directionality ip a
microphone allows the mike to be placed at a greater distance from the
subject while keeping background noise at & minimm. Any situvation of
high background noise, such as outdoors, suggests the use of a direc-
tional mike. An omnidirectional mike can be used when background gound,
is wanted, in & qulet situation, or if the mike is placed closer to vhe
subject. Stereo recording, fur the best effect, necessitates cardioid
mikes. The Shure S5U5L Unidyne III is an ideal cardioid mike for the
field. If only an omnidirectional mike is available, some amount of
directionality can be gained from using & rolled up megazine and aiming
at the sound source. Care must be teken not tc scrape the mike with
the megazine or unwanted popping and other noise will be recorded.

Some directional mikes are now being sold that are so highly di-
rectional that whispers can be picked up & block awey. These are
highly specialized, demanding close investigation before purchase.

If money allows, a good solution to the microphone problen is to
purchase more than one microphone including one omnidirectional mike
and one cardiold mike.

When recording is done outdoors, the microphone should have & wind.
gereen attached. A handkerchief can serve as a makeshift windscreen 1f
necessary.

When recording is done indoors and a lavalier mike is not used, &
stand is edvisable. Placing a microphone directly on a table allows
the pickup of all kinds of urnwanted vibrations and other sounds that can-
not be heerd until the recording is played back. This is especially
true if the tape recorder is on the table also.

Mixer
When recording with more than one microphone a simple Y connection

is not reelly adequate unless the mikes are all the same make and model.
Tn order to blend the inputs of the microphones to achieve any desired
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balance, a mixer is necessary. On stereo machires, of course, & mixer
is only needed for more than two microphones.

Headphones

Because much time will be spent wearing headphones for listening
to and transcribing tape recordings, headphones must be comfortable
and must provide as good fidelity reproduction as possible. This can
be done for between $25 and $50 (the Koss SP-3X for $25 is an excellent
low impedance headphone that can be adapted for the Uher input with no
trouble and the SP-*#SM by Koss is a good versatile Stereo/Mono headset).
Headphones are used for listening to recordings rather than the speakers
built into the recorder, because headphones can be padded against out-
side noise, because they do not disturb other people, and because of
the incomparable difference in fidelity. Headphones should be as light-
weight as possible, rugged, and nicely cushioned, in addition to the
high fidelity requirements.

Foot Controls

The Uher «nd many other tape recorders can be optionelly supplied
with accecssory foot controls for starting and stopping. This apparatus
i8 necessary for translation and transcription of <cape recordings.

Batteries

Information about the battery requirements of particular machines
comes with the machines. The Uher can use five size-D dry cells or a
single 'dryfit' rechargeable battery. D-size cells can be stendard
dry cells, alkaline batteries, or Nickel-Cadmium cells. Only the last
is rechargeable. The 'dryfit' 1asts about 7 hours per charge and is
good for several recharges unless it is ever completely drained. Stan-
dard dry cells last 7 to 10 hours and are non-rechargeable. Alkaline

gsize-D dry cells will lsst slightly longer and are also pon-rechargeable .

Size D Nickel-Cadmium betteries 1ast roughiy 10 hours, are indefinitely
rechargeable, can be recharged after having been completely drained (al-
though this is not advisable) and can be bought at discount for as low
as $5 each, Although the N.Cad vatteries are strongly recommended, &
decigion cen be reached about the reiative merits of the verious bat-
teries by taking into account the cost, playing time, and time to be
spent in the field. Where electricity is not available for recharging,
alkeline batteries should be considered seriously. When using standard
D cells, it is jzportant that they be of the leakproof kind that are
specially mede for trensistor redios and the like.

Although the NiCad batteries ere superior to the tdryfit,' they
take about Lwice as long to charge end require a higher cuerging rate
than is provided by the 2115 charger.

Never try to recharge & non-rechargeable battery. It may explode,
ruining the machine.
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2.2.2. Recording Techniques

Recording*

Many ingenious methods have been used to record natural conversa-
tions without the awareness of the paxticipants. Theae include tiny
radio transmitters whose signals are recorded, highly directional micro-
phones, and putting recorder and microphone in & briefcase, which is

{’ then left in a likely setting.

T —

Most of the fieldwork on this project will involve the recording
- of people with their awareness and consent. ILavalier microphones are
E advantageous in working with children because they maintein a constant
~ distance from the mouthof the subject, being hung around the neck. The
longer the microphone ceble, the more freedom the child will have to
move around. A low impedance mike is necessary with cables longer than

- about ten feet. Some workers have found that very young children will
toy with the microphone if it is placed around their necks, in which
) case a strongly directional microphone held by the field worker

i or placed on a stand somewhere may be called for, because simply plac-
ing the lavalier around the experimenter's own neck results in too great
a noise contrast between the voice of the experimenter and that of the

child.

When recording more than one child at a time the problem of tran-
scribing the tepes is compounded. One lavalier mike can be used Tor
each subject, or perhaps better, a stereo tape machine can be used.
Either way it is necessary to augment the recorder with & person taking
notes similtaneously on who is tallcing to whom. One of the two channels
of & stereo recorder has been used to receive whispered commerts by the
investigator while the other channel recorded the subject. The channels
are then played back separately.

L === SR = = =

Of course even when the subject is & single person, we must count on
having a running written record mede by & native speaker of the situational
cues, and withal it is wise to transcribe the tape as soon as possible
after recordinge.

L B ——

With reference to an indoor acoustical enviromment, if the celling
is high, and the walls and floors bare, and the windows undraped, then
reverberation will be a problem to be dealt with by placing the micro-
phope relatively close to the subject. If the room is provided with sound
absorbing surfaces and a low ceiling, the mike should and can be kept
further back to prevent a 'dead' sound. It is gemerally a good practice,
however, to attempt to improve sound absorbtion as much as possible when
recording, both to filter out extraneous noise and to prevent echo. Rugs
and drapes are good sound absorbing surfaces, while glass, metal, and
hardwood surfaces reflect sound. Practice with the particulaxr microphone
that will be used is necessary to develop a feeling for the acoustical
requirements of various settings. Use of the earphones in monitoring po-
sition will allow this practice without using up tape.

* Also see Section 1.2.4.
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It is assumed that before the actual recording begins, tape leader
nas been spliced onto both ends of the tape and & reel label has been
put on side one of the reel. It should be emphasized that this Job
should be done before taking the tape into the field (BASF comes pre-
pared with leader tape as well as sensing foil, saving quite a lot of
work). Once the equipment is set up and ready to roll, the reel label
should be numbered and the leader numbered according to side number
and dated (the description should come after the side has been filled
with material, or even back at the office). Then on the beginning of
each side of tepe it would be quite simple to say 'reel 3, side 2' or
whatever and blow a two-second blast on the 440-A pitchpipe. :

Always make sure after turning a reel over, that the leeder exposed
has no writing on it. If this is the case the leader should then be
labeled with a 2, and the date, and then recorded upon. These precau=
tions and cereful indexing will save time and trouble in the end.

Editing

Editing, the process of keeping desired recorded material and get-
ting rid of unwanted material,can be done in either of two ways, elec-
tronicelly or mechanically. The first method is nothing more than
using another tape recorder to selectively copy what is wanted from &
tape as it is run through the first recorder. Use of the pause control
switch such as is on the Uher leaves out the annoying clicks that fol-
low the use of an on-off button. To connect the two machines a cable
(preferably shielded) with appropriate plugs should be run from the
preamp output of the first (or playing) recorder, to the high level
source (phone) input of the second (or recording) recorder. This cable
ig often called a patchcord, and cen be used to copy whole tapes. The
second recorder; which is switched to tpecord' should either have a
slower or the same tape speed as the first, because it is impossible
to get better fidelity on the copy then was present in the original.

In fact some, if not very much, fidelity is lost through the very process

of copying.

Mechanical editing does not necessitate & second recorder, but
rather involves splicing. Splicing is the process of welding two ends
of tape together. It is used after some intervening tape has been re-
moved when editing is being done. It is used on the broken ends in |
case of & broken tepe also. The best procedure is to buy a simple and [
inexpensive splicer and follow the accompanying directions. If no
splicer is available, the two ends of tape can be overlapped by about
half an inch and scissors used to cut diagonally through the middle of
the overlap. Next the two new ends are butted together on some flat C
smooth surface and special splicing tepe put over the seam, the excess
tape being snipped off with the scissors. Never use anything for
splicing other than the splicing tape that is made for splicing record-
ing tape.

et
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| When both sides of a tape have been recorded on, mechanical edit-
‘ ing of one side will automatically destroy what is recorded on the

other side. When such a situation occurs, in which a tape recorded on
: both sides must be mechanically edited, use the patch cord to take off
! the section wanted from the reverse side and record it on another tape.
| Theh the splicing will not destroy valusble material.

}l Tape Threading

A small and handy tape threading aid is on the market for about
a dollar, and is called a "fast tape threader,” Because it short-cuts
sterting the tape on the reel, it would be handy in the field in order
to lose as little as possible during tape changing.

§ Trapscription and Translation

This aspect of the business depends upon the aims of the researcher.
Regardless of how cursory the process is, it would be well to count on
at least four to six hours of transcribing time for every hour of taped
- material even with the help of an informant. One exacting researcher
has e native informant (trained to write his own languege phonemi.cally)
transcribe the recording and translate it from the transcription. The
translation process is watched closely and the informent is asked ques-

7 tions asbout his trenslating rationale when relevant. The researcher

J then goes over the tape with the trenscription, noting things that he
hears that have not been noted by the informant. Then researcher and

7 informant together go over those parts of the tape as well as any other

[j  interesting pexts about which there are questions. (Additional advice

on transcription is given in 1.2.4t and Appendix 2. Also see Samerin,
1967, pp. 102-5.)

/
” Tape Indexing
{ I Once o tape has been recorded and transcribed it will still be
g needed for reference. For this reason some system of indexing is a
must. For this purpose six inches of white tape leader for each end of
o a reel of tape, one reel label per reel (always put on side 1), and some
1 sort of log book will all come in handy. The reel label will be numbered

in order of use. The leader, depending upon which end of the tape it is
. on, will be labeled 1 or 2 (before the tape is used) followed by the date
g( and as brief a description as desired regarding what is recorded on that

= side of the tape. This description can be the name of the person(s)
being recorded, or the situation in which the recording tekes place, or
or the topic that is being talked about, or the section of the field manual

that is being explored on the tape. It may happen that a whole tape is
not used on a single date. It is desirable, therefore, to leave room on

"o the leader for more than one date and description. The log book will
/| be keyed to the number of the tape that is to be found on the reel
v 1sbel. Entered in the log book, then, will be first the reel number

and then the date(s) found on the leader, followed by as complete a
description as is feasible, of the contents of the tepe. This should
" probably include the person, situation, topic, and manual section. If

©
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the tape counter is set at 000 a key can be introduced to the log book
that will ensble one to reach any given section of the tape very rapidly
by noting a number in the book. This number can be followed by any sort
of description, be it topic, person, or other. The duplication that
appears in label and leader and logbook is insurance against loss. The
brevity of the label and of the leader is advised in order to save time
in the field during the already delicate process of recording, changing
reels, and labeling while in the company of others.

2.2.3. Cere and Servicing

Head Cleaning

Buildup of dirt and oxide occurs on the tape head and on the teps
guides. It is a natural result of running a tepe recorder. This dirt
intexferes with taping and reproduction of sounds. Consequently the
tape guides and especially the heads must be cleaned frequently in order
to avoid loss of quality. This can be accomplished by using a specially
compounded teape head cleaning gsolution or carbon tetrachloride on a cot-
ton swab or pipe cleaner. Rub gently the parts to be cleaned. Do not
drip the cleaning solution and avoid particularly any rubber parts such
as the rubber roller that holds the tape against the cepstan, Pure al-
cohol can be used as a cleaner in the absence of the other two solutions.
The heads should be cleaned about once a week in the field situation.
Tapes impregnated with head cleaner and lubricant can be bought, and
these are simple to use and inexpensive.

Head Demagnetizing

Under normel conditions of use, the heads in a tape recorder tend
to accumulate small amounts of magnetism. This residual magnetism is
bad, acting to partially erase tepe as it is being played, particularly
on the higher end of the sound freguency spectrum. The head becomes
even more rapidly magnetized if the machine is shut off in ‘the middle
of taping some very loud sound. Use of the pause control. rather than
the on-off switch allows the tape to be stopped with less severe effects
on the head.

Whatever the cause of the magnetigm in the heads, it should be
eliminated periodically with the use of a tape head demagnetizer,
essentially an electromegnet whose poles are extended in the form of
probes, the tips of which are gently played over the face of the head
and slowly withdrawn. This should be done every one Or two weeks in
the field.

Head Alignment

Tmproper head aligmment (when the head gap is not at exact right
angles with the tape) can decrease the quality of a recording or play-
back. It is possible in the field to straighten out the alignment of

ERIC

Full Tt Provided by ERIC.




TR o

e T P

Dttt el

W TEOTRE S -

e P iiubidusaisona SR

81

~

the playback head by running a tape through the machine while gently
turning the alignment screw on the head until the sound on the “tape is

as loud ag possible. For this purpose a prerecorded tape with a constant
volume is helpful. This can be bought where tape is sold. Head align-
ment should not be attempted unless quality is fairly seriously impaired

and misalignment is suspected.

Tape Storage and Care

Print-Through. The thinner the base of the tape, the more likely
to be print-through, which occurs during storage, and is essentially a
transfer of the magnetic pattern of loud passages on one layer of tape
to en adjacent layer. Print-through can be minimized by periodically
running the tape through the machine, and by not recording at too high
a level.

Tape Wear. The natural process of tape wear need not be accelerated
by a warped reel. A squeaking sound as the tepe is moving provides an
obvious clue to this condition. A warped reel can also be spotted by
putting the eye level with the moving tape. It should be replaced by
one that is not warped.

Tape Spill. To avoid the spillage of tape when a full reel is
picked up, and to maintain even winding, use tepe cliys that snap on
the reel. Tape clips can be bought wherever tape is sold.

Tape-End Fraying. To protect the ends of a reel of tape, the
leader that is advised above will be quite adequate.

Tape Cleaning. Tapes should be cleaned every once in a while by
folding a cloth that is lightly sosked in alcohol and holding it very
gently against the two sides of the tape as it is run rapidly through
the tape machine. This operation need not be performed more often than

every year or so.

- Tape Breaking. Mylar tape is not likely to break, but if it does a
tape splicing kit is very handy and, considering the modest price,
should be brought into the field.

Tape Storage. Although mylar base tepes are far less susceptible
to demage from heat or humidity than acetate base tapes, the better
they are stored the longer they will last. Temperature should ideally
be kept constent and at about 70 degrees F. Humidity ideally should
be kept constant and between 407%-60%. The tapes should be stored in
the original boxes or in the metal film can type containers. They
should be on edge to avoid damage to the reels and tape edges. Stored
reels of tape should be wound loosely and evenly. Tapes should above
all be stored far away from any sources of magnetism such as speakers,
bar magnets, and electric motors. Magnetism will distort and erase tapes.
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Tepe Frasure. It is at times desirable to erase and reuse a tape.
For this purpose, the best erasing job is done by & bulk eraser, & power-
ful electromagnet in whose field the reel of tepe is slowly turned and
gradually withdrawvn. The bulk eraser is a little too expensive to be
worthwhile unless a lot of erasing is to be done. The recorder will
have an erase head that is quite adequate for most purposes.

Lubrication

The instruction manual that comes with the tape recorder will
either give exact instructions for the lubrication of certain parts
of the recorder or it will instruct the user not to lubricate the
recorder. If in doubt it is much safer to not lubricate.

- 2.,2.4, Check List

Suggested Equipment to be Taken to Field

Tape Recorder: Uher LOOO Report L (1 or 2)
Cerrying Case with shoulder strap (standard for Uher)

Battery recharging unit/AC power supply (or charger adapted to auto
battery system)

Batteries: set of 5 NiCad 'D*' cells + extra set of five
Microphones:
Combination 1
Shure S45L Unidyne IIT (cardioid $55 w/ discount)
Electro-Voice 6544 dynamic microphone (omnidirectional $60)
Combination 2 (more expensive, more specialized, slightly
better fidelity) '
Sennheiser MU 421 (cardioid
RCA BK-12A (omnidirectional

Other good mikes are: Sennheiser ES1lL (cardioid); Uher M533
(cardioid)

yicr@hone stand

Mici'aphone plugs adapted to'ma.chine to be used
Headphones: Koss SP-3X

Y connection for using more than one mike at a time

Extre plugs (at least 2): Hirschman type for Uher (three prong)
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| Extra iength of shielded microphone cable (at least 25 feet)
Tape clips (1 per reel)

Teader tape (2 feet per reel)

} '~ Tape head demagnetizer

) ‘Splicing tape

‘Empty five-inch reels (mumber depends on use)

. | - Self~-threading reel
-~ Tepe reels with prepared tape head cleaner and lubricant
y Reel labels

Tape.(Scotch or BASF)

Foot control

Scissors

| S

Small screwdriver (to take off head guard)

Splicing kit

Eosy

Record book for tepe indexing

=z

Stopwatch

Eguipgsnt Care in the Field

1. Cleen and lubricate tape heads once a week (machine use of
50 hours).

=3

2, Demagnetize tape heads every month or two.

3. Store tapes away from megnetism, heat, humidity.
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2.3. NATIVE INFORMANTS, ASSISTANTS, AND INTERPRETERS

No matter what research techniques he uses, the investigator will
heve to rely heavily on oral reports and other assistance from natives.,
in his initial contacts, in the selection of e field site, and in sin-
gling out individuals and femilies for intensive study, the investigator
is dependent elmost entirely upon local opinion. If the language is
unknown, an interpreter is essential. Even if the language is known it
would be impossible to carry on one's work entirely without either paid
or voluntery assistance from netives. Such help is necessaxry in operat-
ing recording devices, cameras, arranging for interviews, administering
- formal tests, etc. But more importantly, vatives are also indispensable
as experts on native culture; their perceptions and observations supple-
ment those of the investigator. Their own personal experience and their
recollection of behavior within the local group and family circle pro-
vide background information and serve as a sSource for hypotheses to test
in the more formal analyses of language socialization. Furthermore, as
co-cbservers of actusl behavior and test performance, the natives' per-
ception of events and their judgments of what is and what is not signifi-
cant act as an important corrective to the investigator's Judgment. It
is evident, then, that research results may be seriously affected by
types of informants and agssistants selected.

Although natives are obviously much more familiar with all aspects
of deily life than is the investigator, this does not necessarily mean
that their reports of what goes on are necesgarily closer to the truth,
or more accurate, than are those of the jnvestigator. Notions of what
constitutes accurate reporting, or what constitutes resl understanding,
have been seriously shaken in recent yeers by work in ethnomethodology
(Garfinkel, 19%ka; Garfinkel & Sacks, in press). Garf.nkel and his co-
workers emphasize the fact that any type of investigation which, like
social science investigation, relies on verbel reports or on the sub-
jects!' verbal perception is subject to the same behavicral rules as
are other forms of social interaction. That is, what is said in parti-
cular circumstances is always a function of the nature of the intexrview
situation and, ultimetely, the social system within which the situa-
tion is perceived, It is further affected by stereotyped ways or norms
of reacting to interviews, by the social position of the field worker,
etc. In any particular field study, of course, all this raises problems
of interpretation which can only be golved by prolonged personasl exper-
jence and trial and error. FPrevious field experience nevertheless
points to certain general Pestures of social organization which can
influence the behavior of informants.

Section 2.3 was written by John J. Gumperz.
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2.3.1. Factors of Social Organization

The idealized view of cultures as organically cohesive, functionally
independent and internally homogeneous entities has came under consider-
able sttack in recent years as empirically unverifiable. Instead, many
anthropologists now operate with the more modest assumption that two or
more people can have the same culture if they can be shown to understand
each other--i.e. if they communicate effectively in a significant number
of situations. This shift in emphasis from culture as & get of attri-
buites to culture as cognitive capacity has some importaut consequences
for our notions of internal diversity within humean groups.

Problems of diversity need to be investigated ethnogrephically.
Sinee in the course of their daily routines individuals mey camunicate
with a wide variety of others, and since different norms may apply in
each case, there is no longer any reason to assume that any particular
humen group--even a relatively small community-~is culturally uniform.
Single coommities may be very diverse indeed. Much of the information
on internal differences contained in the usual ethnographic descriptions
does not, of course, apply to the smell groups in which languege sociali-
zation studies are carried on. The investigator will have to conduct
his own empirical investigation. But wherever internal diversity within
the group to be studied reflects communicative barriers, it must be taken
into account in the selection of netive assistunts and field sites.

