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From the Editor

The launching of The Japan Journal of Multilingualism and Multiculturalism marks another milestone in the
development of JALT (the Japan Association for Language Teaching) and its National Special Interest Group
(N-SIG) on Bilingualism. The movement to focus on the issues that arise when languages and cultures come
into contact was launched with the first Colloguium on Bilingualism at the 1985 JALT intemational conference. -
The Colloquium was the brainchild of Yamamoto Masayo and her husband Jim Swan, both English teachers
experiencing “life with two languages" in their classrooms and at home with their two bilingual children. Feeling
that JALT members could better understand the process their students were undergoing as they learned foreign
languages, that they might benefit from increased awareness of the phenomenon they themselves experience as
foreigners living in Japan or as Japanese teaching a foreign language, and that those who were parents of
potential bilinguals could make more informed choices about their children's upbringing, for 10 years Masayo and
Jim arranged for a wide range of research on bilingualism to be presented at the Colloquium.

The pair also struggled to gain formal recognition for the N-SIGs in JALT; as a result, in June 1990
Bilingualism was one of the first N-SIGs to be inaugurated. That August, as N-SIG Chair, Jim began editing the
group's first newsletter, N-SIG Nificance. With enthusiasm for the group building, duties were gradually devolved.
John Dean took over editorship of the newsletter in 1991 and saw it through its transition to its current bimonthly
form and its new title, Bilingual Japan, in 1992. Since January 1993, Stephen Ryan has edited the newsletter,
building it into a hefty publication packed with stimulating material pertaining to language and culture contact.
Stephen also developed the Bilingual Resource, a bibliography and lending library for members, and in 1994, he
compiled the N-SIG's first monographs, one in English and one in Japanese.

When the N-SIG guest-edited a special issue of the JALT monthly magazine The Language Teacherin May
1995, the many submissions made us realize the need for a forum to publish research beyond the scope of the
newsletter. Only the generosity of the founding sponsors—listed on the inside cover—made this venture financially
possible, however. And only the capable and dedicated efforts of the editorial board—-Sandra Fotos, Kathleen
Yamane and Stephen Ryan--made it possible to establish a thorough blind review system to ensure the quality of
our feature articles. | would like to take this opportunity to thank all those whose efforts have helped make this
publication possible.

This inaugural issue begins with a study by Sandra Fotos on an aspect of bilingualism that is often viewed
by monolinguals as problematic. Her findings offer insight into the functions of codeswitching that may help
language teachers view this phenomenon with greater tolerance. Next, Laurel Kamada presents the resuits of a
longitudinal study on teaching a developing bilingual baby to read. Then Nakagawa Hitomi examines one aspect
of a bilingual child's linguistic skills: the ability to distinguish between the Japanese and English systems for
answering negative questions. In his message, N-SIG Chair Steve McCarty presents the results of two studies
intended to give a clearer picture of the kinds of research the N-SIG has presented to date and the topics that
members are interested in. The issue then closes with reviews of two new books in the field that should prove of
interest to readers. We sincerely hope this issue will not only stimulate greater interest and research in this field,
but also make readers look forward to future editions of this fledgling journal.

Mary Goebel Noguchi, Editor
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Japanese-English Conversational Codeswitching
in Balanced and Limited Proficiency Bilinguals
Sandra S. Fotos
Department of Economics, Senshu University, 2-1-1 Higashi Mita, Tama-ku, Kawasaki 214 Japan

This paper compares language alternation, or codeswitching, in two types of English-Japanese bilinguals: Balanced
bilingual children and limited-proficiency bilingual Japanese university EFL learners. The type and frequency of
items switched and the function performed by the switch in the discourse were examined, with the results of the
two studies of very different Japanese-English bilinguals showing similar trends. In both data sets, switches
were mostly grammatical regardless of the direction of the switch. Single items were most frequently switched,
but both groups showed skill in switching dependent and independent clauses. Conversational codeswitching
took place for the functions of emphasis, clarification, getting and holding attention, identifying particular topics,
reporting speech, signalling that a repair to a previous utterance would follow, and making part of an utterance
prominent and dramatic. These findings are consistent with the results of other studies of codeswitching in a
variety of languages. Furthermore, even though the EFL learners were less proficient in their second language
than the balanced bilingual children, they were able to switch successfully. Both the EFL leamers and the
children skillfully used codeswitching to make their speech salient to their interlocutors and to enrich and vitalize
its quality.
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Introduction

It has been estimated that over half of the world's population is bi- or multilingual (Romaine,
1989), with one-third speaking English as a first or second language or learning it as a foreign
language (Crystal, 1985). Furthermore, the already high frequency of urban inter-language contact
caused by migration and the growing impact of English as a world language is suggested to be on the
increase at an even faster rate (Kachru, 1994; Koll-Stobbe, 1994). As a result, the study of contact
linguistics has become an important new field of sociolinguistic investigation (see Eastman, 1992 or
Kachru, 1994). Itis curious that, despite these compelling facts, the dominant paradigm in language
instruction—traditionally derived from a monolingual perspective--has remained unchanged. Theories
of language acquisition, language learning approaches and pedagogical methodologies continue to
be built on the premise that the learner speaks only one language, hence the term "second language
acquisition." However, it is clear that a flexible multilingual perspective on language use and education
is more representative of the real-world situation. As linguistic diversity becomes the recognized
norm, there is an increasing need for all varieties of bi/multilingual research to inform the development
of new approaches to language learning and maintenance in multilingual populations.

The following paper presents research on language alternation within the same utterance, or
codeswitching.  Aithough this aspect of bilingualism has been particularly confounding to many
monolinguals, the practice of mixing languages is not only common and acceptable, but is an important
communication strategy in multilingual communities (see Eastman, 1992; Heller, 1988; Myers-Scotton,
1992a, 1993a; Nishimura, 1992). The setting for the research reported here is Japan, a country
which has traditionally-and erroneously—considered itself to be linguistically and cuiturally
homogeneous (Maher & Yashiro, 1995’). As bi/multilingualism increases in Japan, it is important to
develop an understanding of its various aspects, including the nature and function of codeswitching.
The following report analyzes Japanese-English codeswitching in two types of bilinguals: those with
equal proficiency in their two languages, and those with only limited proficiency in English. Before
proceeding with the discussion of the study, however, it is felt useful to present a review of research
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on the nature of bilingualism, its effects on cognitive development, and the cumrent understanding of
the nature and function of codeswitching.

What is a Bilingual?

Researchers have proposed various definitions of the term "bilingualism" (see, for example,
Baker, 1988; Cummins & Swain, 1986; Grosjean, 1982; Hakuta, 1986; Heller, 1988; Myers-Scotton,
1993a; Romaine, 1989), but one of the simplest and most inclusive is given by Valdes and Figueroa
(1994, p. 7): Bilingualism is the condition of knowing two languages rather than one. This definition is
often thought to imply equivalently high levels of proficiency in both languages. However, such
"balanced bilinguals" or "ambilinguals” are actually quite rare (Tickoo, 1993). Most bilinguals tend to
be more proficient in one language than the other. Thus, researchers have come to accept that a
person may be called bilingual even with very limited proficiency in the second language (Valdes &
Figueroa, 1994).

It is also recognized that bilingualism is not a unitary construct. It varies between individuals and
even within individuals depending on the requirements of a particular situation, the language preference
and the individual's perceived linguistic strength (Valdes & Figueroa, 1994). This fact has not been
appreciated until quite recently and, as one researcher notes, "many misconceptions about bilingualism
have arisen because of failure to calculate the complexity of the bilingual phenomena" (Stefanakis,
1991, p. 139).

A number of typologies and classification systems for bilinguals have been proposed based on
differences in the nature of the bilingual experience, particularly the age at which the second language
is acquired and the reason for becoming bilingual. For a summary of research on this topic, the
reader is referred to Valdes & Figueroa (1994). ’

The Effects of Bilingualism on Cognitive Development: The Historical View

From the eary 19th century up to the mid 1950s, the common belief was that bilingualism had a
harmful effect on intellectual development. Writing in 1890, one Cambridge scholar summed up the
prevailing view of a bilingual person:

Unity of mind and character would have great difficulty in asserting itself. intelligence
and spiritual growth would not . . . be doubled but be halved . (Laurie, 1890, p. 15).

In the 1950s, an American psychologist wondered whether "speech facility in two languages is worth
the consequent retardation..." (cited in Hakuta, 1986, p. 14).

These are strange remarks when we consider that the European aristocracy was traditionally
multilingual and that the ability to read Greek and Latin and to chat in "cultured" languages was part
of the curriculum of elite education systems for hundreds of years. However, the bilinguals referred to
in the quotations above were not Anglo, but rather non-English speaking immigrants, particularly
those attempting to enter England and the United States at the turn of the century. In contrast,
language majority bilinguals (speakers of English as a first language) were not considered to be
particularly disadvantaged (Cummins & Swain, 1986). To be fair, it should be noted that the early
research tended to support a negative view of bilingualism. However, this was the same type of
research that suggested that people's cranial capacity, body build or head shape determined their
intelligence, and deficiencies in sampling, testing, experimental design and data analysis have
invalidated such early findings (Baker, 1988; Gould, 1981%).

From the middle 1950s, research on bilingualism entered a period characterized by more careful
investigative procedures. Using improved methodology and controlling for socioeconomic variables
such as class, education and income, it was found that monolinguals and bilinguals did not differ
significantly in intelligence (Baker, 1988). Consequently, bilingualism was no longer thouight to have a
detrimental effect on cognitive development.

In the mid 1960s, another major shift in view occurred. Studies comparing French-English
bilinguals with monolinguals showed very positive results (for example, see Peal & Lambenrt, 1962).
Such studies suggested that the bilinguals had greater mental flexibility than monolinguals, were able
to think more abstractly and were therefore superior to monolinguals in concept formation. Furthermore,
the bilingual environment was suggested to be more enriched, giving bilingual children extra stimulation
and enhancing their IQ development. Finally, a positive transfer etfect was suggested to occur
between the two languages, this also benefiting cognitive development. However, it should be noted
this research has been criticized as being overly optimistic (see Baker, 1988), and later findings are
more cautious in their claims. .

6

[C Japan Journal of Multilingualism and Multiculturalism, Volume 1 3

ERI

Aruitoxt provided by Eic:

»



Q

ERIC

Aruitoxt provided by Eic:

Recent Perspectives on Bilingualism and Cognition

The current view of the cognitive abilities of bilinguals as compared to monolinguals is presented
in research reviews by Ambert (1991), Baker (1988), Cummins & Swain (1986), and more recently by
Valdes & Figueroa (1994). The latter authors note that there has always been the assumption that
bilinguals differ from monolinguals, whether positively or negatively. Summarizing current research,
they report that differences have been found in three main areas: (1) In cognitive development; (2) in
the nature of brain hemisphere involvement in the learning and processing of first (L1) and second
(L2) languages; and (3) in the nature of information processing. However, studies to date are inconclusive
and the exact nature of these difference has not yet been elucidated.

One of the most comprehensive explanations for the relationship between bilingualism and
cognition has been presented by Cummins (1984) in his discussion of bilingual education and academic
achievement. He holds that there may be both positive and negative consequences from being
bilingual, and that the dominant effect will depend on the individual's level of proficiency in the two
languages. Called the Thresholds Theory, Cummins' argument proposes that the bilingual's level of
competence in the L2 is the critical variable in determining whether bilingualism is negative, neutral or
additive in terms cognitive skills. A balanced bilingual is suggested to have a cognitive advantage
over monolinguals, whereas a bilingual with limited proficiency in the L2 may not differ from monolinguals
or may be disadvantaged if the L1 is also not well developed.

There is a large body of research on bilingual education, particularly in Canada and the U.S., but
this is not the focus of the present report®. Here, only one aspect of bilingualism will be considered,
and that is codeswitching, or the use of more than one language in a single utterance.

Research on Codeswitching

Codeswitching has attracted considerable attention over the years because it "violates a strong
expectation that only one language should be used at any given time" (Heller, 1988, p.1). During the
1950s, when research first began, it was assumed that codeswitching was random and was the sign
of someone who couldn' talk fluently in either language—the so-called "semilingual."* Switching was
regarded as abnormal and bad in nearly every society in which it occurred, probably because of
underlying ideologies of linguistic purity (Milroy, & Milroy, 1985). However, 35 years of research has
shown that codeswitching is systematic and rule-govemed, and serves important sociolinguistic
functions. Today, codeswitching is recognized to be a legitimate form of communication for people
who live in multilingual communities and is investigated as an important urban contact phenomenon.®

Two main lines of research on codeswitching have developed. The first is linguistic research on
the syntactic nature of the switch. Such research examines the part of speech which is switched,
usually in relation to the speaker's linguistic proficiency, and also investigates the type of constraints
on switching which function to maintain grammaticality during the switch. The general conclusion is
that codeswitching is almost always grammatical (Myers-Scotton, 1993b) and, therefore, its nature is
determined by the individual's fluency in the two languages. Less-proficient bilinguals tend to switch
single items, such as nouns or idioms, because such switches are structurally less integrated into the
discourse and do not require much proficiency (McClure, 1977; Poplack, 1980). On the other hand,
proficient bilinguals are able to switch grammatically at the sentence level or even within a sentence.
In general, though, it has been found that nouns and other single-item switches tend to be the most
common, regardless of the languages used or the proficiency of the speakers (Meisel, 1994).

In contrast to the historical view of codeswitching as ungrammatical and haphazard, switching is
now acknowledged to be so grammatical that it has become an important research tool for investigating
rules of syntax, i.e., pronoun placement in different languages (Jake, 1994). Codeswitching is also
used to study principles of Universal Grammar®, particularly grammatical constraints (see Belazi,
Rubin & Torivio, 1994 or Meisel, 1994). Several specific constraints on switching have been found
(summarized in Belazi, Rubin & Torivio, 1994 and also in Myers-Scotton, 1993b). One is the free
morpheme constraint, which states that a switch cannot occur between a lexical item and a bound
morpheme like -ing or the past tense -ed. A second is the equivalency constraint, which states that
there should be the same type of word order around the switch in both languages. Although these
constraints were found to hold in switches of syntactically similar languages such as Spanish and
English (Poplack 1980; 1981), studies of syntactically dissimilar language switching show that these
and other local constraints are not always observed (Myers-Scotton, 1992b, 1993b"). However,
switching always remains with in the framework of Government and Binding, constrained by the
operation of Universal Grammar (Belazi, Rubin & Toribio, 1994). ]

The second line of research on codeswitching studies the sociolinguistic function performed by
the switch. At the group level, such research investigates switching for the establishment and
maintenance of social relationships. This is called situational codeswitching (Dabne & Billiez, 1986;
McCiure & McClure, 1988; Myers-Scotton, 1992a; 1993a) and it is often analyzed through Speech
Accommodation Theory (see Genesee & Bourhis, 1982). Situational switching depends on the
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setting and the roles and relationships of the people invoived.? In some contexts, switching is normal
and expected, and a phrase from linguistics is used to describe it: Switching is unmarked. In other
contexts switching is unusual and unexpected, so it is marked (Myers-Scotton, 1992). In this case,
the switch is deliberately used to send messages about social membership, status and power.

The second type of sociolinguistic codeswitching is the focus of this paper: codeswitching at the
individual level or conversational codeswitching. Here, researchers study how people use switching
as a personal communication strategy to organize and enrich their discourse. In a conversation,
codeswitching can perform a number of discourse-enhancing functions for the speaker. ® For example,
a language switch can be used to indicate a particular topic. Bilinguals often tend to discuss certain
topics only in one language and not in the other. They may also switch languages to signal that the
topic has changed. Switching can be used to call attention to and dramatize key words during the
course of a conversation (Auer, 1988; McClure, 1981; Valdes, 1976) and it can also be used to
emphasize a statement by repeating important items in the other language. Bilinguals can use
codeswitching for clarification by switching and elaborating on a confusing statement in the second
language. Switches can also be used to set off reported speech, while codeswitched discourse
markers can be used to attract and hold attention during speech in the other language.

Regarding this last function, it is interesting to note that even within monolingual speech, events
or stories are often set off or “framed" (Goffman, 1986) by the use of short utterances such as 'well'
or 'so’ placed at frame boundaries (Gumperz, 1982; Tannen, 1984). In bilingual speech, the discourse
markers which distinguish frames are usually codeswitched (Koike, 1987; Nishimura, 1995). It is
even possible to emphasize the difference between personal feelings and objective issues within the
same conversation or frame by discussing feelings in one language and factual or objective events in
the other.

A number of interesting studies exist in this area, particularly on narratives. Such research
shows how switching can increase the dramatic effect of a story by focusing and holding the audience's
attention and moving the action atong. *°

Research Questions

At present there are only a few studies of Japanese-English codeswitching (Azuma, 1987;
Fotos, 1990; 1994a; Loschky, 1989; Nishimura, 1992; 1995), and several of these have been of Nisei,
second generation Japanese-Americans (Azuma, 1987) or Japanese-Canadians (Nishimura, 1992;
1995). The findings have been similar to those previously discussed for switching in other languages:
grammaticality is maintained and switching serves a number of sociolinguistic functions. "

A few years ago, the author conducted a limited study of codeswitching in four bilingual children
determined to have high levels of proficiency in both English and Japanese. The study examined the
direction of the switch, what part of speech was switched and what function the switching served in
the conversation. it was found that the balanced bilingual children maintained grammaticality regardless
of the nature or direction of the switch, and used switching for the common discourse functions
identified in previous studies of conversational codeswitching.

Recently the author completed the data analysis for asecond study of conversational codeswitching.
Here the subjects were limited-proficiency bilingual Japanese university EFL learners who were
audio-recorded as they performed communicative tasks in English class. This report presents the
findings from a preliminary analysis of the EFL learners' switching and compares the two data sets,
seeking to demonstrate that, regardiess of the proficiency level of the speaker, Japanese-English
switching is grammatical and serves useful discourse management functions in the conversation.
The following three research questions are addressed:

1. What items were most frequently switched by the limited-proficiency bilingual EFL learners
and was the switching generally grammatical?

2. Whatfunctions did the switches serve in the conversations of the EFL learners?

3. Were there significant differences in the switching patterns between the limited-proficiency EFL

leamers and the balanced bilingual children reported on previously (Fotos, 1990)?

Methods
Batanced Bilingual Children

The subjects of the first study were two bilingual American older sister/younger brother sibling
sets attending an international school in Tokyo. At the time of the study, the two sisters were 11 and
the two brothers were seven. The children’s performance on standardized English tests administered
by the international school as well as their placement in the highest level of tracked Japanese
language classes for native speakers in the school established that they were balanced bilinguals.
The following is a brief description of the data collection and analysis (for further details, see Fotos,
1990).

Data was obtained on two occasions by leaving a tape recorder running in the rooms where the

E MC Japan Journal of Multilingualism and Multiculturalism, Volume 1 5

Aruitoxt provided by Eic:

) 8



Q

ERIC

Aruitoxt provided by Eic:

children were playing. Codeswitching was considered to occur whenever there was a language
change, whether by the same speaker or by another. From four hours of audiotape, only 40 minutes
of data was transcribed and analyzed: three narratives and one conversation for each age set.
Transcription of the data was in standard English orthography, with glosses of Japanese utterances
following the procedures of Cziko & Koda (1986). For quantitative analysis, switches were coded into
syntactic categories (i.e., noun, verb, dependent clause, etc.) following the categories used by Poplack
(1980). Counts of switches in each of the categories were converted to percentages for tabular
display. For the present report, the data displayed in Table 2 has been condensed and reformatted
from the original tabie (Fotos, 1990).

One-way chi-square tests adjusted for continuity (Hatch & Farhady, 1982) were used to determine
the significance of differences in frequencies between the type of items switched and between the
number of switches from English to Japanese and from Japanese to English. The alpha level was set
at.05, p <.05.

To determine what function the switch performed in the conversation, the categories proposed in
the research literature (switching to clarify meaning, to get and hold attention, to change or focus on
the topic of discussion, to use special items culturally linked to one of the languages, to indicate
reported speech, and to personalize or objectivize events) were used to examine representative
switches. However, no attempt was made to code all of the switches into the functional categories
because of the unavailability of an inter-rater to establish the reliability of the coding procedure.
Coding ambiguities existed, since assignment into one category rather than another depended on the
often arbitrary judgment of the researcher. For instance, some switches appeared to serve several
functions at the same time (i.e., Example 20 in this report), whereas it was not clear what, function, if
any, other switches performed. Nishimura (1995) experienced similar difficulty assigning switches to
functional categories in her studies of codeswitching in Japanese-Canadian nisei.

In a study of negotiation interaction from which this data is a subset (Fotos, 1994b), the present
researcher obtained refiability estimates for coded negotiation data by having a second researcher
independently code the interactions into the various negotiation categories. The percent of agreement
between the two codings was 89% and this figure was reported as an indicator of inter-rater reliability.
In future studies of codeswitching, it is hoped that similar procedures can be used to support the
reliability of qualitative analysis.

Limited-Proficiency Japanese EFL Learners

The subjects of the second study were 53 first-year Japanese university EFL learners, most of
whom were male. The learners had one required 90-minute period per week of oral English with a
native-speaker instructor who, in this case, was also the researcher. The learners' English language
proficiency level was established by administering a cloze test previously determined to be reliable
and valid (Fotos, 1991). Whereas, under exact-word scoring procedures, five native English speakers
scored an average of 37 points on the 50-point cloze test, the Japanese EFL leamers' average score
was only 9.3 points. This low score indicates that the learners were not balanced Japanese-English
bilinguals, but had only limited proficiency in English.

The learners were divided into groups of from three to four during performance of three interactive
grammar problem-solving tasks at three-week intervals. The first task was on adverb placement, and
took an average of eight minutes to perform. The second task was on indirect object placement, and
took 23 minutes. The final task was on relative clause usage and took an average of nine minutes to
perform. Two of the tasks (2 &3) were information gap tasks, requiring each learner to read to other
members of his group task card sentences showing correct and incorrect usages of the target
grammar structure. The listeners had to decide which sentences were correct, and then write the
correct sentences on their own task sheets. In addition, two tasks (1 & 3) required the learners to
generate their own grammar rules to exp!ain the correct use of the target grammar structure. Detailed
information on the design and use of these tasks is reported elsewhere (Fotos, 1993; 1994b).

All task performances were audiotaped, and this constituted the data corpus. A total of six and a
halt hours of audiotape consisted of the learners' utterances as they read task card information to
their group members, discussed grammar rules and agreed upon solutions to the grammar probiems.
A balanced bilingual Japanese research assistant transcribed the tapes in full, writing out the Japanese
utterances in romaji (Roman letters). The transcripts were then analyzed by the author. In this study,
codeswitching was defined as a language switch within the same utierance by the same speaker.

‘The many cases where a learner read an English task card sentence to group members, who then

responded with Japanese comments, were not considered to be conversational codeswitching.

For quantitative analysis, switches were coded into the same syntactic categories used in the
first study. One-way chi-square tests were used to determine the significance of differences in
frequencies between the type of items switched, and between the number of switches from English to
Japanese and from Japanese to English. Again, the alpha level was set at .05, p < .05.
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To determine what function the switch performed in the conversation, the functional categories
from the first study were used to examine representative switches. However, once again, no attempt
was made to code all switches into the various functional categories because of the unavailability of
an inter-rater to establish the reliability of the coding procedure.

This report addresses the type and frequency of the limited-proficiency EFL learners' codeswitching
compared to the balanced bilinguals, and examines how both types of bilinguals used switching to
organize their discourse.

Results and Discussion
Switching in Limited-Proficiency Bilingual University EFL Learners

As shown in- Table 1, the limited-proficiency bilingual learners made a total of 359 switches, a
rate of only one switch per minute. This is rather low considering that French-English adult bilinguals
in Canada made 10 switches per minute (Poplack, 1988), and the bilingual children made four
switches per minute. The difference in rates is probably due to the relative differences in proficiency
in the L2 among the three groups of bilinguals.

Table 1: Type and Frequency of ltems Switched (EFL Learners)

Switches into Japanese Switches into English Total Switches

Total 207* 152 359
Single-ltem 153 * (74%) 123 (81%) 276 (76% of total)
Nouns** 21" (14%) 109 (88%) 130 (36% of total)
etc.
Verbs 41" (27%) 3 (2%) 44 (12% of total)
Other*** 91* (59%) 11 (9%) 102 (28% of total)
Multi-Word Item 54 * (26%) 29 (19%) 83 (23% of total)
Dep. Cls. 9 3 12 (3% of total)
Indp. Cls. 3 2 5 (1% of total)
Sentence 31 17 48 (13% of total)
Phrases as 11° 0 11 (3% of total)
Asides
Paraphrase 0 7 7 (2% of total)
of task info. .

* Ditferences between Japanese and English switches were significant at p < .05, using one-way chi-square
tests corrected for continuity.

' For English switches, this category refers to all singte words from the tasks, including nouns and other
parts of speech such as adverbs, relative pronouns or prepositions. Also included is the word "correct”.

***  Switches in this category included adjectives, adverbs, fillers and tags. Japanese switches consisted of
wa/ga topic markers; the possessive no; conjunctions such as dakara (so, then); attention-getters
preceding English task sentences, such as de (well), ja (well), or ikuyo (here | go); various exclamations
and interjections such as nanda!(what!), yoshi! (well); and pronouns such as kore (this) and dotchi
(which). Furthermore, a special class of negation item such as janakute or janai ya (that's not it!) said in
or immediately following an English utterance served as a signal that repair of the previous utterance was
about to take place. Switches into English included exclamations such as "wow", interjections such as "oh,
great” and fillers such as "well”, "uh® or "hm".

Using one-way chi-square procedures as a test of the significance of differences in frequency
counts, significantly more total items were switched from English into Japanese (207 switches) than
from Japanese into English (152 switches). For both single-item switches and longer switches,
significantly more switches into Japanese were made. These results suggest that the learners were
speaking mainly English—a likely occurrence since they had been instructed to use only English
during task performance. However, in this preliminary report, no morpheme count was undertaken to
determine whether English was, in fact, the matrix or dominant language. "

Single-item switches were by far the greatest, comprising 74% of the total number of switches;
this result is in line with other codeswitching studies. However, only 40% of the single-item Japanese
switches consisted of nouns and verbs, compared with 91% of the single-item English switches."
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Whereas non-noun or verb switches in the category "Other” made up only 9% of the switches into
English, they constituted fully 60% of the single-item switches into Japanese. These switches tended
to be insertions of Japanese discourse managers, such as ne (so, well), dakara (then, so), and ja
(well), fillers, tags, possessives, and various exclamations and interjections, which were used to
frame, emphasize or correct important English grammar-content utterances. This is interesting,
because it suggests that the leamers may have been using the discourse functions of switching as a
type of strategy to deal with the difficuit English language grammatical information.

Regarding grammatical constraints on switching, the free morpheme constraint and the equivalency
constraint were sometimes compromised; this point will be discussed more fully in a subsequent
section. The equivalency constraint was upheld when the switches were from English into Japanese
-the majority of switches—because of the final position of the Japanese verb. However, in the three
cases where the switch was in the other direction, with the English portion of the switch coming last,
verbs were omitted and the utterances thus became ungrammatical.

Switching in Balanced Bilingual Children

As shown in Table 2, a total of 153 switches was made, with no significant difference between the
total number of switches from Japanese to English (81 switches) and from English to Japanese (72
switches). Language alternation was more balanced, suggesting that, for the children, switching was
the nomal, unmarked choice in their conversation. This contrasts with the other data set, where
significantly more switches were made from English into Japanese.

Table 2: Type and Frequency of Items Switched (Bilingual Children)

Switches into Japanese Switches into English Total Switches
Total 72 81 153 ‘
Single-item 54 (75%) 52 (64%) 106 (69% of total)
Nouns 14 (19%) 11 (14%) 25 (16% of total)
Verbs 6 (8%) 3 (4%) 9 (6% of total)
Other* 34 (48%) 38 (46%) 72 (47% of total)
Multi-Word Item 18 (25%)** 29 (36%) 47 (31% of total)
Dep. Cls. 1 7 8 (5% of total)
Indp. Cis. -4 2 6 (4% of total)
Sentence 9 15 24 (16% of total)
Subject + 1 0 1 (.06% of total)
topic marker
Backchannel 3 5 8 (5% of total)
agree

This table was adapted from Fotos, 1990. The original table displayed the switches by language according to
whether they were intrasentential or intersentential. Single-item switches were presented separately according to
their location. )

*  Similar to Table 1, switches into Japanese in this category included adjectives, adverbs, fillers; tags; wa/ga
topic markers; the possessive no; conjunctions such as dakara (so, then); attention-getters preceding
English discourse, such as ano (uh, well); ja (well), or ne (then, well); various exclamations and
interjections such as nanda! (what!), yoshi! (well), and pronouns such as kore (this) and dotchi (which).
Switches into English included similar utterances in English

Differences between Japanese and English switches were significant at p < .05, using one-way chi-square
tests corrected for continuity.

Nonetheless, the overall switching pattern of the two groups was quite similar. 16% of the
children's total switches was of entire sentences, compared with 13% for the ieamers. Furthermore,
a significant number of single-item switches were made, 69% of the total for the bilingual children,
compared with 74% for the EFL learners. These two types of switches (single-items and sentences)
accounted for 85% of the total switches of the bilingual children and 87% of the EFL learners' total
switches.

In addition, the children switched more single items in the category "Other” in both directions
than in the categories of nouns or verbs combined. 63% of the Japanese single-item switches and
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73% of the English single-item switches were in this category. As in the case of the EFL learners, the
category "Other" for switches into Japanese inciuded adjectives, adverbs, topic markers and various
discourse managers such as tags, fillers, attention getters preceding sentences such as such as ne,
(so, well) or dakara (then, so), exclamations such as honto (really!) and interjections. Switches into
English consisted of similar items. However, the bilingual children's switching was more balanced,
with 48% of all single-item switches made into Japanese and 46% of switches made into English.
This is in contrast to the learners, who overwhelmingly switched such non-nounierb single items into
Japanese.