It is probebly most useful for our purposes to think of particular
commnities as varying along a scale of diversity elong two dimensions:
(1) ethnicity and stratification and (2) role segregation. At one end
of this scale are communities characterized by what Nadel (1957) calls
involute role structure, socielly and culturally homogeneous societies
in which any one individual can be substituted for any other individual
in the same category without bringing ebout changes in the social struc-
ture. In such groups everyone is an equal and a potential friend, and
members view themselves as cooperating as part of a single teanm.
Whatever real differences in weelth, prestige and power exist within
such a group tend to be minimized. The language tends to be uniform.
There is a premium on conformance to group norms and veriation is at a
minimm.

In other instances, however, two such internally homogeneous
teams mey live within the same geographical region as part of the same
larger social system. Such groups may cooperate for limited purposes
of trade or administration, but this cooperation is limlited. In other
activities their relationships are characterized by competition,
factionalism, and sometimes intergroup hostility. They form part of
what Leach (1954) calls a single culturally diverse social system.
This is the situation where preexisting differences of language tend
to maintain themselves, with each group maintaining its own language
as a symbol of group identity. Intergroup communication is carried
out either in a neutrasl trade or administrative idiom or, if the two




local speech varieties are mitually intelligible, two individuals may
communicete, each speaking in his own language. To adopt or adapt to
the other person's language in such situations is sometimes viewed &s
a form of wmwarranted invecion into that person's private life, or as
a form of condescension, Characteristically, in such ethnically di-
verse groups, intergroup differences tend to be magnified. Stereo-
types about the other group's strange and incomprehensible behavior
prevail. At times, individuals will claim that they do not understand
the other group's language. There is reason to believe, however, that
whenever such ethnically distinct groups maintain contact over long
periods of time, underlying cultural and linguistic similarities de-
velop which transcend the surface differences (Gumperz, 1967).

Whenever differences in wealth, powe:, and prestige are institu-
tionalized in such a way that one of two ethnically distinct groups
is clearly recognized as superiar, and one as inferior, we can speak
of social stratification. Stratified groups cooperate as members of
a team in which individuals have distinct and nonsubstitutable rights
and duties. They do not show the spirit of free competition chaxrac-
teristic of equal ethnic groups. In terms of communication, this
means that individuals are quite limited as to what they can talk
sbout. There also may be strict codes of etiquette which prescribe
how what mey be said is to be said (Albert, 1964). 1In such groups
IT is the inferior that adapts the patterns of the superior, and in-
novations spread from the top down. In these situations it is pos-

an area, and to live there most of their lives, but to remain almost
entirely ignorant of the basic values and norms of their subordinate
neighbors. We know of meny diplomets, missionaries and businessmen,
for example, who have lived in Asia most of their lives, meintaining
regular contact with the Jocal intelligentsia, who rarely learn the
local language; their values and cultural perceptions remain worlds
apart from those of their native servants. Similarly, Turnbull shows
that Congolese villagers as a rule have 1little or no idea of the
ritual practices and values of their pygmy servants (Turnbull, 1961).

We can spesk of strict role segregation when there are strict
prescriptions as to who may and who may not perform certain activities.
Thus, in certain farm communities only women may milk cows, only men
may tend the cattle, only members of certain descent groups mey become
priests, men or even adolescents rarely enter the household compound
where children are brought up, etc. Barriers of role segregation may
be barriers of prescription, that is, when tasks are assigned by de-
scent or sex or they may be barriers of achievement, when tasks may
be performed by those who meet certain standards of proficiency.
Wherever barriers of role segregation are strict, technical terminolo-
gies and codes may be associated with certain tasks. Thus women's
speech may differ from men's speech, the language of ceremonials may be
distinet from that of ordinary activities, craftsmen and merchants may
nave their own technical codes. In a sense, beby talk is such 2 special
code (Ferguson, 1964). To the extent that there are social barriers
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which prevent access to babics, individuels may differ widely in their

knowledge of this aspect of verbal behavior. In general, barriers of
role segregation are important in field work because they prevent people
from engaging in the kind of free role-playing that an investigator may
require of an assistant. They may prevent a man, for example, from
getting certain kinds of information from women, or they mey prevent a
student from interviewing his seniors. In cases where there is a clear
distinction between literary and colloquial varieties of the languege,
they may make it difficult to translate interview schedules into a col-
loquial style that would be lilkely to elicit the kind of free responses
that the investigator wants,.

2.3.2. Problems of Social Change

Under the conditions of rapid social change whick have begun to af-
fect all parts of the world, it is rare to find a community which does
not show at least some influence of urbanization or westernization.
Wherever there are settlements of westerners or westernized groups,
marginal communities tend to form around these settlements who adopt
their values and their aspirations. Even where there is no organized
group of westerners, govermment offices, commercial establishments
and schools tend to attract new groups who are strongly under the in-
fluence of western literature and trends. With the emexrgence of such
groups, serious differences may develop, even where no differences pre-
viously existed. Westernized individuals are considerably more liter-

‘ate and bilingual in one of the mejor literary languages. Having gone

through a modern system of mass education, they are attuned to the
values which this education imparts. They may be more used to such
tasks as taking tests, to writing as an everydasy activity, and to
western values about research. As & rule, these are the first people
whom a foreigner meets (Gumperz, 1965b). By the very nature of their
position in the society, they are upward mobile. They seek out
westerners and seek to maintain this contact which, for them as well
as for the westerner, is a learning experience. At times they tend
to surround and protect the investigator so that considerable initie-
tive is required on his part to meet less westernized individuals.
Since many of the more westernized people are bilingual or at least
considerably more literate and exceptionally verbal, they meke excel-
lent assistants, but it must also be remembered that these people are
morginelly a part of their own societies and are, in effect, frequently
in revolt egainst traditional norms and patterns. This means that
they mey have become alienated from their traditional kin groups. If
they are accepted, and still regarded as reguler members, they are
accepted by virtue of their abllity to switch roles. Their actions
and words are affected by social context to a much larger extent than
those of their more traditional co-residents or the extremely western-
ized group. They are thus considerably more skillful at disguising
their reactions than their more isolated contemporaries. Because of
their sensitivity to others, their responses are highly colored by
what they think the investigator wants.
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2.3.3. Social Criteria in the Selection of
Informaents and Assistents <

The above remr.rks, general as they are, give us a besis for pre-
dicting and understanding some of the difficulties the investigator
may encounter in selecting and evaluating assistants and informants.
In culturally homogeneous societies there are no seriocus social limi-
tations on who mey or mey not be a good informant. Anyone has equal
sccess to all relevant activities; thus differences vetween individuals
are due largely to factors of personal ability and intelligence. When
these communities are very isolated~--i.c. whep ‘they have had little
direct contact with strangers-~-the investigator may have considerable
difficulty in obteining the kind of cooperation he needs in his inter-
views and tests. Sociological interviews, psychological tests, etc.,
are accepted in western,middle-class cuiture, where test~taking and
questionnaire-answering are skills which an individuial acquires as
paxrt of his educational background. We are used to having someone come
in, identify himself as a researcher, and start asking questions with-
out much in the way of personal introduction. In isolated closed groups,
linguistic interaction tends to be person-oriented rather then task-
oriented. The investigator mey therefore have to spend a considerable
amount of time in chatting informally about himself, his background,
and other seemingly trivial matters. Only after this warm-up period
may natives be willing to respond to his substentive questions. To
illustrate some of the difficulties involved, we may cite the case
of the western-trained psychologist attempting to do research on
child-reaxring in an Indian village where women are kept in strict
purdeh seclusion. As part of her field procedure she had planned to
ask certain informal questions sbout family background and child-
rearing practices and to test the children using doll-play tasks, etc.
Somewhat to her surprise, she found initially that, although people
were friendly, she found it difficult to create serious involvement
in the interview task. She had failed to take into account the pure
entertaimment value of the appearance of a western woman. People's
curiosity about her dress, her manners, and her background frequently
got the better of them, and forced her ‘to reschedule her interviews
in such a way as to allow time for informal chatter.

Unfamiliarity with western academic procedures on the part of
members of isolated groups also creates serious difficulty in train-
ing native assistants. As a rule, considerable investment in time
and effort is necessary to teach people to overcome the native ways
and to learn the new procedures., However, as was stated above, the
fact that members of isolated communities have little or no exper-
ience in interacting with strangers means that their behavior is less
likely to alter significantly in interaction with strengers. Lin-
guists frequently use the term "one-style speaker" to symbolize the
fact that there are some individuals whose speech behavior cen tbe
deseribed in terms of a single structurally homogeneous system. Such
one-style speakers and one-role actors are likely to predominate in
isolated comunities.
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Where barriers of ethnicity exist, the selection of informants
‘Prom c.e group or another does, of course, have serioas social conse-

Y quence. The ultimate choice must depend on local conditions. If both
groups are to be covered, it would seem importent for the investigator
- to get some ethnographic information about intergroup stereotypes. It

| night be useful to get accounts of similar events from members of both
‘ groups or, for example, to ask members. of each group to compure their
own childrearing practices with those of the other group, or to play
tapes collected in the other group in order to elicit their reaction.
' If an assistant from group A is chosen, it will be important to have
’ some good informants from group B, and vice versa. It should be re-
membered that whenever groups have been in contact for a long period of
[ time, whatever surface differences exist may correspond to important

underlying similarities. Differences between groups tend to be attitu-
dipal, and may not correspond to any serious differences in communicative
competence.

In siratified societies, superordinate groups as a rule are those
who have most contact with outsiders and have had easiest access to
™ western education. Quite frequently, menmbers of ‘these groups have
' become, or ere in the process of becoming, part of the westernized
elite. Obviously, sirce they are used to western ways they make very
. good. informants and assistants. But it must be remembered that the
] i history of their relations with their social inferiors frequently
s keeps them from effective coomunication with them. Frequently they
have communicative hebits and mennerisms, quite unintentional on their
D part, which nonetheless arouse negative reactions on the part of in-

forments, and prevent them from being at ease in their presence.

The result is that a neutral westerner may sometimes be able to elicit
F certain kinds of information which an assistant may not,

Subordinate groups, on the other hand, tend to be considerably
more isolatedthan superordinate groups. Their members, although used

I to communicating with others about certain limited neutral matters,

k. may be much like members of isolated groups when it comes %o coammunicat-
ing about personal and family petters. They may thus contain a large
proportion of one-style speakers.

ge—
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The selection of informants, assistants, field headquarters, etec.
in stratified communities presents serious problems for the investi-
gator. No matter where he chooses to locate, and how he chooses his
collaborators, the investigator is likely to have some serious problems
in obtaining comparable date end in maintaining friendly relations with
the separate communities. Superordinate groups as a rule are mach
eagsier to contact. But they may also be accomplished style~switchers
and code-switchers, and this mekes them more effective at keeping the
investigator from learning things they do not want him to leaxrn. Since
to house & westernmer, and to be his friend, carries great prestige they
are usually very eager to cooperate with him. Since their children tend
to be educated, it mey be easy for them to furnish him with an assistant.
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But the closer the investigator's contact «with the superordinate group,
the greater is his potential difficulty in working with others. Their
values and norms may differ radically from those of others. They may
have been influenced by western practices to such an extent that they
have preserved very 1ittle of the traditional practices, and to work
with them--to see the culture entirely through their eyes--may be quite
deceiving. The best way to learn about subordinate groups, on the

other hand, is to live with them, but this often becomes difficult in
view of the fact that the foreign investigstor is a person of prestige
and is sought after by the politically powerful. Field workers, working
in caste-stratified Indian villages in the past have found it impossible
to avoid living with upper~caste groups. Attempts to avoid contact with
these groups have in the past brought about some serious difficulties.
Those wishing to work intensively have had to compromise by turning in-
tensively to these groups only after sPending some time placating the
powers that be. |

We have already mentioned some of the limits that role segregation
places on the ipndividual's ability to obtain information about all
aspects of coomunity life. Because of the importance of translation of
questionnaires and interview schedules, it might be useful to recount
some of the difficulties incurred in a previcus comparative project.

The task was to translate a questionnaire dealing with punishments and
rewards used in childrearing. A native research assistant, whc had been
in the field for several mouths and wes & trained sociologlst, wes asked
to translate the English schedule into Hindi. She was urged to be as
colloquial as possible, to make sure that uneducated villagers could
understand it. The resull was a translation which was 80 literary as

%o be incomprehensible to the villeger. Repeated attempts to revise

the questionnaire, making it more informal, resulted only in awkward
and stilted language. IV seemed to be impossible in this way to arrive
at o text that would achieve the results we wanted. In the end, we
decided to start over again orally. We asked the research assistant

to ask informal questions directly, using the English text as & guide.
The results werxre considerably improved. In order to improve the text
even more, we went back to the same informent, played the interview
text to her, and asked her to give her own impression of the meaning

of each question. When it seemed that she had not fully understood &
point, we explsined it to her, and then asked her to rephrase the
question in a way which would be understandable to her fellow villagers.
The resulting text was not only more natuml; it was considerably

longer ard more redundant than its English equivalent, but it proved

to be effective. In commenting on the final version of the text, the
native vesearch assistant sald that she could never have brought herself
to write in that way. For her, conversation and writicg were two en~
tirely different language forms, and being asked to mix the two made

her feel as though she had been asked to write down obscenities.

It is apparent that there are soclal reasons why some individuals
meke better assistants than do others, reasons which often underlie the
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¥ fact that people differ in the tasks that they can best perform. In the
actual selection of informante or assistants, it will of course be neces-
sary to consider a number of additionel criterie relating to personal ex-

3 . perience, backgiound, intelligence and ability. These individual charac-
teristics are discussed in a recent volume by Samarin (1967). Such fac-
3“ tors may at times be more important than the social criteris mentioned

‘ above. All things considered, it would seem that the best assistant is
‘ a person who has had some western education and is a good bilingual, pro-
vided he has the necessary basic intelligence and adaptebllity. These

latter qualities may well be more important than formal education and ex-

. perience. No matter what the native's previous experience, the investi-
gator will have to spend considerable time in initial training. This is
nnt merely a matter of imparting new information. The assistant will

- have to develop new attitudes toward research. He will have to overcome

some of his most firmly held attitudes about others. He will have to

- reexamine his own subconsciously held norms of langusge usage. All this

requires clcse and personal contact and supervision over time. Frequently,

adolescents or young adults are more susceptible to this kind of training

- than are older people since their views are less fixed and since they have

less of a stake in their attitudes to others.

Contrary to what one might expect, previous language training is by
no means always useful. In societies with a strong literary tradition
- language students tend to be drawn from the most conservative sectors
of the elite. They have been given fixed views about proper pronunciation

- and grammar, and may be led to report what they have learned in school

rather than what they actually hear and see. It is not easy to convince
] such individuals to look at usage from an anthropologist's point of view.
J

The same criteria that apply to selecting assistants do not always
apply to selecting informants. In the initial stages of a linguistic
] study, for example, people who switch too frequently between different
codes may confuse the investigetor. This is especially the case in areas

en of ethnic diversity. Field workers in Australia tell of cases where a
person has served as a linguistic informant for several years in a
- languege which later turned out to be not his own. There were social

reasons why he wanted to be identified as a speaker of that language.
Possibly it would be best to start lingulstic investizations with one-
style speakers. Since his speech tends not to vary with context, such
an individual is capable of repeating the same utterance over and over
- again without significant alteration, while more sophisticated individ-
j wals will change from utterance to utterance. One-style speakers can
be found in most communities-~-although they are sometimes difficult to
A locate. They are usuwally quiet people, performers of routine tasks,
} whose friendships are largely confined to their family circles. Other,
more accomplished individuals, mey be brought in at a later stege in
the investigation. No matter what the field situation, the better the
B informant understands what you want, the more useful he is. On train-
ing informants for linguistic work, see Samarin (1967). Here again,
adolescents may be more useful in learning to understand what the in-
vestigator wants, since they are more adaptable. In some cases
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informonts may be trained to use tape recorders Go record nratural con-
versations; this has proved to be a highly usefal source of good data
in the pest.

Tt is important that every field investigetor review his perti-
cular situation in order to determine the relative jmportence of the
| various criteris--both those of social organization and of individual
| qualifications--—which will influence the effectiveness of his assistants
end informants. Only by so doing will he be in a position to select
individuals best able to help him accomplish his specific objectives.
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PART THREE

THEORETICAL CONSIDERATIONS AND

POSSIBLE S UBSIDIARY STUDIES

3.1. FPHONOIOGY

The development of reactions to speech sounds, and of production
of speech sounds--like semantic development--antedates the development
of the linguistic system itself in ontogenesis. We can speak of pre-
linguistic studies of sound development as well es studies in the lin=-
guistic system. The two stages are separated chronologically by the
appearance of stable meanings for sound sequences, other than affective
categories.

3.1.1. Pre-Linguistic Studies

3.1.1.1. Situational Variation

Tt is possible to observe general affective differences in sound
distribution early in babbling. It may be also that individual children
vary in preferred sounds according to the situation (Tischler, 1957).

It would be of some interest to know if there are cross=-child and cross-
r ltural similarities in such situational or affective differences in

sounds.

In order to do such a study, one would systematically sample the
vocalizing of infants A and B. A series of standard situations should
be defined: the period following feeding, vocalizing while being washed
or cleaned, handling an object, reaching for something out of reach, etec.
Samples of at least 30 minutes should be obtained in each situation at
six, eight, and ten months for each child. A large number of short
samples, if possible, would increase the variety. For a study of in-
dividual variations within the society one would, of course, study a
larger sample of children.

3.1.1.2. Babbling Convergence

Mowrer (1958) suggested that one of the important factors in the
development of speech either in birds or man is that the dependent
learner's sounds are rewarding if the careteker's voice was rewarding

Section 3.1 was written by Susan M. Ervin-Tripp.
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and the voices are similar. That is to say that the child's voice give
seccndary reinforcement to the child. :

This theory is widely cited, but it has never been tested 1y compar-
ing the vocal output of children in different linguistic milieux. 7Theo-
retically, the child's speech should converge in two respects on the in-
put he hears. The type of sounds he utters should become gradually more
similar to the adults. Since we know that the sound features of lin-
guistic systems may combine in varying ways--e.g. the voice bar in a
voiced initial stop mey have varying times of onset in different lan-
guages relative to the second forment onset--it would be possible to
compare infant and adult spectrograms for similar sounds. Secondly,
there may be a change in the frequency distribution of various sounds.
If, for example, a central vowel is much more frequent in one adult
language community than in another, we would expect that such vowels
would be more frequent in babbling in infants hearing this input. In
the core section on phonology (1.2), we have suggested how to test
these predictions. Since children's phonetic production can be gquite
aifferent from that of adults, spectrographic analysis of very limited
features could profitebly supplement or replace the categorizations of
listeners.

Order. Previous studies have suggested that the variety of sounds
mede In babbling far surpasses the veriety available to the same child
when he begins meaningful speech. It has also been claimed that some
sounds hardly ever occur in babbling. One simple way of checking on
the sounds in babbling 3= to make a core list of sounds to be checked
and test for them under the situational sampling conditions described
above. After each block of baebbling, one could check whether any of
these items occurred: |

[fm] [n] or [yl

(] [a] (gl (Not always possible to distinguish because
of co-articulation.)

[x] (velaxr spirant)
trill (torgue tip or back)
phaxryngeal

glottallized stops

J. S. Gruber (1966) recently noted & kind of "utterance structure"
in bebbling, in that sequences have internal order, and a scguentlal
direction from unmarked to marked, in Halle's sense of the term.

Konishi (1960), comparing children in Japan, argued that bilabial
stops precede non-labial stops in babbling, but Americen studies do




e kvt i e aon s s siees Sanws em s T T T —

95

not agree. The diachronic model mentioned in Section 1.2 would provide
‘ data on this point.

3.1.1.3. Imitation

E Claims are often made about the imitations of pre-linguistic chil-
l dren. It is difficult to know when a child is imitating. His fluctuat-

f ing orientation towards stimuli makes it easy to dismiss failures as

ﬁ merely inattention; clearly what is needed is statistical comparisons of
¥ vocalization made after varying inputs to see if the input-output correle-
i tion is non-random. These correlations could be imade with a variety of

features. For example, it is often claimed by parents that their pre-

~ linguistic children can imitate sentence rhythms and intonation but the
content is gibberish. No test of this observation has ever been made
systematically. -

|

3.1.2. Linguistic System
3.1.2.1.  Phonemic Discrimination

ewezey

There are & number of tests for sound discrimination in English.
Examples are those of Provonost and Dumbleton (1953) and Schiefelbusch
and Lindsey (1958). These generally rely on identification of objects
whose names differ in certain ways. The difficulty of using natural
vocabulary to study the development of discrimination is that the vocab-
ulery of children is not conveniently organized into minimal pairs so
that one can test pit-bit, gat-cat, and so on.