Significant differences between switching directions were also found for multi-word item switches,
with the children making more switches into English, especially sentences. In contrast, the EFL
learners switched significantly more muiti-word items into Japanese, particularly phrases expressing
personal feelings or noting that the preceding English utterance was incorrect and would be revised.

The differences between frequency counts for the balanced bilingual children and the EFL
learners in the two cases of Japanese single-item and multi-item switches are suggested to be
related to learning strategies employed by the EFL leamers rather than an indication of their more
limited L2 proficiency. Such switches will be discussed in more detail in the section on functional
analysis.

_ Regarding the grammatical constraints, violations of both the free morpheme constraint and the
equivalency constraint existed in this data set, as well, and examples will be discussed in the
following section.

In summary, it might be supposed that the bilingual children, young as they were, would
nonetheless exhibit the greater abitity to carry out codeswitching. Yet, the data does not suggest that
this was so. In fact, although the bilinguat children's switches were more balanced in terms of
language choice, the overall switching patterns were simitar, even though the learners had lower
levels of spoken English proficiency.

Grammatical Constraints on Codeswitching

The following consideration of constraints and switches in the different functional categories will
treat both data sets combined. Examples of switches made by the children are marked with an
asterisk, while English translations of the Japanese parts of each switch are given on the right side of
the page.

The Free Morpheme Constraint

Examples 1 and 2 are among the many cases in both sets of data where the free morpheme
constraint was not upheld. Very often, Japanese subject-bound topic markers wa and ga were
attached to English nouns in otherwise grammatical English sentences. Example 1 itlustrates this.

1. correct wa/is "secretary reported problem"

Here the EFL learners were discussing which task-card sentences were correct—information which
was essential for task completion. The use of wa seems to emphasize the important preceding
English task term “"correct." It is suggested that the use of wa or ga in English utterances is a
discourse strategy for attracting and focusing the listener's attention on the preceding information.

Example 2 is taken from the children's data (Fotos, 1990). Here there was a tendency for the
children to attach English morphemes to Japanese nouns, making them plural or possessive, for
example, hebi-s (snake-s). There were also cases where English verb suffixes were attached to
Japanese verb bases, as shown below.

*2. and then she got yukaied kidnap

in determining what motivated the switch, it should be recalled that these were American children
who knew the English word "kidnap.” Thus, the switch was not made because of a lexical gap in the
matrix language. When the verb was switched into the other language, the switch functioned to
emphasize and dramatize the action.

The Equivalency Constraint '

The next three examples show how both the leamners and the bilingual children were able to
maintain grammaticality while switching within the sentence. The children usually negotiated the
syntactical difference in the normal sentence structure of the two languages—SOV in Japanese, and
SVO in English—by switching independent clauses, as shown in Example 3, where one of the girls
to!d the other how to meditate:

Q .
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*3. you put your hands like this
me o tojite/ and sit there close (your) eyes

Example 4, from the data for the EFL learners, shows the tendency for this group to solve the
grammar problem by ending the utterance in Japanese, thus maintaining verb-final syntax. In tatking
about where indirect objects can be placed in English sentences, one learner said:

4. after verb and front/ ni mo aru ka in (front) too, | think

Example 5 shows what happened when the language order was reversed (with English used to end
the sentence). The learners were talking about which task-card sentences were correct.

5. kore both correct this

In this type of switch, the verb was omitted and thus the sentence was ungrammatical. However,
there were only three such utterances in the learners' data.

Discourse Functions of Conversational Codeswitching

This section addresses the use of codeswitching as a device for discourse management. The
following conversational functions will be considered and illustrated by examples from the two data
sets: switching to indicate topics; switching for emphasis and clarification; switching to frame and to
attract and hold attention; switching to express personal feelings within objective utterances; switching
to report the speech of others; and switching to set off or dramatize part of the utterance. An
additional function was common in the data from the learners but did not appear in the children's
data: switching to signal that a mistake had been made in the previous English utterance and that a
repair would follow.

Switching to Indicate Topics
In the learner data set, switching occurred when task-related terms came up. These were
always said in English, as shown in Example 6.

6. task recording haitteru ? is (it) being recorded?

The bilingual children also had language choices for different topics and these often appeared to
be culturally-linked. Because they attended an international school, where instruction was in English,
school-related terms were usually discussed in English. Japanese-language computer-game terms or
references to Japanese money, on the other hand, were given in Japanese as shown in Example 7.

*7. this bracelet was for san byaku en three hundred yen

Switching for Emphasis

Both groups frequently used codeswitching for emphasis. This usually took the form of a switched
repetition of the important utterance, as seen in Example 8 by the EFL learners, where |mportant
English task information was repeated in Japanese.

8. place adverbs between noun and noun
meishi to meishi no aida between noun and noun

Example 9 shows a switched repetition made by the bilingual boys discussing a character in a
computer game.

*9. the hammer was in the hand like this
kou ju fuu ni : like this

Switching for Clarification

The next discourse function, clarification, may or may not involve repetition, but it always includes
elaboration, with the phrase after the switch containing more information than the original utterance.
This is shown in Examples 10 and 11 by the EFL learners.

10. my English ability is very short/ | don't say well.
iitai koto ga ienai () can't say what () want to say
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This switch does not use a repétition but the elaboration of the English thought is clear. The next
example is interesting because the elaboration is in English. There is a repetition with additional
information also given.

11. nagai / very long sentence long

Example 12 is one of the best illustrations of clarification by elaboration in either data corpus.
The balanced bilingual girls were talking about a friend who bought imitation Reebok shoes. The
initial codeswitched elaboration was itself elaborated by a repetition including the addition of an
adverb and a change in the Japanese verb ending.

*12. they were really fake/ but they were exactly like Reeboks.
honmono mitai (they) look like the real thing
zettai ni honmono ni mite iru (they) absolutely look like the real thing

Switching to Frame Discourse

The next function is switching to attract and hold the listener's attention. In narratives, this type
of switch frames the discourse, occurring at boundaries as an intensitying strategy to emphasize the
utterance, hold the listener's attention and move the action forward (Koike, 1987). In both data sets,
the -body of the discourse tended to be in English, framed by short Japanese switches. Usually the
switch was the Japanese coordinating conjunction dakara (so, then) or the words ja or ne, which
are similar to the English "well" or "then." Studies of monolingual Japanese speakers (Maynard, 1989,
as cited in Nishimura, 1995) report that "ne" as a sentence-final particle is used more frequently than
any other particle and tends to be a request for agreement or confirmation. Nishimura (1995) noted
this type of use for ne in her study of Japanese-Canadian codeswitching. However, in the codeswitching
data for the present study, ne and similar particles usually occurred at the beginning of utterances, as
shown by Examples 13.

13. ja/ | read number three sentence well

The tag dayo (it is) was more frequently used at the end of utterances to provide emphasis at the end
of the thought, as shown by Example 14, where the bilingual girls were talking about a movie.

*14. | saw MoonWalker
MoonWalker was so weird/ dayo itis

Switching to Separate Feelings from Facts

A very interesting discourse function for codeswitching is contrasting personalization and
objectification. As mentioned above, this refers to the tendency to talk about personal feelings in one
language and factual, objective events in the other. There were examples of this in both sets of data.
However, where the EFL leamers nearly always talked about their feelings in Japanese and used
English for factual, task-related utterances, the children showed the opposite tendency, using English
to express their feelings and Japanese for factual information. Example 15 is by one of the leamers
white Example 16 is by one of the children.

15. possible place of adverbs is
nanda/ wakkaranai what! | don't know

Here the switch sets the speaker’s feelings apart from the grammatical information.

In Example 16, one of the bilingual girls told the other that she wanted a bracelet and bought it.
Her teelings were given in English, whereas the objective fact of making the purchase and the
preceding coordinating conjunctions, serving to frame the action, were switched to Japanese.

*16. | wanted it
soshite/ soshitara/ katta and, and so, (1) bought (it)

Switching to Signal Repair

The next discourse function for codeswitching appeared mainly in the learner data, and was
probably a result of the demands of the situation: English language task performance by Japanese
speakers. Here the switch indicated that the previous utterance was incorrect and that a repair would .

Q tallow. The signal was usually some version of a Japanese negation with the general meaning of
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"that's not it," as shown in Example 17, where the speaker even uses an elaboration in the repair
signal.

17. she looked/ oh /| mistake / ook janaku te itis not so
cooked/ she cooked a delicious dinner

Switching to Report Speech

This common function for codeswitching was found mainly in the children's data, probably
because of their more informal conversational situation and longer interaction period. In Example 18
the boys discussed another boy.

18. and then he said,
"doshita no?" What is the matter?

Switching to Emphasize or Dramatize a Single Item

The final discourse function to be considered is the use of a switch to focus on a particular word
within the utterance. Its occurrence was mainly limited to the children's data. This function is particularly
ambiguous. Many researchers who encounter such forms assume that the switch is caused either by
the fact that the speaker does not know the lexical item in one !anguage and has to switch to the
other, or by the fact that the item represents an object or concept which is new to the matrix language
culture or is somehow culturally unique. Thus, the explanation advanced for the switch is the presence
of some type of lexical gap (Myers-Scotton, 1992). However, in the following example, one of the
balanced bilingual boys deliberately used the English word "boring" to make the fact of boredom
prominent. Here there was no possibility that the switch was due to a gap in the child's Japanese
lexical knowledge, to the lack of an equivalent concept in the Japanese culture, or to the culturally
specific nature of the item.

*19. mou asobanai hou ga ii maybe (we) shouldn't play anymore
boring dakara because it is (boring)

In the final example, one of the boys talked about his bad day at school, a topic usually
discussed in English. The first utterance was emphasized by a switch, yet the key school-related
items were maintained in English, perhaps because they were topic linked. The result is a dramatic
emphasis of the original utterance.

*20. my day was awful
boku no day wa awlful datta no ne my day was awful

To assume that such switches are motivated by lexical inadequacy or the presence of a cultural gap
is to lose sight of the dramatizing function switching can perform within a conversation, even for a
seven-year old.

In summary, a variety of functional switches characterized the speech of both types of bilinguals.
Because the frequency of switches in each functional category was not established, it cannot be
determined whether the fow occurrence of switches for repair in the children’s data and switches for
reported speech and dramatization in the learners' data were statistically significant. However, even if
the differences were significant, it is possible that they may have been more related to the nature of
the activity taking place at the time of data collection than to the level of the speaker's L2 proficiency.
Accuracy in use of the L2 during task performance was a great concern for the EFL learners, so they
were careful to repair faulty utterances, whereas this was not important in the children’s play situation.
Similarly, the learners were not involved in chatting informally with each other over a period of several
hours, a situation where reporting the speech of others and dramatization of narratives would be likely
to occur as discourse strategies.

Conclusions

The results of the two studies of very different Japanese-English bilinguals show similar trends.
In both data sets, switches were mostly grammatical regardless of the direction in which the switches
were made. Single items were most frequently switched, but both groups showed skill in switching
dependent and independent clauses. Conversational codeswitching took place for the functions of
emphasis, clarification, getting and holding attention, identifying particular topics, reporting speech,
signaling that a repair to a previous utterance would follow, and making part of an utterance prominent
and dramatic. These findings are consistent with the results of other studies of codeswitching in a
variety of languages. Furthermore, even though the EFL learners were less proficient in their second
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language than the bilinguat children, they were stili able to switch successfully.

The examples presented in this report illustrate that, regardiess of the proficiency of the speaker,
Japanese-English codeswitching is not random and is not a sign of linguistic inadequacy. Both the
limited-proficiency bilingual university EFL learers and the balanced bilingual children skillfully used
codeswitching to make their speech salient to their interlocutors and to enrich and vitalize its quality.
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Notes

1. This paper is the lead article in a recent theme issue of The Journal of Multilingual and Muilticultural
Development (1995, Vol 16: 1 & 2) tittled 'Multilingual Japan’. In their introduction, the authors note
the urgent need for vigorous research on bi-multilingualism in Japan to dispel a "chronic
dependency on the invented tradition of monolingualism and monoculturalism (p. 2)." For additional
treatments of language use in Japan, see lwasaki (1994) and the theme issues of the Journal of
Asian Pacific Communication (1994, Vol. 5, Numbers 1 & 2), and World Englishes (1995, Vol. 14,
Number 1).

2 See Gould's classic, The Mismeasure of Man (1981), for a detailed discussion of the
numerous flaws in early research methodology.

3. Forinformation on bilingual programs in Canada, see Cummins & Swain, 1986, or Genesee,
1987. For information on bilingual education in the U.S., see Hakuta, 1986; Simoes, 1976; and
Trueba & Barnett-Mizrahi, 1979. For a more recent perspective, see Ambert, 1991, Paulston,
1992; and Valdes & Figueroa, 1994. An early general work which is still useful is Grosjean,
1982. .
4. As defined by Milroy (1987:211), the term describes bilinguals who do not know either o
their two languages "well enough to sustain the advanced cognitive processes which enable them
to benefit from mainstream education.” The term has been used by educational psychologists such as
Cummins.

5. For detailed treatments, see books edited by Jacobson (1990) and Heller (1988) and the
recent theme issues of the Journal of Multilingual and Multicultural Development, (1992, Vol 13,
Numbers 1 & 2) and World Englishes (1994, Vol 13, Number 2). For analysis of examples from
multilingual African contexts, see Myers-Scotton, 1993a.

6. See Chomsky (1993 ) for a statement of the current UG view.

7. For a detailed discussion of grammatical constraints on codeswitching in a number of languages,
see Myers-Scotton, 1993b.

8. The concept of situational language varieties was proposed in a classic paper by Blom and
Gumperz (1972). The authors suggested that the use of different linguistic varieties was linked to
particular social contexts. Language choice thus embodied the "social situations, roles and
statuses and their attendant rights and obligations, expectations and assumptions" (Heller, 1988; p. 5)
and .use of a particular language variety thereby became a metaphor for social meaning. For a
recent discussion of language choice as a political strategy, see Heller, 1992 and Myers-Scotton,
1993a. Other interesting examples of codeswitching to signal ethnic identity in multilingual African
situations are reported in Koll-Stobbe, 1994.

9. For an early treatment of Spanish-English switching, see Valdes, 1981. See Poplack, 1988 and
Auer 1988 for additional studies of the discourse-enhancing functions codeswitching can serve in a
conversation.

10. The pioneering work on narrative analysis is Labov's 1972 study of Black English Vernacular
narratives. A paper by Koike (1987) presents a good analysis of a Spanish-English speaker's
narrative, using a Labovian analytical framework. For further discussions of of codeswitching during
narratives in different languages, see Eastman 1992, Koli-Stobbe, 1994, and Myers-Scotton, 1993a.
11.  In her study of codeswitching in bilingual Japanese-Canadian Nisei (1995), Nishimura stressed
the multifunctional nature of switching and identified three types of switch: (1) Switching related to
the participants in the interactions; (2) switching related to the individual's structuring of his/her
discourse, particularly switches which intensify the individual's involvement; and (3) switching to
create a "stylistic” effect; for example, using switching to set apart reported speech. Nishimura also
found a number of switches which were functionally neutral; that is, it was not possible to
determine what purpose they served in the conversation.