== R sue

4 Shvachkin's study in the Soviet Union (1948) is cleverly arranged

I'! to surmount this problem by the use of artificial words. He described
his method as follows (using as subjects 19 childr~+ between the ages
of 0310 and 1;3):

|

']4 1. The experimenter came to the child with an object, named it,
for example, with the word bak, and worked with the child until

[ he was convinced that the child correctly related the given

‘ word to the object.

: 2. On the next day the experimenter came to the child with a

\l new object and named it with ancther word, for example, zub.

‘ Once again the experimenter obtained the criterion that the
child correctly releted the given word to the object.

,ﬁ 3. After this, both objects were presented to the child. He was
faced with the task of discriminating the two objects and cor-

! rectly relating the learned word to the object. The children

ﬁ A were generally able to solve this task after a certain amount
of training.
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L. Then the experimenter showed the child a third object and named
it, for example, mak, in opposition %o the word bak. The child
correctly related the given word to the object.

5. Mak and zub were presented together. The child distinguished

ot

These words and objects, as well as bak and zub.
After this, the critical phase of the experiment began:

6. The child was presented with all three objects at once: bak,
mek, zub. The task was %o determine if the child would success-
Fully distinguish bak and mak, j.e, could he discriminate be-
tween the words on a phonemic basis? (p. 1093 translated by

Dan I. Slcbin).

On the basis of exhaustive, longitudinal study along these lines,
Shvachkin determined the ontogenetic sequence of phonemic development
in Russian children presented in Table 5, below.

Table 5. General Scheme of Phonemic Development in
fussian Children (after Shvachkin, 1948)

VOWELS
1. & vs. all other vowels (1ow/non-1low)
2. i-u, e-0, i-0, e~ (front/back) |
3. i-e, u-o (high/mid)

CONSONANTS

L. consonant-phoneme -- zero phonem (presence of consonants):
ok-bok, ek-vek, ik-d'ik

5. sonorants and "articulated" obstruents: m-b, r-d, 0-g, y-V
6. non-palatalized and palatelized: n-n', m-m', b-b', da-d'

Sonorants

Amoag sonorants

7. nasals and non-nasals: m-l, m-r, n-1, n-r, a-y, M-y

8. intranasal distinction: m-n

9. intraliquid distinction: l-r

Sonorants and "non-articulated" obstruents

10. m-z, l-kh, n-% ,,

- e——" |

Obstruents
11. 1labials and non-labials: b-d, v-z, f-kh, v-%

12. stops and spirants: b-v, d-z, 1_5:_k_1_-1-_, 9._-_2_
13. aspirants and velars: d-g, s-kh, E-kh
1), wvoiceless and volced: p-b, t-d, k-g, £-v, 8-2, §-2 _J

" -
§ =" »

- j— ——— ——n L

15. hushing and hissing sibilants: %-z, B-s

16. 1liquids and y: r-y, 1-¥
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By analogy, one could work out a study along these lines:
1) Find out the phonemic categories in the adult system, and guess

which categories are likely to be perceptually similar on the basis of

the features of those categories,

- 2) By some preliminary work on observing children's speech, find
which words are "mispronounced" most often. Informant reports would help
guide attention. Note the substitutions made and describe possible
problems of discrimination on this basis.

3) Work out & set of minimal peirs which contrast only one feature
at & time, in a syllabic pettern normal to the languege, e.g. /pat/ vs.
/bat/, [vat/ vs. [vet/. It may be possible to find some natural words
like this, but you don't need to match all phonemic contrasts, just those
pairs that are very similar except for one feature.

) Start with older children, to help establish the task and to
train yourself. Then you can work backward, changing the procedure as
needed for younger children.

5) The general procedure for testing a discrimination with small
children is to provide some objects they can discriminate easily, and
to give them different names. With small children, the easiest discrim-
inations are between different shapes like triangle and circle, and big
differences in size. So make & list of the syllables to be used in the
testing, and see to it that every pair tested has a "named object” easily
discriminated. by a child from the object named by the syllable paired
with it.

6) There are three steps in ‘the learning.

a) The child learns that there are two different names for
the two different objects.

b) The child learns that there will be a reward with only
one of the objects at a time, and that he must choose.

¢) The actual test, with a choice based on the name of the
object rather than another one.

7) Exemple and method.
A large triangle is "two."
A small triangle is "tea."
Use as rewards trinkets, colorzd sticky paper, or some other

objects which don't readily satiate as do foods. Variation might be a
good idea.
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a) The triangles are pasted on the front of boxes or cups.
Inside each is a reward. Hand the triangle to the child
saying its name. Do this several times for each triangle.

b) Put a reward in the right-hand one each time, saying its
name .

\ _ Change the position of the objects so that the child gets

‘ the idea that position predicts the reward locus. He will
hear both names several times this way too. He does not
get a reward when he chooses the wrong one.

¢) Put a reward (child can't see) behind one of the triangles.
Keep the position of the two constant but meke a random
schedule for the rewarded one. (E.g. toss a coin and maxe
a 1list from the heads and tails sequence.)

In this procedure it is important to stick to & random

schedule and not to give extraneous cues by putting one
cup further forward, looking at it, since the child is

supposed to find it only from hearing the name.

d) Go from easily discriminated auditory contrasts to harder
ones.

3.1.2.2. Acoustic Discrimination

An extremely important series of studies on adults (Liberman et al.,
1961; Lisker et al., 1962) has shown that discrimination of acoustic dif-
ferences is not any better than the categories available in the phonemic
system, for many consonants. This means that adults have learned fine
discrimination across phoneme boundaries but within phoneme boundaries
(i.e. for sounds which usually realize the same phoneme) they can't
moke discriminations any better than they can discriminate non-speech
sounds. Does this learning occur quite early, along with the develop-
ment of stable phonemic contrasts? The Haskins laboratory has experi-
mental tapes available, produced by a speech synthesizer, which could
be played by anyone with a reasonably good tape recorder to test the
development of contrasts. The only limit would be that the contrasts
should be appropriate to the languege being studied. The following have
been studied: :

1) /[oa/ vs. [da/ v8. [ga/
2) [/sla/ vs. [spla/
3) /ere/ vs. [aba/
4) adjacent vowels.

’
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There are two experimental procedures: play three stimuli on the
tape. The first two are different; the third is like one of the other
two. The informant says whether it's like the first or the second.
The other procedure is to say what the stimulus was (identification).

Before using these procedures in field work,of course, some adapta-
tion to the child informant must be made. This is a procedure which is
like the preceding one in requiring a long and somewhat tedious training
rather than naturalistic observation. While it would eventually be de-
sirable to do cross-linguistic studies, we include it here for the benefit
of phonological specialists, who might wish to develop a battery of
methods for comparative phonology.

1.2.3. Productive Lingulstic System
2.3 ySt

Because of the difficulties of identifying with precision when
meaning begins, we will here be concerned with the developments after
there are several well-established words identifiable by the child's
family, and elicited also by the investigator. Such a stage usually
occurs after 12 months.

The most striking advance in the theory of phonological ontogeny
was Jakobson's proposal (1941, 1962) that children's sound development
was' phonemic, that it occurred by featuvre acquisition rather than
phoneme acquisition, and that there is a predictable order.

1) Are children's systems phonemic? A complete description of
the phonemic system might be beyond the capacities of many of the usere
of this menual. We suggest looking for the following information, by
eliciting vocabulary already known, imitations, and teaching new words.
(See Sections 1.3.1 and 2.1.%.1.)

a) What is the phonetic variation for a given word in the
child's vocsbulary? In diary studies we find that at
first "shoes" might be [sis], [#is], [suzl, [Siz], etc.,
without any consistent way to predict the variations. On
this evidence, we might have the following hypotheses, to
be tested with other words: |

(1) There is no distinction between high vowels, i.e.
there 18 & single high vowel.

(2) There is no distinction between [s] and (%1, but
whether there is a contrast with other inltial con-
sonants must be tested, e.g. [t], by seeing whether
the child cowld learn another word [tis].
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(3) There might be no volcing distinction in finsl posi-
tion. Whether there is one in initial position is not
clear without further evidence. It often happens that
there are more distinctions in initiel then in medial
or final position.

b) Normally & full phonemic description would require speci-
fying allophones in complementary distribution. Since
such a full description is very difficult with a small
corpus, it seems more practical simply to have criteria
for specifying when we shall say a child makes & phonemic
distinction. For a given distinction one should be able to
find at least one consistent "minimal pair" such as baba vs.
moma, i.e. one pair in which there is a consistent sound
contrast corresponding to a meaning contrast in a given en-
vironment. Note that the fluctvation for a child mey be
such that [al, [e], [s] and [o ] are not distinguished by
the child, and are in free variation so that the consonantal
environment can be tested easily with any of these vowels,
e.g. in imitation (if the free variation also occurs in
imitation).

gince distinctions may be maximized in initilal position,
this is the preferred position for testing distinctions.

2) Are features or phonemes acquired? One way to frame the feature
hypothesis is to say that if a feature is contrasted in one combination
it must be in another, or that the system must be symmetrical. Thus one

would pot find /m/, /n/, /b/, and no /é/.

In practice, of course, one might lack an instence simply because it
is missing in the adult system or more likely there is no appropriate
jtem in the child's vocebulary. If there are such items in the language,
then ssk Someone to teach the child (see Section 3.k.3), or elicit imita-
tion. Presumably such items should be very easy for the child, as
easy as new words composed of phonemes already in his sytem.

Easy features to test might be volcing, nesalization, and nalatali-
zation if it exists in the language.

3) Specific order of develwn’c. Below :xe described the general-

izations predicted from Jakobson's theory, plus comments on data avail-
able from diary studies giving some confirmation.

a) The earliest phonemic systems should consist of the follow-
ing:
a front occlusive such as /p/
an open vowel /a/

ERIC
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a contrast of labial and dental /t/
a contrast of nasal and oral /m/ and /n/

Diaxy data:

b)

(1) Early words tend to involve the syllabic CV pattern
commen in babbling.

(2) If there is only ome consonant at a given point of
articulation, it is usually a stop. If there are
two, the second is a fricative or nasal. Contrasts
between stop and continuant appear very early for
all the children studied.

(3) Typically the first place contrasts are labial vs.
dental. Voicing contrast follows place contrast.

The next stage according to Jakobson should be a splitting
of the vowel so that there is a high vs. low vowel.

(Diary date confirm this pattern.)

Next the vowel system splits in one of two alternative ways,
forming one of the following systems:

JE/ [il~lu)  fi/ Juf
/A/ lel~ [o] /a./
[/

While stage (b) might coincide with some of the consonant
splitting described in (a), stage (c) must follow stage (a).

Stops precede fricatives, e.g. /p/ before /f/.
Confirmed by diary data so farx.

Fricatives precede corresponding affricates, phonemically.
e.g. /¥/ precedes /&/, but note (as for all these comments )

that an affricate may be an allophone from the very begin-
ning. We find diary reports that /t/ in final position bas

as a free variant [ts], for instance, long before any affri-
cete phonemes appear.

In the dlaries, affricate phonemes are typically later
than stops and nasals.

The splitting of the front vs. back vowels first occurs
for high vowels, i.e. /fi/ vs. fu/ precedes [e/ vs. [o/.
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g) Where rounding of vowels and their place are independent,
/y/ will follow [i/ and /u/ and so on, that is rounded
back and unrounded front vowels will precede rounded front
vowels,

; h) Differentiation is meximized in the {front consonants, e.g.
| - /o/ vs. [t/ precedes [k/ vs. [x/. Note that this prediction
conflicts with the feature prediction.

Some edditional generalizations from diery data:
i) ZLiquids follow stops and nasals. Note that "liquid" is a
phonetic characterization, and an /r/ can be phonetically

1iquid in one system but not in another.

j) In systems with vibrant [r] and a liquid lateral, the
lateral precedes. !

k) The contrast of nasal and oral vowels is reiatively lste.

1) Clusters appear phonemi cally considerably later than their L
consonant phonemes, in the case of consonants. Thus /tr/ ’
may typically not be distinguished from /t/ until well »

after /r/ is an independent phoneme.

m) Consonant contrasts are usually maximel in initial con-
trasts and may be neutralized in other positions at first,
e.g. & child who distinguishes initial /a/s [tf, and /s .
may in post-vocalic position have [a], [t], [s], and [ts
in free variation.

n) The typical early word petiterns are CV, cve, CVCV.
o) Various types of assimilation rules are comuon, For ex-

ample, there may be nasal assimilation so that if any con-
sonant 18 nasal, the initial consonant must be.

Or there may be a limit to the amount of difference between
two consonants, so that they cannot differ in both place
and type, in a word with more than one consonant. Thus

one could have /bada/, /nama/, and /maba/ but not /naba/
or [dama/.

4) Methodological counsel. Children do not necessarily employ the
same cues for discrimination as adults, nor do they select the same

features for their productive phonologicel systems. Therefore it would

be an error of anslysis to assume that the child's system is merely &
simpler version of the adult's. The summary by Ervin-Tripp cites several

such examples (1966). Velten's child (1943), for instance, hed a

©
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contrast in vowel length which antedated a voicing contrast in conson=-
ants. She simply selected a feature which was correlated with wvoicing,
at least of final stops. Chao's grandchild (1951) had a system of
allophones that was quite different from the adult system.

Another analytic pitfall is the assumption of the consistency of
the system. The phonological data cited by Ruth Hirsch Weir in
Language in the crib (1962) reveal interesting inconsistencies such
That the cmild's realization of an adult wmorpheme might be within the
range of the adult phoneme most of the time, but oscillate sometimes.
One expects such inconsistencies in a system undergoing change. One
should also ve prepared for redundancies of features, and examine their
structure, which may not be like that of the milieu.

5) Substitution rules. The rules by which children make substi-
tutions Tor words in the model languages can reveal 2 great deal about
their phonemic systems. During the stage where spontaneous imitatiops
are very frequent, one can collect considerable data which may be use-
ful for phonemic analysis. However, two precautions are necessary in
using such data. If the words the child uses have been in his vocabu-
lary f'or a long time, it is not at 211l unusual for their form to survive
from an earlier stage of phonemic development. In such a case the
"imitations" are processed differently than imitations of new words,
since they may be coded as familiar semantic units with a regular pho-
netic realization rule rather than being processed by the child's analy-
sis of the sounds he hears. Sccondly, there are hazards, noted earlier,
in relying on imitations, since children's imitative skill regularly
improves with age and in fact in different respects may deviate, to
different degrees, from his own phonemic system. Thus adults can
usually imitate vowels quite well, making finer gradations than one
would expect from their phonemic categories. The safest procedure,
then, in using substitutions or imitations is to use new items, and to
look for ‘time lapses from model to imitation. If the child imitates
several times after the model, listen to the last time.

The study of sbustitution rules raises some very interesting ques-
tions. For example, there may be some feature priorities in imitation,
such thet any word by the model containing a nasal consonant is imitated
with a nasalized initial consonent. Cases have been cited of displace-
ment to the end of sibilants. If you hear some cases of this sort try
to formulate a rule so that you can test with some new words.
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3.2. GRAMMAR

The past decade or so has seen a great filowering of interest in
developmental psycholinguistics--particularly in the early period of
grammetical development between the ages of 18 months and about four
years. Although ready answers to key problems are certainly not yet
available, our factual knowledge of English child language has been
greatly enriched in recent years, thanks especially to the work of
Susan Ervin-Tripp and Wick Miller (Zrvin, 1964; Miller, 1963, 196k;
Miller & Ervin, 1964), Roger Brown and Ursula Bellugi and their co-
workers (Bellugi, 1965, 1965, 1967; Brown & Bellugi, 196lU; Brown &
Fraser, 1963; Klima & Bellugi, 1966), and Martin Braine (19634, in
press). Ve now have fairly clear data on the early stages of gram-
matical development in at least a dozen English-speaking children,
based on intensive, longitudinal study. The findings of independent
studies in California, Massachusetts, and Maryland are very close, and
these data correspond remarkably well with what little is known about
child speech in a number of other languages: French (Bloch, 19243
Grégoire, 1937; Guillaume, 1927), German (Stern & Stern, 1928), Russian
(Gvozdev, 1949; Slobin, 1966a, in press), Serbian (Pavlovitch, 1920),
Bulgarian (Gheorgov, 1905, 1906, 1908), Japanese (McNeill, 196643
McNeill & McNeill, 1966). (For reviews and discussion of cross-
linguistic similarities in child language see Braine [in press], Ervin-
Tripo [1966], and Slobin [in press]. A list of materials on children's
acquisition of 21 different languages can be found in Appendix 5.)

With the exception of McNeill's current work on Japanese, and &
few parental diaries on languages such as Chinese (Cheo, 1951), Garo
(Burling, 1958), and Georgian (Imededze,1960),information on the acquisi-
tion of non-Indo-European langusges is almost entirely lacking. In
addition, with the notable exceptions of experimental studies conducted
in recent years in the United States, the Soviet Union (Slobin, 1966a,
in press), Romania (Slama-Cazacu, 1957-66), and a few other countries,
the bulk of our present information on child language is based on un-
systematic parental observations. What is urgently needed at the nres=-
ent tire is a body of systematically gothered, comparable date on the
acquisition of a variety of native languages. This, of course, is a
prime goal of the present field manual.

Compareble cross-linguistic developmental data can hopefully cast
1light on the provocative theoretical debates on language acquisition~-~
debates which are currently engaging tie active participation of psychol-
ogists, linguists, philosophers, and anthropologists (vide, inter alia:
Bever, Fodor & Weksel, 1965a,b; Braine, 1963b, 1965; Brown & Bellugi,

Section 3.2 was written by Dan I. Slobin.
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1964 ;Chemsky, 1959, 1965, 1966, 1967; Ervin, 196k; Fodor, 1966; Gruber,
1967; Jenkins & Palermo, 1964; Katz, 1966; Ienneberg, 1962, 196k, 1967;
McNeill, 1966a,b; Skinner, 1957; Slobin, 1965, 1966a, 1967, in press;
Staats & Staats, 1963).

In Section 3.2.1, below, & summary of mejor aspects of the acqui-
sition of English grammar is presented. This summary should give the
field investigator some feeling for the nature of grammatical develop-

ment, and sensitize him to the observation of comparable phenomens in the

field. The following section, 3.2.2, suggests hypotheses and specific
aspects of gramatical development against which the field data should,
if possible, be matched.

3.2.1. Aspects of the Acquisition of English Grammax

Perhaps the basic fact which faces investigators of child lan-
guage is the speed of language acquisition. The cognitive capacities
of a little child seem to be generally rather limited, yet he masters
the exceedingly complex structure of his native language in the course
of a short three or four years. What is more, each child, exposed to
a different sample of the languasge, and generally with little or no
conscious tuition on the part of his parents, arrives at essentially
the same grammar in this brief span. That is to say, each child be-
comes a full-fledged member of his language community, able to produce
and comprehend an endiess variety of novel sentences of the language
he has mastered.

The facts dealt with in this section have to do with one aspect of
the course of language acquisition--the process of gramatical develop-
men%. And the basic facts, in regard tc the ontogenesis of grammar,
ares that combinations of words and parts of words in child speech
seem to be systematic rather than random, and productive rather than
merely imitative or rote learned.  This sumeary seeks to demonstrate

that child lenguage is structured from the start, that it soon takes on

8 hierarchical structure, that it tends to be regular, that the struc-
tures chznge with age, and that they do not alweys correspond to adult
structures. -

Two-Word Utterances

To begin: One cannot speak about grammar until the child starts
putting two words together to make primitive sentences. This happens
typically somewhere around 18 months of age. Several investigators
have dealt with this level (Braine, 1963a; Brown & Fraser, 1963;
Miller & Ervin, 1964), and since their findings have been remarkably
similar it is possible here, for descriptive purposes, to speak of the
generic, typical, two-word-utterance child.

The growth of such two-word utterances iz at first slow, but
rapidiy accelerates. For example, the following are figures from the

W
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speech of one child (Braine, 1963a); the cumulative number of different
two-word combinations recorded in successive months was 1k, 24, sk, 89,
350, 1400, 2500+, Clearly, we are dealing with very large numbers of
new combinations, produced in & shori time span.