12. Myers-Scotton (1992; p.19) has defined the matrix language as "the language which sets the
lmorphosyntactic frame for codeswitching utterances." Itis determined by counts of morpheme frequency

\‘ w
ERIC Japan Journal of Multilingualism and Multiculturalism, Volume 1 13
-
16



Q

ERIC

Aruitoxt provided by Eic:

for all languages used within the data set. The matrix language is the one having the majority of
morphemes. Additional languages are termed embedded or donor languages.

13. Even taking into account the fact that the frequency count in the category of English noun
switches was inflated by the inclusion of task words such as "correct’, the difference between
Japanese and English switches was still remarkable.
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Teaching Reading to a Developing Bilingual Baby:
A Case Study in Three Stages
Laurel Diane Kamada
Hirosaki University, Humanities Faculty, 1 Bunkyo-cho, Hirosaki, Aomori Prefecture 036 Japan

This paper summarizes three stages of a case study of the literacy development of the author’s English-Japanese
bilingual child, which started when the baby was six months of age. In accordance with Cummins' (1989)
interdependence principle, it was felt that leaming literacy in the minority language (English) first would contribute
to, not hinder, literacy in the majority language (Japanese), which would be learned in school later. It was felt
that in order to teach literacy at home, the most effective approach would be to start as early as possible. Stage
| of the study (0:6 -1:3) focuses on Doman's (1964) method of teaching a pre-verbal infant to read English,
although modifications were made to suit the subject. In Stage Il (1:3 - 2:2), newer research from the U.S. Office
of Education (Adams, 1990a, 1990b) and other reports (Wallace, 1988) provided the basis for revisions in
teaching methods that placed more emphasis on context and meaning. With the subject's development of
speech production, reading was verified orally for the first time. In Stage IIl (2:2 - 2:10), several milestones were
seen, as 30 words read singly were combined to be read in phrases and simple sentences. Several two-word
phrases were induced verbally through reading by combining words that had otherwise not yet been heard. In
this stage, half of the Japanese hiragana syllabary was learned and the ability to read at least 10 words in
combinations of those kana was demonstrated. Also, the ability to put kana blocks together to form words was
shown.
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Introduction

Research indicates that for bilinguals, instruction in the minority language positively effects
overall learning and development of the second (majority) language (Cummins & Swain, 1986;
Cummins, 1989; Cummins, 1991; Goncz & Kodzopeljic, 1991; Verhoeven, 1991a; Cummins, 1994).
While not specifically referring to home schooling, a considerable amount of evidence to support the
interdependence principle has been presented by J. Cummins (1989), who argues:

. although the surface aspects (e.g. pronunciation, fluency, etc.) of different languages
are clearly separate, there is an underlying cognitive/academic proficiency which is
common across languages. This 'common underlying proficiency' makes possible the
transfer of cognitive/academic or literacy-related skills across languages. Transfer is much
more likely to occur from minority to majority language because of the greater exposure
to literacy in the majority language outside of school and the strong social pressure to
leam it (1989, p. 22).

Allister Cumming (1994) also points out that much research has revealed extensive, positive transfer
of literacy knowledge from first to second languages.

If the minority language is not taught in the school, however, m|xed -language and language
minority families wishing to promote the overall learning and development of their bilingual children in
two fanguages may be faced with the prospect of teaching the children literacy in the minority
language at home. This, in fact, was true of the researcher, an American married to a Japanese and
living in Japan.

The birth of our first child, a boy named Jonah (hereafter referred to simply as "J."), prompted an
analysis of the situation. it was feit that J's mother tongue, the minority language (English), would be
his L1, while the father's and the societal language would be his L2. Although J. was placed in a day
care center where only Japanese was spoken from 8 months of age, in the home, English was used
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with the mother while Japanese was used with the father. It was thought that by teaching English
literacy at home first, the transter later to Japanese literacy introduced in schools would have a more
positive and successful result than allowing Japanese literacy to be taught first and then attempting to
teach English at home at some later point in time during elementary school. Moreover, the researcher
believed that getting a firm grounding in English literacy early—before being immersed in the majority
language school system, which tends to be very demanding in terms of homework and other activities
~would help in maintaining the minority language.

This paper culminates a case study in three stages following J's literacy development from six
months to 2 years and ten months of age. The long-term goal was for the development of J's literacy
in two languages, with the majority language literacy to be learned in school starting from first grade,
and the minority language literacy education to commence in the home prior to first grade.

With the sequence of literacy acquisition (English literacy to precede Japanese literacy) thus
decided , the question of how early to begin instruction had to be answered. Because it was thought
that much time would be needed to work on English literacy before the start of first grade, it was feit
the more time available, the better. The decision to start as early as possible was further supported
by research indicating that children's receptivity to learning certain aspects of language is especially
prime at an early age and tends to decline with age (Newport, 1988; Doman, 1964). Newport (1988)
examines why young children are superior to older children and adults at language acquisition, while
at the same time inferior in other cognitive tasks. She provides a general explanation for this through

- examination of acquisition of complex verbs in American Sign Language. She states:

.. the research shows a striking tendency for children—and only children—to acquire
language in a particular fashion. .. [one possible explanation is that] children have a
special set of skills for language acquisition which declines with age. A second
possibility is that the cognitive limitations of the child provide the basis on which

the child's componential leaming occurs, and that the expansion of these cognitive
abilities with age is in part responsible for the decline in this type of learning
(Newport, 1988, p.147).

Although the above refers more specifically to the verbal aspects of linguistic acquisition, in recent
years more and more research has come to show the relationship of literacy development to the
overall picture of language development (Wallace, 1988).

Pioneering research on the notion of teaching infants reading, preferably from birth, can be
credited to Glenn Doman (1964). Doman's philosophy is that while talking and writing are motor
abilities which require skills that babies have not yet acquired, reading is a sensory ability like hearing
and is received through the visual pathway. Thus reading can be learned from birth, he argues.

The original purpose of this research was to test Doman's theory, but at the same time, not to
sacrifice success at the expense of principle. Throughout this study, repeated revisions in literacy
methodologies came about through an evolving process of experimentation and reading about research
in the field. Research sponsored by the United States Office of Education (Adams, 1990a, 1990b)
and other studies (Wallace, 1988) revealed problems in Doman's methods (see Stage |l below).
Nonetheless, while these newer studies are critical of Doman-type of methods, they do not specifically
indicate an optimal time to begin literacy instruction, nor do they contain cautions of when not to
begin. It was decided at the outset of this study to incorporate other newer methods along with
Doman's method and to revise methodologies throughout the process according to the needs of and
leaming strategies incorporated by the subject, and to be flexible in regards to other unexpected
occurrences and outcomes throughout the process. Thus it was decided to begin as early as possible
because it seemed to not be in conflict with new research and aiso for the other above-mentioned
reasons. In the case of J., the decision to start as early as possible meant starting at six months of
age (explained below).

This paper presents an overview of J's literacy development in three stages. The divisions of
the stages were determined arbitrarily on the basis of reporting deadlines for academic purposes.
However, with the continuation of the project at the completion of Stages | and Il, an opportunity to
re-evaluate methods and incorporate revisions created the coincidence of meaningfu! divisions based
on method changes. Stage | of the study, running from 6 through 15 months of age (0:6 - 1:3), was
reported on at the 1992 JALT International Conference in Tokyo, and is presently in press (Kamada,
forthcoming). It focuses on Doman's method of teaching reading to a pre-linguistic baby. Stage I
(reported on at the 1993 JALT International Conference in Omiya), covered the period of 15 to 26
months of age (1:3 - 2:2). At this stage a great deal of experimentation in methodology was
incorporated, with emphasis shifting away from the question of the optimal age to begin and the
possibility of teaching a preverbal baby to read English. Now the emphasis centered on finding the
Q "best" method of teaching literacy to a young child. Based on newer research, revisions in methods
E MC Japan Journal of Multilingualism and Multiculturalism, Volume 1 17
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were infroduced and incorporated as the subject began to produce language orally. Correlations
between the subject's initial speech and early reading instruction were examined. In Stage IlI, covering
the period from 26 to 34 months of age (2:2 - 2:10), the influence of the unintended introduction of L2
literacy, reading Japanese hiragana, as well as the interdependence between the two languages,
were briefly examined.

Stage | (Age 0:6 to 1:3)

Stage | covered the period of teaching a bicultural, and potentially bilingual, baby to read English
from 6 to 15 months of age. The original questions dealt with in this first stage of the study were
whether or not it would be possible to teach an infant to read before speaking, and it so, what would
be the optimum age to begin. The initial methods used in this study to teach J. to read were based
on Doman's method (1964), with modifications (specified below) to meet our own specific needs and
limitations.

Doman's basic philosophy is the sooner reading is taught, the better—preferably, it should be
taught from birth. Doman uses a whole word approach—referred to elsewhere (Wallace, 1988) as the
"look-say method"—in which he has mothers flash word cards without pictures in front of the baby
while saying the words. The cards are shown in groups of five, each with a different word on it.
There are five cards in a group, and five groups are to be shown three times a day each, making a
total of 25 words shown in 15 sessions daily. Doman admonishes that at least 30 minutes should be
allowed to elapse between each session, and that sessions should be held when both the baby and
mother are relaxed and in a good mood. Mothers are to "retire" one word from each of the five groups
and introduce one new word in its place every day. This means that five new words are to be
inaugurated daily, with each word shown for five consecutive days. Thus, 35 new words are introduced
weekly, for a total of 150 new words monthly. Doman also stresses the use of lower case letters,
written in large size and red color at first, and then in later stages, reduced in size and changed to
black. He also argues that the ABC's should not be taught at first.

In attempting to apply Doman's methods, the researcher encountered a number of problems
which necessitated modifications in methodology. First, a number of logistic concerns involving the
multifaceted needs of a newborn made it impractical to begin teaching reading from birth: it was
deemed impossible to find 15 times a day, 30 minutes apart, when both mother and child were in a
good enough mood to concentrate on reading. Even when the project began after the subject was
already six months of age, a number of considerations necessitated considerable revision of Doman's
methods.

In addition to the timing of the inception of the fessons, it was also felt advisable to alter the tone
of the procedure. Rather than rigorously following Doman's system of constant and regular drilling of
words, the researcher instead introduced and practiced the reading of words in an extremely low-key
manner on opportune occasions when it was felt that the subject would be receptive. Thus the
lessons took the form of a "word game" played with J. This activity was not something that J. and his
mother (who holds a full time job) did every day; sometimes there would be intervals of weeks in
which there was no reading at all. The word game was just another of the many things that were
done together in play, along with such activities as playing with puzzles, taking walks, playing in the
snow and watching videos. There was no pressure involved in the process of teaching J. to read; it
was an easy-going, fun process of getting acquainted with and learning to enjoy words and their
meanings and the stories that they tell us in books.

Perhaps the biggest problem encountered with Doman's system, however, was the lack of
comprehended vocabulary in infants. As explained above, the Doman method entails showing
groups of cards, each with a different word on it; new words are constantly introduced at a pace of 35
a week. Yet infants have few words they actually know. Moreover, the lack of the "naming insight"
(McShane, 1980, Foster, 1990), which begins to develop near the end of the pre-linguistic stage at
around two years of age, makes it difficult for babies to understand the way in which words represent
objects and concepts. Babies begin to speak sometime soon after the development of this "naming
insight” which Foster (1990) refers to as the point in which children come to fully understand the
symbolic quality of words. A relationship between comprehension of words, the onset of production
of words through speech, and the genesis of the ability to read those words was felt to be apparent
throughout the process of Stage I. Yet Doman never addressed these issues, even though his work
was revised several times over the years (the latest revision being published in 1986). The researcher,
feeling that trying to teach a baby to read a word which he had not yet even comprehended would be
a meaningless waste of time, decided that only words which were verified to be already comprehended,
based on physical responses by J., would be used. This limited the number of words which could be
introduced daily or weekly.

Another problem that arose with Doman's method was that of the time logistic; even after six
months of age, it simply was not possible to daily conduct 15 sessions with 30 minute intervals while
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maintaining Doman's rule of only teaching when both mother and child were in good moods. The
tremendous amount of time required to make the word cards also made it difficult to foliow the Doman
regimen. The combination of limitations in the subject's known vocabulary, as weil as the need 1o
create enough time during the day for repeated intervals of calm, happy moods for both subject and
researcher, and the number of cards that could practically be produced, led to the decision to show
only one group of six words several times daily.

At the completion of Stage !, when J. was 15 months old, it was not clear whether he had
actually been reading words or not. The single empirical result was that when the "bellybutton” card
was shown, J. touched his bellybutton on several occasions. It proved difficult to verify reading
comprehension when the child was not able to give verbal feedback. However, it was felt that other
positive results emerged from the project. The extra stimulus of repeated sessions of talking about
words, objects and their meanings was felt to have influenced the subject's verbal aural and oral
development, aithough it was not possible to verify this empirically. The concept that symbols carry
meaning was introduced, and the subject gained exposure to alphabetic symbols. !t was felt that the
language-specific rules of written English, such as top-to-bottom and right-to-left reading scan, were
internalized by the subject and could be verified by the way in which he maniputated word cards and
books.

- Research supports the positive effect of such early exposure to language and reading practices.
Caplan and Caplan (1977) reported that toddlers who spent 15 minutes a day with their mothers
labeling and identifying objects were more advanced in speech than those children who did not have
such stimulation. The importance of the parents’ role was further substantiated by Verhoeven (1991b),
who demonstrated that the extent of the caretaker's interaction in the first language was positively
related to the child's bilingual proficiency level. The procedure employed with J. in this study created
opportunities for the subject to play word games other than reading, such as naming and recognizing
objects. It appeared that such efforts positively affected speech development.

Martlew and Sorsby (1995) have reported that children with superior early metalinguistic skills,
especially the ability to show representational abilities in tasks of graphic notation, later showed
enhanced acquisition of literacy. In their study, a task to test metagraphic knowledge was used,
requiring the differentiation of letters, words, pictures and numbers. With J., it was felt that in Stage |,
even before the writing aspect of literacy was undertaken, a framework was laid toward the development
of his early metalinguistic knowledge when J. demonstrated the ability to recognize the differences
between words, letters, numbers and pictures.

At the end of Stage I, it was not determined if 6 to 15 months was the optimal age to begin
teaching reading or not. It was concluded that Doman's method might not be "the only” or *the best"
method for teaching infants to read, if any existed. Rather than starting to teach a baby to read from
birth, it was felt that "reading readiness" is what should be started from day one, beginning with
comprehension of words and production through speech—a process normally achieved unconsciously
and naturally.

Stage Il (Age 1:3 t0 2:2)

The second stage of this study covered the period from 15 to 26 months of age (1:3 - 2:2).
Doman’s method was reevaluated in light of more recent research on the process of leaming to read.
In particular, one study coming out of a United States Office of Education (USOE) funded project
conducted by Marilyn J. Adams (1990a) and summarized again separately (Adams, 1990b) addressed
many concerns neglected by Doman. For example, unlike Doman, Adams emphasized the concept
of "reading readiness" or "prereading skills", including such skills as reciting ABC's, recognizing
letters (capital and lower case), being able to print a few words, inventing spellings, and hours of
being read to. | would add to this such activities as watching made-for-children videos and television
programming such as Sesame Street, playing with magnetic letters, and word games. Adams
(1990a, 1990b) points out that becoming aware of spoken words is important in preparing a child to
read. Looking at how words are broken into syllables and examining words that rhyme are two
examples of activities that enhance such awareness.

in marked contradiction to Doman's method, the USOE study on first graders found that the
single best predictor of first-year reading achievement was prereaders' letter knowledge (Adams,
1990a, 1990b). Simply stated, this means leaming the ABC's—which Doman feels should be left untit
later—contributes to reading achievement. Letter knowiedge includes being able to recite the names
of the letters of the alphabet, usually in the form of the ABC song, and then being able to recognize
and say the letters, and finally knowing their phonetic sounds. it was determined that being able to
recite the names of the letters before being able to recognize them gives children an advantage. "By
thoroughly learning the names first, children have a peg to which their perceptions can be attached.
More than that, they have a set of conceptual anchors with which to sort out relevant and irrelevant

Q ifferences in the letter's appearances (Adams, 1990b, p. 65)." Doman does not attend to this point,
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as he advocates teaching infants words on cards without any such pegs in place.

In the case of J., since Doman's method was used initially, 30 words were learned without any
knowledge of the alphabet. Later, the ABCs were introduced, as further reading convinced the
researcher that teaching the alphabet would help~not hinder-the process of reading. It would have
been impossible to ignore the ABCs anyway, as they appear in most good children's television
programming and videos. However, | feel that J.'s having learned his first 30 words before having
any knowledge of the ABCs perhaps made some significant ditferences between him and children
taught in the traditional manner, with introduction of letters (ABCs) first and then progression to
words. J. learned a group of words first and then later came to notice individual letters making up
those words, especially the initial letters. When he would notice a capital "D" , for example, in a
written word he did not know, like "Dangerous”, he would point and say, "Daddy.” To this, my

. response would be something like this: "Yes, that's right. Very good. That's Daddy's D, isn't it? The

same D as in Daddy."

The above USOE study (Adams, 1990a, 1990b) revealed that for preschoo! children, teaching
upper case letters first would probably be better to start with, as capital letters are visually easier to
discriminate from one another. Lower case letters should be used later for older school age children.
In contrast, Doman prefers lower case letters, since that is what most print consists of. It wasn't
determined in the present study which would be more beneficial in the long run. As the Doman
method was used from the start, throughout this study nearly all words written on cards were
presented in lower case, except for the initial capital used in proper nouns. Later, more exercises
with capital letters were incorporated. Most ABC books use capital letters and perhaps because of
this, J. was able to recognize and name more capital letters in isolation earlier.

The USOE study found that the second best predictor for reading success was children's ability
to discriminate between phonemes auditorily (Adams, 1990a, 1990b). Knowing individual letter-sound
correspondences contributed to reading achievement. Phonics is another area which Doman leaves
untouched. Sounding out words and word identification instruction which establish paths from the
print to spelling, speech meaning and context, while basic in Adam's study (1990a, 1990b), are not
mentioned by Doman.

Another positive factor cited by the Adams study was interactively reading aloud to children; this
was shown to significantly increase the learning of word meaning. By reading to children, parents
actively engage their attention so that the books are not merely being read, but being enjoyed
together. Parent and child together can talk about and become aware of the content of the story, the
layout, the print, the pictures and relevance to their own lives.

In another study, Catherine Wallace (1988) has us consider what really constitutes reading by
asking the question, "What is "learning words?™ She opposes the use of English phonics methods in
the early stages because of its emphasis on decoding over understanding of meaning. Moreover,
she also attacks the notion, assumed in the word-card "look-say method", that in the reading process
words are learned first. Wallace states:

This puts the cart before the horse: we learn new words best through reading. We do not
leam new words in order to read. . . In fact we cannot either 'know' or 'learn' words,

only meanings. . .. we have to consider, firstly, the range of meanings a single word may
have. . ., and secondly, the context, which makes an item more or less predictable (1988,
p.75).

This argument lends support for the point made earlier about the ineffectualness of trying to teach
as-yet uncomprehended words to infants. Wallace seems to be making a direct attack on Doman by
making reference to the "over-anxious Mum using a Teach Your Baby to Read !Instruction Kit who
continually walked around with 'Mummy' strapped to her head. . . (1988, p.91)". She points out the
meaninglessness of not only the use of single words on cards, but also of labeling objects with whole
sentences such as, "This is a table." Wallace states, "They may be whole sentences, but they have
no message; they do not tell us anything. They are communicatively empty (1988, p. 91)."

In applying the results of the above research to the case study at hand, it was decided to try to
teach written words in context with relevant meaning, not as isolated words on cards. After all, we
don't teach a child to speak by repeating the word, "dog, dog, dog" in a loud voice while showing a
picture of the animal. Instead, a child is more apt to learn the concept in a sentence coming out of an
actual event with language such as, "Oh, look at these cute dogs. This is the mommy dog and this is
the baby doggy (Kamada, in press).” The same concept would apply to the teaching of reading;
reading is not best learned by drilling recognition of single words on cards, but by being able to make
sense of stories in books.
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Conveying Personal Meaning with Pictured Word Cards

Based on the above research, a new method was adopted from the beginning of Stage Il. Word
cards were constructed with pictures on the reverse side; cards without any pictures were now
seldom used. Nine homemade books were constructed according to Doman's method, with five
pages of short phrases or simple sentences, where the flip page featured pictures or photos
corresponding to the written words. For exampie the book entited Doing Things included the
following five pages of text: "taking a bath", "reading a book", "brushing teeth", "drawing pictures”,
and "eating an apple". The book Everybody Loves Me included the sentences: "Lina loves Jonah.",
"Aaron loves Jonah.", "Grandma loves Jonah.", "Sarah loves Jonah.", and "Mommy loves Jonah.".
Playing with Wataru had the foliowing phrases: "looking at monkeys”, "going for a ride", "pointing at
horses”, "touching a goat", and "hoiding a rabbit". Daily Life featured: "shoveling snow", "Baby is
crying.", "Jonah is sleeping.”, "helping Mommy", and "Jonah is dancing.", and Our bodies included:
"Lina's teeth”, "Daddy’'s legs”, "Mommy's hair”, and "dirty face". Most of these books were made with
photos of J. and his friends or family members in situations that he remembered with enthusiasm.

The procedure used with both the Stage il word cards and the picture books involved showing J.
the printed page first, reading while pointing to the words, and then flipping the page to show the
picture. Sometimes the process would involve asking questions while pointing to the words, such as,
"Whose legs?" This would be followed by the correct answer, "Daddy's legs.” Another technique that
was used was to leave the last word of a sentence unread, for example, “Baby is . . . ," then
pausing, and finally going on to complete the phrase or sentence, i.e., "Baby is crying."

Figure 1: NO, eye and up are the first three words that J. learned to read at 2:1. On one side of the
card the word is written. On the flip side is a corresponding picture.

| UP I
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As soon as J. began speaking words clearly (about 24 months of age), another book called My

First Words was made with five of J.'s first spoken words: "car”, "banana”, "doctor”, "natto” (fermented

_soybeans), and "Mommy". It was decided to see if produced (spoken) words would be easier to read,

and it was felt that at least comprehension could be verified on the basis ot verbal response. This
technique seemed to make a big difference, if for no other reason than that the first spoken words
carried more emotional significance than those comprehended words which had not yet been produced
orally. From that point on, new reading words were selected from J's most recent newly verbalized
words. [t was felt that this reading game triggered a spin-off effect, enhancing J's verbal skills, as
many words heard even only once were immediately being drilled orally as well as visually as words
on cards.

Using Initial Speech Production to Stimulate Early Reading

Up until this point, the main technique of trying to teach reading involved showing a word card,
reading it verbally myself, showing a picture of its meaning, and occasionally asking questions to try
to illicit some feedback from a pre-verbal baby. Usually there was little or no feedback, nor was
teedback expected. The main goal had been to try to maintain J's attention and stimulate his interest
and enthusiasm. However towards the end ot Stage Il, with the development of speech production,
tor the first time feedback could be stimulated and comprehension tested. The opportunity to seize
upon this new approach was taken just after J.'s second birthday . _

Previously, J. had pointed to his eye on several occasions when shown the "eye" card, but not
consistently enough on every trial to verity that he was actually reading. This was at 1:5, before J.
had spoken the word "eye". A few months later, J. began speaking and the "naming insight" was
evident. Because of this earlier experience, it was decided that "eye” would be an easy reading word
to "start over with", since the word itself aimost looks like a pictograph of an eye, with the "e" as eyes
on either side of the nose (the "y"). A card was made with the word "eye" written in black on one
side, while on the back side, a picture was made with the eyebrows drawn over the e's of the word
"eye" and a smile drawn in to make the meaning clear (see Figure 1).

Another innovation adopted around this time involved the word "no". A Sesame Street video
included the song "NO, NO, NO, NO" which J. liked very much. In the visual portion of this song, the
word "NO" itself appears on the screen several times in red capital letters. | therefore made a card
with the word "NO" in red capital letters on it and held it up to the TV screen when the video song was
on. After this was done only one time, J. could recognize the word "NO".

| then wondered whether J. was able to read this card only because it was written in red, since
the other cards that were being focused on at that time were all written in black. | therefore decided
to make another word card in red. A word was chosen which J. had recently come to love to say as
he climbed steps: the word "up" (see Figure 1). J. also learned to recognize this word in a matter of
minutes. Thus, it was determined that the color of the letters was not the deciding factor in J.'s ability
to read these words.

At 2:1, J. orally read his first three words from cards--"eye", "NO", and "up"-—and was documented
on video repeatedly orally reading these words, proving that it was possible to teach "reading” with
the Doman method at this early age.

By the end of Stage II, apart from this breakthrough, it was also felt that basic pre-reading skills
such as knowledge of some of the letter names had been acquired. The ABC song had also been
introduced and partially memorized. Perhaps the best result coming out of Stage I, however, was
J.'s enthusiasm bomn out of his love of books and being read to and the joy of playing the word
games.

Stage lll (Age 2:2 - 2:10)

Stage Ill covers the period from the age of 2:2 through 2:10. With surprisingly little etfort and
long recesses between practice sessions, further progress was made in reading English, while the
main Japanese syllabary was also introduced-leading to the inception ot biliteracy.

In this stage, the method ot introducing new reading words was again revised slightly through
spontaneous innovations on the researcher's part. Cards were folded in half like a greeting card, with
the vocabulary word written on the outside leaf, and the card opening up to show a picture inside.
Every word card from this point on was made in the presence of J. at a moment when the word to be
written emerged in conversation or games. A point was always made to choose words which first of
all, J. had verbalized, and secondly, that he was enthusiastic about or that had special meaning for
him. With J. watching, words would be written while each letter was voiced, usually with J. repeating
thereafter. Then one of J.'s books would be selected in search of a picture of the word to aid in
illustration of it, and finally, a picture would be drawn on the inside of the card.

At 2:2 and now into Stage lli, although just a week or two after the successtul reading of J.'s first
three words at the end of Stage 1l, cards were made in the above style for three of J's favorite words:
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“bones" (picture of a skeleton), "key" and "bug”. J. was able to read all of these after a few drilis
(about 10 minutes), while he also maintained the ability to read the three words he had previously
leamed—"NO", "eye" and "up"—for a total of six words. A few weeks later, still at 2:2, the following
words were added to his reading vocabulary: "ball", "apple”, "bird", "lion", "car", and "clock”. At 2:2,
J. was documented on video reading these 12 words repeatedly. A month later at 2:3, he was
documented on video reading 30 words. As with the previous words, he was able to read most of
these whether they were written on cards or written by hand on paper. At this time, he was also able
to read some names of people and most of the symbols for the numbers 1 through 10. At 2:3, his
newest reading words consisted of: "Mommy", "Daddy", "Lina", "Jonah", "spider", "airplane", "big",
"little”, "cat", "dog", "feet”, “laughing", "crying", "dinosaur", "doctor", "banana", and "natto".

Preparation for a trip to the Japanese grandparents' house for the New Year's holiday prompted
me to prepare some cards with the names of family members in hiragana. Four cards were prepared
in hiragana: $5{EH B % A(Obaachan-grandmother), & UL\& A/(Qjiisan—grandfather), and two
cousin's names: % (Momo) and 753& (Naoki). Motivated in part by his strong adoration of his
cousin Momo, J. was able to recognize the kana & (mo) almost immediately. The other new
hiragana word cards were read correctly on occasion, but not consistently by New Year's. In much
the same way that he was able to recognize initial letters attached to unknown English words as
mentioned above, J. could pick % (mo) out of Japanese writing. and he would often point to this kana
and' exclaim with enthusiasm "mo."

Understanding and Producing New Language Through Reading

At about the same time, when J. was still 2.3, an interesting development occurred. Although he
had already verbalized some two-word phrases, the researcher decided to induce him to produce
ditferent two-word phrases by placing two word cards beside one another to create expressions that
we had not yet heard him say. Using the cards in this way, | was able to get him to produce a
number of previously unverbalized phrases, including “big bone", "ittle bone", "big ball", and "little
ball" (Kamada, in press).

Later, twelve short sentences or phrases which J. had already produced orally were written on
cards as follows: 1) “"Baby is crying.", 2) "Mommy's car", 3) "Daddy's key", 4) “kick ball", 5)
"Daddy'’s kick ball", 6) "Jonah's kick ball", 7) "Jonah, do it.", 8) "Jonah's cracker", 9) "big ghost", 10)
"big spider”, 11) "Get up Daddy.", and 12) "Daddy’s office." By 2:6 Jonah was able to read all of
these cards and about half of the contents of the homemade books mentioned above. A month later,
two more phrases taken from a book were leamned: 13) "knock, knock, knock", and 14) "Heckedey
Peg".

When the card "Get up Daddy."” was shown, J. often read it as "Daddy get up." because the first
word he noticed was "Daddy", and next he recognized the familiar word "up." From there he could
complete the reading without even having learned the word "get", which he could not read in isolation,
as it carried no meaning for him. J. always received positive praise for reading it backwards, with a
subtle correction following: "That's right. Very good, 'Get up Daddy'." In actua! conversational
usage of the phrase, J. usually pronounced it as "Gup Daddy." However, seeing the familiar word
"up" perhaps created a context in which reading enhanced speech.

For a while, J. was very enthusiastic about deciding what to write on the cards. According to his
mood on a particular day, he chose phrases such as "Jonah's cracker” or "Jonah's kick ball."

However, at one point, circumstances including ilinesses led to a recess of nearly two months. |
found that after that long break, J. showed less interest in reading words. | did not actually think he
had forgotten the words, but it took much more prompting to get him to respond properly. On the
other hand, with practice, he improved rapidly, indicating to me the importance of keeping up the
lessons in order to prevent attrition.