Distributional analysis reveals that these utterances are not ran-
dom or unstructured juxtapositions of two words; rather, two classes of
ot words can be discerned. There is a small class of what have obeen called
| "pivot words" by Braine (1963a) or "operators" by Miller and Lrvin (1964),
and & large, open class of words, many of which were previously one-word
utterances. For example, a child may say things like: Dbandage on,
blanket on, fix on, take on, and many other sentences of this type. The
- word on is a sort of "pivot" here--it is always in second position, and
: a largse collection of words can be attached to it. The child may also

T

a‘“—q

5 say things like: allgone shoe, allgone vitamins, allgone outside,and

7 allgone pacifier. In this case one can say that there is a pivot in

i} first position--allgone--~which is followed by a large class of words in
7 the child's speech.

= On distributional grounds, then, it seems that one of the classes

f is small and contains words of high frequency in the child's speech.

The membership of this class is stable and fairly fixed; these words

can be called pivots because other words can be attached to them. A
pivot word wmay be the first or the second number of a two-word sentence--

- A but whichever it is, its position is fixed. The membership of the pivot
_ class expands slowly--that is, few pivots enter each month. The other
;q class is large, upen, and contains all the words not in the nivot class.
. A1l of the words in this open class also occur as single-word utter-

ances, but some of the pivots never do. Table 6 presents a sample of
rg part of the pivot grammar of one child (McNeill, 1966b, p. 22). On the
a left is the total list of first-position pivots (tnere are nine of them);
- on the right is a partial list of the open class (which may contain
hundreds of words). Generally (with some few exceptions), any of the

-
g words on the left can be combined with any of the words on the right to
- form & sentence in this child's language.
"y V Table 6. Fragment of Pivot Grammar
) of One Child
b8 ' b : -
A allgone ) [ boy
’5 byebye sock
¥ : big , boat
' more fan
- pretty milk
my : plane
see shoe )
nigh: -night vitamins
( hi hot
k. Mommy
Daddy
Wf .
L L ) L
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Somewhat later, words from the open class can also be combined in
two-word sentences, but the sentence position of these words is not
fixed. That is, taking the word car as an example {Braine, 1963a), one
can find utterances like man car (with car in second position), meaning,
"s man is in the car," and also car bridge (with car in first position),
meaning, "the car is under the bridge. |

 An important datum at this stage, and later stages, is the fact
that many of the childrs utterances--although consistent with his
system--do not directly correspond to adult utterances, and do not look
1ike reduced imitations of adult utterances. The pivot stage is rich
with charming examples of such childish utterances (Braine, 1963a):
allgone sticky (after washing hands), allgone outside (said when door
was shut, apparently meaning, "the outside is all gone"), more page
(meening, "don't stop reading"), more wet, more car (rmeaning, "drive
around some more"), more high (meaning, "there's more up there"), there
high (meaning, "it's up there"), other fix (meaning, "fix the other one"),
This do (meaning, "do this").

The evidence is that even at this early stage children can produce
and understand an endless variety of sentences, most of which they have
never heard before.

Hierarchical Constructions

Already at the beginning of the three-word stage it is possible to
analyze sentences in terms of immediate constituents, or structural sub-
units. Hierarchical constructions emerge when a pivot construction comes
to replace one of the open-class words in an open-open sentence (Braine,
1963a), as shown in Tables Te and Tb.

Table Ta. Substitution of Phrase for
First Member of Open-Open Sentence

L o A\ &

aN Lol
|

other man
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v Table Tb. Substitution of Phrase for
r Second Member of Open-Open Sentence

3 o o/ \o o/\
r | A

man cax Il P 0

£ P///\\\B | other car

j ' other car

@L In Table Ta, the pivot construction other man can serve as a phrase
in place of men in the open-open sentence man car, giving the sentence
. other man car, meaning, perhaps, "the other man is in the car." In Table

To, converscly, the pivet construction other car can replace car in the
same open-open sentence, giving the sentence man other car, perhaps mean-
ing, "the man is in the other car." That these sentences are hierarchi-
cal is clearly shown in the fact that the tree diagrams have some depth.
That is to say, they are not just strings of three words; rather, each

of these sentences is a string of two units, one of which can be re-
placed by & phrase of two words.

fromarny
&

= 2

| e}
i '

Tn later stages of development a number of word classes can be
i ‘successively separated out on distributional grounds, and these can be
y$ combined into constituent phrases in increasingly complex hierarchical
e phrase structure sentences. An important example from a later period
. is the emergence of noun phrases, or longer sequences of words which
I have the same privileges of occurrence as individual nouns in the
> child's speech, as shown in Tcble 8.
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Table 8. Emergence of Noun Phrases

EARLIER SAMPLES IATER SAMPILES

That factory. That a factory. .
That flower. That a blue flower. ‘

That car. That a your car.

Where scissors go? Where Mommy Scissors g07

Horsie stop. , A horsie stop.

Put gas in. Put a ges in. B
Put hat on. Put Tho red hat on. *

Tllustrative examples based on Brown and Bellugi (1964), and -3
on unpublished data of Brown et al. The utterances appear-
ing together in the same column were not all produced at the g
same age; the important distinction for a given pair is N
"earlier-later."

Note in Table 8 that the noun slot can be filled with e noun phrase,
and that the resulting longer sentence is sometimes devient from the point L.
of view of adult grammar. There is, for example, no clear adult model 1
for such utterances as Put a gas in or That a your car. X

Hesitations, according to Brown and Bellugi, also provide evidence
that noun phrases function as units in the child's speech:

The noun phrase has a kind of psychological unity. . . .
Consider the sentence using the separable verb put on.
The noun phrase in “Put the red het on" is, as a whole,
fitted in between the verb and the particle even as is ,
the noun alone in "Put hat on." What is more, however, [
the location of pauses in the longer sentence, on several “
occasions, suggested the psychologicel organization:

UPut . . . the red hat . « o on" rather than "Put the red !
. « o hat on" or "Put the . . . red hat on." In addition N
to this evidence the use of pronouns suggests that the

noun phrase is a psychological unit (1964, p. 150). -

The latter point is supported by examples of noun phrases replaced =ﬁ
by pronouns (e.g., Made a ship, Made it) and pronouns and noun phrases vt




|

LB
= !

. o
e

111

used in the same utterances (e.g., Mommy get it ladder, Mommy get it my
ladder) (Brown & Bellugi, 196k4).

Regularizations

Another area in which consistently deviant utterances appear is in
the overregularization of inflections. It is common knowledge, for ex-
ample, that children say things like comed, breaked, goed, doed, and so
on. That is, the irregular (or strong) verbs are inflected for past
tense in the same manner as the regular (or weak) verbs. The scquence
of inflectional development, however, is rather unexpected, and demands
an explanation.

In all of the cases which have been studied (and these are children
of homes where standard English is spoken, and are usually first-born
children) the first past tenses used are the correct foims of irregulexr
verbs-~-came, broke, went, and so on. (These are, incidentally, the most
frequent past tense forms in adult English speech.) As soon as the child
learns only one or two regular past tense forms of weak verbs-~like
helped and walked--he immediately replaces the correct irregular past
Tense forms with their incorrect overgeneralizations from the regular
forms. In fact, in some cases, the correct irregular forms are replaced
before one hears the use of regular forms in the child's speech: ap-
parently it is sufficient that a child hear and understand the regular
past tense inflection. Thus children actually say it came off, it broke,
and he did it before they say it comed off, it breaked, and he doed it.
Zven though the correct forms may have been practiced for several months,
they are driven out of the child's speech by the overregularization, and
may not return for years. This is just one example of a widespread
phenomenon, noted by investigators of child speech in many languages
(Slobin, in press).

Another interesting example comes from the work of Ervin-Tripp and
Miller. Their subjects, like most English-speaking children, regularized
the plural of foot. Some children would say foots; others would say feets.
Ervin-Tripp reports (Ervin, 1964, p. 175): 'Very few of the children
fluctuated bebween foot and feet, so although the word feet must have been
heard by the children, we can clearly see a regularizing influence. If
imitation alone were at work, we would have expected fluctuation between
foot and feet." At a somewhat later stage, these children learned syl-
labic plurals, such as box-boxes, and replaced the earlier pliural foots
with a new analogic form, footses. Or other children, upon learning the
pluralization glass-glasses, replaced foous with footiz. Ervin-Tripp
concludes that "even nignly practiced, familiar plurals may be temporarily
chagged in form by overgeneralization of new patterns” (Ervin, 1964, p.
177).

Similar phenomena are seen repeatedly in Russian child langusge,
where the ebundance of inflections allows for many more overgeneraliza-
tions than in English. Again and agein a form which has been highly
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practiced will suddenly be driven out by another, more regular form, and
only much later will a proper balance be achieved (Gvozdev, 1949; Popova,
1958; Slooin, 1966a, in press; 7o¥harova, 1958).

Negation and Transformational Development

The growth of grammatical transformations has, as yet, been little
investigated. Outstanding contributions to this difficult area are
Ursule Bellugi's analyses of the development of the negative (196h4,
1967) and the interrogative (1965) in two of the children studied by

Roger Browm's group. Her description of negation serves as basic data
in this section. (Also see Klima & Beliugi, 1966.) The picture is
complex, and is only sketched briefly here. Especially striking is the
diversity of transitory sentence types, many of them quite different

from adult forms of negation.

‘ The earliest form of negation in English child speech, and in many
other languages as well (McNeill & McNeill, 19663 Slobin, in press), is
simply affixation of a negative element such as no or not to a childish
sentence, as shown in Table 9. These sentences are quite unlike anything
in adult speech. Even those which superficially resemble adult negative
sentence=~like No sit there--are different in an important respect.

+*
Table 9. Negation Stage I

No...wipe finger No mitten.
More...no. No sit there.

No play that.
Not...fit Weaxr mitten no.
No singing song No David fun play?
No wash |

No drop mitten.

* 111 examples in this section are taken from Bellugi (1964),
and are drawn from the recorded speech of two children
("Adam" and "Eve"). Adam was 29 months old at Stage I, arvd
Fve 21, Periods between stages are from three to six months.
Both children went through roughly the same initial stages.
(Only date from Adam are available for Stage Iv.)

No sit there has the same order of elements as the adult sentence, No, I
won't sit there, but the intonation contours are different. The adult
Sentence has falling intonation on no and a pause between no and the
rest of the sentence. The child sentence has no pause and a single in-
tonation contour for the entire utterance. The other forms in Table 9
heve no obvious adult model.
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4 Tn the second period, three to six months later (depending on the

| child investigated), the early negation forms of the first period are
still present, but there are many new forms as well, as shown in Table
10, Note the use of the negated suxiliaries can't and don't in Table 10.

e —

\}. Table 10. Negation Stage II

I can't see you. Don't leave me.
. oS80 you can't see, Don't want wear it.
We can't talk. Don't wait for me.

Don't...wake me Up...2gain.
I don't sit on Dick coffee.

I don't want it, That no f£ish school.
’ That no Mommy.
: I don't know his name. There no squirrels.
pon't went me pull it? No...Rusty hat.
Why not? Book say no.
Why not me sleeping? Touch the snow no.
Why not...cracker can't talk? This e radiator no.
Why not you looking right place?
Why not me can't dance? T went not envelope.
Why not me get hit?

Why not he eat?

-t At this stage, however, these suxilisries are used only in the negative;
ﬂ there are no affirmative sentences using can or do as auxiliaries.
Teble 10 also shows negative guestions beginning with why not, often
" followed by a negative sentence. Double negatives of this sort are not
ﬂ found in the speech of the children's parents. At this stage there are
’ glso negative imperatives beginning with don't, and sentences like That
no £ish school and There no squirrels, which seem tc be reduced versions

1 of negative copular sentences occurring in adult speech, with the copula
\J missing.

i By tae third stage, presented in Table 11, the early negation form
| I of simply affixing no or not to a sentence has disappeured. Some sen-
tencese are now fully in correspondence with tiiose of adult speecu, even

in regard to intonation, e.g. No, it isn't; No, I don't have a book.
Negated auxiliaries are atill used, but, at this stage, the auxiliaries
also occur witiiout negation. That is, the child says sentences like 1
can see it as well as sentences like 1 can't see it. Negation is used
in copular sentences as before (e.g. That not a clown), but sometimes
tne copuls is included at this stage (e.g. I am not & doctor). Note
also the change in negative questions from the earlier period. The
formule why not + negative sentence nas been dropped. Questions Llike

ﬂ Why I aidn't see something? and Why he don't know how to pretend? differ
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from the adult form only in that the order of pronoun and awxiliary re-
mains to be inverted. Thus double negatives have dropped out (though a
different sort of double negative appears in Stege IV). The first uses’
of indefinite determiners and pionouns with negation appear at this

stage, as in You don't want some suger and I didn't see something.
are similar to affirmative sentences in the child's speech:
Negative imperatives remain as before.

sugar and I see something.

Table 11.

These
I want some

Negation Stage III

NO, it isn'tO
Thet wes not me.
T am not a doctor.

No, I don't have a book.

Paul. can't have one.

I can't see it,

This can't stick.

We can't make another broom.

This is not ice cream.
This no good.

They not hot.

Paul not tired.

They not wet.

That not a clown.

I not crying.

He not taking the walls down.

That not turning.

Why you say, you don't went some bottles?
Way the kitty can't stand up?

Why he can't play with it?

Why he don't know how to pretend?

Why this doesn't work?

T don't went cover on it.

You don't wart some supper.
vou didn‘'t eat supper with us.
T didn't see something.

Paul didn't laugh.

Don't put the two wings on.
Don't kick my box.

Don't touch the fish.,

T not see you any more,

Ask me if I not mede mistake.
Fragser not see him.

No, I don't have a book.

I gave him some so he won't cry.

For

in Table 12.
and that many sentences

again,
II, which were negative

the fourth stage Bellugli only has data from one
children studied, the boy named Adam in the literature.
Note that many of the trends observed in Stage III continue,
(though by no means all)
dence with those produced by the sdult grammer.
but these are quite different from the double negatives of Stage
questions beginning with why not. These dis-

of the two
Examples appear

are now in correspon-
Double negatives appear

appeared in Stage III, where negative questions were formed with &

simple why
based on use of negative
nothing,

, rather than w

gsome 18 no longer used as a determiner and pronoun,

not.
Indefinite pronouns and determiners (eegey
nowhere, nobody, no), and also sometimes reflect the fact that

The double negatives of Stage IV are

ag in He can't have

[ i

Full Tt Provided by ERIC.




Table 12, Negation Stage IV
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I can't push it back and forth.
You said you can't play with it,
You don't say you cen't have it.
I hope he won't bother you.

It's won't hurt.

. I can't get this thing in here,

I don't know how this goes.

I don't know what is missing.

: I don't know what they are.

| (} You don't know where you're going.

You don't like to be rolled into clay.
It's doesn't fall out.

| He doesn't know where he's driving.

& They doesn't cut my finger or anything.

I doesn't know how to put this together.

- Cars doesn't get on tracks.

You didn't put it all the way through.

~ No, I didn't.

No, I not big boy.

[ I not big enough.

I am not a toy.

- No, it's not.

I l That's no wheel.

- That's not your deedee.

i That duck isn't a very good driver.
U Those are not your tires.

It's not black.

I wasn't talking 'bout it.

I not going to cut myself on that.
I not peeking,

Don't cry.

Don't do it on me.

[{ I pever used that color. Did I didn't mean to?
I never have one. Do she don't need that one?
I never seen her, Did you take mo cooking?

I can't do nothing with no string.
He can't have nothing.
; I can't gc nowhere.
| I can't punch no more,
It's wasn't no chi cken.
. Nobody won't recognize us,
I don't want no people to recognize me.
I never had no turn.
I didn't put no paint on.

Why it won't go up?

Why he can't drive very well?

Why you won't let nobody recognize you?
| Why I didn't live in Italy?
N Why you say that, you don't have it, again?
Why you couldn't f£ind out?

©

Aruitoxt provided by Eic:
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nothing. This situation also leads to triple negatives, such as I
can't do nothing with no string.

It is clear that, in less thaxn two years, the child's negation
system has grown quite complex, and that it is not yet fully in
accord with adult English. A similar picture emerges from Bellugi's
analysis of interrogative development in these two children (19653
K1lima & Bellugi, 1966): there is a great diversity of sentence types,
with meny short-lived forms and many constructions which seem cumber-
some and awkward from an adult point of view; change is rapid; and by
the time the child reaches school age his gremmar differs negligibly
from that of his parents.

Conclusions

on the basis of the data presented above, one may draw the follow-
ing conclusions:

1) Early two-vord gsentences are structured. The structure can be
characterirzed as o pivot structure, end it is used productively by the
child.

2) With the advent of three-word sentences, the structure of many
sentences is hierarchical. This is to say that constituent phrases
function as units in the child's language.

3) Regular forms are overgeneralized, even to highly practiced
forms.

4) Taere is a succession of short-lived devices for performing
grammatical transformations such as negation or interrogation.

The themes underlying these four points are the rapidity of change
and the frequent lack of obvious correspondence between child and adulb
grammaticel constructions,

3.2.2. Implications and Suggestions
for Cross=Linguistic Research

The above brief swmary of some American research on grammetlcal
development gives an idea of the rich and suggestive date which can be
gathered from the sort of careful gtudy of child languange spelled out
in this field manual. On the basis of findings such as these, we wish
to obtain cross-linguistic data Bearing on the followlng broad problems wn
and questlons:
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General Expectations and Questions

1) The earliest form of grammatical structure to emerge 18 that of
two-word "pivot structures," as described above. It is expected that
child E, and perhaps also children G and H, will provide evidence in
regard to this proposition. (The researcher may wish to study additional
children at the two-word stege to ascertalin the presence and/or Preva~
lence of pivot structures. As a guide to the research time required,
Braine reports that the analysis of pivot structures in the speech of
one child, Steven, was based on material "obtained in twelve play ses-
sions of dbout four hours total duration, spaced over a four-week

period” [1963a, p. 31.)

2) Child language is productive and regular, as revealed by the
generalization of grammatical principles (e.go inflection, derivetion,
order) to new instances and early overregularization of given forms.,

3) The order of emergence of grammeticel devices for the expres-
sion of vaerious sementic relations (e.g. wlural,possessive, tense) in
any given language is determined by such interacting variables es:

(2) the formal complexity of the grammatical device, (b) its frequency
of occurrence in adult speech, and (c) the complexity of the semuntic
relation expressed. (For example, the conditional is late to develop
in Russian child speech [Gvozdev, 1949), althcugh the grammatical means
for its expression are quite simple; this is probably because of the
conceptual difficulty underlying the notion of conditionality. On the
other hand, the basic grammatical relations expressed in active and
passive sentences in English are identicel, yet the passive 1s much
later to develop=-no doubt because of its formal complexity and lower

frequency of occurrence.,)

%) When only one pole of o gremmatical distinction is "marked"
in a language (e.g. English plural), one would expect the "anmarked"
form to appesr first in child speech, marked festures emerging later.
Greenberg (1966) 1ists many marked-unmarked pelrs that appear uni-
versally.

5) On the basis of limited cross-linguistic evidence~~chiefly
Russian--one would expect that, if a given grammatlicael function can be
expressed by either word order or inflection, order is preferred over
inflection at the earliest stages of grammstical development.

6) Gremmatical competence is reflected both in speech and compre-
hension. It could be that, for given aspects of competence, passive
performance (comprehension) precedes active performance (speeeh).

7) Verbal interaction with adults plays an as-yeb-unspecified role
in grommaticel development., We know that, st a certain stage in develop~
ment, children tend to imitate adult speech, and adults tend to expand
child speech (see Section 3.4.3.3; and Slobin, 1967). In imitating adult
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utterances, children tend to retain the rhythm, intonation, and order of
elements of the model, but omit given elements as a function of such
fectors as their audibility, position in sentence, Familiarity, and others.
pdults tend to £ill in omitted elements in repeating (expandiag) child
utterances. The nature and role of cycles of child imitation and parental
expansion is in need of cross-cultural elucidation.

8) The systen underlying a child's speech at any stege is consonant
with the linguistic universals of adult languege. This means, for one
4thing, that the child's speech always reflects the “"vasic grammatical re-
lations," as discussed by iMcNeill (19668,b). It also means that corpora
of child speech in various languages should be searched for the sorts of

 linguistic universals described by Greenberg (1963, 1566). As Miller “o
and Exrvin-Tripp have suggested: | ! |

Tt is possible that certain types of patterns or construétions ..

are more compatible than others. Greenberg has pointed to cor-

relsted structures in languages and we might find some patierns - o
in the individual differences between the children at various

stages, but our evidence is scant at present (Miller & Ervin, o

196k, ». 29).

For example, several of the following universals, drawn from Grecnberg's
1ong;2r 1is5’c, may find their reflection in child speech (Greenberg, 1963, »
pp. 61-75):

Universal 1. In declarative sentences with nominal subject and
object, the dominant order is almost always one in which the sub-
ject precedes the object.

Universal 5. If a language has dominant SOV order and the genitive
Tollows the governing noun, then the adjective likewise follows
the noun.

Universal 10. Question particles or affixes, when spocified in
position by reference to a perticular word in the sentence, al-
most always follow that word. Such particles do not occur in
languages with dominant order VSO.

Universal 12. If a language has dominant order VSO in declarative
sentences, it always puts interrogative words or phrases first in
interrogative word questions; if it has dominant order SOV in de-
clarative sentences, there is never such an invariant rule.

Universal 13. If the nominal object always precedes the verb, then
Yerb forms subordinate to the main verb also precede it.

Universel 4. In conditional statements, the conditional clause ‘ﬁ

precedes the conclusion as the normal order in all languages.

.
u,
S .
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Universal 16. In languages witn dominant order VSO, an inflected
anclliory alweys precedes the main verb., In languages with dominant
order SOV, an inflected auxiliary always follows the mein verb.

Universal 17. With overwvhelmingly more than chance frequency, lan-
guages with dominant order VSO have the adjective after the noun.

| Universal. 18. When the descriptive adjective precedes the nemn,
- the demonstrative, and the niumeral, with overwhelmingiy more than
chance frequency, does likewise.

Kae

 Universal 19. When the general rule is that the descriptive ad-

jective follows, there may be a minority of adjectives which usually
1 precede, but when the general rule is that descriptive adjectives
precedes, there are no exceptions.

Universal 20. When any or all of the items (demonstrative, numeral,
and descriptive adjective) precede the noun, they are always found
in that order. If they follow, the order is either %the same or its

exact opposite.

Universal 25. When number agreement between the noun and verb is
suspended and the rule is based on order, the case 1is alweys one
jn which the verb precedes and the verb is in the singular.

Universal 43. If a language has gender categories in the noun, it
has gender categories in the pronoun.

ke | k5 R ]

In the light of the above considerations, it would be valuable to
devote detailed study to the emergence of speclal graxmetical systems,
especially those common to all or most languages. The following is a
partial list of systems deserving of careful ettention:

| ==t

Special Grammatical Systems

1) Negation. Bellugi's analysis, presented above, shows some of
the richness and interest of the development of negation. The initial
stage of clause negation should be further checked cross=linguisticalliy:
in all cases known to date (about 20 diary studies), the first negatlve
form is negative + sentence or sentence + negative.

5
-~ |

1.

2) Interrogation. Yes-no questions and "wh" questions are generally
signaled by different means. How do they develop in onbtogenesis? Is an
intonational signal universelly the earliest form of yes-no question?

* T
1 B
A

3) Inflections. This is & particularly rich area for study of the
“ determinants of overregularization.

. 4) Auxiliary verbs. When present in a language, they present an
M important area for the study of late acquisition of grammatical processes.
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5) Embeddings. Embedding provides valuable examples of the role
of formal complexify in determining the rate and order of development
of particular grammatical forms. '"Pre-embeddings" are also of inter-
est in this regard. These are pairs of sentences which, if a child
had an embedding transformation, would be the matrix and constituent
parts of an embedded sentence (e.g. Want truck. Truck go =-- the
matrix and constituent for Want truck that go.).

6) Relative clauses. These structures may also be late to
emerge. (Late-occurring grammatical errors are of special interest in
revea%ing the psycholinguistic processes underlying language acquisi-
tion. : :

7) Conditional sentences. As pointed out above, the conditicnai
should be late because of the complexity of the underlying notion ex-
pressed., In most languages, the if-clause precedes the main clause.

It would be interesting to know if this is a universal feature of early
speech,

8) Attributive adjectives. If used by the language, they should
be late to emerge. It would be interesting to compare attributive ad~
Jjectives to relative-clauses.

9) Quantifiers. This is another category porsessing interesting
semantic aspects. Quantifiers are especially interesting if the lan-
guage has classifiers used in conjunction with quantification. In such
a case, special attention should also be paid to adults® use of classi-
fiers in addressing children. Are they used in speaking to very young
children?

10) Dummny elements. What dummy elements in the phrase structure
are universal (e.g. passive, imperative, zero, negative)? How do they
emerge in child speech? (Note that the presence of a contrastive pat-
tern is necessary to judge the presence of such elements; i.e. a dif-
ference in meaning must correspond to a difference in form.)

11) Word order. What grammatical functions does word order serve
in various forms of child languege? How does the child's use of order
relate to the role of order in the adult language?

12) ZXdiosyncratic features. Are there special features which
occur in children's grammars, but which do nct appear in the model?
For example, are there unusual rules for plurals, nor-copular predice-
tions, transitivizers, etec.? Are common devices, such as pivots, re-
duplication, and others, used for similar purposes by children growing
up in different speech communities?
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3.3. SEMANTICS

The development of word meanings cannot be separated from the many
complex problems involved in studying cognitive development in general.
Nor can the study of meaning, in most cases, be separated from the study
of specific domains--kinship, colors, plants, etc. The fields of cogni-
tive developmental psychology and ethnographic semantics are beyond the
scope of the field project proposed in this manual. Nevertheless, the
field worker would do well to have some familierity with the techniques
and findings of these disciplines. Basic readings are suggested below;
further materials can be found in the references cited and in Ervin-
Tripp and Slobin (1966).

3.3.1. Language and Cognitive Development

The role of language in cognitive development is much debated in
current developmen*sl psychology. Major American end Soviet psycholo-
gists (Bruner et av., 1966; Luria, 1961; Vygotsky, 1962) have stressed
the leading role of language in the growth of the mind; while Pieget
and his associates in Switzerland (Flavell, 1963) and also Furth in the
U.S. (1966), have minimized the role of language, placing greater em-
phesis on factors of maturation and general experience. The works Jjust
cited will provide the field worker with an excellent sample of the
range of theory and research underlying these positions.

In the recent book Studies in cognitive growth (Bruner et al.,
1966), and in previous publications (e.g. Bruner & Olver, 1963), a
nuwiber of useful techniques for the study of language and cognitive
development are described and tested cross-culturally. Some of these
techniques deal with sorting and grouping of objects (or their pictures
or names), revealing interesting changes in grouping strategies with
age. For example, if children are given a collection of pichures to be
sorted into categories, the younger children tend to sort on the basis
of perceptual features, such as color, size, pattern, and sc onj; while
the older children sort on the basis of some superordinate concept term.
A six-year-old may group together boat, ruler, doll, blcycle, scissors,
saw, shoe, gloves, barn, candle, pie, nails, taxi because: "Some are
red, some are gold, and some are yellow. One is white, some are brown,
and some are blue.”" Or he may group together screw, ruler, nails,
candle, hammer, texi, coat, scissors, sword, bicycle because: 'They
have a part that you get dressed with, or they have holes in them, or
you use them for tools, texi goes with bicycle."” Bruner et al. point
out that: "Increasingly with development the child isolates one or more
attributes that are common to all the items in the group: 'They are all
tools,' or 'You can eat them,' or 'They can all move,' and so on" (1966,

Section 3.3 was written by Dan I. Slobin and Brian Stross.
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pp. 83-84). Response to the vividness of the way things look may prevent
superordinate grouping for young children since what is most vivid per-
ceptually may vary greatly from one moment of comparison to the next.
Perhaps the increasing ability to code and compare attributes of ob-
jects linguistically acts to free the child from the immediate perceptual
impact of one attribute or another.

The picture is not as simple as this, however. Note that both six-
and eight-year-olds have well-developed linguistic systems, but their
means for sorting pictures into categories are quite different. Simply
having language is not enough--something else must change with growth
(as Piaget and his co-workers would point out). Bruner's book suggests
that children must be trained--chiefly through formel school instruction--
to use language in ways which free them from attending to concrete, per-
ceptual attributes of things. In regord to the picture-sorting task,
for example, he says that the shift from the use of perceptual cues to
more abstract, superordinate grouping criteria "is not a universal
property of 'growing up'" (p. 85). A mumber of the experiments reported
in Studies in cognitive prowth were carried out in a variety of cultural

settings, leading to the conclusion that -

the "natural" terminus of growth depends to a very considerable
extent on the pattern imposed by the culture. The techniques
used [here} hove, in modified form, been used in studies of chil-
dren in Alaske, Mexico, and Senegal . . . and it is plain that
school children in Dekar or Mexico City look very much like the
school children of [suburban Boston]. But it is equally plain
that the village child of rural Mexico and the unschooled Wolof
of Senegal seem very different . . . much more perceptually
oriented (p. 85).

Bruner et al. suggest that the important determiner of the use of
language in cognitive growth is the school. In school, children nust
learn to use languege in the absence of immediate context. This is true
especially of learning to read and write, but it applies to a broadexr
range of linguistic tasks which a child must learn to perform in a school
setting. These notions are in great need of eross-cultural validation,
but begin to lead us quite far from oux present goals of studying the
acquisition of communicative competence per se. Before leaving the
topic, however, it would be worthwhile to touch briefly upon the views
of several other theorists.

Hans Furth, in a book called Thinki without lenguage: Psychologl. -
cal implications of deafness (1966), has demonstrated that much of cogni~-
Tive development can proceed normally in the absence of langurage. He
concludes:

By generalizing the results of the studies surmerized above
and applying them to a theoretical position on the influence of
language on intellective development, the following is suggested:

h\r\w‘~
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(a) Language does nob jnfluence intellectual development in any
direct, general, or decisive way. (p) The influence of language
may be indirect or specific and may accelerate intellectual de-~
yelopment: by providing the opportunity for additionsl exper-
ience through giving information and exchange of ideas and by
furnishing ready symbols (words) and linguistic habits in
specific situations.

From this positica it should follow that persons, deficient
in linguistic experi ace or skill (a) are not permanently or
gencrally retarded in intellectual ability, but (b) may ve
temporarily retarded during their developrental zhase because of
lack of sufficient general experience and (c) they may be re-
tarded on certain specific tasks in which available word symbols
or linguistic habits facilitate soluticn (1964, p. 160).

Piaget, like Bruner and Furth, has spoken of the role of communica-
tion with others in aiding cognitive development, although he agrees
with Furth in not assigning a directly causative role to languege in
this regard. His theory of cognitive development stresses the in-
portance of & shift from an early egocentrism to a later ability to
conceive of phenomena from a variety of points cf view:

T have used the term egocentrism to designate the initial in-
ability to decenter, to shift the cognitive perspective. . . «
Cognitive egocentrism . . . stems from a lack of differentiation
between one's own point of view and the other possible ones . .« .
In egocentric speech the child speaks according to himself. ([This
is) the only valid meaning of egocentrism: the lack of decenter-
ing, of the ability to shift mental perspective, in social rela-
tionships ss well as in others. Moreover, I think that it is
precisely cooperation with others (on the cognitive plane) that
teaches us to speak according to others and not simply from our

own point of view (1962, pp. 3-8).

At first glance, this discussion mey seem to bear more on problems
of formel education than on problems of semantics. But, in regaxrd to
sementic development, it is difficult indeed to separate the acquisition
of meanings from the ac~uisition of knowledge. And it is precisely for
this reason that--excep. for the discussion of the acquisition of voceb
ulery in Section 1l.3~--we have chosen not to include research on topics
gg zgyiétic development among the core problems of the field study out-

n ere.

In conclusion, one might bear in mind Bruner's sumary of five posg-
sible sources of language-influenced intellectual developments

(a) the use of words as invitations to form concepts; (b) con-
tingent dialogue between adult and child; (c) the importance of
"gehool" ag an innovation; (d) the development in a culture of
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nsojentific" concepts; (e) the possibility of conilict between
modes of representation (Bruner et al., 1966, p. 62).

These five aspects of language use in cognitive development vary with
culture ané class, interact with one another, and can influence intel-
ligence in many ways. The alert fieldworker will, no doubt, be alert
to & number of these multifarious questions in observing the children
whom he studies.

3.3.2. Componential Analysis

Important strides have been made by linguistic anthropologists in
the study of referential systems by analysis of the camponential struc-
ture of contrast sets (Conklin, 1962; Frake, 19623 Goodenough, 19563
Hommel, 196l; Lounsbury, 1956; Romney & D'Andrade, 196lb; Wallace &
Atkins, 1960). The most successful of these analyses have occurred
for discrete components, as in the case of sex and generation in kin-
ship systems. Also, the semantic markers in recent theoretical lexi-
coqraphy (Katz & Fodor, 1963; Weinreich, 1966) tend to be discrete.
Sore behavioral predictions have been made and tested on the basis of
co%nigive differences between varying systems (Romney & D'Andrade,
196i4a).

However, measures of reference are in great need of refinement
and elaboration, &8s Osgood has pointed out:

The development of & satisfactory quantitative messure of
denotative mesning appears to me to be one of the most im-
portant problems for contemporary psycholinguistics. . . o

An adequate measure should reflect the nultidimensional nature
of meaning, should yield a quantitative measure of degrees of
denotative similarity, should be completely general for all
pairs of terms measured, and should meet the usual criteria
or reliability, validity, and comparability across subjects
and concepts (196k4, p. 198).

{le are very far from such measures at present. However, componential

analysis comes closest to measuring attributes of word neaning--at least
in given domains. The attempt is to find a few underlying dimensions--
reminiscent of Jakobson's distinctive features in phonology--upon which
211 of the kinship terms (or plant terms, or disease names, or what) of
e culture can be placed.

An exomple of the type of analysis employed can be given by Wallace
and Atkins' (1960) analysis of Americon kin terms (but note that this is
not the only possible anelysis, as Romney end D'Andrade have emphasized
[196L4b)). Ve are concerned here with discovering the semantic components
which distinguish baiween the meanings of basic English kin terms
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(Limiting ourselves to "blood relatives"). In order to carry out this
sort of analysis we must begin by 1isting all of the kin terms used in
the society under study--in this example, our own, but the problems of
eliciting the relevant information in a field situation should not be
overlooked. For simplicity, the analysis here is limited to two ascend-
ing and two descending generations, ignoring the distinctions between
"numbered" cousins (first, second, once removed, etc.) and the distinc-
tions introduced by the modifiers "great" (as in "great aunt") and
"grand" (as in "grand niece") when used as separate words. This gives
us the terms: father, mother, grandfather, grandmother, son, daughter,
grandson, granddaughter, uncle, aunt, nephew, niece, brother, sister
and cousin. Wallace and Atkins point out:

We observe that all but one of these terms (cousin) specifies
sex of relative; some specify generation; all specify whether
the relative is lineally or nonlineally related to ego; and
nonlinesl %erms specify whether or not all the ancestors of
the relative are ancestors of ego [brother and sister, mother
and. father), or all the ancestors of ego are ancestors of the
relative [ brother and sister, son and daughter], or neither.
Trom these observations we hypothesize that three dimensions
will be sufficient to deiine all the terms (p. 61):

A. Sex of the relative (male = a,, female = az)

B. Generation of the relative (two generations above ego = bi2,
one generation above ego = bil, ego's generation = O, one
generation below ego = b-1, etc.)

C. ILinearity: lineal = c, gincludes ancestors or descendants
of ego), co-lineal = cg non-lineals, all of whose ancestors

include, or are includéd in, all the ancestors of ego), ab-
lineal = ¢y (blood relatives neither lineal nor co-lineal).

The matrix of these three dimensions can be represented in the following
diagram:

c c
1 2 3
2 - ! %2 ! 22
i , -
b+2 | grandfather 1grandmother '
------- :- w ===~ uncle | aunt
b+l | father ’mother I
............. T
b0 [ egol brother ;  sister cousin
b-l | son jdaughter ;
------- e = = = = = =| nephew i niece
-2 | grandson | randdavghter ,
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Evidently each term has been so defined, with respect to the com=-
ponents selected, that no term overlaps or includes another; every
corponent 1s discriminsted by at least one term; and all terms can
be displayed on the same paradigm. We do not wish to argue that
this i. the best representation; only that it is adequate to define
the se’ of terms chosen (p. 62).

Note how a componential analysis of this sort could be usefully em-
ployed in contrasting the American kinship system with that represented
by other languages (or, for that matter, comparing the systems used by
children with those used by adults). For example, German m:kes a sex
distinction (a.-a,) in regard to cousins, having & term for male cousin
Kusin, and a f&male cousin, Kusine, where English makes no distinction.
The German system is thus clearly not very fer from our own: Wwe do not
have to add a new component; merely extend the application of an English
component (sex) to another dimension (sblineality) which is elreedy used
in our system. Contrast the German example with the Turkish kin term
abla, 'older sister.' We have no way of fitting this into the English
diagrem, because we have no component for age (only for genera.tion). In
order to fit the Turkish term into such a diagram? it would be necessary
to add 2 new semantic component, "older than ego. '

The above example should give some idea of the method and implica-
tions of componential analysis. In some field situationz it would cer-
tainly be a valrable approach to the analysis of children's structures
of given semantic domains. A crucial question in regard to this method,
however, is that of the range of its usefulness. What other domains are
susceptible to this sort of analysis? There have been successful
analyses of other domains, like plent and animal taxonomies, but the
range of possibilities seems to be limited. The analysis seems to work
best when we are dealing with discretely different referent classes.

For example, a person is either mole or female, either sibling or not,
and so on. Each of thege terms has & clearly distinguisheble, objec~-
tively definable referent. Tt mey also be possible to apply componential
analysis to more elusive domains, like social relations. For example,
what is the distinction between the verbs give and bestow? It seems that
one bestows when giving to social inferiors. Perhaps, then, we can say
that "status" is a component, or distinctive feature of certain verbs (as
it is of second-person pronouns in languages which meke the '"polite-
fomilier" distinction, such as the tu-vous of French, the du-3ie of
German, etc. Note also that verbs are sometimes overtly merked for such
distinctions--e.g. as in Navaho).

What sorts of domains seem to present difficulties in componential.
apalyais? Take the word chalr as an examgle., It seems to refexr to a
class which shades off abt its boundaries in all directions. When the
back of a chair gets low enough, or its legs get long enough, it becomes
a stool; when the seat gets wide enough, it becomes a bench; end so on.
But there 18 no wey in which an wncle can shade off into an aunt. Rather

then having discrete components underlying the meaning of chair, then, we
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seem to be dealing with the intersection of a variety of daimensionsg--
and these dimensions are very difficult to specifly.

The terms friend and acquaintence are enother set which seem to
differ in terms of degree, vather tban presence cr absence of a given
component. Diebold (unpublished) has disgrammed these English terms
on the basis of relative "social distance” between ego (the cpeaker)
and various alters. Those within the inner circle we call friends;
those in the outer circle, acquaintances, The relative leugth of the
1ine connecting ego to various alters (small cirules) represents sociel
distance.

AMERICAN
ENGLISH

friend

o

acquaintance

Compare the English terms to their German equivalents, Freund and
Bekamnte(xr). The German terms translate as friend and acquaintance,
respectively, but differ in terms of usage, according to Diebold. The
following diagram shows that Germans restrict usege of Freund to closer
meniends® than we doj that is, many of the people we refer to as friends
would count only as acquaintances in German. (Perheps this is part of
the reason that Germens may consider Americans a bit brash; we may seem
too quick to establish behaviors which count as more intimate to the
German.) Note that the two arrays of actual people represented in The
Americen and German diagrams are identical: but the definitions of the
tevms are different. It is hard to specify & semantic "component" which
distinguishes between the American friend and the Germen Freund. Again,
the distinguishing attribute seems To be one of degree, or position
along some dimension.