Introducing Japanese Hiragana

At 2:5, | began working with J. on Japanese literacy more seriously. There were a number of
reasons for diverging from my earlier plan to let J.'s Japanese literacy wait until he entered elementary
school. First of all, after the New Year's experiment of introducing a few words in hiragana, it was
decided that there would be no loss of English by also having fun with Japanese.

It was also felt that perhaps a vacuum might develop in regards to Japanese reading input and,
as mentioned above, since being read to is considered one of the most significant factors in acquiring
early literacy, | wanted to fill this gap. The importance of being read to is summed up clearly in
Adams' study: "The single most important activity for building the knowledge and skills eventually
required for reading appears to be reading aloud to children regularly and interactively" (1990b, p.
124).

J. had a lot of Japanese books and magazines that he had received from cousins and friends
o that he liked very much and | started to occasionally read to him in Japanese at his request. At one
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time | had thought that | should only read to J. in English, as | was his source of English input, and
that if | were going to deal with Japanese books at all, | should translate them into English as they
were read. | never consciously rejected such consistent application of the one-person/one-language
approach; the switch into my reading Japanese books in their original was more of a natural,
spontaneous process in which it was found that sometimes with good Japanese books, the Japanese
onomatopoeia were so wonderfully fun that it would be a disservice to attempt an English translation.
Also it was felt that if a child can become bilingual by hearing two languages simultaneously in the
environment, why wouldn't it also work for biliteracy? Some may argue that literacy in one language
of a bilingual child should be achieved perfectly before moving on to the other. However, it was felt
that since these early years are the most impressive for early imprinting, as demonstrated in the
research by Newport (1988) cited above, pre-reading exercises should not be limited to English only.

Moreover, it was felt that Japanese instruction might actually contribute to J.'s understanding of
English reading. Luckett (1994) lent support for this concept in his report on his bilingual child's
reading development. The child was having trouble learning to read English, her L1, because of the
difficulty of English phonics. While continuing to struggle with English decoding, she more quickly
leamed to read Japanese kana, with its simpler syllabic breakdown and one-to-one correspondence
between symbol and sound. Her ability to read Japanese allowed her to intemalize the concept of
reading analysis. Later on, she was able to apply strategies similar to those used in reading hiragana
to sounding out words in English. Thus, the introduction of literacy in her second fanguage, far from
hindering progress in her first language literacy, actually helped her overcome her problems in
reading her L1.

Such arguments notwithstanding, the primary factor in my decision to start teaching Japanese
literacy was the fact that J. showed a strong interest in hiragana, and Japanese reading could simply
not be ignored. Much as English videos had started teaching J. the alphabet, Japanese children's
television programming had already begun teaching him the basic Japanese syllabary, and he
strongly desired to learn more. When | was reading Japanese children's books to him, J. would often
point to those few hiragana that he knew and shout them out in glee, saying, "mo", "a", or "0". This
also occurred with words that were seen outside of books, such as those printed on posters and
signs.

Meanwhile, J. continued to also notice and point out letters of the alphabet and numbers. It was
therefore decided to continue concentrating on English reading, but without prohibiting Japanese.
An endeavor would be made to teach recognition of both the ABC's and hiragana, then we would
move on primarily to reading English words and phrases while continuing with Japanese to a lesser
extent.

Thus, there are now two charts displayed in our living room-one showing the ABC's and the
other, Japanese kana. In addition, J. also has a hiragana block set. Some of the sample pictures
that go with the kana on the wall chart were different from those on his blocks, and this caused some
confusion. For example, on the blocks, a monkey (saru) was used to represent the hiragana & (sa),
but on the wall chart, the picture of the monkey was was used for %(ru), as there is a paucity of
Japanese words with an initial ru (%) sound. Another problem was that some of the things represented
by pictures on the wall chart, such as asagao (morning glory), were unfamiliar to J. To ameliorate this
problem, revisions were made by simply taping pictures over those on the wall chart, or sanding off
and repainting the blocks, so that the two sets matched. There were a few extra blocks in the set, so
onone U &£ 7% (Jyona = Jonah) was written in hiragana and a photo of him was taped on the reverse
side. On another block, only U & (jyo) was written. Thanks to these revisions, made with J. looking
on and "helping”, he was able to put these hiragana to memory aimost immediately. By 2:6 J. could
read at least the following 10 hiragana: &. . . &, U&. &, . Y. 5. and A (a, 0 ka,
sa, jyo, na, ma, ri, ru, and n).

Starting to Write

When J. was 2:8, he began using his knowledge of reading to develop writing skills. During a
session of playing with English word cards, a few new cards were made with J. looking on as usual.
Although [felt it was time to finish, J. indicated he wanted to do "more words". This time he wanted to
write some of the words from one of his favorite videos. in which there is a line where the actor says,
“Look at all the colors." He wanted the word "colors" written out, but for a change, he wanted to write
it himself. Usually strictness was enforced about not letting J. destroy the cards, but this time it was
thought that he should be given a try. He was handed a card with only the lines drawn on it and on
another piece of paper he was shown how to write the word letter by letter. Then once again, each
letter was gone over slowly together with him. J. proceeded to accomplish letter by letter-be it
imperfect, nevertheless—a milestone: the successful transcription of his first word, "colors". This lead
me to conclude that comelative to the finding that reading interactively to children will contribute to
early literacy (Adams, 1990a, 1990b), demonstrating how letters and words are formed in this type of

24 Japan Journal of Mullifingualism and Multiculturalism, Volume 1



E

Q

a playfut manner might well also contribute positively to early writing proficiency.

A month later at 2:9, it was felt that another breakthrough had been reached, but this time with
hiragana. J. could already read U & (jyo). % (na) and Y(n) in hiragana, but now, by placing
hiragana blocks side by side, he was able to form his name U & 7% (Jyo-na = Jonah) and his cousin's
name Y 7L(Ri-na = Lina) by himself—another milestone, this time in understanding how kana fit
together to make words. By the end of Stage |ll, at 2:10, J could sound out and read Japanese words
made up of the hiragana which he knew, which comprised about half of the kana syllabary. For
example, he could read printed words such as ¥ & A (okaasan—mother) and &5 (aka-red).
& Y Ht & D(arigatou—thank you) was sounded out as & Y I» & S (ankatou) at first. This was due to
the fact that J. had not practiced reading the voiced consonant-vowel combinations such as "ga" and
thus he was attempting to read by decoding what he thought was written. Later he was able to
combine decoding and whole-word, meaning-centered approaches to sound out words correctly.
Although letters of the alphabet also fit together to make words, J. had not yet internalized the
function of English phonics, as the breakdown in English of phonemes is more complex than the
syllabic chunks of the Japanese kana. By the end of the experiment, then, J's English reading was
still mainly based on sight reading techniques.

Conclusion :

Although there was no clear image of what to expect at the outset of this study, it was hoped
that reading ability would develop in the subject as early as possible. The philosophy maintained
throughout was that learning and remembering would be achieved through positive emotional
experiences. An endeavor was made throughout to create such experiences when teaching.

Some of the original questions asked at the outset of the study were left unanswered. The
optimal age to begin teaching reading was not determined. Even if we do assume that the earlier one
begins to teach reading, the better, it was not determined if any reading was actually taking place
before the naming insight developed around the age of 2 years. For this reason, as well as others
involving logistics and the advisability of teaching the alphabet first, many questions remained about
the Doman method.

Nonetheless, it was with delight and surprise that success with the Doman method was first
realized when the subject was heard reading his first three words shortly after his second birthday.
This initial development was later reinforced when the subject demonstrated ability to read over 30
words by 2:3. Three months later, he could read at least 12 sentences or phrases and by the end of
the experiment at 2:10, he could also read about half of the Japanese hiragana syllabary. He
demonstrated analytic ability to sound out and read atleast 10 Japanese words made up of combinations
of those symbols. He also demonstrated the ability to put hiragana word blocks together to form
words and names in a synthetic process, and had begun to learn to write English words as well.

According to definitions of what does or does not constitute reading (Wallace, 1988), it may be
questionable as to whether or not the subject was actually "reading” by the end of the experiment.
Nevertheless, it was felt that much progress was made before the age of three in the subject's
reading readiness and metalinguistic development. Consideration of Adam's (1990a, 1990b) findings
that letter knowledge and the ability to discriminate between phonemes in preschoolers contributes to
their later reading success set the background for a revision to the approach towards methodologies
used with J. in the later stages of this study. Use of ABC and kana wall charts, the spelling out of
words and introduction of first letter names and beginning sounds was felt to positively contribute to
metalinguistic development and reading readiness in the subject. This included not only being abie to
understand differences between words, letters and numbers, but also being able to understand that
written words are symbols which carry meaning and represent real things. By 2:10, the subject was
able to name the letters seen in written words and to identify through oral production a number of
English words, phrases and simple sentences written on cards. The subject was then able to transfer
this metalinguistic understanding to the learning of Japanese hiragana.

Aside from the above concrete results, it was also felt that the subject, through the process of
this experiment, acquired an intrinsic interest and curiosity about words, books and stories that may
well improve the prospects for his eventual biliteracy. '
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A Japanese-English Bilingual Child's System of Answering
Negative Questions
Nakagawa Hitomi
2-15-8 Wakabadai, Kita-ku, Kobe 651-11 Japan

This paper examines one semantic aspect of a Japanese-English bilingual child's linguistic ability: the way she
responds to negative questions in her two languages, which have very different systems for formulating answers
in such cases. After explaining the differences in the systems the two languages have for responding to negative
questions, the paper analyzes the way the child responded to negative questions in English and Japanese during
conversation. While the child was able to maintain grammaticality in 87.6% of her responses, some interlingual
and intralingual contrasts were found in the form of the response she used for differing forms of questions,
suggesting the possibility of interlingual transfer.
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Introduction

Although the term "bilingual” is often used to refer to anyone who can speak more than one
language, when used alone, it is too general to account for the many variables involved in the ability
to speak more than one language. A number of factors have therefore been identified to distinguish
types of bilingualism. The order of acquisition of the languages, for instance, is used to distinguish
between simultaneous bilinguals, who acquire L1 and L2 simultaneously as first languages, and
sequential bilinguals, who acquire L2 after L1 (Valdes & Figueroa, 1994, p. 10).

This paper is concerned with a type of infant bilingualism in which children have been regularly
exposed to two languages from birth as a result of each of their parent's speaking a different
language. According to Valdes, this can be categorized as early, simultaneous and natural bilingualism
(Valdes & Figueroa, 1994, p. 11). In most such cases, each parent speaks his or her native
language to the child. This particular principle of each parent adhering to one language is called the
principle of "one person one language”; it is considered to be effective in establishing bilingualism in a
family because it helps the child separate the two languages by connecting each language with a
specific person in the child's mind (Taeschner, 1983, p. 233). Earlier studies on this kind of infant
bilingualism have been reported by Taeschner (1983), Saunders (1988) and De Houwer (1990).

This paper examines one semantic aspect of the linguistic ability of a Japanese-English bilingual
child raised following the "one person one language” method: namely, her system for responding to
negative questions in her two languages. The paper aims to find out whether a bilingual child can
distinguish between the very different Japanese and English systems for dealing with negative questions.

Systems for Responding to Negative Questions

What distinguishes a negative clause from a positive clause is the presence or absence of a
negative marker. Negative can be defined as a state in which a negative marker is present, whereas
positive can be said to be a state of having no negative marker. Huddleston (1984) identifies two
types of negation: clausal and subclausal (p. 419). This paper focuses exclusively on the former, the
latter being explained here only for contrast.

Ciausal negation, sometimes called sentence negation, produces a clause which is both
syntactically and semantically negative, as in "She isn't happy" (Huddleston, 1984, p. 419). In this
sentence, negation is marked by "n't", one of the two most common markers in English, the other
being "not”. Other frequent negatives in English are "never" preceding a head verb, such determiners
as "neither" and "no" preceding a noun, and pronouns such as "nothing" or "none” as the head of an
NP (Huddleston, 1984, p. 420). In Japanese, on the other hand, clauses with clausal negation
include with the VP "nai" or "zu" in various inflected forms.

Subclause negation, by contrast, is often called word negation, since it is negation within the
limit of a word or phrase. There is something negative about the meaning of a sentence with
subclausal negation—-"She is unhappy", for example—yet this is not a syntactically negative sentence
as awhole, and is considered in this paper to be a positive statement.

Nakau (1984) develops a unique and persuasive discussion of the structure of negative questions
and the systems for answering them in Japanese and English. He divides the semantic content of a
sentence into "propositional content” and "modality” (p. 14). In general literature, propositional content
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is the central meaning of a sentence. Modality, on the other hand, is generally the meaning added to
the central meaning of a sentence, or propositional content, and does not affect the meaning of a
sentence as a whole. Thus what Nakau refers to when he uses this term in his paper is the
conceptual attitude of the speaker at the point of utterance (p. 14)..

Japanese and English present a striking contrast to each other as to what functions as the basis
of deciding the form an answer to a negative question will take. In Japanese, it is the whole
propositional content that determines whether the answer will be "hai" (yes) or “iie" (no); in other
words, it is the whole propositional content that is judged by the answerer to be true or false. In
English, on the other hand, it is the positive part of the propositional content that is taken into account
in deciding whether the answer will be "yes" or "no".

The following examples from Nakau (1984, p. 14) demonstrate this contrast (in this and all
examples to follow, a word-by-word translation will appear below the Japanese, and then the
meaning in English will appear below that):

(J1)Q: Nani mo kaimasen deshita ka? (J2)Q: Nani ka kaimasen deshita ka?

Anything/didn't buy Something/didn't buy
Didn't you buy anything? - Didn't you buy something?

A1 Hai, nani mo kaimasen deshita. A1: lie, nani mo kaimasen deshita.
Yes/anything/didn't buy No/anything /didn't buy
| didn't buy anything. | didn't buy anything.

A2: lie, hon wo kaimashita. A2: Hai, hon wo kaimashita.
No/book/bought Yes/book/bought
| bought a book. | bought a book.

Though the content of the A1 answers to both questions J1 and J2 are the same—that is, the
answerer did not buy anything—A1 to question J1 is preceded by "Hai" (a Japanese word normmally
translated "Yes"), while A1 to question J2 is preceded by "lie" (a word usually translated as "No").
This is due to the structural difference in the semantic content of questions J1 and J2. Question J1
consists of negative propositional content—Nani mo kawaNAKATTA (You did NOT buy anything)--
plus positive modality—ka (lIs it the case that?). The answerer in A1 for question J1 admits that
he/she did not buy anything, and theretore answers using “Hai"” (Yes). In contrast, in question J2, itis
the modality which includes the negative marker. The question comprises positive propositional
content—-Nani ka katta (You bought something—and negative modality-dewaNAlka (Is it NOT the
case that?). The answerer in A1 for question J2 reckons the propositional content to be false, and
therefore answers using "lie" (No).

Now contrast this with similar questions in English:

(E1)Q: You didn't buy anything, did you? (E2)Q: You bought something, didn't you?
A1: No, | didn't. A1: No, | didn't.
A2: | bought a book. A2: Yes, | bought a book.

Question E1 consists of negative propositional content-You did NOT buy anything—-and positive
modality—Is it the case that?—while question E2 consists of positive propositional content—you bought
something—and negative modality—Iis it NOT the case that? Much as in the two Japanese questions
above, these questions have a distinct structure in terms of semantic content; however, there are
prominent differences between the two languages as to what stands as the basis of judgment for the
answer form. As noted above, it is the positive part of the propositional content that goes through
judgment in the case of English, and these two questions have the same positive part: you bought
something. Because they share the same basis for deciding the answer torm, both questions are
answered "No" when the answerer did not buy anything.

According to Nakau's segmentation of the semantic content of a negative question (Nakau,
1984, p. 14), there are four possible patterns as to the polarity of each segment of a negative
question and its answer: .

I. Q: PROPOSITIONAL CONTENT (negative) + MODALITY (positive)
A: PROPOSITIONAL CONTENT (negative)

II. Q: PROPOSITIONAL CONTENT (negative) + MODALITY (positive)
A: PROPOSITIONAL CONTENT (positive)
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l1.Q: PROPOSITIONAL CONTENT (positive) + MODALITY (negative)
A: PROPOSITIONAL CONTENT (negative)

IV.Q: PROPOSITIONAL CONTENT (positive) + MODALITY (negative)
A: PROPOSITIONAL CONTENT (positive)

This paper will use Nakau's account of the negative answering system, but with some modification.
First, because Nakau does not define exactly what propositional content is in his article, this paper
will employ the definition proposed by Kuno (1973), that is, that it is the questioner's supposition, or
what she believes to be true (pp. 273-281). Second, in addition to classifying question-answer pairs
into four groups according to their structural differences as shown above, each group will be further
divided with regard to the form of the answer. In both Japanese and English, it is quite normal to
answer a question with a complete sentence instead of just saying "Yes" or "Uun". For example,

(J3)Q: Dareka kite nai?
Someone/is here/not
Isn't someone here?
A:  Kiteiru.
Is here
Someone is here.

(E3)Q: Didn't they come here?
A: They did.

In Japanese, a one-word, predicate-head-only sentence without any subject is often used in this way.
The "sentence" is the same as the head of the predicate in the question. In English, answers to
non-WH questions can be short sentences consisting of the pronoun and auxiliary verb used in the
question. These two sentence forms—one Japanese and the other English—will be referred to as "the
basic sentence form" in the rest of this paper, and will be contrasted with simple yes/no answers in
analyzing the data.

Dealing With Differing Systems

This paper is a study of the language abilities of one particular bilingual child. It will examine
whether or not she can comrectly differentiate between the two language systems when answering
negative questions, and will also look at the frequency of her use of each different type of answer in
each of her languages.

Hoffman (1991), in discussing the interaction of two languages in a bilingual's mind, explains the
concept of "language transfer”, contrasting it with other concepts that are often used in its place (pp.
95 - 101). "Transfer" is an involuntary use of an element of one language in another, whereas
"borrowing" refers to voluntary use. "Transfer" is a neutral term and implies that a bilingual uses all
methods from both languages in order to express a meaning. "Interference", on the other hand, while
also meaning involuntary use of an element from another language, has a negative meaning. It
implies the point of view that a language should be pure without being interfered with by another
language.

There are many types of language transfer: phonological, grammatical, and lexical, to name
three. The type of transfer most likely to occur in this study is grammatical transfer—the interaction of
two grammatical systems. While transfer in itself is not regarded as problematical, in the case of the
interaction of the English and Japanese systems for answering negative questions, language transfer
may result in the bilingual person communicating a meaning which is the opposite of her intention.

Method
The Subject

The speech corpus of this study was provided by a five year-old girl | will call May (not her real
name). May was born in 1989, the daughter of a British father who is a university instructor and a
Japanese mother who teaches English at a high school. The family has lived in the Kansai area of
Japan ever since May was born. Since both of her parents have jobs, May at present spends
weekdays at hoikuen, a day nursery, from eight or nine in the morning until five or six in the evening.
She spends approximately 32 hours per week with both her parents, 13 hours with her father alone,
and 10 hours with her mother alone, excluding sleeping time.

May's father has lived in Japan for more than 10 years, and though he had not encountered the
Japanese language until shortly before coming to Japan, he is good at understanding it and fairly

@ Tod at speaking it. Her mother began learning English as a foreign language at the age of eleven,
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and she has been using it on a regular basis since she met her husband 10 years ago. She is
excellent at both understanding and speaking English. The language choice in the family, between
the parents and between each parent and May, has always been about the same ever since May was
born. The language used between the parents is mostly English, whether May is present or not, both
at home and outside the home. The tather speaks exclusively in English to his daughter, and vice
versa. Between the mother and May, Japanese is used in most cases, but not all. May speaks to her
mother in English more at home than outside the home.

Besides her parents, May does not have anyone around her regularly who speaks English. At
hoikuen, she is exposed to Japanese only. Yet she talks in English on the phone with her grandparents
in England for 10 minutes once a month, and also, English-speaking friends of the family come to
stay for three to four days a few times a year. May is also exposed to English through books, audio
and video tapes, and TV as much as she is to Japanese.

One change in the normal family language pattern occurs when the family makes one of its
frequent journeys to other countries. They visit England and stay there for two to four weeks every
year to see her father's family. They have also been to New Zealand, Hawaii, the mainland of the
United States, and some other European countries, staying in each of these places for one to three
weeks. When they are outside Japan, the proportion of Japanese spoken in the family decreases,
while that of English increases. First, the parents speak to each other exclusively in English when
travelling abroad. Second, May speaks to her mother roughly equally in Japanese and in English
during these trips. Third, her mother speaks to May in English more often than she does in Japan,
though the use ot Japanese by her mother still exceeds that of English.

The Study
The speech samples in this study were collected during three sessions on June 12, July 17, and
September 18, 1994. Each session was about an hour long, following an hour or two of chatting and

‘playing games. May was alone with the researcher in a room during the experiment. The researcher

spoke both Japanese and English during the experiment, as well as during the chatting and playing
time, so May knew that she has a command of both languages.

In each session, after the researcher read to May one to three paragraphs of a children's book,
she asked May several questions, including some negative questions, about the story in the book.
The stories read were The Tale of Benjamin Bunny, Baby Brown Bear's Big Bellyache, The Little Red
Hen, | Wish | Was Sick, Too! and Nezumi no ie sagashi (Mouse Looks for a House). As can be
surmised from their titles, the first four stories were in English, the last one, in Japanese. However,
the questions asked were not always in the same language as the story; the researcher sometimes
asked questions in Japanese about a story in English, and vice versa. The language of both the
stories and the questions was changed randomly to avoid introducing any kind of pattern into the
stimulus. The whole conversation was recorded for each session, with May aware that it was being
recorded, but only negative questions and answers to these questions were transcribed afterwards.

Questions and answers were written in the standardized dialect when transcribed. They were
then classified into groups according to Nakau's (1984) categorization system.

Resulits |

The three sessions produced a total of 82 negative question-answer pairs. On the whole, May's
responses to negative questions contained very few grammatical mistakes. Only 2 out of 82 responses
can be said to be ungrammatical, as Table 1 shows.

Table 1
May's responses to negative questions classified by language, propositional content (P.C.) of question and
answer (+ or -), and grammatical acceptability. Percentages in parentheses give relative frequencies of
acceptable/unacceptable answers for each type of question in each language.

| | | | LANGUAGE [
I Cat. IQues. | Ans.| JAPANESE [ ENGLISH . [
1 IPC. I PC.I Acceptable | Unacceptable | TOTAL | Acceptable | Unacceptable | TOTAL |

| - - 10 (100) 0(0) 10(100) | 13(86.7) 2(13.3) 15 (100)

It - + 8 (100) (e X(9)] 8(100) | 7(100) 0(0) 7 (100)

i] + - 11 (100) 0(0) 11(100) | 6(100) 0(0) 6 (100)

v + + 2 (100) (¢X(0)] 2(100) 1 13(100) 0(0) 13 (100)
TOTAL 41 (100) 0(0) 41 (100) | 39 (95.1) 2(4.9) 41 (100)
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The following are some examples of negative questions and responses to them taken from the
data collected. For the Japanese questions and answers, English word-to-word translation is provided
under each question, followed by translation of the whole sentence. The propositional content and
modality are then shown under each question in square brackets [ ] and pointed brackets < >
respectively. The particular sentence in which the propositional content and modality are conveyed
is written in a standardized and simplified form for convenience. In the case of a question with an
if-clause in the Kansai dialect, for example, the propositional content and the modality are represented
in standard Japanese and the if-clause omitted for the sake of convenience. Capitals are used to
indicate the negative element in either the propositional content or the modality. Bold letters are used
for such particles as mo, ka and shika in Japanese and such words as "anything”, "already" and
"some" in English, as these words are semantically connected with the positiveness or negativeness
of the propositional content of the utterances in which they are used. Although Hai (yes) and Un
(yeah) as well as iie (no) and uun (naw) are used interchangeably in colloquial Japanese (the latter
word in each pair being a less formal way of expressing agreement or disagreement), May used the
less formal words exclusively in the sessions.

Japanese Examples
1. Q: PROPOSITIONAL CONTENT (negative) + MODALITY (positive)
A: PROPOSITIONAL CONTENT (negative)
(1) (This example occurred after May said that she did not want to read the book herself.)
Q: Hontoni yomitaku nai no?
Really/want to read/not
You really don't want to read it (yourself)?
[Anata wa hontoni yomitaku NAlj<ka>
[You really do NOT WANT to read it yourself] <Is it the case that? >
A Un.
Yeah.

In example (1), May perceived that the question consisted of a) the propositional content that she did
not want to read the book herself and b) positive modality which confirmed the propositiona! content.
Agreeing that the propositional content was true—in other words, agreeing that she did not want to
read the book herself—-she answered "Un" (Yeah).

11.Q: PROPOSITIONAL CONTENT (negative) + MODALITY (positive)

A: PROPOSITIONAL CONTENT (positive)

(2) Q: Koko wa nani mo warui tokoro nakatta?
Here/any bad pointithere wasn't
There wasn't anything bad about this place?
[Koko wa nani mo warui tokoro ga NAKATTA] <ka>
[There was NOT anything bad about this place]<ls it the case that?>

A: Afta.

There was.

The question in example (2) can be divided into negative propositional content and positive modality.
May accepted the propositional content and answered positively in basic sentence form.

11.Q: PROPOSITIONAL CONTENT (positive) + MODALITY (negative)

A: PROPOSITIONAL CONTENT (negative)

(3) Q: Otomodachi to aenakute sabishikunai no?
Friends/cannot see/sad/not
Aren't you sad not to be able to see your friends?
[Anata wa tomodachi to aenakute sabishiil< no dewa NAl ka>
[You are sad not to be able to see your friends]<ls it NOT the case that?>

A: Sabishikunai.

I'm not sad.

In example (3), May contradicted the researcher's supposition that she missed her friends from
hoikuen, answering in a basic sentence form.

Q ' 3 4
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V. Q: PROPOSITIONAL CONTENT (positive) + MODALITY (negative)

A: PROPOSITIONAL CONTENT (positive)

(4) Q: Konna tokoro ni sundara, suguni byoki ni natchaunja nai?
Such placefin/it lived/soon/sick/ become/not
If you lived in such a place, wouldn't you become sick soon?
[Suguni byoki ni narul< dewa NA/I ka>
[You would become sick soonj<ls it NOT the case that?>

A: Un.

Yeah.

The question in example (4) consists of a typical negative modality, -njanai, and another part that
conveys the propositional content. Agreeing with the whole propositional content, May replied "Un"
(Yeah).

English Examples
I. Q: PROPOSITIONAL CONTENT (negative) + MODALITY (positive)
A: PROPOSITIONAL CONTENT (negative)

(5)Q: They (Mr. and Mrs. McGregor) are not coming home anytime soon?
[They are NOT coming home anytime soonj<ls it the case that?>
A: No.

In the system for answering negative questions in English, it is the positive part of the whole
propositional content that is determined to be true or false. Therefore, though the whole propositional
content of the question in example (5) is negative, only the part without the negative etement is the
object of judgment. Here, May properly answers "No", denying the positive part of the proposmonal
content, that is, that Mr. and Mrs. McGregor are coming home sometime soon.

Both of the questions May answered incorrectly fall into this category:

(6)Q: B.B.B.'s mother didn't get angry, did she?
[B.B.B.'s mother did NOT get angryj<ls it the case that?>

A: Yes.
Q: She got angry?
A: No!

In example (6), May followed the Japanese system for answering negative questions, giving her
judgment on the whole propositional content instead of on the positive part of it. In other words, she
regarded it to be true that B.B.B.'s mother did not get angry, and therefore answered, "Yes". Needless
to say, the comrect answer is "no", if one considers only the positive part of the whole propositional
content, namely, that the mother did get angry.

Example (7) shows a similar mistake on May's part.

(7) (Afterthey had read the episode in which, in vain, B.B.B. tried swimming to cure his stomachache.)
Q: It didn't help B.B.B,, did it?

(it did NOT help B.B.B.J<Is it the case that?>

Yes.

It did?

No!

»0>

11.Q: PROPOSITIONAL CONTENT (negative) + MODALITY (positive)
A: PROPOSITIONAL CONTENT (positive)
(8)Q: Benjamin did not hide himself, did he?
[Benjamin did NOT hide himselfi<Is it the case that?>
A: He did.

In the story, Benjamin Bunny did hide himself under a bucket, but the researcher's supposition was
that he did not. May corrected her by using the basic sentence form.

11.Q: PROPOSITIONAL CONTENT (positive) + MODALITY (negative)
A: PROPOSITIONAL CONTENT (negative)
(9)Q: Benjamin was very happy to see his aunt, wasn't he?
[Benjamin was very happy to see his aunt]<ls it NOT the case that?>
A: Hewasn't.
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The propositional content of the question in example (9) is positive, and May rightly gave an answer
based on judgment of its positive part.

IV. Q: PROPOSITIONAL CONTENT (positive) + MODALITY (negative)
A: PROPOSITIONAL CONTENT (positive)
(10)Q: “"Busy" is the opposite of "tazy", isn't it?
["Busy" is the opposite of "lazy"]<ls it NOT the case that?>
A: Yes.

The question in example (10) comprises positive propositional content and negative modality. May
answered, "Yes", accepting the positive part of the propositional content, namely, that "busy" is the
opposite of "lazy".

As shown above, when answering negative questions, May generally followed the rules of the
language in use, independently of the rules of her other language. She answered the questions in
Japanese based on judgment of the whole propositional content, either by saying "Un" (Yeah) when
accepting it and "Uun" when denying it, or by picking up the head of the predicate in the propositional
content of the question. When using English, her answers were based on judgment of the positive
part of the whole propositional content, and she answered either by saying, "Yes" when accepting it
and "No" when denying it, or by producing a sentence consisting of the pronoun and the auxiliary
verb of the propositional content of the question.

Table 2 shows the relative frequency and percentage of the two forms of answer--a single word
and the basic sentence form--for each category (I to IV) in each language. It can be seen that in
some cases, May preferred to answer in a basic sentence form and in others, in a single word. Also,
differences across languages were apparent.