GERMAN

Frewnd

Bekannte (x)
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Tt seems clear from a variety of sementic analyses that the notion
of semantic markers, or sementic primes, is a useful one. We are still
a long way from adequately characterizing a set of semantic universels,
but it already seems that some of them will be discrete categories, like
the components revealed in componential analysis. Some of them will
probably be dimensions (like status, social distance, hue, and so on).
‘It would be of value to discover the sorte of underlying dimensions and
components used by children of different ages and cultures to classify
such universally important domeins as kin (Lounsbury, 19563 Remney &
D'Andrade, 196ka; Wallace & Atkins, 1960), social relations (Befu &
Norbeck, 1958 Brown, 1965; Brown & Ford, 1961; Brown & Gilman, 1960;
Fischer, 196l; Foster, 196l4; Friedrich, 1966; Howell, 1967; Slobin, 1963),
color (Conklin, 1955; Landar et al., 1960; Lantz & Stefflre, 1964),
diseases (Frake, 1961), time (Bohannon, 1953), space, plants, animals,
foods, and the like. (A valuable guide to eliciting procedures is
Frake's "Notes on queries in ethnography" [1964b].) In underteking
such problems, the fieldworker has a good chance not only of enriching
ethnosemantic and developmental psychological knowledge, but also of
developing useful new techniques for use in future studies.
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3.4. THE SOCIAL SETTING OF LINGUISTIC BEHAVIOR

3.4.1. The Relation of Linguistic to Social Categories

Recent empirical investigations in sociolinguistics have provided
important evidence on the effect of extralinguistic influences on lan-
guage behevior and language acquisition. It has been shown that both
the structure and the stylistic aspects of messages can be affected by
a variety of environmental, social and psychological conditioning fac-
tors (Cazden, 1965; Ervin-Tripp, 1964; Ferguson, 1959; Ferguson and
Gumperz, 1960). Although there is little controversy about the evi-
dence itself, the more general question of the relationship between
Tinguistic and social facts has hardly begun to be studied and it will
be a long time before we can expect a sociolinguistic theory as expli-
cit as the present theory of language. Nevertheless since data col-
lection always involves a degree of selectivity, it is incumbent on
any field manual to make clear at least some of the criteria which
underlie the selection process. Failure to do so will seriously affect
the comparability of the results. Specifically the following questions
need clarification: (1) How is social information coded linguistically?
(2) Wnat are the mechanisms by which social categories affect the com-
munication process?

The Linguistic Coding of Social Information

The basic position with respect to the coding of social information
was stated by Hymes-(;96l), who asserts that both language and language
usage are structured and suggests that it is language usage rather than
grammatical categories per se which most closely reflect social influ-
ences. This implies that from the sociolinguistic point of view every
utterance has both social and referential meaning. The French sentence
"asseyez-vous," for example, can be interpreted on one level as a re-
quest to the addressee to assume & sitting position, but it also implies
something about the addressee's status vis-a-vis the speaker.

Even a brief look at the literature shows that features of any com-
ponent or stratum of language structure may carry social meaning. Con-

- siderably more elaborate morphological status markers than the French

can be found in Javenese (Geertz, 1960), Korean (Howell, 1967; Martin,
1964), and in many Asian languages. A possible English equivalent for
the French "asseyez-vous" is the syntactic expression "won't you have a
seat" (as contrasted with "sit down"). Other socially significant lin-

guistic features include the suffix "-in" (Fischer, 1958), or purely pho-

netic features such as the degree of "r-lessness" and the relative vowel
height in the New York pronunciation of words like "sure" or “more"
(Labov, 1964). In bilingual societies, as Rubin (1962) has shown, social

Section 3.4.1. was written by John J. Gumperz.
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information is conveyed by the switch from one language to another. In
other societies social conditions may require the use of dramatic per-
formance styles rather than prose for the transmission of certain types
of information (Gumperz, 196Ub).

Although social meanings may be coded almost anywhere within the
linguistic system, they always require the existence of one or more re-
ferentially equivalent synonyms. It is the speaker's selection among
these variables, as Labov (196h4) has called them, which conveys social
information. |

There is furthermore an increasing smount of evidence for the as-
sumption that social variation is not simply a matter of variation eamong
isolated alternates, but that social markers occur in clusters such that
selection of one of a particular set of alternates in one part of an ut-
terance restricts the freedom of selection among subsequent sets. Thus,
if an American shows social variation among more or less diphthongized
realizations of the vowel cluster /ay/ and also varies between "-ing"
and "-in," selection of the less dipthongized vowel in "nice looking"
also implies selection of the latter suffix variant. Sccial variation
is thus governed by certain co-occurrence or co-variation constraints
(Gumperz, 1964b). Since, as Joos (1960) has pointed out, these re-
strictions cut across the usual components of language, we have some
justification for speaking of social variation as & selection among
codes rather than a choice among individual variapts3. Such distinctions
among social codes are most clearly marked in what we commonly recognize
as bilingual societies; but even in monolingual societies, where codes
are to a large extent isomorphic, co-occurrence constraints do operete
and may be important.

For the purposes of this manual, it must further be pointed ¢t that
co-occurrence restraints are not ordinarily part of linguistic analysis.
Where they are recognized, their existence seems to be assumed, rather
than studied empirically. Since they have not been studied, control of
the rules that govern them is not oridnarily regarded as part of the
speaker's linguistic competence. A study of communicative competence,
in the broader sense, however, must take account of such matters.

In addition to the questions raised in the sections on phonology
and grammar, therefore, a study of language socialization should raise
linguistic questions such as the following:

Whet is the degree of code differentiation and of internal language
distance within the repertoire?

What is the nature of internal co-occurrence restrictions?

At what age does code differentiation appear?

When are co-occurrence rules learned?

What social conditions favor their learning?
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The Relation of Linguistic to Social Categories

:? Most scholars visualize the relationship of linguistic to social
- categories as a match between closely connected but nevertheless con-
- ceptually independent systems. Language is regarded as a set of rules
% enabling speakers to process jnformation from the outside world or to
- relate sounds to information. Social categories are seen &s part of

this outside world, along with physical surroundings, artifacts, beliefs,

ete. Just as concrete objects are indentifiable through physical pro-
ﬁ perties like shape, color, texture and weight, which are subject to in-

deperdent measurements, so social facts are conceived as measurable by

- social indices independent of the communication process. Sociolin-
3 guistics as seen in these terms, is an attempt to delineate social
structure and linguistic structure more clearly by correlating these
independently measured variables; and to detect changes in these struc-
tures through changes in the correlated measures. The sociolinguist
might thus take sociologically determined indices such as social class,
educational background, rank, performsnce on attitude tests and attempt
to establish statistically significant correlations between these and
verbal behavior. Or he might study verbal performances of populations
differing on any of these indices.

ﬁf Correlation between speech and social categories has been well doc~-
- umented by many decades of research in dialectology, bilingualism, and
language contact studies. In recent years, they have been validated by
g‘ highly sophisticated statistical techniques. Correlations are our only
- means of generalizing about the behavior of large populations, and they
have been useful in predicting such phenomena as short-term trends in
fe lenguage history. But they also leave & number of questions unanswered.
& Why, for example, do some socially highly differentiated societies show
almost no detectable linguistic vaxiation, while there are others in
o which such variation is very pronounced? Why does sociolinguistic vari-
| ation correlate with socioeconomic status in some societies, with educa-
- tional background in some, and with cultural background in others?

53 Perhaps the most important eriticism of the correletion approach

to sociolinguistics derives from Bernstein's discussion of "restricted"
and "eleborated”" codes (Bernstein, 196l4). The linguistic features which
) mark Bernstein's distinction roughly correlate with differences in
‘* class; but his sociological enalysis demonstrates important differences
) in the norms or social rules underlying the jinformants' communicative be-
havior, differences which affect their perceptions of social relation-
ships. Bernstein goes on to show that although restricted code speakers
are more frequently found among the lower strate, they are also found in
certain upper-class groups. There is no means of explaining such sub-
cultural differences by & correlational method.
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An espproach to social theory which is somewhat more in line with
sociolinguistic findings is the interactionist approach as exhibited in
the writings of Goffman (1963), Garfinkel (1956), and. Cicourel (1966).
Interactionists deny the parallelism between social and physical
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measurement. They point out that information on social categories is
obtainable only through the use of language. Sociological measure-
ment, in their view, always involves both the informant's and the in-
vestigator's perception of the categories that are being measured.
This perception is seen as subject to the same culturally determined
cognitive processes that ethnographic semanticists have discovered as
operative in human n_.ming behavior. Just as the meaning cf words is
always affected by context, social categories must be intespreted in
terms of situational constraints.

Concepts such as status and role are thus not permanent qualities
of speakers; instead, they become abstract communicative symbols, some-
what like phonemes and morphemes. Like the latter, they can be isolated
in the analyst's abstract model, but they are always perceived in par-
ticular contexts. The division between linguistic and social categor-
jes is thus obliterated. Commnication is seen as a single process in
which the speaker modifies stimuli from the outside environment in ac-
cordance with his cultural background and thus derives the communicative
norms that apply tc the situation at hand. These norms in turn deter-
mine his selection of verbal signs. The diagram on the next page 1is
an attempt to represent some of the relevant stages in the communication
process, as seen in these terms.

The double line represents the distinction between the cormunication
process proper and the outside stimuli and signs which are transformed
into communicative symbols through cognitive categorization. After the
initial categorization stage any bit of content a speaker wishes to con-
vey is first resheped in terms of the social situational constraints
shown in the dotted lines. These constraints,which are explained in
more detail in Blom and Gumperz (1966),essentially involve the relevant
statuses or social identities (Goodenough, 1965) of speakers and. the
rights and duties which apply to their relationships in particular so-
cial occasions. Behavioral norms derived in this decoding process then
operate to select first an appropriate code or speech variety, then a
channel of transmission (oral, written, poetry, prose, etc.). Codes
and channel in turn operate in terms of syntactic and phonological rules
which are finally encoded into sounds.

Note that the diagram reflects all of the factors usually listed
in discussions of speech events (Ervin-Tripp, 1964; Hymes, 1961) but
these are no longer regarded as independent variables. Rather they are
arranged hierarchically as stages in a communication process, so that
the previous stage always serves as the input affecting the selection
rules in the next stage. It must be understood of course that selec-
tion never completely determines the actual form of & message. It merely
restricts the speaker's choice among possible alternative modes of ex-
pression. Further selection among socially permitted alternates may
then serve as & vehicle for the expression of individual meaning.

From the point of view of fieldwork, the significance of the inter-
actional approach lies in the fact that social relationships become the

o
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major social determinants of verbal behavior. Outside factors such as
ecology, rank,educational background significantly affect verbal be-~

havior only to the extent that they influence speakers' perception of

their social relationships. The study of rules governing these rela-

tionships in social organizations, in the sense in which this term is

used by Raymond Firth, Leach, Barth, and Garfinkel, becomes an impor-

tant part of the sociolinguist's task.

In practical terms this means that if the sociolinguist wishes to
achieve explanction, he cannct merely confine himself to comparisons of
verbal performances with behavioral obgervation. He must employ all the
ethnographer's methods for arriving at the underlying rules governing
these performances. Important among these are participant observation,
preferably by actually living in the community, the recording of life
and family histories, and deep unstructured interviews focusing espe-
cially on family relations. Rules of etiquette specifying what is re-
garded as appropriate conduct within the family, with relatives, friends
and neighbors, and outsiders must De determined.

A very important, relatively 1ittle used source for relevant ethno-
graphic data is the analysis of tape recorded free conversations. These
can be played back to participants and their reports about the rights
and wrongs of their own statenents can be analyzed. Particularly use-~
ful in this respect is the analysis of minor family disputes or argu-
ments. A good exampie of dispute analysis based on linguistic data can
be found in Moerman (1966). Harvey Sacks (1966) is developing some new
ways of deriving information about social relationships from natural
conversation by examining the terms actors use in referring to each
other, the modifiers they employ, and the semantic relationships among
their statements in longer stretches of speechj however, analysis of
this sort is probably beyond the scope of the present field project.
(For recent work in this field see Garfinkel and Sacks, in press.)
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3.4.2. Relation of Language Development
[ to Other Areas of Socialization

All Wogeo children who cannot as yet talk properly are
[ thus Lo our way of thinking sadly spoiled. Never in

any circumstances slapped or beaten no matter how
naughty they may have been. They accept the granting
of their most outrageous demands as a matter of course.
Parents keep the household knives concealed in order to

. avoid having to refuse requests that these be handed
over, but fragile ornaments like ear-rings are presented
at once. Although such objects, never intended for rough
trectment, are often broken within & few minutes., I
never remember hearing a single expression of annoyance
or irritation... (Hogbin, 1946, p.296).

The child's readiness to be subjected '~ certair areas of sccali-
zation may be judged in terms of his abiliuy to use and understand his
lnnguage. Behavioral expectations as well as the type of guidance and
discipline given the child may be determined by his language develop-
ment. Much of the communication that occurs between adult members of
e society is accomplished through speech and speech sur.ogates. It is
largely through the use of this channel that they seek to influence the
behavior of others and that their own behavior is influenced. Adults,
in attempting to transmit the norms of social living to children must
at least implicitly recognize certain limitations in those who have not
vet acquired the language. Thus, the child's behavior may not be nega-
tively sanctioned in certain areas until the adults of his group feel
that he understands their verbal injunctions against this behavior. We
are interested here in the degree to which the child's acquisition of
various levels of linguistic proficiency shape the attitudes and beliefs
of adults with regard to his mental and physical abilities and thus
their behavior towards him in other areas in enculturation.

"le may, for example, observe that in one culture adults may be heard
say . "No, No" or its equivalent to children still in the babbling stage.
F The belief here may be that, slthough the child does not understand as an
older child might,.he can understand such verbal injunctions by attending
to cues such as tone of voice or intonation pattern and will thereby
cease the undesirable behavior. Members of other cultures may look upon
these adult attempts with amusement, feeling that it is essentially fu-
tile to issue verbal injunctions when the child 1s yet unable to use and
thus to understand the languag:. They may postpone this "No, No" type
of behavior until the child has progressed further along the road to ac-
quiring his language. Still other cultures will hold the belief that
' not only is such behavior useless but also should be regarded with ex-
treme disapproval since at best the child can only be frightened by these
experiences.

Section 3.4.2. was written by Claudia Mitchell.
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Whiting and Child (1953) have divided socialization into five
spheres: the oral, which concerns nursing and weaning; the anal, or
toilet training; dependence or training in independence and self-
reliance; sex; and aggression. Stephens (1962) adds a sixth, which
concerns training in cbedience. One other important area to consider
might be locomotion restriction. This often begins very early in order
to prevent the child from accidents. The investigator should attempt
to determine whether child training in any of these areas correlates
with stages in the child's acquisition of language. (A valueble aid in
the cross-cultural study of socialization is the field guide used in
the Harvard studies of child rearing in six cultures [Whiting, Chila,
and Lambert, 1966].)

Data Collection and Methodology

The chronological age at which training in all these areas is be-
gun should be noted. Such data may be very difficult to gather through
observations alone. It is unlikely that the investigator will be for-
tunate enough to witness the beginnings of such training. Secondly, he
may have some difficulty interpreting the meaning of certain adult be-
havior toward children. It will be necessary to question a number of
native informants about these training practices. The investigator may,
however, observe the impositions of sanctions for failure to conform in
these areas. The investigator should note in detail how such matters
are dealt with. He should also note when sanctions appear to be absent.
It will probably be necessary to quustion informants about the time at
which complete conformance is expected from the child. He cannot ex-
pect to be able to interpret the severity of the social pressures that
are brought to bear upon the child.

These data should be compared with the data on child speech to de-
termine what correlations exist between the child's linguistic ebllity
and training in any of these areas.

The deliberate postponement of training in any of these areas in
response to the child's stage of language development should be ascer-
tained by questioning informents. The investigator can gather such in-
formation by posing hypothetlcal situations to the informant and asking
him what his response would be under the proposed circumstances, For
example, the investigator might ask a mother who has a child stil) in
the babbling stage, "What would you do if Johnny wet his pants?" "What
would you do if Johnny exhibited aggressive behavior toward you or &
younger sibling?" "Would you remove a fragile dish from the reach of
your child or would you tell him not to touch it?" ete.
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. 3.4.3. Informal Education

There has been considerable controversy recently about the impact
of practices in the social milieu upon language development. Under
the influence of the revival of emphasis on the biological givens with
which children acquire language (Chomsky, 1965, 1966. 1967; Lenneberg,
1967; McNeill, 1966a,b), some have argued that all the milieu provides
is the language data which & child processes in order to choose among
alternative linguistic structures. Others, concerned about apparent
social varistions in language mastery upon school entry, have empha-
sized the impact of modeling and reinforcement of verbal skills in the

preschool years.
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The controversy bears upon the interpretation of "language devel-
opment." If one means by language development such qualitative fea-
| tures as control of specific morphological end syntactical rules, then
8} there is no evidence of marked social variation at this point. If one
means more quantitative factors, such as the size of a child's vocabu-
= lary, and the length of his average sentence, then there does appear to
| be social variation. Even on this point, howev>r, the evidence is con-
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u flicting. Labov recently warned, & propos of his research in Harlem:

] In our research, we frequently encounter children who
behave in a face-to-face encounter with adults as if

~ they were 'non-verbal.' But when we utilize our know-
? ledge of the social forces which control language behav-
ior, and stimulate speech with more sophisticated tech-
niques, the non-verbal child disappears. These children

- have an extremely rich verbal culture; they are profi-

“ cient at a wide range of verbal skills, even though

~ many of these skills are unacceptable within the school
program. The problem, of course, is to teach a differ-

] ent set of verbal skills, used for different purposes.

The analysis of the social impact of the milieu needs, then, to
take into account several kinds of impact. One kind, which may turn
out to be minimal (except in terms of style alternatives) is the influ-
ence aimed at the formal structure of language, at phonology and gram-
- mar. Another kind is aimed at the potentially infinite, cumulative
1 component of language, its vocabulary. The third impact, which the
quotation from Labov indicates might be major, is on the uses to which
language is put, and the social settings in which it is considered
appropriate to speak fluently a particular kind of language.

er 4

3.4.3.0. Targets in this Project

The description of informel language training could repidly become
a large manual in itself. We suggest several possible approaches, in
increasing complexity. Very little is known about what might be con-

Section 3.4.3. was written by Susan M. Ervin-Tripp.
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sidere. universals in language socialization. What is the minimum
amount of language a child can hear and still learn to speak normally?
What is the earliest age at which all societies address speech to
chiidren? Do all caretakers expect comprehension by the time children
are two? What do they do when the child fails to understand? Any
investigator can at least have a check list of the presence of the
practices listed in this section.

Second, some quantitative assessments obtained by systematic
sampling could give information about the ranges which cen be found,
and can suggest patterned relations between beliefs and practices.
Third, a more complex study car be devised, in which different train-
ing milieux can be compared with respect to the three classes of con-
sequent variables mentioned earlier. Ultimately, of course, one must
experiment in order to have secure evidence on antecedent-consequent
relations. However, as we noted in the Introduction, there are natural
experiments which make possible comparisons which would be unethical if
done delibereately.

3.4.3.1. Sampling

There are three kinds of camples which can be used in studying
practizes by the children's caretakers. Time samples or deily routines
are valuable when the aim is to find out how often adults stimulate
children, how often children initiate speech, and so on. Some valuable
information can be obtoined fairly simply if one limits the data
recorded. For instance, in the time interval did anyone speak to the
child, speak in its presence, or neither? The methods for the various
types of samples are described in the Whiting et al. Field guide (1966).
Situation samples are appropriate when one wants conditional informa-
tion. For example, if a child makes a grammaticel error, what happens?
Results can be stated in probaebilistic or percentage terms. The prob-
lem in situation samples is the rarity of some situations. TFor this
reason contrived situations may be more efficient. For example, one
can study style shifting by introducing the appropriate topic, or
changes in address by bringing the right people together. An older
sibling can be asked to teach a new word to the baby. The time sam-~
ples can be used then to estimate the frequency of spontaneous occur-
rence of the eliciting conditions.

Either time or situation samples can be of these types: struc-
tured game or activity (informent must interpret on the spot), focus
on an individual, on dyad, on a group,on class of behavior, on an
inanimate thing or place (Beatrice Whiting, pers. comm.).

3.4.3.2. Pre-Verbal Stage

This is the stage of cooing and babbling, when there is little or
no meaningful speech.




Vocal Stimulation
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Time and setting sampling to find out the social setiings in
which infants are taken will be obtained for purposes of Section 1.5.1
(The Child's Lifespace). At the time, it should be noted whether (1)
speech occurs in the vicinity of the baby or (2) speech is addressed
to the baby or (3) vocalizations that are not speech are addressed to
the baby. Note that these data will also be useful for an analysis
of baby talk (Section 1.5.3).

Situational sampling should be done for the circumstances in which
the child is handled. There should be samples of feeding times, wash-
ing or diapering or cleaning off soil, changing clothing or coverings.
The same categories as above would allow for a simple tally of whether
or not the caretaker stimulates the child vocally at such times.
| Note that Mowrer (1958) has suggested that the co-occurrence of pleasant
A stimulation such as feeding with speech makes the mother's voice
pleasant to the child, so that his own vocalizing, by generalization,
also becomes pleasant. Agein, a chance to study baby talk. Some
tapes should be made, and for ease in the sempling one might simply
maeke a check 1list to indicate alternative types of voc® lizing such as
. ron-speech vocelizing like clicks (in a non-click language:) or
whistles, nonsense words, nonsense sentences, baby-talk sentences,

- ordinary talk.