Table 2
May's grammatically acceptable responses to negative questions classified by language, propositional content
(P.C.) of questions and answers, and form used in the answer. Percentages in brackets give relative frequencies
of answers to each guestion type in each language.

! | | | LANGUAGE |

I Cat.lQues. | Ans. | JAPANESE | ENGLISH |

! IP.C. | P.C.IUn/Uun Only |Basic Sent. Form | TOTAL | Yes/No Only | Basic Sent. Form| TOTAL |
| - - 8 (80.0) 2(20.0) 10(100) | 4 (30.8) 9 (69.2) 13 (100)
i - + 3(37.5) 5 (62.5) 8(100) I  0(0) 7 (100) 7 (100)
o+ - 2(18.2) 9(81.8) 11(100) | 5(83.3) 1(16.7) 6 (100)
v+ + 1 (8.3) 11(91.7) 12(100) | 12(100) 0 (0) 12 (100)

TOTAL 14 (34.1) 27 (65.9)  41(100) | 21 (55.3) 17 (44.7) 38 (100)

Discussion

In general, May's responses to negative questions contained very few grammatical mistakes.
She distinguished between the Japanese system for answering negative questions and the English
one, the former being a system based on judgment of the whole propositional content and the latter,
on the positive part of the propositional content, as described above.

The two grammatical mistakes she made (examples 6 and 7) could be considered the result of
the influence of Japanese on English. They imply that May was following her own intemalized rule
and was not simply speaking by rote repetition. May seemed to understand the story being read to
her in both cases, as she immediately corrected her answer when the questioner asked a similar
question: It is possible, however, that she misunderstood the story and suddenly realized that fact
when a similar question was repeated. However, this second possibility is very unlikely, because for
this type of question-answer pair (Category [1), consisting of a question of negative propositional
content and a positive answer, May otherwise always answered with the basic sentence form, not
with "Yes" or "No" as she did in these two cases (see Table 2).

In looking at May's choice of answer form, we see some sets of contrasts (both interlingual and
intralingual) in Table 2 above. May seems to follow certain patterns in her replies, depending upon
whether the questions are in Japanese or English (interlingual contrast) and whether the questions
have positive or negative propositional content (intralingual contrast).

Q@  Thefirst example of interlingual contrast is found in May's preference in answer form when the
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propositional content of the question is positive (Categories Ill and V). In Japanese, she used the
basic sentence form to answer in 20 cases (9 cases for Category I and 11 for Category V) or 87.0%
of the time, while she used "Un" or "Uun" in only 3 cases (2 cases for Category Il and 1 for IV), or
13.0% of the time. On the other hand, when answering English questions, she replied "Yes" or "No"
in 17 cases (5 cases for Category Il and 12 for IV) or 94.4% of the time, while she answered with the
basic sentence form in only one case (in Category lll) or 5.6% of the time. Thus it is clear she
preferred the basic sentence form in Japanese but a simple "Yes" or "No" in English.

The second example of interlingual contrast is found in May's preference in answer form when
the propositional content of the question is negative (Categories | and I1), though the contrast is not
as clear as in the case of questions with positive propositional content. In Japanese she answered
with "Un" or "Uun" in 11 cases (8 cases for Category | and three for Category i) or 61.1% of the time,
and with the basic sentence form in 7 cases (2 in Category | and 5 in Il) or 38.9% of the time. In
English, she answered 16 questions using the basic sentence form (9 in Category | and 7 in II) or
80.0% of the time, and four questions with "Yes" or "No" (all in Category 1) or 20.0% of the time. Thus
she preferred one-word answers in Japanese and the basic sentence form in English.

Also, an intralingual contrast is found in both languages in May's preterence in the answer form
depending on the polarity of the propositional content of negative questions. In Japanese, she
preferred the basic sentence form when answering questions with positive propositional content
(Categories lIl and 1V), using it for 20 answers to 23 questions or 87.0% of the time, and a simple
"Un" or "Uun" when the propositional content of the question was negative (Categories | and 1), using
it for 11 answers to 18 questions, or 61.1% of the time. In English, too, she preferred the basic
sentence form for questions in Categories | and Il, using it for 16 answers to 20 questions in these
categories, or 80.0% of the time, while preferring a simple "Yes" or "No" answer for questions in
Categories Il and IV, using it for 17 answers to 18 questions, or 94.4% of the time.

Looking at each of the four categories of question-answer pairs according to polarity, we find
that though May generally showed a considerable adherence to one answer form—either the single
word or the basic sentence form—depending on the language and the polarity of the propositional
content of the question, this was not the case with one category in each language. In Japanese, the
exception was when she answered positively to questions with negative propositional content (Category
). She replied "Uun" in three cases (37.5%). while answering with the basic sentence form in five
cases (62.5%). In English, the exception came when she answered negatively to questions with
negative propositional content (Category 1); she replied "No" in four cases (30.8%) while answering
with the basic sentence form in nine cases (69.2%).

These two types of question-answer pairs—Category |l in Japanese and | in English-share one
property: The answer is the result of denying the basis of judgment, which is the whole propositional
content in Japanese and the positive part of the propositional content in English. For questions with
negative propositional content, the basis of judgment is negative in Japanese and positive in English.
in contrast, when the propositional content of the question is positive, the basis of judgment is
positive in both tanguages. As shown in Table 2, when denying the basis of judgment of questions
with positive propositional content (Category lll), May showed a more distinct adherence to one
answer form. Thus, the inconsistency of her preference in answer form when denying the basis of
judgment of questions with negative propositional content in Categories | and Il could to some degree
be ascribed to the difference in the basis of judgment between the two tanguages.

Itis no coincidence that the only two mistakes that May made while answering the 82 negative
questions came in response to questions in Category |, which pairs English questions with negative
propositional content and an answer with negative propositional content. Interlingual transfer from
Japanese into English made her follow the Japanese system and resuited in grammatical mistakes.

Another form of interlingual transfer seems to be at work in the opposite direction. Although the
proportion of the two answer forms differs considerably between the two languages in three of the
categories, this is not the case in Category Il, where the propositional content of the question is
negative and the answer is positive. May preferred to answer such questions using the basic
sentence form in both languages (in 5 out of 8 cases in Japanese and 7 out of 7 in English. Her
inclination.to do so in English would be logical for the following two reasons. First, the pattern
accords with that of Category |, the other category with questions of the same polarity; there, she
used this form to give negative answers to questions with negative propositional content in 9 out of
13 cases. Second, the pattern contrasts with those of Categories !l and 1V, the two with questions of
positive polarity. If this explanation is correct, it is with the Japanese questions that May is confused.
It the proportions ot one-word and basic sentence form answers had been opposite and the frequency
of the former had exceeded that of the latter, it would have fitted in well with the rest of her answering
pattern. That is to say, the way she answered negatively to Japanese questions with negative
propositional content deviated from the expected norm. This could be considered to be the result of
interlingual transfer from the English system. 3 7
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Conclusion

This paper has examined how a five year-old bilingual child replies to negative questions in her
two languages, Japanese and English. The Japanese system of answering negative questions is
based on judgment of the whole propositional content of the question, whereas the English system is
based on judgment of only the positive part of the propositional content. Beside the fact that May
basically differentiated between the Japanese and the English answering systems for negative questions,
it was found that she had established a particular pattern as to whether to answer with one word or
with the basic sentence form. The way May replied to negative questions varied, depending on the
type of question in terms of the language and the polarity of the propositional content. Evidence
suggestive of interlingua! transfer in both directions was also found.

When gquestions had positive propositional content, May's preference in answer form was
unmistakable, presenting a clear contrast between Japanese and English. She preferred to use the
basic sentence form to answer Japanese questions and "Yes" or "No" to answer English questions.
On the other hand, when questions had negative propositional content, she showed a less distinct
contrast in the answer forms used for Japanese and English. Though May generally preferred to use
"Un" and " Uun" in Japanese and the basic sentence form in English, she did not follow this pattern
strictly when she denied the basis of judgment in either language. The inconsistency of her preference
in the answer form could possibly be ascribed to the difference in the basis of judgment between
Japanese and English. '

It is pointed out by researchers such as Taeschner (1983) and De Houwer (1990) that the
linguistic development of bilinguals does not differ from that of monolinguals. It is quite possible that
May's mistakes and inconsistency in answer form are not the result of interlingual interference, but
simply the same thing that a monolingual child experiences as a normal process of acquiring one of
the two languages. Since this study does not make any comparison of May's language to monolingual
native speakers of Japanese and/or English, it would be inappropriate at this point to conclude
whether or not May's mistakes and inconsistency in answer form resulted from her tamiliarity with two
languages. It would certainly be interesting to carry out a similar experiment with monoiingual
children and then compare the results with May's.
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Kagawa Junior College, 1-10 Hama Utazu-cho, Ayauta-gun, Kagawa Prefecture 769-02

Introduction

Bilingualism can be seen as a branch of applied linguistics, a discipline with a canon of literature.
Generally, it is the study of languages in contact, within, between and among individuals as well as
groups such as families and societies. But what specific topics or areas of study are within the
purview of bilingualism? Where does it border on or interact with other disciplines? For instance,
where languages are in contact, does the study of the cultural factors involved belong to other
disciplines or to bilingualism? Moreover, how and why are the concerns of bilingualism in Japan the
same or different from those manifested elsewhere?

The National Special Interest Group on Bilingualism was formed in JALT (The Japan Association
for Language Teaching) and has grown to include about 200 members because of the recognition
that networking and sharing information in terms of this discipline can be helpful, among others for
parents struggling to raise children bilingually in Japan. Language teachers know that theory and
research inform practice, yet given the limited research on bilingualism—especially on bilingualism in
Japan--available to date, educators in this N-SIG realize how much more of value there must be to
learn about this field. We do not have all the answers: we are searching ourselves. This group
therefore has strongly emphasized research in its statement of purpose. It lists the three major goals
of the N-SIG to be to: (1) encourage bilingualism research projects and the wide dissemination of
findings by organizing an extensive network of researchers and willing bilingual subjects, (2) promote
awareness of current developments of interest to these overlapping communities, and (3) provide a
base for mutual support among the group's members.

Yet it was felt important to determine exactly what the scope of bilingualism is seen to be, what
areas of this field have been the subject of research in this N-SIG so far, and what areas the
members wish to see more research in. The purpose of this paper, then is to investigate the scope
of bilingualism, both as a worldwide discipline and as applied to the needs of foreign language
teachers in Japan. By finding out the relative level of interest and relevance perceived by members in
regard to areas of study possibly related to bilingualism, the N-SIG will gain some objective data by
which to orient its activities in the future.

Actually the survey presented here is the second of two related investigations, both hypothesizing
the same 27 areas of study in terms of which the scope and priorities of bilingualism might be
discerned. The results of the first study were published in "Citation Analysis of Bilingualism N-SIG
Publications," which appeared in the bimonthly newsletter of this N-SIG, Bilingual Japan, Vol. 4, No. 4
(July/August 1995), pp. 7-10 (see also pp. 1-2). While details of that study cannot be repeated in this
limited space, there will be cross-references to the first investigation to shed light on what can be
concluded from the second one presented here. What follows can only be described as concise
research notes. With all the related questions not given full justice, readers are urged to draw their
own conclusions from the data and help further define the mission of the Bilingualism N-SIG.

The Bilingualism Survey

A survey was sent to 83 Bilingualism N-SIG members in June, 1995; 38 have been returned, a
response rate of 45.6%. Limited research funds made it impossible to send the survey to all N-SIG
members, so there was some selectivity, with preference accorded to longer standing members.
Thus, rather than making any claims for the response rate, let us later see what the results indicate
about the expertise of the informants. For the survey sought objective knowledge of bilingualism,
while, in effect, creating a data base of members' interests. The respondents are to be thanked for
representing the N-SIG through their input, which will be taken seriously in charting the future course
of the group. :

Now let us look closely at the survey instrument: four questions asked about each of 27 areas of
study possibly related to bilingualism. The 27 areas are presented here in alphabetical order, as they
appeared on the survey sheet, but to each category is added in parentheses the abbreviation used in
the table of results to follow. At the risk of considerable overlap and hardship for the informants, the
aim was to be thorough and to go somewhat beyond the scope of bilingualism for its borders to be
discerned. The survey results should help to refine the categories, combining or discarding some of
them, and thus offer a more definitive taxonomy of bilingualism as viewed by language teachers in
Japan.
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The Bilingualism Survey
Objective, general questions:
1A. How do you think these areas of study are related to the discipline of
bilingualism?
1Aa: A central or integral part
1Ab: A minor or peripherat aspect
1Ac: Closer to another discipline
1Ad: Do not know
1B. Do you think these areas of study belong within the scope of
Bilingualism N-SIG concerns?
1Ba: Central or integral to our scope
1Bb: A minor or peripheral area
1Bc: Not of particular concern to us
1Bd: Cannot decide/do not know

Personal, professional questions:
2A. How deeply are you interested in these areas of study?
2Aa: Very or actively interested
2Ab: Willing to learn about it
2Ac: Not especially interested
2B. In what ways are you interested in these areas of study?
2Ba: As an individual or student
2Bb: As a parent or spouse
2Bc: As a language teacher
2Bd: As a researcher or to publish
2Be: As a past or possible presenter

Some Possible Areas of Study:

Adult biingual development, e.g. sequential, not balanced (Adult)
Biculturalism/iculturality/acculturation/cultural identity (Biculturalism)

Bilingual child-raising methods, transmitting parents’ L1 or L2 (Child-raising)
Bilingual education in schools overseas (Bil Ed abroad)

Bilingual or minority language education in schools in Japan (Schools here)
Bilingualism in applied linguistics/applied to FL/SL teaching (FL teaching)
Bilingualism programs in universities, graduate schools (Univ progs)
Bilingualism-related organizations/networks (Networks)

Biliteracy/minority language reading (Biliteracy)

Brain organization/neurolinguistics (Brain)

Childhood bilingual development, e.g. simultaneous, balanced (Childhood)
Family bilingualism/Antemational families (Family)

Individual bilinguality/cognitive effects/psycholinguistics (Individual)
Intercultural communication (Intercultural)
Japanese-English/English-Japanese bilinguality and bilingualism (English-Jpse)
Language attrition/shiftloss (Attritionfloss)

Language processing/interference/code-switching/code-mixing (Processing)
Language pathologies, e.g. aphasia (Pathologies)

Language policy/planning/administration/istory/politics (Policy)

Maintenance, e.g., of returnees' .2, immigrants' or minorities' L1 (Maintenance)
Minority language educational materials, e.g. picture books, videos (Materials)
Minority language home education, Saturday schools, play groups (Home Ed)
Multilingualism/combinations other than Japanese and English (Multilingual)
Second language acquisition/age-related factors, e.g. critical period (SLA)
Societal bilingualism/sociolinguistics/dialects/diglossia/conflicts (Societal)
Theory/methodology/definitions/measurement, e.g. of blllnguallty (Theory)
Translationfinterpretation (Translation)

Other: (Other/gen'l [Bilingualism in ge