Reinforcement of Vocalizing

There is evidence that by the age of three months, some definite
& response by others to a child's cnoing can alter its frequency. For
instance, clicking, tapping the child, smiling by an adult increases
vocalization freguency in a child. Note that such reinforcement must
- be conditional on what the child did.

- Whether and how adults respond to an infant's vccalizing may depend
on the setting. For this reason, it would be desirable to have & sys-
tematically varied sample 2f settings.

Classification of the child's vocalization will be necessary, e.g.
- as crying, fussing, cooing, babbling or other. (See Lenneberg et al.,
‘ 1965.) One might expect that there would be differences between settings

- in that adults might be less likely to respond vocally to cooing or
- babbling in settings where other speech is occurring, since this might
; be construed as disturbance.

Any response to a cnild's utterances or vocallzations should be
‘ noted. As a baseline, compare to a description of what the adult i1s
J doing two minutes afterwards. Responses to vocalizing might be to do
something--e.g. feed or handle the baby, make some gesture towards tne
baby or visible to the baby, come to the baby, or make any of the
kinds of noises mentioned above. Note that studies show that even
tapping cen be reinforcing, so note any behavioral changes the child
could detect.
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Conditional Reinforcement of Vocalizing. The kind of reinforcement
mentioned above would tend to increase any vocalizing by the child, at
least within the class rewarded such as crying or cooing. In addition,
especially during babbling there may be more selective reinforcement.

What happens when a word sounds like an adult word? A native
speaker can identify such situations.

There a2re two kinds of "words like adult words," those that
seem in general as though they could be possible words or those that
in fact are in the lexicon, vs. words that might be appropriate for
the child to use in the situation. Adults are likely to be looking
more for the latter kind, especially at the age when they believe
first words begin, but they may also reinforce anything that sounds
like something from their language. In keeping records note what
the model word was that the native speaker identified.

A second kind of imitation is immediate repetition, and it may
refer to any feature of the speech of the model, including intonation.

3.4.3.3. Early Speech Stage

After meaningful speech begings, and adults recognize that the
child can understand, the possibility arises of different kinds of
verbal stimulation, including deliberate teaching of new vocabulary.

Vocal Stimulation

Time and setting samples of utterances addressed to the sample
child can be classified, if enough situational information is given,
into different fuctions. For example, children might at a minimum
be given commands.

Some items may be given in order to elicit speech. One can play
back a tape to find the caretaker's interpretation of her own behavior
toward the child. Some examples of items to elicit speech from young
children are naming of people and objects (for imitation), asking
known-answer questions, using routines (for imitation).

Adults also give descriptions, explsnations, stories and songs,
which they may believe the child comprehends, and which children may
sometimes imitate.

There is, of course, no procedure for collecting children's
spontaneous imitations of adult speech. Such imitations, however,
Wwill doubtlessly occur in the course of general taping of adult-child
interaction for a variety of purposes.

Spontaneous imitations should be examined in the light of several
questions. To begin with, it should be ascertained whether they
follow the same principles of "telegraphic" repetition as observed in
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the case of elicited imitations (Section 1.4.2). Further, an attempt
should be made to discover the situations which give rise to spontan-
eous imitations. Whom does a child imitate? What are the form and
content of the utterances he imitates? What functions may imitations
serve? What are the rslafions between age and the form and function
of imitation of adult speech?

A classification of imitation situations, based on Brown's longi-
tudinal study of American children, is presented in Table 13, below
(from Slobin, 196l4). One of the theoretically most interesting types
of imitation in the classification is that of the child's imitation of
parental expansion of his own speech ( 1.1.1 and 2.1 in Table 13).

Table 13. Classification of Imitation
Situations {from Slobin, 1964)

1. Child's responses to information provided by adult

1.1. Repetitions of adult's reactions to child's speech
1.1.1. Repetitions of expansions

1.1.1.1. Expanded
CHILD: Papa name Papa
ADULT: Papa's name is Papa, uh-hum.
CHIID: Papa name is Papa.

1.1.1.2. Unexpanded
CHILD: Just like cowboy.
ADULT: Oh, just like the cowboy's.
CHILD: Just like cowboy.

1.1.1.3. Reduced
CHLIID: Play piano.
ADULT: Playing the piano.
CHILD: Piano.

1.1.2. Repetitions of corrections

ADULT: What's that?

CHIID: A bear.

ADULT: A bear. No, that's the cat.
CHIID: Cat.
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Table 13. (cont.)

102.

1.3.

1.k,

1.1.3. Repetitions of augmentations

CHIID: I spilled it.
ADULT: You certainly did--on the floor.
CHILD: On the floor.

Repetition of new or difficult content
1.2.1. Confirmation of new information
1.2.1.1. Information requested by child

CHILD: What dat?

ADULT: A disk from a game.

CHILD: Disk game.

ADULT: From a game. Part of a game.
CHILD: Part geme? Part geme, Mommy ?

1.2.1.2. Information not requested by child

ADULT: It's sharp.
CHILD: Huh, sharp.
ADULT: Like a knife.
CHIID: Knife.

1.2.2. Apparent search for clarification of adult's utterance

ADULT: It fits in the puzzle someplace.
CHIID: Puzzle? Puzzle someplace?

ADULT: Turn it around.

CHILD: Turn around?

ADULT: No, the other way.

CHILD: Other way?

ADULT: I guess you have to turn it around.
CHIID: Guess turn it round. Turn round.

Repetitions of descriptions of the current situation

ADULT: Mommy's gonna make a cookie.
CHILD: Make cookie.

Repetitions of praise

ADULT: That's a good boy.
CHILD: Good boy.
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Table 13. (cont.)
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2. Child's responses to requests and demands from adult

2.1. Responses to expansion-questions
2.1.1. Expanded
CHILD: Pick 'mato.
ADULT: 'Picking tomatoes up?'
CHILD: Pick 'mato up.
2.1.2. Unexpanded
CHILD: Daddy desk.
ADULT: 'Daddy's desk?'
CHILD: Daddy desk.
2.1.3. Reduced
(no examples in Brown's corpora)

2.2. Responses to questions

ADULT: Did you find the penny?
CHILD: Find penny.

2.3. Repetitions of guestions

ADULT: Where did it go?
CHILD: Where Gid it go?

2.4, Responses to imperatives

ADULT: Be careful.
CHILD: Be careful.

3. Sound play and word play

CHILD: Who dat, Mommy?
ADULT: That's the tatooed man.

CHILD: Tooman. Tatoo man. Find too tatoo man. Tatoo man.
dat: Tatoo. Too man go, Mommy? Too man. Tatoo too man
go? Who dat? Read dat. Tractor dere. Tatoo man.

ADULT: Tatooed man.

CHILD: Tatoo man right dere. Too tatoo man. Funny too man funny.

Too tatoo man.
ADULT: Tatooed man.
CHILD: Who dat? Who dat? Tat ta tatoo man.
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In addition to the kinds of methods listed above, there are spe-
cific responses which can be made by adults.

Expansions. Middle-class American parents tend to expand their
children's utterances very frequently (Brown and Bellugi, 1964). If
you listen to sdults and children together, you will often hear the
adult imitating what the child says--but, in so doing, the adult fills
in the child's telegraphic speech and clarifies it; makes it into a
full sentence. For example, a child might say, "Play Momma slipper,"
and the mother will reply, "Play with Momma's slipper," adding a prep-
osition and an inflection. Or a child may say, 'Play piano," and the
mother will say something like, "playing the piano," adding an inflec-
tion end an article. Sometimes these expansions are given with a
declarative intonation, as if the adult were simply confirming what
the child has said ( 1.1.1). And sometimes they are given with a
rising intonation; for exemple, the child may say, "Oh no raining,"
and the mother may ask, "Oh no, it's not raining?" These "expansion-
questions" ( 2.1) appear to be a sort of communication check--tre
mother offers an expansion and seems to ack: "Is this what you had
in mind?"

The speech of young children has a peculiar force in eliciting
these sorts of expanded imitations from American middle-class adults.
Tt remains to be discovered whether this phenomenon is universal.
Brown and Bellugi report that: "Indeed we found it very difficult
to withhold expansions. A reduced or incomplete English sentence
seems to constrain the English-speaking adult to expand it into the
nearest properly formed camplete sentence" (196L4, p. 144). In their
data on two children it has been found that about 30% of the utter-
ances of the children called forth expansions from their mothers.
Interestingly enough, the mothers "imitated" their children about
three times as frequently as they themselves were imitated, for only
about 10% of the children's utterances were spontaneous imitations of
adults (Slobin, 1967).

Accordingly, an important type of imitation to look for is a
child's imitation of parental expansion of his speech. Brown's sub-
jects imitated expansions fairly frequently--about 15% of the children's
imitations in his transcripts are repetitions of expansions or responses
to expansion-questions. About 50% of the time the child expanded his
original utterance in imitating the expension ( 1.1.1.1 and 2.1l.1 in
Table 13) (Slobin, 1967).

Responses to children's imitations can be very revealing. For
example, one person may accept as an adequate imitation a response
that is considered inadequate by another. These differences in behav-
jor are very obvious in the language~instruction classroom.

Each time an imitation is recorded, the question must be raised as
to whether any response of the caretaker indicated that the imitation
was viewed as a success or not. It may be of course that imitations
are not evaluated at all.




k]

F g

Al

—

-

145

An elicited imitation situation might be especially enlightening
in terms of standards used. What does the trainer emphasize in repeated
modeling, if enything? Sometimes changes of rate or emphasis are used
by dissatisfied teachers, showing that they viewed some segment of the
utterance as inadequately imitated.

It would be valuable to collect some texts of speech to children
to discuss with the parents or other speakers in the context of the
attitude interview, to see if there is in fact any belief that such

behavior has a training effect.

These data alsc will be valuable for stylistic contrast with
functionally similar texts addressed to children at later ages, by the
same speakers, as part of the baby talk study.

Note that for this age as for others we need some time and setting
samples systematically established to allow assessment of the richness
of the verbal enviromment. Such samples must distinguish overheard
speech, speech addressed to the child for his passive reception, and
speech addressed to him with the demand that he respond in some way.

Responses to the Child's Speech. On page 40 of the Whiting et al.
Field puide (1965) there can be found a list of forms of reward and
punishment, vhich include many which may be used for speech socializa-

tion.

One of the rewards for speech is the maintenance of interaction.
At this age one might expect to find (1) differentiation by setting
and circumstance, so that children might be taught to keep quiet, or
to speck up (e.g. greet, thank) under specified conditions; (2) aif-
ferentiation by style, e.g. don't whine, speak quietly; beginnings
of speech etiquette (perhaps earlier this was confined to trying to
limit crying); (3) rewards for learning correct name or structure, or
correct imitation of sound.

3.4.3.4. Ioter Speech Stages

After the basic grammatical features of language are acquired, one
can look for the following kinds of phenomena:

Corrections of Remaining Deviations.

These may be idiosyncratic features, or they may bear on the learning
of style verieties, so that the child is taught to use a special form in

school, before company and so on.

In the attitude and belief interview (Section 1.6), some questions
were asked about what kinds of problems children still have aftver four
or s0. It may be difficult to locate actual occurrences of errors, in

situation sampling.
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Training in Specific Features of the Linguistic System.

For example, in American schools children are taught opposites,
and certain taxonomic hierarchies, and features of an organized vocab-
ulary. They may be given training in morphology as well.

Memorization.

Teaching of rhymes, songs, and stories with the demand for imitation.

Sociolinguistic Training.

Children may receive explicit instruction in routines- and in
selection from an appropriate repertoire according to situation,
addressee, and so on, In multilingual communities, in perticular,
one should observe caretaker behavior when the "wrong" language is
used.

3.4.3.5. Eliciting Devices

The preceding discussion was aimed at a check list or naturalistic
sampling of behavior in normal settings. Since many conditional
responses would not be observed, it may be an advantage to construct
situations, in order to observe what caretakers do.

For example, how much do the caretakers stimulate speech in chil-
dren by the various methods? One way to see would be to tell the care-
taker you want to get as much speech from the baby as possible, Then
see what the caretaker does.

What does the caretaker regard as "teaching”"? Instruction to the
caretaker that she should teach a specific 1list of new words (along
with the referred objects) would elicit some samples of teaching. The
same would work with teaching how to pronounce something new. In these
instructions, one can get the caretaker interested in getting a good
performance from the child, so as to be less conscious that she is
being observed.

Ask adults to (1) teach a story, (2) teach a child to perform a
task (3) give directions to the child. The first method was used by
Vera John in studies of narration. Children were told stories and
asked to repeat them. Measures of interest were in the child's
behavior, but such a method could also be used to study the care~
taker's behavior.

Hess and Shipman (1965) have used several methods of getting care-
takers to give directions. (1) The mothers were shown a set of blocks
varying in size, shape, color, and whether an X or O was painted on
top. The mothers were taught to sort into groups by the X/O and tall/
short categories. Then they were told to teach the child to sort the
sare way. (2) An "Etch-a-Sketch"” is & device with a knob for control-
ling vertical movement of a line, and another knob for horizontal
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movement. The mother was to move one knob, the child the other, in
copying designs given to the mother.

Hess and Shipman found great differences in the mother's behavior
in these situations. Some scarcely verbalized. Some gave directions
bit by bit, without getting the goal across to the child. Some talked
a lot, and got little out of the child either verbally or in perform-
ance. The children's verbal comprehension at age six was related to
the skill of the mother in getting speech from the children at age
four.

Courtney Cazden (1965) experimentally studied aspects of adult
response to child speech in search of types of response which would
especially facilitate grammatical development. In comparing the rate
of grammatical development of children receiving expansions of their
speech with that of children whose speech was simply responded to, she
found that just replying to children was as effective as expanding
their speech. In the experimental condition, the adult systematically
expanded every utterance of the child. Perhaps expansions were not
as helpful to grammatical development as was expected because, in this
situation of constant expansion, there must be some proportion of mis-
matches, or erroneous expansions based on the wrong interpretation of
the child's intent. Other varieties of adult response to child speech
are:

1) Replies. Cazden found that appropriate replies were effective
in aiding the development of the child's grammar, Note that not reply-
ing to a question would in some cultures be quite difficult or unlikely.

2) Continuing theme. The caretaker (or other child) maintains the
topic and continues the interaction by additional commentary: ''See
(B

truck." "Is it a big truck? That's a moving van.

3) Confirmation. '"Yes, that's an apple.” This may be simply a

repetition of the child's utterance.

4) Changing the subject, but maintaining interaction. Such a
procedure may teach what topics are appropriate for what situation
and may demonstrate who controls the topic of conversation.

5) Reduction. As Arthur J. Compton has pointed out (pers. comm.):
"At some point the child must also learn a rather complex set of dele-
tion rules which tell him what parts of his newly acquired phrase
structures are redundant expansions of foregoing utterances. It is
quite possible, then, that the adult reverses his strategy and begins
to supply the child with reductions rather than expansions.” (cf. dis-
cussion of tag questions in Appendix 1.3.4.)

6) Non-verbal reply. The adult may respond by providing the

goods and services requested, thereby reinforcing the request.
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7) Metalinguistic comment. "Don't say X." "X is a bad word."
Such comments may also be implicit in corrections.

8) Correction. Any expansior could imply a correction. The
investigetor should indicate what was changed in the correction or
expansion. Also, Slobin and Argoff have noted that a Russian mother
in the U.S. consistently translsted her child's English sentences into
Russian before replying. This constitutes an implicit correction.

What are the bases for semantic correction? If a child sees a
dog, and calls it a cat, he may in fact be using a semantic category
"animal."

The adult may simply confirm the child's category, or he could
ignore the child's comment, or he could correct the child, in one
of two ways. He might say, "it's an animal" or "it's a dog." In
most cases we have observed, the latter is done. That is, a label
from the same contrast set is selected and the assumption is made that
the name should be at the same level of abstraction as the erroneous
name. If a child calls a dime "a penny," the adult usually doesn't
say "it's a coin" or "it's money." Thus the child is taught to differ-
entiate first. It is assumed he knows one name and some exemplars, and
his overgeneralization is cut back by being given a new name for the
new member of a new class. In this way he learns a set of contrasts
at the same level of abstraction. (See Brown, 1958, for illuminating
discussion of level of abstraction picked by adults in teaching children
new words. )

Recent work on semantic anomalies (Robin Chepman, in progress)
suggests that if a child produces an odd sentence like "I'm drinking
carrots," adults might (1) assume the verb, rather than the concrete
noun is wrong (then their correction will preserve the noun and change
the verb) and (2) preserve the most concrete nouns.

Probably the most fruitful work on caretaker responses can be
done by working over tapes with the caretaker, and categorizing each
response to the child, in the field, with the caretaker's recent
recollection of the factors involved.
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3.4.4. FPormal Education

Formal education in our own culture plays an important roie in the
socialization of the child. Much of the child's time after age five or
six is spent in a formal classroom situation, and although the magnitude
of the influence of formal education upon the child can only be guessed,
it is most certainly great. Moreover, since most of the interaction
that takes place in the classroom is verbal, the child's acquisition of
language and of rules for speech behavior would also seem to be greatly
influenced. The study of formal education of the child, therefore, is
\ an important part of the study of the acquisition of language and lan-
guage use.

Although formal academic education plays a preponderant role in our
} own culture, it seems to exist in one form or another in most present-
day cultures. A complete study of formal education in any society would
require more time than the investigator is likely to be able or willing
k to spend, but the probable importance of such education in the acquisi-
] tion of language demands & certain minimum of observation of the educa-
tional process.

} An important observation to be made is whether or not the language
is studied as a subject itself, and, if it is, what kinds of things are
taught about language. Is the emphasis, for example, upon the structure
of the language itself, upon spelling, upon reading, upon correct pro=-
nunciation, upon the use of proper language in certain situations, upon
the learning of folk myths, tales, or history, and so on? How these
' topics are taught is an equally important question to be answered. If
a literary language and an everyday language both exist, it will be im-
prortant to note which is taught in a formal educational setting and
which is not.

L g

The age and sex of children who receive formal education should be
noted, as well as the type and content of the education received by each.
The amount of time spent in school and whether it is a day or a boarding
school may also be important variables.

. Since the ethnographer will not have the time to spend observing
classroom behavior in enough depth to obtain all the relevant information,
: it will probably be necessary to Juestion informants. An important

source of such information will be the school officials thenselves.

Since accounts from officials who probebly have vested interests are

4 likely to be highly idealized, nowever, it will be necessary to have

some cross-checks. Students should be questioned; information obtained
from them not only will serve as & check on official statements but also
may provide clues as to the children's views about and interpretation of
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formal education. Finally, some observations should be made of the
classroom situation by the investigator himself (as noted in Section 1.5.1.).

Probably in all cultures formal education of children is mich broader
than academic education. Some formal education is likely to take place
in all the areas in which the child is preparing to participate as an
adult. Much of this education will take place sporadically as the need
for it seems to arise and will have to be recorded as the investigator
is fortunate enough to observe it or as he obtains data from informants.

Formal education in adult activities that takes place in a prescribed
training situation will be easier to observe. Such education may include
not only training in activities such as boat-building or agricultursl
techniques, but also in such linguistic skills as the recitation of sha-
manistic formuiles, memorization of geneelogies, folklore, songs, and the
like. Again, methods of training should be observed. It may be impor-
tant, for example, whether a child is given a lecture on boat-building
or is permitted to watch master boat-builders at work and whether he is
permitted to ask questions. Since some division of labor is present in
all societies, all children will not receive instructions in the same
areas of endeavor. Information as to who receives what kind of iwstruc-
tion from whom should be sought. It will also be important to note at
what ages this education takes place and whether the children are seg-
regated from the rest of the community while being trained.

Certain occupations may have specialized vocabularies, which should
be recorded. Knowledge obtained by such training may be considered
secret knowledge and, if so, an attempt should be made to determine how
the secrecy is maintained, if it is at all, and what kinds of values are
held regarding this knowledge by both the initiates and the community
at large.

One important area in which some formal education is likely to take
place in most cultures is that of rites of passage and these rites should
be observed if possible.

All statements made to children regarding the proper use of language
may be considered to be linguistic education. Such statements will heve
to be collected as they occur, but the ethnographer can question infor-
mants as to the ideas and values they hold regarding the linguistic
education of children. Important questions in such investigation are:
Whet does the adult believe children of various ages are capable of lin-
guistically and what kinds of demands are made upon children according
to this expected capability? (For more detail see Section 1.6.) In what
areas is the child encouraged to demonstrate his linguistic abilities, |
and in what areas is he not so encouraged? In addition, what topics are e
children taught about and what topics ere they encouraged to speak about; \
in the child's social network who instructs the child linguistically?

The goal is to discover what kinds of linguistic skills the child is in- "
structed in, how this is done, when, and by whom, 4
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The following list of questions and suggested areas of possibly re-
levant topics is meant to serve as a guide to the investigation of for-
mal education and is by no means considered to be complete or exhaustivse.
Additional topies and questions will undoubtedly occur to the investiga-
tor and should by no means be igncred simply because they do not occur
here. Little is known of the effect of formal education on the acqui-
sition of an individual's primery language and therefore the restriction
of questions to be answered to any a priori hypothesis is not only dif-
ficult but may acutally lead to the overlooking of important and rele-
vant data. The following brief list of questions should not be allowed
to deter the investigator from following his intuition in the study of
other facets of formal education which he feels may have a bearing on
the acquisition of language.

I. If a formal system of academic education exists its structure should
be described in general terms.
A. 1Is education universal in the culture?
B. If not, who receives education and who does not?
C. How are these students selected and by whom?
D. What is the rationale for non-universal education if it exists?
E. Is education compulsory? How is this enforced?
F. At what age does the child begin his education? Why this
particular age?
G. When does the child attend school?
l. by each day
2. per year
3. 1in his school lifetime
H. Is the school a boarding or a day school? (If a boarding school
is used, how are the children housed?)
I. Are there grades in the school?
J. By what criteria are children advanced from one grade to ancther?
K. What is the administrative structure of the school system?
1. Is it a governmental, parochial, or private school?
2. How are the administrators selected?
3. Who are the teachers and how are they selected?
4. What kind of education do the teachers have?
L. What courses are taught? (Which are compulsory and which elective?)
M. How is the educational system financed?

II. Values concerned with education

A. 1Is an education, in general, believed to be necessary or advan=
tageous?

B. Is this true for everyone, or for some particuler part of the
society such as boys and not girls, or leader's sons and not
the children of the poor?

C. What are the specific advantages of having an education? E.g. is
education felt to lead to more prestige in the community, more
earning power, better able to interact with outside world, etc.?)
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Are there any disadvantages to having an education? (E.g. does
it lead to dissatisfaction with native life, too much responsi-

bility, envy on the part of others, leaving the community, etc.?)

Do sub-groups within the culture differ in the value they place
on an education? (E.g. do educated parents believe an educa-
tion is more important for their children than do uneducated
parents? Do commnity leaders think education more important
than the rest of the population does? 1Is there a traditional
progressive split in the community with different values ~on-
cerning education in general or types of education? etc.)

Are some types of education considered to be more prestigeful
than others? (E.g. is an academic education more prestigeful
than an education in boat building?)

Language Instruction

A.

Is some sort of linguistic analysis of the language taught?

1. Are students taught to analyze sentences by parsing
them into functional corponents such as subject, verb,
object?

o. How is this done, by parsing and diasgraming sentences,

for example?

Does the teacher do the analysis or do the students

participate?

If there is student participation, is it oral or written?

Are students given practice constructing morphologically

and syntactically well formed sentences?

. Are students encouraged to memorize such things as
paradigms of verbs? 1Is this done by rote or some ana-
lytical basis which is made explicit by the instructor?

Is spelling taught in the school?

Is reading taught?

1. What is the relation of the seript to the sound structure
of the language? To lexical representation?

5. When does reading instruction begin?

3. How long does it take the average child to learn to read?
How much variation is there between children? How well
do children of different ages read?

4., Is reading taught by rote memorization of words or by
some sort of phonic system?

5. What is the size of the vocabulary introduced in the
first year, etc.?

6. How different is the pronunciation used in reading from
pronunciation used in natural speech? How different is
the grammar of the primers from the grammar of the

' children?

7. What is the role of oral reading as against silent
reading?

8. 1Is reading taught only as a utilitarian skill, or is
there emphasis on aesthetic values of reading ( appre-
ciation of literature, etc.)?
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9. What do children feel about learning to read as com-
pared to other subjects in school?

3 10. Does the child's phonological system change when he

3 learns to read? Is there evidence for change in

underlying lexical forms?

a D. Are students encouraged or required to write original compo-

? sitions, stories or poetry?

- D. Is there any training in oral skills such as conversational

‘ techniques, story-telling, or speech making? If so, what

] form does this training take? (Does the teacher lecture on

y proper technique, do students mske speeches, are there de-

bates, discussions, arguments, etc.?)

j IV. Use of language as a teaching methodology
A. Is the classroom situation usually that of teacher lecturing
- and students passively listening or do students sometimes
recite?
~ 1. What is the percentage of time of teacher lecturing
and that of students reciting?
2. If students sometimes speak in the classroom, what is the
- nature of their participation? That is, is it done
formally with the student raising his hand and standing
- to say what he has to say, or.is there some kind of
free discussion?
3. What is the style of speech used in the classroom?
(E.g. is it formal, polite, colloguial, etc.?)
[} B. Are there positive values placed on speaking ability in the
classroom? If there are, what kind of speaking is most
valued? (E.g. poetry, formal style, rhetoric, argument, etc.)
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3.5, USAGE AND STYLES

3.5.0., Introduction

Language is never used in a social vacuum, Even private uses of
language may involve topical and code restrictions which can be pre-
dicted from social variables. In this section we have selected a
diverse set of usage categories for discussion. The following points
should be borne in mind:

1) 1In every speech community, there are differences between groups
of sEeakers: In complex societies in which there is minimal contact
between some sub-groups during socialization, there may be different
vernaculars acquired during the pre-adolescent period. Even when all
factors in a speech situation are the same, these speakers will differ
in their everyday vernacular. In some contact groups or mobile groups

children may learn more than one vernacular, and this may be carried
to the point of multilingualism,

A special case of speaker difference occurs when the society
prescribes that some set of speakers must employ a different speech
variety, e.g. women's speech. In such a case, which does not arise
from communicative isolation, all members of the community must be able
to understand such speech, It is possible that a man could teach a
girl to use women's speech, just as nuns can teach a male role to

orphanage boys.

Age-grading of speech may result in another type of speaker dif-
ference. In such cases the speech pattern is learned from slightly
older children or peers, an example being the "basilect" noted by
William Stewart in Washington, D.C. (in Shuy, 1964). In these cases
the speaker's everyday vernacular changes with age along with other

age-graded behavior.

2) A given individual may control several speech varieties if
he occupies more than one status in the society. For example, he may
use one speech variety at home and anmother at work, even when addressing
the same persons, e.g. a brother who is a co-worker., These differences
have been labeled variously; if they are limited to a few lexical items
they are called "occupational jargon'; if they permeate the morphemic
stock without special semantic selectiveness they are called "diglossia"
or "multilingualism''; if they influence the lexicon partially, and the
phonology and grammar slightly they may be called "style variationm,"
An example of style variation is baby talk, used in addressing infants
and sometimes pets and lovers.

3) In a differentiated society not all individuals control or
understand fully all speech varieties. Occupational variation may

Section 3.5.0 was written by Susan M., Ervin-Tripp.
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isolate some groups of persons who have a high frequency of communica-
tion and special semantic concerns. Whether the speech variation in
such cases is acquired through formal education or informal assimilation
depends on how the occupational specialization is transmitted, and how
it is valued in the larger society.

In addition to the semantic needs of specialized occupations,
there may be values attached to ritual preservation of old forms, and
only a limited ségment of the population meay learn their meaning. Or
secrecy in communication may be valued, as in deviant behavior, or
the mere marking of membership, as in the case of children's secret
languages.

4) Language is used by all speakers for a variety of functions.
These are not always communicative in the conventional sense: children
may engage in pre-sleep monologues or may play with nonsense sound
sequences. As children grow older their pleasure in the manipulation
of various features of language may lead to complex forms of verbal
play and verbal art. Some of these forms have entered into the common
culture of children and of adults and are transmitted socially either
by elders or peers. Another speech function discussed below is the
use of speech for acts which cannot be performed except by speech, i.e.
"speech acts" such as promising.

5) 1In all languages there are rules about when to speak and when
not to speak, and in some situations there are rules about particular
forms to be used or avoided. These rules may be called speech etiquette.
Forms required, for instance, may include greetings, thanks, apologies,
address rules. Forms avoided may be some types of address and reference
in given situations, or taboo words, whose usage is limited according
to speaker or situation,

6) As with other skills, proficiency in language use is not the
same for all members of any society, though it is often assumed that
language competence is the same for everyone. Clearly there are dif-
ferences in both aptitude and experience which affzct many facets of
language use and comprehension as well. These differences may be
increased by special training or specialized rewards for skill in
certain functions of language such as verbal art, word play, or
persuasion.
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3,5.1. The Acquisition of Usage Patterns

The child's effective participation in speech events presupposes
the mastery of a much wider proportion of the communicative resources
of his speech community than such core features of his language as its
phonological and grammatical systems. He must also learn the rules
that prescribe the way his language is to be used, The usage patterns
of a language are governed by social norms, The "correctness" of any
utterance may be judged in terms of its groammaticality in a pure lin-
guistic sense or in terms of its appropriateness as measured by social
norms. Thus, "Give me the book, John'" may be grammatical in the first
sense but socially inappropriate when the speaker is Tommy, aged seven,
and the addressee is his father, In order to behave as a native speaker
in any speech community, it is necessary to adhere to both these types
of conventions,

When it is possible to say the same thing in more than one way,
we usually find that the selection of one alternative over another
carries social meaning., The use of one variant may convey information
about the social identities of the interlocutors and the social defini-
tion of the situation in which the speech event occurs. The linguistic
markers of social variants differ in the manner in which they are
encoded, In linguistically homogeneous speech communities social
meaning may be conveyed by subtle shifts in phonology and grammar or
by the choice of one lexical alternative over another. Similarly,
alternations between unrelated languages in multilingual societies
may occur in response to particular kinds of social norms (Gumperz,
1965b).

Multilingual speakers may lack voluntary control over accent, but
they can make some voluntary code selections. Attitudes toward main-
tenance or loss of a language involve a complex of beliefs about group
identity, which for some groups is centered about language (Fishman,
1966; Hymes, 1961, 1962), In a given situation, language, dialect,
or style selection can be predicted from a variety of features, in-
cluding participants, topic, and situation (Gumperz, 1964a,b; Herman,
1961; Rubin, 1962). In addition, many unconscious types of code-
shifting occur (Diebold, 1961, 1963; Gumperz, 1964b) even by speakers
considered "monolingual,'" Whether the borrowingsare phonologically
integrated or not may be significant. (For members of a bkilingual
community, the two languages tend to be merged at certain levels. In
extreme cases, a few lexical selections or even grammatical morphemes
may survive as the only markers of group membership or role definition
[ Gumperz, 1964a].)

Patterned speech behavior activated by status criteria has been
mentioned frequently in the literature. Anthropologists, in particular,

Section 3.5.1 was written by Claudia Mitchell and augmented with notes
from John J, Gumperz.
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have made reference to this aspect of speech behavior in discussing

the patterned behavior that occurs between kinsmen in many societies,
Status is used here to refer to any social identity an individual
assumes® with which is associated a fairly well-defined set of behavioral
expectations. The specific points of reference a society selects for

the assignment of status vary from culture to culture; such criteria as sex,
age, and kin relationship, however, are extremely widespread, In more
heterogeneous societies class and occupational affiliations are fre-
quently used as points of reference for the ascription of status. It

is often possible to specify, at least normatively, the type of

behavior that can occur between one member of a group and another on

the basis of the culturally defined behavioral expectations that
accompany the status positions of both, as mediated by the circumstances
under which the interaction occurs. Behavioral expectations include
various kinds of affective states that are associated with status
relationships, such 8¢ intimacy, solidarity, enmity, affection, and

the like.

Within any given group interaction between one individual and a
socially relevant alter may be governed by loosely defined rules or by
extremely rigid conventions, Geertz (1961) notes that in Javanese
society no interpersonal contact is possible without a clear definition
of status. The behavioral expectations governing interaction between
members of a group often determine the content and nature of the verbal
exchange that may take place. Here, again, the rules may be lax, and
tolerance for deviation may be considerable, or the rules may be ex-
tremely rigid in the specificity, consistency, and constancy they
require. These rules of usage run the gamut from the familiar pre~
scriptions on proper forms of address to conventions that include
conversational taboos on particular topics between certain inter-
locutors.

Appropriste usage patterns for the members of a speech community
tend to be status specific. In any community there may be rules of
usage that are associated with the generalized status of adult, rules
that are expected to be understood and observed by all adult speakers.
Rules of usage may be differentiated according to other status criteria
such as age, sex, rank, and the like. Thus, Javanese interlocutors
must adjust their style of speech to the appropriate level of politeness
according to their relative statuses, Violations of rules of usage

' may have a variety of interpretations. For example, in a stable
society with strict rules governing the use of respect forms the use
of a form of deference toward a person lower in status may be inter-
preted as patronizing. In more heterogeneous societies improper
usage may mark one as a member of a less cultivated group.

It is important to point out here that any utterance in any society
is always judged both in terms of grammaticality and in terms of its

*7¢ is important to note that an individual may enact different
identities at different times,
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social appropriateness. What is peculiar about the Javanese situation
pointed out above is that (1) rules are status determined and rigid,

and (2) status differences are symbolized at the morphological level.
However, in other societies rules may be less rigid and may be symbolized
by lexical or stylistic variation; nevertheless, they do exist and must
be determined.

Probably one of the best ways of learning about rules of usage is
by observing what happens when they are violated. Violation of rules
of grammaticality lead to loss of intelligibility but do not necessarily
create ill will, Violations of social rules frequently do generate
i1l will, This is implied in comments like, 'Who does he think he is,
talking to me like that"; "He's puttin on airs"; "I'll wash your mouth
out with soap."

The child's complete enculturation into his speech community
necessitates his mastery of the social norms that signal the appropriate
use of variants, as well as his proficiency in adapting verbal behavior
to relevant social cues. A description of his linguistic socialization
must therefore include his acquisition of sociolinguistic skills.

(For example, when does role playing begin? Do children talk differently
to their peers, to younger children, and to their parents? When do
children show different attitudes towards speakers of other dialects

or languages? Studies by Lambert and collaborators (Anisfeld &
Lembert, 1964; Lambert, 1967; Lambert et al., 1966) show that ratings
of accented speech are sensitive indicators of intergroup attitudes
--even in children., Lambert's technique of gathering attitudes towards
tape-recorded speakers using different accents, dialects, or languages
would be a useful device to employ in the field. In applying this
technique, the listener does not know that he has heard the same
individual speaking in two different ways, and rates each "guise" as

a separate person., LSee Section 2.1.7.]{

A developmental study of usage patterns may be approached from at
least two viewpoints, Given a particular set of adult norms, child
language may be described in terms of a progression toward the mastery
of the adult system of usage. Child speech, however, may reflect
age-graded usage systems which are not clearly relatable to adult norms
in terms of stages of acquisition. Child speech at a given time, then,
may reflect either, or more likely both of the above.

Data Collection and Methodology

For a number of reasons we suggest that the sociolinguistic
aspect of language development be left until the second half of the
field stay. First of all, it is hoped that by this time the investi-
gator will be fluent enough in the target language so that the problem
of detecting variation will have been reduced., Should the language
problem still remain a major barrier, the investigator will have had
time to train a native assistant to help him, Secondly, the investi-
gator will have been present long enough to possess some kind of




160

social identity in the community. Even if the investigator remains an
noutsider" throughout his field stay the members of the cornunity will
have evolved some basis for interacting with him, This will help to
provide a frame of reference for interpreting the interaction which
takes place between the investigator and members of the community.
Thirdly, the investigator will hopefully have learned enough about
the speech habits of the group to pick some problem which is feasible
to research developmentally. It should be emphasized that the alert
investigator will probably have no problem in collecting interesting
sociolinguistic facts about the people he studies. 1f, however, he
wishes to return from the field with something other than a large and
interesting collection of disconnected facts, his research at some
point must become problem-oriented.

The nature of the field situation itself will be permissive or
restrictive in terms of researching particular problems. Such factors
as the heterogenity or homogeneity of the community, its urbal or
rural location, its size, the accessibility or inaccessibility of
certain segments of the population, social stratification, etc., will
play a major role in dictating the type of research which it will be
possible to undertake.

While detailed linguistic analysis can be left until later, the
investigator can collect certain kinds of valuable ethnographic infor-
mation fairly easily. For example: How do natives tell that someone
is from a certain locality, belongs to a certain class, etc.? What
stereotyped pronunciations, or other types of usage, are recognized?
How many dialects are there and how are they recognized? The field
worker should also ask to be taught proper speech etiquette for inter-
acting with various kinds of people. Also, most natives spend a great
deal of time arguing about etiquette, and disputes about etiquette can
be profitably analyzed, Informants can also be asked to act out other
roles for the investigator.

Components_of Speech Events, Since we are interested in usage
patterns which carry social significance in some way, we wish to provide

a framework for the analysis of speech events. A useful way of describing |

speech events is to specify: (1) a sender, (2) a receiver, (3) a message
form, (4) a channel, (5) a code, (6) a topic, and (7) a setting (Hymes,
1962; for a more detailed discussion of communication events see Hymes,
1964, pp. 13-25). This fnitial "etic" framework may be used to describe
speech events formally in terms of these components. We are concerned
here with the manner in which the social identities of sender and
receiver and the social definitions of settings affect message form,
channel, code, and topic, and also with the manner in which these
factors affect each other. The social appropriatencss of any utterance,
then, may be measured in terms of the effective manipulation of message
form, channel, code, and topic according to social conventions and the
adaptation of these factors to the social norms that constrain their
usage in relation to the interlocutors and the setting.

=
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We underscore social because the interpretation of usage patterns

r must be set within the frame of reference of native categories. The

L investigator, in describing patterns of usage, must in some way be

able to relate these patterns to the social meanings they carry. The
major question to be determined is: What distinct speech events are
recognized by the natives? For example, are there linguistic differences
between table talk and ordinary conversation, a political address, a

- sermon, and so on? The components of speech events listed above are
important in describing the distinctions between locally recognized

- speech events,

| I1f, for example, an investigator discovers marked differences in
! the speech of ten individuals with whom he has come in contact, he may
go about discovering the social meaning of these differences in the

» following way. The variations could possiktly be tied to a number of

! variables, such as the age of the informants, their sex, occupation,
social rank, their history of residence, the setting of the encounter,

. whether or not the individual was bilingual or monolingual, etc. For

this reascn it is necessary for the investigator to collect certain

- background information about each informant and describe in as detailed

a fashion as possible the settings and situations under which his data

were collected. This plethora of detail may become unnecessary when

the investigator discovers the socially relevant dimensions which co-

vary with usage patterns,

Some Suggestions on How to Begin. Prior to entering the field the
investigator should consult the literature to determine if any infor-
mation is available on this topic for his area. This may also be an
| important criterion in the selection of future field sites, since
= previous sociolinguistic studies and ethnographies can provide a
framework for a more comprehensive attack on the learning problem,

The investigator must involve himself as a participant observer
in a variety of situations and get to know a variety of people in order
=) to avail himself of ready-made sources of data on speech variation.
His best means of verifying any hypotheses he may entertain will be
through observational data.

Ef Adult Speech. Before a description of the child's language

. acquisition can be undertaken, the conventions of the adult members of
the group must be described. A complete sociolinguistic description

i of these usage patterns would necessitate an intensive study of verbal

j interaction between members of the adult community. It would require,

in addition, a variety of subtle manipulations on the part of the

- investigator to tap areas that are not easily verbalizable by native

‘} speakers as well as areas about which there is a great deal of cultural

: sensitivity, Such a study is beyond the scope of an investigator
undertaking the type of description we suggest in this manual. It is

1 important, however, for the investigator to research any given topic
chosen among the adult members of the community, It will be informa-

tive whether or not he finds a clearly progressive learning process




or discontinuities which reflect discrete age-graded systems of usage
or reveal a process of change. Indeed such conclusions cannot be
drawn in the absence of such data.

1f there is published literature on the group to be studied the
investigator may be fortunate enough to pick a problem and work out a
preliminary research design before going to the field. For most re-
searchers this will not be the<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>